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ABSTRACT

Background

This study addressea twodimensional problem:weaknesses in the

provision of citizenship education in Irish Primary Schaoldincreasing

social distance between younger and older generanoinsh society The

thesis tested whether young children who participate in intergenerational

learning collaborations would attain higher levels of civic literacy than

children who were not involved in such collaboraticasdwhether desired

outcomes for civic Iliteracy <could be <co
civic engagemencCivic literacy refers to congments of personal and social

responsibility and leadership to take positive actiohbe study was

conducted in five schools in the west of Irelarad:control and four

interventionsites.
Aims

The study aimed to activatadomecng chil dr
young and old in intergeneratiornaarningcollaborations through the civic

literacy concept
Methods

Using a mixed-methods embedded design (Creswell and PG@adk,

2011), the study is informed by the living theayproach tactionresearch
(Whitehead and Mc Ni f f , -a&ién@ & p | wmantdi onsdHe s
(For -ige, 2010) =as its reflective proces
pre/posti nt er vention <civic |iteracy question
observational checklis; participant and key informant qualitative datad

researcher reflections. Analyses were processed using the Statistical

Package for the Social Sciences (SPSS, version 20) and MS Excel (2010).



Findings

Measuredbetween two timgooints, academic yedoreginning and yeagnd,
significant improvementpO 0 . @aks Yound for student seléported civic
literacy scores compared to a control group who did not participate in
intergenerational collaborations. Teacher checklists corroborate student self
reports.Nonsignificance was found for gender, year grauu academic
ability grouping. Quantitative results cannot be generalibedause non
probability sampling was usdalt the intervention programmesagnhave
adaptability at primarylevel. Qualitativefindings explained quantitative
resultswhich were then conceptualised, in light of the research literature, as

young childrends civic engagement .

Conclusion

The study showed that intergenerational engagement was a successful
vehicle for activating young hi | dr enés <civic engagement

School.

Vi



TABLE OF CONTENTS

DECLARATION L.t rren et e e e eaaas li.
DEDICATION L.t e s nmmr e e e e e eaaeeeees it
ACKNOWLEDGEMENTS. ... oo eneee e il
AB ST RA C T e e e aa—— v
TABLE OF CONTENTS.....o et mmmna e Vil
LIST OF TABLES. ..o et emme e e e Xiii
LIST OF FIGURES. ... ereee e Xiv
LIST OF ABBREVIATIONS.......ooie e XVi
PROLOGUE.... .ot eeee e e e e e e e e e e anann 1
CHAPTER ONE ... et mmme e e e e e e e e ees 3
INTRODUCTION ...t e mmmr e e e e e 3

1.0 OVEIVIEW...ceiiiieiiiiiiiee e et e e e e e 3

1.1 Problem statement..........cooooiiiiiiiieeen e 4

1.1.1 Dmensionl: Weaknesses in provision of citizenship education at

Irish Primary SchoQl.............coooviiiiiiieee e 4
1.1.2 Dimensio#R: Increasing social distaedetween young and al@
1.1.3 Addressing the twdimensional problem....................ccoooveeeen. 7

1.2 PUIrpOSE Stat@mMENL.....ccuiiiiiiii e e e 8
1.3 Sigrificance of this research..............ccccovviiiiieeee e, 12
1.4 ThesSIiS OULING......cooee e 12
CHAPTER TWO....iiiiiiiiiiiiiiie e eeesit ettt e e smme e snnnea e e e e 14
CIVIC AND INTERGENERATIONAL ENGAGEMENT........cccccvvveeene 14
2.0 INrOAUCHION. ......coiiiiiiiiieii e 14
SECTION ONE: YOUNG CHI LDRENG6S .Cl.\M4
2.1 Understanding childhood................coiiiiiieeeiiiciiie e 14
2.2 Citizenship typologies........coooiiiiiiiiiiiceee e 17
2.3 CiviC ENgagement........coooviiiiiiiieeee e 20
2.3.1 Yauth development.........coooiiiiiiiiiieee e 23
2.3.2 Youth leadership development...........cccceevvviiieeee e, 25
2.3.3 Youth CIVIC engagement.........cccceeeeeiiiieeeceeiiieiee e e e e e 29

2.4 The civic literacy concept: a learning tobkivic engagement....42
SECTION TWO: INTERGENERATIONAL ENGAGEMENT............... 54

vii

C ENGAGEWMWN



2.5 Intergenerational engagement: pracaicd programmes.............. 54
2.6 History of intergenerational engagement..............cccooevveeeenennn. 56
2.7 Categories and examples of intergenerational programming...57

2.8 Outcomes and limitations of intergenerational engagement....60

2.9 The toolkit of intergeneratianl progr ammi.n.g....64
2.10 Chapter SUMMAIY.......ccccuuuriiniiieeiimeeiiiinrerrereeee e eeeeeseeeereeeeeees 66
CHAPTER THREE. ...t 67
THEORETICAL FOCl ..uiiiiiiiiiiiiiiee e eeesieeee e rmene e 67
3.0 INEFOTUCTION. ...ttt 67
G0 I = T 1o = PRSP PPPPPPPPPPPPPR 69
3.1.1 The living theory approach.............cccooeeiiiieeeiii 69
3.1.2 Philosophical assumptions underpinning living theory....... 73
3.1.3 Rationale for and critique of living theary................ccccovnneee 75

3.1.4 Relevance of living theory to an intergenerational practice77

3.2 ACIVE [€aINING......cci i e eeeeeeeee e 78
3.2.1 Constructivist and social constructivist approaches........... 79
3.2.2 Diverse teaching StrategieS.......ccouvvvveeeiiiiiiccceeeeeee e, 85
3.2.3 The interventions: a rationale...............oooeeeiiiicee s 86
3.2.4 Evaluation of active learning...........ccccccceveeeiieemneeeeiieeneenenn. 20
3.3 Theory Of ACHON.........cooiiiii e 91
3.3.1 Adion as new initiations, interactions and relationships.....92
3.3.2 Action as speech, identity and agency...............ccccuvvieeennnnd 93
3.3.3 ACLION @S NAITALIVE........ceeeeeeeeeeeiiiiiemmr et emeees 94
3.3.4 Action in context o.f..y8ung
3.4 Linking educational values ardeoretical foCi..............ccccvvvvvnneee. 95
Tt o - (o 1o = 96
G N 00 ] 0 [=Tox (=T 1= TS 97
3. 4.3 DIalOQUE.....ccieiiie e ——— 97
3.5 Chapter SUMMALY........ccuuiiiieeieiiii e 99
CHAPTER FOUR.......ootiiiiiie ettt eeae e 100
METHODOLOGY AND METHODS.........ccotiiiiiie e 100

4.0 INErOAUCTION. ...ttt eene e e e e eeeeeeees 100
SECTION ONE: METHODOLOGY..... oottt 100

viii



4.1 Mixed-Methods DesSign..........ccccuuiiiiiiiiieeeiiiieeee e 100
4.1.1. Embedded mixehethods design...........ccceeveeeeeeeiiiceeccennn. 100

4.1.2 Philosophical assumptions underpinning mixed methads102

4.1.3 SECON SUMMALY.....cceeeieeeeeiieitinnnmmmeeeeeeeeeeesnnnnae e e s eeesnees 103
SECTION TWO: METHODS.......coeii e 105
4.2 Ethical considerations...............uuuuuiiiiiccneeeiiiiiianee e 105
4.3 Sampling ProCeAUIES.....ccceeiiee e eeeieeeeeeee e 106
4.4 The quantitative stream: data management...................ccc..... 109
4.4.1 Validity and reliability..........ccccooeiiiiieeiiiieeeiiiiiee e, 110
4.4.2 Parametric vs. nguarametric OptionsS.............cccoevvvvvvvvieen.. 114
e B N\ [ 1 0 =11 Y 114
4.4.4 MiNIMISING EITOIS.....uuuuiiiiiiiiee e e e e eeeceeeiiias e e e e e e e e e e e e e e eeeereen s 116

4.5 The qualitative streamractice and data management............ 117
4.5.3 PraCliCe.....uuuuiiiiiiiiiiiiiiii s ettt rmmme e 117
4.5.4 Data managementl........cccuiviiiuiiiiiimmmrin e eeee 128

4.6 Volunteer profile............uuueiiiiii e 135
4.7 Chapter summary: the research questions..............cccuuveeeennnns 136
CHAPTER FIVE..... et mmme e 138
QUANTITATIVE RESULTS AND ANALYSES........coiiieeieeeeee 138
IO N ] 0T [V Tox 1 o] o 1T 138
5.1 Theme One: Personal Responsibility............cccccuvvvimmnniiiinns 140
5.1.1 Moral ReSpPONSIDIlItY..........uuueeiiiiiiiiiiiieeeieeieeeeeeeee e 141
5.1.2 Conventional Responsibility............cccuvvviiiiiieeniiiiiiiiieeeee, 141
5.1.3 Overview: Personal Responsibility.............ccccviiiiieennennee. 142

5.2 Theme Two: Civic Responsibility............c..uevveeiiiiieeniviiiiinnnne. 144
5.2.1 Concern for OtherS........ooovvveiiiiiiiiceeeeeee e 144
5.2.2 Value of Group WOorkK...........cooiiiiiiiiiiieeen e 145
5.2.3 Care for ComMmUNILY........ccoeviiiiieeeiiiiimmmreicn e e 146
5.2.4 Apprecifion Of DIVErSItY........ccooviiiiiiiiiiiiiiiieeee e 146
5.2.5 Environmental Stewardship............ccccooiiiiiiieeen e, 147
5.2.6 Overview: Civic Responsibility...........ccceeeeiiiiiiieennieen, 148

5.3 Theme Three: Leadership..........cccooeeiiiiiiieeeieeeiiiee 150
5.3.1 Leadership EffiCaCy..........ceiiiiiiiiiiiiiieecii s 150



5.3.2 Civic/Critical Thinking SKillS............ccooiiiiiiiiiie e 151

5.3.3 CivIC PartiCIPation.............uuuureiiieiieiieeeriiiiieeeeeeeee e e e e e 151
5.3.4 Overview: Leadership..........coooiiiiiiiiiimmmnsseeeeee 153

5.4 The CiVIC lIteraCy CONCEPL.....uviiiiiiiiieeeeiiii i 154
5.5 The research hYpothesiS. ... 156
5.6 Limitations of the quantitatiiols................cccceeeviiiieeciiiiiiiennn. 159
5.7 Chapter SUMMALY.........ccceeeiiieiieeeiiienneeeeeeeeeeeeaeeanna s smmeeennnnes 161
CHAPTER SIX o otiiiiiieiiiiiiieee e eee ettt e e smmne e aa e e 163
QUALITATIVE FINDINGS AND ANALYSES.........coociiieeee e, 163
6.0 INTrOUCTION. ....coeiiiiiiiiieeee e 163
6.1 Theme One: Personal Responsibility...........cccccoeeeieiieecicceeennn. 165
6.1.1 Moral Responsibility................oovuiiiiiiccciieeeee e 165
6.1.2 Conventional Responsibility...........cccoeeeeiiiiiieeei e, 167
6.1.3 Overview: Personal Responsibility............cccooevvvivieeeeeenn. 173

6.2 Theme Two: Civic Responsibility.............ccccoovvviiieeeene e, 174
6.2.1 Concern for OtherS........covvvviiiiiiiiii e, 175
6.2.2 Value of Group WOrkK..........ccoooiiiiiiiiiiieeniiieieieeee e 182
6.2.3 Care for COMMUNITY.........uriiiiiiiiiiieee e 185
6.2.4 Appreciating DIVEISItY..........cvviiiiiiiiiiiiiieeeeeeeeeee e 192
6.2.5 Environmental Stewardship.............ccccvvviiiieemniiiiiiiie. 196
6.2.6 Overview: Civic Responsibility.............ccoooiiiiimmnniis 202

6.3 Theme Three: Leadership.........ccccooviiiiiiieeme 203
6.3.1 Leadership EffiCacy.........cccuuriiiiiiiiiieeniiiiiiiiiiieeeeccee e 203
6.3.2 CIVIC THINKING....eiiiiiiiiiiieeee e 209
6.3.3CiIVIC PartiCiPation..........cccuviiiiiiieiiiiieeeeeee e 217
6.3.4 Overview: Leadership...........ccocoviiiiiiimemnniiiiiiiiiieeeeeeee 234

6.4 Benefits of intergenerational collaborations for older people.235
6.5 Quantitative vs. qualitative: convergence or divergence?......239
6.6 Chapter SUMMALY.........cccvvruiieeeeeiiimmcreie e e e e e e e s nmmeeeanaas 240
CHAPTER SEVEN.......co it ceesiiiee et mee e e 242
DISCUSSION.....cciiiiieeieee e ermeee e e e e 242
7.0 INrOAUCHION. ......coiiiiiieieee e e 242
SECTION ONE: CIVIC ENGAGEMENT......cooviiiiiiivicceeee e 242



7.1 Youth developmenL..........oovviiiiiiiiiiiieee e 243

7.1.1 Positive youth development............ccccvvviiiimemnniiiiiiiineee. 244
7.1.2 An assetbased approach to youth development.............. 245
7.2 Youth leadership.........cccuuuiiiiiiiiiiieeeiiieeee e 246
7.2.1Pro-social SKillS..........oooeeeeiiiiiiiiee e 247
7.2.2 Leadership OPPOITUNILIES..........uvvrrriiiiiiiiieeeiieieeeeeeee e 250
7.2.3 ACTION. ..ottt a e 252
7.3 Youth CIVIC eNngagement..........ccoovvvvvveiiiimmmeeeeeeeeeeeeiieeennma 253
7.3.1 Democratic youth participation............cccceeeeeeeeieeecininnnnnn. 254
7.3.2 Belonging and connectedness...............vvvvvviiceeeeeeevnnnnns 255
7.3.3 Social support and resilience.........cccceeeeveeeeeceecicicccceeee. 260
7.3.4 Sociajustice youth development.............ccceeeeiiiiiieeeneeee. 261
7.4 Summary: Civic engagement............ccoeevvvvviiieenneeeeeeeeeeeeeeeainns 264
SECTION TWO: INTERGENERATIONAL ENGAGEMENT............. 266
7.5 The intergenerati ona.l... p.r.@@er ammi ng t
7.6 The sixth RRéasunaiocht...............cooooiieeen e 268
7.7 Summary: Intergenerational engagement...............ccccevueeennnnns 270
7.8 Key Learning: what iS NOW KNOWN.............cccuevviiiiiieeniiiiiiinenee. 270
(O o e I = G = (€] - N I 274
CONCLUSION. ...t et reer e e e e e e e e eees 274
£ 3O I ] 0T [V Tox 1 o] o 1 274
8.1 StUAYOVEIVIEW......cciiiiiiiiiiiiiieet e e e eeee e 274
8.2 Research problem revisited and research recommendations277
8.3 Study liMiItatioNS..........ooiiiiiii e 281
8.4Study challenges......coovviiiiiiii e 282
8.5 Conclusion: key learnings.........ccccoeeeeiiiiiieccee s 284
REFERENCES.... ..o e mmr e e e 286
APPENDICES........coi ittt eeeeii et e e rmm e aaa e e e e e 313
APPENDIX 1: Letter to Boards of Management...................c....... 313
APPENDIX 2: Information sheet for Boards of Management....... 314
APPENDIX 3: Information sheet for Third/Fourth Class............... 315
APPENDIX 4: Consent form: Third/Fourth Class.............ccccceenn.. 316
APPENDIX 5: Information sheet for parents/guardians................ 317

Xi



APPENDIX 6: Consent form for parents/guardians..................... 318

APPENDIX 7: Information sheet for class teachers..................... 319
APPENDIX 8: Consent form for class teachers...........cccccceeeeeeeeees 320
APPENDIX 9: Information sheet for volunteers...............ccccevvvvuenn 321
APPENDIX 10:Consent Form for volunteers...........cccccevvvvvvvieeennn. 322
APPENDIX 11: Sample work scheme............cccccvvviiiieemniiiiiinnnnes 323
APPENDIX 12: Sample lesson plan...........ccccoevvvvvivieeeeeeeveeeeeeienns 324
APPENDIX 13: Profile of volunteersdiairteoiri................cccccvvvvnnn. 325
APPENDIX 14: Record of interventionsS........cccccceeeeeeeiiviccceeeeeeenn. 327
APPENDIX 15: Student questionnaire (Chi et al., 2006, pD9....331
APPENDIX 16: Teacher checkli§Chi et al., 2006, pp.387)........... 334
APPENDIX 17: Tests for normality..............ccoovvvriiiiieemeeiiiieeeeeiins 336
APPENDIX 18: Plan of civic literacy themed interventions........... 337
APPENDIX 19: Template for qualitative data collection............... 338
APPENDIX 20: Sample SPSS results: excespiswing significance339
APPENDI X 21: Princi-ga.l.ds..ev.al3ddati on at
APPENDIX 22: Sample qualitative data............ccccceeeviviaacnnennnnn. 345

Xii



LIST OF TABLES

Table 2.1: Continuum of youth civic engagement (adapted: FYCO, 2203)
Table 2.2: Reciprocal intergenerational needs (Newman and Smith,6297)

Table 2.3: Theory of lifestages (Erikson, 1963)...........ccccevvvvviriiimmnnens 63
Table 3.1: Kol bngeycle.x.p.e.r.i.e.n.t.i.al9l earn
Table 3.2: Theoretical foci and related values............ccccoovvvieeeeeeennnn. 96
Table 4.1: Sampling ProCcedure.............ceeieiiiiiiccceieeee e e 108
Tabl e 4. 2: P-thamesarme@ton: guestionmieen......112
Table 4.3: Pearson's betweis@mes correlations: checklist.............. 112
Table 4.4: Decision regardirige null hypothesigH ) ........................... 116

Table 4.5: Levels of evidence (adapted: Veerman and van Yperen12807)
Tabl e 4. 6: -dctoee Walwaa teinersés ( FAl)123 ge, 2010,

Table 5.1: Personal Responsibility: Moral Responsibility................. 141
Table 5.2: Personal Rponsibility: Conventional Responsibility........ 142
Table 5.3: Civic Responsibility: Concern for others........................ 145
Table 5.4: Civic Responsibility: Valuing Group Watk....................... 145
Table 5.5: Civic Responsibility: Care for Community....................... 146
Table 5.6: Civic Responsibility: Appreciation Bfversity..................... 146
Table 5.7: Environmental Stewardship.........cccccooiiiiiieann, 147
Table 5.8: Leadership: Leadership Efficacy.............cooeeiiceeniinnnnnn 150
Table 5.9: Leadership: Civic/Critical ThINKING..........cccovvieiiiiiiiiaannnn. 151
Table 5.10: Subthemes within Civic Participatian...................cceeee. 152
Table 5.11: Leadership: Civic Participation................ccoceeeeneeennnnn 152
Table 5.12: Academic ability levels: Lowest. Average...................... 158
Table 5.13: Academic ability levels: Loweast. Highest....................... 159

Xiii



LIST OF FIGURES
Figure 1.1: Flowchart of mixethethods procedures............ccccceeeeenn.. 11
Figure 2.1: The civic engagement continuum (adapted: FYCO, 20030
Figure 2.2: The civic [iteracy CONCEPL..........uvureriiiiiiiiieeciiiieeeeeeeeeeeeeee 52
Figure 3.1: Theoretical fOCI..........cccuuuiiiiiiiiiieeeiiiiiiee e 68
Figure 3.2: Learner types (Honey and Mumford, 1986).................... 91
Figure 4.1: Embedded design (adapted: Creswell and Plano Clark;1R@11)
Figure 4.2: Cronbachdés al pha..fli8r reliabil
Figure 4.3: Reflection cycles (permanent tsb Foroige, 2012,.p.4)...121
Figure 4.4: Vol unt.e.e.r.s.b..edu.catl3onal prof |
Figure 4.5: Vol unt.eer.s.0..c.ar.eel35profiles
Figure 4.6: Vol.unt.ee.r.s.Q..ag.e..paA36f il e
Figure 4.7: Vol unt.eeutr.s.0..genderd36profile
Figure 5.1: Formulae for magnitude of effect Size..............cccceeeeee. 139
Figure 5. 2: Per sonal -rlR@tedpommess..i..4431 i t y: st u
Figure 5.3: Personal Responsibiltye ac her sé obseuxldaati ons of
Figure 5.4: Civic R-epopednceresh.i..l..il48y: st udeni
Figure 5.5: Civic Responsi hi.l.il49y: teachel
Figure 5.6: Le adeportaediscoes.....s.t.u.d.e.d33s6 sel f
Figure 5.7: Leadership: e ac her s6 obseur.v.at.i.al®s of pupi |l
Figure 5.8: Comparative sca.r.edb5for O6The
Figure 5.9: Intervention vs. Control Group: interquartile profile....... 160
Figure 6.1: Practice: sewing on a button..............coooeiiiiceeee e 172
Figure 6.2: A pupil learns how to giveaal support............ccc.oevvneee. 180
Figure 6.3: A parentoés .ewxal.uatl8lon of her
Figure 6.4: Practice: young and old learning to weave.................... 182
Figure 6.5: Practice: WeaVINg...........uuvuuueiiiiiiieeeeeriiiiiiee e e e e e eeeeeeeeens 183
Figure 6.6: Connectedness: Knitting Trauma Teddies for sick childi&6
Figure 6.7: A pupil testifies to meeting deadlines...............cccvvvueeenns 186
Figure 6.8: Practice: Learning t0 SEW...........ccvvvveeeiiiicemnininieeee e 190
Figure 6.9: Dialogue: Learning to speak a European language....... 193
Figure 6.10: Dialogue: inclusion of another through Ehelanguage....193
Figure 6.11: Connectedness: pollination and the orchid.................. 196
Figure 6.12: Civic action on behalf of the orchid.............................. 198

Figure 6.13: Reflections of a fourtthass boy on initiating civic action199

Figure 6.14: yPaoeheds soeasdsi.moRllc action
Figure 6.15: Working through wongheanings................cccccvvvviieennnne 204
Figure 6.16: Reflections to convey educative influence to another.208
Figure 6.17: Developing predictive skills using an artefact.............. 209
Figure 6.18: An interview eerpt: problerrsolving and analytical skill211
Figure 6.19: An interview excerpt: example of critical thinking........ 212
Figure 6.20: Connectedness: recognising trees...........cevvvvvvvreemeennn. 214

Xiv



Figure 6.21: Connectedness: An evacuee recounts the horrors.of.\2a8

Figure 622: Freedom of thought.............ccooiriiiiieee s 221
Figure 6.23: Dialogue: chittbachers of iPad............ccccceeviviiiiicecnnnnnns 223
Figure 6.24: Connectedness iN SIONE..........ccoevviiiiiiiccceeee e 225
Figure 6.25: A teacher reflects on the creative writing intervention.228
Figure 6.26: Dialogue: Interview Day...........ccccceeviiiiiiiccceee e 229
Figure 6.27: DialogueNi neart gocurle ch@& ................ccccoo e 231
Figure 6.28: DialogueCuairteoir narrates the concept oboperation...232
Figure 6.29: Dialogue: educative influence through proverb........... 233
Figure 7.1: The civic egagement continuum (adapted: FYCO, 2003243
Figure 7.2: The 60Rs6 of mea.n.i2édgf ul i nt el

XV



LIST OF ABBREVIATIONS

BJF: Beth Johnson Foundation, UK

CSO: Centrabtatistics Office

FCYO: Funders Collaborate on Youth Organising (2003)

GOI: Governmenof Ireland

MI: Multiple Intelligences

SPHE: Social Personal Health Education

UN: United Nations

UNCRC: UN Convention on the Rights of the Child (@&nvention)

Young andOld: young children third- and fourth-class modal age nine
yearg and retired oldepeople §ged 60yearsand ovey.

Irish term

Na wairteoiri: thevisitors or older people.e.,volunteers

XVi



PROLOGUE

| am a retired secomady schookeacher whdaughtAccounting,Economics,
Business, Mathematics and Musikhe firstthirty-two yearswere joyfully

spent with the Sisters of Merdgom whom | learnedhe value of lifelong
learning.l latterly taughtin a mergedco-educationacommunitycollegeof

which the Convenof Mercy was intended to be paReflectingnow, with

the benefit of hindsightthe greatestwork | could have done fomy
students, had | the opportunity then, was to have taught them the skills and
dispositions of civic literacy, namely personal and cirgsponsibility, and
leadership skills to make a positive differenidewever, curricular restraint

was a prohibiting factorNowadays,with time to invest | endeavour to
contribute to the development of primary school childrerd s civiec
engagementbecause | believehat retired older people might help in

activating it with and for them.

This study ispromptedby MA research(HanmoreCawley, 2010) which
testedwhetherintergenerational musielated activitiexould developcivic

literacy skillsin adolescentsAn action research projeche research sample

included 22 student®@™ Year, modalage13 yeas), in musical interaction

with 20 residents in a nursing home, and, with 22 retnadnteers(aged

60 yearsand ovey who visited the schooto partnerwith students in

learning exchangesthrough music, computers, and business studies.
Quantitative results showed significant]|"
literacy skills Qualitative data corroborated quantitative results
Intergenerationatngagement gav&@udentghe confidence to participate in

a range of learning activities whigmanatedrom participation in music

making therebyenhancingtheir learningin otherareas(e.g, English and

History). Teachersconfirmed th& studentswere more motivatedto learn

related subjects because Wwole classes benefited r om parti ci pants
contributiors to classroom discussion on topics in which they ganead

life insight fromlearning with older people wHored through for exampe,

world wars,the Easter Rising 1916and theGreat Depression 192932.

Teachers found twhteen copnaunidatioskillppshoweds 6 or al /

1



improvement reflected ibetter than usual ye@nd projects based on local
history and literatureParents/guardiangenerallytestified that the project
taught their son/daughterespectfor older people andfor t hei r

experiences

A limitation of the MA study was thatt lacked acontrol groupagainst
which to compare the quantitative resultf also lacked reflective
explanationsrom adolescents and older peoplehanv adolescents learned
civic literacy skills From a class of71 invited to volunteer for extra
curricular activity 22 consentedo participate. Thence theymay have been
more positively disposed towards musielated activitiesand older people

which mght haveexplainedther participation.

This doctoralstudy considerablyextends the work done fohe Masters. It
encompasses five primary schqotse of which is a control, and twadf
which are pilots to the other twdVediated through intergenerational

learningcollaborations, itnvolveshandson civic learning

f eds



CHAPTER ONE

INTRODUCTION

1.00verview
This studyconcermnsacti vating young <chil.drends ci
oworking to make a difference in the ci

developing the combination of knowledge, skills, values and motivations to

make that diff e pe)nThesdheteh dlyioam,g Z0OO0 O dr en
civic engagementod is understood as actio
as to make a positive difference in therld. The thesis is that yourfgupils

who participate in intergenerationi@iarningcollaborationswould improve

in skills and dispositions of civic literacy besides pupiNbo were not

involved in such collaborations Civic literacy, in this study, is the
teaching/learning tool of civic engagemertivic literacy refers to
6component s of per sonmadthers andfooths i bi | i ty,
community, and | eadership tzabahdake posi't
Melchior, 2006, p.6).

The study extends ovelan academic year irach offour schools, two of
which are pilots to the other two and also includesrarol groupsome60
miles distant The schools nestlenderNa Corrsléibhtein a rural town in
the west of IrelandHere,young childrenin third- and fourth-class(with a
modal age of nine yeargnd retired older peoplaged60 yearsandmore),
referred toi nt er changeabl y3§ ekaboréatgiro leasnng and ol d
exchanges aimed attivatingy o u n g cslivicl edgagemedthrough
the civic literacy concepintergenerationgbractice was mediated through
curricular contentising music and dance; artéd crafts; creative writing
local history and storjelling; environmental awarenesand information
and communicationsechnology (ICT).The idea was that interventions
would be devised byhe researckpractitioner, in consultation with the
participans and teachersyoungand old wouldthen collabomate to derive
desired outcomefr civic literacyand, by extensiorigead to the activation

ofyoung childrenbés civic engagement
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This is an action research projettformed by the living theory approach
(Whitehead and McNiff, 2006) andncorporates 6 a w a r-a&ctioe s s
e v a | u estlectivenpdocessegForoige, 2010) With the living theory
approach researckpractitioners investigate their own practice to produce
living theories,.e., their own explanations for what they are doing and why.
The author is the researphactitioner a term inferring the dudlinction of
researcher and practitioner in action eesh (Reason and Bradbury, 2008).
The rest of thishapter outlines the reseblrproblem and proposed solution
(1.1), followed bythe purpose statement (1,.2hd potentialsignificance of

this research (1.3T.he chapter ends with a thesis outline (1.4).
1.1 Problem gatement

A two-dimensional problem has been identified: weakeest the
provision of citizenship educatiom Irish Primary School and increasing

social distance betwegtung andld.

1.1.1 Dimension-1: Weaknesses irprovision of citizenship education
at Irish Primary School

The Irish Primary School curriculum inSocial Personal Health and

Education Government of Irelan@OI/SPHE 1999a p.2 aims to facilitate
opportunities for the child 6to create a
and become an activeargls ponsi bl e c idtHowevwmwhien soci ety
the intention is clearthe Inspectorate Evaluation Studies: Promoting the

Quality of Learning(GOI, 2009), which evaluatetthe provision of SPHE in

Irish Primary School found weaknesses in the provision &PHE

education particularly in theDevelging Citizenshipstrand Forty primary

schools with four or more mainstream class teachers ineestigatedin

173 class settings involving 1013 pupils. Interviews with principals and

teaching staffand focus group interviews with representative sampules

pupils were conducted in each school. Written questin®s were

completed by pupils.

The Inspectorate found that in over@& centof cases (n=173), ol ¢

in the Myself and the Wider Worldt r and was irregul ar and |



and in someasesOt her e was no evi Mgpselfaedthef cont ent
Wider World[Developing Citizenshifis a substrand being addressed at

all 6 (p.49) and, O0this strand was addres
[than others) (p.87). Particularly, the provision of learning opportunities

with regard to wider communities, including imetal and European
communities,was 6 si gni fi cantly |l ess evident i n
Inspectorate judged that in aboutd& centof classroom®bserved pupils

were not afforded adequate opportunities to acquire values, attitudes and

skills necessary for developing citizenship becaafsthe narrow range of

activelearning approacheapplied 0t he | esson-dwaess overly t
and the pupils were provided withadequate opportunities to explore the

topic under discussion in an-the pt h  r{pebid) nAdditianally, there

was evidence of ofailure to |ink the 1iss
experiences and as a r es winihgtpahpri | s6 abi l
situati ons(pwpBesides, \mi t edd i ndi ngs showed ¢t
was scope for development with regard to the range of detraing

approaches éteachers drew from a relati v

The Inspectorate furthejudged that, in nearly 2%er centof cases,

approaches to collaborative learning were not satisfactory bedalsmme

classrooms, insufficient opportunities were provided for pupils to work

collaboratively. Furthermore,there was dissatisfaction expredsaround

how collaborationsvere structuretbecausée her e was evi dence of ¢
allocate distinct roles and responsibilities to individual group members to

facilitate the effective working of the group as a whole and the achievement

of the assignedt a s k and t he | ess®dnhudemjt sdt | vecd
guestionnaires and focus group Tresponse
findings because only O05% of school s so

pl anni ng prThe laspestérateixpaindda4hatveaker elivery

0is due in some measure to the | esser av
teachersdé dependence on the provision of

curriculum i mp)l ementationd (p. 30

Overall, the I nspector at éendGhe provisigno r t revea
of SPHE education were causeth some casedyy: aspects of citizenship
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not being addressed at ;all didactic rather than active
collaborative/cooperativiearning approachesith limited linkage of lesson

conten t o pupi | saesirhdequate Hilepth gigriession among

pupils di ffi culties in managing pupilsd con
lessonsandpupils in some cases noeingafforded adequate opportunities

to acquire values, attitudes and skills of citizenship.
1.1.2Dimension-2: Increasing social distance betweeyoungand old

The perception exists of amcreasing social distance betweggnerations

with this attributed by somw6a di scontinuity between ger
changes in the family structure, and thdividualist dimension of modern

soci etyo6 ( ENItls, see@ loéginatepimethagjaphic and

social factorsln the European Unigraverage life expectancy at birttas

risen to 79.7 yearsdue to improved standards of living, education and

adwvances in healthcare (TOY, 2013; Eurostat, 2012). Although older people

are living longer,some argue thamany are increasingly isolated from

family me mber s and younger generations
migration, family breakdown and increasing sprefidxtended networks of

families across communities and cosetint s 0 (TOY, 2013, p
Additionally, family structure is changing from the traditional nuclear

format to more differentiatedstructures connected to diverse cultural

backgrounds and family mets. Fami 'y si ze has declined ¢
general decrease in total fertility levels acrossueity every European

nat i Beerét al, 2006, p.7). Consequently, social and demographic

changes are affecting the lives, relationships and leaappgrtunities of

young children While generations remain connected vertically in the
Obeanpole familydé (more familial gener at
horizontally in growing up with fewer opportunities for connections to

diverse age groupsTQY, 2013;ENIL, 2012). This is all happening at a

time whenthe 2009 Treaty of Lisbon invitdsuropean Uniomember states

to Ostrengthen intergenerational sol i dar
aspects to enhance social cohesion and the development dicgpa@ry

culture where women and me ih of thd al | age
European Union, 2010)



Advocates of intergenerational programmes further argueabaernments

are contribuing to the disconnectednesg young and oldthrough their
policiesand services which target age groapslissues in ways that are by
their nature disjointed and discriminatory (Hattéeo, 2006).
Consequently,he separation of generations irdameage institutions and
spaces, such as psehools and retirement homeasgreases thékelihood

that young children and oldgreoplemay miss out on opportunities for
learning from each other (TOY, 2013uchagesegregation has the effect
that, in Ireland, for example, there is a growing tendency for the generations
to associate with and value their contemporaries to the exclusion of other
agegroups (Ageing Well Network, 2012). Eurostat (2011) carried out a
survey in 2009 which found that 63@r centof the EU27 population
(agedl15 yearsand ove) believed that there were not enough opportunities
for older and youngr people to meet and collaborate iatergenerational
initiatives. Twenty-seven percent of EU-respondents agreed that their
government was doing a good job on promoting intergenerational initiatives
but 45per centof Irish respondents strongly disagreeidh the statement
that the Irish government was doing enough to promote intergenerational
engagement in any form. aional organisations focusingolely on
intergenerational learning exist onity Germany and thé&nited Kingdom
(ENIL, 2012 whereasin Ireland intergenerationakengagemeni s ryé v e

much in its infancyd (p. 26).
1.1.3Addressingthe two-dimensional problem

By bringing young and old together for learningllaborations both get
opportunitiesfor active participation,thereby enhancing possibilities to

become part of the solution to each ot hel

The SPHE (GOI/SPHE Teach@uidelines, 1999bpp.5458) curriculum

aligns well with the possibility ofintergenerationatollaborationin that

Oenabl es school s toéwor k wi t h t he h o me
implementing a schodd ased [ SPHE] pand encoaragsne 6 (p. 2)
schools todenlisi the support of different groups or individuals in the

communi t yihetaplimgal®ws)approximateB0 minutes per week



for SPHE whichis crosscurricular and thereforecan be integrated into

other learning domains.

In response to thd ns pect or aGGOs @26809) wieigh aevealed (
weaknesses in the provision afizenship education at primaigvel, this
study offers opportunities to young and old to collaborate on civic literacy
based activities intended to connect the two genesati®earing in mind

the civic engagement of young children and the intergenerational
engagement of young and old, thiens and objective of this studydirect

the cental research question to follow.

1.2 Purpose statement
Aims

The twodimensional problemlgeady outlined is the source of ttveo aims

for the study, namely:
l.Toacti vate young chi;l drenb6s civic engag
2. To connect young and didroughthe civic literacy concept.

Objectives

Thestudy plans to achieve its aims through tHeWing stages:

1. Design an intergenerationallearning programme of interventions
appropriate foyoung childreninformed byacademiditeratureon youth
civic engagementintergenerationalengagement, theories of practice,
learningand actionChapters Two, Three and Four)

2. Measure changes in pupilsdé civic skil
academic year (Chapter Five); and explain outcomes that are referenced

to theprogramme of interventions (Chapter Six)

3. Explain, in light of the literaturehow desired outcomes fdhe
civic literacy conceptmight be conceptualiseda s young chil drenads
civic engagementand how intergenerational learning collaborations

might be a contributory factg€ChapterSeven)



Central research question

The central research question follows from the aims and objectives and

gives the study its direction

To what extent and in what ways can participation in
intergenerationallearning collaborationsactivate yon g chi | dr enoés
civic engagemdf

Thecentral researcfuestion will befurtherdevelopedn consultation with
theresearchiterature(Chapters 24).

The research design chosen for this studyas embeddednixedmethods

design (Creswell and Plano Clark, 201The embedded aspect constitutes

an action research baspdactice informed by thdiving theory approach
(Whitehead and McNiff, 2006),with 6 a wa r-atioreesvsal uat i ond
reflective cycleg(Fordige, 2010)Intergenerational learning collaborations
represent the practic&Embedded design saithis studybeing schools

based, and requirg reflective cycles that questi@md amend practice.

Quantitative data measured to what exaigils acquireddesired outcomes

for civic literacy. Ch i betFrepomedssores and student observational
checklists maintained by class teach&rsre measured at two tinp®ints:
academic yeabeginning (September) and yesnd (June)Qualitative data
represented explanations offered by participants (pupils am older
volunteers) key informantgclass teachers/principals and parents/guardians)
and the researckpractitioner on howdesired outcome$or civic literacy
were derived Qualitative data collection occurred before, during and after
the intervention phas of the study.The qualitative dateset provided
supplemental support to the quantitatdagasetThe rationale for choosing
mixed-methodswas that a single datasgbuld not be sufficient to respond

to the central research questibecause ifferent data require different
interpretatios. Accordingly, supplemental qualitative datgere needed to
answer secondary research questions within the predominantly quantitative
study. Reasons for including the qualitative data are tied to, but different

from, the primary purpose of the quantitative aspect and explain whether or



how an intergenerational learning practiceght havecontributeddesired
outcomes for the civic literacy concepf flowchart illustrates the
embeddednixed-methodslesign(see Figurd..1).

Note: QUAN (qualpis the code for embedding qualitative data within a

primary quantitative framework (Creswell and Plano Clark, 2G0383.
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1.3 Significance of this research

This studymayinterestpolicy makersgeducators, children, older peogled

the organisationsrepresenng them, and parents/guardiansTo this
researcher os knowl ed g ecivic-literaby¢heneed | s no I
intergenerationatesearch studgonductedo datewhich testsand explores

young c¢hil dr en dnslrishcRrinarycSchaeotBesidesatliisi o n

study contributes researctvith rather thanon children thereby making

them responsible for explanations of their learning thrabgliving theory

approach to action research (Whitehead and McNiff, 2006)

This study may interest education providers/users (teachers, principals,
schoolsupport services, curriculum developers and pet@kers) in
finding possible solutions to identified challenges in delivering aspects of

the SPHE curriculum.

This study may interesto | der peopl eds organi sati on.
Retirement Ireland, Ag)& Opportunity, Age Action Ireland) as an exemplar
for ol der peopleds participation through

A

Parents/guardians and/oap ent s 0 o r g.,aNuiiosah Pareats s (e. g
Council) may be interesteth intergenerational collaborats thatenhance

curricular content through the civic literacy concept.
1.4 Thesisoutline

The thesis follows a traditional outline. The research problpmaplem

statementand research design fia alreadybeen explainedChapterTwo

presentdwo categories of literature as they relate to the research problem:

young childred scivic engagementand intergenerationaéngagement

Ways of understanding childhood are first discus$altbwed bya section

examining youth civic engagement The literatue then addresses the
intergenerational concept, its evolution, a critique of pertinent

intergenerational programmeand ways to connect young and dlthapter

Threediscusseshe theoretical foci gpractice sociallearning, and actioas
wellasthisre ear cher 0s educational val ues whic

practice, connectedness and dialogughapter Four explains the

12



methodology and methods forettstudy. It addresseembeddedmixed
methods design It discussesdata collection, methods of analysis
integration and discussian It further addressesethical considerations,
participant profiles, quality, rigour, robustness, research siteand a
descriptionof the intervention programme§he quantitative results are
reportedin ChapterFive. The qualiative findings argresentedn Chapter
Six. Chapter Seven discusseshow outcomesfor civic literacy can be
conceptualised aactivationofy oung chi | dr endGhapteir vi ¢ enga
Eight drawsthe thesis to a close by considerigsues arising from the
research that are worthy of further consideratand key learningthat can
be identified in light of the study.
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CHAPTER TWO

CIVIC AND INTERGENERATIONAL ENGAGEMENT

2.0 Introduction

This chapter discusses civic and intergenerational engagement in two
sections. Section Onecive érjagensesteasd young ¢

Section Twaoaddressemtergenerational engagement.

SECTIONONE: YOUNG CHI L DOREENENSAGEMENT

In reviewing youngc hi | dr end6s ci vi ectionedisqussegse me nt , t !
understandings of childhood2.1); citizenship typologies (2.2); civic
engagemeni(2.3); and the civic literacy concepts a learning tool to

activate young chi(4rends civic engageme.l
2.1 Understanding childhood

How c¢chil dhood S vi ewed i s i mportant b
childrenbds relationship to citizenship i
(Lister, 2007, p.697)n Ireland, undetl8s ardegally regarded as children.

Jameset al (1998) organised the discourse childhood along lines gire-

sociological and sociologicaperspectives The difference isthat pre

sociological approachesonsidera o&6vi ew of chil dhood out s
soci al cont ext within )whiwhertehaes chs ddi er
shapes t he i frooh sociolodicakperépectives. 2 3 )

Pre-sociological understandings of childhosge the child asnnocent,

immanent, naturally developingnd/or unconsciou§Jameset al, 1998)

Puritancal discourse (Hobbegited in Jamest al,, 1998 viewschildren as
Oharbourers of potentially dark forces \
adult world allows them to veer away from the 'straight and narrow' path

that civilisation has imaeicdatd ded st dttoh dm
exorcised by programmes .40). Thekidsaoi pl i ne an
childhood innocence operates through two further understandings of
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childhoodi thetabula rasa(blank slate) and the Romantito John Locke

(cited in Jamest al, 1998, the child is ablank slates who could, with

guidance and training, become rational in futue Rousseau djted in

Jameset al, 1998 he embodes innocence and natural goodness only

contaminated by the outside wofftm which he need to beprotected so

as to express himseffeely and creativelyPiaget (cited in Wood, 1998)

sees the child as naturally developing, believthgt all children pass

through a series of developmental stagesstructingknowledge through

adaptation taheir environment. Thence, through assimilation (meshing new

knowledge with previous knowledge) and accommodation (modifying old

knowledgeto meet newlhassimilatecknowledge) the child is in a continual

process of cognitive setforrectionor equilibration The unconscious child

has its origins in the work of Sigmund Freud (Wilkinson, 2003). Within the

model , 6chil dhood S once again di spos:
absorbed into a vocabulary of drives and instincts, with sexuality becoming

the major dimerison i n the devel eteplndBtp2lpf sel f o6 (
This image perceives childhood as 6éa sou
if thwarted to any rajor extent, results in devianb.e havi our 6 (Wil ki ns
2003, p.110). Children viewed the Freudveaty are highly selicentred, and

consideration of others is minim&ather emphasis is on their unconscious

instincts in their learning and participation (Wilkinson, 2003). In all of the

above there is a perception ofildren becoming rational beings of géh

future (Jameet al, 1998)namely6 becomi ngs o6 (Qvortrup, 199
citizens. Past understandings disregarded the current understanding of the

sociological child as todayés citizen (D

The sociological childoelongs to theocially constructed, sociatructured,
tribal andor minority group(Jameset al, 1998). The socially constructed
perspectiveinfers thatall learning occurs through the cognitive effort an
individual asserts during the process of integrating infolwnaglongside
prior understandings (Doolittle and Camp, 199%he socialstructural
model recognissthat there are certain universal characterishbgrentin
structures of all societieshich influenceparticular social groups. Children

may vary from one society to another, but within each they amgfarm
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body of social actors witluniform needs and right88y comparisonthe

tribal child inhabits a world where Higer own rules and agendas are

learnal from higher peers and ardistinct from adultsHe learns through

his own culture.His autonomyis bestillustratedin his engagenent with

digital technologyasa6 d i g i t désidas the aduiedd gi t al, | mmi gr ant
(Prensky, 2001 p.1). Recognising children as tribal acknowledges their
difference.Research otthe tribalchild can be misleading unlesssearchers

inhabit the childworld to claim knowledge ofheir ways of knowing,as

ot her wi se t he mayemmminaedvidence(®orrbweamd

Richards, 2002) Lastly, the minority child conveys the notion of

powerlessness and inequality with adults (Oakley, 1994kley positions

children as powerless, disadvantaged and oppresdedeby they are

recipients of imposed disadvantagast getting equal rights with adults.

Thence, pwe r rel ations ar e c hsiaintereshige d, 6not
c hi |l dh o drané laru indictment of a social structure and an

accompanying dominantd e ol ogy 6 (Jenks, 2009, p. 109)

Overall the sociological kild is a product of his environmerdand

therefore, capable of citizership today (Neale, 2004)He is 6 r i c h i n
potential, strong, powerful, competent and most of all connected to adults

and to ot lMalaguzzihl993dp:l@e Heds a youngresearcher

actively seeking to interpret the worlé cceconstructor of knowledge

(Dahlberget al, 1999).Such understandisghallenge the prsociological

perception of the child as innocent, immanent, naturally developing and/or
unconsciousNeale (20@,p.9)sees o day 6s @eypolng emi aiszens wi
an active contribution to maikmedt o soci et
of recognition, respect and participation; and capable of influencing their

own childhoods. Studies show that childoambe caregivers, not just care

recipients (e.g Beckeret al, 1998; Haugen, 2007; Lister, 200@jten

described as responsible, capable, competent, and trustworthy in ways

generally not ascribed to children (Morrow, 1994, 2008). Viewing children

through he lens of their childhood recognises them as young people with
strengths and competencies which are déno

out of soci al experiences laansdown nt eract i
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(2005), inThe Evolving Capacities of the Cthifound that recognising their

6evolving capacitiesd allows them to dey
society because O6active recognition of &
enhances their devel opment alflheaextpaci ti es o

sedion discusses citizenship typologies.
2.2 Citizenship typologies

Citizenshiptypologies traditional and contemporgrgire addressed so as to

identify an appropriatenodeof engagement for young children.
Traditional citizenshiptypologies

There are foukey approaches twhat can be termetaditional citizenship

liberalism, civic republicaniscommunitarianism and global citizenship

Liberalism is a dominant approach in Western states, relying on legal and
human rights frameworks to support individual rights and freedoms,
including participation in the private/public sphere, voting, engaging in
economic and family matters and bestowpulitical status on those who

are full members of society (Marshall, 195MWlarshall theorised that
membeship of a political community entailed specific rights: civic
(freedom of spech, thought, justice, propextypolitical (central/local
political affiliation); and socialeconomicandwelfare rights.

