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1. Introduction 

 

“A right is not an effective right, unless you know about it” (Osler and Starkey, 2010, p. 16). 

Human rights education (HRE) serves the purpose to make individuals aware of their rights and 

duties following from human rights. From the Universal Declaration of Human Rights (UDHR) 

numerous different conventions and declarations have been ratified. These have strengthened 

the human rights duties through implementation and provisioning, but may also have made 

human rights more complicated for everyday people with regards to understanding what human 

rights entails. Human rights have a tendency of being too legal, because human rights originated 

from a legal understanding. Still, the realisation of human rights does not only rely on the legal 

binding norms in itself and the compliance of the state, but also on the respect for human rights 

from the whole society (UDHR, Nickel, 2007). Human rights education (HRE) is seen as a tool 

to make human rights more accessible for everyday people. This comes from the notion that to 

effectively access your rights, you must first know these rights. Therefore, awareness-raising 

and human rights education are stipulated as a mean to fully realise human rights in order to 

create a human rights culture (UDHR). In the International Convention on the Rights of the 

Child (CRC), human rights education is set forth as a right, which means that the state should 

promote and strive to support human rights education in the curriculum and in schools. This is 

something the UN and NGOs have promoted since the UDHR. Human rights education is an 

integral part of human rights awareness and in creating a human rights culture (Bantekas and 

Oette, 2016, p.145).  

 

In order to make human rights relevant and accessible for all people, education and promotion 

of human rights are important aspects. With contemporary issues such as a rise in populism, 

“fake news”, hate-speech, anti-globalisation and distrust in human rights, human rights 

education have clearly not reached its full potential (Keet, 2015, Wingfield, 2019). There is a 

range of different actors that play a role in developing and contributing to human rights 

education, and all these actors play an integral part to educate people in human rights issues 

and promoting respect for human rights. Such as the state, the school system and NGOs. Human 

rights education is learning about, through and for human rights (Lohrenscheit, 2008). These 

three aspects of human rights education can contribute both to making people aware of their 

human rights, and also empower people to stand up for justice. The purpose of HRE is to ensure 

respect for human rights amongst citizens, encourage a critical view of power structures and 
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empowerment to stand up for justice (Osler and Starkey, 2010). Youth in particular grows up 

in a world with these contemporary challenges, with an increased amount of hate-speech, 

conspiracy theories and fake news flooding the internet. Therefore, I believe it is critical to 

empower youth to stand up for justice and human rights. Human rights education has the 

potential of being transformative and empowering, thus it could reach youth in a critical 

moment in their life, to empower and encourage them to become justice-oriented citizens 

(Westheimer and Kahne, 2004).  

 

1.1 Choice of topic 

 

In 2009 of the Universal Periodic Review, Norway received criticism for its lack of focus on 

human rights education in schools. According to Lile (2019) Norway has a good legal 

foundation when it comes to human rights education, but it is not effectively implemented in 

practice. From the findings of Vesterdal (2016), some of the teachers in upper secondary school 

felt that they did not have enough knowledge, resources and time to thoroughly teach human 

rights. He also found that the transformative dimension to human rights education is not 

apparent in the school system. Human rights education is not only about learning about human 

rights and human rights violations, it is equally important to have the transformative dimension 

to create awareness of our own and other people’s human rights in our society (Osler and 

Starkey, 2010).  

 

In 2020 democracy and citizenship will get a more comprehensive place in the curriculum as a 

multi-disciplinary subject in secondary school. This is a new commitment to further strengthen 

democracy and citizenship- and human rights education (Velum, 2019).  This raises several 

questions. How will human rights and democracy education be conducted if the school system 

does not have the transformative dimension? With today’s school system, how do you inspire 

and empower youth to make social change through participating in democracy? With the lack 

of a transformative dimension in the school system, it will be relevant to research how other 

non-governmental actors conduct HRE. After being an educator for a human rights centre that 

specializes in human rights education, I wondered what outcome of HRE has on young people. 
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Human rights education operates on different levels in Norway with the decision-makers and 

government at the macro level, the scholars who debate the content of the education with 

politicians and the school system with teachers that carry out the education to its students. Parts 

of this space of actors influencing the human rights education in Norway today are non-state 

actors who offer human rights and democracy education to schools. However, there are 7 

centres who have mandate from the state to provide human rights education in Norway. The 

Norwegian Center for Holocaust and Minority Studies, The Falstad Centre, Arkivet Peace – 

and Human Rights Centre, Nansen Center for Peace and Dialogue, The Narvik War and Peace 

Center, The European Wergeland Centre and The Rafto Foundation. These centres got this 

mandate because of their peace, human rights and democracy education, as a strategy from the 

government to fulfil the commitments on human rights education for children in Norway 

(Education Directorate, 2016, p.21). In 2016 these centres had over 25.000 visitors from 

students and had reached out to 100.000 that same year, many of the centres report of a high 

and increasing demand for their peace, human rights and democracy education (Education 

Directorate, 2016, p.5). The strategy also emphasises that the centres continue to contribute 

with research, cooperation between the centres and training for adults and children. Some of 

the centres visit students at their school, and other centres requires visitation from the school in 

order to carry out the education. When talking about alternative learning arenas, these centres 

are some of the many in Norway. These centres collaborate with each other, for example 

through the “Dembra-project” and “Democracy learning at Utøya”.  

 

In this thesis I will take a closer look at the Rafto Foundation and their human rights education 

at the Holocaust week for young people age 14-15 years old where school classes participate in 

a day with workshops about holocaust and human rights at the prison camp, “Espeland leir” in 

Bergen. I will also examine the project “Democracy learning at Utøya” which is a collaboration 

between the European Wergeland Centre, Utøya AS, 22. July centre and the Rafto Foundation. 

Both the European Wergeland Centre and the Rafto Foundation state in their educational 

platform that they offer a synergy of citizenship and human rights education. Many of the 

learning goals in the exercises both at Utøya and Holocaust week are about human rights issues 

and practicing democratic skills. What role do these centres play when it comes to human rights 

education in Norway? What are the effects on the youth that participate at these alternative 

learning arenas? Can the transformative and empowering dimension be found? In order to 

answer some of these questions, I will mainly listen to the youth who have participated in human 



5 
 

rights education at an alternative learning arena. What is the real effect of having HRE in 

alternative teaching grounds for the youths? What are they left with after a day with HRE? Is it 

possible to see a transformative experience that have changed their attitude and behaviour?   

 

Vesterdal (2016, p.212) asks in his doctoral thesis: “How do we develop active citizenship 

without practicing it outside the classroom?” With this question I want to see what added value 

on HRE alternative learning arenas like European Wergeland Centre and Rafto Foundation have 

on the youth? Should we expand the view that HRE does not only have a role in the classroom, 

but outside the classroom as well? What really empowers young people to participate and take 

action to respect human rights in their communities? These questions are part of the topic of 

my thesis, which will analyse what role the alternative learning arenas play in human rights 

education in Norway. If the purpose of human rights education is to transform the society to 

stand up for justice, more research is needed on what human rights education looks like today 

for the youth and if there are signs of the transformative dimension from participating in 

alternative learning arenas.  

 

1.2 Scope of the dissertation 

 

In this thesis I will mainly focus on the outcome off human rights education at an alternative 

learning arena. There is a lot of literature focusing on HRE in schools, teachers, policy, the 

curriculum and what HRE should be. However, in Norway there is little research on what is 

done in practice, or the role the peace- and human rights centres and NGOs have in this field. 

Therefore, I will not discuss or write about the school’s role or analyse HRE in schools. In the 

context of the purpose of HRE, I will look at the potential added value, and possible 

implications by using alternative learning arenas as a part of the school’s human rights 

education. I will explore the role these arenas have on human rights education in Norway by 

looking at the outcome and the potential of empowerment for the youth who have participated 

at an alternative learning arena. Exploring the youth’s perspective on HRE will show full 

potential of human rights education in Norway. If the purpose of HRE fails to empower and 

does not have that transformative dimension, then HRE has arguably not reached its full 

potential (Osler and Starkey, 2010).   
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Important studies on human rights education in school focusing on the teacher’s role (Vesterdal, 

2016), and about the implementation of HRE in Norway (Lile, 2019) have been conducted. 

However, other actors who have a role in shaping the human rights education agenda in 

Norway, have not been researched that much. Additionally, there are few qualitative studies 

with the youth’s perspectives on this matter. Through the youth’s perspective on the outcome 

from HRE in alternative learning arenas, I will discuss this matter by doing qualitative 

interviews in order to explore the effect of HRE in alternative learning arenas. I will look at 

some of the alternative learning arenas that offers HRE and discern what the effect of these 

centres gives the human rights education sphere in Norway. HRE is a big field of research, 

where a lot of focus has been directed at school and policy. I will take the youths’ perspectives 

from participation at alternative learning arenas to explore what role they play in the Norwegian 

human rights education context.  

 

With this I have chosen one main research question and two additional questions that will 

support answering the main research question:  

1.     What role do alternative learning arenas play in human rights education in Norway? 

2.     How do youth participate in these alternative learning arenas? 

3.     Can we discern any effects such as awareness and/or shifts in attitudes of empowerment 

upon Norwegian youth from human rights education in the alternative learning arenas? 

 

In order to explore these questions, there is a need to narrow the scope of the thesis. The 

indicators I have chosen to focus on is the transformative dimension and the concept of 

empowerment, in order to explore if the alternative learning arenas provide these in human 

rights education in Norway. Two of the centres that have gotten a mandate from the state to 

carry out HRE will be studied in this thesis – The Rafto Foundation of Human Rights and The 

European Wergeland Centre. In order to answer what role these alternative learning arenas have 

in human rights education in Norway I will explore the youth’s perspectives through qualitative 

interviews and surveys done after they have participated in human rights education at these 

arenas. First, I will give an overview of the research done so far on human rights education. 

The theoretical chapters will consist of topics on what human rights education is, and the 

concept of empowerment. These theoretical perspectives will be used to frame and analyse the 

questionnaires and the interviews. In the other chapters I will analyse and discuss the findings. 
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Finally, I will discuss and try to answer what the findings could imply for human rights 

education in Norway.  

 

2. Literature review: What do we know about human rights education? 

 

Human rights education is a field that ranges across different disciplines and perspectives. From 

policy, legal implementation, models and outcome. In the first part of this section, I will give 

an overview of research and literature on human rights education with regards to youth and 

outcomes. In the second part, I will give an overview on research and literature about human 

rights education in the Norwegian context.  

 

The school system has gotten particular attention in the literature of human rights education. 

The school is the institute mandated to educate children in different subjects and is best suited 

to offer human rights education to all children. The curriculum determines what values, skills 

and knowledge children are going to learn, however, in most countries human rights do not 

operate as a subject. Some scholars have highlighted how the curriculum could be a potential 

place to further implement human rights education. Parker (2018) writes about the curriculum 

problem in human rights education, particularly in the United States. He writes that in general 

human rights education do not have a robust, disciplinary place in curriculum which is common 

for many other countries as well. The curriculum plays an essential part in order to realise the 

obligation on human rights education. He argues that knowledge matters, and that the 

curriculum decides the nature of knowledge students gets. He further argues that teachers, 

policy makers and HRE specialist should advocate for a stable and robust place in the 

curriculum for human rights education, like subjects’ such as history and physics. HRE needs 

to have a much clearer agenda with a knowledge goal in the curriculum (Parker, 2018, p.17). 

Keete (2015) goes further and criticises that the content of human rights education does not 

critically assess the neo-liberal world we live in, and the growing distrust in human rights. There 

is a discourse that the content in human rights education should be based on the Universal 

Declaration of Human Rights (UDHR) and a discourse on what human rights are and how we 

should understand it. However, he argues that this discourse on the content of human rights 

education place the teaching in a neo-liberal or marked liberal sphere, where the growing 

distrust in human rights are not being countered. To meet this “age of hegemonic distrust in 
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human rights”, the traditional way of human rights education should have a more critical and 

reflective approach. Educators should not only rely on the discourse from UDHR, but also 

acknowledge that traditional HRE is inadequate in order to respond to this age of distrust in 

human rights (Keete, 2015).  

 

A common feature in studies of human rights education is the indicator of the outcome in form 

of empowerment and change in behaviour. Human rights education has a clear mission and 

agenda which is highlighted in Universal Declaration of Human Rights, Convention on the 

Rights of the Child and Declaration on Human Rights Education and Training. The purpose is 

to create a human rights culture, where people stand up for justice (Bantekas and Oette, 2010, 

p.146). In some of the international studies on the outcome of human rights education, there 

have been external actors taking initiative on HRE projects in assessing the outcome. In 

Northern Ireland one such project took place in 24 secondary schools as an initiative from 

Northern Ireland Human Rights Commission and the Department of Education for Northern 

Ireland, the project was called the Bill of Rights in Schools (BORIS) (McLaughlin et al, 2005, 

p.56). The core focus of the project was on human rights concepts like equality, freedom, 

justice, respect and participation where each school had between four and ten lessons 

throughout this project. The purpose of the project was to address issues on diversity and 

minority rights. McLaughlin et al. (2005) writes about the outcome of the project regarding 

students’ knowledge and behaviours from an external point of view. After the students had 

participated in the BORIS project, they were asked to answer a questionnaire based on questions 

on knowledge and the overall impact from the project. They also had focus groups with some 

of the participating students, and interviewed teachers (McLaughlin et al, 2005). They 

concluded that based on the data collected, the students had an increased knowledge of human 

rights, and the project had raised the student’s awareness on topics on human rights issues like 

racism and sectarianism (McLaughlin et al, 2005, p.69). 