Civic republicanisms premised on commitment to civic virtue and loyalty

to the natiomstate, placingcommensuratave i g h t on citizenso ri
responsibilitiegIsin and Turner, 2002Aristotle (cited in Isin and Turner,

2002)argued for the role of the good citizen to engage in actions which seek

the common good, emphasising that liberty is based on rewards for positive

behaviour and sanctions for negative behaviddotivated by need for

collective selfgovernmentt he i ndi vi dual 6s issaseanse of S 0
member ofthe polity. Hence, participation as a republican requires not

passive but active citizenship insofar as it promotes rights and

responsibilitiesaimed at furthering the common good
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Communitarianismrepresentsa fourdimensionalresponsibility (Etzioni,
1993) people have thdutyto better themselves; responsibility for doing so
lies with those dsest to them, like familgommunity; every commutyi
ought to better itsellandsocety (communities of communitieshouldhelp
those communities whose ability to help themselves is limited.
Communitarianismevolvedwith Third Way politics which aimed to apply
social democratic values (social justice, equality, civic responsibility) to a
new political order (Giddens, 1998)Accordingly, by strengthening the
bonds of community and trust within sociegconomic prospestt would
follow (Giddens, 2000).

Global citizenshipextends communitarianism by taking responsibility for
global humanitarian concernsWlliams, 2002). It positions members
beyond the natiostate to embrace local, national, European and global
dimensions having regard for people®f all nations It typically
incorporategositive leadership actions towards advggdandraising and
political lobbying (Williams, 2002).

Not all aspects of the traditional approachescitizenshipaccommodate

c hi | civieangagemen{Millei and Imrg 2009). Liberalism precludes

children from voting or owning property, thus garg their participatory

rights. Civic republicanisms limited becausé children experience a world

in which they are abstracted from democratic practices because of the limits

of their citizenship, thencivic virtue is difficult to demonstrate

Communtarianism creates the dilemma of how to enable children to

participate fully in political life when they do not have the legal or

administrative capacity for such participation. Viewing children as global

citizens acting upon global issu@se child expbitation) usually results in

these issues being assigned to adults because children catepEndently

activatetheir rights and arenlyg| o b al citizens insofar as
@®shared area of concernéassigned by the
they must now think of themGwdneswers as 06gl o
l i mitations, contemporary approaches to
considered.
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Contemporary approaches to childrendés pal

Contemporary approaches to citizenship are constructed in broader terms
than in the formal traditional understandings (Werbner and YDwaals,
1999). Examples of ontemporaryapproachesnclude lived citizenshipor
citizenshipaspractice (Lister, 2007; Lawy and Biesta, 2006)nd/or

citizenship as recognitiofNeale, 2004) Lived citizenshiprefers tothe

Omeaning that citizenship actually has |
which peopleds soci al and cul tural backg
affed t heir |l ives as <citizensd (Hal/l and

2007, p.695)Lister (2007) viewsitizenshipas young peopléeingsocial

actors contributing to sociein their practices as citizenSheargues that

Opartici pat i digs, social adtionforopubiicadecisipnaking

that affects their lives may constitute a more important signifier of effective

lived citizenship fomany peopl e [704h@m vosi ©tg$ 6t It pt O
weanalyzec hi | dr ends ci ti zZelans bfirights, sverhigssl vy t hr ou.
much that is important to theirexpern c e of 61 i vedheici ti zenshi
claims to be r ecogouthpatdicipaton thierefore,zensd ( p.
revolves largely around finding opportunities for youth to demonstrate thei

capacities to participate as political and social actors in sodiagn, their

participation is more meaningfub e c aus e Oparticipation c
responsi bi IShet addises (thmany nigtive which enables

chil dr ends stemthdans theirpsernse ofnbelonging to their

community as well as equipping them with the skills and capacities required

for lived citizenship Sherecognises that with its implications for belonging,

identity formation and participation, citizenskagpracticeis essential for

the wellbei ng of children, even ifde such pr ac

facto, even if not completdejure  ci t i zem&®.6 (pp. 717

Lawy and Biesta (200&Iso advocatefor citizenshipaspractice whereby
youth ewaluate democtai ¢ practices which &édneed to b
hand éthrough their participation in dif
and out si de dheyneedmanwvedhroggp a grdpdcified
trajectory into their citizenship status@®rshouldthe function of education
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be to find strategies to prepare them for transitions to good citizenship

Rather,participation mightincorporatec h i | deflextiods sandelatioral

experiencesent i t | ement to Orecognisthow n, respec
Neale (2004, p.90perceivéay oung chi | dr,esincéteeyatei t i zens hi j
capableofldd ef i ni ng their own needs, ri ghts, [

(p.9). Such anunderstandings necessary to developing appropriate modes
of participation Otherwiseparticipation may become an emptgkenistic
exercisgNeale, 2004Hart, 1992).

Considering that he gr eat est outcomes for chil dr
strengthening of democracy and better decismaking, Bartlett(2005)

advoc at eusionfconsultatian and the delegation of responsibility to

chil dr ewith thi§ gomds)t |l i kely to happen i f the
these skills to make a difbsiepted (p.1
practical suggestions with benefits not justdbildren but also for others in

t heir c o mmuWh it li e s 6 Ipaftigpht®e gederally entails

adults protecting and providing fohildrenrather than empowering them to

work for change (Willowet al, 2004; Lansdown, 2005)uggestionsfor

their civic engagementight kegin with local forms ofinvolvementwithin

c hi | dmeac &ister, 2007; Theis, 2010 Bartlett, 200%. Civic

engagemens discussed next.

2.3 Civic Engagement

The concepts of youth participation, civic engagement, and active

citizenship are broadly equivalerterms (Shaw et al, 2012). Such

terminol ogi cal di sputes abound that Berg
engagement 6, not the end of 6political |
associational membership, volunteerism, community spirit or cooperative

and tolerant mota nor ms but rather the umbrell a
used to encompass al | of these topics
Therefore, to avoid further misunderstanding, civic engagement in this study

i s understood as o6wor ki migc lifeof ommake a dif
communities and developing the combination of knowledge, skills, values

and motivations to make,pvihRutanaterf f erencebod
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way, it generallyinfers6i ndi vi dual or coll ective acti
participate tamprove the weHbeing of communities or society in general,

and whi ch provi de opport usintCivie s for ref
Participation, 2010, p.vi). Therefore, terms like active citizenship,

participation and civic engagement are used interaerly henceforward

even t hough chil drenos participation h a
drafted in the United Nations Convention on the Rights of the Child (UN,

1989,Article 12) which decrees that:

[Governmentsjassure to the child who is capable of fongihis or
her own views the right to express those views freely in aliersa
affecting the child, theiews of the child being given due weight in

accordance withihis] age and maturity.

Ireland signalled a move towards a rightssed approach to childred s

participation when it ratified theConventionin 1992. The National

Chi | dr e n &GOl 2a00),aat 16/epy strategic plan for children in

Ireland, was introduced in 2000 inpartu | f i | ment of I rel andds
the Convention It has three maj goals: children will have a voice in

matters affecting them; their lives will be better understood; and they will

receive quality supports and services from the state. While thendasd

State support for chil dr eppdtdortheirght s i n |
participation because their rights &écont
to parents and family or as a mani festat
(Kilkelly, 2008, p.18) Additionally, Government failure to educate people

about chil drenoés rights has all owed s u
di scussion (Kilkelly, 2008) as require c
focusod t-basmeddérfighusd whi c hticigateinows chi | d
decisions affecting their lives at all levels (Hayes, 2002keeping with

theChi | dr e n GOl 8000),ahtielgdyr ends rights are rel
study insofar as there is need for programmes to be -céiltted,

communitybased, outconssfocused and integrated with curricula so that

the learning needs of children are met.
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Civic engagement entails three

development, youth leadership and youth civic engagemeundéfs

incremental

building blocksuth

Collaborative on Youth OrganisifigCYO, 2003 (see Table 2.1)

Table 2.1 Continuumof youth civic engagemeii@daptedFYCO, 2003)

Youth Development

Youth Leadership

Youth Civic
Engagement

1. Provides access {(
caring adults and saf
spaces;

2. Provides
opportunities for the
developmenof
young people;

3. Builds young
peopl eds
competencies;

4. Provides age
appropriate support;
5. Supports positive
selfidentity and
youthradult
partnerships.

Builds on youth
developmenplus:

1. Builds in real
opportunities for
leadership
development;

2. Helps young people
deepen their
understanding of
personal and
community needs;

3. Builds decision
making and problem
solving skills in youth;
4. Engagegouthin
community projects.

Builds on youth
development and youtl
leadershipplus:

1. Engages youth in
political education;

2. Builds skills and
capacitiedor action
aroundissueswhich
young people identify;
3. Helps youth to build
collective identity as
social change agents;
4. Engages youth in
advocacy.

According toFYCO (2003),6 y out h

d e inferd helging gauth @

form relationships, develop pswocial skills, feel connected to others and

undertake new roles Yo ut h

0l ook beyo

collect i ve gr

leadership skillslike decisioamaking and problersolving and through

nd

oup,

t heir

per sonal

organi sation

or

needs

| apprdaehesshielp yodng people to

and in

communi ty

reflective practice they are supportéd baild ethical codes to guide their

te m egedamse mole dody G(upn. g8 )
people developing the skills and habits needed to actively shape democratic

rel ati onshi

ps w.iGidviirc

society in collaboration with othepghereby]groups of young people come

toget her

development, youth leadership and youth civic engagenaeat now

t o

identify

i ssuesYouhhat

t hey

discussed so as to unpack the constituent elements of civic engagement.
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2.3.1Youth development

Youth development prepares youth to meet the challenges of growing up

through activities that help thegain confidence andeal with challenges

(Edelmanet al, 2004).A framework of positive youth development and an

assetdased approach to youth (Shast al., 2012) facilitate youth

development approachekerneret al ( 2 00 5) refer to the O&6po:
devel opmentd (PYD) framework as | eading
by o6effective contributions to self, f al
(p.25).PYD is conducted through fividages 6 t h e (pA5Es 6

Competence - acting on identified issues by contributing to

community academically and/or socially
Confidence- recognigng that their contributions are worthwhile

Connection+ conneding to family, community, school/peers to enable

contribution

Character - displayng personal and civic responsibility (social

conscience)

Caring - showing empathy for others through understandihgir

perspective and emotional experient@pencer, 2006)

The si xanmt roiCkeylvaesthrodgh the first five and iegarded

as beingstronger in young people who contribute to their communities

(Lerner et al, 2005; Sherrodet al, 2 01 0) . Toget her , the si
associated with prsocial involvement by youth (Busseet al, 2006)

resul ting i n -gsteemigingmeosteditheodgh besmg Valtied

and recognised by others (Brennan, 2008; Brengtaal, 2009). Such

recoquition can induce the belief that someone can make a difference to

his/her community (Kendrick, 1996).

Opportunities to enhanceositive youth developmentcan be applied
through an assetsased approac{Brady and Dolan 2007)which, instead
of focusing on problems, seeks to identify developmental assats

competencies and resources within young
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chances of positive youth development (Brady, 2010duth civic
engagement can be seen as both a contributing fiacéord an outcome of
positive youth development (Sherrod, 2007). The more developmental
assets present, the more likely is positive development because youth
develop through a combination of both internal and external developmental
assets (Shawet al, 2012) These exist within the family and
community/societyand areakin tothe strongShawet al, 2012)and weak

ties (Granovetter, 1973)hat are often cited as shaping community action
and engagement (Chaskin, 2008; Gittell and Vidal, 1998; Wilkinson,)1991
Internal and external assets are provided in different contexts. Internal assets
constitute commitment to learning; positive values; social competencies;
and positive selidentity. In contrast, external assets comprise social
supports; opportunities, expectations and boundaries; constructive time

managemerdand empowerment strategi@enson, 1997).

People do better when they feel they are empowered (Kaplan and

Greenwood, 2015)Empowerment is a process, the mechanism by which

people, organisations andommunities gain mastery over their lives

(Rappaport, 1984). It can take the form of psychological empowerment

whereby people attain a sense of deeper personal control through gaining

critical awareness of their environments while acquiring skills araliress

needed to affect change. While many definitions of empowerment abound,

it is important to note that when designing intergenerational empowerment
oriented interventions, the emphasis sho
and goals for their own emperment and should, as warned by Rappaport

(1984), accommodate multiple definitions of participant success.

Family and school/communitprovide unique opportunities tempower
young people irtheir capacity to contribute to their communities (Sherrod,
2007). Engaging in civic action offergositive benefits for resilience,
enlisted social support, sedfficacy, confidence and practical skill
development (Dolan, 2011). Civic action provides young people with
opportunities to practicgenerosity oraltruism, to develop awareness of
their own strengths and potential, and to learn skills including planning and
problemsolving (Dolan, 2011)Intergenerational civic activityan often
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untapped resourceoffers potential for older people to act as menttos
youth and convey wisdomwhile youth provide practical help and protect
their eldergDolan, 2011) Youth development is the first building block of
youth civic engagement (FYCO, 2003) helping youth to form relationships,
develop presocial skills, feekconnected to others and undertake new roles.

Youth leadership ianothemuilding blockasdiscusseahext.
2.3.2Youth leadership development

There is the danger that anything could
not properly defined (Zeldin and Camino, 1999pwever this ambiguity

offers flexibility to tailor leadership opportunities to the strengths and needs

of youth. Conner an&trobel (2007) explain that no core set of skills has

been agreed upon as fundamental to leadership development and therefore

youth participating in the same programme may acquire different leadership

skills and styles depending on their persatigpositons Notwithstanding,

a core feature of many leadership training initiatives is the notion of
encouraging exposure to diverse social networks through interaction with

people from diverse perspectives that can challenge opinions and lead

young people to caamplatebroademworldviews (Bradyet al, 2012).

There is a dearth of evidenbased youth leadership models (MacNeil,
2006; Avolioet al, 2009; Klau, 2006; Ricketts and Rudd, 2002). However,

i n |1 r el an deadership rfor Lifg Brogsammbas beerformally
evaluated (Redmondt al, 2013), albeit for 1218yearolds. The advice
coming from the literature is that leadership development programmes
should focus on teaching students how to set goals, resolve conflicts, be
assertive, foster teamwork amparticipation, communicate effectively and

run a meeting or public presentation (Wehmeteaal., 1998).

While leaders can be mad@an Linden and Fertman, 19983ertain
componentsare essential for their making. Brendtro (208Qygest that

four components are necessary for youth leadership: attachment or sense of
security and belongingchievement or mastery which induces knowledge,
competence and sedlsteem autonomy or selfeliancewhich brings sel
efficacy and selfealisation and altruisn or generosityvhichinduces social
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responsibility.However, Brendtradoes not specify the skill set that youth
require so as to conduct these processes. kalah (2009) suggested that
leadership programmes should possess real leadership opporias e

as meeting needs, posing challenges, offering support and refléction
they failed to illustrate the particular competencies that someone facing real
leadership opportunities requires. Roberts (20a8vised the SEED
mechanism to address lead@pskbompetenciesSd social and emotional
competencies like social/sedfvareness and social skills;0 Emotional
resilience to cope with adversitydEenterprise, innovation and creativity to
shape new situations and be open to new ideashlgmsolving and
teamwork; andDd self-discipline. However,Roberts (2009)gnored the
practice of leadership. Boyd (2001) found that a combination of experiential
learning and service learning significantly increased leadership
communication skills: decisiemaking, goalsetting, group collaboration

and community servigealthough this model lacks guidance on action
approaches and communication skills. Wang and Wang (2009) propose a
model which incorporates individual and team leadership. Individual
leadership includes coropents of seltonfidence,skill acquisition and
critical thinking whereas team leadership addresses a sense of responsibility,
motivation and encouragement, interpersonal skills and degisaiimg

skills but theyfail to consider reabpportunitiesor practiceor action.

No one systemoffersa perfect modedf youth leadershipStoneman (2002)
found that young people best develop the skills and +s@tdfor civic
engagement when they experience themselves as leaders in projects
benefitting theircommunities. Thece the best way that youth can be
prepared to take on leadership challenges is through applied activities and
the reallife knowledge that comes through focused civic engagement (Shaw
et al, 2012). The next section discussesiteria to promote effective

leadership.
Criteria to cultivate leadership skills

Leadership is a process for which a set of skills and competencies can be

learned through devised programmes if people have capacity for practice
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(van Linden and Fertman, 1998; Shribextgal, 2005) and if exposed to
leadership opportunities from youth (Galdwell, 2008). Essentially, it
requires development of pswcial skills, leadership opportunities and

action.
Prosoci al skills i ncl ude: aspects of 6so
coll aboration, articul ati oebal,20183 si ght and

p.30). Social and emotional intelligence can be developed through: self
development, social awareness aeldttonship management (Boyatzis and
Goleman, 2001). Skills in teatyuilding, problemsolving, decisiormaking

and conflict resolution can be taught and youth can learn how to
accommodate diverse opinions and know how to articulate ideas to others
through good oral and written competencies (Kouzes and Posner, 2007;
Rickets and Rudd, 2002; Boyd, 2001). Developing these skills early in life
enables them to overcome public speaking challenges, gain competence in
expressing opinions and contribute ethicallystuciety (Redmondet al.,
2013). Insight and knowledge induce competence through developing
critical thinking and problersolving around a particular domain (Shriberg

et al, 2005). Ethical leaders seek fairness, take on responsibility, fulfil
commitments,serve others and show courage by standing up for what is
right (Zauderer, 1992).

If leadership skills are to be developed, leadership opportunities must be

meaningful and authentic (MacNeil 2006): meaningful insofar &®rec

involve consequences; aradihentic so that real decisions involve youth

now, not in future. Youtted participatory models are shaped by youth and

possess youth ownership (Edelmatnal, 2004). Hart (1992) devisetthe

d_adder of Participatiomas a model of youth participation. Essgally, it

possesses eight 6rungs6 in ascending or
rungs represent varying levels of childe d participation (p. 8
i nitiated, shared decisions wiandh chil dre
0 ¢ hinitlatdd, slar ed deci s i oProgctswn thehgheatdumgst s 6 .

O0ar e al Ibecausemf] theaabsencd of caring adults attuned to the
particular interests of young peopled (p
children must know: the intentions of theoject, who makesdecisions
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concerning their involvement and why; have a meaningful; raled

volunteer for the project after it has been clarified to them (p.11). Common

criticismsof Har t 6 s 61 atgrdsentsdhe stageslhiararehicatlyh a t
(Bradyy2004) and is based on O6gener al princi
respect for young peopl e, rather than s
2001, p.108). Hart himself (2008) has criticised the model for ralilhias,

being UK/USA culturallyoriented, suggesting that it is misused as an all
inclusive tool for understanding and eva
circular model promotes the same idea as did Hart (1992) but in degrees,

rat her t h a nnvohemanmn \gheréby eath segment can be

appropriate under differentiated circums

and capacitiesThere is no ideal modaif youth leadershimnd &6 wh a't S
appropriate wi || vary f 2004 p.16)a s e t o c
Fundamee nt al | vy, it i s Iimportant to avoid o6t

children according to their participation needowever, any initiative
aimed at developing youth engagement should be explicit regarding the
degree oflecisionmaking andyouth ownershipf the activity (Bradyet al.,
2012).

The third skill of leadership is action. It encompasses motivation and
mastery (Redmoncet al, 2013. To motivate others into action is to
understand their needs (Shribetgal, 2005) and persuade them to pursue a
shared vision (Shribergt al, 2005; Kouzes and Posner, 2007). Coyle
(2009) believes that people become motivated through, for example, seeing
or hearing about what another can do, or doing something that sparks
interest and induces commitment. Such ability requires good
communication skills and a belief that the action is worthwhile (Kouzes and
Posner, 2007). Then, the follower is motivated to give time, energy and
commitment to shared goals (Zeldin and Camino, 19B86)lowing on
mastery requires critical reflection an
mistakes as well as commitment and persistence (Coyle, 2009) and is a
valuable way to help youth to monitor and control their thought processes
(Boekaerts, 2002). Adddnally, to attain masteryndividuals need to have

determination to overcome challenges so as to complete tasks (Roberts,
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2009). SekHdiscipline to stick with something, despite its difficulty, is also
needed for mastery and task completidandamentacomponents of civic
engagement (Finlagt al, 2010).

In sum, the research literaturound that benefits accruing from youth
leadership include: improved sédffentity and presocial skills (i.e,
communication, problersolving, goal setting, project cometion). Such
developmental assets enhance youth civic engage(®eumondet al.,
2013; Shawet al, 2012; Dolan, 2010; Best and Dustan, 20@8)ch builds
on the foundatin stonesf youth development and youth leadersagmow

discussed
2.3.3Youth civic engagement

To date, here has beema paucity ofresearchnon young cwii | drends
engagementThis contrasts with a substantial body of evidence relating to

adolescents and college studergsg{ Nicotera, 2005) even thoughhe

concept otivicengagemenbneeds t o be expanded to incl
are not reliant on being a particular a
(Golombek, 2006,pp.1011). In the absence ofppropriate research
evidencepertinent toyoung childrenn this studyit is necessary to draw on

and adapthe literature which widely informgouth civic engagemeire.g,

Brady et al, 2012 Shawet al, 2012; Ungar, 2012; Dolar012, 2011,

2010. Additional to positive youth development and leadership
developmentasalready discussethe discourses whicictivateyouthcivic

engagement as desirable activity includemocraticyouth participation

belonging and connectedness; social support and resjliemgesocial

justice youth development. These remaining catare discussed next.
1. Democraticyouth participation

The civic engagementf peopleis perceived as beingood for democracy,

and thereforenust includeyouth participation to ensure that the democratic

process is inclusive, energised and renewed (Beadhl, 2012. Leading
childrends rights theorists (e.g., Liste

argue that democratic responsibility does not suddemgent in adulthood
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but has to be nurtured from childhood. Indeed, young people are more likely

to be civically engaged in youth than in early adulthood because there are

more opportunities to engage them through school/college (Flanagan and

Levine, 2010;Finlay et al 2010).In light of the Nat i on al Chil dr eng
Strategy(GOI, 2000) which was introduced in Ireland support of theJN

Convention(UN, 1989),democraticyouthparticipationisa c hi | @hds r i ght
thence concerns how recognition should be @=mb to his/her voice,

perspective and participation ascitizen. Schools offer opportunities for

such recognitionAccording to WrayLake and Syvertsen (2011, p.20),

schools often operate as Omini training
whereby a d¢mate of care and openness is ideal for understanding and

practising participation and social responsibilityesiles,6 d e mocr at i c
attitudes and behavioursdé can be better
challenges patterns of exclusion found acrossesp¢World Bank, 2007,

p.178). Flanagaret al. (2011) give emphasis techools and community

organgations as accommodating spaces where youth can challenge the

status quo, participate in governance, and thence gain democratic skills.
Accordingly, childrenbs participation re
in which they candemonstrate capacity for engagement as political and

social actors in society (Lister, 2007; Lawy and Biesta, 20@@le, 2004).

Hart (2009) and Bynner (2001) ade a move away from curricula whereby

youth are taught what constitutes appropriate citizenship values and

behaviour, towards a differencentred approach which allows children to

construct what citizenship means for them.
2. Belonging and connectedness

Civic engagement inducem young peoplea sense of belonging to
something wider than themselves (Dolan, 2012, Saawal, 2012). Two

key theoretical positions support this notion: social capital and interactionist
theory. These two concepts need furtltkscussion in order to understand

the concept of belonging and connectedness.
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Social Capital

Social capital refers to the benefits that accrue from social connections and

trust between people (Field, 2008; Putnam, 20@0)s associated with
Opeopleds sense of community, their sens
caring about the people who live there, and believing that the people who

|l ive there care about t hemaeadinPor t ney at
theorists on saal capital discourse include Bourdieu, Coleman and Putnam.

Bourdieu defined social capital as the combination of both actual and

potential resources of individuals or groups linked to their participation in

social networksandis an asset derived only thugh group participation

(cited in Portes, 1998). Coleman (198&dsthat social capital exists in

networks that are available to, rather than owned by, individRaisiam

suggestghat social capital inferé6 f eat ur es of soci al organi
trug, norms, and networks that can improve the efficiency of society by
facilitating coordinated actionsé (Putnce
strong emphasis on voluntary -operation of individuals within clubs,

churches and other formal associations. @aknd Falk (2002)add that

being both an individual and a community asset, individuals can draw on

these resources and relationships to enhance life opportunities because
communities in which such trust, reciprocity and social netwar&sstrong

benefitfrom collective action and cooperation

FollowingPut namdés ( 19 9Hh )corepot sodap eapuital iisvhat, t
social networks have value in terms of truspral obligations and norms
andsocial networks. Bridger and Luloff (2001) argue that trust is the most
important feature of social capital because it increases the likelihood of
cooperation, which by turn reinforces truéthile personal trust is based on
familiarity with otherpeople it is not enoughfor collective action. What
Putnam(1993) calls social trust arises from two related sources: norms of
reciprocity and networks of civic engagement. Norms of reciprocity
typically take two forms: specifie the simultaneous exchange ofite of
equivalent valugand generalised a continuous relationship of exchange
whereby there is a mutual expectation that a benefit bestowed will be later
repai d. Generalised reci procity i s mo
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network€ [ whi ch] éf ost er ntt bfe strodge vnerm® p me

[ and] ébehavio[u]ral expectationsd (p. 466
communication and information about the trustworthiness of
peopldorganisations, networks of engagement are strengthened which in

turn increase the likelihoodf duture community actionone of the best

predictors of which is previous success (Bridger and Luloff, 2001;

Wilkinson 1991).Thus, social ties and social networks are essential to

fostering and sustaining civic engagement (Claatial, 2000) because

such ties are integradbpeopl ebs sense of community,
attachment, and influeirgy the willingness of youth to act on behalf of the

community (Chavis and Wandersman, 1990).

Community ties take different forms (strong amelak; formal and informal;
organisationaland casual interaction) which determine the conditions for
youth civic engagement and community development in different ways
(Chaskinet al, 2001). For example, strong tjesuch as those among
family/friends are typically intenseand developed over long periods of
interactionand are primary contributors to youth civic engageni@hawet

al., 2012. Conversely 6 we a k (Granoweidtdy, 1973) include casual
friends/acquaintances with whom people do not hatrmate relations but
function to connectpeople in the wider community. Through increased
soci al net works and interaction with &we
issues that are in need of action, as well as opportunities to be involved in
actions addressg these issues (Chavis and Wandersman, 1990). Such
engagement cuts across the diversity of communities and exposes youth to a
wide range of people, experiences, skills, and opportunities (8ha,

2012).

Accepting that networks of civic engagement are essential, there is no

agreement in the literature about the types of engagement from which social

capital is most likely derived (Bridger and Luloff, 2001). Putnam 8199

makes a direct link between levels of civitg age ment and a commun
capacity to tackle its own social/leconomic issues including educational

participation. Schulleet al (2002), supported by Balatti and Falk (2002),

found that educationcreates conditions that help develop the building
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blocks d social capital: it extends, enriches, and reconstructs social
networks and builds trust and relationships; influences the development of
shared norms and the values of tolerance, understanding, and ;resect
affects individual behaviours and attitudéisat influence community
participation. Schulleet al (2002)found thatthe wider benefits of learning
promote social capital through developing skills, networks and personal
identity. Skills acquisition activates civic engagement insofar as basis skill
are necessary preonditions for participation at any level. Thencetworks

are maintained througlnelpng people to develop in ways thamight
otherwisebe inaccessiblePersonal identity is enhanced when people link
through notions of belongingthrough citizenship actions and through
values which can be personal or collective, sustaining or transformative.
Thus, learning as a tool of social capitcilitates people to understand
anotheés perspective and valuet el pi ng hlird préjudices gne |
promote social communication at many differentls¥el ( p. 8 2 ) .

Social capitalcan bebonding bridging and/or linking Bonding capital is
based almost entirely on muftinctional tiesbetweensimilar groups of
people For example, ammunity engagement catrengtherbondsbetween
participants (Miltonet al, 2011) but, while important has little effect on
creating social capital in the wider community (Heenan, 2010)gBig
capital forges connections between diverse individuals/groups usually
seeking to progresspftentimesin employment opportunitieswhereas
linking capital connestindividuals in positions of power(Milton et al,
2011). The different forms ofsocial capitalare important in all areas of
peopl e@mwdiektialy20Xkl).

Major limitations of social capitahclude negative social capital; political

misappropriation and operational difficulties While there isabundant

literature explong positive associationgew look at the negativpotential

of social capitalvan DethandZmerli, 2010).Social capital can be utilised

for antisocial purpose@utnam, 2000)In Bowling Alone Putnam (2000)

revealsthat he O6abundant soci al cayadlohgal of the
raci al, gender and ceta $26@) highigetshé ( p. 358) .
dichotomy between bonding and bridging social capigabuing that
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bonding capitatan have potential to kexclusionarywhile bridging capital

can be simultaneousinclusionary.Sucha perspectiveshows potential for
reinforcing social inequalitie@Gaynor, 2011; Pinkerton and Dolan, 2007)
Indeed,he contri bution of older people
interests policy makers (Gaynor, 201iho are sedng less costly solutions

to social problemsAccordingly, there is a benefit for public policy where
Governments encompass some element of social capital in programmes
which complement other resources (Policy Research Initiative/PRI, 2005).
can only have value for the state, communities and individuals if
Governmerd build in a social capital element whedrafting initiatives
especiallyfor older peopleasit can only be sustained with ongoing and
consistent suppoft O6 S h e a\WWhileltter@ & havidely held agreement

on how to operationalise and quantify the concept (Collier, 2002an be

used toexplaincommunity connectedness and belonging, a key discourse in

youth civic engagement.

The social capital concept is relevant to this studythe context of
activatingy o u n g c livid ehgageméngnd connectinggoung and

old. Aspectsof social capitali social support networkgarticipationin

local institutions, trust and safety, quality of schoglnd neighbourhood

are associated with positive outcomes for youth (Ferguson, 2B@6)g
known by adults matters to children in terms of their safetycane(Brady

et al, 2012). Flanagan and Levine (2010) highlight that engaging with
fellow members of communitgased goups helps youth build social capital

by forming social networks which connect to opportunities. Such
engagement contributes to both the development of community and positive
youth development which enhances positive youth leadership and helps
shape commuty life later on(Bradyet al, 2012) Thus, yung people can
contribute to civil society through developing social networks which are
integral to their sense of attachment to community, and influence how they
engage with community (Clauds al, 2000; Fanagan and Faison, 2001).
Also, while there aredw spaces in which to practicgyic activities offer
possibilities for youth to develop a sense of civic attachment have a

voice in community concerns coupled with the desire to contribute to the
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well-being of that community (Flanagan and Faison, 20Ba&j). example,
the Driskell (2002)study, Growing Up in Citiesshowed thathildrenwho
participated civically icommnunity not only increased their sedsteem and
selfworth, but also developed a sense of care for their communitiesgdearn

to appreciate diversitgnddevelogdpositive civic attitudes

Overall the important characteristics of social capidiich mg have
relevance to this study includeetworks of relationships, reciprocity, norms

and trust, and engagemelmteractionist theory is discussedkhe
Interactionist theory

I nteractioni st theory infers that
bringing people together to identify and understand common community
needs (Bridgeret al, 2009). Community is developed, created, and re
created as an emergent process of sociatantion (Bridgeret al, 2009;
Wilkinson, 1991).Community emerge$srom the central roles played by
local interaction and capacity among pleowho share a common territory

of histories, traditions, and cultures unique doplace wherein people
organise hemselves around various interéptsls o r O6speci al
(McGrath and Brennan, 201Illhese groups represent unbounded fields of
interactionrepresentative ofige, gender, socioeconomic status, education
and others. Therefore, for community to emdrge a cohesive wholgom
within a local societythere must be a process capable of connecting the acts
occurring in these special interest fieldghis is accomplished by the
development of the broader community field which is made up of actors,
agencies and associations. Thgpecial field then creates linkages and
channels of communication between and among the actions and interests of
the other social fields (Wilkinson, 1991Thus, community is formed
throughthe intersection ofroups/organisationghich integrate fields into

the generalised wholey creaing and maintaiing linkages that otherwise
would not interact and would be focused on more individual interests
(McGrath and Brennan, 201Brennanet al, 2009; Luloff and Bridger,
2003: 6 t ¢ommunity field creates a larger whélene that is unbounded,
dynami c, a n McGratmand @remrman,6201(p,.342). Through
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such interactive process, an awareness of common interests emerges, as do
opportunities for involvement in activities for ntieg identified needsin

building linkages across entities within a local population, the community
field provides the interactional context which supports individual and social
well-being (Bridger and Alter, 2008Then, & relationships between people
representing special interest fields are strengthened, local capacity to
address identified problems/issues that present in special interest fields
emerges.Essentially, he community field arises out of the interaction
between various special interest digland consequentlyt establishes the

wider community interest within local social activity (Wilkors, 1991).

In context of this studywhen groups interact over common issues, capacity

for action emerges (Brennan and Luloff, 2007) with the resultythah can

devel op 6émore pur po sculmieating im ccollettivkec used act
capacity and the e EShayetlc2120p3.990communi t
Thence youth as civic actors, when supported by collaborative action, can

help to create connections tween community members through

identifying common local issues and offering solutions to them (Chavis and
Wandersman, 1990)Such interaction gives direction toollaborative

processes and is a source of common identity, attachment, and
connectednes¢Bridger et al, 2009 Wilkinson, 199). In consequence,

y 0 u tsklfédentity is enhanced through being recognised, valued and

taken seriously by community members (Brennan, 2008; Breehah,

2009). This engagement can develdipeir capacity to manageutilise, and

enhance available resources when addressing community needs (B¥ennan

al., 2007). Such processcan be exercised througtommunity projects

includingf or exampl e, Oactivities focusing on
and other related &eities [which] would be seen as excellent venues for

i nteraction and communicationd ( Mc Gr at h
Indeed, by serving community projects, youth may become future

community leaders able to contribute to the loegn sustainability of

projects Brennaret al, 2009; Brennan, 2008

A way for this study to strengthen the community field is by finding points

of intersection between and among the special interests of young and old.
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This, as McGrath and Brennan (2011) highlight, includgabdishing and

maintaining communication channels across diverse social divides. Then, as

the various social fields interact in response to a constantly changing
environment, young and ol d might develo
agencyo6 whi onlythe mdtivee af pesple ioaatt, but also their

capability for action and resiliency (Brennat al, 2007; Luloff and

Bridger, 2003). Such agency can arise when patrticipants (e.g., pupils) show

capacity to manage, utilise, and enhance the resources available to them in

addressing localitywi de i ssues. Agency, or capacity
thoughts, develop personal competences and use these forces to derive

desired outcomes (Bakest al, 2003), can be expressed through civic

engagement at all levels (Bradyal., 2012).

3. Social support and resilience

Social supports refer to responsive acts o$istance undertaken or
given/receivecbetween human beings (Tracy and Whittaker, 19D4)an

(2010) argues that <civic engagement stre
resilience because iallows them to discover reciprocally supportive

relationships amh to experience how it feels to make a difference in
community.He argues that civic activitiesanbuffer youth from adversity

thereby helping them to develop resilience and enhancebeielt). Thence,

having accesso social support, inside or outside &mily, is key to

positive youth developmeiecausech access enables youth to withstand

stress and develop coping skills which help the transitmm@dulthood

(Dolan and Brady, 2012Shawet al, 2012; Dolan, 2010; Cutrona, 2000).

Youth reciprocatesocial support through their participation, regardless of

whether the activity is charity work or youth club activity or sogiatice

based causes (Dolan, 2012). Received supports generally inahgible

emotional, esteem, and adviassistancewhich can be readily generated

through any civic opportunities with youth (Dolan and Brady, 2012).
Tangiblesupportconcernsloingpractical acts of assistance (Cutrona, 2000)

wherebyyouth are helped to use sod@mmunity resources and benefit

from opportun t i es ari sing from a hel per ds/ ment

(Dolan, 2010). People draw on emotional support according tortbedfor
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care(Darling et al, 2003) and therefore d@an beapplicable tcany situation
(Cutrona, 2000). Itrequires empatketic understandingof anot her 6 s
perspective and emotional experiences (Spencer, 2006). Esteem support
refers to peopleds capaci tiyrootedn expr ess ¢
reciprocity as a quality whichis more likely to be stronger fquossessing
reciprocityfive-andtake (Cutrona, 2000)In consequencs, o u tsénge of
beingbeholdenor being obligated to anothés lessened (Dolan and Brady,

2012) and thence,they can bebetter recognised and respected for their
participation (Neale, 2004}hereby seeingthemselvesn a more positive

light when viewed positively bgdults(Mead, 1934)Advice support cabe

more readily receivedrom caring adults whent does not reduce the
reci pi esteen Cutrena hnid Russell, 1990).

Resilience is the ability to overcome difficulty in the face of adversity

through the use of internal and external resources (Retted., 1998).

According to Ungar (2012), Renresilience is instilled and nurtured early

enough in life, it stays with a epson throughoutlife but requires

contributors at family, school, community, and societal letelmaintain it.

This can be maintained throudleveloping problersolving skills, external

interests or attachments, support from 4femilial adults, a purpse in life

and senseof selfefficacy (Ungar, 2012). Youth tend to demonstrate

resilience in how they muster assistance and deal with the problems they

encounter over time (Clarke and Clarke, 2003), thereby enabling protective

factors to outweigh the impeof risk factors in their lives (Gilligan, 2008).

Besides, through their participatiopoung people gain insight into other
peopleds difficulties and | earn that oth
(Shawet al, 2012; Dolan, 201,12010. Consequently i n becoming OCcCi Vv
actor so6 c onc e-bemgal others (Flanagahad, 1999, lthey

can derive personal satisfaction, increasedwetth, and a feeling that they

belong to something bigger than themselves (Shestoal., 2002). Such

suppats can readily be generated through youth civic engagement (Dolan,

2010).

It is important to be alert to negatigeipportf particularly for vulnerable
youth. Whittaker (2009) warns that not alpportmight be positive as
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networks might contain dangers like negative criticism from donors, or lack
of reciprocity which might negatively impact particularly on vulnerable
youth and, according to Dolan (2012), lead to their having poorer coping
capacity. Indeed where young @ople ovetuse their supply of social
support,or when negativehdirected or ineffective, it can result their
having poorer coping skillaurther reinforcinga sense of helplessness and
hopelessness (Dolan, 2012)hat said,6 hi d d e n thougppositivet 6
interpersonal relationshipsreatessocial support for youti{Bolger and
Amarel, 2007).

4. Social justice youth development

Social justice models of youth development include elements of youth

development frameworks like emotional and social supgt they also

incorporate sockpolitical elements based on critical understanding about

the root causes of social and community problems (Betdgl, 2012).

Ginwright and Cammarota (2002) maintain that social justice youth

development goes beyond asdmiised and preocial development to

60foster youth as active agents of change
understanding of socipolitical conditonsand nj usti ced (p. 86). Th
their argument on principles of selfvareness and social awareness.-Self
awarenesfcludes practices and programmes that foster a positive sense of

self. Sacial awarenessencourages people to think critically about

social/pditical issues in their own communitieghich, in turn,promotes

enquiry, analysis and problesolvingas components of critical thinking

Research has shown that while young people may be committed to social
justice issues, they do not necessarily carsitiemselves responsible for
doing anything about them until involved in civic actions that are more
likely to resonate with theselves(Flanaganand Levine, 2010).Research

also shows that youth believe that their participation is not valued and,
thence,they feel that their engagement in relation to social issues is not
worthwhile (Hart, 2009; Millbourne, 2009; Stoneman, 2002). Generally, the
literature on youth civic engagement reports rf@intainingthe status quo

rather thantaking action for socialjustice (Wattsand Flanagan, 20Q7
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Stoneman, 2002 whereas to incorporate the social change objectead,

opportunities forsocio/political actionsieed to beresentedFinlay et al.,

2010).

The civic engagement continuum has now been discussed as the incremental
process underlying civic engagemeAt.summary charbutlining the key

criteria necessary to activate

viewed at Figure 2.1:

young

The Civic Engagement Continum (FYCO), 2003)

Positive Youth Development
A, Youth Development
Assets-based Approach
Youth Development +
Pro-social Skill
B Youth Leadership

Leadership Opportunitics

Action

Youth Developmentt

Youth Leadershipt

Democratic Youth Paticipation
C. Youth Civic Engagement

Belonging and Conneatedness

Social Support and Resilience

Social Justice Youth Development

Figure 2.1: The civic engagemearantinuum(adaptedFYCO, 2003)

Benefits of youth civic engagement

As well asenhanced opportunities for democratic participation, community
connectedness, increased social support and positive social justice oriented
youth developmentyouth civic engagement leads itwcreased wellbeing,
resilience, sefefficacy andopportunitieso practice altruism, which help to
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focus away from self and onto the needs of otliedan, 2010; Brendtro,

2009) Youth civic engagement beitsf communities insofar ascivic

activity can help to create connectedness between community members, and

promote collaboration through identifying and offering solutions to common

local concerns thereby emphasising the contribution of youth as civis actor

(Shawet al, 2012).This way youth experience a sense of contributing to

shared norms or values such that Oone f e
in their communities (Sherrodt al, 2002, p.267).Moreover, there is

growing recognition that commui t y and youth resiliency
same cohesive whole that reflects | ocal
(Brennan, 2008, p.1)Ihence, interaction with others through community

based groups helps form social networks, build social capitat@muect to

opportunities (Flanagaand Levine, 2010).Outcomes for society include
improvedcapacity to identify and mesbcial needs; stronger democracies

through youth voice and participatioand incremental generational build

up on positive change isociety partly attributable to social justibased

inclusivity of youth (Dolan, 2012).
Promoting youngc h i | dcivie engagement

Deliberate, consistent effort is required to organise people into any form of
civic action. Young peoplemay feel that thg cannot make a difference
when they are not organised into pobfisocial activities (Stoneman,
2002). Notwithstanding, b i | dr ends participation can b
school councils, mentoring programmes, service learning and volunteering
opportunites (Finlayet al, 2010). It can also beacconmodatedthrough

civic education, extraurricular activities and through promoting a positive
school climate (Tornefurta and Vermeer, 2004nd can begin with any
local forms of civic involvement withirc h i | dreaehn(biser, 2007;
Theis, 2010; Bartlett, 2005)Thence, for this studyand considering
practicalitiesassociated wittthildren of primary school ageenhancement

of curricular knowledgeis a form of y oun g c Iparticidatiom or 6 s

engagement I n Deweyods words (1916, p. 338)
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ol f the | iving, experiencing being 1is
activities of the world to which it belongs, then knowledge is a mode

of participation, valuable in the degree in which it is effective

A chil dbés plikely toibelkes tadilitatechthraughiteracy and
numeracycollaborations In Ireland, he government initiative to address
literacy/numeracy issues amongst children/young pedpikeracy and

Numeracy for Learning and Lif€2011-2020) stresses that children need

|l iteracy/ numeracy O6to participate fully
satisfying and rewarding lives, and to participate as active and informed
citizens i @Ol @0UD, p.8).Cwic licetagy@s the learimg tool

for young <chil drigdisbussedccnext. i ¢ engagement
2.4 The civic literacy concept:a learning tool of civic engagement

The word civic is derived from the Latin igis/civitas meaning
citizericitizenship.n this study, lhecivic literacy conceptepresentshe key

learning measuring and evaluatingol f o r devel opcivicg chil dre
engagemenand connecting young to oldt incorporatesd c o mponent s of
personal responsibility, caring for others and for the community, and

| eadership to taketalp @36 g6 Mndayehalti onsd ( C
(2010) adviseprogrammergo outline the specific civic goals they wish to

achieve and providesal opportunities for yoth to engage in action towards

achieving them because thenhé learning can beprofound (Stoneman,

2002) Accordingly, interventions were devised to develdesired

outcomes fothe civic literacy concept.The themesas construed by Chi

et al. (2006) are discussed nexandare capitalised throughout for ease of

identification:Personal Responsibility, CiviResponsibility and Leadership.
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Theme One:Personal Responsibility

Personal responsibility has received limited previous research attention in
the context of young children and youth (Mergler, 2007). It is understood
generally as being accountable to oneself and to the needs aszkingllof
others (Ruyter, 2002).Accordng to Chi et al (2006), Personal
Responsibilityrequiresthat:

0The student demonstrates responsi bl e b
and accepts responsibility fophis] own be havi oualso [ and] é
demonstrates responsible work habits such as staying omiagikng

i ndependently and s-hpwing best efforto

Personal responsibility can be understood in terms of related constructs
(Mergler, 2007): locus ofcontrol and seffegulation personal agency and
self-efficacy; selfconcept and selisteem; selfegulation and emotional

intelligence.
1 Locus ofcontroland selregulation

Locus of <control i's the tendency to eith
actions or attribute outcomés external forces (Richards al, 2002). Thus

a person possessing internal locus of control perceives an event to be

dependent on his/her own behaviour, whereas external control might be

attributed to chance. Research shows that youth who possess posates

of internal control do better academically (Anderstral, 2002) andare

better protectedfrom risk factors for negativelgriented behaviours

(Grossmanet al, 1992) than those attributing their outcomes to fate or

chance. Thus, a person who urderstands that his behaviour has

consequences may more willlgdhold himself responsible.

Selfregulation refers to the effort a person makes to control his/her
thoughts, emotions and actions so as to achieve a skill or ambition
(Zimmerman, 1989)Selfregulated students are able to develop action

plans, set goals, and plan alternative solutions/contingency plans (Ley and

Young, 2001). Seifegulation links to personal responsibility in that one
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mu s t be aware of oneds oanchbehawoaral g h t

responses so as to anticipate the outcomes.
1 Personal agency and selfficacy

Personal agency refeto how a person can control his/loevn thoughts

and behaviour, develop feelings of personal competences and inner control,
and use thesmrces to derive desired outcomes (Bagkal., 2003) and act
upon the world.Thus, personal agency informs an understanding of
personal responsibility insofar as power to make choices (personal agency)
resides with oneself. Since people believe that taa control for outcomes
affecting them, it would be expected that they would take responsibility for

outcomes they have generated.

Selfe f f i cacy i nf & abilitigs hoenhobilzd the motivatiom,n e
cognitive resources, and courses of actigeded to meet situational
demandsd (Wood and Bandur adeliberade8 9 ,
choices andacting upontheminfers thatone must believeneself capable
of such action. Se¥fficacy is the foundation of human agency because
unless people belve that they can produce desired effects by their actions
they have little incentive to take action (Bandura, 1999person judges
his self-efficacy based on factors likeskill mastery;comparison against

others/peets and selfreflection and social reounters that highlight

Ppr oce

p. 48)

capacity for thought and actohccor di ng to Bandur ads (1

cognitive theory, people learn by observing others. The idea is that when
people observe a model performing a behaviour and observe the
consequences of that befaur, they remember the sequence of events and

use that information to guidbeir own subsequent behaviours.
1 Selfconcept and sekisteem

Powell (2004) defines setfoncept as the perception one has of his/her
identity and achievements across a waitemain including for example,
school and social relationships [for children]. Pupils with poorcmicept

are oftentimes confused about their identity and feel incapable of changing

their situation (Coopersmith, &9). Selfesteem is the affective respen
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people have to their setbnceptincluding their sense of selfespectand

selfworth (Rosenberg, 1985) Si nce per sonal responsi bil

capacity to understand oneds own and
can thereforde linked toself-esteem.