 

Other studies on human rights education have showed that HRE needs different actors such as 

schools, NGOs and policymakers to establish a well-founded human rights education. Because 

of differences in states, NGOs and political spheres HRE could look very different across the 

globe, but also within a country. This is something Bajaj and Wahl (2017) demonstrates in 

“Human Rights Education in Postcolonial India”. All these actors are driving the human rights 

education discourse. Bajaj and Wahl (2017) focus on the space of human rights education in 
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post-colonial India. They write about the NGOs and international organizations role in driving 

the human rights education agenda. These actors influence the human rights education agenda 

from above, and the civil society influence national policy from below (Bajaj and Wahl, 2017, 

p.164). In Bajaj’s (2011) research on a human rights education programme in India she explored 

how a long-term HRE project could engage both teachers and children in social justice work 

regarding topics like caste, and how the children could influence their community. Bajaj (2011) 

assessed this by looking at personal changes, how likely they were to intervene in situations of 

abuse, reporting on abuse and spreading awareness of human rights. Bajaj found that the 

response differed amongst students and teachers based on their household, background and 

cultural influence. However, Bajaj (2011) found that the HRE program and initiative from the 

NGO had an impact on the participants behaviour and actions in the community. This could 

imply that human rights education could have a meaningful impact if the local context is added 

in the content and methods of the teaching. This is also argued by Keete (2015). 

 

Children that learn about their rights have showed to be more concerned of the rights of others. 

It could be more fostering to learn about their own rights, rather to learn the responsibility to 

respect other rights (Covell and Howe, 2010, p.99). Covell and Howe (2010) argues that there 

is a tendency that teachers often focus more on responsibilities than rights. They argue based 

on their research that a primary focus on rights eventually lead to an understanding of 

responsibilities. A mere focus on responsibilities in HRE could worst case lead to miseducation, 

because of the already focus on responsibilities in the school system (Covell and Howe, 2010).      

 

2.1 Studies on human rights education in the Norwegian context 
 

There is not as much literature on human rights education in the Norwegian context. Hadi 

Strømmen Lile (2019) and Knut Vesterdal (2016) are two prominent scholars who have written 

about human rights education in Norway. From what I have found they have both focused on 

the school’s role in human rights education. Lile (2019) has researched the legal foundation and 

implementation for human rights education in Norway as well.  

 

Lile (2019) found that human rights education has a solid foundation as policy and the legal 

framework in Norway. However, there is an emphasize on values from Christianity and 
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humanistic in the Education Act, human rights are barely mentioned. However, since the 

Convention on the Rights of the Child is implemented in the constitution, human rights 

education has a solid legal foundation in Norway especially through Article 29. However, Lile 

points out that in practice HRE falls short when it comes to teachers applying this in the schools. 

He argues that Norway must review its effectiveness of HRE in practice (Lile, 2019, p.445). He 

bases this on findings from surveys on attitudes from school children with questions about 

minorities and samii people. These findings showed that knowledge about rights of minorities 

and prejudices have not really been fully realized in schools (Lile, 2019).  

 

In interviews with teachers in secondary school in Norway, Vesterdal (2016) studied what role 

human rights education have in schools and amongst teachers. He interviewed 24 teachers about 

their human rights education, and how they approach this kind of education in schools. He 

found that teachers are engaged in involving students and have participatory work in the 

classroom, however he also found that there is more focus on human rights violations outside 

of Norway, which could create an “us and them”, where Norway is framed as a “human rights 

heaven”. The focus on minorities rights and the transformative dimension is lacking in HRE in 

schools in Norway today. His study shows that many of the teachers had a lack of competence 

in human rights, and that the curriculum should be improved regarding human rights education. 

A link between minority rights, democracy and human rights should be much clearer in teaching 

of human rights in the school system. He argues that there should be an increased cooperation 

between NGOs and the school system in developing curriculum and find best practice 

(Vesterdal, 2016, p.260). The state has the main responsibility to fulfil the obligation to human 

rights education, but Bajaj’s (2012) research shows how important it is with multiple actors to 

fulfil the obligation to HRE. Actors being individuals, but also NGOs which could influences 

human rights education from below and above. From international studies, external actors and 

NGOs are often the ones who influence the schools, curriculum and government to further 

implement human rights education in schools. Bajaj (2012) found how the NGOs and UN had 

influenced the state and the society to further implement human rights education. This is also 

true from other aspects of human rights, where NGOs have the role to push the human rights 

agenda and challenge the status quo. 

 

Human rights education can look very different globally, and as well within a country (Bajaj 

and Wahl, 2017). Although HRE can look good in the legal framework, as in Norway (Lile, 
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2019) there is a gap on how HRE is implemented in practice in the school system. As Vesterdal 

(2016) points out, more research on this topic need to be done in the Norwegian context. 

International studies have shown that some practices of human rights education have 

empowered the youth, but often this came from external initiatives. The gap within this field 

which I will try to fill, will be on these alternative learning arenas and what role they have on 

HRE in Norway. There have been some quantitative studies on attitudes, behaviour on human 

rights and democracy issues in Norway amongst students at secondary school (ICCS-study, 

2009, CCM report, 2003). As Vesterdal (2016) and other scholars points out, the transformative 

dimension is important in human rights education. Do these peace and human rights centres 

have this transformative dimension to their education? And what is the outcome from 

participating in human rights education at an alternative learning arena? To explore the 

alternative learning arenas role in this regard could determine what role they play in the context 

of human rights education in Norway. From what I found, most of the research in Norway has 

been on the schools and teachers’ role, and the effectiveness of HRE in schools. Thus, this 

thesis could show the role the alternative learning arenas have on human rights education in 

Norway, through exploring if the alternative learning arenas have the transformative dimension 

in their human rights education. 

 

3. Methodology 

3.1 Mixed methods 

 

In order to answer the research questions, I will use mixed methods which have been 

increasingly used in both social sciences and human rights research. I am looking to explore 

changes in attitudes or behaviour, thus mixed methods will help answer my research question 

(McGuirk and O’Neill, 2010, p.192). I will analyse survey and interview data from 14-15 years 

olds participating in human rights education at an alternative learning arena. Mixed methods 

could give an insight into the outcome from youths after participating on HRE at an alternative 

learning arena. I have data from 293 respondents on a questionnaire with closed and open 

questions developed in cooperation with the Rafto Foundation. In order to go in depth on the 

responses  from the questionnaire and to further examine any possible change in attitude or 

values, I will complement this quantitative data with three in-depth key interviews with 

participants at “Democracy-learning at Utøya” arranged by the European Wergeland Centre, 
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Utøya AS, 22. July centre and the Rafto Foundation. To add context and a broader view I will 

also use field notes from observation data collected during my time at Utøya and the Holocaust 

week in Bergen (Kearns, 2010).  

 

I stayed one week observing and educating at the Holocaust week in Bergen, where 9th graders 

from different schools in the area visited Espeland Prison Camp for one day to learn about 

Holocaust. School classes of approximately 20-30 pupils participated in one plenary session 

with 90 pupils, followed by three separate workshops, each one lasting one hour. One workshop 

had a historical focus, learning about the prison camp and what happened there, and two of the 

workshops were contemporary, with participation-based methods and group work. Stimulating 

the pupil’s opinions, democratic skills and human rights values were at the core.  For two days 

I observed two of the workshops that were developed and carried out by facilitators from the 

Rafto Foundation. The learning goal for the day was to explore how historic human rights 

violations like the Holocaust can be linked to an understanding of contemporary patterns. I had 

one day with passive observation and three days with directly participating observation where 

I was the facilitator for two of the workshops (Kearns, 2010). During these days I took notes 

on what I observed from the pupils while teaching in the workshops. I focused on the pupils’ 

reactions to teaching methods and observed body-language and conversations that came out 

from the workshops. I have also been a facilitator at Utøya and wrote field notes there as well, 

both on my own teaching and the other facilitators workshops. I observed the pupils’ responses 

and conversations during these days. These observations will be mainly used as a way of adding 

context, exploring the learning environment in my analysis on what role the alternative learning 

arenas play in HRE in Norway.  

 

The questionnaires are developed by the Rafto Foundation in cooperation with me on occasion 

of the annual Holocaust-week in Bergen. 293 9th grade respondents from six different schools 

in the Bergen area responded to the questionnaire. They responded on both closed and open 

questions on the questionnaire (McGuirk and O’Neill, 2010, p.194-195). The closed questions 

measured general outcomes on various variables by a scale from 1-5. In the open questions the 

pupils could write a comment to the different workshops they participated in. The open question 

asked what they liked the most about the specific workshop, additionally they had the 

opportunity to write general feedback. At the end of the day the pupils and their teachers were 
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asked to participate in the questionnaire. In this thesis the focus is on the youth’s perspectives 

and their opinions about participating in human rights and democracy education on an 

alternative learning arena, therefore teachers’ responses are excluded from the analysis.  

 

I will present quantitative data from the closed question with scaling from 1-5, were 1 was no 

self-reported outcome and 5 meant high self-reported outcome. When presenting the 

quantitative answers, I have added the percentage from 4 (a lot outcome) and 5 (high outcome). 

That means I present the respondents who clearly indicated that they got an outcome from the 

education on the various factors asked in the questionnaire. Questionnaires are often used as a 

quantitative method, but to explore the role of alternative learning arenas I also need to interpret 

the data qualitative since it could give a better way of understanding what the pupils’ really got 

from the education and what potential skills and understanding they have gotten more of after 

participating in Holocaust week. I will therefore also use qualitative methods to analyse the 

pupils’ responses to the open questions (McGuirk and O’Neill, 2010, p.196). To analyse the 

answers given on the open question I have counted those who have given similar answers and 

counted these up to the 293 participants on the questionnaire to get a percentage to present. This 

percentage gives only a picture on their outcome, and further analyses will be backed up by the 

observations, the differences between these similar answers and quotes from the informants 

from Utøya.  

 

To complement and support the findings from the questionnaires and discern if there could be 

any effect such as changes in attitudes and behaviour, I will also use data from interviews. The 

three I interviewed were 15 years who had participated on “Democracy learning at Utøya” in 

the fall 2019. The original plan was to interview at least six pupils, but because of the COVID-

19 pandemic restrictions I was only able to secure three interviews: one personal interview done 

face to face, and two personal interviews by phone. The selection criteria were only that they 

had participated on “Democracy-learning at Utøya”. I came in contact with the three informants 

by contacting European Wergeland Centre, to get contact information on teachers that 

participated at Utøya, in order for them to put the pupils in contact with me. I have gotten 

informed consent in line with Norwegian Centre for Research Data (NSD). Since they all were 

over 15 years old, NSD confirmed that I did not need the parent’s consent.  
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I conducted semi-structured interviews on following topics; their experience participating at 

Utøya, about the human rights and democracy exercises, human rights in general, their 

engagement and human rights education in their school (Dunn, 2010). In the interviews I asked 

questions about what they had learnt from Utøya and about the different exercises they 

participated in. I asked them about their understanding of human rights and if they could 

recognise the human rights dimension in the exercises. I asked them about their engagement 

today and if their engagement had been affected by being at Utøya, this was to explore the 

potential transformative impact those three days had on them. In the end I asked them questions 

about human rights education in their schools and how they would have conducted human rights 

education for their classmates. It is important to note that most of the 14-15 years old that 

participate at Democracy learning at Utøya have been selected by their teacher based on 

motivation letters and sometimes lottery between other classmates. This means that the pupils 

interviewed wanted to go there and was motivated to participate on the exercises at Utøya. With 

the findings from the questionnaires at Holocaust week, which uses similar teaching methods 

as the exercises at Utøya, the interviews will provide a depth and an understanding of the effects 

of human rights education at an alternative learning arena. Only having three interviews limits 

the findings somewhat. However, in combination with the questionnaires the interviews gives 

a deeper insight into the outcomes from human rights education at alternative learning arenas.  

 

3.2 Ethical considerations 

 

I have been a human rights facilitator at “Democracy-learning at Utøya” and for the Rafto 

Foundation. At the Holocaust week I had three days as an facilitator and one day only observing 

the education. This means that throughout this project it was important that I reflected over my 

role and my subjectivity on this matter. I decided that I was not going to interview youth that I 

had been to Utøya with before. In order to get validated data, I have used critical reflexivity in 

the whole process of this research (Dowling, 2010, p.37). Through this process when collecting 

and analysing the data, I had to be self-conscious, reflected and critical to my double role as 

both a researcher and an educator. Additionally, doing qualitative methods will involve some 

sort of subjectivity because it involves social interactions and social interpretations (Dowling, 

2010, p.37). Therefore, it was important that I throughout the process was aware of my 

subjectivity and aware of my role as a human rights educator. The Rafto Foundation know about 

my research and have provided me with documents and the questionnaires have been developed 
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in cooperation. Additionally, to be aware and independent in this research I have been talking 

to my supervisor and the Rafto Foundation on these ethical considerations. Having this in mind 

throughout the process, and with the critical reflexivity, the research is independent.  

 

 

4. Theoretical perspectives 

 

4.1 The right to human rights education  

 

Human rights are based on holding the state accountable to individuals living in the state, where 

there are agreed upon rights that individuals hold on the grounds of being human (Nickel, 2007). 

The key to make a state respect individual human rights is the implementation of human rights 

laws into domestic laws. However, Simmons and other legal scholars argue that there is a 

tendency of non-compliance, and that international law has failed to protect human rights 

(Simmons, 2009). Therefore, promoting respect for human rights is important to empower the 

people if the states fail to protect their rights. Additionally, to the state obligation to respect 

human rights, there is in the Universal Declaration of Human Rights, an individual 

responsibility to respect each other’s rights. Society at large, with the state as the frontrunner, 

has an obligation to strive to respect human rights. The basis of human rights education as an 

obligation is found in the preamble of the Universal Declaration of Human Rights which states 

that every state shall strive to promote respect for human rights through teaching and education. 