1 Emotional intelligence

Emoti onal intelligence 1is Othe abil
express emotion, the ability to access and/or generate feelings when they
facilitate thought, [and] the ability to understand emotion and emeaiti
knowl edged (Mayer and Salovey, 1997,
involves the interplay of cognitive processes and emotional experiences and
includes the ability to manage oneself. Mayer and Salovey (1988) that

by developingemotional inelligence,a persons more likely to be attuned

to hissher emotional experiences ar better able to articulate emotional

needs thus makingneselfmore accountable far n etfwsghts, actions and

behaviour.

Personal responsibility, as theorised by Mer (2007) encompasses
relateddimensionsof locus of control, personal agency, sefficacy, self
regulation, sekconcept, selesteem and emotional intelligenda sum,

personal responsibilitinfers6t he abi l ity to identify
thoughts, feelings and behaviour, along with a willingness to hold oneself

accountable for the choices made and the social and personal outcomes

generated from these choicesd (p.66).

Theme Two: Civic Responsibility

Civic responsibility involves thautonomous application of behaviour that
serves to benefit others due to internally derived principlesalues
(Collinset al, 1997) . |t i nvol ves having 06a

rooted in democratic relationships with others and moral princgflesire

and justice, t hat moti vat elske and r ange

Syvertsen, 2011, p.14). Being valtthdven, it extends beyond personal
wants, needs, or gains, and requires a sense of obligation to contribute to the
greater good (Berman, 199allay, 2006).
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According to Chiet al (2006),Civic Responsibilityinfers that the student

shows O6courtesy and respect for others a
shows respect for and is able to identify needs and solutions for group and

c o mmu npill).yhe difhensias include(p.15)

6Caring for ot her s, val uing group wWor

appreciating diversityanddemorsstt i ng environmental stewa

Civic responsibility can be activated through: modelling -gwoial
behaviours, commueoating value socialisation messages, and providing
opportunities to practice socially responsible behaviours (M/ekg and
Syvertsen, 2011). Ae more opportunitieyouth have to witness others
acting in presocial waysthe more likely they are toopy these actions
(Eisenberg and Mussen, 1988)odelled behavioursre more likely to be
internalised inc h i | dbelavicurs andthence, modelling pro-social
behavioursan be a mechanism for socialising valuesiat responsibility
(Wray-Lake and Syvertsn, 2011)Direct efforts to socialise children to the
needs of otherare positively associated witkivic responsibility (Wray
Lake, 2010) as well as relateshderstandingsf moral reasoning (Pratt

al., 2004) andpro-social attitudes toothers (Flangan and Tucker, 1999).
Communicating concern for another and using inductive reasocamng
prompt youth to internalise social responsibility through activating

empathetic concern (Wrdyake and Syvertsen, 2011).

Providing opportunities to practice sociallesponsible behavioutmanhelp
youth developperspectivaaking skills, stimulateidentity development, and
reinforce self-efficacy in the civicdomain (Wray-Lake and Syvertsen,
2011).Rich opportunities to practice social responsibility can be developed
through peer relationshipspmmunity service andchoolactivity settings
(Wray-Lake and Syvertsen, 2011Fhrough peer relationships youth can
come to understand caring fanother making it necessary talevelop
perspectivadaking and conflict resolution skills (Syvertsen and Flanagan,
2006) thereby enhancing moral development (Eisenbetrgal, 2006).
Service activitiescan be boosted through sustained friendships/relationships

(Syvatsen andFlanagan,2006) because by having peer support for
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engaging in new activities young people may encourage others to participate
in school and community activities (Wrhpke and Syvertsen, 2011).
Service to othersvhether through organisatisor alone is instrumental in

cultivating social responsibiliiyor ovi ding a forum to displ

concern, refine cognitive abilities
Quastexperimental studies comparing youth in serk@@ning

programmes wh non-participating peers show that participation in service

activities positively predicts youth©os

commitments (Scalest al.,2000).

Overall developing civic or social responsibility requires a focus on
c h i | sdemetion@l, cognitive, and identity developmehis providing
environments which cultivate social responsibility(Wray-Lake and
Syvertsen, 2011). dgial responsibility stimulates a citizenship process
rooted in care and driven by obligations to contebtd society.Hence
interventions designed to encourageic or social responsibilitywould
focus on modelling presocial behaviour, valumessaging, and creating
opportunities to practice civic skil(§Vray-Lake and Syvertsen, 2011)

Theme Three:Leadership

For the purposes of thisstudg,ader shi p i s understood
to influence others to work together for a common purpose (Wheeler and
Edlebeck, 2006), in response to personal and/or social issues and challenges,
so as to effect positive change (Kadtral, 2009). It invdves learning how

to participate in group processes, build consensus, and subsume personal
ideas and interests to that of the collective (Le@imarpet al, 2003).Chi et

al. (2006)framelLeadershi@s(p.11)

0 T he dakes mhiative and acts as eainodel to help group, class

or school to make a positive differente

The student would ideally demonstrate) deadership efficady(éattitudes
and actions of taking leadership positi@ngb) ¢ivic/critical thinkingd

(Gbility to think criticallyd; and (c) ccivic participatiod (Gskills in

a7
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perspective taking, communication, group membership and conflict

resolutiord (p.16). These skills are now discussed.

(a) LeadershigEfficacy
Leadership efficacy is 6assoctheat ed with
knowl edge, skill s, and abi Hanhahets associ a

al., 2008,p.669).Leadership efficackelps individuals undertake leadership
roles under challenging circumstanceshich can impacton follower
outcomes (Hannakt al, 2008; Hoyt et al, 2003; Murphy, 2002)When

one gains leadership experience, others expecthbmo act as leader,
creating a selfulfilling prophecy effect based onhigher expectatios
because of increased attention, access to resources, and/efficatly
(Eden, 1993).Such response encouragese to have expectations of
oneself. A desire to meet those expectations creates a snowball effect (Eden,
1993).Accordingly, as one gains gieer leadership efficacy, lsheis more
likely to engage in leadership roles, which further serve to increases 0 s
leadership efficacy (Hannadt al., 2008).

(b) Civic Thinking Skills

Civic thinkingi nf er s o6t he abi l i éetal, 2006, pt®.i nk cr it
It requires cognitive skills to analyse arguments, and draw inferences using
inductive/deductive reasoning, evaluate, make decisions and/or solve

problems inducing 6 o pneindedness, inquisitiveness, flexibility, a

propensity to seek reasondasire to be welinformed, and a respect for

and willingness to elnt20IlpHin diverse Vvi e\

To develop critical thinking is tengage witta topicbyd e x pl ai ni ng, f i ndi
evidence and examples, generalizing, applying, analogizing, and
representing t heerkine and Blythe, M99¢,. B3It isvay s 6 (

best facilitated through active learnimgnereby according toDoolittle and

Camp (1999, pp.337), learners can consider situations from many

perspectives thus enhancing theirligbito develop presocial skills (i.e.,

communication, problersolving, goal setting)Accordingly, students are

encouraged to be accountable for their own learning being actively involved
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in constructing their own knowledge/understandings through plgnnin
monitoring, and evaluatiomhence,greater awarenesan begeneratedn
learners through their interaction with the experience and through providing
for and encouraging multiple perspectives which promote greater versatility

i n t he s tingdnéndifférent situdtions. k

To develop critical thinking is to teach to, for, and through rihétiple
intelligences(Hanafin, 2014)In teachingto andthroughthe intelligences,

learnersderive a solid foundation on which to construct knowledge in
actionresearched projectgVith Hanafin (2014)portfolio journalingwas a

key learning tool of critical thinking becauseé mo me nt s of assessme
became moment s qaivinglpatieipams gregtey mdtiyatiod, 3 3 )

higher academic attainment, improved s=feem, enjoyable classroom

experiences, improved recall and understanding. Such an appnaach

potential value indeveloping critical thinking through the different

intelligences presged instudies such as this, given that itaigplicable to

6any topictfareaay(BHabatcn, 2014, p.132).

The narrow emphasis on literacy and numeracy to the exclusion of other
intelligences was the iimpetu@Ml)for Gar dn
theory. Gardner (1983) claims thahete are eight independent but

interconnected intelligences: linguistic, logiomthematical, visuadpatial,

bodily-kinaesthetic, musical, interpersonal, intrapersonal, and natukédist.

theorisest h at 0 mumiarnt faqulties ardn to a significant extent

i ndependent of each otherd and that a hi
require a similarly high level in another (Walters and Gardner, 1986).

However, he is criticised for: not offering a clear programmelfmssrooms

(Levin, 1994); the subjective nature of the intelligence categories (White,

1998) and limited evidence for informing educational practice

(Waterhouse, 2006). Nonetheless, reseamiducted in thdrish context

(Hanafin, 1997; Fleischmann, 199®asinfluential in bringing MI theory

into the mainstream of Irish education policy from 1999 onwards at varying

levels of curriculum developmeat primarylevel (Hanafin, 2014).
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(c) Civic Participation

Civic Participation involvesperspectivedaking, communication, group

membership and conflict resolutidChi et al, 2006 p.16. Perspective

taking wasreferred toby Chiet al. ( 2 0 0 6 [faking]ghe pedspective of

others to understand how people feel and
(p.13). The ability to participate depends on a basic competence in taking

the perspective of others (Hart, 1993glman (1980), theorising omet

growth of inerpersonal understanding, claims that perspetdikiag ability

improves incrementally with maturity, such that between ages five and nine

children become capable of differentiating physical and psychological
characteristics of anothefheyrecognise atoh er 6 s urhavipgae ne s s i n
subjective view of the worldSelman (1980) also theorises tlddtildren

between ages sevamd 12startsteping outsidethemselvedo take a self

reflective look attheir interactionswith othersand torealisethat othes do

likewise. This6 s equent i atl akpienrgsomeans thataeggenow

realisethey can put themselvésn a n ot h Ehey&lsoresognsdacsy.

a person may have mixed feelingjge beingadventurousnd excited, yet

apprehensiveThis phase means that they are beginning to understand that

they and others are capableaations they may not condone although they

cannot yet reconcileéhar perspective with thoseof others.The next stage,

dnmutual perspective takifgis necessarfor children to be able to orgaei

themselves into enduring democratic groups. This perspective arises

between ageslO to 15 They then spontaneously coordinate their

perspectives with those of other€hildren are intellectually capable of

working with alults, even in early years, but adults need to be sensitive to

t he ' i mitations of chil drenos perspect.i
sequence theorised by Selman (1980) is limited by a Ghifdellectual

development and cognitive capacity to consider plerspective of others.

Selman does not take into account such factoh®asthe child understands

peopleds differing roles themdewpfower s whi ¢
others (Hart, 1992).
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Communication another element of participatioinfers sharig something

between peopleln the context of this study, such sharing implesgrning

collaborationsl nt erestingly, theomenum®dedre: commu
put into a commamd sptad aki ;@iapat ti £b gorer de): 0t o
t ake a )s drea reeprocalnebtitiesL(o n g wo o d &&sglishL at i n
Dictionary, 1958).Thus, b be shared, learninguust be communicated by

someone to someone and reciprocally participatdoausetherwiseit is

not shared. De wemen ljvd if 4 ®yhmuity ingyidue sf t hat 6

the things which they have in common; and communication is the way in

which they come to possess things in co
beliefs, aspirations, knowledg@r]a c ommon wunderstandingdo (p
communication which isures participation in a common understanding is

one which secures similar emotional and
In this study it is envisaged thaparticipants wouldreach a common

understandindoy participating and communicating in terms tbe civic

literacy concepbutlined in Figure 2:
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Moral Responsibility

" Conventiona Responshily

Caring for Others

Valuing Group Work

¢ _ Caring for Community

~ Appreciating Diversity

Themes of Civie Literacy (Chi et al, 2006) _ Demonstating Environmenal Stewardshi

Leadership Efficacy
Civie/Criical Skill

Perspective Taking Skills

Communication Skills
CivicPanicipationSki]lsi S

Group Membership Skill

Conflict Resolution

Figure 22: The civic literacy concept

Civic literacy i ncor por at e sé addccivie dispositionsathat e d g e
are critical to the detag2006pmh®nt of <ci vic

Civic knowledgeaddresses what students should know about citizeniship
is prescribed on the curriculunGQl, 199) and therefore is not a research

concern of this study

Civic dispositionsinfers (Chiet al, 2006, p.13) willingnessto balance
group needs Wi personal needmnd initiateactiors to address issues in the
community; responsibility and care towards animals, plants, people and
environment; recognisingsivic authority and institutions in the local
community; recognising opportunities fgoositive change; ability to

critically reflect on a procesandshow respect fodiversty.
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The literature discussed in Section One has illuminatedtemporary
understandings of childhoodthich suggest participation in tHeereand

now. The civic literacy conceptas put forward as an appropriate learning

t ool to activate youn dgts aieithentes wened s
found to be compatible with the content of the SPHE curriculum. It would
offer possibilities to solve the first problem outlined in thigdst namely:
weaknesses irthe provision of citizenship education at Irish Primary
School. Section Two addresses possibilities for intergenerational
collaborations which aim to support the civic engagement of young
children. It is discussed ne&s a sociavehicle for connecting young and

old thraugh the civic literacy concept
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SECTION TWO: INTERGENERATIONAL ENGAGEMENT

The numbered headings in this section pick up where Section One left off.
This section opens with a discussion of intergeneratigoactice,
programmes and learning %2. It then traces the history @), categorief
intergenerational programme(2.7) and outcomes/limitations for
intergenerational engagement8)2.The chapter ends by linkiriggetherthe

two parts of this chaptern a me |l y c bivicl emgageméntand
intergenerational engagemggt9), so asto formulatethe central research

question.
2.5 Intergenerational engagementpractice and programmes

l nsofar as the Latin word o6interd means
term (inter)generational therefore, lies, not in thgenerationalbut in the
inter, in the b et weMewrdan and Sanchez, 2007, p.38)hus,
i ntergenerati onal engagement encompasses

younger people and older adults inteyactpport, and provide care for one

anot hero (Kapl an, 2001, p. 4) . |t I nf e
programmes and | earning. I ncluded are 6
andée60 and over, with the intention of b

(p.4). The Beth Johnson FoundatioBJF,2001)understand that

06l ntergenerational practice ai ms to
purposeful, mutually beneficial activities which promote greater
understanding and respect between generations and contributes to

building more cohesive communities. Intergenerational practice is

inclusive, building on the positive resources that the young and old

have to offer each oBJRROPl).and those arou

In short, it can be understood @shking together a range of prases that

build positive relationships between generations, bringing mutual benefits to

all involvedd ( BJ F, Pléhde 1 nterggmerddignal programmes are
6vehicles for the purposeful and ongoing
among older and yogne r generations for i ndi vidual

(cited in Newman and Sanchez, 2007, p.36)ergenerational learnings
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interpreted by EAGLE (2008) refers to 6 a process, t hrough
individuals of all ages acquire skills and knowledge, but alsma@des and

values, from daily experience, from all available resources and from all
influences i n thei rLinkagewith adtve fageingwor | ds 6 6
understood aghe gprocess of optimising opportunities for physical, social

and mental welbeing throughout the life courée (World Health

Organisation, 2002)occurs through intergenerational programmes that

oftentimes function as social and cuébinterventions (ENIL, 2012).

Over the past 30 yearsthe United Nations has advocated for
intergeneational learning as a mechanism to promote intergenerational

solidarity. The Second World Assembly on Ageing, in adopting the Madrid

International Plan of Action on Ageing (MIPAA), recognises that persons,

as they age, should enjoy active participationthe economic, social,

cultural and political life of their societies (UN, 2002). Accordingly,

i ncluded i n MI PAAG®G scoucsse approachdhatcsteepsess | s a
equity, reciprocity and inclusiveness of all age groups in policy areas. Such

is the immrtance of building relationships based on equity, reciprocity and
inclusiveness that 2012 was designated as the European Year of Active

Ageing and Solidarity between Generations. Intergenerational solidarity

refers toa process whereby each person makesx@hange with another to

get what he needs (Puijalon, 1989, cited in ENIL, 2012). Such process helps

to O0create a framework for going beyond
interdependence: each participant feels that s/he needs the others and that

they, in turn, need [him/her] (Sanchet al, 2009, p.7). Intergenerational

learning is advocated as an expression of intergenerational solidarity (TOY,

2013)in equally emphasising the value of learning together, learning from

each other and learning about leaather (Preisser, 2011). Volunteering is

one way of expressing intergenerational learningaccommodatingéa

learning partnership based on reciprocity and mutuality involving people of

different ages where the generations work together to gain skiilgsvand

knowl edged (ENI L, 201 2, p. 3). Developing
child requires one t o follow the cor e

relationship Hohmann and Weikart, 1995):
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1 Trust- a child can explore the unknoyeonfident that the pgxe on
whom he/she depends will provide necessary support and
encouragement

1 Autonomy -t h e c ¢apatity dos independence, identity,
exploration and thinking that prompts a child to explore and
initiate actions is facilitated

1 Initiative - the child cantake a task to completion, evaluate it,
make a decision and act on that decision

1 Empathy- the child can be helped to understand how others feel
by relating to feelings they have also experienced, and thus,
develop a sense of connectedness

1 Selfconfidence-capacity to believe in oneds
accomplish tasks, communicate andntcbute positively to

society.

Children who learn actively are intrinsically motivated to learn, experience

enjoyment and the likelihood of success througpetition(Hohmann and

Weikart, 1995) Thence,t o gi ve meani nd sugpativet he Oi nt e
i nt er per s asressentiatforilearairiy €pdt3) and intergenerational

learning collaborationsoffer that opportunity.The next section traces the

historyof intergenerational engagement.
2.6 History of intergenerational engagement

Intergenerational engagement has evolved over three key phases (Newman

and Sanchez, 2007)A first phase, initiated in the 1960s/1970s in North

America, evolved out of concern far h e wi dening 6generat. i
evidenced in negativetereotyping of older people and growing numbers of

children needing care Consequently, governments and foundations

organised and fundeishtergenerational programmeor example Foster

Grandparents Prograna, social grangbarenting ideawas created by the

Federal Governmendf the United Staten the mid1960sas a poverty

all eviation strategy O0to introduce a gr
relationships of affection witkchildren at social risk who had lost the
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support of their families or had special
p.82).

The second pse spanning the late 1980s and early 19@9®lved from
concern foryoung people who were increasingly presenting lgrol of
0| o w-esteam, firug and alcohol abuse, poor academic performance,

i sol ationélack of appropriate support sy:

famil i al and Newnoao i amd Sanchee, s 2007p.48).
Intergenerational programmes broadened theopean attempting to
revitalise communities wdnnecthiffe@dtoul d be
generationsodé (p. 48). F o r et alx2a0®)pvhse , Exper.i

initiated in 1995 as a national mentoring IP across America. It focussed on
connectingyoung and old through mentoring relationships so as to increase
wellness and social participation felderswhile simultaneously improving
literacy, numeracy and behaviour for children. Mentors received a stipend
for volunteering 12or more hours weekly.Teachers reported improved
literacy, numeracy, and language skills faupils because of improved
socialisation skills, study techniques, satihfidence, and school attendance
(Pinazo and Kaplan, 2007).

The third phassaw intergenerational practice spreading across Edirope

the late 1990s (Newman and Sanchez, 2007) in response to problems like:
integration of migrants The Netherlands social inclusion and the new
roles to be played bglder peoplgUK); andinterest inpromoting the idea

of active ageing (Spain).he Beth Johnson Foundation, established in 1972
in the UK, focussed on new approaches to ageing thaedimpblicy,
practice and research (Hattdieo, 2006). They launchesimallscale pilot
projectsfrom the 1990s which represent differeategorie®f engagement

as discussed next.
2.7 Categoriesand examplesof intergenerational programming

Intergenerationgbrogrammeelongin three categorieaccording taform,
function andscales of learning-ormd depends orthe type of interaction:
older adults serving the young as resources in tutoring/mentoring filling the

social graneparenting role; children and youth serving older people as
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visitors, companions and/or tutors; both collaborating in comiynservice
like environmental and community projeasany other informal learning
activities (Brown and Ohsako, 2003)Functiond usually constitutes
friendly and informal social encounters/olving transfer of experiences,
knowledge, knowhow and memor& mutual creations like the artand
active solidarity towards those in difficultyhile these categorisations
capture the breadth of intergenerational engagement, they fail to show the
level and quality of intergenerational cont@€NIL, 2012, p.15)Scales of
learningd There areseven levelson the intergenerational depth of
engagement continuufiKaplan, 2002, p.314)earning about the other age
group, butwithout direct contact (level); seeing the other age group but at
a distance (leve?); meetig each other (leved); annual or periodic
activities  (leveld); demonstration projects (implemented oan
experimentdtrial basis) (leveb); ongoing intergenerational programmes
(level6); and on-going, intergenerational sharing, support and
communicabn (levelt7). The most meaningful intergenerational
relationships develop when lev&lprojects lead to lev# programmes. At
level7, intergenerational engagement is perceiasd having become

embedded in the community as a waywfking and living (B¥, 2011).

Examples ofintergenerational programmes

HattonYeo (2007) warns thathile a wide range of literature prevails from
North America, Germany, the Netherlands, France, Spain and Japan,
amongst others, these countries have different cultures and intergenerational
emphasis and, while one can learn from them, their practicesnatdye
culturally transferrable.Notwithstanding this note of caution some

programme$aveparticularrelevanceor this study.

The Bigger PictureandPoints of Viewprojects(HattonYeo, 2006 are run

by the Magic Me (2005) company (Magic Me, 2005n partnership with
Tower Hamlets Mediation Service and secondary schools in London.
Settings rangfromP e n s i Glabe to BUGsing homes, schools to cultural
organisations. Each project has its own aims in relation to community

development including individual par t i c pepsanalt and skills
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developmentThe idea is teenable younger and older participants to gain
greater awareness of one anotherds conce
mutual concerns and to examine areas of differenthreeyear
programmesareinitiated betweerstudents and seniors, facilitated by artists
from Magic Me They participate inactivities exploring attitudes tolder
people Participants studyhe arts technology (e.g photography, video,
audio, ICT), and presocial <«ills (communication reflection team
building). Workshopsare linked to the prescribedcitizenship curriculum
andstudentsareencouraged to explore their roles as citizékivities are
recorded in learning logs amare integrated as project work fdBCSE
examinatios. For examplePoints of Viewprojects have facilitatedsents
and seniorso underakethe GCSE Citizenship examinaticnllaboratively
after which project findings are presentedand discussed withthe
school/local communitySuch projects inform possibilities for developing
an interventionigtitizenshipprogrammeor participants in this studwlbeit

in primaryschool

Personal Social and Health Education was researched byartin et al

(2010) Theyfound that key sustainability factors included: developing one

to-one relationships whereby partners with similar interests were paired
needs/resourcdsmsesso as to sustairecruitment, commitment and interest.

Plannersfound thatwherever projects we informed by the curriculum

(e.g,hi story and <citizenship education), ot
academic worko6 (p. 7). However, chall enge
concerns about working with youth or from negative criticism. Thence, a

code of conduct needed to be agreed upfront to-gunpt negatively

oriented behavioursSome projects did not include participants with

negativédy entrenchedviews about either generation. Yet, evidence of

potentially negative outcomes emerged in some evahstishowing

Opotenti al for negati ve adwnfieddyypes to
Granville (2002) She found thantergenerational programmegten end up

producing a negative impact by reinforcing or even deepening (rather than

solving) the conflict they take on
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In Ireland, Finn and Scharf (2018)und thatdo date no attempt has been

made to draw together information about the nature of projects that bring

the different gen@efr2&grogranmesetiewvededlher 6 (p. 4
possessectriteria for intergenerational engagemenmtith threequarters

reporting having beenevaluated This included, &ér instance, The

Maugherow Project: Unwrapping Creativity 192801 ( O6 Connor , n.d.)
Under the auspices &ligo Arts and Healththis projecthas beemronducted

in a rural primary school in Irelanthvolving children (812-years) and

older people(55 yearsand ovey in collaborations with professional artists

to exploretheir native placeAiming to enhance social relationshigEnd

promote greater understanding of health and vbeing it celebrates

creativity in older ageReported benefits include reinforcementpefsonal

and communal identities; positive changes in attitudes towards self and

others; improvements in physical, mental armotional welbeing and

altered patterns of social engagement. A possible limitagothat the

evaluationdid not acknowledgenfluencesoutside of theproject including

family and community contexts.
2.8 Outcomes and limitations of intergenerationalengagement

Perceived positive outcomes for intergenerational engagement have been
documentedavidely (e.g, TOY, 2013; ENIL, 2012BJF, 2011; Martinet al,

2010; Springateet al, 2008; Sancheet al, 2009). The most frequently

cited benefits ointergenerational engagemeas documented lijie Welsh

Local Government anBJF (2012) include:

Sharedskills, experiences, achievements and talents to achieve mutual
benefits; enhanced sadsteem and reduced exclusion for individuals
and communitiesgchanged negative perceptions of older and younger
people; increased participation of people in lifelong learning;
increased employment, education and training; enhanced active
citizenship across generations; greaterintergenerational
understanding; incread wellbeing;better neighbouliness greater

understanding of t he r p and bettes for peop
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opportunities for making new contacts wittegple of different

generations.

Notwithstanding the reported effectiveness of intergenerational
programmesJeading specialists and evaluators (e.g., Sdnchez and Diaz,

2009; Springateet al, 2008; Granville, 2002) question the substance of

reported outcomes. For example, Sanchez and Ri209) found that many

studies in Spain were Obased on anecdot ¢
specific aspect of the programme rather
Having analysed 133 programmes, they found that evaluation frequently

amounted to juscounting the number of participants in different activities.
Granville (2002, p. 1) preferred to descr
t han 0 p rfoundthat@&valuaBdms when carried out, tend to focus on

measurement for specific outcomes ratiilean the full impact of an

intergenerational programme itseliftentimes, she&liscoveredhat reported

outcomes were not directly related to intergenerational practice at all, but to

other activities to which the benefits properly accrued (e.g., -keep

classes).

A possible reason fotimited evidencebased researcltould be that,

according to Veerman and van Yperen (200i@searchers typically

interprett he randomi zed controlled trial (RCT)
supply of evidence regardinge effectiveness of an interventiddowever,

they say that the RCT imrely performed in youth care practismce it is

difficult to conductbecause oéthical objectionsAdditionally, there is the

danger thaRCTscould be prematurely conducted on interventions that are

not yet fully developed or have yet to be accepted into actual practice.

Explanations for positiv@utcomes albeit anecdotainight be attributable

to factors other than intergenerational engagentidet,o | der peopl eds nee
to volunteer (Snyder and Omot o, 2009) ; 0
olderpeople(Newman and SmitiL 9 9 7 ) ; and the d6generativi
Aubin et al, 2004 Erikson, 1963 Firstly, people volunteer to express

personal vlues, develop selfonfidence, selesteem and increase social

networks (Snyder and Omoto, 2009). Accordingly, they enjoy personal
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growth derived fromvolunteeringwhich is likely to lead to more sustained

service since it comes from personaihptivated easons.Snyder and

Omoto (2009)found that people volunteer tshow community concern
throughconcernfor others and for themselves. Volunteeringaracterised

by the absence of financial reward and lack of coercion (MoHowell,
2010),engenderse af 6ceommuni tyd (Sarason, 19
attracts volunteers whose participation is sustained over time and whose
effectiveness is promoted (Snyder and Omoto, 2009). Consequently, as
connections to that community increase, participation in that contynuni

also increases (Omoto and Malsch, 2005). Thus, if people are incorporated

into networks wherein they experienoeeaningfulb el ongi ng t o d6a | a
collectivityd, they may be Ilteesey | i kel y t
enhancing psychological wellbeing and lifyeof life (Sarason1974, p41).

Additionally, recent surveys of the baltapomer generation conducted in

the United Statedound that older people are seekingatter meaningful

services which fulfil personal development and lifelong learniambitions

and thafacilitate extendedsocial networks (Wilsoet al, 2006).

Secondly,y oun g and ol d have Oreciprocal nee
g e ner aNewman andl Srh, 1997, [l8). Young and old can enrich

each otherdéds Iives in reflecting O6a wuni
groups that enables growth and provides the kind of purposeful existence

that i s important t asoltlmedinableé22 el opment 6 |

Table 2.2: Reciprocahtergenerationaneeds (dwman and Smitth997)
Childrenneed to be: Older peoplaneed to:

Nurtured, taught, able to learn fro} Nurture teach, have successful
the past, have a cultural identity, | life review, share cultural mores
have positive role models, and be, communicate positive valuesd
connected to preceding generatio| leave a legacy.

Thirdly, older peoplehave Ogener at i vmneedytdgpashaneds, i . e.
their l i febdbs experi e(krik®s 1963). Erkdoe ne xt g e
claimedthat development over the life cycle occurs in a series of stages,

each stage contributing to and influenced by the befodmafter stages.
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Stage4 (middle childhood 7~11 years) and Stage (later adulthood50
yearsand ove) could be perceived as twinack stagesallowing older
people to journey together with children in shared learnetafiorships as
chartedn Table 2.3

Table 2.3: Theory of lifestages (Erikson, 1963)
Eri ksonds t {stagesrfoy chitwifen anchokder peiodlee

Stage4: Industry vs. inferiority Stage7: Generativity vsstagnation

(Children) (Older people)
Chil dren devel o|Adultscontribute to society,
useful é of bei|helpingto guide future generation

things and make them well and | Success leads to a sense of
even perfect | yo|accomplishment. Failure leads to
p.91). Children who do not maste| stagnation whereby adults becom
ageappropriate skills are likely to | selfcentred having a shailo
devel op a 0s ens|involvementin the world.

Generativity(Erikson, 1963occur s t hrough O6nurturi ng, t
and promoting the next generation while generating life products and

outcomes that aim to benefit the social system and promote its continuity

from one generati on ettah 1993hm221lh dtixt 6 ( Mc Ad a
motivated by societybds expectation that
personal resources in the next generation, but is overwhelmingly driven by

6t he need to be npe@&jdeddbywhdt Eatrée (AEB4H n , 1963
referred to ax® s y mb o | i lci twryhindesite do live on in others

Erikson himsédil failed to theorisethe negativamplicationsof generativity,

orthe factthaboned6s | egacy [ may be] a destruct
group but ride tSt. Aubimet rals 2004, p.266).Indeed

generativity may lasionger than in previous generationsecauselife

expectancyhas increased by about §8ars since Erikson wrote his thesis.

Life expectancyin 1950s Irelandvas 64.5 years (CSO, 1951) whereas by

2012 it had reached almost 8days; i.e., life expectancy at birth for women

in Ireland was 83.2 years, 4.5 years above the male life expectancy of 78.7

years (CSO, 2012).
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2.9The toolkit of intergenerational programming:t he 5 O RO® s

Bressleret al. (2005) communicate the essentiatiteria for conducting

i ntergenerati onal programmes Ot hat

ar e

goals and most fulfilling to participant

relationships, reciprocity, recognition and responsiveness.

Firstly, all program€me participants should have assigned roles whereby they
would undertake tasks that they understand as being meaningful to them.

Following Newman and Sanchez (2007), older persons might act as

Omentor s, tutors, carers, | epadbhde, 5¢) si

Likewise, childrenmightper f or m assigned tasks;
age but by what each individual in the IP can do to help to secure the
defi ned goal s 0 thg Gonedt& Joverpraghamme, asiah e
example of how youth are abte tutor older persons on how to use new

information and communication technologies:

0Thi s rol e reversibility, i nstead

positions to people from different generations, is an indicator of the

flexible approach and adaptabjli which characterise the most

not

of

b

successful intergenerational programmes

Secondly, mtergenerational programmes, as potential sources of
intergenerational solidarity, need to be approached relatiorgdlychezt
al. (2010) see such programmes m@rity as opportunities for people to

meet and relate:

O[ Al]ctivities are only an instrument:

the development of mutually beneficial relationships through
processes such as cooperation, interaction, and exchange.
Approachingintergenerational programs from a relational perspective
means that relationships happening within their framework become an
end in themselves; beyond outputs and outcomes, what people
involved in intergenerational programs gain is the experienbeiof

with others, andeeling connected 0 ot her sdé (p. 136) .

64

W



Thirdly, there should be reciprocity (ghamdtake) whereby participants
experience a sense giving to andreceiving frompeople who are not of

their age group:

OAcknowl edgi ng tekists asrossctheplife @aurise iy t ha't
fundamental to quality intergenerational practice: the understanding

that each person gives and receives throughout their lifetime and that

people of all generations have value ar
(Butts, 2007 p.100).

Fourthly, tere should be evidence of ongoing recognition of the
participantodés contributions atsaurcé he progr .

of motivation for engagement. According to Pinazo and Kaplan (2007):

Intergenerational programmes caroyde adults with validation of

their knowledge and contribution, assistance in some of the tasks or
activities of the young people with who
to continue to learn, receive individual attention and recognition,

develop friendshipwith young people, become reintegrated in family

and community I|Iife, feel needed, éand r

of their past experiences (p.79).

Lastly, pogrammes should focusn satisfying real and clearly identified

community needs thus showingtpntial to be sustainable and, therefore, of

producing a greater impact over time. Therefore, there should be evidence

of responsiveness fmmmunity needs inthe parfica nt s support for
other Henkin theorises the Ocoframami ty f or

explicit life span perspective:

6Rat her than viewing childrenéas second
to make a community good for older adults, CFAA starts by bringing

all age groups to the table to assess needs/resources and develop

strategies thta wi | | enhance the quality of [
(Henkin, 2007, p.156).

She advocates that communities must take into account their unique needs,

resources, and cultural context as they bring people together to address
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common concerns and promotedividual development across the life
course. Values to guide communities for all ages might include (Henkin,
2007, p.157): interdependence, reciprocity, recognition, diversity, equity
and inclusion, and social connectedness. With interdependence pebple fee
sense of shared responsibility for one another and rely on each other for
care, support, and nurturing. Respect for diversity ensures that efforts are
made to foster understanding across diverse groups, thus promoting
recognition of shared prioritiesxd untapped resources. Programmes should
be designedn the understanding that improvements to overall quality of
life would benefit the whole community. Wider social networks would
enhance social relationships thus providing support for all age graops
formal networks would foster opportunities for connection across ages and

cultures, thus building a shared sense of community for all ages.
2.10 Chapter summary

This thesis has as its starting poirtiv-dimensional problemweaknesses

in the provisionof citizenship education at Irish Primary Schoahd a

perceivedncreasing social distance betwegung and old in Irish society

Citizenship definitions and approaches were addressed so as to better

understand how tactivatey oung chi | dr e n 6Bespteithei ¢ engage
limited empirical evidenceto date intergenerational engagement offers

possibilities for activating y o u n g chil drenbéswhilei vi c enga
simultaneouslyonnecting young and oltiroughcollaborations adéssing

the civic literacyconcept.Thence, thestudy foregroundsyoung children

while keepingthe social support of theldersin the backgroundh seeking

to find out:

To what extent and in what ways can participation in
intergenerationallearning collaborationsa ct i vat e young <chil dr

civic engagement?

To further elucidate # central researchquestion the study draws from
literature on theories of practice, active learning, and aplisseducational
valuesespousedy the researckpractitioner, agdiscussechextin Chapter
Three.
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CHAPTER THREE

THEORETICAL FOCI

3.0Introduction

This chapter addressdeebretical fociof practice activesociallearning and
action It also addressesducational values/hich give thestudy meaning
and purposenamely: practice, connectedness and dialoghe pactice
has at its corénterventions to develop the civic literacy conceptas to
activatey o u n g ¢ hiviclemgagemedilhe practicas informed bythe
living theory approach taaction research(Whitehead and McNiff, 2006)
Theories of active learning are informed by constructivist/sod-
constructivistapproachege.g, Vygotsky, 1978 Lave and Wenger, 199
Bruner, 199% Theory of action (Arendt, 1958gxplains actions that
children might undertake as expressions of their civic activation
Educational values (3.4) are consideredin light of theoretical fociof
practice(3.1), active learning(3.2) and theory of actior§3.3) (seeFigure
3.1).
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Informs ¢ 3.1 Practice e
practice examination of
Living Educational educational
Theory approach influences
to action research {
3.2 Active Learning (Whitehead and 3.3 Theory of Action:

(e.g., Vygotsky, 1978; Lave MCcNiff, 2006) (Arendt, 1958)

and Wenger, 1992; Rogoff, Speech and Action

1990) |
3.4 Educational ‘
Values:
Practice |
Informsmediation of Connectedness Informs civic action
civic literacy concept
Dialogue

Figure 3.1: Theoretical foci
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3.1 Practice

This section addresses the living theory approach to practice (Whitehead
and McNiff, 2006) and explains why it was deemed approprlateng
theory represents a theoretical focus rather than aenetimpassing
methodology and informs the practice dimension of the study which
incorporates action research. Action research is briefly traced from its
origins through to the living theory cosat (3.1.1), leading into a discussion

of the philosophical assumptions underpinning the concept (3.1.2). The
rationale for choosing living theory including its critiquehenconsidered
(3.1.3). The subsection concludes with a discussion of its relevanc

intergenerational practice (3.1.4).
3.1.1 The living theory approach
Action researcimfers(Carr and Kemmis, 1986, p.162)

Collective self-reflective enquiry undertaken by participants in social
situations in order to improve the rationality andtice of their own
practices, their understandings of these practices, and the situations in

whicht he practices are carried outd

The ideais to improve education by changing it and learn from the
consequences.Thus, action research isnherently participatory and
collaborativeand involvesparticipant selfreflection in cyclical planact
observereflect processesThe living theory approacho action research
(Whitehead and McNiff, 2006) additionally involves resegpcéictitioners
investigating heir own practiceo produceliving theories meaningtheir

own explanationgor what they areloing and why.Hence, heory is living
insofar ast evolves through practice which is continuously tested, evaluated
and amenedd Learningoccurstherefore witlout a defined end because
evaluating actions taken, new awareness emerges on which furthes action

are to baaken.

Whitehead (1989highlightsthat values are embodied ann eedugational

practices and their meanings can be communicated in the course of their
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emergence in practiceDec !l ar i ng oneods val ues and r e
educative influence induces seffflection, a core component of action

research (Carr and Kemmis, 1986). This is donellystough reflection

inforraction (Schon, 1983). Reflectiorepresentsé a f or mlifeo f real
theorizing [validated € hr ough t he critical feedba
(Whitehead and McNiff, 2006, p.32)he idea is thakarning outcomes are

presented to a wider itcal audience securing thefeedbackthat is
necessarytosppor t oneds claims to knowl edge.

Whitehead (1989)ncourages resear@hactitioners to account for their

educational development thugh the creation of their owniving

educational theags by usingtheir educationalvalues as living standards of

judgementfor the validity of their claims to educational knowled&eich

valuesbased influence is what differentiatéfse living theory approach

from otherapproaches taction researchvValues becomepistemological

standards of judgement for the claims @ducationalknowledge of the

living theory approachindividuals are held accountable, by explaining how

they exert educational influence (. r ans mi t edurctheiri ve val ue
own learning, the learning of others and the learning of members of social
formations6é6 (m. 1%8) deThdewanre odn that | iv
an insider and interelational state of being derived from the idea of all

phenomena being connected (Adenl1958; Bateson, 1972; Capra, 2003;

Rayner, 2004, 2005Accordingly, o n eédoswn | earni ngé means i n
how this researcipractitioner might facilitate a civic literacythemed

i ntergenerational p r aentdils theelearnilgloé ar ni ng 0
paticipants(youngandold) and t he Osiwvavead drooumatofonsao
peopl e who come t oge t(Wheteheadant KcNi&#& c ommon f
2006, p121) or theclassschoolcommunityin this study

Origin of the living theory concept

Action researcloriginated as critical theory (McNiff and Whitehead, 2006).
Oriented toward critiquing and changing society, it acknowledges that social
situations are created by people, and can be constructed or deconstructed at

wi || . |t pl aces O0c ommmaen, e swlra sad s aomd |lpeoil n
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(Phillips, 2010, p.65). Being humamiented involves active knowing by

those engaged in practice; being soctalliented recognises that socio

cultural processes of interaction influence practice which by turn are

influenced byparticipants Therefore, political orientations combine human

and social actions which constitute the political thrust of critical theory.

McNiff (1988) traces the origins of action research from initial
conceptualisation with Lewin (1947) and Freire (29 Through the teacher

asresearcher approach (Stenhouse, 1975) to the practiasmesearcher

approach (Carr and Kemmis, 198&hen, Whitehead (1989) theorised the

living theory approach with questici$-the-kind, O0How do | i mprove

practie ? 0

Whit e h e a d 0 thesigot Bvid@® theory was prompted by lllyenka

Russian logisticiarwh o asked o601 f an object exists a
what must the thoudihmt ohdetrhatorespr esvhead
logic needs to be used, and whandk of theory generated, to find an
appropriate way of communicatingéonesel f
(Whitehead and McNiff, 2006, p. 32Vhitehead(1989) deduced that the

dominant logics in the Western Academy eliminate contradiction from

correct thoght. Hence, he hypothesised that if her&grounded in living

contradiction then he could generate living educatigheory from that

ground and test to see if it would meet one of his criticisms of education

research, namely that it was an invention of the philosophers, psychologists,

sociologists and historians. AccordinglyWhitehead theorised living

educatioal theow, distinct from education theory, whereby he argued that
practice is grounds for theory generat.
should be seen as a form of research, not simply as a form of improving
actiond (Whitehead and McNiff, 2006, p. 1

The living-1

Whitehead (1989) starts wi t h t he 6contr
experience of holding educational values and the experience of their
negationd (p. 44). | n Grgumene and ¢oenter, this wo

argument. He understood the problem faced by dialecticians
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(contradiction/counteargument) and logisticians (hypothesis) when trying
to establish sustained dialogue. Dialecticians claim that contradiction is
central to explanations of change (Marcuse, 1964 ereas logticians
claim tha contradictions should be removed since theories that contain
contradictions are useless anyway (Popper, 196X)pper rejected
dialectical claims to knowledge dse i haged 6n nothing better than a
loose and woolly way of speaking ( p THaigl, @igletics has no place in
the propositional form (Popper, 1963) which in turn masks the dialectical
nature of reality (Marcuse, 19643onsequentlyWhiteheaddeveloped the
concept of6 | i v i n gvhich arepil d svanatugianab and Gelationa@

01 i vi n gtlley have capdcity tfoself-recreation in innovative ways
dnclusionab in including propositional ad dialectical forms of thinking
anddelationabin seeingthe unfolding naturef relationships in everything
(cited in Whitehead anmlicNiff, 2006, pp.3239).

While propositional and dialectical logics can communicate meanings
throughfigures andext, the epistemological standards of judgemeitich

derive from embodied valueadditionally require6 mul t i sensory f or ms
communication, © ¢ h as pictures and graphicséan
t e ¢ h n tolcapwyreg Galueembodied in practicen ways that texbased

reportage cannot ddWhitehead and McNiff, 2006, p.R2 Thence,

photographic evidence is a necessary feature of this siiytehead

(1989) developed living theory from a combination of nmuitedia

testimonies to hiselfreflective living-d évhich allows subjectivity ad

Wi t t genst,niWhielsead(addIVENIiff, 2006scientificd @hich

denies subjectivity.

A

Theontolgi cal / subjective 016 is connected to
capabilities of people as a means of removingdiméreedomé  (ack rof

freedon) that prevent them from acting for positive change (3€99.

Freedom infers accountiity for living one 6 s val ues, maki ng
deci sions about onedés | ife, I mproving | e
likewise and recognising oneself a6 | i vi ng contommeldxti ono
values are denied (Whitehead, 1989). The idea is tihat research
practitionerconnecs hiss/heront ol ogi c al 6l 6 to the 0616 o
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01l 6 studies the o016 in the company of 0
2006, p.33).In consequencet h e 01 0 becomes 0 We 0 and
collective has the potential to influence widecial change when everyone

is asking O6How do | i mprove .what | am doi

3.1.2 Philosophical assumptions underpinning living theory

Ontology attaches meaning to the nature of heitig informs the
epistemological, methodological, and pedagogical assumptimherlyinga
living theory approachwhich, for Whitehead and McNiff(2006 p.89,
means that inclusion, connectedness andcreativity underpin the

philosophical assumptions:

dNVe understand the universe, and ourselves and others as part of it, as

involved inconstantiy nf ol di ng pr ocThesmtarsofof cr eati o
these processes is that they are free;tsmisforming, relational and

inclusive. Our belief in the nature of tleeprocesses travels to our

belief in the nature of all growth processes, as freetrsgitforming,

relational and inclusive, and thereforeaeatived

This studyods i nt aigngvmVehiteadad amcMcNiG o r act i c e
(2006) thinking that: all people possess a wealth of personal knowledge
(Polanyi, 1958) have infinite ability to create new language (Chomsky,
1986) everyone and everything is connected through their being an original
creation capable of original thoughtonnectedthrough artedcts and
dialogue (Arendt, 1958) and through invisible and intangible ties, with
space and boundaries (Bateson, 1972; Capra, 2808all phenomena are

in intimate relation with one another anttherefore, boundariesan be
dissolved into permeable interfaces that dynamicalkzreate each other
over time (Rayner, 2004, 2003)lence,the living theory approach tthe
practice element ofthis study allowstransmission ofo n e 6 s valoew n
(practice, connectedness and dialogukich arealigned withphilosophical
assumptions aliving theory (inclusion connectedness and-ceeativity): it
facilitates inclusion of propositional and dialectical forms of thinking;
connectednessf all things, animate and inanimatendit encouragexo-

creatiuty.
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Since epistemology questions whainstitutes knowledgean ontological

assumption of existing with others in constantly unfoldingciaative
processegstablisheshe conditions for creating and testing living theories

arising from this practice Accordingly, o n e 6 s edacatianalvalues

become epistemological standards of judgnfentthe s t u dchaibiss to

knowledge (McNiff and Whitehead, 200&)onsequentlyone isenabled to

make clains to knowledgdased on showing thats/hereducationalvalues

are evidenced ithe pupils as a result of practicend that such evidence

explains educational influences lims/hero wn and anotNoer 6s | ear n
all claims to knowledge need to be made in this way but it can be used for

the pacticdinterventionselement of tle study. Thence,the living theory

approachinvolves describing and evidencing leagpifrom practice. It is

based on the assumption tipatople areaccountabldor their own learning

and capable of offering explanation®r educational influences in their

learning (Whitehead and McNiff2006) Since ways of knowing in living

theory incorporate ontological assumptions of inclusion, connectedness and

co-creativity, the epistemology is understood to be inclusive, connected a
cocreativetoobbecause everyoneds conathasisbuti on c a

for creating living theories.

Methodology explains thes t u dryled/procedures against whidtata

collection methods are informed argaims for knowledgeprocessed

Accordindy, the methodoloy incorporate ontological assumptions of

inclusion, conneednessand co-creativity when constructing knowledge

according tothe living theory approach(Whitehead and McNiff, 2006).