This became more explicit through the adoption of the UN Declaration on human rights 

education and training.  

 

The Convention on the Rights of the Child (CRC) contains two articles that are linked to 

education, but the relevant article on explicitly human rights education is in Article 29 (1) that 

states the purpose and the content in education of the child. Article 29 (1) b says that: 

“…education of the child shall be directed to:… “The development of respect for human rights 

and fundamental freedoms, and for the principles enshrined in the Charter of the United 

Nations;” The subparagraph (d) in Article 29 highlights education in respect of others people’s 

human rights and tolerance, equality and peace (Lile, 2019, p.416). The intent and purpose of 
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this article was to make clear the objective of the education of the child. Article 29.1 does not 

state what the education should be about, however the articles wording is about how to prepare 

and develop a child to live in a free society with respect for human rights and respect the rights 

of vulnerable groups. According to Lile (2019, p.416-417) Article 29 (1) (b) should be 

understood as having two indicators about the content of human rights education. The two 

indicators being; learning to respect the rights of vulnerable groups, ethnic and religious 

minorities and indigenous people. And learning about prejudice and intolerance towards 

vulnerable groups, minorities and how to combat this. Lile (2019) base this on the wording that 

education shall be directed to development of “respect” for human rights which is found in 

UDHR and in CRC Article 29(1) (b) and Article 26 (2). Osler and Starkey (2010) have a similar 

understanding of Article 29 (1) (b), but also go further in noticing that tolerance, diversity, and 

learning to respect human rights is a minimum standard on the content of education for the child 

(Osler and Starkey, 2010, p.111). They also go further to draw the link to the core aspect of 

human rights which is the vision of the world as it could be, therefore human rights education 

is inevitable transformative and should challenge injustice (Osler and Starkey, 2010, p.139). In 

the preparatory work of CRC, it was stated that the education shall have the transformative 

dimension, which develops a child’s empowerment and respect for human rights (Detrick, 

1999, p. 508-509). The transformative dimension is particularly interesting because it suggests 

that it is not enough that HRE should only be learning about human rights, additionally it has 

this dimension of empowerment for the child.  

 

Promotion of human rights and awareness-raising have been an integral component for the UN 

since the adoption of Universal Declaration of Human Rights (Bantekas and Oette, 2016, 416). 

This was further established when the General Assembly in 2011 adopted the UN Declaration 

on Human Rights Education and Training (DHRET). This declaration invites the states and 

governments to disseminate the declaration and integrate this understanding of human rights 

education into their policy and country. DHRET does not have a legal obligation, but it is in the 

category of soft law and gives an instruction on how human rights education could be carried 

out by governments and others and give a deeper understanding of UNs view on human rights 

education. This declaration lists different articles that emphasizes what the content of human 

rights education should be, and how it should be conducted. Article 1-6 talks about the content 

of HRE, that it concerns all ages, HRE should always be based on the principle of equality and 

non-discrimination, and HRE should be education about, for and through human rights (which 
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I will go in deeper detail later). Article 7-14 concerns the state, civil society, UN and other 

institutions responsibility to carry out HRE to the society.  

 

Human rights education has a core foundation in the promotion and awareness-raising of human 

rights. While the Declaration on Human Rights Education and Training does not have a legal 

binding dimension to it, it gives a strong signal on what is expected from the state and what the 

right to human rights education from CRC entails in more detail. Therefore, human rights 

education is an obligation for the Norwegian state to comply with in the light that the Norwegian 

state have implemented CRC into law. In order then to look at the full realization on human 

rights education in Norway, United Nations Declaration on Human Rights Education and 

Training works as a guide to explore the space of human rights education in Norway.  

 

 

4.2 What is human rights education?  

 

4.2.1 The purpose of human rights education 

 

In order to realize human rights, people must know of their own rights in order to respect other 

people rights. From the beginning of the human rights era after WW2, education, awareness 

and training in human rights have been at the core for the UN in order to realize human rights 

(Osler and Starkey, 2010, p. 139). In addition to the legal framework of human rights, it is also 

placed in a wider social framework which involves non-state actors and everyday people. This 

is pointed out in the preamble of the UDHR (Tibbits, 2017). The rights of humans are not 

effective if you don’t know about your rights, therefore HRE is seen as a tool to access your 

rights (DHRET, 2011, Art. 1.3). This lies under the awareness agenda of HRE. Making people 

aware of their own and other people rights in order to stand up for human rights. In addition to 

this purpose of human rights, HRE is also seen as a way of empowering individuals through 

developing skills, attitudes and knowledge to create a “human rights culture”. The UN 

Declaration on Human Rights Education and Training (2011, Art. 2.1) states that: 

 

Human rights education and training comprises all educational, training, information, 

awareness-raising and learning activities aimed at promoting universal respect for and 
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observance of all human rights and fundamental freedoms and thus contributing, inter alia, 

to the prevention of human rights violations and abuses by providing persons with 

knowledge, skills and understanding and developing their attitudes and behaviours, to 

empower them to contribute to the building and promotion of a universal culture of human 

rights. 

 

In order to create a “human rights culture” there needs to be a change in behaviour for state-

actors and non-state actors. To fulfil the right to not be discriminated against, the state has a 

responsibility to not discriminate against others based on their gender, race, ethnicity and 

religion. However, a lot of racism and xenophobia for example are often carried out by 

individuals. The state-actor has the responsibility to protect persons from discrimination from 

individuals as well, but there is also a responsibility on the individual to not discriminate 

(Nickel, 2007, p.40). Human rights education could therefore be seen as a tool which carries 

out changed behaviour in the society (Tibbits, 2017). But as Osler and Starkey (2010, p.17) 

points out HRE is not only about learning to respect human rights, it is equally important that 

individuals learn to claim their rights and stand up against injustice. From this Osler and Starkey 

(2010) argues that HRE fails if it only teaches children to be nice to each other. With the 

ultimate goal of human rights education being ending human rights violations, the mean to 

achieve this is by empowering people to take action for human rights. This is a long-term 

process, which HRE have the space to further influence the social change (Tibbits, 2017, p.17).  

 

4.2.2 Human rights education as learning about, through and for human rights 

 

The Declaration on Human Rights Education and Training have elaborated on the content, 

purpose and what HRE should be understood as. The definition of what human rights education 

encompasses is found in Article 2.2 of the Declaration:  

 

2. Human rights education and training encompasses: 

(a) Education about human rights, which includes providing knowledge and 

understanding of human rights norms and principles, the values that underpin them and 

the mechanisms for their protection; 
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(b) Education through human rights, which includes learning and teaching in a way that 

respects the rights of both educators and learners; 

(c) Education for human rights, which includes empowering persons to enjoy and 

exercise their rights and to respect and uphold the rights of others. 

 

These three aspects of about, through and for builds upon each other and have the key purpose 

to empower people by making human rights accessible through human rights education 

(Lohrenscheit, 2008, p.63).  

 

Learning about human rights is the most explicit method of teaching human rights. It is about 

acquiring knowledge about the human rights bodies, history of human rights, the instruments, 

the protective mechanism and conventions (Lohrenscheit, 2008, p.63). In the school system and 

curriculum this approach is maybe the most common to use, because the curriculum often builds 

on teaching knowledge and theory. However, there has been a tendency towards a eurocentric 

view in HRE teaching, with the view that human rights violations are something that happens 

in the “south” (Vesterdal, 2016). It is important that learners get knowledge about local and 

regional human rights issues and developments. This is something Parker (2018) also points 

out is the problem with HRE in the curriculum in USA. Human rights education needs a review 

on what place it has in the curriculum. Additionally, HRE needs a critically approach where it 

is adapted to local and regional context. This will give a more transformative dimension and 

can influence especially marginalized groups to stand up for their rights (Parker, 2018).    

 

Learning through human rights is having the human rights principles and values at the core in 

the learning environment. Which means that respect for the rights of everyone in the learning 

process should be upheld, for both the educator and the learners. Dignity is one of the values 

that should be safeguarded for every individual in the learning process. This means that the 

learning process should foster an environment where everyone can participate, use their voice 

and be respectful with each other. It is important that the educator creates an environment where 

disagreements and discussion are carried out in a respectful manner (Lohrenscheit, 2008, p.64). 

In particular the right to participate, freedom of expression and freedom from discrimination 

are rights that should be at the core of the learning environment. The dignity and equality 
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amongst learners themselves, and amongst the learners and educator, should be the core values 

of the education (Lohrenscheit, 2008). The right to participation, and the freedom from 

discrimination are rights from both UDHR and CRC that should be at the core in any learning 

environment. This should not only be apparent in human rights education, but any other forms 

of education as well. The “participation rights” from CRC consisting of articles 12-17 should 

be at the core of any education in order to call it quality education according to Osler and 

Starkey (2010, p.106). The reality in schools and from the governments is that these rights have 

not been properly secured for the child in education (Osler and Starkey, 2010, p. 106). It is 

important in every arena that the child is seen as a right holder, whose opinions are valued. This 

is at the core of the concept learning through human rights. However, facilitating the teaching 

in a way that takes care of everyone’s rights and values as human beings is not something that 

is exclusively for human rights education, but should be carried out in all types of education 

and arenas (Osler and Starkey, 2010, Lohrenscheit, 2008). 

 

Learning for human rights is about developing skills and behaviour in order to be empowered 

to stand up for human rights. Human rights are dependent on civil society and citizens to be 

part of the continuing development of democracy and human rights. Therefore, with the purpose 

of human rights education being to prevent human rights violations and drive social change, the 

learning for human rights has the transformative aspect (Tibbits, 2017, p.71). Furthermore, 

learning for human rights has the dimension of developing democratic skills and a drive for 

justice which will foster active participation in the society. If human rights education is about 

standing up for justice, then the learning needs to have methods where the learners can practice 

and understand how they can stand up for justice (Lohrenscheit, 2008, p.64). It is not enough 

to have the theoretical approach on how to drive social change and stand up for justice, the 

education must be facilitated in a way where the learners acquire and practice the skills needed 

in order to participate in society.  Lohrenscheit (2008, p.64) points out that learning for human 

rights is the category which could have the impact of children feeling empowered and wanting 

to participate in society. However, this category could also potentially be the most challenging 

to conduct because it requires engaging methods which foster skills and participation. This is 

about the transformative dimension of human rights education, which Vesterdal (2016) pointed 

out was missing from the human rights education in secondary schools in Norway. Osler and 

Starkey (2010, p.139) argue that the transformative dimension must be a part of HRE: “Since 

human rights provide a vision of the world as it could be, human rights education must expect 
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to challenge injustice. It is inevitably transformative and as such is the site of political struggle”. 

All these three aspects of human rights education together; about, through and for, have the 

potential of being transformative for the participants and could lead to a drive for social change.  

 

 

4.2.3 Human rights education and education for democratic citizenship 

 

Many states, especially in Europe have focused on citizenship education where they claim that 

they can fulfil their obligation to human rights education through citizenship education (Osler 

and Starkey, 2010). These two types of education can complement each other because they have 

a lot of similar features. However, studies have shown that the difference is that citizenship 

education is more about being a good citizen and what responsibilities we have as a national 

citizen (Osler and Starkey, 2010, p.113). Human rights at its core is more about power 

structures, standing up for justice and being able to challenge the ones in power. The critical 

approach to knowledge and those in power is an important feature of human rights education.  

Citizenship education on the other hand are more about responsibility as a citizen for example 

voting, participating in society, and being part of developing democracy. Human rights 

education could have these features as well, but it also needs the dimension of a critical 

assessment of power structures in the world. The state bears the weight of responsibility to 

respect people’s human rights, therefore it is important to have the critical approach to power, 

in order to empower people to stand up for justice (Osler and Starkey, 2010, p.113).  However, 

the notion of citizenship could have possible implications. The notion of citizenship could 

potentially exclude people who are not seen as citizens by the state and could give an impression 

that those who are not seen as citizens are excluded to participate in democracy (Osler and 

Starkey 2010, p.114.) In human rights education, everyone is a right-holder, and it includes 

those who are not legal citizens of the state and people beyond the borders (Osler and Starkey, 

2010, p.114). Therefore, citizenship education has more the dimension of developing 

democracy and good citizens, and HRE could potentially have more of the critical approaches 

where the focus is more on challenging the status quo and stand up for justice.  

 

Despite their differences, citizenship and human rights education often operates in synergy and 

are usually merged together. The concepts of democracy and human rights are interdependent, 
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and mutually reinforce each other. This was concluded in the 1993 World Conference on 

Human Rights and is a discourse amongst European countries (Osler and Starkey, 2010). 

Through this interdependence, it can be argued that human rights education through citizenship 

education can fulfil the obligation to human rights education. Osler and Starkey (2010, p.113) 

argue that if citizenship education is used as a tool and a vehicle for learning about human rights 

the obligation to HRE can be fulfilled, as long as the principle of our shared humanity is at the 

core. With this kind of synergy between HRE and citizenship education, it could complement 

and reinforce democratic and human rights principles. With focus on encouraging critical 

thinking, holding governments accountable and the rights of the learners, I take the view that 

citizenship education with learning democratic skills could be a way to bring up important 

human rights issues. 

  

Looking at CRC there are a lot of references that aim to foster development and empowerment 

for the child. It is about fostering citizens so that they can enjoy their rights and take action for 

other people’s rights. Within the learning through and for human rights, there is a strong 

connection to citizenship education to practice and develop skills to participate in democracy. 