Thence to derive living theoriesthe practice is interrogatedthrough

reflective cycles ob a w a r-a&ctioeevatuatiod ( For - iRgsearch2 01 0) .

is undertaken with sociar universalintentsoast o det er mi ne o6what
want to achieve i n t Whkitehead and MENiffwor | d, an
2006, p.24). Like Polanyi (1958) this researcipractitioner understands

hersef6as a person <cl ai mi ndghejgudgemantnal i ty an
responsi bly wi t p.327).nPolangi linfera that publice nt 0 (
validation processes depenmtimarily on o n edws powers of critical

reflection to validateo n e 6 s bel®fa. Whitehead and McNiff (2006)
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encourage researchers to validate their own beliefs as they ask how they can
Oexercise that under standibsgentigys educatic
methodologicahssumptions of this study are that knowledge is constructed

by participantsin collaborative enquiry which is inclusive, interconnected

andco-creative.

Pedagogycan bed e f i n e d praatee 06 thér art, science, craft of
teachingé it racted macess between téaeher iamdtlearner
and the learning environméntt  ( -Blatehford, 2004, 1.38) It concerns
what is appropriate or less appropriate for childtenbe taught By
Oappropriated Whi t euncgestdndhatnttibse Misobei f f (200E€
learning we supporghouldfind our influence educational amtbnsequently

be enabledo generatetheir own living theorieghrough practiceln the
Reggio Emilia schoolsfor instance,practitioners, through documentation
and dialogue wh others, reflect on practice so as to enhatgcational
influenceinc hi | dr e n and thdirkmawledgeisisgen asneaningful

in interpreting educational phenomeftdawkins, 1966; Malaguzzi, 1993).
The rationale for choosingving theory is discssed next.

3.1.3 Rationale for andcritique of living theory

The living theory approach (Whitehead and McNiff, 2006) was chizen
the practice element diiis studyfor three reasong-irstly, additional tothe
theoretical foundations on which it is constructed (3.1.1 abdvigvolves
collective selenquiry in including every participantin co-creative
processeslt is collaborative and participativehereby activating a sense of
responsibility in youngchildren throughtheir having to explain their own
learning.Personal and civic responsibilities are key themes of civic literacy,
and by participating in a study with an action resealelment pupils can

be empowered to beconresponsible for their owlearningthroughhands

on experienceEssentially the living theory approach facilitates young
children to give O6voiced in cilwic matter
and qualitativly, namely: through completing questionnagredesigning
interventons and workshops, anaontributng to evidencefor educational

influence in their own learning.
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Secondl vy, It facilitates becamsea hodol ogi c
researcherdéds choice of met hodol ogy and
topic itself (Dadds and Harte, 2001, p.16B)erefore, it can be meshed in

with a mixedmethods approach through using reflection cycles of

0 awa r-ativeesvsa |l uat i on@@O0) whicl inferinegl structurd

workshops through three core questions

1 What issues have you become aware of that you could help to solve?
1 What actions do you suggest taking to solve the identified problem?

1 What was the result of the action taken?

Moreower, Whitehead encourages reseapchctitioners to develop their

own living theory methodologies by integrating and extending elements of

the major qualitative approaches, as categorised by Creswell (2007):

narrative, phenomenology, grounded theory, ethaqgyy, and case study.

He argues that 6one can draw insights
without choosing between themingin the de

t heory methodologydé (p.1).

Thirdly, the dualrole of researcher and practitiondr.e., research

practitionej is combined inaction research (Reason and Bradbury, 2008;

Dick, 2000)allowing key criteria of action researcto be fulfilled (Dick,

2000): actioni to facilitate collaborations responsiveness to allow a

6growing undepantandf ngh o % andflexbilitp | vedd (p.
ito entertain oO0fuzzy begdsnapproprigts whi |l e p
endingso (p.2).

The living theory approach (Whitehead and McNiff, 2006; Whitehead,
1989) has its criticsindeedMcNiff (2013) hasrecentlydistanced herself
from the OLIi vlinhhnegbookActow Regearcht Peinciples and
Practice(McNiff, 2013) she writes:

60l have become increasinglogl icwinrcer ned t
t h e das g practical form of action) seemwshave become reified
intoo Li vi ng (asTahpepernpud denoting a movemernthis

change can beconfusing fopr act i Theodea of$é& i vi ng
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T h e oas § feified object presents the theory as something separate
from the practiceOnce againp & lo rbgodmes an object of study
rather than a living practice, and the reification of #rent potentially
denies the very principles and values that inspire8atsince about

2010 | have distanced myself from this

McNiff now prefers to use phrases likel i the thegry ina ¢ t (pdh).06
Notwithstandingsuch critiqueliving theory was selectedo inform the

0 awar-atioeesvsal uat i on 6 cyclespertinengt@ractic 0 1 0 )
3.1.4 Relevance of living theory to amtergenerational practice

This study is aboufactivatingy o u n g c ftivid ehgageménsvith
volunteer support usinipe civic literacy concept dbelearning tool.There

is limited evidencebased literature onb ot h young chil drenos
engagementral intergenerational engagement. Consequgliting theory

offers possibilitiesto constructknowledge claimsbased on practice and
generated hyphotographic evidence of workshops capture embodied
values;explanations of learning submitted pwgrticipants key informants

and this researcipractitioner and pertinent literature Ontological
assumptionsof inclusivenessconnectedness and -ceeativity inform an
epistemology of creating living theories through reflection on practice.
Methodologically, the practice is interrogated through reflective cycles of
Gawarenessctione val uati ono (sd- ag toi dgreve liviig0 1 0)
theories. Pedagogically, sasnptions of deep attachment between
participants reflect the ontological assumption of existing with others-in co

creative processes.

Participantsnfluencethe researcip r a c t i pgracteenaad réflectionnl

turn, their learning is influenced throutie researcip r ac t ilivingeonner 6 s
the direction of her educational valuegpractice, connectedness and
dialogue) which are the epistemological standards of judgement
(Whitehead and McNiff, 2006) used to assistesting knowledge claims

arising fromthe practice Reflectionin/on-practice (Schon, 1983followed

by amendmentor improvement generate evidence ofactive learnng
(Whitehead and McNiff, 2006asdiscussd next.
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3.2 Active learning
Active learning is the principal approach recommendedemchingSPHE

Children need to be actively engaged in the learning process in order
to be able to use what they have learned in a variety of situations.
Through active learning children can mad@nse of what they have

learned and take increasing ownership of and responsibility for their

own | earningdé (GOI/SPHE, 1999b, p.

Active | earning infers a relationshi

educati on ( 5 @herebythedeemusttba dhalidg which is

contact with the events of life (experience), andkreowing which is
interpretation of those events (Dewey, 193B)us, &tive learning infers
learning by doing, reflecting, analysing, generalising, and applying
knowledge(Haynes, 2007)These criteria are now explainedth relevance

to this study.

Doing: Students perform hangm taskswith help fromvolunteers
e.g, making presentatiog problemsolving. It illuminates what the
studens learnfrom theexperience rather than the quantylity, or

product,of experience.

Reflecting and analysing Students share and compare their results,
reactions and observations withne another andin describing
discussingand analysindearning, theyransfer/réate the learning to
future experienceshow it was derived how recurring themes,
problems and issues emergedm it; how specific problems/issues

were addressed

Generalising and applying: Students connect the experience with
reatlife examples, findrends in the experience, and identify learning
that emergedand apply itto a similar/different situatiorhaving
applicationto themselves, likénow issues raisedre usefulto future
situations antr how more effective behaviour®uld be develogd

from the learning.
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Wurdinger and Carlson (2010), iheaching for Experiential Learning
make suggestions for facilitators of experiential learning: ensure a child
centred approach, explaining objectives and learning outcomes, tying
objectives to activigs so that learners know what to do and why; identify
experiences wherein learners find interest and commitregpectthat all
(including children) can share teaching and learnprgvide meaningful
resources to help learners to succeed and, allow thetiscover solutions
for themselves;facilitate collaborations which are practical, social and
personally interesting but challenging enough to advance learaimd
enable selevaluation as an important means asfsessment for learning
(AfL).

The idea hat active learning is best for students is well supported. Studies
(e.g, Romanowski, 2003; Steest al, 2003) showthat students prefer to
learn through activities that have rdié¢ relevance requiring an appropriate
level of cognition This appliesto youth wholike to engage with, for
instance, concerns that interrogate issues of moral and social responsibility.
Such awareness can be enhanced by any programme which supports
personal and social responsibility (Lister, 2007; Theis, 202tive
learring approachesnove from experience to learningctivities lead to
conceptswhich become meaningful, transferable, and memorable when
constructed through experiencgCooperstein and KocewVeidinger,
2003)

In this study, ative learning has been inforiheby nstructivistsoco-

constructivis$ thought as discussed next
3.2.1 Constructivist and social constructivig approaches

Constructivisminfersthat all learning occurs through the cognitive effort an
individual asserts during the process of integrating information alongside
prior understandings (Doolittle and Camp, 19¥)nstructivism dates back
around2000 years in the East aadound300 yeas in the West. Immanuel
Kant (17241804) is thought to have influenced Jean Piagetfdheding
father of Western constructivismAccording to Pritchard and Woollard
(2010) Piaget theorisedthat the child progresses through universal
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developmental stagesensormotor (ess thantwo years); preoperational

(two to seven years); concrete operational (sewehl years) andformal

operational stagel( yearsand ove). Children learn through key stages

when new knowledge is encountereda s si mi | at i on, accommod s
equi | i br aAdcardngdly, theymafcl® information, concepts, and

skills arising from interaction with their environmeartd assimilate it with

previously formed mental structureghich are then modified so as to

acommodate new information Equilibration the balancing process

between understanding whate knows (assimilation) and adjusting to new

knowledge (accommodation follows when their schemata are fully

assimilated into their knowledge bark.pre-emptsthe processof active

learning Whi | e Pi aget 0s constructivism great
education in the 19565960s, today it is disputed because of his claim that

children are not capable of abstract thought until they reach thgekls

stage Donaldson (1978) argues thatschematahappen much earlier if

children are encouraged émgage with critical thinking

Social constructivisn or social learningystemsderivefrom constructivism

and emphasise the role of others and all forms of social interaati the
process of constructing knowledge and understandigritchard and
Woollard, 2010. Since realities vary with individuals, so does knowledge
whi ch depends-exsting Kn@viedge ad leaining proeesses
and/or symbolic tools (Pritcharahd Woollard, 2010). The main exponent

of sociccultural learning is Vygotsky (1978). He theorised thahguage

and communication are at the heart of personal and intellectual
development; both cognitive and social development complement each
other; leaning leads development; ear ni ng depends on | ear:
cultural backgrounds including their bank of learning tools/symtensi
social interaction with more capable othétss idea of learning from more

capable others is central to socmnstructivist thought theorised as the

0zoonfe proxi mal developmentd (ZPD):

O[ TheéizPDi he | evel of potenti al develo
through problenrs ol vi ngéi n col |l abmpable i on wi t h
peerséWhat children can do with the ass
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some sense even more indicative of their mental development than

what they can do alonedé (p.85).

Vygotsky infers that in the ZPD, learners can increase the distance between
their actual and potential level of development through being helped by
more capable others antherefore, what children might do with assistance
from others in group/pair work might more accurately reflect their ability

than what they can do unassisted.

Brune (1983) extended Vygotskyds (1978) Z
O0scaffa@al drogéss of O6[ setting up] the sif
entry easy and successful and then gradually pulling back and handing the

role to the child as he becomes skilead®@ugh t o manage 1itd (p.
Bruner (1996), tools and artefacts are the scaffolds that define and shape

onebébs work and thinking, a o ofttheer ef or e t
most effective ways of scaffolding is through-going shared activities

(Bruner, 1996). Indeedany learning relationships wherein learners

coll aborate on shared tasks results in 6
through which learners working in groups can produce results that none of

them would produce alone

Bronfenbremer se c ol ogy of h u maonld lwkeseemlas p ment O
extendingVygotsky (1978) in that his work conculst he placed an even

greater emphasis on the retetship between adult and child:

Learning and development are facilitated by the participation of the

developing person in progressively more complex patterns of

reciprocal activity with someone with whom that person has

devel oped a strong and enduring e mao
(Bronfenbrenne 1979, p60).

Thus, Bronfenbrenner situatétsh e c hi | d 6 gn the eontextodb p me n t
his/herrelationships within the family, neighbourhood, school, community,

and society He maintains that individuals belong to many different
communities, starting ahe centre withthe microsystemid e v e | of oneods

family and extending outwards through theesosysteim level of peers,
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church and school to the exosystemic level of extended
family/neighbourhood, tothe ultimate global world community at
macrosystemic level. Accor di ngl vy, yout hods I nternal
capacities are Hlirectionally connectedinsofar as each level of

devel opment interacts with the other | ev
is dependent osuch proximal contextas Bronfenbrenner outlineSimilar

to positive youth developmenfLerneret al, 2005) , Bronfenbrenne
approach asserts that, to achieve success, practice needs to reflect and

address the dynamic relationship that young people have with others, as

well as with the wider context of their lives. Bezgal (2009) found that

youthwork pr ogr ammes of f er possibilities to Yy
framework to expl ore t hesocicgedgnphict i pl e sel
c o nt e B46)s 16 su¢hprogrammes they can negotiate with one another

and engage with community partners in decisnhaking and taé action at

multiple levels that reflect the needs of their communities. In consequence,

the process reinforces group cohesion and community connectedness and

results in positive individudkvel developmental outcomes (Beeg al,

2009).

Rogoff developedt h e noti on of 6gui ded partici pa
Rogoff, 1995;Rogoff et al, 1993 whereby children are guided as they
learn to communicate with otlerlt is a mechanism to helghildren
improve their pro-social skills. The more comgtent peer provides the
appropriate amount of support to help a younger, less capable learner
acquire knowledge and skil{Rogoff, 1990) More capable others support
young children in the development of mental tools like focus,
memory/recall, social skills, and other problspiving skills that help them

to think better, mix better, pay attenticamd recall learningBodrovaand
Leong 2007). Childrenthen use thesetools to succeed at literacy and
numeracy having Erned them fronothersthroughuided participatiod .
Children who behave prsocially fare better academically than those who
do not (Corsar@and Molinari, 2005) Children who have at least one peer
they consider a friend thrive in a school environment better than those who

cannot identify a single friend (Corsarg003). Guided participatiod
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facilitatedin this studyby the volunteeranay offer possibilities tadevelop

young chi-dodalskil®s 6s pr o

Lave and Wenger (199 theorised situated learning asotherdimensionof
sociaconstructivist thought It is understood to happen through social

participation in communities of practicghile regarded as normal social

activity: a community withs har ed characteri stics:

O mut

0j oint enterprised and 0 s h arigsy repertoi

Learning develops through relationships and interactions that occur in the
process of reproducing and adapting communities which form thexton

which meaning is actively negotiated between participants. It differs from
traditional approaches insofar as the emphasis is on the collaborative
development of meaning as against the transference of knowledge through
instruction and cognitive actpition. Consequently, the individual is an
engaged agent in the learning process, developing a sense of membership
and belonging and is involved in -constructing knowledge and skills,

including the construction/reconstruction of his/her own identity.

Lave and Wenger (1991) emphasise the importance of role models in
learning, as they constitute a form of practice which combines the
knowledge, skills, values and attitudes required for successful performance.
A procesf degitimate peripheral participatidconnects the production of
persons (newcomers) to the production of communities of practice (old
timers). d_egitimate peripheral participatibmcknowledges their activities,
identities, artefacts, knowledge and practice. The idea isateatcomerd

learn a skillfrom 6 o-t dmer s & by pepphardly ic bngang i n g
community activitiese.g, knitting/embroidery/weavingThe termgmasted

and Gapprenticé are used, not to disguise teacpepil relations, but to
provide newcomers to a communitgth legitimate access to its practices.
Hence, apprenticeship usually involves no external tests, progress being
visible to the learner and othetisrough the work itselfThus, Gituated

| earamadg@dmuni t i e enveldpthepentiee sdcial sitaafion in
which the learningoccurs Occuring in a participatory frameworKearners
become full members when they have a comprehensive understanding of the
processes in which they are involved and can peréoiask with mastery.
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Wenger (1998) later developed a social theory of learning within which he
constructed a foudimensional typology: learning as experience (meaning
making); learning as doing (practice); learning as belonging (community)
andlearning as becoming (identityfhence, the social groupings of family,
school and neighbourhood is understood as an interconnected community
within which individuals can develop their own identitaasdlearn different
identities including the identity of the engaged citize®., amesosystemic
community (Bronfenbrenner, 1979).

Further extensions of soe@mnstructivien include cooperative learning
which exists when individuals collaborate in a group so as to promote both
their individual learning outcomes and those of theiembers/peers
(Johnson and Johnson, 198@poperative learninas asts basic premise
that@he way in which social interdependence is structured determines how
individuals interact within the situation which, in turn, affects outc@mes
(Johnson and Jolson, 1989, p.5).Accordingly, cooperation is most
effective when members perceive that they share common goale/hen
memberé goals are positively dependent on the actions of the group.
Positive interdependence is dmsumed to
namely: students motivating each other to reach group goals, giving each
ot her feedback, challenging conclusions
perspectives to better explore diverse opinions in consequence of which
higher academic achievemaran be expected (Johnson and Johnson,;1989
Johnsonet al, 2000. Indeed, any form of peer interaction can be
cooperative if it adheres to two basic principles: positive interdependence
and individual accountability (Slavin, 1996). Positive interdeperglenc
means that members perceive that the collective effort of the group is
essential in order for the individual learners to achieve their goals (Johnson
and Johnson, 2009). Individual accountability infers that students are
responsible for individual leanmy outcomes. Accordingly, while working

as group members, students might still pursue individual goals and be
assessed as suctowever, rgative interdependenegists when the efforts

of group members are unrelated and detrimental to student learning

outcomes Generally cooperative learning facilitates student interaction in
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ways that are likely to increase positive interdependence and promotive

interactionsuch aghink-pair-share strateggdohnsoret al., 2000).

Constructivist/socieconstructivist though has been addressed so as to
inform how activesocial learning might happenin this study It is also
necessary to understamdbw differing teaching/learning styles appand

how to teach to, for and through thems addressed next
3.22 Diverse teaching strategies

Whereverstudent intelligence profilematchteacher intelligence profiles, it
is likely that learning takes place withelative ease whereas with
intergenerational learning the situation is very diffefeetause young and
old are reciprocal teacher8earners Accordingly, different teaching
strategiesneed to bemapped onto learning styless entry points for
teaching/learningGardneret al, 1996).Such suggested apping strategies

include:
Narrational i usesstory to convey theoncept in question;
Aesthetici usesf eat ures which appeaj to | earner
L ogicalquantitative T approaches the topibrough reasoning

Foundational - examine philosophical and definitional aspects of a

concept appropriate for people who like to pose philosophical questions

Experiential - relates learning directly to the materials that embed the

concept experientiallyand
Social-cooperative- uses collaboraive groupwork;

These strategies offer multiple approachesh®participantsin terms of

how to share learning with each othefhe problem identified in the

delivery of SPHE as reve@Od,@9) was t he | nsp
t hat 0t he ] wasowdyneacheBifedted and the pupils were

provided with inadequate opportunities to explore the topic under discussion
nanindept h manner 6 ( pSPHEcCuricullvhaemavdd i | e, t he

Oactive |l earning approachesd intended to
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critical and discerning, more able to take responsibility for their own
learning and more able to transfer the learning to different situations
(GOI/SPHE, 19994, p.54)

The socieconstructivists offer possible strategiedor active learning

premised on social interactiom primary function of intergemational

learning Newman et al, 1997) The ZPD theory (Vygotsky, 1978)is

applicablein thatlearners can increase ttistance between their actual and

potential level of development throudieing helped by the volunteers.
Following Bruner (1985)y ol unt eer s act as a Oscaffol df¢
a skill. Bruner (1968) found that the more basic the concept that tlte chil

learns through discovering principles for himself, the greater his ability to
transfer it to new situations. Donatods
applieswhereverchildren learn to support each other and the volunteers.

Br onf enbr ennseadocécslogical 1ode has relevance for
intergenerational practice because programmes can be adapted to address a
combination of individual and environmental factors, including community
needsSituated learning (Lave and Weng&89l) relates tathe production

of dewcomer8 / p u which <an be connected to thadf &ld-

timer®d / v o | u @an irteegenerational community practice The civic

literacy-themed interventiosiworkshops are discussed next.
3.2.3 Theinterventions: a rationale

Interventions in this studgredevisedto develop desired outcomes for civic
literacy mediated througburricular content which incorporates the arts:
music and dance; arts and crafts; creative writing, local history and story
telling; environmental awarenessd information technology (ICT). The

arts were chosen because of the impact they have on learning (Eisner, 2002;
Nussbaum, 1997; Greene, 1995). According to Eisner (2002, -pg)70
what the arts teach, and how it shows, tells children that it is judgmmeet

than rules that is paramount and that problems can have multiple solutions
This appliesbecause learning in the arts requires an ability and willingness
to surrender to unanticipated possibilities in emergent work. The arts teach

how to celebrate &ference/diversity because there are many ways to see
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and interpret the world. The arts teach that neither words nor numbers

exhaust what learners know and limits of language do not define limits of

cognition. Tkence the arts facilitate opportunities tesdover the range and

variety of what one is capable of feeling and doing. In short, the arts teach

students to think through and within media like art itself, or music, dance or

creative writing or storytelling since small differences can have larga®ffec

and all art forms employ some means through which images become reality

(Eisner, 2002). Put another wap, creating and responding the arts, the

fires of emotion, perception and appreciatime kindledbecauseone is

enabled todok beneath the diaice realities of the world and release

imagination (Dewey, 1934)n releasing the imaginatiolMlaxine Greene

(1995) found that a curiosity for the woriksl createdthe development and

wonder of which creates a personal and social consciousnesss that
necessary for 1living wit h-awdkenessitosi t vy . Gr e
I maginative action, and to renewed cons
S u ¢ lwide-& w a k e noecars dvhen rich, reflective responses are

stimulated by releasing imagination thgh informed perception,

appreciation and relationship with the people of the world (Greene, 1995).

The release of imaginatiofacilitates critical thinking Storytelling in

askingcritical questions about storidsas the potential tengender critical

thinking (Nussbaum, 1997). For example, sharing tragedy would acquaint

children with understandings of the tragic events that can happen in life but

also help them in understanding choices of action which might prevent

tragedy (Nussbaum, 199Arendt (1970 maintains that storytelling reveals

meaning through readers/listeners creating meanings fitting to their own
experiences: O0lt is true that storytell:]
the error of defining it, that it brings about consent and reaatioi with

things as they really ar eiéggbArefdp. 105) . Br
suggest that when the reader/listener experiences story he can connect it to

his own experiences and can derive hidden meanings from many
perspectives suggested by its pgmtaists such that story prompts different

interpretations for different people in different contexts and at different

times. Nussbaum (1997) argues that if people are deprived of story their
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ability to understand other people is limited. She supports atopgdagogy

to teach children understanding of another since human complexity is not

always visible to children in everyday human interactidhsderstandings

of humanity, she argues, are developed by training the imagination through
storytelling so that people are first in
and deep, with qualitative differences from oneself and hidden places

worthy o {p.90). dusghairmmaidtains thatchildren in grasping

different aspects of humanity (e.chuman suffering and/or injustice)

devel op compassion which necessitates ir
vul nerabil ity .tltanvolmas smaginmdhat sueldsufierjng 9 1)
could be happening to oneself. Thus, by

awareness of our common capacity for human suffering is cultivated. This
Nussbaumsyamplaltshe i c I ma @ii nreatigél @mdo whi ch |
emotional receptivity [and capacity for openness and
(p. 98) t o anSheploposed haive ask theatory, asra friend:

0 Wh at does this [story] dode sior enédyc amiend . .
about ? H gstery] thate me to view my fellow human ben g s ? 6

(p.100). Thus, sympathetic responses to stories require imagination and

emotional receptivitykey featuresof good citizenship(Nussbaum, 1997).

Accordingly, gorytelling and its attendant word forms offer children

possibilities for developingaspets of the civic literacy concepalready

outlinedin Chapter Two

The rationaldor using story is that it facilitataateractive discussiowhich

contributes significantly to increased vocabularghence enhancing

communication skillfDaniels and Zemelman, 2004; Dickinson and Smith,

1994; Dewey, 1910). Vocabulary buildimgquiresworking with words,

thinking about them, discussing them and seeing them as meaningful

(Daniels and Zemelman, 2004 is the outcomgfrom reading and thinkg

aloud through shared, guided, and independent reading expeyiémtes

focusesc hi | drendés attention on meanings of
Robbins and Ehri, 1994)Key findings regarding the importance of
vocabularybuilding are that: readings the single most important factor in

increased word knowledge (Andersand Nagy, 1991) and a rich
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vocabulary increases comprehension and learning (Matzal, 2006;
Robb, 2009).

Music is used in this study to provide an immediate source of individua

selfexpression and creativithereby generatingositive feelings through

performance, interaction, practice and listening (McGrath and Brennan,

2011). Musical performance can provide a means of communicative

exchange based on a relational emotional space where performer and

listener can enjoy a mutupérformance (Aldridge, 2005). Musical materials

are used for their power to: change and enhance mood; express and affirm

emoti onal states; reveal onesel;f to ot he

andfacilitate reminiscence (McGrath and Brennan, 2011)

Knitting, sewing and weaving were important features of this study. Cheek

and Piercybds (2008) research among qui | 1
Mormon communities reveals the psychological needs that are resolved

through passing on a tradition/skill:etlsatisfaction of leaving a legaand

the altruistic feeling gained from passing on traditions skillls. Creative

and artistic activity therefore involves more than the actual activity itself. It

connects with defining who people are in themselves ianthe wider

community and in this way becomes a community enterprise (McGrath and

Brennan, 2011).

ICT is another cognitive tool used in this studcording to Cohen (2010),

the attractiorof computermediated learning igs ability to engage learners
using their emotions, motivation and personality developmerg.ar ner s 0
enjoyment lies intheir being able to work at their own pacthey can
control the learningbecause theomputer can be tailored to their learning
needs and can setappropriately challeging and achievable tasks at
appropriate levelsLajoie (1993) showed that ICT could support cognitive
processes such as memory and sharing cognitive load, particularly by
engaging the learner in oeof-reach cognitive activities. Accordingly,
specific ues of ICT haw a positive effect orlearnerswherever use is
closely related to learning objectives and where choice of ICT use is

relevant to the teaching and learning purpgkagoie, 1993)
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3.24 Evaluation of active learning

Kolb6 £1984) experiential learning modebn help to evaluatéearning
outcomesthrough four stages: concrete experience; reflective observation;

abstract conceptualisatipandactive experimentatio(see Table 3).

Table 31: Kol bbs experlda enti al |l earning cyc
Kol bbs (1984) experienti al | e al
L earning stages | Meaning How it can be applied to this
study
Concrete Handson Practical exercises, e.g., arts and
experience learning of new| crafts, speaking in Irishrrenchor
skills. German.
Reflective Reflecting in Problemsolving through verbal
observation /on-action and actiorbased dialogue,
(Schén, 1983). | reflective journaling and feedback
Abstract Connect Identify problems and find
conceptualisatior relationships solutions: e.g., awareness of olde
between people wanting to learn ICT.
persons/events.
Active Apply the Children plan, deliver and evaluat
experimentation | learning to an ICT lesson.
practice.
Kol bés model i's criticised for being

psychometric validity and/or reliability (Friedmahal, 2002) Thence, aa

framework concentrating on learning in adults, its application torckeldh 6 s

learning may belisputed.

Honey and Mumford (19868 x t end Kol bés wor k insofar
learner types, rather than learning cycl@fiey maintain that learners

represent four main typeactivists, reflectors, theorists or pragmatisse

Figure 32).
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Mumford (1986)
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Figure 32: Learnettypes(Honey and Mumford, 1986)

According to Honey and Mumford (1986),
fully in new experiences. They likactivity-basedearning e.g, role-play,

brainstorming, thinkanks, demonstrationpresentations, groujpair-work.

ORefl ectorsd think about | earning exper.
act on past experiences, the present anddhgibutionof others. Theygan

offer an overview.6 Theor i st sdé | i ke to |4drn concep
lesson suits the theorist; or, the structured group discussion; and/or,

structured question and answer sessions. They like to read additional

material on the concept or sultjec mat t er . OPragnoatt i st sdé ar
new ideas, theories and skills. They like ##fal learning, like practical

decisionmaking and problersolving The idea with Honey and Mumford

is to develop the rounded learner who can adjust to any leaganhihg

style becaustkack of flexibility means thapupils may struggle t@assimilate

new learning into their knowledge banks.

Taken togetherthe above theoristprovide a framework for description,
analysis,evaluationandappreciation of the diversityf learner types iithis

study.Action, as the third theoretical focw$ this studyjs discussed next.
3.3 Theory of Action

Hannah Arendt s (& 806s8lied thatpedentifywhat f action
constitutes civic action. Thus, the section addresseaction as new

initiations, interactions and relationships32); action as speech, identity
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and agency (3.2); action as narrative B3); andactionin the context of

young childrend334)civic engagement
3.3.1 Action as new initiations,interactions and relationships

Arendt (1958), inThe Human Conditignarguesthat action is central to
existence and constitutes the highest manifestation ofitta@ctiva(active
life), which is herterm for anythingactivethat umans do. This is fumer

delineatednto labour, work and action

Labour - how one performseveryday activities that keepim/her
alive like eating, drinkingor relatedactivities (e.g cooking, driving)

- isjudged for its ability to sustain human existence

Work - productive activity which creates n eviodd by bringing
material objects into operation (g.gookers, cars) is judged for its

ability to maintain avorld fit for human existence.

Action - a productive activity concerned with what humans do when
communicating with each otheris judged for its ability to disclose
the identity of the agent, to affirm the reality of the world, and to

manifest human capacity for freedom.

Thus, while labour, work and action are necessary for human life, action is
fundamenal to theviva activabecausét possessesonditions offreedom

and plurality. Freedom infers the capacity to initiate new actions, a faculty
with which all human beings are endowsetausef their birth or natality,

i.e., every birth represerst an originality in the world.All activities are
connected toatality. Labour and work are essential to sustaining a world
into which human beings are borAction is most closely connected to
natality because by initiating actions, human beingsmact themiracle of
beginning inherent in their birth. Thence, the beginning that each individual
represents by being born astualisedevery time new actions are initiated:
Ot he new beginning inherent i n birth can
because the meomer possesses the capacity of beginning something anew,
t hat i s, o fin sheor sincen action i pooted )inatality, and

manifested in freedom, jfossessesapacity tocontribute to theriginal:
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Orhe fact that man is capable of action nwedhnaé he is able to
perform what is infinitely improbable. And this again is possible only
because each man is unique, so that with each birth something
uniquely new comesito the worlé(Arendt, 1958, pd.77-178).

The idea thataction is rooted inoriginality (Arendt, 1958)supportsan

ontology o f ounderstanding ourselves and ot he
who has never exi st ed WhiteHeadrarel MeNiffd never w
2006,p.86). Thus,thei dea of human bei ngskehaving th
their original contribution and to engage critically with others, in relation to
practices and i de avightArefdpepiStednplogicadllyn ds r es on a |

Arendt (1958) argues thaturality can only be performed in company with
otherswho from theirmultiple perspectives can judge the quality of the
performanceaction needs pluralityike musicians need audienc&hence,
without the company andcritical engagement of others, actiois
meaninglessn short its manifestatiomn word and deed can gnéxist with
others.Suchplurality of human interaction is made possilta examplejn

the intergenerationatollaborationsin this study. Br Arendt,this web of
connectednesss what constitutes humanityi.e., that space where
individuals connect through action aspkeech

3.3.2 Action as speech, identity and agency

Arendt (1958)arguesthasc t i on and speech are interdep
web of human relationshipsé is-sustained
179). If action without speech were meaningless and impossible to

coordinate with the actions of others, so speech without action would lack

the means by which to confirm the validity of the spoken word. This
connectedness ddction and speecBuggestsAre n d undesstanding of
empowermentvhich develops between people when they initiate actions

together power is not the property of an individual, but of a plurality of

actors joining together for some common political purpose revealed in
speechActionass peech al so r ev e Hditherlaboupnerr sondés i d
work enablesi ndi vi dual s t o di scl ose their i
individuality may besubordinatd in labour(e.g, car manufactureivhereas
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there is more scope for individuality when creatamgartefactlike a knitted
piece.Eachartefactb e ar s i t s ma kverthbwggh hempyrbe mat ur
subordinatd to the artefact being guided by its construction and the fact that

it may outlive him. The artefact tells little abdutn except that he made i

It does not tell who he isr was. Therefore, it is onlyhrough social

interaction, through word and deed, thdan can reveal hisidentity.

Thence, action and speech are iddgpendenbecauseavithout word, action

could not be attributed tits agent action would lose its powers to support

human agency without speedh context to be accorded agency infdlsat

the participants in this study are involvednieaningful actions that initiate

new ideas withothersin the polis (public sphere)namely through6t h e
organization of the people as it arises out of acting and speaking
togetheréno matter wh e r eBrigfljm pgoplehappen to
exhibit agency when they initiate actions with others in word and deed.
derives from &atMan, lifecon the earth ard inabitnthe

wo r | d @8), throyghth2 conditions ofreedomand plurality whereby

they areempowered talisclose their identitiesheir multiple ways of being

throughtheir narrative.
3.3.3 Action as narrative

A limitation of action is that it is subject to the erosion of time and memory
It is unlike the products of work which can become lasting artefacts. Thus,
one of A r e n ohdstdasdent claims is that the meaning of action itself is
dependent upon the interpagon retrospectively accredited to it by

historians and storytellers/narratorfi € st or yt el |l er 6s functi on
words anddeeds, and actdglentifes:stor yt el | er sé narratives
about their subj ect s c¢hstor thanGahyemoduéd@ i n t he
of human hands ever tells us about the

Thence, the weaving of story out of the sayings and doingthefsensures

the retrospective interpretation tifeir actions so that when connected to

othe actions, those connections are further sources of narrative, whether in

history, prose overse Through rarrative the memory ospeech andction

is passed fronone to anothebecause in Helling deedsas stories, the

actorso words and deeds can be rescued f
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was the civic duty of poets and historians to ensure the living legacy of

words and deeds for future generations. The Gpeais thus created a

narrative space whdrelives and deeds of actors could be committed to
perpetuityThe notion of preserving speech and
(1972) idea that we are connected to all things through invisible ties, with

space and boundaries. It further links withis idea tat through

contemplation of an artefact, the viewer blends his identity with the identity

of the artefact.l t al so l i nks with Ravyaher 6 s (200
phenomena are in intimate relation with one another and therefore,

boundaries are dissolveatd permeable interfaces that dynamically co

create each othewer time.Understood this way, all interaction in word and

deed between young and old can contribpistemologically to this study.

33.4Actionincontextofy oung chil drends civic engager

Arendd s ( Lrn@légsBanhdingf action as political activity informs how
civic actions can be interpreted in this stuber theoryis relevantinsofar
as it offers possibilitieso young children to engage civically in their
community based on hemotion that, through their participatiortheir
actions and words reveal timature of their civic activationAccordingly,
young children are given opportunities through intergenerational
engagemento demonstrate civiactionswhen theyvoice their opinbns,
make decisionand participatén words and deexthat have mutual benefit

for each other and fdhe social good

So far this chapter has discussed the three theoretical focirttietpinthis
study. A discussion ofthe researcip r act i teclaed edudatonal

values which sustainthetheoreticafoci, nowfollows.
3.4 Linking educational values and theoretical foci

This researcipractitioner believeslike Carr and Kemmis (1986)that

0 e d u c a tpladatical valugladen activitg a n d é adugational theory
worthy of the name cannot rest content with providing vakétral
theoretical accounts, but must be able to confront questions about practical
educational V(@ 9d9)uLeks Alexamder (1P95she sbélieves
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that Othe mest mds the rightness of oneo:
which it is true to the educational values, which the teaching claims to

mani f est &ike (Lgisong (add) Pavitola (20133he believes that

c hi | dvaleestandeinfluenced byo t h @alues dutside ofthe social

milieu of their class, religion, ethnicity, aral socichistorical contextvhile

accepting, like Harrison and Kagan (2006), that they are transmitted by
family, religion, the media and educatioc
their familybs values and r eThdneect their
shebelieves that shecanhaveinfluenceinand be i nfl uenced by a
values, i.e by dlawk ef life-affirming energy through which we give

meaning and purpose to our I|ivesd (White
opposed to being 0 dcensequentlgtte édvcationalf | i f ed (
valuespromotedrelate tot h e s thaoréticad foci They are practice,

connectedness and dialogisee Table 2).

Table 32: Theoretical foci and related values

Theoretical fod Educational Values
Practice Practice

Active Learning Connectedness
Action Dialogue

These educationalvalues can be used aexplanatory principledor the
credibility of claims to knowledgemanating fronthe practice element of

this study as explained next.
3.4.1 Practice

This study began with an interest activatingy oung c ttivik dr en 6 s
engagement through intergeneratiolgrning collaborations A value for

practice was present from tbatset It foregroundsheresearckpractitioner

becausgas well as conductintpe researclshe isalso facilitating a practice

whereby childrerengage in intergenerational collaborations to explore the

civic literacy conceptA living educational theory approach (Whiteheaut

McNiff, 2006) supportsanontological valudor practie, cultivating insider

views which in tirn influence the epistemologyiethodologyand pedagogy

of the study Ontologically, a living theory approachsupports a
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practitioner 6s view of engaging i n col
Epistemologically, crital reflection of practice contributes to bringing

validity to the researcipr act i tclaoms e tod sknowledge.
Methodologically, practitioneresearch enabldserto understand the lived

experiences of the participants thus helping to gendrateown living

theories from practice as theorised by Whitehead and McNiff (2006)
Pedagogicallylike Dewey (1918, she believeshat children should learn

from practice

3.4.2 Connectedness

The researcipractitioner seesan Omnipotent connection betweeéna | |
thingsi n heaven aarddoéfmre angtldng twhsécreated, He

existed, and He hol ds all things in unit
1:1520). Like Whitehead and McNiff2006),shebelongt o0 6 an i ncl usi ve
andr el ati onal u n i by eachperson i gn orRiba) creatimh e r e

capable of an original contributioand like Arendt (1958),she see

humanity asconnectedn a web of relationship#\n ontological view 6 all

things as connectedin a web of relationshipshaped the episterogy,

methodology and pedagogy ftiris study This perspective i;iformed by

theoretical underpinninggrom living theory (Whitehead and McNIff,

2006), informed bythe works of Bateson (1972Lapra (2003) Arendt

(1958)and Rayner (2004, 200B)ho subscribeo the notion that all things

are interconnected Epistemologically,she understans that knowledge is

created by 6édrawing insights from the kn
McNIff, p.25). Methodologically, all elements and individuals in this

research i@ connected, drawing from relational and inclusive views of

humanity underpinninghe living theory approachwhitehead and McNiff

2006) . Pedagogically, chil drenods l ear ni

throughintergenerational learning collaborations.
3.4.3 Dialogue

The word dialogue comes from the Greek wdratlogos (between+logig,
inferring an under st anding bet ween peopl e. Fr

perspective, ch understandingonsists of speech and actions,, iverbal
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and actiorbased dialogue between peogfeoplecanchoose between the

[-Thou and I-It attitude Buber, 1958 I-Thou infers subjectto-subject

relationshig: reverential, inclusive and equdkThou affirms the person,

because when another chooses, or is choseff oy that person engages

in a direct interpersonal relationship which is not mediated by any other

i ntervention, and so, 0no lam@direoué of tho
(1958, p.58) I-It infers subjectto-object relationshig unequal and

exclusionary whereby people fail to dialogue and treat things, including

people, as meafts-e n d s . Ont ol ogicall y-ThdBwdher 6s (:
thinking enables people to progress from positionglis€onnectedness,

social isolation and inequality to connectedness, inclusion, reciprocity and

equality through conversation, debate/discussion and attentive listening.

B u b eemgghasis of-Thoudialogue resonatesitln Aldridge (2005, pp.28

47) who highight s o6 mut ual perfor manHe®ed as a fc
Aldridge is referring to people who suffer newttegenerative trauméike

forms ofdementiaConnectivity through performance ¢®re toAldridged s

thinkingg because 6ot her peopal ®intdracgwith er at e wh e
t h e dcordingly, it is the responsibility of others to reach us if we

di sconnect because O6the challenge is to
promote a performance in which the othe
(p.30).Aldridge st esses that we are o6énot simply a
pl ayer and a l i stener, me and you, b
Understanding connectedness this way means that children come to know

that responsibility for dialogue resides them too,because@gh o0t hr ou

di al ogue, we achieve the social éandéto p
we have t o pié)rEpistemoidgicallypal paztiBipants in this

study are viewed as instrumental in cultivating ways of knowing and

understanding the civic literacy contegprough verbal and actidmased

dialogue. Such dialoguenay emerge through: word and deed (Arendt,

1958); conversation, debate/discussion and attentive listeriudpe(,

1958; and performance (Aldridge, 2005Methodologically, through the
Oawar-ativeesvsal uat i ono6 p(o€essryoung &ijdrer2canl 0 )

participate as researchers in their own learniftien, rather than having

adults interpret their voice they can interpret it themselves and therefore,
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uncover ways to advance youttbice and participation (Dolan, 2011).
Pedagogically, teaching and learniage viewed as dialogic exchanges
based on active learning theoriés.democratic educatioigroup members
freely interact, change, and adjust in response to their engagement with
another and external influence@ewey, 1916). Such pedagogical
assumptions incorporate ontological assumptions of connectedness to others

in processes of creation.
3.5 Chapter summary

This chapter has addressed the theoretical underpinningseadtuty,

namely: practice, active learning and action. Additionally, it has addressed

the educational values underpinning the practice, namely: practice,
connectedness and dialogue. Theakiesform the standards of judgement

which help to interrogatéhe researcip r a c t i dlaime to &mowledge

practice of civic literacythemed intergenerationalcollaborations

connectednesto an inclusional view of humanity existing in a web of
relationshipg(Arendt1958) anddialoguet o enj oy the -mutwuality
T h oreladionship(Buber, 1958.

Chapter Four addresses thethodology and methods necessary to conduct

this enquiry.
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CHAPTER FOUR

METHODOLOGY AND METHODS

4.0 Introduction

This chapter is divided into two sections. Section One addresses the
methodology underpning the design and philosophical assumptions of a
mixedmethods approach (4.1). Section Two addressethical
considerations (4.2), sampling procedures (4!8,quantitative (4) and
qualitative (45) streams and theolunteer profile (4. for the study. A
summary posinghe specific research questions (dhripgs the chapter to a

close
SECTION ONE: METHODOLOGY

l nsof ar as met sysiednoof exgioit rulesndne pracedwes 6
upon which research is based and against which claims for kigsviere
evaluated ( F r -Alactmias antd Nachmias, 2005, p.13), it informs the
methods used which in this study are quantitative and qualitative with an
embedded interventiooy intergenerational practice.

4.1 Mixed-Methods Design

This section explainmixedmethods design anghy a particular approach
was selectedA mixed-methods study involveg€reswel| 2003, p.212):

0The coll ection or angublitatvedataiof bot h qua
a single study in which the data are collected concurreotly
sequentially, are given a priority, and involve the integration of the

data at one or more stages in the proce
4.1.1. Embeddedmixed-methods design

Having reviewed the relevant literature on mixed-methods approaches
(Creswell and Plan&lark, 2011, pp.5306), a methodwas soughthat
would mesh witha living theory approach taction researctjWhitehead

and McNiff, 2006) structuredthrough reflection cycles ob awar-enes s
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actoneval uati on6 . The embeddeyd enixea@titods@erign
wasidentified asbeing most appropria{€reswell, 2003, 212):

0 [ n@]data set provides a supplemental function in a study based
primarily on the other data type. A single data type is not enough.
Different questions require different data. A hbaéive component
can be embedded within a quantitative design, vime versa
Researcher needs quantitative and qualitative data to develop an
intervention and to examine the process and follow up on the

interventiord

In embedded mixethethodsdesign the researcher combines the collection
and analysis of quantitative and qualitative data within a traditional
guantitative or qualitative research design (Creswell and Plano Clark, 2011).
The collection and analysis of the secaladaset may occur beforeluring,

and/or after the implementation of the data collection and analysis
procedures traditionally associated with the larger design. danaset
provides a supplemental role to the other. Researchers make interpretations
by bringing the two dataets bgether in the concurrent approach or keeping
them separate in the sequential approddhis study adapts a sequential
approach because the qualitative aspgotonductedbefore, during and

after the quantitative phase. The purposes of including thetativadi data

are tied to but different from the purpose of the experimemnt6t o assess
whet her a treat ment has a significant
2011, p.91). Thigs what distinguisheshe embedded design from other
designs the researcher is using both methods to address a single
overarching questiowhich is the basis ahe quasiexperiment.Thus, the
central research questdmo what extent and in what ways can
participation in intergenerationalearning collaborations activate young
chil drenobs C i dvhascthreee dingeasgpes moplantita®ivé
measurego what extentt h i | dvie litefasy scoreschangedbetween
time-points interventio® an action research elemagiving pupils hands

on experience of the civic literacy concepdnd qualitatived seeks
explanations for howdesiredoutcomes for civic literacyere developed

over that timeframeThence, the embedded desmyas choserbecausat
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requires different qualitative data to supplement the primaguantitative
strand.Additionally, enbedded desigwas appropriatevhen conducting a
quastexperiment/intervention withvhole-class groupsdr whom it would
be unethical to make random allocations to experimental cerperiment
groups.Consequentlywhole-class groupsvere choserior the intervention

andcontrolgroups
4.1.2 Philosophical assumptions underpinningnixed methods

The philosofhy underpinning living theory isbased on ontological
assumptions of the connectedness of all things, animate and inanimate, in an
interconnected world (Rayner, 2004/2005; Capra, 20@&ateson,
1972/1979; Arendt, 199&s discussed in Chapter Three (3H9wever, a
dilemma emergs when combiningphilosophical perspectives fanixed
methodswith those of the living theory approa¢Whitehead and McNiff,
2006) which informs thepracticeand the consequemgflection cycles of

0 a wa r-atioeesvsa | u aRoioigen &01Q) Whitehead (2000 in
Orespondi ng tencolagescsanrekoractitionérgo.dévelop
their own living theory methodology by combining insights from the major
qualitative research approachaacluding narrative, phenomenology,
grounded theory, ethnography, and case stude idea ofadapting a
sociatconstructivist worldviewwould becompatible withsuch approaches.
Social constructivistdold that individuals seek understanding of the world
in which they live and work througlteepeningubjective meanings of their
experiencesmeanings directed toward certain objébtisgs (Creswell and
Plano Clark, 2011)Thesemeanings araliverseand multiple, leading the
researcher t@eeka complexity of views rather than narrowing meanings
into a few categories or idea&ccordingly, the researcipractitionermust
rely on pearspeciivesi theasiuatisronder studyThis suggests

using a constructivist approach fdf qualitative data.