However, within this topic, it is interesting to explore what kind of citizens the alternative 

learning arenas are fostering, and how they have approached the synergy between human rights 

education and education for democratic citizenship. Westheimer and Kahne (2004) asks what 

kind of citizens the schools are promoting and presents three different approaches to foster good 

citizens. The third image of a good citizen, which is relevant to the notion of human rights 

education, is what they call the justice-oriented citizen. This is a citizen who has a particular 

attention to justice in the society. The educators focus on the mechanism behind social and 

politically injustice. The educators work to engage the students in analysis and discussion where 

the goal is not to necessarily agree but find root causes behind injustice. Not reaching a 

consensus could actually be the best outcome, Westheimer and Kahne (2004, p. 243) elaborate 

on this: “Educating justice-oriented citizens also requires that they be prepared to effectively 

promote their goals as individuals and groups in sometimes-contentious political arenas”. 

Therefore, to promote those democratic skills such as being critical and that it is good to 

disagree could turn out prosperous, because the concept of what is the greater good differs 

(Westheimer and Kahne, 2004, p. 243). It is important to have in mind the difference between 

citizenship education and human rights education as Osler and Starkey (2010) points out. 

However, in many ways human rights education has the purpose of inspiring or foster people 
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to stand up for justice and empower people to stand up for their own and other rights. In the 

context of youth, we have to consider that by educating about, through and for human rights, 

you are part of fostering future citizens that potentially can act for social justice and their rights. 

Thus, this synergy by fostering democratic skills within the context of a human rights topic 

could empower youth to be justice-oriented citizens.    

 

4.3 Empowerment, participation and youth 

 

The notion of empowerment is a complex concept to grasp, and it could be limiting to rely on 

only one definition. This is because empowerment could be applied to different levels, such as 

individuality, family, community and organization, and the notion of empowerment could be 

different from places, culture and political spheres (Rappaport and Zimmerman, 1988, p.726). 

The concept has been used in a range of different academic disciplines, especially in humanistic 

disciplines like psychology, geography and social anthropology. The concept of empowerment 

originates from the different civil rights movements and women marches in the 1970ths 

(Almeida and Cavalieri, 2018, p.174). Empowerment can have a different meaning depending 

on the narratives in question, thus contextualization is important in order to define the 

empowerment criteria (Rappaport, 1995, p.802). Therefore, empowerment as development 

practice in a community could be differently from empowerment for youth in a developed 

country.  

 

Within this topic of human rights education, I will focus on the understanding of empowerment 

as an enabling factor for young individuals in the Norwegian society. Empowerment could 

easily be seen as an end goal and treated as something that changes at a particular moment in 

time. However, Williams (2004) argue that empowerment should also be seen as a process 

which is relative and built from longer term political projects. Empowerment on the individual 

level should be understood as an active process with which people develop more control over 

their own lives and are enabled to make more informed decisions within a society (Kreisberg, 

1992, Rappaport and Zimmerman, 1988). Being able to participate in a democratic society, 

have a critical understanding of one’s environment and power to decide over one’s own life is 

empowering and thus creates empowerment. Confidence, self-esteem and self-acceptance are 

also part of creating the experience of empowerment, which in turn could lead to empowerment 
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(Rappaport and Zimmerman, 1988, p.726). Therefore, there is an emphasis on empowerment 

as an active process rather than a static outcome. The youth especially in the age of 14-15 is in 

a process where they develop physically and psychologically as human beings. They are 

continuously learning about themselves and the world around them. Therefore, empowerment 

as an active process that boosts the individual’s confidence and self-esteem to participate in 

society, is particularly relevant in exploring the sense of empowerment in youth.  

 

In the context of youth empowerment, the emphasis on empowerment as an active process 

where seeds are planted that leads to empowerment is especially relevant. Youths are in a 

process where they learn new skills and preparing themselves for life in a complex socio-

political world. However, they are fostered into a world where the adults know best and are the 

decisions-makers, and they must listen to their parents and teachers (Kreisberg, 1992). For the 

longest time children was perceived as property of their parents, it was not before the 1970ths 

this notion shifted to debate children’s autonomy and rights. In other words, they were not 

considered individual persons and right holders with their own autonomy (Osler and Stakey, 

2010, p.104). Although, today children are right holders with their own autonomy in 

international law, Osler and Stakey (2010, p.206) argue that in practical terms children’s 

“participation rights” are not fully realized in schools. Thus, making empowerment for youth a 

continuously active process where they in the “adult” world should be reassured that their 

opinions and values matter (Jenning et al, 2006, p.44). For empowerment to happen for youth 

in this “adult” world, there is a need for a critical view of the environment of power dynamics 

the youths operate in. Kreisberg (1992) writes about the implications of the traditional power 

relation between student and teacher, and how the school environment can be disempowering 

because of the uneven power dynamic. He distinguishes between having power over and having 

power with something. He uses the narrative of the traditional teacher and pupil relationship, 

where the teacher always has the power over the pupil and is dominant. This is disempowering 

for the pupil. He argues for a more linear power dynamic between pupils’ and teacher, and that 

the school system should be more focused on the children and youth developing power with, 

instead of doing something because a teacher has power over them. For empowerment to 

happen in schools the pupils should learn to have power with their skills, values, who they are, 

and power to really participate in the society and at school. He argues that the pupils must be 

properly included and be part of decision-making through participation-oriented education in 

order to empower them (Kreisberg, 1992). Jennings et al (2008) also argue for a more equitable 
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power sharing between adult and youths in order to empower the youth. The adults have a 

critical role in youths’ life and can easily disempower them if the youth lack a safe environment 

where their voices really matter. Jennings et al (2006, p.39) writes that engaging the youth in a 

safe environment with meaningful activities can lead to empowerment. Adults have a 

responsibility to create a safe environment where youths feel valued, that their voices really 

matter, and they have something to contribute with in the world. It is important that they are 

involved in meaningful activities which have a participatory approach where they can develop 

skills, confront challenges and receive positive reinforcement for their efforts (Jennings et al, 

2006, p.39).  

 

Participation is a concept that often appear in the literature as a mean to empowerment. 

Participation can be defined as the redistribution of power, and empowerment implies the 

development of participatory processes with respect to the autonomy of individuals (Almeida 

and Cavalieri, 2018, p.183). Participation where there is discussion, dialogue, decision-making 

and the voices in the group are listened to, has the potential of being transformative. On the 

other hand, some scholars have had a critical perspective on participation and what is being 

called the “tyranny” of participation. In Hickey and Mohan’s (2004) book about participation, 

development practices, empowerment and citizenship they have a critical view on participatory 

approaches. They write that at best, participation can be transformative and lead to 

empowerment, but could also reinforce existing privileges and have the potential to reinforce 

existing power relations which can be disempowering (Kelly, 2004, p. 205). Participation and 

empowerment are both concepts that are especially relevant when writing about human rights 

education, but these two concepts have high expectations on what they can deliver and promise. 

Hickey and Mohan’s (2004) argue that participation is not always good in itself. Jennings et al 

(2006) identifies that a safe environment with a participatory approach, in addition to other 

factors, can lead to youth empowerment. Here the critical perspective on participation in a safe 

environment from Kelly (2004, p.206) is important to have in mind. The intention behind 

having a safe environment is to create an environment where people feel free to express their 

opinions, and free to change their views. However, emphasis on the “safe” environment can 

additionally discourage having an open, honest discussion because the emphasis on safety is 

nice and people feel safe, but they are not necessarily challenged. Kelly (2004, p.216) writes 

that transformative approaches which can lead to empowerment, are more likely to be “painful” 

and “difficult” for the involved rather than safe and enjoyable.  
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Participation, dialogue and empowerment are closely linked, especially within the context of 

human rights education.  However, Tibbits (2017) argues that there is a difference between 

participatory methods and empowerment methods when it comes to human rights education.  

Participatory methods include the learner in the learning process and the learner taking an active 

part in, and being a part of creating, the learning process. Empowerment methods, on the other 

hand, focus on the learning process and sees it as instrumental in shaping the learners to 

influence their environment by increasing their capacities through skills, knowledge and values 

(Tibbits, 2017, p.76-78).  In the context of the field human rights education, empowerment is 

seen as the key outcome of successful human rights learning. It is about the development of 

skills, self-belief, and transformative action (Tibbits, 2018, p.76). To learn about your own 

rights and learn how to protect your own and other peoples’ rights is at the core of human rights 

education and is linked to the active process of empowerment (Tibbits, 2018, p.77).  In the UN 

system the concept of empowerment is enabling people to claim their rights actively as citizens 

and enable people to make informed decisions. Empowerment is therefore a key element to 

look for when studying human rights education, but it can be difficult to identify when 

empowerment is happening because of its abstract nature.  

 

Applying the theoretical perspectives to my research approach, I will focus on empowerment 

as a sense of self-esteem, self-belief and confidence as factors that contributes to the sense of 

empowerment. I will explore the effects on the youth that have participated at an alternative 

learning arena. Can we discern any effect such as change in attitude and behaviour of 

empowerment after participating in an alternative human rights education? I will use the 

concept of empowerment to analyse if such changes can be found.  This could also answer the 

question on what role the alternative learning arenas play in human rights education in Norway. 

Do they have the transformative dimension that the school is lacking in its human rights 

education (Vesterdal, 2016)? If the alternative learning arenas have the transformative 

dimension in their participatory activities, is the aim of empowerment then found?  In the 

context of this thesis I define youth empowerment as a process where the pupils have achieved 

an increased confidence, self-esteem and have developed democratic skill and values in line 

with learning about, through and for human rights. Because of the participants young age, it is 

important to have in mind the notion of future citizens and the fostering of democratic skills to 

participate in society in a larger degree in the future. This is connected to the justice-oriented 

citizen who is empowered through democratic skills and human rights values to take action for 



27 
 

justice (Westheimer and Kahne, 2004). Furthermore, with the context of youth empowerment, 

small “seeds” could be the start to further participation in society in the future without being 

able to make claims about causality.  

 

5. Analysis – Youths outcome from HRE 

 

5.1 Overall findings 

 

To answer my main research question on what role the alternative learning arenas play in human 

rights education in Norway, I will in this chapter explore how the youth participate in such 

arenas, and if outcome such as empowerment and change in behaviour can be found. When I 

started analysing the interviews, I divided their answers into topic-based categories. These 

categories were based on the understanding of human rights education learning about, through 

and for human rights. The categories were skills and values being one, prejudices and 

knowledge about human rights, empowerment and transformation, and their perception of 

human rights education in the schools. To further analyse the answers and start the discussion 

I will first give an overview of the general findings from Utøya and Holocaust week. The next 

two sections will be divided into themes that are linked to democratic skills and citizenship. In 

order to place the alternative learning arenas role on human rights education I will throughout 

the next chapters analyse if the findings can be linked to the concept of empowerment. The next 

chapter I will further analyse and discuss based on the topic of empowerment, citizenship and 

the role of the alternative learning arenas.  
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Table 1. Diagram of the self-reported outcomes from the scaling questions from the questionnaire. 

 

This diagram shows the findings from the scaling questions in the questionnaire. Column 4 and 

5 seen together is of interest because these pupils answered on the higher values of the scaling 

questions, and with this we could claim they have gotten a significant self-reported outcome 

from the education compared to the other columns. Based on this, the findings show that at least 

48% of the pupils had gotten an outcome in practicing listening to other opinions. 54% had 

gotten an outcome of seeing different perspectives on a topic. 42% had gotten an understanding 

of what is needed in order to combat prejudices. 44% had gotten a belief that they could make 

a difference at their school or daily life.   

 

From the workshop “The picture of the Jew” at the Holocaust week the learning goal was to 

learn about the concepts of stereotypes, prejudices and dehumanization – and how individual 

attitudes can be influenced by pictures of “the others”. At least 17% of the pupils answered on 

the open questions about that what they liked the most about this workshop was that they could 

discuss, reflect and listen to other pupils’ opinions. Many of them liked that they also could 

speak their mind, discuss within the group and reflect together on the pictures presented. Many 

thought the workshop was interesting, exciting and a fun way of teaching. Many wrote that they 
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liked that there was a mix of humour in the exercise, and that the educators used memes1 which 

was something they could relate to. A few of the pupils seemed to have gotten a deeper 

understanding on the linkages on the past and contemporary times, and how this could relate to 

their lives. Some of the pupils expressed that this workshop changed their perspective, and that 

they got an experience they could relate to in their daily life.  

 

The learning goal on “What does it mean to be Norwegian?” which was one of the other 

workshops at the Holocaust week, was to explore the notions of identity and ethnicity and their 

complexity. To reflect around possible implications on how some groups of people are not 

accepted as members and citizen of a society One important aspect of the workshop was that 

they were going to decide on a set of criteria’s what it meant to be Norwegian ranging from 

“like to eat brown cheese” to “identify as a Norwegian”. They had to come to an agreement, 

and they were not allowed to use majority vote. I observed that this was challenging and 

sometimes frustrating, but it created a lot of discussion were everyone had their say. 43% of the 

pupils expressed in their own words that they really liked to discuss a topic that necessarily did 

not have a “correct” answer. Some of them wrote that since there were no “correct” answer, it 

made them feel more comfortable to participate in the discussion with the whole class. Some 

said that they liked to listen to other pupils’ opinions, and this made them look at the topic from 

different perspectives.  From the observations, this workshop made almost everyone in the class 

participate. They nuanced each other in the discussions, and sometimes the discussion got a bit 

heated.  