A further dilemma arises when quantitative data are introdueeth
gualitative approache€reswell and Plano Clark (20jLadvise that when a
primary quantitative approachs used, a postpositivist stance or

mathematical model that describes aodifies observations madBopper,

102



1959) be adoptedHowever, onstructivismrejects pospositivism andvice
versa dialectics hae no place in the propositional form (Popper, 1963

the propositional form masks the dialectical nature of reality (Marcuse,
1964). To circumvent thismpasse,Creswell and Plano Clark (2011)
suggest that aonstructivist approacbe adoptedf strands run sequentially,
asthey doin this study. Therefore a postpositivid stanceis applied to
quantitative data ana constructivist stand® qualitative datancludingthe

action researcklement.
4.1.3 Sectionsummary

Embedded design is based the notion that gantitative and qualitative

data are deemed necessaryto address different aspects af study.

Embedded design does not compare and contrast qualitative and quantitative

data.In this study,gualitative datare collected primarily to supplement the

primary quantitative phase, to understand contdxfactors during the

intervention that could affect the outcome, and/or explain results after the

interventions are completed (Creswell and Plano Clark, 2011). Embedded
design uses Othe supporting data before
collectionpo ¢ e d u r e E€mbeddgu mixehethodsdesign can be used

when the researcher does not have sufficient time or resources to commit to

extensive quantitative and qualitative data collection because one data type

is given less priority than the other. Howee, for duringintervention

approaches, the qualitative data collectioould introduce potential

treatment bias which could affect the outcomes for the subsequent

guantitative stage. Creswell and Pl&dd ar k (200 7, p.120) warn
possiblethatme f or m of data might confound the
collected from the same participantsdo. A
gual i tat i v ¢hrowlautthedreséarch pro2e¥shis would occur

whenreflective journalingis used as a Is& for deriving dataFigure 41

provides an overview of the proceduresecessary to implemendén

embedded mixedthethodsdesignfor this study
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EMBEDDED (QUASI-EXPERIMENTAL) DESIGN

QUAL QUAN The Interventions QUAN QUAL
Before Pre-intervention l.e., Practice (action research)| Postintervention After
Awarenessaction-evaluation
QUAL
During
Stagel: QUALBefore Experiment Stage 2: QUALDuring Experiment | Stage 3: QUALAfter Experiment
Decide reasons for QUAL strand In addition to the steps in Stage 1: | In addition to Stages 1 and 2:
State qualitative research questions Describe the interventicn Describe why outcomesccurred
Determine qualitative approach Descri be partic|i pkesctibe @artidipandsresponses
Identify participants; obtain permissions experiences with interventiors Describe what longerm effects are
Collect data Describe the learning outcomias experienced
Analyse qualitative data using thematic terms of the civic literacy concept Explain, in light of the literature,
analysis desired outcomes
Use QUAL data to refine interventie civic engagement

Figure 4.1: Embedded design (adapteaswell and Plan€lark, 2011)
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SECTION TWO: METHODS

This section addresses ethical considerations (4.1), sampling procedures
(4.2), and howguantitative (43) and qualitative (4l) data werananaged for

the study.A volunteer profile (4.6and summary (4.7) bring the chapter to a
close.

4 2 Ethical considerations

Permission was sought from school Boards of Management to accommodate
intergenerational collaborations aimedaativatingy oung chi |l dr ends
engagement through the civic liéely conceptAlternative arrangements
wereinitiated for students who might nafish to participate BOMs granted
permission, requesting thablunteers be briefed oethical guidelines for
engaging with childrenwhich were informed byThe Children First
National Guidelines(GOI, 2011a) and the Sociological Association of
Ireland (2014). Additiond, it was understood thathildren should be
sufficiently competent to understand the purpose of the research, why they
were invited to particige, and what they were asked to &esearch must

be in their best interests (beneficence principle); their participation must be
indispensable because fieldwork otherwise could betconductedthey
should knowhow data were to be recorded, accessedcaddd, including
matters of anonymityand confidentiality, and what happens to data when
research is complete. Pupils and their parents/guardians received
information packs includinfprms requesting their consentgarticipae in

the study and alloywhoigraphic evidence of workshops in the thesis write

up. They were informed thathildline is an accessible resource at all times.

Volunteerscomplied with Garda vetting procedur@sey also needed to be
sufficiently competent to provide their informed esent (Frankfort
Nachmias and Nachmias, 1992nhd not have experienced substantial
functional decline which might altéheir behaviour or prove debilitating to
them during the course of the studgnd would not have suffered from
communicative or sensorggses that would prevent their participatif.
volunteers were deemed competent, as werkey informants

(teacherfprincipals and parents/guardiansKey informants arepersons
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who, as a result of their knowledge, experience, or social status in a
community, can provide insights and access to information valuable in
understanding local issues, problems, and needs (Schetagl, 2001).
Volunteers were unlikely to come tharm, unless they might experience
emotional or psychological distress, in which case they were informed that
counselling services are accessibleSanior Help Line Teachers were
present in classrooms at all times and all workshops took place on school

grounds during school hours.

Data, including audiwecordings collected during the study, are stored on
theresearcip r act i t i o npotebted cqmauses and otherwise only
available to the Academy on request. In accordance with Academy research
policy on data retention, datailwbe kept for a fiveyearperiod after
completion of the studyl'he study was guided by principleslEneficence

right of withdrawal andanonymitytonfidentiality. Ethical approval for the

study was granted by the NUI Galway Research Ethics Committee.

Theinitial documentation includes information packs and consent forms to
Boards of Management, principals/teachers, parents/guardians, pupils and
volunteersTheseinformation packs incorporate an ethics staterramithe
research plan with proposed &table, scheme of work and lesson plans

(see Appendices-12).
4.3 Sampling procedures

Sampling procedur espupilseard o6dpsur pwisa lviedd
volunteers. Purposive sampling infers the deliberate selection of participants

for in-depth study where rich information about phenomena of importance

to the study can be obtained to answer the research questions (Patton, 2001).
Children were selected on the basis that they were-tlaind fourthclass

girls and boys (modal age nine years) attending Primary School and with
capacity to participate. They were the preferred choice of
principals/teachers, because time could be affordedegmarch with them.

The research sites were selected on the basis that they were within ten

kilometres of the town centre around which most ofubkinteersreside.
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The control school was 60 miles away and there was no known connection

between it and theesearch sites.

The ol der people were chosen using O6snhow
et al, 2000)whichi denti fi es 6éa small number of i n
characteristics in which theyd¢lunteer§ ar e i nterestedd (p. 10:-
0t hen ufermatts ta glentifynor put the researchers in touch with,

ot hers who qualify for i nclusi on, and tl
(p.104). Informants were sourced through organisations in which the
researckpractitioner participates like music, spoatsd charities. Five or six

people were selected and asked to recruit five or six additional peers

committed to helping in intergenerational collaborations around young

chil drenods c i v-fowr peobpilet vlungeergdprofilebhat r t vy

Appendix 13)andwer e deemed suitable toy school s
participate in workshops/interventions (see Appendix. 18ampling

procedures are describedTable 4.1.
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Table 4.1: Sampling procedure

Research Sample

Participant
sample

130 children;Third and Fourtltlass (modahge9).

Year1: PilotSchootA (22 pupils and teacher) and Research
SchootB (41 girls and 2 teachers); YearPilotSchoolC (5
pupils and teacher) and ReseagdhoolD (32 boys and
teacher); Control/neintervention (30 pupils and teaches
retired adults, aged 60 years and over and author/research
practitioner.

Setting: west

Pilots and research schools: Rural town and hinterland;

of Ireland Control: Small seaside town and hinterland, 60 miles away
Programme | Civic-literacy-themed intergenerational learning collaboration
description | addressed through the afisusic and dance; arts and crafts;

creative writing, local history and stetglling, environmental
awareness and information technology (ICT)

Recruitment

Third- and fourthclass pupils wereecruitedto participate for ar
academic year. Retired people were recruited through local
voluntaryorganisations

Selection Participants: inclusiord capacity to agree consent; exclugion

criteria incapacity to consent.eachers:inclusiord teaching cohort;
exclusio® not teaching cohort. General willingness to engag
in intergenerational learning collaborations

Survey Selfreported civic literacy questionnair8ghootB/D and

instruments | contro); andt e a ¢ h e r 6 salchelkiists Echa@iB/D)o
Qualitative dataincluding photographic evidenoserederived
from participants (pupils and volunteens®y informants
(teachers/principals; parents/guardijeaisdresearchr.

Delivery Questionnaires despatched and retutyefdre interventions
began (September) and finished (June).

Written Sought from: Boards of Management, principals/teachers,

consent parents/guardians, pupils and volunteers.

Sample 130 students returned consent forms. 103 completed

obtained guestionnaks (73 research, 30 controls). 34 retired adults
returned consent forms.

Acceptance | All persons who volunteered to participate were accepted.

Data analysis

Quantitative data were analysed using SPSS 20 and Micros
Excel (2010). Qualitative data wesealysed thematically.

Ethical
approval

Ethical approval was granted by NUI Galway.
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Including procedures for ensuring rigour and validitie tstudy now
continues with a discussion on hauantitative(4.3) and qualitative(4.4)
data weremanaged It ends with aprofile of the older participantg4.6)
before summarising the chapter (4.7)

4 4 The quantitative stream: data management

The measurement instruments used in this stwdye constructed by Cleit

al. (2006) They include: a selfrated student survey (Civic Literacy

Questionnaire i.e.,, 60t lpau e st i :0Appeadixr Bdand a set of

corresponding grade level observational checklists of stwigatskills and

behavioursthat relate to civic dispositionsiaintained by class teachers

(Student Observational Checklisi . e . ,c h é t k Bppendixd 16)
Expectations for civic literacy from 06Se
gr ade 0 etalf (20@hpp.1314) are integrated for thircand fourth

class pupils in this study.

Questionnaire and checklist were administeredat yearbeginning
(Septembéime-1) and yearend (Jun&lime-2). While acknowledging that
more timepoints might have created matisticaldata, collection at year
beginning and yeaend was the mostealistic optionfor the student
population Multiple baseline design or interrupted thseries designs, for
example, did not suit because multiple observations would be npeded

to interventions to establish a baseline; and afterwards to demonstrate
whether such observations would deviate from expectations derived from
baseline projectiongre-/postinterventionquantitative tools had potential

to alsofulfil such criteria Further, since there were only four categories of
response, iwvas possiblehatpupils might have remembered their responses

if they fell too closely together. Additionally, this reseaprhctitioner and
class teachers regarded tipatstinterventiondata collection would make
more sense at yeand whenall the workshops were ompleted and when

the SPHEcoursefor third/fourth class wagovered.Besides this was a
mixed-methods studyand thereforer e f | ect i ve <c yactioms of déawa
eval uati ond wereiotended gpevideufiplerfentary data to

supportthe quantative function.
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Data were analysed using SPSS (Version @20)determinestatistically

significant differenceg @01)i n pupi | s & eréportedcscotes t er acy s
betweenTime-1 and Time2. Measurements includepairedsamples-tests

to determine p u p i chasigel ratings; independensamples -tests to

measure mean differences between intervention and control groups for

combined civic literacy scorgsand independensamples tests of the

interventiongroup to measuraneandifferenceson the grouns of gender,

class grouping and academic ability levels.

In establishing the worth of the quantitative tools, checks were conducted on
structure, validity and reliability (4.2.1); parametviersusnon parametric
measurement (42); normality (4.2.3) and minimising error (4.2.4)They

arenow considered
4.4.1 Validity and reliability

Validity indicates that a tool measures what it purports to measure
(Rudestam and Newton, 200Ihe two instrumentsised in this study
namelythe studenguestionnaireandcorresponding teachehecklist were
developed by Chi et al. (2006) using a comprehensive conceptual
framework for civic indicators at elementary level. The questionnea®
alreadytested for validity and reliabilityhereashe observationathecklist

has not beetestedheretoforeChietal ( 2006) acknowl edge that
much more work to be conducted to verify the validity and reliability of the
observati on dheeauektibnnardcangiructedoby €het al
(2006, pp.1617), while devised for another cultural setting (USAyas
selected for this studgecauseof its content compatibility wittthe SPHE
curriculum (GOI/SPHE, 1999a 199%). It addressed Personal
Responsibility, Civic Responsibility and Leadership and their ectsge

subthemes.

Evidence for content validity is strong because the instrument includes
items from other established measures of civic development which were
adapted from existingalidatedinstruments(Chi et al, 200§. Examples
include:Developing Citizenship Competencies Kindergarten through Grade
12 (TorneyPurta and VermeeR004); California Civic Index(Kahne and
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Middaugh 2005, KIDS Consortium Student Survéielchior/Brandeis

University). Additionally, the instrument was reviewddr its content by
teachers/administrators experienced with civic education at elementary

l evel; and O6by a nati onal-leamidg¢yostltor y gr oup

devel opment and civic educationd (p.22).

Evidence for construct validity of the questiaire isgood Chi et al

(2006) report 0high correlations of .50
(p.22). While anything over .7 teemed @ood ruleof-thumb (Agresti and

Finlay, 2009), Chiet al (2006) regard interscale correlations high at

0.50~0.60 because items measured some component of civic literacy that

Ohol ds concern for ot her s and communi t
motivation to wuse skills and demonstrat
example the Civic Participation scale was highly correlated with most

scales including Personal Responsibility (.65), Concern for Others (.68) and

Leadership Efficacy (.61)The study now under investigatiaso showed

6goodd6é correl ati o aton dnkRensoma RespOrisibilityc Par t i c
(.57), Concern for Others @8), Value of Group Work §6), Care for

Community (.4), Appreciating Diversity (&), Environmental Stewardship

(.47), Leadership Efficacy (.61and Gvic Thinking (.6). Plausibly, students

who possess a strong sense of personal responsibility and concern for
others/community would possess dispositionscieic participation Aside

there are ten items in Civic Participation whictvould haveimproved

chances ofcorrelation. This was not so thi the other subthems.

Appreciating Diversity and &ic Thinking were considered unreliable with

low correlations(Note d&chool as Communiyjs not a civic literacy main

theme and therefore is excluded from analysithis study. It is a separate

unitunder Chetal. ( 2006 ) ibtecauses ves studentsbd schi
does not represent a selfssess ment of knowl edge, s ki
(p.22) While there is no correspondirizptweerthemes correlation Chi

and c ol | maegtuhe présenstudy shows high correlatisrwhen

guestionnaire itemare collapsed into main them@sable 42):
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Table 42: P e ar s o fhemmes tordatos@estionnaire

Correlations between themes avic literacyguestionnairgcorrelation is

significant at the 0.01 level {@iled).

n=103 Persnal Civic Leadership
Resmnsibility | Resmnsibility

PeronalResmpnsibility | 1 .66 .65

Civic Resmnsibility .66 1 .88

Leadership .65 .88 1

Reading of .65to .88 meanan association between questioasging from
betweentwo in every threeto four in every fivequestions To further
enhance construct validity? e a r sarelaicwas appliedo theteacher
checklist, collapsing a 4i8em tool into the same three then{&able 43):

Table 43: Pearson's betweghemes correlationghecklist

Correlations between themes on student observaibeaklist

(correlation is significant at the 0.01 leveltgiled).

n=73 Personal Civic Leadership
Responsibility | Responsibility

Personal Responsibility | 1 93 78

Civic Responsibility .93 1 .86

Leadership .78 .86 1

There is an almost linear relationship with, at le#fstee in every four
questionsbeing correlated. Considering that all the scales in the checklist
measure civic behaviours, it is plausible that twerelations between
themeswould be high.

The quantitative toolsvere also examined by Cat al (2006)for construct
validity by gender racial and ethnic groupslests of significance for
findings by racialkthnic originwere not research concesnof this study
However,L e v e n es&lsowet egsidtly of variancebetween scoresy
gender; academic ability leveland Interventionversus Control Group

differences immean ratingg¢see Chapter Five: 5.6)
Reliability

Reliability addresses the consistency of the measuring tool, over time and
within measurements (Rudestam and Newton, 20@gliability is

important because otherwise it is impossible to have any validity associated
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with the scores of a scale (Pallant, 2ZDOReliability was measured by
generating Cronbachs nidelsybtneamestiaver es f or e

literacy(see Figure 2):

Reliability Statistics

Cronbachd Cr onbachd| Number of ltems
based on Standardise
ltems
.9 911 9

Figured22z Cr onbachdés al pha for reliability o

The Alpha statistic of.9 is basedn Timel scores of student seiported
scoresEssentially .9 could be considered true score variamoeaning:90
per centnternally consistent reliability variance. Thus the alpha figure of .9

justifies interpretations of aggregated scores in this study.

While anything over .7 iscceptabléPallant, 2007)Chi et al. (2006) report

6good reliabil it ngerem .64oto .78mibesakingan al es r ang
exception of two scales Appreciating Diversity (.49) andicCThinking

Skil |l s ( .THe® gxgdain (hpt.th& &ddition of more items would

likely increasereliability and thatlanguage difficultymay have been a

contributory factor affectingeliability. For example, ey found improved

reliability after combining Moral and Conventional Responsibility under

Personal Responsibility.By comparison, this study showed alpha

reliabilities of between .88 and .9 based on Tinestatistics. The

guestionnairevas distributedvithout adjustment, but teachensere asked

to explain it i n o0l ocal @&keddtuesskamd as nece

around woremeanings

The guestionnaire showed evidence of good correlations between themes,
and good reliability on conducting independent analy3dse Student
ObservationalChecklist while not validated by Chet al (2006), was used

in this studyto supplementatafor the selfreported student questionnaire
beingcompleted by class teachers who knew their students Hestnext
sectionexplains why parametric anagswere chosen over neparametric

analyss.
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4.4.2 Parametric vs. nonparametric options

In deciding whether to use parametric (interval/scale) or nonparametric
(nominal/ordinal) techniques for measuring numerical datasia panciple

applies (Pallant,2007): parametric techniques assume that the sample

population is normally distributed and variables have values indicating both

order and distance whereas nonparametric techniques cannot make

assumptions about the underlying population distribution and, while

possessing meaningful order/rank, measurable distance cannot be

ascertained Anyhow, SPSS techniques are robust enough to withstand

violations of this assumption and, with large enough samples (30+) such

violation should not cause major statistical pratdeNeuman (2000) warns

that the distances between the ordinal categai#sgyughnumbersare not

intervals 6t he numbers are wused fAsidg convenier
Agresti and Finlay (2009) acknowl edge th
scales onhte quantitatvegyual i t ati ve classification is
morecbsely resembl fecaussd ev eray Isewaédleshktas a gl
or smal |l er magnitude than another |l evel (
more powerful methods available forquandit i ve vari ablesé6 (p.1
6when an ordinal response has sever al cal
assign scores to its |l evels and treat it
is a reliable strategyor focussingon t he me a n onétheat her t ha
proportions i n par Onconphriaghe differeneegror i es d ( p
parametric means to noiparametric medians at Time& and 2, the

questionnaire showesignificance ap O 0 . 098 perf cenbf the items, the

remaining 6 per cent showing insignificance in both, whemrested

parametrially and nomparametrially. Consequently,ordinal variables

were usedas interval variablefor this study The next section interrogates

the studyébés robustness, namerlwgre how nor me

addressed.
4.4.3 Normality

Normality was investigated using: histogram and normal probabilitysplo

skewness and kurtosiandL e v e n e 0 sarianae(see Appemdix 7).
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Histograms and Normal Q-Q Plots provide visual descriptions of

normality. In this studysymmetrical belshaped cuns showed greatest

frequency of scores falling towards the middle with smaller frequencies

towards the extremgsnd normal probability plots indicate a reasonably
straight line for normal distributiowhen ploted against a theoretical trend
line.

Skewness and kurtotievalues of +1 are considered excellent for most

psychometric purposes and O6a sampl e

(Agresti and Finlay, 2009, p.94Even a figure of 2 is regarded as
acceptablgPallant, 2007)In this study egative skewness1(11, SD=.24)
indicated wide dispersion o$cores for n=103 (mean=3.33D&3.5),
kurtotic values (.67, SD=.47) indicated rigditled peakedness withii. In
light of the literature, skewness akdrtotic valuesareacceptablecross all
themes of civic literacyAppendix 7).

Homogenity wastest ed wusi ng L e v ehvariarsces(EV.s t
Leveneds test determines how far

mean.Themes being aggregatede v e n e @F=1.52, Sig.£.22) showed

for

away

that EV could be assumed between the Intervention and Control Groups for

mean differences.

In sum, mrmality assumptions apply to this study whessults for
histogramand probability plots; skewness and kurtgsssddL e v e ne 0 s
for equality of meansre consideredThence, parametric techniques are

justifiable Besides6a st ati sti cal met hod i s

test

even when an as shecapgséhe €antrali Lenit Yheosema t e d 6

ensures thatd wen n is roughly about 30 or higher, an approximate
sampl ing di st r i [bmeard regardlesscof the gopulation
distributiord Agfesti and Finlay, 2009, p.155Accordingly, third- and

fourth-classcombinedis the unit of analysis in this studyavingat least 30

students. To analyse classes separately would violate the normality

principle, being less than 30 per clagbnimising the likelihood of error is

considered next.
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4.4.4 Minimising errors

Statistical significance in the social scieads acceptable at a probability of

p @.05 (Agresti and Finlay, 200%lowever, here are two potential dangers

in extracting statistical inferences, namely: wiles null hypothesiss true,
Type-1 error occurs ift is rejected; whethe null hypothesiss false, Type

2 error occurs ift is not rejectedp.160). Typel would happenf the null
hypothesisis not accepted whemroven that there is no significant
difference between an intervention amdntrol group Error can be
minimised if statisttal significanceis reducedfrom pO0 . @ HOO0t. 0 1
(p.113) Then,resultscan beinterpreted at 9%er centconfidencelevels

(PO. 01) . However, statistical poewer of
size, effect size (the magnitude of the difference betwgrenps), and
alphap-value (Pallant, 2010) and according to Stevens (1996), there is the
danger of nossignificant results due to insufficient power with smaller
sample sizesfor examplen=2Q The unit in this study is 30 minimum.
Bonferroni testing (diwding thep-value by the number forepeat tests) can

be appliedto further minimise risk (Pallant, P@). For example, with
paired/independent samples @.01, from two repeated measures {pre
post), a Bonferroni adjustment (.01+2=.005) doubles the stremfgthe
inference, minimising likelihood of Typg error.

A Type2 errorhappens if it is accepted that there is a significant difference
betweenthe intervention andcontrol groupwhenit is untrue Thence, in
controlling for Typel the likelihood of Typ-2 happening is real.
Therefore,in following Agresti and Finlay (2009, p.160)sk is minimised
(Table 44).

Table 44: Decision rgarding thenull hypothesigH )

Circumstance RejectH Y Do not rejecH Y
WhenH 1s found to bdalse | Correct Type-2
WhenH 1s found to bdrue | Typel Correct
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The quantitative stream was interrogated for validity, reliability, modes of
measurement, normality and error minimisatiofhere now follows

consideration ofhe qualitativestreamof this study
4.5 The qualitative stream: practice and data management

This section addresses hgwactice was conducte@.3.3) and how data
weremanaged (4.3.4) aollected evaluatedanalysed and interpreted.

Considering thathe embedded design is quagperimental, aiscussion of

practice is necessary.

4 5.3 Practice

This section addressesagtice as evidenceinformed and evidenebased
(4.5.3.1) reflective cycles (4.5.3.2)and the rationale behind the
interventions (4.5.3.3).

4 5.3.1 Practice: evidenceinformed and evidencebased

According to Veerman and van Yperen (2007), youth care research models
have been increasingly successful at showing the effectiveness of
psychosocial interventions in research settings where sufficient control can
be achieved to demonsteaevidencebased practiceVeerman and van
Yperen (2007) offer a fowstage model for the classification of effective
interventions carried out in actual youth care practice which progress
incrementally from potential, to plausible, to functional, to caffious
interventions and whichcan inform whether the interventios are

responsible for the observed effectnot(see Table &):
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Table 45: Levels of evidence (adapted: Veerman and van Yperen, 2007)

Levels of | Considerations for this Types of Effectiveness
evidence | study(levels are research require( in achieving
incremental) at each level its objectives
Levell Explain key elements of | Descriptive Potentially
Descriptive| the interventions (e.qg. Observational effective

aims/objectives, participar Interviews
profile, types of
intervention).

Level2 Integratinglevel1, Literature Plausible due
Theoretical| communicate rationale reviews to theoretical
explaining why Theoretical evidence
interventions might work | explanations
and with whom. supporting
interventiors
Level3 Integratinglevels1/2, Quast Functional

Indicative | show that interventions | experimental
lead to desired outcomes | (e.g., prepost

(e.g. improved civic studies)

literacy, increased

connectedness).
Level4 Integratinglevels-1/2/3, Action research | Effective
Causal provide supporting studies or

evidence that the outcome Repeated case

are caused by the studies

interventiors. RCTs

Research at level2 is understood as eviderAcgormed practice whereas

by levels3/4it is considered evidendeasedBeing an incremental process,

levels1/2 ideally need tobe undertaken before leve3#4. Levell provides

a clear description of the intervention and its core elements which form the

foundation for subsequent levels. Le@epermits theoretical evidence to go

beyond description in that a rationale is specified together with why and

how intervention activities with particular participamsay lead to desired

outcomes (i .e., for civic Itoleokforacy) : 0A |

effects and how to adjust interventions |

Considered evidencebased practice, levd is indicative insofar as
systematic evaluation of the effectiveness of an intervention shows whether
desired changes haveaurred or not. Indicative evidence can be derived
through pre-post studies that monitor the outcomes of an intervention;

and/or, through quasixperimental studies (QESs) whereby the results of
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the relevant intervention can be compared to the results obra

intervention control. Such data can be used to improve the quality of
intervention® 6 n ot only when the services are f
but also when they are found to be satisfactory but with room for

i mprovement 6 ( p. 21afjandonBsatoradueste ethicdl t he | ac
considerations with childremhe QES provides indica rather than causal

evidence. Therefore, to provide evidence that the interventions are

associated with change, rather than the cause of it, various qualitative

method are necessary in order to support explanations in a Q&Sall,

such research designs can be used to build a monitoring system for planning

and evaluation purposesetieby providing the researcher with systematic

feedbackon interventioreffectivenessLevel-3 interventions are considered

functional because the evidence generated can validate the theory

underlying the intervention, and can show whether the intervention leads to

the desired outcomes or not, and/or whether the results may lead to

adaptan of the intervention or not. However, the degree to which the

actual intervention accounts for the observed results must still be tested

more rigorously with levell research to conclude that the intervention

causes the desired outcomes.

Evidencebased pactice at leve#t requires causal evidence, i.e., whether the
intervention itself has caused the outcome or not. To be judged efficacious,
level4 studyshouldreveal the elements responsible for desired outcomes.
There are two research designs that canyce leve#d evidence, namely
therandomised controlled triaRCT) and the single case study. The RCT is
considered the most powerful design because the results lead to a high
degree of certainty that the intervention causes the observed effects.
Howeve, if the RCT is taken as the gold standard for evaluation purposes,

then 6o0other research designs are often d

to be wunscientificd (p.218). Not withsta
conduct in youth care setting,mosft t he i nterventionsédo
descriptive, theoretical, i ndi cati ve, o

(p.218) and therefore, the gap between evidemoemed and evidenee

based practice might hinder the development of empirically supported youth
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pradice. Asidefrom ethical considerationRCTs could not beonducted in
this study becaudie interventions are a weik-progress and have not yet

been accepted into actual practice in Irish Primary School.

Alternatively, the case study can also prodwesisal evidence for the
effectiveness of an intervention. Here, the student/class can be observed
before, during and aftean intervention so that the course of the problem
behaviour, emotions, skills, and/or cognitions may be recorded. When the
results ofa series of single case studies consistently show change in the
same direction following an intervention, there is strong evidence that the
treatment is responsible for the observed changes and therefore, as posited
by Veerman and van Yprenen (2008h)d otherswhom they cite 6 wh e n
carefully designed, repeated single case studies can provide evidence that is

just as convincing as the evidence from |

A critical feature of the Veerman and van Yperen (2007) model is, however,

t h at demadndirated effectiveness of a particular intervention cannot be
pushed to a higher level than the level of development of the intervention
per mi t s.dhey mean2tHa® gonducting an RCTthereis a waste of
resources ifthat intervention has not et been adequately developed.
Notwithstanding, ltey advise thatesearchersieed notwait until others

have conducted their RCTs naithhold their owninterventions when no

better researched alternatives exist just because they have yet to be shown to
be effective. Instead,researchersshould participate in practiedriven
evaluations to gain greater insight into the effectiveness of their own
interventions so as to improve daily practice and accountabilittheo
stakeholders. In short, practideiven studies can generate practizased
evidence for the effectiveness of oneods
Mellor-Clark, 2003) which infers that novel interventions, such as those
contemplated for this study, can be used to show higher levels of
effectiveress on the foustage continuuntheorised by Veerman and van

Yperen (2007)
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4.5.3.2 Practice: reflective cycles

In order to give the reflective cycles some structuractcefollowed the
Gwarenessctionevaluatiodsequenceised byForoigein their Citizenship
Programme (Fordige, 2010} was considered straightforwardmodel for
working withthe participant# this study(see Figure 8).

There are three main elements to the permanent tsb Fordige Youth Citizenship Programme:-

AWARENESS - ACTION - EVALUATION

L
EVALUATION AWARENESS

‘ Explore your community and
Discuss  what —went  well identify possible improvements
throughout the duration of the

; that are needed.
project, what could be done
better, what was learned and how

" NG AcTIoN /

Decide what action you will take on
one of these needs.
Plan and organise the action.
Take action!

Figure 43: Reflectioncycles(permanent tsb Foroige, 2012, p.4).

The 6 a wa r-actioeesvsa | uat i oaskidd tmneedoere questions

throughout the study:

1 What issues have you become aware of that you could help to solve?

1 What actions do you suggest taking to solve the identified problem?

1 What was the result of the action taken?

0 warenes8was facilitated wherever pupils and volunteersame together

for learning collaborations. Following dwarenes$ actionoriented
programmes were planned, thus providing real opportunities for children to
engage in civic action®Actionéworkshops, while broadly informeuly the

civic literacy concept (Chet al, 2006)evol ved according
reciprocal teaching/learning needs. For example, volunteers led off with a
presentation  artefacts which sparked diverse interests among the
children, and prompted a @e array of learningollaborations like musie
making; craftmaking; storytelling and local historZonsequently, laldren

discovered areas where the volunteers wanted to learn new skills, like
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modern dance, Irish reading, and ICT skitiSvaluatiord took place after
project completion in workshopg£valuation was based otne critical
reflection of participants and key informants as weltasi s r esear cher 0
observationsn discussion wittparticipants andlass teacher©bservation

is a deliberatesystematic and planned data gathering process guided by a
particular issue and is a useful technique for evaluating intergenerational
programmes being complementary to data gathered with other tools (Pinazo,
2009). Participants gave their evaluative feedkaverbally andfrom their

own reflective logs/journalsTexts from reflective journals were used for
methods triangulation (Bryman2004) betweenp ar t i cdrah amit s 6
written submissionsYounger and older participantmnalysed what went
well, and how hey could have done better and decided collaboratively on
future actions derived from a growing awarenesgrattice The method is
furtheroutlinedin Table4 6.
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Table46: The ¢-adione ¢ alk s(@&dréige20H) pp.3771)

Domain Meaning for pupils Method adapted by pupils: Desired outcomes for civic literacy
Awareness Enhance awarenessof |[Pupi | s di d a vi r |Research skillstoexplore anissue, asse
what is going on in their | finding out what volunteers were needs, decide a plan, and talation.
community and raise interested in learning from them. The
awareness of different prepared lesson plans with teacher a
socal needs. researcher support.
Action Develop organisational | Pupils planned, organised and enga( Set a learning goal; plan the lesson; achig

skills. Pupils learnto a | in action. They set goals and decide( the goal.
0 n eresdurcesactivities | how they were going to achieve then

goal 6. They found ways to connect to
community by initiating actions.
Evaluation| Combine agbn with Process evaluation: Pupils reviewed| Outcome evaluation:dpticipants assessed

reflection and discussion | what went well and decided what whether themes of civic literacy were
and learn how to evaluatgq further action was needed to improv¢ learned or not. They gave/got feedback &
their own progress. learning. planned next actions.
Show case: They displayed their wo
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There next follows discussion othe interventions chosen for this practice.

4 5.3.3 Practice:the interventions

The first step in workshops was to facilitatescussion around pupil

participation in planning and decisiomaking processesin support of

Article 12 (UNCRC, 1989)the participatory models of Hart (1992) and

Treseder (1997) had greatest applicatiorc hinitlatdd, shared decisions

with adultsd -iamnidt/ioart etdh e shadweldt deci si ons
Accordingly, children were empowered &xtively engage in reasmg out

how the workshops might be constructed so as to derive desired outcomes

for civic literacy. Th e OKWLHG6 technique ( Ogl e, 198
determineprior knowledge; plan how learning was to be constryched

assess learning outcom&s3 infers hdping students recall what thé&ypow

of a subject;Wd means helping students determine what thewnt to

learn; L& means helping students identify what tHegrned, and Hd

conveyshow they can find sources of additional topic information.

The interventionsincluded: music and dance; arts and crafts (knitting,

sewing and weaving); conversational French, German or Spanish;
interviewing; storytelling (including history and artefacts), vocabulary

building and creative writing; technology skjllsand environmental

awareness.
1. Music and dance

Music and dance served to facilitate interaction between young and old.
Intergenerational communication is a sequential process that most naturally

begins with the type of superficial contact that is generatedibfc ee ak er s 6

or OwpstM which can give way to additiona
more intensive, idepth communication later on (Kaplan and Hanhardt,

2003; Kaplan and Lawrenckacobson, 2006)Volunteers would teach

children an old song. In @i, children would teach volunteers a modern

song with a dance routine. The idea was that participants would find a

mutual performance together (Aldridge, 2005) through shared music and

dance.
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2. Arts and crafts (knitting, sewing/embroidery and weaving)

The objective of this intervention was to facilitate the volunteers who passed

on the tradition and manual skills of embroidery, knitting and weaving to

the children. Children were taught basic knitting and sewing stitches by the

volunteers. The productsndluded headbands/hairbands, scarves and

OTrauma Teddi esbo. Those who became mo r ¢
including those who already had learned knitting at home, went on to form a

group of intergenerational knitters (fowthass girls) who knitted Trausn

Teddies for the ambulance service. Sewing (thbiegs girls) involved

embroi derisnggcki madnttadw accommodate Sant ab
involved |l earning how to make the differ

reflect different local traditios
3. Artefacts

The purpose of presenting artefacts was to connect children to life long ago
through the older generation and to promote critical thinking. Artefacts
included: shoe last, darning mushroom, the sampler, rib bones/percussive
instruments, @y pipes used at wakes, te&ean for turf-cutting, candle
reading lamp, hot water jar, (ironing) iron, carpentry tools and samples of
ti mber/ woods, sculpting tools and sampl e
letters and memorabilia from World War Two. Inet presentation, each
artefact became a story. For example, slean became a story on turf
harvesting whereby themeitheal (group collaboration) approach was
fundamental to success. The darning mushroom and theladtdeecame
stories of environmentalboservation. The candlamp toldof how people
would gather and share the light when performing duties like homework.
The samplenarratedhow peoplelearned to embroider. Clay pipes told of
the customs, food and drink consumed at the Irish wake. Rils hosved

how a percussive invention could benstructed Carpentry and sculpting
tools told of how people performed carpentry or sculpting skills before the
adventof modern technology.
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4. Conversational French, German and Spanish

The objective of thes interventions was to help the pupils to appreciate

diversity. These interventions were presented by retired secondary school

teachers who had been subject teachers in these fields. The languages

followed a common format for introductory initiations: ctasies, naming,

age/counting numbers up to 20, family members, days, months, seasons,

pastimes, customs and etiquette. Rubkey featured strongly in these

interventions with partners pretending to be German, French and/or Spanish

and copying the facilitatr 6 s di rections for the spoken
practice courtesy and respect for another through communication in a

di fferent | anguage while also getting th
culture and country. It also offered the volunteers an ppity to learn a

new language.
5. Interviewing

Interview Day was the learning toakedto develop research skill§he

idea was that studentsould conduct research by finding and analysing

multiple sources of information, drawing conclusions amebsenting

findings. Volunteers presented themselves to be interviewed on special
interests/careers in which they might have given presentations previously

and about which pupils wanted to learn more: business and banking,

creative writing, world history,volunteering, forestry, farming, stone
cutting, |l ife Il ong ago and world travel

signed.

Being a participatory approacih,allowed pupils to have the ideas, plan the

interview schedules, interview the volunteers, takenguwith roles of

responsibility, and cooperate in the waitp while drawing on volunteer

assistance The model reflects the top O6rungé
participation (section 2.1.3)Pupils were prepared ahead in interview

protocol by this reseah-practitioner and their teachers. Data were sourced

from curricular work; learning logs from previous workshops; and/or
library/internet. Interview schedules were circulated to the interviewees

ahead so that they could prepare data and teaching tbdidre@ worked in
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teams of four/five: interviewer plus assistant/s; reporter plus assistant/s and
listener/s. Roles were rotated throughout and teams changed tables every
twenty minutes so that every child could experience a different
responsibility througout the interview process. Interviewees awaited
rotations. Ten topics were undertaken across two classrooms. A plenary

discussion followed the interview process.
6. Storytelling, word-building and creative writing

The idea behind the storytelling was that volunteers would narrate stories to
chil dren, aut hor ed, adapted or based on
creative imaginations and powers of critical thinking. To enhance
vocabul a-€l u b édva-gildwere chosen workshops in English
and Irish. To facilitate creative writing, volunteers showed children the
techniques involved in writing poetry/story and wrote poetry for them.
Volunteers presented slide shows on local history including archaeological
sites and artefacts (e.g., local dolmens, fairy forts, passage tombs), and local
monasticism. Volunteers also presented on aspects of world history. The
idea was to connect children to the past so that they would develop an
awareness of their place in Europdastory. Local and European history
were interwoven with wartime literature, including writings by the

volunteers themselves.
7. Technology skills

The objective of this workshop was to facilitate the pupils to teach the
volunteers a skill in which theyald competence, e.g., Information and
Communication Technology/ICT. Volunteers brought along technological
accessories like iPads, iPhones and laptops for the lesson with their child
teachers. The idea was that in being able to teach technology, childfen mi
develop the confidence to teach other subjects to volunteers like modern

song or dance or Irish reading.
8. Environmental awareness

The intention was to create an awareness of local flora and fauna so as to

protect the environment. Volunteer presentat included discussion about
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where various trees, plants and wild animals are to be found locally.
Presentations included: samples of wood, timber and leaves and how to
recognise and grow trees, such as chestnut and oak; waterways, fish species
and habits, fishing gear and safety tackle necessary for fiskang a

botanic presentation on the local wild flowers.

So far, this section has discusgmdcticeas evidenceinformed evidence
based reflectionbased and interventionsbased. The discussionnow

continues withdata management.

4.5.4 Data management

The qualitative streammefers to the allection, evaluation, analysis and

interpretation ofjualitativedata as discussed next.

45.4.1 Data collection

Data werederived from groupclassdiscussionsand the learning logs of
participants;researckpractitioned s 0 b s e and veritten submissions
from key informants (teachers and parents/guardia@sdup discussion
with volunteerdastedgenerallyone hour andocussed omchievingdesired
outcomes for civic literacy with questionsof-thekind: How could
workshops be improvedVolunteers were invited to write down their
reflectionsduring workshops and/doefore group discussion. Theyere
encouraged to refer to theioteswhen group discussy so hatspoken and
written datacould be corroboratedGroup discussionsvere transcribed
verbatim Children likewise discussed how the interventions might be
improved. Children were familiar withthe terminology pertaining to the
civic literacy concept bothrém logs to which they could refer and from
information sent to their homes (Appendic®$). Children in SchoolsA
and Cmade oral submissions. Children in SchBahade oral submissions,
artwork/drawings and/or written reflections. Children in ScHopht their

t eac her, ote deschipgve passages for homework describing what
they learned with/from or taught teolunteersduring workshopswhich
formed the bases of their critical reflections during foHapv visits. Each
intervention necessitateadfollow-up visit to SchoeD. It was integrated in
workshops in the pilotdt entailed four extra visits to ScheBl
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4.5.4.2 Data analysis

Qualitative dtawere analysed thematicallythe quantitativeool inspired

the design of the interventions andhet subsequentthematic analysis.

Themes are patterns that describe and organise observations and interpret
phenomena (Boyatzis, 1998Jhematic analysis was chosen because it
6captures something important about t he
guestion, and represents some levglaifernedesponse or meaning within

the data setdé ( Br aRwubinand Rubi€®(139p.R26), 2006, p
consideranal ysi s exciting because Oyou di sc
embedded t hr oug h oHotwevey, theilogic ofrEtyetralvi e ws 0 .
(1997, pp.208206) makes more sense for this study. Tlague that we

derive themes driven by research sfiens.Theyconsidei t o6unr eal i sti co
expectt hat O6i f we Just | ookd hlarkle eengé ohe
the half shell 6t hEBEmey maiest aied® tamytwheir fe,
in our heads from our thinking about our data and creatirigs las we

under st alncontexthienead gathering data from workshojisee

Appendix 18)and connectinghem to civic literacy themeswhich were

sourced through Chet al (2006) Consequently,qualitative data were

analysed thematicallgs was done witthe quantitative tooso asto give

the analyses structairconsistency (see Appendi®)1Effectively, the data

collection system centred on gathering the data from participants and key

informants and then attaching it to the pertinemintb/subtheme of civic

literacy. Qualitative analysis therefore addressed doastruct of civic

literacy under three themes (Gitial, 2006): PersonalResponsibility Civic

Responsibility andLeadership

According to Braun and Clarke (2006), thereasreal formula for thematic

analysisitisa f | exi bl e tool to be used whenever
and methods matchwha t he r esear c {pe8b).SWwermans t o know
(2000) offers workableguidelines analyse the whole dataset rather than

selected excerpts; monitor the applicability of findings through a process of
crosscomparison throughout the analysis which questions whether data are

restricted to a particular instance in the dataset; seek out cases in the data

that deviate from the p&trn being described because such comparisons
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between the deviant and rdeviant cases might strengthen the validity of
the analysisBr aun and CIlodmikntechesklis{ a2 €riteréa )for
good t hemati c was addiorailys donsultedat guidée
transcription, coding, analysis and wsip.

Transcription d data/transcripts were transcribed to an appropriate

level of detail, and checked with participants for accuracy.

Codingd was thorough, inclusive and comprehensive for each data
item (themg, so that themes were supported across relevant extracts
rather than across a few vivid examples. Themes were checked against
each other and against the originddtaset to establish inteal

coherence and consistency.

Analysisd involved searchingacrossthe dataset to find repeated

patterns of meaningData were analysed and interpreted, not just
paraphrased or descri bed. Participants
were evidenced ni their own reflective writingand/or verbal

submissionsThence, extractdlustrated analytical claim# balance

between analytic narrative and illustrative extracas soughso as to

convey a convincing story about the themes.

Write-upd the method and reported analysisdeavoured to shoe

good fit betweendesired outcomesnd actual outcomes for civic

literacyand in consequencg,oung chil drend6éfheci vic enga
overriding guidelineisthabt he f i ni shed product cont ai
I not necessarily that detailéddo f what was done, and why
The language andonceptsused in the writeip strive to take

cognisance  of ontological assumptions of inclusion,

interconnectedness and -creativity invoked by Whitehead and

McNiff (2006) for living theory approache$hus,e very parti ci pant 6:
contribution is submittedas grounds fora valid knowledge claim

being premised on an epistemology understood as inclusive,

interconnected and exreaed
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Themesof civic literacy were addressed througkhe interventions and
inspired by the quantitative toolsonstructed by Chet al. (2006). In
consequencethe writeup for the quantitative and qualitative analyses
follows the same structural form&ualitative findings were analysed using
thed S e-QuoteComment mode{f SQC) & i nWeaverhlightbweb y
(2014) This model has tke phases:

Setup (S): Researcher sets the scene forttiesis being tested he
thesis is stateds atheme/subthemé’hen,some contexis presented

that backs up the thesis statement. It indicates the quotation to come,
who said it andhe context.Sincethis is primarily an action research
project descriptions of workshops/interventions set the scene by
offering evidence of work doneDescriptions arédoth photographic

and verbal.Photographic evidence igsed to capture the embodied
values (i.e dialogue, connectedness and practice) of the practitioner
researcher in ways that texadsed reportage cannot.daccordingly,

Whitehead and McNiff (2006) advise usidgmu | t i sensory

f or ms

communicaton such as pictHEs8%ks and graphicsé

Quotation-stage (Q): Quotationsfollow the Sstage ands another
name for any data which articulate the theme, for example: field
notes, observations, visual representafgmstographs and data
collected fromparticipantgpupils and volunteergnd key informants
(i.e., teachers/principals, parents/guardians, atids research
practitione). Quotations(Q) demonstratehe learning that took place

in workshops.

Comment (C): Analyses of the findings followhe Q-stage Evidence

is sought for pups developing skills and dispositions of civic literacy.
It involvestying the data back tthe given construct otheme/thesis
being built It may require explanation through support from the
literature The rext theme is signpostedndt he 0 ®€a@d (
Hightower, 2014) process iepeated until all themes are analysed

Thence the qualitative data are analysed thematically and presented
separately sidiscussed next.
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4 5.4.3 Presentationof data

Quantitative and qualitativetreamsare presentedgequentiallyin this study
because they aranalysed separatelyResults from the quantitative data
collection procedureinformed themebuilding in the qualitative phase.
While the two databases were not merged, ghalitative data collection

and analysisvere embedded before, duringdaaifter the quantitative phase.

Narrative integration informed by Fettees al (2013) was the approach
chosen toincorporatequantitative results with qualitative findings this
study It involves three basic approachegeavingcompriseswriting both
qualitative and quantitative findings together on a thegrtheme/concept
by-concept basisstagedeportswhich produceresultsof each step in stages
as the data are analysed and/or published separatelgontiguouswhich
involves presenting findings withim single report, but with the qualitative
and quantitative findings being reported in different sections. Brady (2010)
used tle contiguousapproach in hedoctoral study omn assessment of the
viability and value ofyouth mentoring as a policy option in the Irish
context.Since loth types of data yielded important findings independently
integration was notequired in her case until the en@ihe contiguous
approachworked in this studyoo and thencegualitativefindings (Chapter
Six) while supplemental to quantitative results (Chapter Fivere separate

from them.

Ri gour and validity are discussed next

methodology and claims to knowledge.

45.4.4Rigour and validity

Rigour concerns choosing the methodology whichdest allows the
researchr to conduct systematic inquiry in order to present a warranted
assertiond ( S wehbssedtially rigdur0i® @ , process &o) .
interrogateif and how young children leaed civic literacy skills, and in
consequence, if and how their civic engagemest activated. In this study,
rigour was ensured througlselection and use of multiptesearch methods;
reflective cyclesof awarenessctionevaluation (Fordige, 2010)and a

focus on participants and what and how theye learning.
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Wi nt er § pp.3§66) @refia of rigourguide thes t u dyyabtative
stream in addressing reflexive critique, dialectical drque, multiple

resourcesrisk, pluralty, and theorypractice tansformation.

Reflexive critiqued relates to judgements mady the participants
from their own personal experience§.o improve this practice

reflectionon theirrole in the research processs needed

Dialectic critiqued engages with the idea ebntradictionwhich, in

living theory (Whitehead and McNiff, 2006), is revealsh en oned s
values donot translate into practiceThe researckpr act i ti oner s o
educational valuef practice, connectedness and dialoguere

scrutinised constantly to deterreinif they were transmitted in

practice.