 

“Democracy learning at Utøya” is a three-day gathering where selected youth in the age of 14-

15 years old participate to learn about 22. July, develop democratic skills, values and attitudes 

regarding hate-speech, racism and prejudices. Three pupils’ from a school are selected to 

participate and it is around 30 pupils’ that participate from different schools in Norway. The 

first day they learn about the terror attack that happened 22. July 2011 in Norway. On the second 

day they participate in exercises where the learning goals are human rights and democratic skills 

and values in the broader sense. The exercises are participation-based, and the pupils can raise 

their voices, discuss, disagree with each other and learn about prejudices and stereotypes. The 

 
1 A meme is an image, video or phrase that is being spread on the internet and is created in a humorous and 
creative way. www.dictionary.com 
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third day the students prepare themselves to have a presentation and facilitate the exercises they 

participated on the second day at their own school.  

 

In the interviews all three of the students expressed that the experience they had on Utøya was 

something they will never forget. To learn about 22. July, democracy and human rights at a 

place like Utøya within the context of the island’s traumatic history made the learning 

experience much better than if they had the same exercises another place. They all expressed 

that being at a place like Utøya and within the context of the traumatic history, made them feel 

that being there was important and serious. One of the students I interviewed remembered a lot 

from the three days, although it was five months ago the student was at Utøya. I asked the 

student if she had any thoughts on why she remembers so much from the three days:  

 

Pupil 1: It is because this is an experience I will never have again. When you go to Utøya 

with so many different youths from different places in Norway, it is just something that 

is stuck in your head and heart for ever.  

 

They all expressed the uniqueness of being at such a place with young people they did not know 

from other schools in Norway. The learning arena created an open space for them to discuss, 

raise their opinions and make friends. All three of them said that they had become better at 

raising their opinions in their home environment after being at Utøya.  

 

5.2 Free to express their opinions  
 

The findings from the Holocaust week and the Utøya interviews both indicate that the pupils 

especially enjoyed that they were free to express their opinions and discuss with their 

classmates. 59% of the answers on the open questions in the questionnaire said that they liked 

discussing, arguing, raising their opinions and listening to the opinions of each other. I consider 

this a high number since they answered these questions at the end of the day, they had to write 

them down individually and some of the pupils only answered the scaling questions and not the 

open questions. The exercises at Holocaust week and at Utøya was participation-based, some 

group based, and discussions and formulation of arguments in plenary. These are methods used 
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in the school system as well and are not necessarily unique to the alternative learning arenas. 

However, the findings gave the impression that the pupils were freer to express their opinions 

and having more properly participatory discussions than they were used to. One quote that I 

noticed right away when analysing the data  from the questionnaire was on the question: “What 

did you like the most from the workshop “What does it mean to be Norwegian?”” one pupil 

answered: “That we had a lot of freedom to discuss, and it did not matter if we were wrong”. I 

noticed especially that this pupil expressed that they had the freedom to discuss, which means 

freedom to express their opinions. This is one fundamental right found in ICCPR (Art.19) and 

CRC (Art.13), which Osler and Starkey (2010, p.106) found was not fully realized in the 

English school systems. Seeing the youth as a right holder in the learning process, is important 

so the youth feel that their opinion matters. Young people live in a world were social media is 

an important place to express their own identity. But social media is also a place where they 

can experience hate-speech, bullying and prejudices. It is particularly important that they know 

from the adults they meet in their life, that their opinions and rights matter, and take this in to 

their physically and virtual world of social media (Osler and Starkey, 2010). However, the 

findings from Holocaust week and Utøya gave me the impression that they are more afraid to 

speak their mind and raise their opinions in the classroom than on the alternative learning 

arenas. I asked one of the informants from Utøya why it was easier for the informant to speak 

their mind and express their opinion at Utøya rather in the classroom. 

 

Pupil 1: It is maybe because at our school we do not focus so much on expressing our 

opinions. We have many different subjects, but they do not focus on rights and opinions. 

But when I went to Utøya, it is just that you get different experiences from different 

places 

 

It could be right what Osler and Starkey (2010, p.206) found in the English schools, that 

children’s participation rights have not fully been realized, and that this also applies for 

Norwegian schools. Pupil 3 also mentioned this in the interviews, that the school was not good 

enough at encouraging participation and to be opinionated. That although pupil 3 had gotten 

better at expressing her opinion, she wanted her co-pupils to be more able to participate, and 

that the school should be better at facilitating this: “I think the school should be better at 

encouraging us to express our opinions, so other pupils also get the chance to discuss.”  
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All of the three interviews from Utøya explained that the most normal classroom teaching was 

with PowerPoint where the teacher presented, and the pupils listened. Most of the pupils’ in 

Norway is used to this dominant classroom practice, where the teacher talks and relies mostly 

on the textbooks (Solhaug, Borge, Grut, 2020). This implies that the school system in Norway 

does not properly focus on children’s participation rights, which Osler and Starkey (2010) also 

found in English schools. This could explain the high number of pupils from the questionnaire 

and from the Utøya interviews that highlighted that the best part of the exercises was that they 

could express their opinions and discuss, because their participation rights were in focus. 

Furthermore, if they were used to a lot of classroom discussions where their participation rights 

were at the core of all education, would the data from the findings show such a high number 

that mentioned discussions and expressing their opinions? Or is it also the change of learning 

environment that makes the youth participate and being open to a higher degree?  

 

Parker et al (2013, p.1427) developed a form of learning called project based-learning 

experiences where the students were placed in roles as legislators, jurors and other civic 

positions, the goal was for the students to learn to act, and act to learn. Learn about the civic 

topic in question in order to act in society, and act or practice rights in order to learn about them. 

They argue that this kind of learning interrupts the established classroom teaching with lectures, 

homework and sitting still, and gives a meaningful learning experience, because it breaks the 

established classroom teaching (Parker et al, 2013, p.1430). When I observed the teaching at 

the Holocaust week, I asked some girls in the break if they liked being here at the Espeland 

Prison Camp. All the girls in the groups said that it was so nice to get out of the classroom, they 

only had two trips a year out of the classroom. They thought it was both exciting and fun being 

at another place. This is something Pupil 1 from the Utøya interviews also highlighted as a 

reason for why it was easier to express opinions at Utøya rather than in the classroom “…it is 

just that you get different experiences from different places.” Therefore, this indicates that a 

change in learning environment breaks the established group dynamic, and therefore opens the 

youth to be more responsive to the teaching. This is also found in the study by Solhaug et al 

(2020, p.56) that excursion outside the classroom with simulations and fieldwork are more 

seldom. I also think that by having unfamiliar educators and different teaching methods also 

contributes to pupils being more open to the teaching. The alternative learning arenas are not 

bound to the curriculum like the schools are, which means that alternative learning arenas are 

more open to do it “their way” rather in the traditional established school system way.  



33 
 

However, a change in learning environment with unfamiliar educators which offers different 

teaching methodologies, is not a sole contributor to why the pupils feel more comfortable to 

express their opinions. The learning environment needs to have the children’s participation 

rights at the core of the education, in line with the arguments made by scholars like Lohrenscheit 

(2008), Osler and Starkey (2010) and Tibbits (2017). Learning through human rights, by 

exercising the rights in the teaching is a way of making practice out of theory. Getting 

knowledge on a topic like for example discrimination and then practice the tool that can be used 

to combat discrimination is a way of learning by doing (Parker et al, 2013, p.1430) In human 

rights education it is particularly important that the learners and the educator’s rights are 

respected, but also that the learners are properly invited to exercise their rights. For the 

educator’s part is particularly important that they facilitate in a way so the youths can use their 

participation rights, because an emphasis on the youth’s rights in the teaching promotes 

responsibility to respect other people’s rights (Covell and Howe, 2010, p.101). It seems like 

this is the case at the two alternative learning arenas. That learning through human rights by 

facilitating a rights-centred environment, creates a linkage between responsibility and rights. 

This creates a learning environment where they could express their own opinions because it 

was facilitated in a way that others would really listen and respect their right to form an opinion.  

Human rights and peace centres like Rafto Foundation (Pedagocical Platform, 2018) and 

European Wergeland Centre (theewc.org) have the vision and values of human rights at the 

core of their work, which makes it more likely that the rights of the learner are in focus in the 

learning process. 

 

From the observations at Utøya and the Holocaust week, the exercises the youth participate in 

is dialogue and participatory based. However, participation does not necessarily lead to more 

honest and open discussions as we know from Hickey and Mohan (2004). Furthermore, the 

findings from Utøya and Holocaust week gives a strong indication that open and honest 

discussions have taken place. Discussing around a challenging question like “What does it mean 

to be Norwegian?” can create an open and honest discussion because the answers will differ a 

lot based on their own identity and what they perceive as Norwegian. Especially within the 

context of education about Holocaust, creating a link between the past and the present, could 

create an engagement and understanding for why it is important to learn about dehumanization 

and Holocaust and the consequences of defining some citizens as non-citizens based on a set of 

criteria. The question in the exercise is within the context of Holocaust and draws a link between 
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the past and the present, and creates a sphere where this question could be about future issues 

that arises and future actions. With the name of the exercise and the question, it comes with a 

premise that there are no right or wrong answers, which could make the pupils feel that they 

could raise their opinions without being judged or being wrong. In the school system they are 

used to being tested and evaluated constantly, and as Kreisberg (1992) writes could disempower 

children because this notion becomes real in most of their doings. Raising their hand and 

expressing their opinion or views will be more about performance and having the right answer 

rather than contributing to a discussion. The Rafto Foundations’ (2018, p.2) vision in their 

human rights education is “education without clear answers”, this was a feature showing in the 

exercises at Holocaust week and the exercises at Utøya. The comments from the questionnaire 

also shows that this was apparent in the exercises at Holocaust week: “I liked that we could 

discuss with each other without being judged, because no answers were wrong.” This quote 

gives a deeper understanding of the learning environment they participated in and shows that 

learning through human rights were present in the workshops. The youth’s rights were respected 

and encouraged, which created a space where they could more freely express their opinions 

without being judged by the other co-pupils or being told they were wrong from the facilitator. 

Many of the pupils wrote that they liked that they did not reach a conclusion, and there were no 

correct answers. The facilitators having this value throughout their education offers something 

new to the pupils participating at these kinds of human rights education arenas, because they 

are used to the constant evaluation and participating with right and wrong answers.  

 

On the other hand, the findings suggest that a few of the pupils had negative reactions to the 

exercise and in the learning process. There were 6 comments that expressed that the exercise 

“What does it mean to be Norwegian” was offensive. I also observed some pupils who 

physically turned their back from the rest of the group because they were in such disagreement. 

I also observed some heated debate within groups and with the plenary discussions, they were 

not afraid to nuance each other and form arguments which could be offensive for some. For 

example, there was one group who decided that the most important criteria to be considered 

Norwegian was to be born in Norway. Then one girl raised her hand up from another group, in 

plenary she said that she was born in another country but had lived her whole life in Norway, 

and thus felt with her whole heart and identity that she was Norwegian. This indicates that the 

exercise is controversial in its personal question about identity. This could create an offensive 

discussion and harsh arguing or create an honest discussion where the pupil’s arguments are 
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being tested. I think that making the topic in question relevant and personal could create a space 

where the participation rate is higher than in a traditional classroom teaching. This is because 

pupils felt that they were in a safe environment where they could be honest, correct each other 

and form their own opinions, because of the personal question asked. It seems like the 

workshops at the Holocaust week did not emphasize the “safe”, but rather bringing up 

controversial topics and methods in the education which for some could be painful and 

challenging, but potentially more rewarding and transformative (Kelly, 2004, p.206). 

 

Having an open and honest discussion about a topic that relates to everyone that participate, 

rather than emphasis on the safety in the space of participation was apparent in the exercises at 

both Holocaust week and Utøya. Although, Kelly (2004, p. 206) criticises the emphasis on safe 

environment, it does not mean that there should not be a focus or awareness on how to create a 

safe environment. It could be right that to create a transformative dimension to the human rights 

education, it must sometimes be challenging and maybe painful. Additionally, if there is a space 

and a learning process in which the rights of the facillitator and the pupils are respected 

throughout the process the disagreements and sometimes offensive comments can foster a much 

more nuanced, explorative and rewarding teaching. Although, there were some comments that 

thought the “What does it mean to be Norwegian?” exercise to be offensive, most of the 

comments gave the impression that the discussion indeed was challenging, but that the pupils 

were listening to each other and got different perspectives on this topic. There were some that 

said that they were not afraid of being judged, and others who explicitly mentioned that they 

liked to listen to the other pupils’ opinions. Which could give an indication that most of the 

pupils respected each other’s right to disagree and hold an opinion different than themselves. 

That the exercise is challenging and personal can create a space which opens up an honest 

discussion, but also where respect for each other’s feelings are maybe more focused on because 

it is relevant and personal for the pupils. Therefore, having a safe group context with focus on 

development of empathy in the challenging learning process can create behavioural changes 

and a group effort for social change (Jennings et al, 2006, p.38). From this analysis I argue that 

the exercises using the data from “What does it mean to be Norwegian?” as an example shows 

that breaking up with the traditional learning environment with a  safe group dynamic creates a 

space where it is more easier to participate to a higher degree than in the classroom. 

Additionally, human rights education with challenging questions that are personal and relevant 

for the learner could create engagement and open discussions where different opinions are 
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encouraged. Furthermore, having participation rights at the core of the education could also 

stimulate a space of empowerment and transformation.  

 

5.3 Critical reflection and broadening the perspective 
 

An important feature in human rights education, and in the teaching goal at Holocaust week 

and Utøya, was to train democratic skills. Training of democratic skills is an important feature 

in order to make pupils act for human rights and speaking up against injustice (Lohrenscheit, 

2008). The data from both Holocaust week and Utøya indicated that they got to practice these 

skills, and a majority of them felt that they became more capable in using these skills in their 

daily life. From Holocaust week there were 48% on the scaling questions of the pupils that felt 

they in a high degree had gotten to practice listening to other pupils’ opinions, additionally on 

another scaling question 54% felt they had practiced looking at a topic from different 

perspectives. I consider these features as democratic skills and are important for the realization 

of children’s participation rights. The education at both Holocaust week and Utøya is a merged 

citizenship and human rights education, where democratic skills is an important learning goal 

in the exercises.  

 

The findings from the interviews and the open questions on the questionnaire also mentioned 

outcomes of democratic skills from the exercises. Many of the pupils from both Utøya and the 

Holocaust week reported that they developed skills of looking at a topic from different 

perspectives and listening to each other’s opinions. This promotes and develops critical 

thinking. Because development of democratic skills like critical thinking in human rights 

education, especially in regard to power structures, is essential in human rights teaching (Osler 

and Starkey, 2010, p.113). Thus, it is important for youth to learn to see things from different 

perspectives, and practice listening to other opinions. Critical thinking is especially important 

considering the rise of fake news and conspiracy theories. In the present human rights era, it is 

crucial that youths learn to think critically (Wingfield, 2019). Critical thinking also involves a 

critical view of your own sentiments and the ability to change your perspectives. At Utøya one 

of the pupils I interviewed told me that the most important thing she learned at Utøya was to 

listen and learn from others which sometimes changed her own view on the subject. 
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Pupil 1: I learned that there were many who had different opinions, and many who 

expressed these opinions. That made me reflect on my own sentiments about the 

different topics. I started to reflect over my own opinions when we did the exercise 

“agree and disagree”. When I was agreeing on a statement, and there were others who 

disagreed they told everyone why they disagreed. And it was often I changed my opinion 

and ended up disagreeing with statements I originally agreed to, because other people 

influence your thoughts.   

 

The ability to change our views and opinions is a difficult one, but it is very important in a 

democracy. Disagreements could also foster new ideas and emphasise that the differences 

amongst us is important in a multi-cultural democracy (Kelly, 2004). Jennings et al (2006, p.47) 

writes that to create a change in socio-political processes, structures, norms and images, it is 

important that the youth critical reflect on their own role in society. Therefore, I think 

disagreements and being able to change our views is especially important in order to combat 

prejudices in society. Pupil 1 from Utøya demonstrated later in the interview the impact of 

exploring different perspectives had in developing the self-critical assessment of one’s opinions 

and behaviour. This quote shows how this pupil had started to behave differently at home when 

the pupil’s siblings were arguing.  

 

Pupil 1: When I am at home and my siblings are arguing, I have usually listened to the 

oldest sibling rather than the youngest sibling. And after Utøya I have been thinking that 

it is important that everyone is listened to. So now I have started to listen to both of my 

siblings. It is maybe small steps, but it could make a difference. 

 

Developing the skill of seeing different perspectives and listen to others could foster active 

participation in society in the future. This pupil considered it a small step but believed that it 

could make a difference. When it comes to youth empowerment in human rights education, we 

need to have the perspective of them being young people and considered children in an age 

where they develop and are in a continuous learning process of the world around them. The 

development of social responsibility and participation requires critical thinking, but it is a slow 

process which requires time, space and room for continuous reflections (Jennings et al, 2006, 
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p.47). The goal of empowerment and social change in HRE should be seen as long-term project, 

which requires that we are aware there will most likely not be a sudden change in youths’ 

behaviour and attitudes. It is a slower process where these small steps will eventually make a 

great difference, especially in regard to youths. Human rights education with the purpose of 

empowerment and learners taking social action for human rights, is something that needs these 

steps in order achieve the purposes of HRE (Tibbits, 2017, p.17).  

 

The practice of democratic skills was an apparent feature in the exercises at Holocaust week 

and Utøya. This is linked to the learning for human rights, where the learners develop skills in 

order to take actions for human rights (Lohrenscheit, 2008). In the workshops at these 

alternative learning arenas a lot of attention is given to the citizenship traits in the exercises, 

and with a human right focus in the Norwegian context. Norway being a country that could be 

perceived as a “human rights haven”, it could be difficult for young learners to understand what 

human rights got to do with them (Vesterdal, 2016). However, Lile (2019) argues that 

prejudices and minorities rights are not being addressed enough in human rights education at 

schools in Norway. Therefore, it is important to place the human rights education into a local 

context (Bajaj, 2011, Parker, 2018). All the three interviewed from Utøya mentioned the same 

exercise they participated in that gave them an epiphany on minorities rights and prejudices in 

the Norwegian society. In one of the exercises at Utøya all the pupils got different roles and 

were placed on a line. The facilitator read out different statements that were related to rights 

and freedoms in society. If the pupils thought that their role had these freedoms, they had to 

take a step forward. From this exercise, pupil 2 was surprised to learn about her own prejudices 

and stereotypes on other people. These quotes show how she critically examined herself in the 

exercise and got an understanding of how prejudices are formed within a society through 

herself.  

 

Pupil 2: I liked the exercise «Take a step forward” because we got an insight in our own 

prejudices that we did not knew we had, that is in our subconsciousness.   

Interviewer (me): What was it about this exercise that made you realize you had 

prejudices?  
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Pupil 2: When we got the note about the role we should play, it came a lot of associations 

on things you have seen and experienced, and perceptions on other people. All of this 

is related to how you think about another people group. When I saw what role I got, I 

just thought that this person has something to do with this and this.   

 

It could seem that pupil 2 did a critical reflection of her own understanding and perception of 

the world, both when doing the exercise but also in the time after Utøya. Lile (2019) argue that 

human rights education should centre a lot around minorities rights, discrimination and how to 

combat prejudices. A lot of prejudices and discrimination that people experience in their daily 

life comes from individuals, and HRE is a tool to change individual behaviour (Tibbits, 2017). 

Interpersonal critical reflection like this pupil had on this exercise could lead to change in 

behaviour and eventually empowerment, which is the very purpose of human rights education. 

Jennings et al (2006, p.47) argue: “… critical reflection is required to help youth to come to see 

and understand the very structures, processes, social values and practices they seek to alter”. 

Development of critical reflection with a topic that touches upon human rights issues, could 

make space for transformative behaviour and empowerment in the future. A way to freedom 

from discrimination is through combating prejudices in society. Internet provides a space where 

prejudices and hate-speech can roam more freely, and it could be difficult to differ between 

what is a fact or one person’s opinion. Starting with our own prejudices could take us one step 

closer to combat prejudices elsewhere in society. What could be drawn from pupil 2’s 

explanation is that she had become more aware of the underlining structures that create 

inequalities, and how we perceive “those people that are different from us”. Although pupil 2 

talks about prejudices, it seems more likely that this pupil actually means stereotypes. 

Prejudices, compared to stereotypes, are more inflexible and have a more negative attitude 

towards one group of people (Lile, 2019, p. 420). Still, youths learning about stereotypes and 

realizing that they also could have stereotypes on groups of people, is an important step to 

hinder stereotypes turning in to prejudices.  

 

The three interviewees participating at Utøya are clearly pupils who already had taken an 

interest in justice and learning about human rights. But their quotes from the interviews gives 

insights into how young people may react to this kind of learning that is challenging and where 

interpersonal critical reflection is promoted. There were some answers on the open questions 

from the Holocaust week where the pupils reported to have started thinking more critically 
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about how they are influenced by social media, internet and on how they perceive other people. 

In the workshop “Picture of a Jew” at the Holocaust week they worked in groups and were 

showed different pictures from a Nazi children’s book about Jews, bigoted memes and in the 

end showed pictures found in Auschwitz of Jewish families. In the whole exercise the small 

groups had to analyse and discuss what they thought about the pictures shown, and how these 

pictures depict other people and groups. This quote from the questionnaire shows how this 

exercise which included memes, something that is very familiar and relevant to the youth today, 

made them think critically about how they can be influenced by prejudices on the internet: “I 

got an epiphany on how much we are being manipulated by memes, and that was cool and also 

a little scary.” The whole exercise requires critical thinking from the pupils on the pictures they 

are shown, but the facilitator plays an important part to create a space where they also can reflect 

critically on themselves. I observed this exercise a couple of times, and I noted it as interesting 

that the facilitator after handing out the bigoted memes asked: “What do you think about the 

Rafto Foundation for including these memes in the workshop? Do you think that it is okay?” 

The facilitator asked questions that were critical to the facilitator’s own choice of the method 

in the education, because using memes could also be a way of upholding prejudices amongst 

young people instead of learning how different mechanism could lead to prejudices and 

continued human rights violations today. This could have opened the pupils to interpersonal 

critical reflection.  

 

6. Empowerment and the transformative dimension 

 

The findings show a number of things. Firstly, youth attending human rights education at an 

alternative learning area experience a different learning environment. Secondly, the 

participatory approach creates a space where critical reflection is encouraged, and they feel 

freer in expressing their opinions. Thirdly, the honest and open discussions are engaging for the 

pupils and could create increased confidence that they have something to contribute with, and 

a belief that their opinions are valued. These kinds of spaces could lead to empowerment and 

behavioural change. The participants might start to take the step to make social actions for 

human rights and justice (Kelly, 2004, p.206). To measure an outcome of empowerment on 

individuals is challenging. Empowerment is not something that happens in a specific moment 

of time, but a process which can be influenced by different factors both in negative and positive 
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terms. As mentioned in the chapter regarding empowerment, when it comes to exploring youth 

empowerment they are already in a process where their physical body changes, but equally 

important, so does their psychology. The environments they participate in could influence their 

sense of empowerment. Additionally, the adult – youth relationship could, in worst cases, 

disempower rather than empower the youth (Kreisberg, 1992, Jennings et al, 2006). 

Empowerment will here be treated as an active process where the youth have gotten the sense 

of empowerment as steps to be empowered in the future to be citizens that take social actions.  

 

Both the questionnaire from Holocaust week and the interviews from Utøya pointed towards a 

sense of empowerment among some of the participants at these alternative learning arenas. 

After the workshops at Holocaust week, 44% of the pupils answered that they had gotten an 

increased belief in their ability to make a positive difference at their school, locally and at home. 

This is what amounts to empowerment, increased belief that they themselves can take action 

and that their contribution is valued and can make a difference (Rappaport and Zimmerman, 

1988, Tibbits, 2017). I will not claim that all 44% of the pupils felt empowered and had a sudden 

transformation and that after these workshops they were all going to stand up for human rights. 

However, some of the quotes from the open questions in the questionnaire suggests that at least 

some of them got an epiphany on how prejudices and stereotypes are produced. That they 

explicit mentioned that by using their voices freely to discuss, could indicate that some of them 

got a sense of empowerment after the workshops. To feel that they are free to express their 

opinions, to truly participate and discuss could lead them to see that their voices really matter, 

additionally this could make them more confident in expressing their opinions in other 

environments. The pupils were not told by the adult facilitator what they should think and were 

not leading them to a common answer in the two workshops at Holocaust week. Jennings et al 

(2006) argue that equitable power sharing where the adult encourages different opinions, rather 

than being the adult with the correct answer can create youth empowerment. Many of the quotes 

mentioned that the pupils enjoyed the disagreement in the workshops, and how the facilitator 

encouraged open disagreement. Even if they disagreed, the environment was one of healthy 

debate for most of them in which all voices mattered. The adult – youth relationship in these 

kinds of workshops is crucial to reach empowerment (Jennings et al, 2006, Osler and Starkey 

2010, Kreisberg, 1992). If the educator show how they are not the ones who necessarily have 

the answer on the issues being discussed, it opens up for the youth to feel confident and good 

about themselves for contributing with their opinions, even though others may disagree with 
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them. However, this does not necessarily mean that the confidence or the skills and values from 

the workshops will be lasting into the pupil’s daily life. Empowerment being an active process 

needs to be regularly encouraged especially regarding youth empowerment (Jennings et al, 

2006). From Bajaj’s (2011) research in India she found that the NGOs that had programs spread 

throughout a year, and where the teachers followed up on the human rights education created a 

lasting sense of empowerment. The human rights education program that had several sessions 

throughout a long period made many of the participants take social action for justice. 

  

Looking at the Utøya interviews we could get a clearer indication of whether empowerment has 

happened, and how the participation at Utøya have affected the pupil’s daily life. All the three 

interviewed said that after participating at Utøya, they had gotten better at expressing their 

opinions and participating more in the classroom. Their reasoning was that they felt more 

confident after practicing this in the exercises. The three interviewed also felt that their opinions 

could make a difference. In addition to this, the three pupils emphasised different aspects that 

had changed for them after Utøya that could be linked to empowerment. Pupil 1 emphasised 

the aspect of expressing one’s opinions as the most important the pupil learnt, and this had 

affected the pupil’s perspective and behaviour after Utøya. The pupil explained it like this:  

 

Pupil 1: There was a woman at Utøya who said that what you say can change things. I 

have gotten better at expressing my opinions when it comes to major political issues, 

because I know that what I say can change things. But if don’t say anything, nothing 

will change. That is a lesson I will always carry with me.  

 

This pupil also explained that a behavioural shift had happened in this aspect, before Utøya this 

pupil used to answer “I don’t know” when people asked for this pupils opinion, but now this 

pupil had started to express opinions in the classroom, with friends and with her family. The 

journey to be a right-holder who participate in society with the perspective that their voice 

matter, is something I regard as crucial on the road to empowerment and social actions. To have 

the confidence and belief that their voices matters despite their young age, could indeed turn 

out to be a lasting effect that could turn them in to justice-oriented citizens (Westheimer and 

Khane, 2004). That could mean that in the future when they can vote in elections, they will 
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maybe vote for justice and human rights issues. It could mean that they will use their voices to 

speak up and against injustice if they see it happening in their community. This is what 

Rappaport and Zimmerman (1988, p.726) emphasises is the road to empowerment, being able 

to participate in the society and having a critical understanding of one’s own environment. If 

they see that they can make small changes at a young age, if this sense of justice-oriented 

empowerment last, they can take even bigger actions for social change when they are adults.  