Multiple Resource$ include the voice of coresearchersnamely
participants,key informants,the Academy; researcliterature, and
researckpractitioner Questioning of statements and actions provided
insight intopractice

Riskd there are risks and challenges to established research
paradigmswhen one engages with living theory (Whitehead and
McNiff, 2006). Accordingly, other perspectiveseed to beonsulted

for whatalsoconstitutes valid research.

Plurality 0 multiple forms of research require multiple forms of
reportage. This study incorporates viewpoints represented by written
text (reflective journaling), spoken data submissionsaudio

recordings, and photographic displays.

Theory-Practice  Transformationd theory and practice are

interconnectedn the living theory approactone informs the other.

Thence, the researcher shows how a contribution is made to practice

which, by turn, can inform living theorieOn e 6 s own | earning
emerges through engaging witlhet literature, the enquiry and

practice.
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Validity concernswhether the research doeghat it claims to do and

whether the reader can believe the resuMalidity is aboutmaking a

truthful and trustworthy claim to knowledge,.jé s howi ng tyhe aut hent
of the evidence base, explaining the standards of judgement used, and
demonstrating the reasonableness of the
and McNiff, 2006, p.98)Habermas(1987) states that when language is

used for reaching an understanding witiother there areertaind mu st s 6

which constitute the validity basis of such communicative actioshort, it

must be truthful, understandable, sincere and appropriate:

6The speaker mu s t choose a comprehens
speaker and hearer camderstand one another. The speaker must

have the intention of communicating a |
hearer can share the knowledge of speaker. The speaker must want to

express his intentions truthfully so that the hearer can believe the

utterance bthe speakerFinally, the speaker must choose an utterance

that is right so that the hearer can accept the utterance and speaker and

hearer can agree with one another in the utterance with respect to a

recognized normative background. Moreover, commtinigaaction

can continue undisturbed only as long as participsupipose that the

validity claims they re®iprocally raise

Th e ab o v stredgthenedtvaliditin reducing thepossibility for bias

by gathering a wide spread e¥idence fromparticipants (young and old)

key informants (teachers/principals, parents/guardjangnd research
practitione) who are deemedesponsible in the research procé#s®ugh
engaging in and reflecting #on-action (Schén, 1983)Additionally, the
researcheconsultedwith 6 ¢ r iftriicetmahsu@ te accuray of data
submittedfor critique and to benefit from threideas on ways tamprove
learning. A 6critisal o6triuen & dl person who as§ks
guestions, provides data to be examined through another lens, and offers
critiques of a p€Eosbaold AN epadadyl i c k,
consultingWinter (1996)for rigour and Habermas (1987)r validity the
reearchpractitioner ensuk as far as possibl¢hat the researchwas
rigorous and validThe volunteer profile is presented next.
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4.6 Volunteer profile

Thirty-four volunteers participated in this stu@see Appendix 13)Their
educationvaried from lowersecondry (24%) through upper secoay
(33%) with 43% having attaindtird-level educatiorfFigure 44).

Volunteers' educational attainment (n=34)

4N O
13
11

m Lower second level

Upper Second level
Third level

Post-graduate

Figure 44: V o | u n edeocatiorsafirofile

Volunteersbrought their experience frodiversecareergFigure 45):

Volunteers' Occupations (n=34)

m Management

m Teachers

m Family Business

m Family Farm
Secretarial

Sales

Health Services

Figure 45:V o | u n taecemprofilés

Approximately me-third of volunteerswere retired teachers4(primary, 6

secondary),some of whom acted ascr i t i c al friendsd (Coste:
1993) to thestudy Primary teachers helped to induct the other volunteers,

including the researckpractitioner, intoa deepeunderstandingf primary

school childrerand their learning needs

Being retirees, the volunteers were aged 60 years and abaeh&ivwere

aged over 70 yea(§igure 46)
135



Volunteers' age profile (n=34)
m 60-64
65-69
u 70-74
3 75-79
80-84
m 85-89
Figure 46:V o | u n age profile 6
Most of thevolunteers were femal@&igure 47):
Volunteers' gender profile (n=34) = Male

Female

OFRP NWAOUUIO N O

60-64 65-69 70-74 75-79 80-84 85-89

Figure 47: Vo | u n geaderpsite
4.7 Chapter summary: the research questios

The central research questioifo what extent and in what ways can
participation in intergenerationalearning collaborations activate young
chil drenoés C id gan ;mow ebabgokeg elowaintd Specific
research questionmformed by: the researchliterature on youth civic
engagemenand intergenerational engagemettieoretical foci of practice,
active learning theories and acti@mdmethodology and methods.
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The research questiohavethus become:
QUANTITATIVE:

The hypothesis is that young children who participate in intergenerational
learningcollaborationswill score more positively on measuresttod civic

literacy concepthan children whare not involved in suchollaborations
Therefore theuantitativequestion is

1.To what extent di dscardschdngeroenaihs ci vi ¢ | i

academic year when measuseddiwvo time-points?(Chapter Five)
QUALITATIVE:

The questions in the qualitative stream are intended to supplement the
primary quantitative phase, to understand contextual factors during the
intervention that could affect the outcome, and/or explain results after the
interventions are completed (CreswelldaRlano Clark, 2011). Thus the

guestions are:

2. How do intergenerational learning collaborations impact tha

developmentof oung <chi |l dr en 6 qChaptenSixc | it eracy s

3. In light of theliterature, how canlesiredoutcomes for ciic literacy
be conceptualiseca s young childrends <civic enga:
Seven)

4. How can such engagement be attributable to intergenerational
learning collaborations(Chapter Seven)

5. What issues arise from the research that are worthy of further
consideratia? (Chapter Eight)

The next two chapters address the quantitateseilts(Chapter Five)and
qualitative findinggChapter Six)
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CHAPTER FIVE
QUANTITATIVE RESULTS AND ANALYSES

5.0 Introduction

The research hypothesis ftre quantitative stream dhis study is that
young children who patrticipate in intergeneratiolearningcollaborations
will score more positively on measurestlod civic literacy conceptthana

control groupwvho are not involved in suchollaborations
To test this hypotbsis,the followinganalytical tools were used

o Pre/postintervention pairedsamples -tests of the Intervention
Group s -reported civic literacy scorgs
0 Pre/postintervention pairegsamplest est s of teacher so
checklists othe Intervention Group
o Independensamples-tests to compare mean differentes t udent s 6
saoresfor InterventionversusNorrinterventionControl Group
0 Independensamples tests to establish if mean differendes the
Intervention Group s S ac@uet@& s
1 Gender (boysersusgirls), or
71 Class groupingThird versusFourthclass), or
1 Academic ability range (lowesersusaverage and highest).
Civic literacy scoes were measured over two thpeints: Timel or
academieyear beginning (SeptembggndTime-2 or academigyear ending
(June). The primary school year is generatheptember to 30June. Data
wer e dr awn f rraponted cipialiperady guiestienealrels (Ghi
al., 2006) (Appendix 3) applicable to SchodB (third- and fourthclass
girls), SchoolD (third- and fourthclass boys) and Sche#gl (third- and
fourth-class controf) and the Student Observational Checklist of Civic
Skills and Behaviours (Chat al, 2006) (Appendix16) which applies only

to Schools B and D where intervimts took place.

Quantitative data were processed using SPSS (Vera®n Figures

indicating statistical significancextractedfrom SPSS(see Appendix 20)
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are presented using MS Excel and are rounded to two decimal places in the

write-up.

The confidere interval, set at 9Per centinfers that significance is sought
forp O0 (2@ailed) on all themes/subthemafscivic literacy.

Effect size or etasquared

Whereas statistical tests of significance reveal the likelihood that
experimental results differfrom chance expectations, -effesize
measurements, or esguarede t a)] shok|the relative magnitude of the
intervention by telling the size of the intervention effect (Thalheimer and

Cook, 2002)Formulaeto derive computationare presented in Fige!5.1

Formula: Paired samplegdsts Formula: Independent sampletests
etaz= [¢[t2+(n-1)}] etaz [t2[{t2+(n1+n22)}]

Figure 5.1: Formulae for magnitude of effect size
Coded terms

Observationathecklistcompiled by class teachei®.,6 c he 0| i st

(@)

Third-and fourthc | as s g i r |-and fogthcrl lassés; btohyisr=do b oy s
Third-and fourthc | ass contr oh mn& @arnvterndali omr GNomu p 6 ;
Third-and fourthc | asses girl s and boys=06the Inter
Time-1=Yearbeginning/September; Tirr&= Yearend/June.

Statistical terms: m=mean SEMI=standard error of the mean at Tiie
SEMZ2=standard error of the mean at TuZe MD=mean difference;
SD=standard deviation; p-value=probability value (twtailed); 99%
Cl=99% confidence interval of the differena@ndetas qu ar ed =or etall £

magnitude of effect size of the interventions

Format for analyses: The unit of analysis ighird- and fourth-class

combinedper cohort of girls, boys and/or controt. was important to
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compute data for units of ndQ&idh ( Agrest i

4.2.3)which was the case when classes where combined

To answer theresearchquestio® To what extent did chil d
literacy scores/ratingschange over amcademicyear when measured at

two timepoints® the civic literacy concept iseported for three main

themeqChi et al,, 2006):

1. Personal responsibility (5.1) (Subthemes: Moral Responsibility:

Conventional Responsibility)

2. Civic responsibility (5.2)Subthemes: Concern for Others; Value
of Group Work; Care fo€Community; Appreciate Diversityand

Environmental Stewardship)

3. Leadership (5.3) (Subthemes: Leadership Efficacy; Critical
Thinking; Civic Participation)

Themes andsubthems were constructedy Chi et al (2006) and are
capitalised throughout for ease of identificati@tatistical data are first
presented subthenri®-subtheme in sequence reporting stattitatafor
girls, boys and control separately. Tharsummaryverview of each theme
is presentedtatistically. ltaggregates subthemieto main themefom the
perspective ofstudents and teachesgparatelyand thencompares them

both foreffect size
5.1 Theme One: Personal Responsibility

By Personal Respongiity, it is understood thata student accepts

responsibility for his/herown behavior and generally displays good

judgment(Chi et al.,, 2006) The student also demonstrates responsible work

habitsl i ktayingpontaskwvor ki ng i ndependently and sho
(p.11). It encompassestwo subthemes Moral Responsibility and

Conventional Responsibility.
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5.1.1 Moral Responsibility

Quest

i ons

i mproving

Responsibilityscores over the academic year whereas the Control Group did

i n t

not as shown in Table 5.1

hi s

subt heme

Table 5.1: Personal Responsibilityoral Responsibili

gender al |y

. @irle and bowso gigkificantly improved Moral

Theme 1: Personal Responsibility: student seleported scores

Subtheme 1: Moral Responsibility

Group Time-1 Time-2 MD SD |t df |p
+SEM1 +SEM2

Girls 2.82+.11 |3.31+.05 |-0.49 [0.68 | -4.62 |40 |p<.01

(n=41)

Boys 3.05+.09 |3.56+.07 |-0.51 [0.51|-5.69 |31 |p<.01

(n=32)

Control | 3.2+.1 3.19+.1 +0.01 | 0.51 | .12 29 [p=.91

(n=30)

Improvementmay be due to the provision of workshops whereby children
were taught the value of moral responsibility. For exammie volunteer
introduced the children to aspects of-pate inanticipation ofgetting a pet

for life, not for Christmaswhile the othervolunteers worked with the
children in dialogueto help them understand the importancetaiing
responsibilityfor a pet They also learned responsibility from learning to
sew a bubn onto fabric.Theseinterventiors are more fully reported in
Chapter Sixsee 6.1.1)

5.1.2 Conventional Responsibility

Questions in this subtheme generally concerreéd i n g oneds
independently of any supervision and following through on tasks
undetaken. Unlike the Control Groumirls and boys showed significant
improvement in selfeported mean scores for Conventional Responsibility

over the academic year as presentefhaible 5.2.
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Table 5.2:Personal Responsibilit€ onventional Responsibility

Theme 1: Personal Responsibility: student seleported scores

Subtheme 2: Conventional Responsibility

Group Time-1 Time-2 | MD SD |t df |p
+SEM1 +SEM2

Girls 3.26+£.09 | 3.72+.05|-0.46 | 0.55|-5.37 |40 |p<.01

(n=41)

Boys 3.18+.07 |359+.05|-0.42 | 041 |-57 |31 |p<.01

(n=32)

Control |3.53+.07 [3.33+.® | +0.2 |0.43 | +2.65 |29 | p=.013

(n=30)

The significant improvement for girls and bogeuld be accredited tactive

learning opportunitiesvhereby children practised teaching older people
different skills for which they had to know the rules before imparting the
skill to the older person. Such skills included teaching the rules for modern

dance step®r aspects of information technology songas is explained in

Chapter Six (see 6.1.2While it might appear that there wadmost

statistical significance for th€ontrol Group in fact they showed lower

mean scores at yeand. The minusintegerwhen squared cors@round to

plus and thigiccounts fop=+0.013.

There now follows summary results for the main thefersonal
Responsibility. It

includes:

student

selfeported

SCOr es

observations and comparison of studemtéand teacher ératings for

magnitude of effect size.

5.1.30verview: Personal Responsibility

The combined resultsfrom Moral

Responsibility and Conventional

Responsibility while equal as the sum of iheparts 6eeb5.1.1 5.1.2)

faci

of Pasonal

Intervention Group, showed significant improvement for

itate

compari son

a g a overalltheme h e

Responsibility. Girls and boys combined namely the

Personal

Responsibility from Timel (m=3.08£0.06) to Time2 (m=3.%5+0.03;
t(72)=8.59, p<0.01) whereasthe Control Group showed overall dis-

improved scoresat Time-2 (Mm=3.26+0.09; t(29)=1.79, p=.084) besides
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Time-l (m=3.37+£0.08) Mean scoresare displayedfor each cohort

separatelyn Figure 52:

Theme 1: Personal Responsibility:

Students' selfreported scores
()]
(@)
£
[
(=
I
()
i
(%)
=
S
£ 3rd and 4th  3rd and 4th  3rd and 4th
n Class: Girls  Class: Boys Class: Control

ETime-1 ®Time-2

Figure 52 Personal Re s p omepartddisdorest y: student so
Corroboratively teachersreport significant improvenenti n  pupi | s o

behaviours over the year for Personal ResponsibiBigls improved from
Time-1 (m=2.89+0.®) to Time2 (M=3.65+0.08, t(40)=14.31, p<0.01)and
boys showed even greatemprovementfrom Timel (m=2.09t0.13) to
Time-2 (m=3.6+0.13, t(31)=13.9 p<0.01)(seeFigure 5.3.

Theme 1: Personal Responsibility:
Teacher Observations
()]
(@)
=
[
[=
I
()
£
)
ol
Q
5
= 3rd and 4th Class:  3rd and 4th Class:
Girls Boys
Time-1 = Time-2
Figure 5. 3: Personal Responsibility:
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The findings support each other for theoverall theme of Personal

Responsibility

Magnitude of effect size(eta-squared/&| )
According to trédirgs st t é&esf (779145 .89)of

51% magnitude of ef fect size whereas ba
them, it is.76(233.48/305.48pr 76% magnitude of effect siz€onsidering

C o h e n 6 sqguidelin@s8(A3jsmall effect; .06=moderate; .14=laygene

effect size is largavhether fromp u piolrs 6t eachersBhisper specti
meansthat the averagecore of the pupiln the Intervention Group is at

least .51standard deviations above the averagere of thepupil in the

Control Group This suggestthatthe variance between the two groups may

plausibly be due tointergenerational collaboratisraimed at developing

personal responsibility in young children whereas the Control Giougot

engagen such collaborationgivic Responsibility is analysed next.
5.2 Theme Two: Civic Responsibility

Thetheme ofCi vi ¢ Responsibility is defined an
others, valuing group work, caring for community, appreciating diversity
and demonstrating envi etah 2006) p.a5). st ewar d:¢

Results for each subtheme are presented sepabaiely.
5.2.1 Concern for Others

Questions in this subtheme were generally about helping people in need and
being kind to othersSignificantly improved scores were evidenced in the
self-reported ratings of girls and boys from Tiwhdo Time2 whereas the
Control Group showed no chand@uantitative resultselating toConcern

for Others are present@dTable 53.
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Table 53: Civic Responsibility: Concern for others

Theme 2: Civic Responsibility: student selreported scores

Subtheme 1: Concern f@thers

Group Time-1 | Time-2 MD. | SD t df | p
+SEM1 | +SEM2

Girls 3.2+.08 | 3.8+.03 -0.6 049 |-7.76 |40]|p<.01

(n=41)

Boys 3.14+.08 | 3.58+.06 |-0.44 | 0.43 |-581 |31|p<.01

(n=32)

Control | 3.57+.05| 3.57+.07 |0 0.29 |0.13 29| p=.9

(n=30)

The improvemeninay be attributable to the interventiotssignedowards
demonstratingoncern for anothethroughintergenerational collaborations
For exanple, L&-Gaeilgewas an interventiondesigned to help the oldest
volunteers, aged 70 years and more, to read mddshnthe print of which
hadchangedsincethey hadleft school La&-Gaeilgeis more fully explained
in Chapter SiXsee 6.2.1)

5.2.2 Value of Group Work

Questions on this subtheme were generally about prettdving and
learning to work with othersStatistically significant improvement was
evidenced for girls and boys compared to the Control Group for whom little
change occurred as shownTiable5.4.

Table 54: Civic Responsibility: Valing Group Work

Theme 2: Civic Responsibility: student selfeported scores

Subtheme 2: Value of Group Work

Group | Timel | Time-2 MD SD |t daf |p
+SEM1 | +SEM2

Girls 2.45+.11 | 3.73+.12 | -1.24 | 0.68 |-11.66 |40 |p<.01

(n=41)

Boys 2.14+.09 | 3.71+.06 | -1.57 | 0.51 | -17.5 31 | p<.01

(n=32)

Control | 3.58+.09 | 3.53+.08 | 0.05 | 0.47 | 0.52 29 | p=.61

(n=30)

Significance may accrueto the weaving intervention wherebychildren
learnedhow to weave irgroup collaboratiorwith the volunteersThrough
cooperative learningoung and old were enabléal contribute to the group

for t he

goal of weaving differentiated Saint Brigid s Crosses
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county traditions The issue of cooperative learning is more fully discussed

in Chapter Six (6.2.2).

5.2.3 Care for Community

Questions on this subthengenerally concernednaking a difference in

commnunity. Girls and boys showed significantly improved mean scores

over the academic year whereas the Control Group didrabte 55).

Table 55: Civic Responsibility: Care for Community

Theme 2: Civic Responsibility: student selreported scores

Subtheme 3: Care for Community

Group Time-l | Time2 MD SD |t df p-
+SEM1 | £tSEM2

Girls 2.34+.08 | 3.65+.01 |-1.31 | 0.54 | -15.67| 40 p<.01

(n=41)

Boys 2.4+.1 3.66+.06 |-1,27 |0.57 |-12.46| 31 p<.01

(n=32)

Control | 3.23+.12|3.18+.12 |0.05 |0.67 |0.41 |29 p=.69

(n=30)

Significancemay beaccreditedto the knittingand sewinginterventiors

wherebypupils engaged in knitting and sewing as community projsets
Chapter Six6.2.3.

5.2.4 Appreciation of Diversity

Questions on this subtheme were mostly about having f&iand learning

from people who have different backgrounds from oneself. p is¢lfs 6

reported mean scores are preseimerhble 56.

Table 56: Civic Responsibility: Appreciation of Diversity

Theme 2: Civic Responsibility: student selfeported scores

Subthemel: Appreciation of Diversity

Group Time-1 Time-2 MD. |SD |t df | p
+SEM1 | +SEM2

Girls 2.78+.13 | 3.87+06 | -1.09 | 0.84 | -8.24 |40|p<.01
(n=41)

Boys 2.17+08 | 3.64+.07 | -1.47 | 0.57 | -14.65 | 31| p<.01
(n=32)

Control 3.02+.13 | 3.33+.11 | -0.33 | 0.61 | -2.88 | 29| p=.008
(n=30)
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All three centres showegignificancefor Appreciation of DiversityThis is

the only time that the Control Grou s scores i mproved si gl
(p=.008). A possible explanatiomight bethat he National Council for

Curriculum and AssessmeNCZCA (2005) produced guidelines,

Intercultural Education in the Primary Schoolp support teachers in

enabling children to respect and celebrate diversity, promote equality, and

chall enge unfair discrimination. NCCA st
appreciation of human and cultural diversity can and should be promoted at

every | evel of GOV/SPHE 4999 p.10WPlausikdyrao o | 6 (
multi-cultural approach magccount forsignificancefor all pupils rather

than intergenerationabllaboratiors. Aside, the interventions may also have

been a factor in the significantly increased mean scores for girls and boys

due to their being taught French, German and Spanish by retired teachers in

the projectand having learned about different peoples, ces#tuand

languagesThis element isurther explainedn Chapter Six (6.2.4).
5.2.5 Environmental Stewardship

Questions on this subtheme generally referred to recycling, keeping the

community clean and doing Tabe5@)s part to |

Table 57: Environmental Stewardship

Theme 2: Civic Responsibility: student selfeported scores

Subthemés: Environmental Stewardship

Group Time-l |Time2 | MD SD |t df | p
+SEM1 | +SEM2

Girls 2.42+.1 | 3.26+.09|-0.84 | 0.64 | -8.41 | 40| p<.01

(n=41)

Boys 2.66+.1 |3.16+.09|-0.49 | 0.55|-5.08 |31]|p<.01

(n=32)

Control 2.91+.08( 2.95+.11| -0.04 | 0.45|-0.51 |29| p=.62

(n=30)

Girls and boyshowedsignificart improvemenbver the school year, during
which they were actively engaged in interventions which were geared
towardsstewarding the environmerftor example, they learned about local
flora and thefunction of pollination (see Chapter Six: 6.2.5). As a class

group, they instigated civic action on behalf of the environment which may
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have been a factor in their increasedamescoresfor Environmental

StewardshipThe Control Groupshowed little change.

There now follows an overview of Civic Responsibility. It includes: student
selfr eported scor es; ; anccaocnhpearrsits omb soefr vsatt u e

and t eacheamaglitude of effect gze. f o
5.2.60verview: Civic Responsibility

When combined, statistically significant difference was shown by the
Intervention Grougrom Time1l (m=2.57+0.05) to Time2 (Mm=3.61+0.03,
t(72)=22.16 p<0.01) whereas th&€ontrol Grouphardly changedfrom
Time-1 (m=3.26+£0.07) to Time-2 (Mm=3.31+008t(29)=-0.39, p=.697). Mean
scoredor each cohorare displayed in Figure 5.4.

Theme 2: Civic Responsibility:
Students' selfreported scores

3rd and 4th  3rd and 4th  3rd and 4th
Class: Girls  Class: Boys Class: Control

Participants' mean ratings

mTime-1 ®mTime-2

Figure 5. 4: Civic Repopenlaceresbi | i ty: student

Overall, teachers reped that their studentssignificantly improved their
civic behaviours over the year for Civic Responsibility. Checklists reveal
that girls improved from Timé& (m=2.92+0.08) to Time2 (m=3.74+0.07,
t(40)=14.8, p<0.01) and boyshowedgreaterimprovementstill by Time 2
(Mm=359£0.12, t(31)=13.96 p<0.01) besides Timé (m=2.2+0.12) as seen

in Figure 55.
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Theme 2: Civic Responsibility:
Teacher Observations
(%))
(@)]
=
[
e
@
Qo
i
@
2
&
& 3rd and 4th Class: 3rd and 4th Class:
Girls Boys
~ Time-1 = Time-2
Figure 5.5: Civic Responsibility: teachel

The findingsof pupils and teachers corroborate each otbethe overall

theme of Civic Responsibility

Magnitude of effect size

Eta (A& ) accor di-mtngstiso.88 briBg8% rsagnitudieait s 6 s el f
effect size and the teacher s®asedati ngs of
on Cohendés (1988) guidelinesdudtbarge=.14)
something more than general classroomtextbookstyle citizenship

education.It is reasonable to believe that it is due itdergenerational

learning collaborations because he content of the questionnaire and

t e ac her ssinfooned theknatie ot the interventionsUnlike the

Control Groupchildren participating in this programme had to investigate,

identify and analyse social issues and needs pertainiagdiherand then

devise ways in which talemonstratecivic responsibility. They were

enabledto identify their own learning needs and seek the knowledge and

skills from the older peopleThey were facilitated to reciprocate the

learning by teaching the older people needed sKillis may help to

explain their improved ratings ardrge etaeffect sizes. Such issuese

exploredin greater depth i€hapter Six

149



The next section presents findings for the third civic literacy theme,

Leadership.

5.3 Theme Three: Leadership

Thisthemeinferred that e student takes initiative and actgels model to

help his/herc | as s

woul d

posi t (p.&6) sLéadership

be

t o

make a

e X p atittdesd andt astionsfhtaking le&dership

is addressed under

Leadership EfficacyCivic/Critical Thinking andCivic Participation.

5.3.1 Leadership Efficacy

three subthemes:

Questions in the Leadership Efficasybthemamostly referred to: believing

i n

oneods

ability

t o

identify

necessary

subsequent action; enlisting tleeoperation of othersand making others

feel important as team players. Additionally, it investigated believing in

oneods

ability

t o

stand

up

for

what

wrong. The following statistics are reported for Leadership Bffic(see

Table 58).

Table 58: Leadership: Leadership Efficacy

Theme 3: Leadership: student selfeported scores

Subtheme 1: Leadership Efficacy

Group | Time-l |Time2 |MD SD |t df | p
+SEM1 | +SEM2

Girls 2.78+.1 |3.41+.09|-0.63 |0.64 |-6.31 |40|p<.01
(n=41)

Boys 2.83+.09 | 3.3x.09 |-0.47 |0.53 |-5.04 |31|p<.01
(n=32)

Control | 3.09+.08 | 3.18+.11 | -0.09 | 0.42 |-1.17 |29 |p=.25
(n=30)

Unlike the Control Group, ids and boys showed significantly improved

mean ratingsover the school yeaduring which they were enabled to

practice leadership skills through the various interventibasexample, the

Word ClubdFocalEile interventionwas aimed ataising literacy levels in

both English and Irish languadbrough vocabulary enhancemeRtIpils

would share readg with the cuairteoiri and work on wordmeanings

through group dialogue. Thayould then make worgresentatiosto their
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class with the support of trmuairteoiri. This and other interventions may
account for their improved scores in Leadership Efficaicg ismore fully

described andxplained in Chapter Six (6.3.1).
5.3.2Civic/Critical Thinking Skills

def i
2006, pl6). Questions generally referred to the importance of getting

This subthemew a s ned as Ot he Chiletial,i t vy

i nformation to

onebdbs opinions and keep onedbdés mind

making Girls and boys showed significant improvement for Civic Thinking
unlike the Control GroupTable 59).
Table 59: Leadership: Civic/Critical Thinking

t

Theme 3: Leadership: student selfeported scores

Subtheme 2Civic/Critical Thinking

Group Time-1 Time-2 | Mean| SD |t daf | p
+SEM1 | +SEM2 | Diff.

Girls 2.4+.1 3.09+.07| -0.69 | 0.66| -6.71 | 40 | p<.01

(n=41)

Boys 2.15+.12 | 3.42+.06| -1.27 | 0.65| -11.01 | 31 | p<.01

(n=32)

Control | 3.28+.11 | 3.32+.11| -0.04 | 0.59| -0.41 |29 | p=.68

(n=30)

Workshops may have been a contributory factor in significantly
improved scorebecauserediction and research skillgere addressedror
example, volunteers presented old tools and artefacts and asked children to
guess what they were used for. This had the effect of stimulating their
curiosity to seek out further information. In consequence they were taught
research skills which enaa them to interview the volunteers about their

life histories and career€hapter Six explains the learning that took place

within these interventions (6.3.2).
5.3.3 Civic Participation

Civic Participation constitutes four subthemes (Perspective Taking,
Communication Conflict Resolution and Group Membershig)uestions
generally concerned: p e o p luredérgganding of another (Perspective

Taking); what people mean by what they say or d@oroimunicatiois
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resolving or avoiding conflictGonflict Resolutiol, andturn-taking Group
Membership. The Control Group failed to show significance on all four
subelements of Civic Participation. The girls significantly improved their
mean scores on all sidglements whereas boys, for the first time, failed to
significantly improve their Group Membership scor&ata areshownin
Table 510.

Table 510: Subthemes withiivic Participation

Theme 3Civic Participation
Subthemes Civic | Group | Time-1 Time-2 t df | p
Participation mz+= mz=
Perspective Girls 2.67+0.11| 3.42+0.07| -8.18 | 40 | p<.01
taking Boys 2.72+0.08| 3.35+£0.08| -7.46 | 31 | p<.01
Control | .326+0.11] 3.4+0.08 | -0.8 | 29| p=.43
Communication | Girls 2.5+0.11 | 3.25+0.08| -7.40 | 40 | p<.01
Boys 2.73+0.1 | 3.27+0.07| -5.29 | 31| p<.01
Control | 3.21+0.11] 3.12+0.11| -0.68 | 29 | p=.51
Conflict Girls 2.94+0.12| 3.32+0.07| -7.40 | 40| p<.01
Resolution Boys 2.79+0.12| 3.21+0.09| -3.59 | 31| p<.01
Control | 3.36+0.1 | 3.34+0.11| 0.11 | 29| p=.91
Group Girls 3.27+0.11] 3.76+0.08| -7.38 | 40| p<.01
Membership Boys 3.41+0.13| 3.59+0.1 | -1.44 | 31| p=.16
Control | 3.7+0.15 | 3.56+0.12| 1.07 | 29| p=.29

When all four elementaere aggregatedonly the Control Group failed to

reach significance as seen in Tablel5.1

Table 511: Leadership: Civic Participation

Theme 3: Leadership: student selfeported scores

Subtheme 3Civic Participation

Group | Timel | Time-2 MD SD t daf |p
+SEM1 | +SEM2

Girls 2.76+.09| 3.37+.07| -0.62 | 0.56 |-7.05 |40 |p<.01

(n=41)

Boys 2.81+.06|3.31+.08|-0.5 |0.36 |-7.84 |31 |p<.01

(n=32)

Control | 3.34+.08 | 3.32+.08| 0.02 | 0.42 |-0.26 | 29 | p=.79

(n=30)

Significance may be dueto the interventionswhich were designed to
devel op t padicipgpian pskills §6r instance, theyincluded
technology workshopwherebypupilstaughtvolunteers; creative writing in

prose and verse; local history astbrytelling andinterpretation of Irish
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proverb. These interventions may have <co
scoresThese aspects adescribed and analysedChapter Six6.3.3)

There now follows an overview of summary results for Leadership. |

includes: student sefeported scores; ;tamchcher s o 0

comparison of studentsd and teachersd r af
5.3.40verview: Leadership

Combined statistically significant difference was shown by th&ervention
Groupfrom Time1l (m=2.62+0.06) to Time2 (m=3.32+0.03,t(72)=-11.55
p<.01) whereasthe Control Groupmade no significangain at Time2
(m=3.27+0.08, t(29)=.64, p=.53) over Timel (M=3.24+0.07) as shown
separatelyn Figure 5.6

Theme 3: Leadership:
Students'’ selfreported scores

3rd and 4th  3rd and 4th  3rd and 4th
Class: Girls  Class: Boys Class: Control

Participants' mean ratings

B Time-1 ®mTime-2

Figure 5.6: Leadershig: t u d e nrepsrtied ssozek f

Overall, the teachers perceived that bmtlgs andgirls improved their civic
behaviours forLeadershipover the academic year. Girls improved from
Time-1 (m=2.54+0.07) to Time2 (m=3.57+0.09,1(40)=-1342, p<.01) and
boys inproved from Time-1 (m=2.28+0.11) to Time2 (mM=3.44+0.11,
t(31)=-15.%, p<.01), as shown in Figure 5.7
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Theme 3: Leadership:
Teacher Observations

Teacher mean ratings

3rd and 4th Class: Girls 3rd and 4th Class: Boys

= Time-1 =Time-2

Figure 5.7: Leadershipe acher s6 observations of

The chil-deecoésveedl feadership skild

of theirleadership behaviour are corroborated.

Magnitude of dfect size

BasedonCohhn 6s (1988) gl4), theestrangqineagnituddsfa r g e

.68 reported by the studenésd .85reported by their teachersyggest that
the improvemenmmost plausiblyaccrue to intergenerationatollaborations
which included aspects of ag@propriate leadership development within
theworkshopssuch that pupils were facilitated to show attitudes and actions

of taking leadership positions.
The civic literacy concept as a sulgr unit issummarisechext.
5.4 The civic literacy concept

This section facilitates a grand overview of the sum of all the parts of the
civic literacy conceptalready computedThence, main theme@ersonal
Responsibility, Civic Responsibility and Leadkip) are summarisedhto
one grand theme cal |l ed to@réskenithe @hole i c
picture Pairedsamples tests confirmthe previous statistics showing that
the Intervention Groupgained at Time (m=3.49+0.02,(72)=16.43,

p<0.01) onTime-1 (m=2.76+0.05 whereas there @velesser scorefor the
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Control Groupfrom Time-1 (m=3.3t0.06) to Time2 (Mm=3.28t0.07, t(29)=
.23, p=.82). Teaches 6 ¢ h eot pupils @atings fully corroborate the
pupi | seported sdoredecauseTime-2 (Mm=3.6+0.06, t(72)=19.87,
p<0.01) shows significanimprovement over Timel (m=2.49:0.07) as

shownin Figure 5.8

‘The Civic Literacy Concept'

w »

Students' mean ratings
N

Pupils' self-ratings  Teachers' observationdime-1

Figure 5.8Comparatives cor es f or O0The Civic Literacy

Independent samples-tests

Independensamples tests were conducted ttetermine the extent of the

significance ofdifferences in mean scoregien comparing thintervention

Group and the&€ontrol Groupover a schoolyeat e veneds test showed
equality of varianceould beassumed (F=1.52, Sig22). The test revealed

that the mean differences when aggregated for the civic literacy concept

between Timel and Time2 were greater for the Intervention Group

(m=0.73+0.04, SDB.38; t(101¥9.68, p <01) thanfor the Control Group

(m= 0.01+£0.05, SD6.27). The magnitude of the diffrence in the means

(mean diff=.74, 99%CI: .54 to .94) contributes to thetasquared statistic

of .48 which is large accordng@@o hends (1988) gui del ines
This magnitude of effect size implies théte mean differense of the

average pupil in the Intervention Group is approximately .48 standard
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deviations above the mean differences for the average pupil in the Control
Group. This statistic suggests thia¢ variance between the two groups may
accrue to the fact thatehntervention Group belongs to an intergenerational
learning programme aimed at developing citizenship skills in young
children through the civic literacy concept whereas the Control Gdoup

not engage in such collaborations.
5.5 The research hypothesis

The researchhypothesis, that young children who participate in
intergenerationallearning collaborations will score more positively on
measures ofhe civic literacy conceptthan children who were not involved

in suchcollaborations has been tested wipairedsamples-tests across all
subthemes of civic literacy. It was established that students showed
significant improvement in skills and dispositions of civic literacy over an
academic year as corroborated by students and teachersSaiggarting
evidence is derived from independesamples tests which were usetd
crosscheck the pairedamples statistics. Independsamples -testshave
shown that the mean differences in civic literacy scores were significantly

greater foithe Intervention Grop than forthe Control Group

Accordingly, the research hypothesis holds trpapils who participate in
intergenerationalearningcollaborationsscore more positively on measures
of the civic literacy conceptthan children whoare not involved in such

collaborations

While the hypothesis holds true v ari ous di mensi ons of
participationstill need to be scrutinised more closely to decipher whether

different groups withinthe Intervention Groupscored more positively on
seltreportedmeasures #mn others. There may be higher ratings coming

from one cohort over another which would have the effect of raising the

mean for the entire grougthereby distorting statistical interpretations. This

scrutiny is based on factors that can be controlled ftmignstudy, namely:

gender, class grouping and academic ability levels. These issues are now

scrutinised.
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A. Gender

In order to ascertain if gender was an issue for boosting the averages for the

Intervention Groupindependensamples-tests were conducted to compare

boys versusgirls in terms of the mean differences betweeri-ssorted

scores over two timpoints (Time2 minus Time-1l ) . Leveneos Test
established equality of variance (F=3.33, Sig.=.07) betwedm dp@ups.

While girls scored marginally higher in their mean differentiean did

boys, nonetheless statistically significant differert¢é1j=.41, p=.68) could

not be found when comparingirls (m=.750.05, SD.2% to boys

(m=.71+0.07, SD.4%.

B. Classgrouping

It was also essential @scertainvhether a year groupight have elevated

the averagesAccordingly, independensamples -tests were conducted to

establish if there were any differences in mean scores acamittte basis

of class grouping Third versus Fourth class).Leveneds test (F=1.
Sig.=.23) showed that equality of variances could be assuivieite Third

slightly outperformedFourth Class, there was no statistically significant

difference between the two groufté/1)=1.41,p=.16) when comparing the

mean differences offhird class (m=.78:0.07, SD.42 and Fourth class

(m=.66+0.05, SD.3)

C. Academic ability levels

It was deemed necessary to check whether differing ability ranges might

have impacted on statistical significance for theervention Group

Therefore, independestimples -tests were conducted astablish if there

were any significant differences in amescores accruing to academic ability

on all three themes of civic literacy. In consultation with class teachers,

pupils were categorised on three levels of academic abditest, average

and highest. The results in this category are extracted fronstwices:

st ud e n-tepoded sivcl liferacy scorpsandt eacher sé6 observati

checklists of studentsdé civic behaviour s.
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To compare the results for the respective academic ability categories

(|l owest, aver age a maporthwegdoreparedagainsthi | dr end
teachersodo observational checklists for e
three themes of civic literacya) Lowest vs. Average, and (bpwest vs.

Highest(see Appendix 20

(a) LowestversusAverage

Independent Samples Tests weanducted to ascertain whether there was

significant difference between lowest and average academic abilities for
themes of civic literacy Leveneds tests for equality o
across all three theme3heme B Personal ResponsibilityTheme 29

Civic Responsibility andTheme @& Leadership). Data are presented in

Table 5.2.

Table 5.2: Academic ability levels: Lowesfts. Average

LowestversusAverage
L ev etws 0 s |ttests for equality of means
equality of
variance
Theme | Ratings | F- Sig | MD. | SE |t df |p
value | . Dif

Themel | Students | 1.12 .28 | .17 14 1.2 44 | .24
Teacher | .79 .38 |-.09 | .2 -.45 44 | .66
Theme2 | Students | .002 | .96 | .11 |.12 | .99 44 | .33
Teacher |1.96 |.17 |-.06 |.17 |-.37 44 | .72
Theme3 | Students | 1.95 |.17 |.09 |.14 | .63 44 | 53
Teacher | 3.06 |.09 |-.29 |.13 |-2.18 |44 | .03

T-tests for equality of means, based on student ratisgewed no
significant difference between Lowest and Average across civic literacy
themes. Tiestsbased on teacher ratings showed no significant difference
between lowest and average ability levéds two of the three themes.
However, Averageutperformed Lowest on Leadership measures showing

significance ap=.03.
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2. LowestversusHighest

Independent Samples Tests were conducted to ascertain whethexdkere
significant difference between lowest and highest academic abilities for
themes of civic literacyEquality of variances could not be assumed for
Personal Responsibiliffhemel)or Civic Responsibility Theme 2)which

means that the teachers saw a significant difference between these groups
for these two themes. Equality of variance can be assumed for Leadership
(Theme 3) Otherwise, there is no significant difference between Lowest

and Highest for equality of éhmeans as shown in Table%.1

Table 5.8B: Academic ability levels: Lowests. Highest
LowestversusHighest

L ev ene:ds |ttests for equality of means
equality of
variance
Theme | Ratings | F- Sig. |MD. |SE |t df |p
value Dif.
Theme 1 | Students | .46 51 16 |.141]1.18 |48 | .27
Teacher | 5.13 |.03 19 |8 1.08 | 48 | .28
Theme2 | Students | .09 g7 .09 |.11 |.78 |48 | .44
Teacher |8.05 |.007 |.21 |.16 |1.28 |36 |.21
Theme3 | Students | .46 5 A A5 | .66 |48 | .51
Teacher |1.13 |.29 -06 |.14 |-42 |48 | .68

Although Lowest scored marginally higher than Highest on all three themes,
there was no significant difference in the rate of their respective mean

improvements.
5.6 Limitations of the quantitative tools

Scores forthe ControlNon-InterventionGroupwere higher at Timéd than
they were fothe Intervention Groupvhen allquestions were aggregated

seenin Figure 5.9
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Statistics

PRE Civic POST Civic
literacy literacy
Concept- Concept-
Intervention Control Pupils Pupils
Intervention group M Valid T3 T3
Missing 0 0
Mean 27666 3.4937
Fercentiles 25 26048 3.3831
a0 2.8473 3.5207
75 3.0078 3.6435
Mon-intervention Group M Valid 30 30
Missing 0 0
Mean 3.2952 3.2847
Fercentiles 25 3.0208 2.8284
a0 3.3343 3.3755
7a 3.5330 3.6399

Figure 5.9: Intervention vs. Control Group: interquartile profile

At Time-1 the Control (Nonrintervention) Grouprated themselveat 3 or
aboveout of 4:the lower quartile (25%) at 3.09, interquartile (50%) at 3.33,
and the upper quartile (75%) at 3.58y comparison the Intervention
Grouprated themselves under or ab@t of 4:the lower quartile (25%) at
2.6, interquartile (50%at 2.84, and the upper quartile (75%) at 3.01

Follow-up investigations revealed two possible explanati@nswhy the
Intervention Group had more room for improveméength of time allowed

for completing questionnairandabsence of piloting procedes in the non
intervention locale.Firstly, the teacher of theControl Group reported
completion of the questionnaire within the recommendedmBiute
timescale reported by Chat al (2006, p.9). There is no information on
whether time was given over to explaining any language which students
might have misunderstood.eachers at the intervention centres gave the
children approximately 40 minutes to complete the questionnaire reporting
that they encouraged theto answer the questions as honestly and
accurately as possibl&econdly the questionnaire was not piloted in the
norrintervention locale and therefore there may have been questions which
respondents might have misinterpretedtWthstandingjt was pilotedwith

a mixed third- and fourthclasscohortin a schoolequidistant by30 miles

from both Teachers athe research sites reported that they found the

language of the questionnairf@ppendix B) difficult for third-class
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children although considered gradeppropriate in the USAwhere it
originated The language was appropriate dohortsin elementary school
there, but it may not have been appropriate without explanation and
adaptation in the Irish contexieachers at the research sites explained the
language if/as needgblut teachers at all centres were encouraged to explain
any words/expressions which pupils might have misinterprefidue
questionnaire was distributed in accordance with best reseamit@rand

the data obtained weoensideredo betrue and fair.

5.7 Chapter summary

The conclusion from this chapter is that young children who participated in
intergenerational learning collaborations scored more positively on
measures othe civic literacy conceptthan children who were not involved

in suchcollaborations The statistically significant improvement across all
three themes of civic literacyis plausibly attributable to the
intergenerationalcollaborationsaimed at developinghe civic literacy

concept in young children.

Firstly, Personal Responsibilitwasfacilitatedthroughworkshopsin which
pupilscould practicgpersonally responsible behaviour whindipedthem to
exercisegood judgment and accept responsibility for itrewvn behaviour.
Further, they were facilitated to demonstrate responsible work habits like

staying on task, working independently and showing best effort.

Secondly Civic Responsibility was developed ininterventions which
allowed the pupilsto carefor others and for community including the
environment. They were exposed to opportunities whereby they could learn
to show respect for and be able
assistance to thenTheir awareness of the environment was enhanced

through additional learning about the exystem

Lastly, Leadershipvas enabled whereveupils were given chances to take
initiative and act as role models to help their group, their class and/or their
school to make a positive difference. This was accodated through

interventions aimed at developing attitudes and actions of taking leadership
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positions such as making presentations in front of a class;oandarning

of how to think critically such as researching and interviewing the
volunteers and, geeral participatory skill development of perspective
taking, communication, and groupembership.

Overall, whenmeasuretetween academigearbeginning and yeaend, a

significant improvementpO 0 . @aks Yound for student seléported civic

literacy scores compared tdCantrol Groupwho did notreach significance

on the civic literacy conceptOn a set of correspondingradelevel

observational ratings, teacher checklists of student skills and behsvi
corrobor at e 4eposts. Norsigrdfieande svas foand between

class groupings when childrenbés ratings
gender, class grouping and academic ability ranges, even though children

from the perceived lowest altilirange outperformed the upper ranges on

their own seHreportedscores andnostyon t he teachersd obser
checklists Effectually, children from the lowest academic ability levels

derived better results from intergenerational collaboration oncthie

literacy concept than did their more academhycable peers.

Quantitative results cannot be generaliseécause of ncprobability
sampling Besidesthere is concern for the initial high scores on@uaatrol
Group self-reports which raised their class mean from the outset leaving
them little room for improvement if they were scoring 3s aimbve
Because of the limitations oftatistical data a qualitative element is
necessary to explain the quantitative resuitgreater depthThence, lhe
qualitative findings (Chapter Six) are analysed nexdee what explanations
are offeredd or pupi | stdesréganging desired outcomes foret

civic literacyconcept
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CHAPTER SIX

QUALITATIVE FINDINGS AND ANALYS ES

6.0Introduction

The central research quest®drifo what extent and in what ways can
participation in intergenerational learning collaborations activate young
chil drenbds c?d has lceengartty agswenetha tuantitative
results have confirmed thatyoung children who participated in
intergenerational learning collaborations scored more positively on
measures ofthe civic literacy conceptthan a control group who were not
involved in such collaborationdn order to assist in interpreting the
quantitdive results, his chapter addresses two further research questions
which may explain how the mean ratings were significantly improved for

theboys and girlsn this study. Accordingly, the qualitative questions are:

a. How did intergenerational learningcollaborations affect the
developmentof oung chil drendés civic |literacy s

This question seeksvidencefor derived outcomes for the civic literacy
concept and transmission of educational values of practice, connectedness

and dialogue.
The chaptermds with an analysis of the question:

b. How do the qualitative findings explain convergence with or

divergence from the quantitative results?

Data are not synchronised to match the quantitative analysis bewatlse
an embedded mixeahethods designdifferent questions require different
answers (Creswell and Plano Clark, 201Besides interventionsand
workshops were informed by tltentent ofthe quantitative toolsData have
overlapping aspects which could fit under different thenTésence to
avoid duplicity, pertinengualitative data areited once and other themes to
which that data might apply are indicatedParticipans 6names are

anonymisedand are indicated as girl, boy or volunfeeairteoir as

163



appropriate.The pupilsreferred tothe vdunteersas cuairteoiri or visitors.

Data are derived from:
1. Third- and fourthclasspupilsin the pilot and research schaols
2. Volunteergcuairteoiri;

3. Photographic evidence testifying ®mbodied educational values

evidercedin action
4. Key informantsteachers/principals and parents/guardians
5. Researctpractitioner fieldnotegobservations

The 6QuettGommend model (WeaveHightower, 2014) is applied

to data analysis (see Section 4.3BFjefly, the process entails:

1. Setup: The format of edrtheme/subtheme states the thesis and
presents context from Chet al (2006) to elucidate the thesis
statement. The interventions are descriipearderto set the scene.

2. Quotationstage: Quotations include data collected through field
notes, obsentns, verbal and visual representaiohe focus
alternates between participant&ey informants and research

practitionerwho evidenced the learning outcomes.

3. Comment: Takes the form of tying the data back to the theme/thesis

being built, indicatig supportingresearchiterature.

Oral submissions (fiekh ot es/ di gi tal ) were transcri bect

data were or al and r-motes and/e@ deliepontedt he aut ho
i n |l earning | ogs. Vol unt eer sérabdat a wer e
and/or ser eported i n their | ogs. Teacher sé

Parents/guardians made written submissions only. Resparca ct i t i oner 6s

obsevations were recorded &sld-notes.

Civic literacy has three main themeseachhaving desired outcomesor
subthemes(see Section 2.4; Figure 22). It encompasses Personal

Responsibility (subthemes: Moral anariventional Responsibility); Civic
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Responsibility (subthemes: Concern for Others, Value of Group Work, Care
for Community, Appreciation of Dersity and Environmental Stewardship)
and Leadership (subthemes: Leadership Efficacy, Civic/Critical Thinking

andCivic Participation).

For ease of reference, the analyses that follow are on a {metheme

basis inline with the structure of Chapté&ive.
6.1 Theme One: PersondResponsibility

Drawing on Chi and ¢ ReisdnalpRgapansibiy infeesO 0 6 )
that the tudent exercises good judgment and accepts responsibility for
his/lher own behaviour. Further, he/she demonstrates responsible work
habits such as staying on task, working independently and showing best
effort. The data are analysefdr evidence ofMoral ard Conventional

Responsibility.
6.1.1 Moral Responsibility

Morally Responsibity generallyi nf er s doing oneds best
o n ewosk (Chi et al, 2006). Thence, evidence is sought faupils
engaging in activities/bekeurs conveying moral thoughthe puppycare
workshopis citedas an example of children learning moral responsibility
and reflecting it as moral thought afterwards.-€8t emerged from a fact
finding mission by tk researckpractitioner when consulting with the
children about what they wanted to learn from or teach to the volunteers. It
was November 201and the studentaould be writing to Santa any day
now. On investigation, all wanted technological accessoriest manted a
Osurpri seo6 agidswanted & peto@hirtheogliestidning it
became apparent thttey did not understand the implications of having a
pet. ConcessanabPeatai, a volunteer, introduced them toqase through
puppyNoodles.Such care constitute@ presentation omsleeping/dietary
requirements, feeding guidelines, core vaccinations, exercise regimens, and

toilet/obedience training. Henessagéo the childrerwas

Puppy is for life, not for Christmas, and if ye want him, thare

things to be seriously consideredéHe
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here to ask ye to be responsible, not be jusying a dog for
Christmas andt hr owi ng i t [aftenvardgéhiet siksy pa s s

wrong.

Puppy would be introduced to the childiaiter petcare work was delivered

and learnedi.e, after groupdialoguewas over. Volunteers worked withe

pupilsto embedpetcare.They helped them to develop questions pertinent

to petcare but pupilsmostly askedConcessaabPeataiquestionslike,

Whatc an/ does he doéc afherdwas polesidencaofy tr i cks
deeper petare questioning, althougpupils remembered the factas

reported by the volunteer§he impressed orpupils the seriousness of

deciding to get a pet:

Pets suffer whenwrongdeci ons ar e made about theméYe
think seriously before ye ask Santa to bring a pet down the chimney on

Christmas Eve.
ConcessaabPeataicame away sceptical, observing:

Theyodore young but i f they want to get
things[c ar e/ r e s pTheysaskediglestiong [nddedhat was

its ageébreedéa boyégirl ,bthheyw oft en | |
mostly asked O6When will you bring NoodlI
convincedéMaybe the responsibility thin

has to be taught first

ConcessaabPeatai conceded that children must first be taught their
responsibility through creating awareness of -qaee. A value for
connectedness is evident in hdvoodlesbroughther, the other volunteers

andthe pupilstogeterthrough higpetcare.

Checking back with thirdand fourthclass girls in January 2012, fiefebtes

records show that

None got pet foChristmas. Two wrote promising Santa they would

mindhimbut di dndét say how.
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When checking what vision dfloodlesthey remembered besipart from

his cuteness, it was O6being thrown out éao
Perhaps this vision was further discussed at home Mfteo d Vis#. sTldis

example does not of itself prove that moral responsibility was engendered

through intergenerational engagement. It shows, however, that children

absorbed Concesseb Peat a2 6s message and conveyed
school in January 2012Vhile the volunteemay remain unconvinced, she

instigated moral thought whereby twoote for a pet, promising to care for

it, but not the original nineThe impact of the intervention was thie

children showed evidence of developing a sense of moral responsibility

through internal locus of control (Richar@$ al, 2002). Some showed

improved seHregulation in their efforts to control their thoughts, emotions

and actions (Zimmerman, 1989) by not writing to Santa to request a puppy.

Al igned to Merglerds (2007) wunderstandi n
showedan improved ability tadentify and regulate their own thoughts,

feelings and behaviour, along with a willingness to hold themselves

accountable for their actions and outcomes.

ConventionalResponsibility is analysed next through descriptions of other

types of intervention.
6.1.2 ConventionalResponsibility

Following Chietal. ( 2006 ) , Conventional Responsi bil
duty independently of any supervision and following through on tasks

undertaken. Evidence is sought for ways whereby pupils carried a task

throughto completion working independently. Vkshopsandinterventions

involved childrenteachingskills to the volunteers likeomputersanddance

andlearring sewing from thenfike how to sew a button on a garment.

Information and Communication TechnologyICT

At SchootB, children taught volunteers how to access informatign
computer. They were anxious to contribute as a reciprocal gesture to the

volunteers As Riomhaga fourthclass girl asked:
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When can we start helping them? They are always helpingVvas.
could show them | oads that they donét

gameséand stuff.

Cormacnaldmha, a volunteer, explained how they arrived at such

reciprocity:

The kids see us volunteering for t heme
usét he mei t hgaaup collaverationh Theythgard it in
ét he s itrobbédefs é

The idea was that children would teach volunteers how to access online data
through sharing interests like travel and online shopping. In return,
volunteers would help children to search out kefprmation so as to
become informed consumers, .¢.8ale of Goods and Supply of Services
Act, 1980; Consumer Protection Act, 2007. Children showed volunteers
how to book a holiday after first locating tkestinationon GoogleEarth

and checking it outr Trip Advisor.In return, volunteers taught children
how to compare for prices/time schedules of flights and airlines. As

Séamuswadt 1 o0i gne, a volunteer, said:

We <checkedforicoverai a p dog dismceh ot el séf or

location. These kids are esdtent teachers. When you show them what

to |l ook out foréthey can find anythingé
to |l ear n from t heahisédnlp dor yoe Moe r know

c hi Islkblildbe more df.

Or, a child and volunteer were checking

OWe <compar ed p-stieatstores andlokdd Hoe goddi g h
qguality bhooth wsal deéi ghted ([chiddan do this
was a mar v e|[Mhedhhiseaghe acher 0

Maedbhiseachand Séamusad 1 oi gne i n fswdentsshbveed once
them thetechnology the volunteerscould then teaclstudentshow to be
informed and responsible consumers when shopping anywbdiee or

otherwise. The class extended the learning aftersvényg relating their
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narratives for class discussioAs BellanaSoilse, afourth-class girl,

reported:

| was good at finding thinggCT]lé but di dnét knowéwhat to |
forégoing on holidaysél told mammyél al
[advertisinglwast r ue él i keéabout hotels being bes

they notéand ending up paying more than

Bella-na-Soilse has extended her learning to her family and her class. In
return for teachingtechnology she is coming to understandialse and
misleading mformation about goods, services and their prices. Such mutual
support could be identified aswaay to buildsocial capital (Putnam, 2000
1993, because BellanaSoilse and her classmategan now utilise
social/lcommunity resources as to share knowledge-directionally and

avail of learning opportunities presented through the volurge@&utnam
(2000) theorises that reciprocal social relationships create conditions for
people to collaboratively resolve social problems.(g¢egching technology
toolderpeople) cul tivate feelings of trust, anc
have implications for othera core tenet of personal and civic responsibility
according to Chet al (2006).

Modern Song and Dance

Children in Schooh (pilot) taught song and dance routine to tidrtediri.

They were preparing f onatiohaheventéeldal | el uj ah
annuallyin Dublin whereby children participate in a grand Primary School

choir with dance. In preparation, children needed to learn a prescribed set of

songsplus dance routines from diverse musical genres, Egwer in me,

Rock around the Clock o ersure they knewhe programme they offered

to teach it to the volunteer§.eaching dance to the volunteers carried

responsibility because if they did not know the routine, mutual performance

could not be enjoyed sadiscoveredby Daimhsin, a thirgtlass girl

Wegottotedt t hem al | the actions for OPower

Clock6éWe had to help them not to be s
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made them good. They were not old at al

knew it but we had to know it first

Daimhsin shows that she had ttake on the added responsibility of
thoroughly knowing the dance routine before she could teach another. This
heightened sense of duty earned the childregnse of their own selforth,

as LuasLasrach, third-classboy explains:

You felt important becas e t hey di dnot know it and
t hought | could teach big people dancin

every move or theyéjust wouldnét be abl

The outcome was that the children gained confidence in their ability to
contributetoanot her 6s | earni thegft amdhen o6hki svov dE

thing itself gave them more responsibilii:

Pupils at SchoeD reportedimproved selworth after teachinga skill to

another As SéoHanna, a fourtblass girl,puts it:

M kept telling us O6Yedre just brilliant
ever told I was brilliant. . .| l i ke myse
t ooél want to get better at speaking

[volunteers]and show them stuff. I thght Il wag us el essébut él 6 m

not él | ov e pT o geged &thpuh othedays | used
pretend Il wdosn o6si ckndy moreédcos | 6d miss
stuff.

SéoHanna is displaying an improved sense ofestfem emanating from

an improved sense of sabncept selfrespect and seifvorth as supported

by Mergler (2007) andRosenberg (1985)Her teacher confirmed that

SéoHanna was, heretofore, an irregular school attender and would typically

be categorised as within the lower academic ability range. The above

example illustrates SéoHanna and peers asNeale (2004, p.9) puts it, as

Oy ouintgi zcens with an active contribution t

forthem as @&nti tl ement to recognition, resry
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Indeed,such citizenship needs are as crucialtf@mastheir need for care

and protection.

In learningt o undertake their duty with dili gt
mut ual performanced (Al dridge, 2005) Wi
connected young and old such thatver imbalances arising from age and

status were minimised because both groups seenfeélteasier when the

relationship was more equal, reciprocal and inclusive. To quote Maigad

dTéidi, a volunteer:

|l tébrought béaschka r ime gné@ d o ie1s g things toge
equalsWhen you meet yYyhudnde esometlsidegédi ffe
y one ®ldeeé b ut I nsi deyoutbbalang Nobody ovdsaany

di fferent. You were Mari e, I was M, I w
was just a personélt was nice to feel I
childreneél felt | could keegpemup with th
something that we knew, that made them and us .equal

Mairéadna-dTéidi is describing thedialogue of equalsHer submission
reflectscriteriafor6i nt er gener ati onal solidaritydo (
between young and old based on principles of equity, reciprocity and

inclusiveness.

Sewing on a button

Personal Responsibilityas a task completionexercise,was addressed
through a sewing interméion which created opportunities for children in
the third- andfourth-clas®s of Schools C and D to learn how to sew on a
button. This skill required two workshops: knottittgeadingmeasuring
matching and sewingon. With assistance from more capabl¢hers
(Vygotsky, 1978), all children produced a sevaaebutton(Figure 6.1)
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Figure 6.1: Practice: sewing on a button

Together with their parents/guardians, childretmost unanimously
reported that having the skill to sew on a button equipped them to take
responsibility for their own buttesewing thereafter as articulated by
BuachaillinRua, a thirgdlassboy in SchoolD: d can do it myself anymore

everytimelchew hem of f éDaddy wonét h&Gve to do i

Some boys could see that taking responsibility for their own bsgarnng

equipped them to extend concern to family and community:

Now | can show responsibility if I sew
then shMammylj]coul d do ot her things | i keémind
lcoul d sew my nei dadnthinDoim,saéhirdcldss ol d

boy in SchooiD).

Some pupils learned that because they acquired a competence they had

increased responsibilities:

| never knewwe had al | these responsibilities:é
how to sew, or l earn my l ri shénow we
moreéBefore this yow(Aeoghan, afoustay 0| donot
class boy at Sdol-D).

The above reflections show that througgtcioculturd/socio-constructivist
learning (Vygotsky, 1978) children were better able to perform a task; take
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on greater responsibility; and consequently, offer help to another through
developing seffegulation and selawarenes concurrence witDoolittle

and Canp (1999). Now, they could reflect on the thinking behind their
choices a process that enables thésnmonitor and control their thought

processesanother aspect of personal responsib{lBgekaerts, 2002).

As time progressed, students were beginniog show evidence of
independent learning as observed by Cealla, a volyrdeecerningthird-

and fourthclassgirls:

| have missed two weeks here and | just want to remark on the

difference | found...Thefchildren] knew much more about what it

was alldout . They were ready to go when w
what we wee doing and why we were herkejust noticed that they

were much more independent

In short, they are presenting behaviours consistent with thet@hi(2006)
interpretation of personal esponsibility: students are exercising good
judgment and accepting responsibility for their own behaviour; they are
demonstrating responsible work habits such as completing tasks, working

independently and showing their best effort.
6.1.30verview: Persoral Responsibility

The interventions in this section were intended to develop Personal
Responsibility which generally inferred th#éte dudent exercises good
judgment and accepts responsibility for his/her own behaviour as well as
demonstrating responsible work habitsi Chapter Five, significatyt
improved scores were evidenced for the Intervention Group for subthemes
of Personal Respoislity whereas the Control Groupid not achieve
significance.The qualitative findingsoffer possible explanationgirstly,
pupils learned to better understand the theme of Personal Responsibility, as
per Chiet al (2006), through handsn activities.For example, thy saw it
astheir responsibility to know the dance moves so as to teach anather
deliver a computer lessonugh that another could follow their instructians

Responsible work habits were demonstrateth@ir showing ability to stay
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on task, work independently and show best effort in the different workshops
like sewing a buttonSecondly, there is evidence tletucational values of
practice, connectedness and dialogteconveyed as educative influence in

t he parti ci pan exanple, practecing dancg .routirfes, r
connecting through dance movements, and engaging in -tasee
dialogue is evidence foeducational influencas understoodh the living
theoryapproach (Whitehead and McNiff, 2006) to validation of knowledge
claims.Such explanations mahowwhy the Intervention Group achieved
significantly improved skills and dispositions of Personal Responsibility

over theschool year.

There is no conflicting evidence in the data which would challenge whether

the children leared Personal Responsibility from intergenerational

collaborationor not The lack of challenging opinion may be explained by

the fact that young and old had a voice in the teaching/learning process and

only volunteered for those interventions that interestedm. While
accepting that 6not al |l i ntergeneration
positive changes to those who participat
interventions such as those cited above were not provided to those children

during that year elsewhe in this communitySome participating children

may have absorbed such values and appropriate behaviour in their homes

and communities anyway. However, had this programme not existed,
opportunities to learn the civic literacy concept through interganeedt

collaborations, and be influenced by educational values of practice,

connectedness and dialogugght have been missed.
There now follows analysis of Civic Responsibility.
6.2 Theme Two: Civic Responsibility

Civic Responsibility isunderstood asaring for others andommunity (Chi
et al, 2006) l deal | vy, the student 6shows respe
needs and solutions f orChigamdcallgaguasnd ¢ o mmur
subdivide the theme int&€oncern for Others; Valuing Group Woi&aring
for Community; Appreciating DiversityandEnvironmental Stewardship.
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6.2.1 Concern for Others

Concern for Othergienerallyinvolves (Chi et al, 2006) being kind to

others and helping those in need or with problems; being aware of other
peopfeeingssandr ef |l ecting on how oneb6s decisia
workshops endeavoured to develop those qualities in the childéen.

Gaeilgepr ovi des an il lustration of &éConcern

La-Gaeilge

La-Gaeilgewas an intervention devised so that pupils could take action on
an identified needBoys inthird- andfourth-classin SchoolD (n=32) had

been alerted to watch for opportunities to teach some skill to volunteers
which theymight not have knownPart of tleir workshops at Scho@
involved singingas Gaeilge Pupils discovered that when people aged 70
and over were singing with theas Gaeilgethey wereunable to read the
words of the smgs Cormacnalamha, a volunteer, explained that while he
knew what thg were saying or singing, he could not read it because the
print had changedince he left schodh the mid1960s i.e., from the Cl6

G a e ltoahdCl6 Romhanachin his day lenition was marked by placing a
dot over t he | ett er yitasnssdone aodaykorf writing
instance, one of their shared sofgS,® mo | a o Unomeeadseds| e dear
0S® mo | aoch ihdookgydnd bpells differerdly. Thence,
Cormacnaldmha and others of his birth cohort could not read it
Consequently pupils with assistance from the reseaqmtactitioner and

their teacher, devised an intervention callédGaeilgewhereby they would
interact with oldeold participants through speaking and readasgGaeilge

while seekingsupportfrom the younger volunteensresentas necessary

The class teacher confirmed th@teilge was revised for homework in
preparation folLa-Gaeilge Role-play exercises were taught ahead by the
researckpractitioner, to prepare the boysr how to work with possible
physical impairmerst which might obstruct learning in volunteers aged 70
and over (hearing, sight, speech, memory or limb). The intention was that
the boys would become competent at their Irish reading; develop confidence

from delivering an lIrish reading task; show care dtter volunteers by
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offering them help to overcome Irish reading difficultiesnd connect

through speaking and readiag Gaeilgeln short, theLa-Gaeilgeplan was

to engage thpupilsin positive youth development (Lernet al, 2003) and

teach them heo to offer social support (Tracy and Whittaker, 1994) to

another.To do this, they were supported at workbenches by the younger

volunteers (aged 669 years\s«wh o b ec ame 0 k(8chwarizetf or mant s 6
al., 2001)for L&-Gaeilge.

On L&-Gaeilge participants introduced themselves Gaeilge.Pupils
offered volunteers a choice of topic from their readers,., eag
siopaddireachishopping With younger volunteers supporting, participants

got to work.Field-note doservations read:

Children reading 6 a s Gaeilgebéwriting wor ds |
cardsébending over seats to be hear déCcCr
learning new vocab.Workbenches ar fheabhad/ery busy with

Alusra, Cormacnalamhagus[and] TomasAine.

Alasru suffered a stroke some three years earligth consequent partial
speech loss. She was now aged 89 and liked to diabmyGaeilgeso as to
practice her speech, have fun with children and enjoy a daylrouter

words:

| was delighted down with the childrené
with meand were delighted to see me because | was talking about
their grandmothers and great grandmothers. Am | telling it right? It

meant a lot to me.

AlGsra is accompanied at the workbench by another volurieeggjran
t Sui Whoemantled her while also observing this workbergiginan
t Sui Jreperta the experience of seeing how the boys responded to

Alisi6 s need for |l earning:

The boys took wonderful care leér and explained the Irish words to
her. Then when she knewdndhey O pr ai sedd her and tol d

greatéYou could see them | ooking at her
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t hat day they c¢hangreaddévénhcensciouseof e much qu

Alusr.
Foll owing up afterwar dBeigiramt Shown @&a b ey c
explaned:
They were more settledéthey were | ess

of f é Mmgrébabout showing off what they could do for AlGsru. |
think they realised thatépeople need to

r e a IWe glldéelped them to help too.

Peiginant Su i “sees th&l young children need to be made aware of
anot her 6s di f f i areuendbledetiaelp avimed showiinewn t hey
Those who helped Alasru felt they had made a worthwhile contribution, as
reported byLeamhdir_OisBlath, a thirdlass boy

She | earned | oads of Ilrish from uséshe
say it we helped heréand when the tea
afterwards, we put up Cl Y%Usr ¥%bds hand for

ands h e s and dur tabte &on.

Such appraisal of #ir contribution seems to corroborate wiRaiginan
t Sui “aiveady Buspected: that instead of -selfilation, they placed
Alasru at the centre of their world helping her overcome her difficulties, as

she herself confirms:

It meant an awful lot that ths e chi |l dren coul déThat I
toéthinkeéremember él wasnot as skittled
better t han I t hought I waseéeDo y ou
remember éand | could probablyeéeafter a

thought everythinglwasubdneemathbet éti babd
the probl em. Peig?2n was soltheel pf ul and

were great.

While the boys thought they gave Allsri her speeiBaeilge and maybe
they did, perhaps her lotgrm memory was activated by sitting in their

midst speaking Irish. With support from the boys, she experienced hope
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because they supported her speedtile being supported byeiginan

t Sui 9 n e a lhshom, therois evidence of social support being given
and received so that Alusrd could spead reachs GaeilgeSocial support

is keyto youth engagement (Dola al, 2012).

Across the classroom, similar developments were taking place. Volunteers
understoodLa-Gaeilge as a reciprocal gesture for what they had already

taughtto the pupils As Cormacnalamha found

They were concerned with helping us revive our Jlmsg Irish. It
showed that by teaching them some of my skills, they showed
appreciation for what | was teaching them.

Afterwards,on reflection the boys generally found that contpace in their
Irish reading offere@n opportunityto reciprocatavhat was done for them.

As LeamhéirSéamus, a fourtblass boy, puts it:

It was good to teach them -back sh &écos th

for when CJCormacnalamhafaught us about wooand trees

However, not al/l boys felt the-responsi bi
backoé or hel p anot her , asuweamhoiGimia,f t er t he

another fourtkclass boy discoverggield-notes):

We were supposed to know our Irisaré i ng. éd o0 é&li daodul dndt

help Cormacnalamha nd he really wanted to readé¢e]
know heod care? I just sat ther e wat
[readingg | f I knew it Isud eteghénked the | ped hi m
boys at our t abl e éveitvfeom beimg .pureNo w | kno
embarrassed.

Children who had prepared reported gaining confidence from the experience
as LeamhonSéan, a thirgtlass boy, found (fielshotes):

Our table helped TTomasAine] Heds a bit deaf. We had
his ear with[flash]-cards. Then he read a wholage with his finger

undesai dédso nowd. We knew he could rea
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said we were power ful éGaalgesshomed t eached |

me how to care about them.

All told, this cohortfound that through practe they developed competence

from which they derived confidence by successfully delivering a reading

lessonas Gaeilgeto another. There is evidence of character development in

t hat students i dentsiafdidevded wayhtetedck | ear ni n
him/her. They connected to them through the writeemd spokenword.
Unconsciously, they have reported the 065
(Lerneret al, 2003) as variously logged lilye boys.

While some were less motivated befdré-Gaeilge they showedmore
interest afterwards. For instance, Leamt&amot, a fourtitlass boy and
Slovakianby birth, wrote that it motivated him to learn Irish by teaching the

older volunteers. His reflections:

It hel ped t o dtédelps maeach otlyer peaplavhon s é
did not understand the Irish woréld wa s happy for t each
themél f s h[Gacilpelat | @%éih can | earn at 9 a

now.

Samét is motivated to learirish/Gaeilge from copying the positive
behaviour of CI %sr ¥ wédmonstatesithe value of | | earn
providing opportunities to practice socially responsible behaviours that can

help promoteidentity developmenin Samot, and reinforce hgelf-efficacy

in the civic domain as Wralyake and Syvertsen, (2011) wouldderstand

it. Furthermore,Samét seems to have derived a feeling of belonging to

something bigger than himself (Sherredal, 2002) from helping another

less fortunate thanif.

Generally, the pupilsaw the eagerness in the older people to learn and
thence theyworkedall the hardeto help themLa&-Gaeilgeset out to teach
the oldest of the volunteers how to relsh in the Cl6 Rémhanach
However, its effects were more fegaching, as evidenced bijsio, a third

class boynot long afterwards when his grandmotkeffereda strokeand
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he was able to advise his famdyt hat she wi | | forget thing
make her FHgare@mnber 0 (

?LE?;‘; qolthink my fa 1lyh bencfit f%ﬂ hp;lmc vtlon ]lllﬁle project? [i--

— an . ,ﬁc:f].- _____________ QLS

jﬁqm‘?ﬂ?’]- m:‘ 71” Hm?d 3 o ua [ _

] ﬂet ...... f;b,l.n e apd.... gl;‘. ..... have Lo make...
remepes,

Figure 62: A pupil learns how to give social support

Nisio is better equipped to extend carehie grandmothebecause he has
received from, and learned how to offer, social support to another. In
essencehe has experiencegsponsive acts of assistance between human
beings (Tracy and Whittaker, 1994).

Nisiod s mo t h einfgrmard, cohkfieny t h a t 6eduwnddtuiemrcaeld
(Whitehead and McNiff, 2006) has reached their hoider evaluation

shows that not alone has her son learned how to offer assistance to another

but also that 6éhe has established his ow

and he has learned framh e(Rigure 63).
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Figure63: A pavalgatiohdhser chi |l dds | earning

Consistent with living theory (Whitehead and McNiff, 2006), an insider and

interr el ati onal state of bsevaloagjonihsere conveyed
is the suggestion thatlues for practice,connectednesand dialoguehave

been transmitted ad uc at i onal influence in the <chi

familyds |l earning, his classmatesd | earni

Perhapghe studentsvould have learned Concern for Others in alternative
environments, but i n this study they | e;
abilities to readAn Cl6 RomhanachL&-Gaeilge was the learning tool

through which children reported behaviours consistent with @i al

(2006): kindness to others; help for people in need; awareness of other

peopl eds probl ems and a wi |;landngness t o
consideration of how their decision (to teach Irish) might affect otféis.

theme could also have been usedaamain theme example of Personal

Responsibility or Leadership or, indeed, a subthemeVidue of Group

Work, as discussed next.
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6.2.2 Value of Group Work

Following Chiet al (2006),Value of Group Work infers: learning the value

of working with othersandlearning new skills from working with others

that one might not learn alone. i$hsubthemewas addressed through a

weaving workshop. Volunteers taught children how to webfferent types

of Saint Brigips Cr oss to honour startihg vath e nt count
the simplest (Roscommon) uned®rer weave and progressing to the more

difficult (Sligo) 90-degree weave. Both designs have a common theme:

twenty-eight straws, one for every day in Febryagdfour limbs, one for

every week in Februaryhenpractice began (Figure4j.

Figure 64: Practice: young and old learning to weave

Weaving was chosen as an intervention to promote cooperative learning.
TomasAine, a volunteer, took responsibility for showing young and old how
to weave.When askedto explain the secret of his teaching success,

TomaésAine replied:

Simplicity gave them the confidence. Once they had the confidence,
they were able to do the harder one. Th
conquer if they have the confidence. Just like ourses é and t hen of

course weaverechippngin.
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TomasAine isunconsciouslysuggestingthe value ofpractice based on

social constructivist learning (Vygotsky, 1978) whereby children learned

from more capable other$. n hipping ing the clairteéiri 6 scatldbol de
(Bruner, 1996) <chil dr ehordes créseadterthe ng, such

interventionas well as helping another to make QRigure 65).

Figure 65: Practice: Weaving

In Pilot SchoolA, children proceedetb teach weaving to fifth and sixth

classThe result of such o6coll ectthwe scaff ol
youngerchildren appeared to grow in confidence and-sstéem for being

able to teach the older children something that they could neivate do.

As reportecby Gras a thirdclass girl:

We showed them how to do it andéWe put
do the different onedrom Third/Fourtié We copi ed how ye show
us and we just asked again if we weren

themwhat we knewébecause we felt 1 mportan

Not alone did third/fourth cladearn and teach the skill of weaving, but the

volunteers did too. Such action suggettat the value of practice was

conveyed a®ducational influence (Whitehead and McNiff, 2006)eiach

ot her 6s |l ear ni ng. , vwho rtaghtv another toeka c h child
responsibility for knowing how to do it or theyj u st as®ragd agai nd (
Suchanattitudesuggests that the children developleelability to engage in

collaborative learning which eqguired pursuing a common goal. The

common goal (learning to weave) enabl ed

showing (skills), telling (knowl edge) 8
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consistent withcooperativezollaborative learning (Pritchard and Woollard,
2010, p.26).

Feedback frompupils in the other centres suggested that their individual
successes depended on the success of the group at thdemolk as
Bridin, a thirdclass girlin SchooiB, reported fo herself and her friends:

I |l i ked working with my group &écos toh
togetherWe had t o remember for when we got

friendsédid them in our |[Weavel]se on Sunday

This child showed, consistent ith Jdnson and Johnson (198%hat
through cooperative learning she was better able to contribute to the group
goal and share group successes being more interdependent than when
working alone. Generallyhildren learned the value of group work through

cooperdon in social learning

However, not all children valued group wods Tirnandg, a fourthclass

boy inPilot SchoolA, proclaimedd¥ ou dondt need to teach me
know everything. | work better on my o@rHe preferred such solitude,

explaining that he could concentrate bet@one. Later, when making a

cross he preferred to design his own. But he still needed help. In the words

of Miche&tnaCroise, a volunteer:

He asked me how he would do that, so | told him to get pencil and

paper, create i n his head what he wante
did a triangle, with a centre piece to support the Cross member. |

added thatcentre piecelo it and he thought that waan excellent

ideaé said he would do his own Galway Cross.

MichedknaCroise saw that the boy neestl support to design his own
different cross. He supped him by designing with him whavasdifferent,
therebyfacilitating Tirnan- g 6 s ¢ .r'Whike Tirnanog skl preferedto
work alone,he did accepthat older peoplenight have something to teach

him:
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| prefer doing it myself but | liked that M taught me how to do a
di fferent one to al/l the othersél was ¢

for old people eally.

Timan- g6s experience of group work | ed him
his stereotypical assumptions about old age. There is no other adverse

commentary across the dataset which challenges the value of group work.

Overall, consistent with Gh and coll eaguesd (2006) , ch
value of working with others and of learning new skills that they might not

have learned aloneEducationalvalues of practice, connectedness and

dialogue are evident in hoywoung and old practiced weavingonnected

through shared traditions around.aFhéileBhride and learned

collaboratively through actichased dialogueCare for Community is

analysed next.
6.2.3 Care for Community

Chi et al (2006) understandthat Care for Community generalipfers:
spending time and helping on projects with others in community; believing
that one can make a differencand changing things that are unfair in
community/societyThethird- andfourth-classgirls wanted to learn knitting
and sewing. In collaboration with teachers and the resguedtitioner,
knitting was taught by volunteers tourth-class girls and embroidery to
third-class girls.These interventionare cited asspecificexamples of Car

for Community, but other interventiorsuld alsoillustrate the concept.

The knitting workshops wermspired by MairéadahadTéidi, a volunteer,
who had earlier givera presentation on kiting artefacts, including her
grandmot her s dam hOD yegrs ageSkehats@ showedf r
samples of Trauma Te$which she knits for the Irish Ambulance Service
to comfortsick children going to hospital. On seeihgrwork, fourth-class
girls were eager to learn knitting so aspi@rticipate inthe Trauma &€ddes
project.As knitting leaderMairéadna-dTéidi organi®d young and old into
knitting cooperatives, setting oudtructured guidelines that encouraged

group collaborations and programme completiddupported bythe
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cuairtediri, every child learned tdnit and produced some artefact, .e.g
hairband, scarf and/or Trauma Teddy depending on theificiency.
Children were taken from basic stitching through to project complatioin

were enabled to connect to sick children through a knitting prdjecalue

for connectedness to sick children guided this interveriEaure 66).

T

Figure 66: Connectednes&nitting Trauma Teddies for sick children

Children generally reported outcomes for: meeting deadlines; building
social connections and bonds of trusth the older peopteandbelieving

that they could make a difference.

The children reported learning to take the task through to completiah,
meet deadlinefundamental featusof effective engagement (Finlay al,
2010) as testified in Figure 8.
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Figure 67: A pupil testifies to meeting deadlines

Pupilsfurther reportedthat being able to perform the task allowed them to
show care for anotheCniotéirMarta, a fourthclass girl,summedup the

general sentiment:

Knitting the teddies makes you think about sick children in hospital
and appreciate your health and not be

something for sick children when you can knit

Such feedback echoes Sherrad al. (2009) who recognise that through
civic actions, people become concerned for others less fortunate than
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themselves A value for connectednessas evident in how the Trauma
Teddy can knit a communitygf young and oldogtherthrough caring for

sick children.

Volunteers reported buildingonds of trust and reciprocity which showed
how easily the children adaptexts observed bMairaine:

Amazing how the children told wus what
they trusted usThey f e | | i n withusdéemmgedi flft drse ma e

forustobe ablet o gi v e s o theytcdnigivegomethirg koé.

Volunteers, by volunteering, prompted trusting, caring relationships with
children. Children were comfortable sharing the limitations of their
knowledge with volunteers once trust was establisheaghat, seeds of
social capital (Putnam, 2000993 weresownbecause there mvidence of
networks of relationships, reciprocity, normgust and participation.
Overall, the feeling amongst the pupils was that, as well as learning to knit,
they generally felthat they were getting a chance to know the older people
of their community. As a result, they were embedding a deeper sense of
belonging to their neighbounbbd because they had opportunities to care
about the people of that community, including sick children, and they
discovered that the people who live there genuinely care about them and
want to teach them. According to Portney and Berry (2001), this feeling
describes social capital (see also Chapter Sefen)ings of belongingare

encapsulateth the reflections o€niotoirSaoirbhin, a fourtitlass girl

Knitting gets you chatting. | like getting to know the cuairteoiri. It
makes me like my hometownnioM/e can speak to them now

i ke getting to know us tooésaying ol

whoever 0. You can tell them things that
sickéand t hey | icaren abboutyoydardadd t ha
niceéand stil!]l keep knitting.

Indeed, vtunteers and children seemed to bond through the conversations

that went with the knitting as much as through the knitting itsetfagotured
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inthevol unt eersdé dialogue concerning how

confidence:

Mairdine:Afterwardsoneltl d sai d t o me abhmymeégr andmot he

shebs deadd andtheanadtthedmyi grlaenyndi ed
cancer 0. They were delighted they coul

one of them.

Maedbhiseachv e s é one even told me about her S

wasl4éThey were .eager to tell al |

As time progressedhe children made theuairtediri feel welcomedas

Cealla, a volunteenoticed

Wh at struck meéwas how | ovely and rel
scene was and how welcomed we were by the children, whi wh

we were children and an adult came in to the @d&agsy ou wer en ot
allowed]t o speak or even | ook at theméThe

was lovely.

Feedback from children and volunteers alike suggests that they are making
new connections and finding that yheare about each othérhrough their
reflectionstheydescribe the idea of social capital arising from: mutual trust,
norms of reciprocity and social networks (Putna®®00, 1993). Like
Putnam they seethat in a continuouseciprocal relationship therds a

mutual expectationf a benefit bestowed. Adairéadna-dTéidi, put it:

The conversation was going around and the knitting needles were
clickingel got and theywgbtwllot outotittoo,ut of it .
because some of them were able to do part and some of them were just

about able to knit...and they all learned to finish it for the sick

children.

Additionally, children enjoyed being consulted as to what type of design
they would put on their own individualised tedd§s Cniot6irR0s, a

fourth- class girl,said
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Youget o deci de wh atYoygetuo putwhakevertfacte ma k e é

you likeonitsodng as itdés a happy face because
children happyéyou get to do it I n your
that s good.

Qui zzed as t o wh yclassgirlswers unablg toalelvéiop f our t h

the point any further, as evidenced by Cniefgbga:

ltés good to get twhylemeildel yaeei bve t e

just good.

However, Cnioti-Cloetin, a fiftrclass girl, better explained why it was

6good©o:

Because someone would ask you why you put this face and that colour
on and youbd oghveopyauonéand ma k e y ou
deci sionéSo, youdd feel more responsi bl

Admittedly, CniotoirCloetinis more mature than fourth class beaglass

older,and indeed is not part of the research commuakgept that she is in

the dassroom and shows what another year can contribute in terms of

maturity. She can conveyt h at her par t-initaiegp andi o n i s 0
directedsd6 (Hart,d®®k der , 1997

Simultaneously, next doothird-class girls were learning embroidery with

volunteers, having seevi8 i r 8Gamepd ser 6 [ Exempl ar] on Art
Mairaine, a volunteer, explained thiatwas an instructional toalsedfor

teaching embroidergtitcheslong ago.On seeing the sampler, thgrls

asked to be tauglembroidery so as to decorate a Santa Stocking fitting for
Santads many presents expected for Chr i s
fabric, draw out plag) anticipate problems and devise solutions. Then, they

cut and embroiderethe fabricwith volunteerassistanceEvery third-class

girl (n=22) succeeded in making a Santa Stocking for Christmas 2011 and

later presented it at th® ¢ h o o tCéaristmags faghion show. Adults were

paired with pupils oftentimes in the ratio of 1:loptimising their

opportunites to practiceand complete their Santa Stocking in tigkégure

6.8).
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Figure 68: Practice: Learning to sew

While somemotivations might be questionabtljrd-classgirls learned that
they were able to undertake a basic embroidery task and complete it on
time. Here are some honest reflectiomsa pt ured i n the childrer

with the volunteers

FuailedirMilseainin | just want to make the biggest Santa Stocking

everso that it fits all the toys Santa w
wantfif t o hi de my sweets from my brotheré
decorations on iSampleiakned éohne 6tl H e ntehviemrg yf i n

them.

FuéiledirAine: | loved workiy  wi t h  Mé a nldelpfakhaen dva s s o
t hen | hel ped others who were sl ower tF

sure everyone got finished for Santa.
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The general motivation was to finish for Santa. This way they learned to
follow a task through to completion. Thégund that the adults cared about
them in their wanting them to get finishethey learned to support other
children sathat everybody got finished for Santa

Teachers were delighted with the work done, agreeing that they could not

have undertaken the peat alone. A®nethird-class teachaeported

It would havejusiwewl d mpto sisa \bd eltappened.
have a database that we can call on in future for projects like
thi séThe children trust them and | ove t

never mis Tuesdays

Teachers saw, likBalatti and Falk (2002), how trust, reciprocity and social
networks might benefit children through collective action in future.
OTuesdaybd is cited again as the metaphor

already reported (sdel.2).

The knitting and embroidery projects were cited as examples of Care for
Community. However, any intervention, with either thiat fourth-class
boys or girls which was seen to build social capital (Putham, 2000, 1993)
likewise reflected Care for Communitifor example, the teacher of third

andfourth-class boys, in his yeand evaluatiopwrote (Appendix 21):

All age groups, both young and not so young, benefitted from the

weekly interactions which help[ed] all progss and develop in

di fferent wayséThis project has brought
their time and hard work in giving so much to the pupils.

The social interaction, articulated by the teacher, resulting from- time
investments, can also be interpretasl caring for community. All told

outcomes consistent with the Clt al (2006) definition of Care for
Communitywere reported by participants and key informaatitee, namely:

spending time and helping on projects with others and believing that they

can make a differencen anot her 6s | i f e, whet her it
child trying to embroider for Santa, or an older person learning a skill.

191



Pupilsshowed that they coulcheetdeadlines and buildocial connections

and bonds of trust with the woiteerghroughgeneratingsocialcapital.
The subtheme Appreciating Diversity is analysed next.
6.2.4 Appreciating Diversity

Appreciating Diversity, according to Clet al (2006), infers appreciating
having friends with different backgrounds to onesalid being open to
learning from people with backgrounds and experiences different to oneself.
The conceptwas mediated through European languages (French, German
and Spanish). The idea was that in learnikgiropeanlanguagesin
collaborationwith older pgeople, children would learn to appreciate different
ways of speaking and different peoples and their cultures. Thbegsyere
taught to show respect for another through learning the courtesies
vocabulary necessary to conduct mannerly conversatibay Tvere also
taught about expected behaviounsdifferent countries/cultures; given a
flavour of different sounds so that they would be able to make more
informed decisions about language choice jaterd the clairtediri were
facilitated to learn a Eupean language that they mightherwise not have

learned

Language tutoring was delivered by retired language teachgpscally,
lessons consisted of greetings and courtesies, counting numbers, days,
months, family members, pronouncing names and di#igs JacqueJack
JerezHerrrreetl), and food/drink menus. Sched/B learned French;
SchootC learned ltalianfFrench and Germarand SchootD learned all

four. While the researepractitioner taught Italian in Sche@/D, data

arising from thesaorkshops are not reported here.

Children nowadayan learn language from television. Therefore, it was
important to establish prior knowledge so agxtendit. Prior knowledge
was ascertained usirthe KWLH technique (Ogle, 1986): WhatHK now;
What IWant to knowWhat | haveL earnedHow | can learn more.

Generally a language lesson would entail womtsd phrases being

introduced bya volunteer language teachandrepeated by young and old
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who would then dialogue in rojglay in the language being taught.
Learning o0props6é would typically include

the electronic whiteboard to display womisd phraseslidesand aspects of

that car n t mrghéesture, and music and song (Figure 6.9).

Figure 69: Dialogue: Learning to speak a European language

The effect of these interventions was that pupils generally felt that they
could now speak to a persbom France, Spain déermany; theyvould be
able to greet them, show them respect and make them feel included in their

community. Jacques, a thigiass boy, wrote in his log:

e can talk to a French person so that
(Figure 6.10).

: 4 i affed
countto 10,yourag®, | \\ /o cnn LalK Eo o
family, time, title, say :
tedsysofhenest, | trench persin 10 thal
sy oy Ehey wouldn't Feel Lef

ouwt.

—

Figure 610: Dialogue:inclusion of anothethroughFrenchlanguage

Perhapsthrough dialogue in Frencldacqueshas gained, consistent with
Selman (1980), ability to step outside of himself to take are#éictive
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look at his interactions with others and to realise that thay do likewise.
Learning French, albeit basic, has given him and his cohort the opportunity

to put themselves | mwoudsayt her s shoes, as

In similar vein, German language was facilitatedhil@®en reported that
because they could speak a feards, they were better able to show respect

to/for anotherAs Jakoba thirdclass boy logged:

OWhen you go to Germany you can treat t

speak to people from al/l over the world

In learning another languagéakobhas discovered thatavel has become a

possibilityfor which he is better equipped toteract and integrate.

Spanish followed the structufer French and German. Again, the notion of
respectful interaction was foremost with the children. Theynd that by
learning Spanish, they would be able to use the language to interact

respectfully. As Juan a thirdclass boy in SchodD, wrote

ONe can speak to a Spanish person on the street or in Spain and

speak it on holidays and make new frigihds

The desire to interacin Spanishsuggests thaluanis open to friendship

with people different from himself.

At yearend evaluation, when children were asked how they saw the value
of learningEuropean languages, foremost again was the noficgspectful
dialogue, as reiterated by Michillin, a foudtass boy

Ol f someone came over from a different

their own | anguage and make them feel a

Taken together, children appeared to fulfil the €hal (2006) criteria for
Appreciation of Diversity,because, througkearning differentlanguages,
they becameaware of thepossibility of having friends with different
backgrounds to themselve3hey alsoshowed willingness to express
respect for others through learning with people from backgrounds and

experiences different to their&urthermore, pupils wanted to learn the
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languages so that they could show respect and inclusion of anotséort,

they were expressing value for dialogu@kin to the subjeeto-s ubj €ect 061

Thouo r etheotisedobyBulver (1958) reverential, inclusive and

equal.

The volunteers who delivered the language workshops reported the benefits

that derived fromthe social nteraction For example, Mairochénghe

volunteer who taught Frendaw that the learning ripples outwards from the

child at the centre to his/her family, community, and eventually to the wider

world as a result of sharing interactions in French, Germagpanishin

her words
| see this projectélike a stone dropped
at t he centreélearning a skill /task f
[whichler i pp | e ¢hehoounte étacnd t he <chil dren can
noweéln turn, t hmget adat her apeoplaé &ti hi n
their involvement in Frenchébringing th
they are | earning about other culturesé
behaviour and how othérc ul t ur es manst@eadt Hdiery syste
have new awareness of th&o, from one | ittle classro
the interaction extendséinto the commun
world.

In M8ire-ch-ngoés submi s sexogystemitevelsr e i s t he

of child developments theorised by Bronfenbrenner (1979), whereby

c hi linetrdad developmental capacities aredbectionally connected to

the proximal contextsncluding community and the wider world&duch
connectionsas perceived by the French teaclierther create fikages and
channels of communication between and among the actions and interests of
social fields in line with interactionist theory (Wilkinson, 1991; Bridger and
Alter, 2008; Bridgeeet al., 2009).

Perhaps children might have learned to appreciate divénsother ways
throughout an academic year, but they learned it throegcational
influence in a value for dialogua this studyusing European languages as
the learning toolEnvironmental Stewardship is analysed next.
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6.2.5 Environmental Stewardslp

Environmental Stewardship, according to Gi al (2006) infers: re
cycling awareness; keeping community cteandd oi ng onedés part f
environment. La-na-Luibheolaiochta2013(Botany Day 2013) was the
intervention organised tgromote environmental stewardship through
learning about the eesystemlLa-na-Luibheolaiochta2013vas divided into

two parts: children presenting potted wild flowers correctly labgleul
volunteers presenting on curative plaplssa ¢ tbyad bltéanisbn wild
orchids and the pollination process. If children were unable to identify and
categorise t-hadi pMNe o thafotarkdt leblpes them to

do so.He then gave a presentation on the 30 different species of wild orchid
growing in Irelandof which about 20 bloom in County Roscommon. He
explained the pollination process necessary for the survival of the different
species and the soil types conducive to their survivaLa-na
Luibheolaiochta2013 concerned learning about the connectedness of
everyone and everything in the esgstem. Thus, a value for connectedness
guides the learning about the exystem (Figure 6.11).

Figure 611: Connectednesgollination and the orchid

Mi U-ea8li u M e o lexphinet) tthe value of the long grasses on

roadsides as an environment conducive for insect habitation and pollination

Roadside verges should not have to look like putting greens
[ande wi | d grasses shoul d be-seedngt until t
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season is overl hope you will never see ansect on a leaf again and

not wonder what heds doing there

The greatest outcome a&-na-Luibheolaiochta2013or third- and fourth-
classboys wasin learning about how the pollination process and the eco
system work. Consequently, they felt obligatedhiate action on behalf of

the orchid after learning that it tak&& years to reach bloom. Under their
teacherdés guidance they wrote a protest
one was selected, signed by the class and delivered by hand to the local
govermment representativelhey protested that, on account of how local
authorities trim grass verges on roadsides prematurely, pollination and re
seeding cannot be completéd-na-Luibheolaiochta2013stigated a civic
action in thepolis or public spherg(Arendt, 1958) which showed that
students had developed capacity for civic action through having gained a
deeper awareness of their environmant stated in the lettesritten by

Buachaillinrna-Luibheolaiochta, a fourtblass boyFigure 612):
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Figure 612: Civic actionon behalf of the orchid
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A key point in the letter that showed developing notions of justice was that

if hedges are preserved to accommodate birds, then grasses should be
preserved to accommodate bees so as to sustain tisystem.The letter

was duly responded to and the logalvernment representatiw®nfirmed

that he had raised the issue with the local authorities as a result of the

pupilsbé |l etter of protest.