This seems to me precisely what pupil 1 has started the road to do.  

 

Another aspect from the three pupils’ experiences that could lead to empowerment, is that they 

had to prepare their own workshop for when they came back to their school. The pupils 

themselves, together with their teacher, decides what they are going to do, how they are going 

to do it and for who they are going to do it. From my observations they usually have a short 

presentation of their experience at Utøya, and then facilitate some of the exercises they had on 

Utøya. All three of the interviewed thought that it was challenging but fun to facilitate the 

exercises and being in the teacher role. However, pupil 2 and 3 facilitated the exercises for all 

the teachers at their school. They both expressed that it was very strange to change the roles 

where they were the teachers, but both of them felt that to do this it required confidence because 

as pupil 2 expressed: “They are adults, and are supposed to know everything, then one must 

have confidence.” One word that pupil 3 mentioned many times throughout the interview when 

talking about both being at Utøya and coming home was the word “brave”. This pupil talked 

about being much braver after the experience at Utøya, and especially facilitating the exercises 

for all the teachers at school contributed to this feeling.  

 

Pupil 3: To talk in front of all the teachers, that is something I feel was very brave. It is 

something I would never have dared before. It was a very strange feeling, but I 

remember I was very satisfied. I was very proud of myself, that I did this in front of all 

the teachers. To be a pupil to a teacher, and I am the one in charge. It was a very strange 

feeling, but at the same time it felt good.   

 

Increased confidence, feeling braver, and feeling like your voice really matters, are all aspects 

that could amount to empowerment separately and in synergy (Kreisberg, 1992, Jennings et al, 
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2006). These senses reinforce each other and could potentially also lead to more concrete 

actions for human rights. Empowerment being one of the key purposes of human rights 

education, the interviews indicates that the experience at Utøya have been transformative and 

an active process of empowerment have taken place. Other research in the field of human rights 

education have looked for outcome as empowerment through claiming your rights and speaking 

out against injustice (Osler Starkey, 2010, Bajaj, 2011). However, I think that regarding the 

young age of the participants we should not expect a sudden change where the participants take 

social action outside their daily life in the first place. This is also in the aspect of them being 

citizens and future citizen at the same time which could make them think that they are more 

able to take actions at an older age. However, this kind of empowerment through self-esteem, 

feeling braver and taking small actions in their school and home is part of influencing them to 

become justice-oriented citizens in the future (Westheimer and Kahne, 2004). From both 

holocaust week and Utøya there was a clear indication that they trained democratic skills in a 

way they were not used to. These democratic skills together with the sense of empowerment 

could potentially be part of forming citizens that feel brave and strong to stand up for justice in 

the future. Bajajs (2011) found that HRE could influence the sense of empowerment within the 

student’s daily life. I suggest this have happened with these three pupils from Utøya. However, 

that does not mean that they will always feel empowered. Being in a process of growth within 

an adult world they could get experiences that are disempowering, and where the experiences 

from Utøya is a more faded memory, thus making empowerment an active social process 

(Jenning et al, 2006, p. 44). However, the role played by emotions from the experience at Utøya, 

could make the sense of empowerment last and maybe always be a reminder to stand up for 

justice and human rights.   

 

6.1. Do the alternative learning arenas have the transformative role? 
 

To explore the outcome from the pupils participating at an alternative learning arena could give 

further indication on the effects, potential and promises of human rights education. These 

findings will also place the role of these alternative learning arenas on human rights education. 

In this chapter I will discuss the implications from the findings, and with this explore the role 

and the potential future role of the alternative learning arenas. The data indicated that alternative 

learning arenas have the transformative dimension to their human rights education which could 

create spaces of empowerment. Particularly “Democracy learning at Utøya” have the aspect of 
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being transformative with regards to the indicators examined in this thesis. This regarding the 

near history of 22. July and that they have to continue the process when they get back to their 

school by presenting and facilitate human rights education for their own school. The value 

“Democracy learning at Utøya” brings, is the aspect that it last for several days which then also 

has the potential of creating lasting empowerment and participation in society. For the three 

interviewed it was apparent that this experience was transformative for them, and a process of 

empowerment had happened. Although in this thesis there was only three interviewed from 

Utøya, there is likely that many of the other participants had similar outcomes from Utøya. The 

reason for this is being the aspect that most of the participants at Utøya have voluntarily chosen 

to be there. To voluntary participate at human rights education makes the participants more 

open to learn, discuss and reflect. The voluntary aspect is what Tibbits (2017) argues facilitates 

empowerment and the likelihood for them taking social actions.  

 

Actions for human rights and empowerment is one of the key goals of human rights education 

(UDHR, Bantekas and Oette, 2016, Tibbits, 2017). Still the question that remains is if there 

have been any social actions taken as a result of this empowerment? Tibbits (2017) writes that 

social change is a long-term process. Thus, behaviour and attitudes change rarely overnight. 

The three pupils from Utøya all said that they were more likely to speak against hate-speech 

after they participated there. This was because they felt more empowered to speak their mind 

and had gotten an increased belief in that their voices matters. However, one can only speculate 

whether they are going to become justice-oriented citizens that will eventually take actions for 

social change. Were they empowered to the extent that they were going to take social actions 

in their school, community or household? It would require extensive research to find out what 

long term effect human rights education at alternative learning arenas have on youth. Human 

rights teaching lasting from a day till several days might not be enough to create that long-term 

effect where empowerment lasts and there is visible behaviour change. The Indian Human 

Rights Education programme in Tamil was a three-year project, where the Institute of Human 

Rights Education (NGO) also offered clubs to further engage in human rights (Bajaj, 2011). 

For the participants at Utøya and Holocaust week, as far as I observed, there were little 

information given on how they could further be empowered and engaged to act for human 

rights. Maybe that is not the purpose of these alternative learning arenas. Still, in addition to be 

empowered, to make it last, the pupils should be informed on how they can further participate 

in society. However, the findings could also indicate that these alternative learning arenas reach 
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youth in a critical moment of their lives, which could place a seed that could potentially grow 

to take more social action and participate more in the society in the future. In any case, findings 

from the questionnaires and the interviews strongly indicate that this way of teaching creates a 

space were empowerment can happen, and small social actions are more likely to happen.  

 

Regarding the question on what role the alternative learning arenas have on human rights 

education the question can be answered on different levels and spatial terms. However, by 

exploring this question based on the outcomes from the youth that have participated on such an 

arena, some conclusions can be drawn. By offering a different kind of education, in a new 

learning environment with the content of these alternative learning arenas expertise in peace 

and human rights, serves an important role in the realization of human rights education. With 

their expertise it is apparent that their education will be more transformative rather than the 

school’s human rights education. Vesterdal (2016, p.250) found that the school system does not 

facilitate empowerment and critical active participation in society through their human rights 

education. Human rights education, at its best, has the empowering and transforming dimension 

to it if the teaching is made relevant and by encouraging using our rights to stand up for justice 

(Osler and Starkey, 2010). The findings in this thesis indicates that the human rights and peace 

centres have these elements in their human rights education, which the school is lacking 

(Vesterdal, 2016). The alternative learning arenas are filling the gap in order to offer quality 

human rights education to pupils in Norway.  

 

Furthermore, they should push the empowering and transforming agenda of human rights 

education into the school system as well. Although, there is a new curriculum from fall 2020 

with more emphasis on citizenship and human rights, it does not necessarily mean that the 

quality of human rights education will improve. If the teachers still lack competence in human 

rights, and the content and approaches are the same as described in Vesterdal’s (2016) 

dissertation, the empowering elements will not be present. The human rights and peace centres 

that have gotten the mandate from the government to carry out human rights education, should 

play a role in pushing this multi-disciplinary subject to be a subject on its own where dedicated 

teachers with training from these centres can carry out transforming human rights education. 

From the findings it is clear that these centres serve an important role to educate future justice-

oriented citizens, and it is a good thing that the schools can offer alternative learning to youth. 
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However, does it mean that this gives a free pass to really discuss and explore what place human 

rights education really should have in Norway? Do we want to rely on these alternative learning 

arenas do be the only actor to have the role as transforming and empowering human rights 

education? If so, the schools will be static and unchanging. It could seem that instead of putting 

emphasis on quality human rights education in schools, the government just bet on the 

alternative learning arenas to be optional as a choice for schools that have the capacity to 

participate in an alternative human rights education.  

 

One implication by relying too much on these alternative learning arenas, is that there will 

always be some pupils who will never get the transformative human rights education. Looking 

at a map, the seven human rights and peace centres are located in urban arenas, which means 

that not all the schools have the opportunity to participate at an alternative learning arena. If 

you live in a small town in the northern part of Norway, the school does not necessarily have 

the resources to travel and visit these centres, and additionally maybe the centres do not have 

the resources to travel around Norway. In 2019 there were 2380 schools in Norway with over 

600.000 pupils in secondary school (Stensig, 2019). The peace- and human rights centres do 

not have the capacity to reach all the pupils in Norway. The human rights education today is 

thus unequal for children in Norway. In the Rafto Foundation the numbers of visitors in 2019 

were tripled, with more than 10 000 participants, and for “Democracy learning at Utøya” the 

number of programmes has doubled from five to ten in a year. This shows that there is a huge 

demand for this kind of human rights education, but not enough capacity to let all the schools 

in Norway participate on these alternative learning arenas. One answer to this demand is to give 

the centres more resources to increase their capacity, or to further push for increased 

competence for teachers on human right and making the multi-disciplinary subject citizenship 

and human rights to operate as an own independent subject. Parker (2018) argue for a more in-

depth review of human rights place in the curriculum. The human rights and peace centres could 

take the role of lobbying for a secure place for human rights in the curriculum. This if we want 

to further push for that quality human rights education which is transforming and empowering. 

These kinds of changes are long-term processes, but with the steps already being taken for better 

human rights education, we should never be satisfied with status quo. Just like democracy and 

human rights, we need a dynamic approach where constant review on how we can do better to 

make sure quality human rights education is assessable for all pupils in Norway.  
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7. Conclusion 
 

The thesis has looked at the role of alternative arena for HRE in Norway. These were shown to 

be that the alternative learning arenas operate as a complementary actor to the school system, 

where they have the potential to empower the youth to become justice-oriented citizens 

(Westheimer and Kahne, 2004).  In terms of the other research questions, youth were shown to 

participate in various ways. Overall, they participate in a learning environment where they can 

freely express and form their own opinions through interpersonal critical reflection. Finally, the 

overall contribution has been to show that there is a transformative dimension and quality to 

participation in these arenas. It seems like the alternative learning arenas carry the role of 

offering quality human rights education that could lead to spaces of empowerment. In the bigger 

picture, these alternative learning arenas may be very important for the school system so that 

they can offer quality human rights education to youth. Additionally, they could have the role 

of influencing the commitment to human rights in the curriculum and competence of teachers. 

Human rights education is a human right, and particularly for the youths growing up in these 

times with contemporary challenges like, climate change, fake news, hate-speech and 

conspiracy theories, it is important that there is a continuous review of what HRE they are 

receiving. If the HRE they are receiving leads to empowerment and social action, we will also 

see social change for the better regarding human rights. However, a lot of research on human 

rights education, including this thesis, sheds lights on the more immediate effects of HRE. More 

extensive research is needed to see the longer-term effects of empowerment and behaviour 

changes. The purpose of HRE, ultimately, is to end human rights violations, and to create a 

human rights culture. We need to involve all different actors to take the shared responsibility to 

respect human rights. I also regard it as important that different actors are involved to make 

sure that quality HRE is offered to all children in Norway. It could be through making human 

rights and citizenship its own subject in the school system, or, relying even more on the 

alternative learning arena. Where we are now, it could seem that a higher degree of co-operation 

between the different actors such as decisions-makers, policy-makers, the school system and 

NGOs could lead us to the ultimate aim and ambition of human rights education that is 

empowering youth to stand up for human rights.  
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Appendix 1 – Interview guide 

Intervju guide – Utøya og menneskerettighetsundervisning 

45- 60 min. 

Fortell om prosjektet, informantens rettigheter, informert samtykke etc. 

 

OM UTØYA 

Du var på Utøya i tre dager på demokratilæring.  

Hvorfor ville du dra til Utøya på tredagers samling?  

Hva synes du om opplegget i sin helhet?  

Hva var det viktigste du lærte i løpet av de tre dagene? 

- Om deg selv?  

- Generelt kunnskap/ferdigheter?  

Hvilke øvelser likte du spesielt godt som du husker? Hvorfor?  

Har du tatt med deg noe fra de tre dagene i ditt hverdagsliv eller på skolen?  

Noen av øvelsene du var med på var blant annet hatprat øvelser, engasjementskortene, linjen, 

enig/uenig (for å friske opp). Har noen av disse øvelsene gjort at du tenker annerledes rundt 

andre grupper mennesker i samfunnet – for eksempel i forbindelse med hatprat eller hvordan vi 

ser på minoriteter (isåfall forklare hva jeg mener)?  

Hvordan opplevde du at du skulle gjøre øvelsene for skolen din i etterkant av Utøya? Hvordan 

mottok elevene det? 

Syntes du andre ungdommer burde dra til Utøya å være med tre dagers samling? Har du tre 

grunner for at andre ungdommer burde dra til Utøya?  

 

MENNESKERETTIGHETER  

Hva tenker du når du hører ordet menneskerettigheter?  

- Er dette noe du har lært eller fått kunnskap fra noe sted? (Eventuelt kom med en kort 

forklaring på hva menneskerettigheter er).  