In his reflections at yeagnd, BuachaillinnaLuibheolaiochta reports what

he learnedhe had to streamline his thghts to write up his log/reflections;

he was propelled to initiate civic action after learning aboutpeooesses
andhe was awarded a prize for his handwriting by consequence of having to

write so many reflections (Figurel@).

B i ol Lt e
fm%ﬂﬂﬁf@% PRI T/ S

Duoloiltin-ne et edagpi,
e N AL W

Figure 613: Reflections of a fourtitlass boy on initiating civic action
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At yearend, parentguardiansvere invited to submit their evaluation of the

programme. The parent of Buacha#haLuibheolaiochtaacknowledgd

the value of intergenerational collaborations fne r sonos educati o
particularly the botany lecture which enlightened him greatly on local flora.

She testifie to his civic action on behalf of the orchid, reasoning that his
character grew as a result of this inter:

the senior citizen he became 14.n active al
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The parent is suggesting that because her son gained a deeper awareness of

the environment, he was spurred to defend the ordhathaps he saw that

an injustice had been perpetrated against the orchid, and, in its destruction,
indirectly against the people. There is a mild suggestioroofkjustice

youth development in the classsponse which takes into account a social

change objective resulting from critical understanding about the root causes

of social and community problems (Bragy al, 2012; Ginwright and
Cammarota, 2002)Heretofore, children may have learned environmenta
stewardship from their textbook. However, learning it in collaboration with

the volunteers prompted them to initiate civic action, something a textbook

might not instigateOverall, children appeared to develop a deeper sense of
environmental stewardship consi st ent with Chi and
understanding of doing oneds part for
about it. They did this through developing a value for connectedness of

everyone and everything in the universe.
A summary for the main thesrof Civic Responsibility now follows.
6.2.60verview: Civic Responsibility

The interventions were intended to develop Civic Responsibiitych
generally inferred care for others and community Chapter Five,
significant statistical improvement was evidenced by the Intervention Group
for all subthemes of Civic Responsibility whereas the Control Gdadipot
achieve significance. A possible explanation may lie in the qualitative
findings. Firsly, Concern for Others was realised whendents saw that
volunteersaged 70 and ovesucceeded in readiras Gaeilgeas a result of
their intervention Secondly, Value of Group Work was realised when
students, through group collaboration, showed tlmydcweave andeach

the skill to others. ThirdlyCare for Community wagvidencedwhen
children learned to knit and then participated ifirauma Teddieproject
whereby they knittededdies for sick childrenand through embroidering
Santa Stockingandthen, helping each other to get finished @hristmas
Fourthly, Appreciating Diversity waseviderced when children showed

willingness to engage iBuropean languag#ialogue whereby they believed
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themselves better ahlas a result of the language laag) to express
respect for anothedifferent from therselves Lastly, Environmental
Stewardship waslearned through exposure to modelling -poxial

behaviour, hearing value messages, and getting opportunities for practice

Generally, devel oping civic responsibildi
emotional, cognitive, and identity developmehis providing environments

which cultivate such responsibility whereby a citizenship process rooted in

care and driven by obligatioie contribute to society was activataslalso

shown in their study byWray-Lake and Syvertsen (201X)pverall,children

showedskills and dispositions of Civic Responsibilitgnsistent with Chét

al. (2006) Additionally, values of practice, connectedaeand dialogue

were conveyed to/by the participants, young and sleth that each had
educational i nfluence in the otherodos | ea
school. Such explanation may account for why the Intervention Group

achieved significaryl improvedscores for skills and dispositions of Civic

Responsibilityover a school year.
Leadership is discussed next as the third theme of civic literacy.
6.3 Theme Three: Leadership

Following Chietal ( 2006 ) , and to fulfil t he crit e
student takes initiative and acts as role model to help group, class or school
to ma k e a positive di fferenceod (p.11) .
i ncorporating: 01 e ad e angtivic partieigatio® c a c y ; ci v
(p.16). Discrete workshops were organised to address some of these

subthemes; others emerged through existing workslagpdiscussed next
6.3.1 Leadership Efficacy

Leadership efficacy wadefined by Chietal ( 2 0 0 6 ) atstingtllee mo n s
attitudes and actions of taking | eader
evidence is sought f dayplaganddelyerataskl dr end s
including organising a team to perform the task and making others believe

they are impdant nembers of the team; and (&and up for what is right

and try to change what they perceive to be wrdrepdership Efficacy
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emerged from the interventions and was not addressed through any specific
workshops. Examples of planning and delivering a tasktaen from

third- and fourthclassgirls in SchoolB; standing up for what is right cites

the reflections of thirdand fourthclassboys in SchoaD.

(a) Planning/delivering a task

Planning and deliveing a task emerged through We@lub andFocal-Eile.
These werénterventionsaimed atraisng literacy levels througkleveloping
vocabulary in English and IrisBaeilge Young and oldreada favourite
extractfrom a preferred sourc&he KWLH technique (Ogle, 1986) (What |
Know; What IWant to know; What | haveearnedHow | can learn more)
applied in order to determine prior knowleddes each participant read,
others noted new words on flashrds. They then worked collaboratively on
the new words, constructing sentences that gave ingeda the words.
Children practiced writing the words while also discussing them, putting
them into sentences and connecting to each other through them (Figure
6.15).

Figure 615: Working throughword-meanings

The result of theteam collaborationwas that children made word
presentation sentences to the assemblage (class, teachers, and volunteers).
Each child, as she presented, took questions from the assemblage, consulted
with her team, and gave sentefm@mples as responses. Volunteers helped
children to get their presentations ready and accomparifezin in
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presenting if necessary. When the team had finished their word
presentations, they placed their words on the blackboard and returned to
their tables to learn from other teams. The process was eepaatil all
children had articulated their werdeanings/sentences to the assemblage.
They did this in English and Irish

In class discussion afterwardlethird- andfourth-classgirls reported that
when they realised they would be presenting, ttemperated to ensutkat

they knew all the words for theieam They reported that volunteers helped
them to do what they would not have been able to do alone, namely: to
correctly pronounce and articulate words; plan and organise the table/team
to presat wordmeaningsandbelieve themselves able to lead their table in
making a presentation. Eibheaa third-class gir] captured the general

feeling of support coming from volunteers:

You picked Phel pvowd d¢@amdsay it and under
justwoul dnodt | et you go up there until j
di fferent sentences of ingu from wor d é we | €

reading and thinkinf and chatting about them with P

Eibhear isdescribinghow thevolunteersupporéd her contribution. She is
brought to believe that she caaommunicate her ideas to others through
good oral and written competencieloreover, she camvercome the
challenges of presenting/speaking in public, gain confidence in her opinion
and consequently make a worthwhile contributid his was alsdound by
Redmond et al (2013) when researching leadership outcomes for
adolescentsLike Hanafin (2014), the volunteg¢aught to, for and through
thec hi | ddifferentdirgtelligences so as to help them understand their
word-meanings. The volunteerw a s their 6scaffol dob (Brurt
perform leadership functionsithout whosesupportthey would not have

had the confidence faresent as Muinin, third-class girl confirms:

B [volunteerlh el ped me to go firsdwiltwas afrai
everyone | ooking at meéThen our team |
werenodt a bit afraidéltodés easier now Oc

at doing thato.
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Muinin knowsthat she has undertaken a difficult leadership role. Consistent
with the literature Coyle, 2009;Hannahet al, 2008; Hoytet al, 2003;
Murphy, 2002), her leadershiphas impacted positively on follower
outcomes, thus creating an expectation for Muinin and her team that they

can lead in future.

As well as developing their personal confidence, the volunteers instilled a
sense of tearefficacy in the students using wengeanings as the

teaching/learning tool, d86inin, a fourthclass girl explains:

M came up with you when she knew you veefer ai début now | thi
| could do it again@cos once you did it, you knew you could...I can do

it agai né@e nhllgotagon é

NGinin showed thatwith adult support, she was able to plan and deliver a
task that she and her team could not hawgedalone. There are resonances

of sociacultural learning (Vygotsky, 1978) which implies that pupils
reached a level of potential development whereby they seemed to increase
the distance between their actual and potential level of leadership through
beinghelped by M and, therefore, what they did withr assistance more

accurately reflected their ability to lead than what they might do alone. For

example,N6inind s u theethree fpersonal pronoyrsy o u 6 , 6, 6 and O6w
convey a sense of the e a mo ison fromaselfdoubttoselb el i ef . O Youd
could be any tearmember working through seff o u b t . Perhaps the 6\

afraid of the presentatidleap w h e r e a sconhelte theddam tdoinin.

She reverts to O6youd whidbubt ansl tself! | negot.
belief. Then she asserts that o0l can do
t he 0 we 0-efliccious team/ckass Wwlioshe believes can all make

the | eap since eneEmplgydetveeendhgse pronaungy o 6 . Th
Oyouob, 0wthads ceeated a narrative space in which their belief in
themselveswas interpretedas evidence of socicultural learning This

example shows the ease with which the volustéeought the child, the

team, and ultimately the class from seédfubt toself-belief so as to convey

attitudes and actions of taking leadership positions
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Addi ti onal t o t h ethe dobrirdladsrteachér €valuaeed | ect i ons

FocalEile as a worebuilding exercise:

I woul d think t hat wh a an lnsceés done tod
[novelleyou come across words that you wonbod
Irish clas® | i keg might have had sicjphicken]lb ut t hey woul dnodt
have had cluidiriclutch]. | hope it wil give them a love for reading

Irishé a s English.

Generally,while Word-Club andFocalEile, were effective asvocabulary

building interventions aimed at raising literacy leveley wereeffective

leaning tools used by the volunteg¢oshelp the pupilsplan and deliver a

task as a tearaxerciseso as to demonstrate afties and actions of taking

leadership positions inlinei t h  Chi and coll eaguesd (200C

of Leadership Efficacy
(b) Standing for what is right

6Standing for what is rightd was anothe
according to Chi and colleagues (2006)his was not a discrete

intervention. Ratherexamples of leadindpy positive influence emerged

from the data exempliffing educational influence Evaluating the

programme at yeaend, third- and fourth-class boys in SchoeD were

asked:In what ways did working with the older people helpé®@uThe

boys generally responded thdtrough working with the older people, they

learned to have the coumago stand up for what they believed to be right

and speak out against what they perceived as wibimgy generally wrote

in their logs that they would show respect for others, for community and the

environment and they would encourage their friends tolildewise. A

sampleof refl ections from the boysd | ogs in

Seosamht would make sure that none of my friends would ever laugh

atold peopleagain | 6d say J[dghttbat 6s not rite

Eoinin: | can tell my family about things t
about | can tell them and then they will know. | would make sure
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that épeopl e woul d Inadt ppuul g ouwpd anrh oargdhisd
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Figure 616: Reflectionsto conveyeducative influencéo another

There isevidenceo f 6educati onal influenced (White
emanating from the boysdé attitudes and a
believed to be right and showing the courage to change whathim&yis

wrong, like abusing people, or environmental degton. They learned

these thingshrough the interventions from which these reflections emerged.

Putting O6good thoughtisametaphorforespacer peopl e
which has been transmittédl Eoinin and his classmatethrough value of

practice, connectedness and dialogRepils showed willingness to adopt

thel-Thounot I-It attitude (Buber, 1958) of subjettt-subject relationships

with the older people based on principles@spect, inclusion and equality

to which volunteers also tast throughout. For example, thepowed

willingnessto learn French, Spanish and/or German in order to greet people

with manners so that o&éthey woul dnoét feel

Overall, the above examples provide evideoicetudentshowing attitues

and actions of taking responsible leadership positions consistent with the
subtheme of Leadership Effica@s defined by Chiet al (2006). The
children may have learned.eadership Efficacyin their dayto-day
schooling. Howeverin this studythey leanedit through intergenerational
collaboration by learning how to plan, organise and deliver a task and make
others believe they could do it toandstand up for what is right and try to

change what they see wrorggjvic Thinkingis analysed next
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6.3.2Civic Thinking

Desired outcomes for Civiar Critical Thinking includedevelopingability
to (Chiet al,, 2006, pp.13L4): (a) compare life long ago with life todagh)
demonstrate problersolving/analytical skills;(c) gather, generalise and
transfer nformation and(d) conductresearch skillsThese topics are now

analysed sequentially.

(a) Life long ago

The artefacts from life long ago wersed aslearning tools to develop
pupi |l s6 pr e dndannecttieem aokthe Ipasupileveorked in
groups with thecuairteoiri while anothercuairteoir presented an artefact
with questionsof-thekind: 6 Wh at 6 s A MValuesfor diabogu@ guided
this interventionExamples of the artefacts are outlined in Chapter Four (see

4.3.2).A volunteer,guestioned the use tife hotwater jar (Figure 7).

Safety dnowe

Figure 617: Developing predictive skillssing anartefact

Children offered suggestionsas to its possible usessupported by the
cuaiorteoiri who answered their questions and askedher questions.

Gradually they improved on their suggested uses for each artefact, as they
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awaited verification by the presenter. As Seoilin, a foalilss girl

confessed

C [volunteer]t ol d u s Hengave s loadséof clues when we
asked questiodss o me twergeessd r i ght é hgeglIt i t t ook
only warmedbedsé like electric blanketslt was boring..but it made

us guess.

However,notalpupi | s f ound t,lasBroigix athiddlasse &6 bor i ng:

girl confirms

The shoe last wageryi nt e r éftet lobadsgoé wrong guessés
put his shoe up on itétgotsEhet d&woul d it

people fiedtheir own shoesnit.

The above datallustrate a value for dialoguenvhich had the effect of
enhancingp u p ipredictive abilitythrough investigatiorand observatian

as confirmed by the Principal who observedabtvity:

They [childrer] had no clue what the objects were and the actual

people that were doing it were very ski
this would be used for? Any idea?6 Adul
the freedom toéobserve and predict. T

investigaion, the children were able to test the accuracy of their
predictions. Unbeknownst {them], t hey wer sciedifevel opi ngé

skills.

By learning with the volunteerqupils were facilitated to release their
imaginations, as theorised by Greene (199%pugh informed perception,
appreciation and relationship with the people around them. In sum, they
were enabled to question, reason and predict while compdarigng ago

with life today, a key criterion of critical thinking (Cét al,, 2006).

(b) Problem-solving and analytical skills

This dimension infers identifying issues and needs, study to build
knowledge, and propogy possible solutions to identified probler{Ghi et
al., 2006) This wasbestillustrated on Interview Day whefourth-class
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girls in SchoolB sought explanation®r why there were financial problems

in the banks in recent time& volunteer and former bank manag&ean
naB, workedthe pupils through basic mathematical skills whereby they had
to: compute interest on a prinaig sum of upeOconiink@h
per annum; apportion annual repayments on the principal over 30 years; and

determine monthly, then weekly, mortgage repayméotsa household

(Figure 618).

Sean-na-B: Take 10% as starters.._halve 1t to get 5%.. halve 1t agamn to get 2.5%. So how
much 1s a family house? [Children do not know] Say €300,000 after you paid your deposit.
Now if you have to pay 2.5% interest on 300,000 every year, how much is that?

Children_Team-A compute: 2.5% of 300000 is [We help: 300000+10+2+2] =7,500.

Sean-na-B: And if you pay 300,000 over 30 years for your house, how much is that every
year. How do you do 11?

Children_Team-A: Divide by 30. That's 300,000~30=10,000

Sean-na-B: Now if you have to pay interest of 7,500 a year and the 10,000, how much is that
every year?

Children_Team-A: It 1s 7,500+10,000 = 17,500

Sein-na-B: And if you had to pay it over 12 months, how much would that be 3 month?
Children_Team-A: [Consult compute: we help] That 1s 17,500 + 12 =] 458

Sein-na-B: Yes and how much 15 that 3 week?

Children_Team-A: [Consult compute] That 1s 1,458 +~ 4 = 365 per week

Sean-na-B: Yes! Now can you tell me why you think there were financial problems in the
banks?

Children_Team-A: ‘Cos people lost their jobs in shops and on buildings and they could not
pay €365 every week to the banks because they had to buy food and stuff...and all the money
they got from wherever. .. [Social Welfare] was all gone and then the danks got in trouble.

Sean-na-B: Exactly. Well done!

Figure 618: An interview excerpt: problersolvingand analytical skills

The repaymenof U 1 4 pe8 month,o r U365 , wasaccumatele k
calculatedby the interviewees whoould now answer their own question as

to why there was financial collapseCuntéirMaire, a fourthclass girl on

TeamA, deduced

0 @s people lost their jobs in shops and on buildings and they could
not pay uU38bhewemygd weekbuy foodéand

was gone and then the banks got in trouble.

211

al



The pupils arrived at this answer after doing calculations watlanteer
support The interventiondemonstrates application ekperiential learning
(Kolb,1984) SeannaB facilitated concrete experience by enablipgpils

to work out the mathematics of their own question. He invited their
reflective observation througlallowing them to make sense otheir
calculationsHe got them to relate the learning experience to the problem so
as to explain it or find solutions toiit abstract conceptualisatiom short,

he engaged the students in cycles of active experimen{étap, 1984)to
facilitate learning.Following Wurdinger and Carlson (201Mg ensured a
child-centred approach, explamng the desired outcomes so that pupils knew
what andwhy they were calculatingrhen, hehelped them to identify their
own reasons for the banking collap3ée learningwas corroborated by

their Principalwho observed thimterview.

He [SeannaB] explained that when he was a bank manager if a

person came in | ooki nbgd fhoarv ea t (1l OhOa,v0eO Oa

tenth or 10% of that in theb a n k and he asked them t hen

tenth of ité6? He was actwually asking ttF
for interactionéThey got a greater un
recessionsy processa n d why iliwaseearyoirhpvessddéwith

the fact that the children were able to answer the questions and he

[SednnaB] was able to askuchpertinent questions.

To propose possible solutions to the banking problems identified;rse&n
asked the fourtitlass girls orireamB how they would propose to solve the

financial problem(Figure 6.D):

Sean-na-B: If you were the bank managers what would you young lassies have done?

Children_Team-B: Ask the people looking for the money to save up a big bit first like what
you said [10%] in case they’d lose their job or else buy cheaper houses ...like....get a house
that they can pay for with the money from their job.

Sedn-na-B: Yes! So what should the banks have done?

Children_Team-B: They should not have given the full money unless they had really good
jobs that they would have always like teachers or bus drivers.

Figure 619: An interview excerptexample of critical thinking
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The team suggested that the banks should ask the borrowers to save up a
substanti al deposhiotu séeasrd.elTshee yb ulayl soh e apceorg
banks should | end responsi bl y: 60They sho
unless they [borrowers] had really good @b .

The students learned that through an exercise idifeahathematics, they
came to find the answ& within themselves, &untoirEilis, a fourthclass

girl on TeamC, reported

It was the hardest orfinterview] because we had to do all the sums.

He told you not hyougguéeosntliyo nkseeptti |ds kyiorug g o1
right answer yourysuehadfttesmd tberéWken

asked you what thbanks and the people buying houses should do

anymore.

SeannaB showedhat hecouldpr ovi de O6scaffol dingd assis
1996) to the children to help them work out problems so thatdbelg

answer theirown questionsHe supportedstudents to derive their own

answers, consistent witP ol anyi 0's noti on of Opersona
(1958), namely that people generally know more than gey The

banking interview was dearning tool to enhance numeragqypils

practiced numeracy skills having fiigientified a financial problem built

knowledge about thgptroblem and propose possible solutions tohe

problem. Such outcomes are consistent with key criteria for problem

solving and analyticakills according to Chet al.(2006).

(c) Gather, generalise and transfer information

Theforestryinterviewaddressetbeing able tagather information and begin

to generalize and transfer understanding to other experiéfussnterview

occurred betweaefourth-class girls in SchoeB and MichealnaLeardige,a

retired forester and volunteer Their general line of questioning
encompassed: how to recognise different species of medsorestry as a

career Values for connectedness and dialogue guidecet f or est er 0s

interview with the students. He wanted them to connect better to nature
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throughteaching them how to recogniseesthroughtheir foliage (Figure
6.20).

Figure 620: Connectedness: recognising trees

MichealnaLearoige generally revised timaturalrules of vegetation and
took questions from the students

They mostly remembered the vegetation from the talk last year but we

revised itagaind canopy, shrub, ground and undergrodnand the

different foliage and what the trees are used for. | did tive [types}

broad and conifers. Mainly, they wanted information on the
careerépointséjobséoutdoor | ifeéeA few I

going to be forestersasaresulédf hi s entire interview

MicheaknaLeardige facilitatech heightened awareness of the beauty of the

different trees, as Dairin, a fourthass girl on TeartC, observed:

We | earned that thereds tons of di ffe
[MichedtnaLearoige] told us that theyfleaves/branchesyere all

from around the school so itds nice tha
around the school éNow we know the diffe
plant trees and help out the environment.

As well as heightening awareness of the environmehildrenwere male
mor e awar e o f asooafirmed &y ¢the Pribhcepa witvgiuated
the intervention:
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The children 1inevit [arded] whenwthel el ook f or
out éwi | | be more appreci atseeing of being
t he dif f er é¢reex Eherdbard so emany éhildren if you

asked them how many trees are outside at the front of the school, they

mi ght noét knowéand they could be watchi
years but the very fact that Mentioned those points | think it would

inevitably heghten their awareness.

Some childrerelt confident to look up further information later:

Coilltin-6"Class:l t hi nk | mi ght become a forest e
could | ook it up I n books or somet hi nc
interesting.

The idea that she might discaverdd the t up6 su

need tosourceinformation a key component afritical thinking (Chi et al,
2006).

Thus, the fires of emotion, perception and appreciation may have éeen s
alight in these childrn throughthe forestry interview becse, as Dewey
(1934) noted they have started to look beneath the surface realities of the
world and have released their imaginations through imaging new
possibilities(e.g, forestry careers) The volunteerseemed tdhave brought

the children to a deeper awareness of their environaeBtathin, a fourth
class gir] noted:

We learned to care for our treeSsbecause without trees w
breathing bad oxygenéand we also shoul d
really grateful for the fresh air that we breathe because in some

countries they have to wear masks.

Overall, he heightenedawarenessgained through interviewing a retired

forester andr ef | ect ed i n , tshows traththey dagagheré s dat a
information and begin t@enerake and transfer understanding to other

experiences accordance witkC h i and coll eaguesd (2006)
critical/civic thinking.
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(d) Research Skills

This lastdimension of Civic/Critical Thinkingequires evidence ofriding
multiple sourcedor information analying validity of information, drawing
conclusions and presentinge findings (Chiet al, 2006. Interview Day

was the chosen intervention for developing research skills. Prior to the
event, pupils were inducted in researdtills and ethics. Theyhad to
prepare interview schedules by fiburcinginformation so as tanform
pertinentquestions An outcomefor Interview Daywas thatpupils having
heard for example, the World War Two storiesmdertook a projecby
compiling a portfolio of data derived from the interviewees/storytellass,
testified by thePrincipalafterwards:

They went on subsequently to do projects on the Second World
War él1 6d say they wil!/ be motivated to

date because of tteetual subjects that were broached that day.

The act of compiling a project dorld War Tworequired that they be able
to: source informationanalyse the information; draw conclusions and
present the findingsThey would not have learned this skill orthyat they
needed to interview theuairteoiri during that school yeaSuch ability to
conduct research is consistent with the €hal. (2006) understanding of

critical thinking.

No one example from the interventions demonstrated above would be
adequatdo satisfy the Chet al (2006) definition of critical thinking for

any one pupil. However, when the interventions are aggregatédis
plausible thatas a result of intergenerationadllaborations pupils became
better able tocompare community liféong ago to life today; demonstrate
problemsolving and analytical skills; take the perspective of others to
understand how they feel and what they intend by what thegrabgather
information and begin to transfer understanding to other domains of

learring. Civic Participation is discussed next.

216



6.3.3 CivicParticipation

Desired outcomes fahe Qvic Participationsubthemenclude developing
ability for perspective takingcommunication group membership and
conflict resolution (Chet al, 2006. Conflict resolution was not a research
concern of this study because schools nowadays have a digcrite
Bullying Policy which deals with conflict. The remaining criteria were
mediated through interventions pertaining to: (a) perspetdikiag (b)
community issues; (c) social networks; (d) communication; (e) group
membership and (f) cooperation. Outcomes for thesalimensionsare

analysed sequentially.

(a) Perspectivetaking

Following Chi and colleagues (2006), perspectalang infers taking the
perspective of others to understand how they feel and what they intend by
what they do. Storytelling was the tool used to develop perspéakirg in

the pupils through redife and fictional narration.

Reallife storytelling

Fourthclass pupils at Scho@® wanted to hear stories about World War

Two so as to connect t hlimiexperitnees0fbook t o
war. One volunteer, AnnG recounted her story of evacuatiomgliworld

War Two. Briefly, on 1 September 1939, when she was 11 years old and

living in England, her school summoned their students with the directive

that they were to pack bare essentials. They were then taken by train to the

safety of the Worcestershi countryside where they remained for the

duration of the war. AnnG read from h@emoirsover several workshops

with the intention of connecting the pupils to her experience of being an

evacuee. The children interviewed her as a primary data sourckefor t

history project. A value for connectedness guided the intervention. It is

AnnGbdébs wish that her story would pass do

through her telling of it and writing about it:
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I feel strongly that Twbdh eslchimekepd r i es of OV
alive for future generations to | earn &

children will always remembgmy] story.

Indeed, the children became fully engaged with her saswpbserved by

the Principal

When[AnnG] was reading about her experience as an evacuee during
ww2 , because she had experienced iteéit
children. You could hear a pin drop. That was the actual evidence that
they were all totally engaged because she has such a beautiful
speaking voice and she spoke at the right pace and the children all

absorbed and analysed that particular informat{&ingure 6.21)

Figure 6.4: Connectedness: An evacuee recounts the horrors of war

In similar vein, Ainenah-Airde was evacuated asaby to relatieson the

Ards peninsula (County Down, Northern Ireland) to escape the Belfast
bombings. She stayed near Millisle Farm, made famodaraway Home
(Taylor, 1999). She recounted stories about the Belfast bombings and read
from Tay lamut the evdruatiok of Jewish children from Vienna to
Millisle to escape the Holocaust. She also read fBood Night Mister Tom
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(Magorian, 1981Yo remind the students of what life was like for children

like them, evacuated from London during World WaroT

The evacuationstories had the effect on pupils that they were able to
demonstrate empathetic understanding. Whasked afterwards what
impressed them most about the wartime stoh#sr-1 e ad as ,-clags f our t h

girl, revealed:

We all felt so sorry for those ladies when we heard their stories about

the sirenforaisr ai d s é and [Ang-sahwicde] bsed to put

her under the stairs till the silenceéa
was going to be there when you peepedoutdbr anyone was t her eé:
scaryémy worries are tiny besides that
Hi tl er was greedyéwanted to rule the \
[SeannaB] told us about the banks toBeople got greedy to make

money.

Mair-1 e a ‘s @lemonstrating dlity for perspective taking (Selman, 1980)
resulting from storytelling experienc&enerally, vartime stories created
opportunities for students to ask critical questions about the causes of war.
While unable to articulate itpupils also showedigns ofbeing able to
connect the content of one interview to that of anotRer.instance, Méir
Fheabhascan see the power imbalances that cause, walitical or
financiale x p| ai ni n g The studants learmpabauehdvd conflict

arises and how to awbit, as reported by Seoisimfourth-class girl:

It makes you think about what can happen when there is war between
countries.Makes you appreciate peace. We learned about how people
managed on rations and getting evacuated and split from their
families. AnnG said itdés important to |
control drinking and not be bade mper edédécos t hat causes

thehane andét hat spreads.

Further, the pupils showed ability to transfer understanding to other
situations by taking h e v o ladvicet oe board and applying it in their

own lives, as Cl6, another fourtthass gir] reports:
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Ann told us to always put youmterest into something and if you are

doing it, do it properly and set a good example to other people by

doing your best. She said o6anything tha
wel | 0. She hel ped me do my best anymor e
home

Hereter e i s evidence of Annpwhiclodadber i ng o6adyv
readily generated through any civic opportunities with youth (Dolan and
Brady, 2012)

Asking Ann afterwards what it meant to her to be able to tell her story to the
next generation, sheperted being delighted with the reaction:

I felt that they were | earning somethi
remember . When they are reading other f
that mine is a true story and | think that they are always going to

r e me mb ed |l think tBisasisia memory they are going to take with

them for the rest of their lives and tell their grandchildren about it

AnnGos reflections suggest t hat she has
through facilitating the pupils to fulfil the Chet al (2006) criteria on
perspectivedaking, namely totake the perspective of others so as to

understand how people feel and what they intend by what they do. Selman

(1980) identifies such a stage as the sequential perspaaiting stage,

whereby children beveen ages sevehroughtwelve, become able to see

t hemselves in another personbdés shoes (se
Fictional narration

Fictional story also had the effect of developing perspettikimg.

Volunteers narrated, for example,a b h r a i g h, hdlot irishdegand

andThe Freedom Bir@Hartley, 1996)Both stories have freedom of speech

as their central themeManacha, a volunteer, narrated the story of

Labhr ai gh talthe iboys of gird and fourth class in Schoebl.
Briefly, the story goes h at , having horseb6s ear s, t he
haircut only once a year. His barber was sworn on the pain of death never to

divulge the secretUnfortunately, the secret got out, and death followed for
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all the Kingds barlieerlansterdaviset ascheree | ast b a
to unburden himself of the secret without telling a soul. He whispered the

secret to the salley treghose woodwas used to make the Celtic harp. In

turn, the unaccompanied harp played to the straifistofe Ki ng shas Hor s e
Ears, a taunting melody which caused the King to summon his barber to

court for the inevitable punishment. When the King heard that the barber

merely told the secret to the salley tree, his life was spared and he was the

last barber in Ireland to die foevealing his thoughts.

Initially, children interpreted the story quite literally as Bark®éamus, a

thirdcl ass boy, showed: 0The message passed
t o t hi ngHotwever, thiough mdre intense group discussion with

volunteers, the children came to attach deeper meaning to the story, as

loggedby BarbéirEamon, a thiretlass boydYou can kill a person but not

their thought. How can you stop someone from thinking?( Fi gur e 6. 22) .

NOV The story of | Labhair means ‘to

1012 Labhairi speak’ What did you take out of the story of
S : % . Labhairi Loinsigh that w, P

Loinsigh with | ‘Labhair liom”’ means you panicipatelags a cili"z“c:\';‘d R

the horses speak to me :

ears, the sally | Loinseach means Yoq cah it & Paasyn

trczs that Leinster

made the ot

harp and the bul n o they the

song that

lived on ever H AN You Rep Samqed,
Fay. —ﬂei o= (—)Oﬂ/ 'Ll,:‘q k,' n¢-

Figure 6.22: Freedom of thought

Some weeks later, MicheakM®ar s a2 o Ut a, anotther wvolunte
Freedom BirdHartley, 1996). In similar veinhe central message frofe

FreedomBird s t hat nobody can suppress anothe
Unassisted this time, the boysuq c k | vy di scerned t he stor
because they associated it witha b h r a i g h, Bdlwas evident o their

written submissions which generally amounted to: you can kill a bird (the

messenger) but you can never kill the spirit of freedom, or freeofom

expression, because like the bitds free. Fictional storytelling gave pupils

the opportunity, while supported by volunteers, to abstract deeper meaning

from stories and relate them to other experiences, thereby supporting

Donal dsondés tiatl ywung xhildterh ares capable of critical
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thought if trained into it. They showed, consistent with €hal (2006),

that they had learned to take the perspective of the metaphorical barber, or
bird, to understand their feelings or thoughts and what ititend by what

they do.

(b) Community Issues

This requires ability to analyssommunity issues and needs and work on
proposedsolutions engage in dialogue about important personal, school,
andor community issuesand apply knowledge to propose and plement
civic action(Chi et al,, 2006)

To fulfil thesecriteria, pupils attending PiloSchoolC taught volunteers

how to use iPad, having discovered that while they possessed basic skills in

regular computer, they needed to ledad/iPhone so as to participatere

fully using modern technologynterventions were conducted over three

workshops and involved up to five children at atimen t heir teacher

words:

The children discovered in conversatiwith the cuairteoirithat some
knew the basicfcomputers¢ andhadiPadgi ft s t hat they <coul
use They offered to teadinem what they knew. We haRadshere.

We couldtakefive [volunteer.

Children prepared lessonsupportedby the researckpractitioner and their
teacher. They did this as part of their SPHE school/homework and their
teacher checked it out before letting the children give the instructfons.
valuefor dialogueguided tke intervention. Thebody language observed in
this workshop conveysthe childre® s e n d éoacenmactthe older

people to iPad (Figure Z3).
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Figure 623: Dialogue: childteachers of iPad

The childrenshowed thattheg o ul d anal yse the volunteer
and, consequently, plan and deliwestructions such that effective learning
took place. Cuairteoir_Daifea volunteer,echoe the sentiment of the-i

learners when he spoke to the ctiddchers at the close:

| had already decided that PC was enough for me, but you kids

C

-

brought me rightito the 28c ent ur vy . Il &m so happy | <can

| 6m writing Aph&aeéaamemradeddiear yéskypeéhb

alinonel 6m chuff ed at what [ | earnedét ho

Nothing was ever as easy as learning from you whids

The above commeaty shows that chilthstructors, with adequate

preparation, could facilitate the volunt

just socially but technologically too, through the participation tooPaftli

This is an example giositive youth development ing applied through an

assetdased approact{Dolan and Brady,2007). In short, nstead of

focusing on problems, this approach seeks to iderttifii e chil drenés
6devel op mennithahley dansosstrateshdoudteir ability to teach

anotherSuchc ompet enci es and resour cas within
enhance their chances of positive youth development (Brady, 2010).

Children grew in confidence from being able to teach another as reported by
Moghilechliste a fourthclass boywho taughtiPad toSéamusalLocha a

volunteer
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He said | wa sl weste gubtbhedinsttuetians florenimén

case hedd for get éljlikesd that Ivda sdmetingt o real | y.
good for him He asked me about my famiin Slovakia] and

weé g o0 o gtl reedm lakes@rd rivers around heré We talked

about different fistandgeare hesaid always weaa life-jacket.

In how the boy taughiPad to SéamusiaLochg hes howed O0capacity t
engage in thoughtful ci vil di al ogue abou
et al, 2006, p.14) namely, teachingnother so that he could better

participate using technologcal tools He prepared a lesson so as to be

competent on the day. He showed consideration in writing out the

i nstructions for someone ncedo themi g h't Of ¢
volunteer 06s appreciation and car e t owa
met aphoriaccakle tédl iafned he connected to the |
dakes and riveis . Essential | y, thedogandehisgtherr i ence of
peersan opportunityto devl op the &é5 Csé6 of positive
(Lerneret al, 2003).

Children developed participatory skills through teachiRgdibecause they
showed capacity to analyse a community need and they worked to
communicate their skills to anothdihis opportinity would not have arisen

for these participants in any other environment, other than through

intergenerational engagemeat that time

(c) Developng social networks

Developing social networks entails initiating contaotd demonstratg the

ability to build a relationship with a community memi¢€hi et al., 2006)

Fourthclass girlsat SchoolB showed capacityor networkingwhen they

were able t@wonduct an interview and subsequently build a relationship with
An-F 2 U e, an ihterdiewee andolunteer, whom they chose to interview

in his capacity as a former company director and stone cutter. They needed
to learn about different types of stone and how to recognise them. There is a
value for connectedness in this interventioonnectedness goung to old

throughknowledge oftone (Figure @4).
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Figure 624: Connectednesa stone

Answering their probes, AR 2 Ueal | aU showed them differe
its consistency, what each type is suitable for and where it is to be found.
Using histools, he showed them aspects of carving and lettering which led
them to probe: OHOdmwhistaords: you find school ?

I didndédt do wel |l at school because | C «
the pageéBut I found my <confidence thr
withsbneéand as my confidence grew | went

revealed its meaning to meél tell ye th
di déWe <can all |l earnéonly figure out f

alternative creative way of thinking in me.

He explained to the pupils that from his carving tools he etched out a
confidence that sent him back to leéwrread The Principal an observer on

the daynoted that there would be children there who currently heaging
difficulties and for whom buding such arelationship was so beneficial:

Certain people in the group thatéhad di
got great 60s-18s6 from the fact t hat
permanently in that particular situation. So that would have opened

up a whole ista and world for them.

225



As well as initiating the contact, pupils showed ability to extend the
relationship beyond the confines of the interview schedule as evidenced by

Eagain a fourthclass girl:

| was so glad | was able to talk to era n d b e ash thim these o
thingséand he didnoétomi dgsltexildcngoadl r

not as worried now because | 6m good at

The Principal conf i r me dof beilgeablectoi | dr end s
establish a relationship with the inteswee such that he gave them hope for

their own similar situations:

He made very strong points to the children about how he felt he was
stupid in school but that it was only later in life when he realised that
he had a great talent in his ability withosie that he said his self
confidence just went through the roof and | think that had an effect on
some of the children because sometimes they would feel stupid in that

situation.

This intervention shows how the interviewee gaweial support to pupils

who suffer dyslexic conditions. By the act of participating in the interview
process, t he pupil sé6 soci al supports al
because pupils were facilitated to discover supportive relationships. It is the

hope that, as theorised by @ol (2010), such civic activities might buffer

these children from adversity thereby helping them to develop resilience and

enhance welbeing. The interview wittAn-F2 Ue al | aU provided pup
access to social support in the form of positive adult kshi® This is a

key function of positive youth development because such access enables

youth to withstand stress and develop coping skills which help the transition

to adulthood (Dolan and Brady, 2012; Dolan, 2010; Sleaval, 2012;

Cutrona, 2000).

All told, pupilsshowed capacity to initiate contact, hold a conversation with
and demonstrate the ability to build a relationshijnese criteria are

consistent with the Chat al (2006)definition of a participatory skill.
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(d) Communication skills

Communication skills are demonstrated by listening carefully to others and

using appropriate | anguage to accurately
(Chi et al, 2006).Communicative ability was conveyed by the boysharft

and fourth class at Schebl when they wrote prose and poetry in response

to the volunteersoé cr eendadavaluationwwhent i ng f or
asked what was the greatest thing they learned frorouidieteoiri, the boys

generally responded that, for them, creative writing wasd#st. They felt

that because theuairteoiri were able to compose prose and verse for them,

they could too. Onethird | ass boy recorded in his | og:
poem | could write a poemb. The boys enj
new talent tht they would otherwise not have discovered at that time of life.

For example, Raftair€éin, another third | ass boy, wr ot e: ol tt
was the greatest thing we learned. | discovered | am a [poet]. It is my new
hobbyo.

The effect of hearing the older people reading or writing their own work

infused in the boys a belief that they could do likewise, consistent with
Bandurads (1977) soci al |l earning theory
support of more competent adults (Ber, 1996; Vygotsky, 1978), they

were enabled to read their compositions to the assemblage. By listening

carefully to thecuairteoiri, they were better able to demonstrate their own

ideas and opinions through prose and verse, as two folagh boys

revealed dumng class dialogue afterwards:

I usenot |l i ke writingébut now i f you |
[volunteer] sai déand i magi ne youodr e a birdey
Owingb6ét hen all t he words that end witdht
Put them attheenda@dach | i neéand t hat gives you
poem and then just fild]l in the start of
be a poet él couCuhadoirEdla) e songs next

You coul d write how vyou felteénot be

righteéj ustorifsayou thdd kpreobl emséyou coul d
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were someone else and then you could write loads of ways to help
them(CumadoirEanna)

The above reflections resonatikes wel | wi tF
judgment more than rules that is paramount in tteeaard that problems can

have multiple solutions because learning through the arts requires a

willingness to surrender to unanticipated possibilities in emergent work. It

al so resonates wi t h Rogof f ds (1990) no

whereby childrerare guided by the volunteers as they learn to communicate

with them.
Supporting the puwlpsslteacher found thee crdative n s t he
writing workshops beneficial becaudec hi | dr en wer e easily mot

and edit t lsed thestonas ofkhe oldenpedople as inspiration
for their own compositionésee Figure &5).

Dear Marie,

The class really enjoyed the previous visits of the
intergenerational project and were enthusiastic about the
latest visit.

Barry ‘s accounts of an apprentice stonecutter enabled the
children Yo visualize the difficulties encountered by craftsmen
tefore the advent of modern technology.

Bernadette's vivid descriptions of the adventures of Diarmuid
and &rdinne had them enthralled.

They wrote their own stories for the grandparents who sat at
their table using the workshop as inspiration. Some children
wrote about personal experiences e.qg. visits to Lough Key
Forest Park or preparing for family holidays. Others perhaps
influenced by Bernadette's account of local interest in
mythological lore composed their own stories of fearsome
creatures, which were finally defeated by brave local warriors,

The visit to the classroom was a very positive experience and
the children were easily motivated to write and edit their

work.

Sincerely,

Figure 625: A teacher reflects on the creative writing intervention

In sum the creative writing workshop facilitated listening carefully to others
and using appromit e | anguage to accurately expr
opinionsin keeping with theChi et al (2006 definition of communicative

ability.
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(e) Group Membership

Group membership requires that one be able to demonstrate ability to share,
take turns, beconsiderate of otherdisten to different ideas in a group
setting anccollaborateto formulate suggestiarithat work for the group (Chi

et al, 2006) The intervention, Interview Dayemonstratechow students
cooperated in group situations, taking turasd showing consideration for
others. They rotated roles for the different interviews so that every child had
responsibility for some aspect of team memberg@ipapter Four4.3.2).

As the Principal obserdson the day:

They had difficulty maybe imearing some of the adults and, even by
their body language, they just went over the desks and theygiut th
heads closer theo childrdm e werec everyt mech

engagedéand motivated to |isten careful

The body language described by the Principeflects a value for dialogue
(Figure 6.3).

Figure 626: Dialogue Interview Day

Pupils showed evidence of tutaking when able to rotate assigned roles.
As the Principal reported:

They had practical handsn experience of taking turns, it allowed
them t o give a practical demonstration
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assigned to different roleséshowed amaz

in taking their turns and in listening.

It must be highlighted that improved group membership skills may not be
totally attributdole to intergenerational engagemeNowadays,teachers
assign different roles to pupils who may have difficulty working with each
other so as to increase their awareness of collaboration and listening to
ot hersé opinions. Hence, they would | ear
work. Also, children were tharughly prepared by their class teachers, in
collaboration with the researgiractitioner, for their roles omnterview

Day. This may explain their exemplary group membership behaviour.
However, here would not have been an opportunity to pracseroup
membersif the cuairteoiri had not consented to be interviewed. Thence,
through intergenerational engagement, children were facilitated to practise
group membership skills like sharing, tiaking, being considerate of
others, listening to different ideasa group setting and working with others

to interview the older people. Such skills are consistent thgtChi et al
(2006) criteria forCivic Participation

(f) Cooperation

Cooperation entailed learning how to cooperate with peers and help others

avoid and settle conflicts (Cht al.,2006). Teaching Irish proverb was seen

as a way to enhance cooperative learning. Teadtiimgart go cur le chéile

(no strength until joinetbgether), Manacha, a volunteer, conveyed the idea

to third and fourthclass boys that interdependence is essential for
cooperation.Manachasketcheda s h o al of fish, sought t
cooperation as active miming participants, and usdthdpial appoaches

(Irish and English) as theollaborativelearning toolsA value for dialogue

as Gaeilggguided the intervention (Figure @)2
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Figure 627: Dialogue:Ni neart go cur le chéile

Manachaneeded o0 t each the idea that O6united we
shoal of tiny fish is in danger of annihilation if the big fish sailing into the

harbour attacks them. They must work together to ward off the attack.

Therefore, pupils must cooperate in the sige of salvation. They do this

by |l earning the Irish words for the fishi
defend they will know what parts to attaak Gaeilge Pupils learned the

vocabularyas Gaeilgeand were ready to participaés Manacha narratl

the story (Figure @8):
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Fads, fadé (long, long ago) a shoal of small fish was saved from the jaws of death by
working together to save themselves from an t-iasc mor (the big fish) who was ag seoladh
isteach sa chuan (sailing into the harbour) to eat them up. We must pretend that we are

helping the shoal. We have to help them out to survive the threat of the big fish.

Here is the plan: we mime the actions of little fish. We disable him piece by piece until he
can swim no more, then we get away to safety. First, we leam our Irish words for big fish’s
body parts so that we can know which parts to attack together: ceann/head, srdnnose,
cluasalears, stileleyes, béal'mouth, drom/back, eitefin, eireballtail. Then we will form a
trap like a “V’ to coax him in. Once in, let us disable him by snatching at his body parts and
saying the words out loud as we snatch... ceann, srvon, cluasa, siile, béal, drom, eite,
eireball. Then when we have finished ag piocadh piosai as (picking pieces out of him), he
won't be able to swim anymore and we will all make our escape together. We keep saying the
pieces of his body until we see him disabled. We need to say them a good few times. We will

practice them first... ceann, s¥dn, cluasa, stiile, béal, drom, eite, eireball.

Now when all had worked together to disable big fish they were able to make their escape to
safety. The shoal leamed ever after that Ni neart go cur le chéile which means ‘No strength

until we join together’.

Figure 628: Dialogue:Cuairteoir narrates the concept oboperation

Chil drenoés | eseanfhrocakconveyedh thai uhgyh generally
understood the meaning of the proverb and the importance of participation
as logged byCuanin, a fourttlass boy:

No strength until we come together; together we can do anything.

Volunteers appreciated being shown how to teach the concept of
cooperation through proverb. They would now be better equipped to
transmit educational influence tthers. For example, Peigimt Sui i nea U,
in an email to the researghnactitioner, relayed her joy at being able to
transmit this learning to a class of sewaarolds in San Francisco in

September, 2013:

I dondt think I woul citdayafukad moeed t he con:
got the experience wi ftheprgverblike pr oj ect él
she[Manacha]did with her illustration of the fisiiFigure 6.3).
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Figure 629: Dialogue: educative influence througtoverb

PeigirantSudn e a U h a educ@iopal ieflaathcefrom a classroom in
Ireland to San Francisabrough a value for dialogue. She has conveyed to
the pupils that cooperation entails learning howcttlaborateso as to
survive together Her lesson has been clearly learned because the San
Francisco cohortould give her examples of how they could accomplish

things if all were tavork together.
Summary for Civic Participation

Unlike the Control Group, the Intervention Grogpowed sigricantly

improved scores fo€ivic Participation (see Chapter Five: 5)3.Bhere are

plausible explanationgirstly, in teaching a skill to theuairteoiri, children

showed ability to analyse anotherods neec
which facilitated that neednd the participants testified that they indeed

learned Secondly, through the interview procegsapils showed they were

able to initiate contact, hold a conversation with and demonstrate the ability

to build a relationship with annierviewee. Thirdly, they showed

communication skills by listening carefully to the creative writings of

anot her and bfpr thénn rFoutthlynthey display&d group
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