- Føler du menneskerettigheter er viktig for deg? Hvordan/Hvorfor? 
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- Kan du huske å ha lært om menneskerettigheter på skolen?  

- Er det andre plasser enn på skolen du har lært om menneskerettigheter?  

- Er det noen av øvelsene på Utøya du gjorde som du føler kan knyttes til 

menneskerettigheter?  

 

ENGASJEMENT 

Hva tenker du når du hører ordet engasjement?  

Er du engasjert i noe som skjer i verden i dag, Norge eller der du bor? (forklar at med 

engasjement mener jeg at man bryr seg ekstra om noe. Det er noe man kanskje snakker mer om 

i hverdagen, liker å lese om, eller som man vil gjøre noe med, dette for at jeg og ungdommen 

har samme forståelse av engasjement.)  

Hvordan ble du engasjert i dette?  

Føler du de tre dagene på Utøya har hatt noen innvirkning på engasjementet ditt? I så fall, på 

hvilken måte? 

Har du i en større grad fått en tro på at du kan gjøre en forskjell i samfunnet etter å ha vært med 

på Utøya?  Hvorfor? På hvilken måte? 

 

 

HVIS TID – OM DEN IDEELLE MENNESKERETTIGHETSUNDERVISNINGEN 

Fortell: I følge den nye lærerplanen skal faktisk menneskerettigheter og demokrati bli fokusert 

enda mer på i skolen, forklart at demokrati og menneskerettigheter er noe som gjelder alle oss 

mennesker, og som alltid er i utvikling. Men for at demokrati og menneskerettigheter skal 

fungere må mennesker ta del i det og kunne vite hva sine egne rettigheter er og andres.  

- Hva syntes du er viktig at skolen gjør for at du og dine medelever blir engasjert i temaet 

menneskerettigheter og demokrati?  

- Er det noe undervisningen som ble gjort på Utøya som du syntes mangler i skolen? I så 

fall, hva og hvordan?  

- Hvis du var lærer for en dag og du skulle lære dine elever om sine egne og andres 

rettigheter, hva ville du ha gjort?   



58 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



59 
 

Appendix 2 – Informed consent from for the youth  

 

Vil du delta i forskningsprosjektet 

 ”Menneskerettighetsundervisning på alternative 

læringsarenaer»? 

 
 

Dette er et spørsmål til deg om å delta i et forskningsprosjekt hvor formålet er å finne ut hvilken effekt 

menneskerettighetsundervisning har på ungdommer i alderen 14-16 år. I dette skrivet gir jeg deg 

informasjon om målene for prosjektet og hva deltakelse vil innebære for deg. 

 

Formål 

En viktig del av menneskerettighetene som er nedfelt i forskjellige konvensjoner og Verdenserklæringen 

for Menneskerettigheter er promoteringen av menneskerettigheter gjennom læring og undervisning. 

Menneskerettigheter, demokrati og medborgerskap har fått en plass i læringsplanene for ungdomsskole 

og videregående. Det er blitt forsket mye på skolens rolle i menneskerettighetsundervisning. Men det 

finnes andre eksterne aktører som driver med menneskerettighetsundervisning, som for eksempel 

Raftostiftelsen og Europeisk Wergeland senter. Jeg ønsker derfor å finne ut hvilken effekt 

menneskerettighetsundervisning på alternative læringsarenaer har på ungdommer. Hvordan blir 

ungdommer engasjert? Hvilken verdi har slik undervisning for ungdommer? Hva er det disse 

organisasjonene gir i sin menneskerettighetsundervisning, som kanskje ikke skolen gir? 

 

Dette forskningsprosjektet er en del av min masteroppgave på Norsk Senter for Menneskerettigheter 

ved Universitetet i Oslo.   

 

Jeg ønsker at dette forskningsprosjektet skal belyse dagens menneskerettighetsundervisning i andre 

læringsarenaer enn på skolen, og få en innsikt i hva som engasjerer ungdommen og hva som gjør 

ungdommer engasjert. 

 

Hvem er ansvarlig for forskningsprosjektet? 

Norsk Senter for menneskerettigheter ved Universitetet i Oslo er ansvarlig for prosjektet. 

 

Jeg samarbeider også med Raftostiftelsen hvor Julie Ødegaard Borge er medveileder, og som er en del 

av undervisningsopplegget på Utøya.   

 

Hvorfor får du spørsmål om å delta? 
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Mitt utvalg er ungdommer 14-16 år som går på ungdomsskolen, og har deltatt på alternative 

læringsplattformer om demokrati og menneskerettigheter. Jeg vil ta kontakt med kontaktlærer som har 

vært med på menneskerettighetsundervisning på alternative læringsarenaer med sine elever. Du får 

spørsmål om å delta fordi du har deltatt på en slik type undervisning.  

 

Hva innebærer det for deg å delta? 

Hvis du sier ja til å være med på dette prosjektet innebærer det at du stiller opp på et intervju som vil ta 

cirka 45 minutter. Jeg kommer til å stille spørsmål om ditt engasjement, litt om din forståelse av 

menneskerettigheter og demokrati, samt spørsmål om hva du synes om undervisningen du har fått på 

det alternative læringsarenaen. Med ditt samtykke vil jeg ta lydopptak av samtalen mens jeg noterer 

svar. Jeg vil i ettertid transkribere intervjuet så jeg er sikker på at det blir riktig dokumentert. Etter at 

oppgaven er fullført, vil alle lydopptak, notater, din personlige informasjon og 

transkriberingsdokumenter bli slettet. 

 

Dersom du ønsker det, kan jeg sende deg sitater fra ditt intervju som jeg har tenkt å bruke i oppgaven 

for din endelige godkjenning. Sitatene og all informasjon du gir vil bli behandlet konfidensielt og blir 

presentert i anonymisert form.  

 

Hvis du er under 15 år kan dine foreldre/foresatte få lov til å se min intervjuguide på forhånd ved å ta 

kontakt med meg.  

 

 

Det er frivillig å delta 

Det er frivillig å delta i prosjektet. Hvis du velger å delta, kan du når som helst trekke samtykke tilbake 

uten å oppgi noen grunn. Alle opplysninger om deg vil da bli anonymisert. Det vil ikke ha noen negative 

konsekvenser for deg hvis du ikke vil delta eller senere velger å trekke deg.  

 

 

Ditt personvern – hvordan vi oppbevarer og bruker dine opplysninger  

Jeg vil bare bruke opplysningene om deg til formålene vi har fortalt om i dette skrivet. Jeg behandler 

opplysningene konfidensielt og i samsvar med personvernregelverket.  

 

Det er kun jeg som behandler opplysningene du gir, eventuelt i samsvar med min veileder Peris S. Jones 

ved noen tilfeller. Organisasjonene og stiftelsene som er ansvarlig for 

menneskerettighetsundervisningen vil ikke få tilgang på dine opplysninger. Din kontaktlærer og skole 

vil heller ikke få tilgang på dine opplysninger eller hva du har sagt i intervjuet. Navnet og 

kontaktopplysningene dine vil jeg erstatte med en kode som lagres på en egen navneliste adskilt fra 

øvrige data. Dersom oppgaven publiseres, vil det ikke være mulig å gjenkjenne eller identifisere deg 

som informant.  
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Hva skjer med opplysningene dine når vi avslutter forskningsprosjektet? 

Prosjektet skal etter planen avsluttes i juni 2020. Ved prosjektslutt vil alle personopplysninger, 

lydopptak, notater fra intervjuer og transkriberingsdokumenter slettes.   

 

 

Dine rettigheter 

Så lenge du kan identifiseres i datamaterialet, har du rett til: 

- innsyn i hvilke personopplysninger som er registrert om deg, 

- å få rettet personopplysninger om deg,  

- få slettet personopplysninger om deg, 

- få utlevert en kopi av dine personopplysninger (dataportabilitet), og 

- å sende klage til personvernombudet eller Datatilsynet om behandlingen av dine 

personopplysninger. 

 

Hva gir oss rett til å behandle personopplysninger om deg? 

Vi behandler opplysninger om deg basert på ditt samtykke. 

 

På oppdrag fra Norsk Senter for Menneskerettigheter har NSD – Norsk senter for forskningsdata AS 

vurdert at behandlingen av personopplysninger i dette prosjektet er i samsvar med 

personvernregelverket.  

 

 

 

Hvor kan jeg finne ut mer? 

Hvis du har spørsmål til studien, eller ønsker å benytte deg av dine rettigheter, ta kontakt med: 

• Norsk Senter for Menneskerettigheter ved Peris S. Jones (p.s.jones@nchr.uio.no) eller meg 

Marie T. Tindstad (m.t.tindstad@student.jus.uio.no). 

• NSD – Norsk senter for forskningsdata AS, på epost (personverntjenester@nsd.no) eller telefon: 

55 58 21 17. 

 

 

 

Med vennlig hilsen 

 

 

 

Prosjektansvarlig    Eventuelt student 

(Forsker/veileder) 

 

 

------------------------------------------------------------------------------------------------------------------------- 

Samtykkeerklæring  

 

Jeg har mottatt og forstått informasjon om prosjektet Menneskerettighetsundervisning og 

ungdomsengasjement og har fått anledning til å stille spørsmål.  

 

Jeg samtykker til å delta på intervju. 

 

mailto:p.s.jones@nchr.uio.no
mailto:personverntjenester@nsd.no
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Jeg samtykker til at mine opplysninger behandles frem til prosjektet er avsluttet, juni 2020 
 

 

---------------------------------------------------------------------------------------------------------------- 

 

(Signert av prosjektdeltaker, dato) 

 

 

 

 

(Signert av eventuelt foresatte (hvis under 15 år), dato) 
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Appendix 3 – Approval from Norwegian Social Science Data Service 

Det innsendte meldeskjemaet med referansekode 633036 er nå vurdert av NSD.  

Følgende vurdering er gitt: Det er vår vurdering at behandlingen vil være i samsvar med 

personvernlovgivningen, så fremt den gjennomføres i tråd med det som er dokumentert i 

meldeskjemaet den 07.02.2020 med vedlegg, samt i meldingsdialogen mellom innmelder og NSD. 

Behandlingen kan starte.  

MELD VESENTLIGE ENDRINGER Dersom det skjer vesentlige endringer i behandlingen av 

personopplysninger, kan det være nødvendig å melde dette til NSD ved å oppdatere meldeskjemaet. 

Før du melder inn en endring, oppfordrer vi deg til å lese om hvilke type endringer det er nødvendig å 

melde: nsd.no/personvernombud/meld_prosjekt/meld_endringer.html Du må vente på svar fra NSD 

før endringen gjennomføres.  

TYPE OPPLYSNINGER OG VARIGHET Prosjektet vil behandle særlige kategorier av personopplysninger 

om politisk oppfatning og alminnelige personopplysninger frem til 25.05.2020. LOVLIG GRUNNLAG 

Prosjektet vil innhente samtykke fra de registrerte til behandlingen av personopplysninger. Vår 

vurdering er at prosjektet legger opp til et samtykke i samsvar med kravene i art. 4 nr. 11 og art. 7, ved 

at det er en frivillig, spesifikk, informert og utvetydig bekreftelse, som kan dokumenteres, og som den 

registrerte kan trekke tilbake. Lovlig grunnlag for behandlingen vil dermed være den registrertes 

uttrykkelige samtykke, jf. personvernforordningen art. 6 nr. 1 a), jf. art. 9 nr. 2 bokstav a, jf. 

personopplysningsloven § 10, jf. § 9 (2).  

PERSONVERNPRINSIPPER NSD vurderer at den planlagte behandlingen av personopplysninger vil følge 

prinsippene i personvernforordningen om: - lovlighet, rettferdighet og åpenhet (art. 5.1 a), ved at de 

registrerte får tilfredsstillende informasjon om og samtykker til behandlingen - formålsbegrensning 

(art. 5.1 b), ved at personopplysninger samles inn for spesifikke, uttrykkelig angitte og berettigede 

formål, og ikke viderebehandles til nye uforenlige formål - dataminimering (art. 5.1 c), ved at det kun 

behandles opplysninger som er adekvate, relevante og nødvendige for formålet med prosjektet - 

lagringsbegrensning (art. 5.1 e), ved at personopplysningene ikke lagres lengre enn nødvendig for å 

oppfylle formålet  

DE REGISTRERTES RETTIGHETER. Så lenge de registrerte kan identifiseres i datamaterialet vil de ha 

følgende rettigheter: åpenhet (art. 12), informasjon (art. 13), innsyn (art. 15), retting (art. 16), sletting 

(art. 17), begrensning (art. 18), underretning (art. 19), dataportabilitet (art. 20). NSD vurderer at 

informasjonen som de registrerte vil motta oppfyller lovens krav til form og innhold, jf. art. 12.1 og art. 

https://nsd.no/personvernombud/meld_prosjekt/meld_endringer.html


64 
 

13. Vi minner om at hvis en registrert tar kontakt om sine rettigheter, har behandlingsansvarlig 

institusjon plikt til å svare innen en måned.  

FØLG DIN INSTITUSJONS RETNINGSLINJER NSD legger til grunn at behandlingen oppfyller kravene i 

personvernforordningen om riktighet (art. 5.1 d), integritet og konfidensialitet (art. 5.1. f) og sikkerhet 

(art. 32). For å forsikre dere om at kravene oppfylles, må dere følge interne retningslinjer og eventuelt 

rådføre dere med behandlingsansvarlig institusjon.  

OPPFØLGING AV PROSJEKTET NSD vil følge opp ved planlagt avslutning for å avklare om behandlingen 

av personopplysningene er avsluttet.  

Lykke til med prosjektet! Kontaktperson hos NSD: Karin Lillevold Tlf. Personverntjenester: 55 58 21 17 

(tast 1) 


