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Executive summary 

Background and Approach 

Saturday Satya is a co-curricular programme which brings together students of diverse backgrounds 

from five different schools as part of the Independent & State School Partnership (ISSP) initiative. It 

takes place on Saturday mornings over four weeks. Each Saturday Satya session lasts for two hours. 

This research was commissioned by the Wisdom Project, which was responsible for designing and 

creating the Saturday Satya. It aimed to understand students’ experiences during the four sessions of 

the Saturday Satya and to explore the pedagogical strengths and potentials of the programme. 

The focus of the enquiry was located around three broad questions: 

 What are students' experiences of the learning opportunities offered by Saturday Satya? 
 What are the pedagogical features of Saturday Satya that have contributed to these learning 

experiences?  
 How might the Saturday Satya sessions be improved? 

For this investigation, we took a mixed-methods approach, including participant observation, 

questionnaire surveys, in-depth qualitative interviews with all participating students, focus group 

conversations, and critical reflection with the Saturday Satya team throughout the process. This 

report is the fruit of a close collaboration between the research team and the Saturday Satya team. 

Findings 

Through this research, we have learned that Saturday Satya supports students’ whole-person 

development and growth, enabling individuals to strengthen a sense of themselves and to gain an 

appreciation of others and their different perspectives. We have also identified broadly human-

centred pedagogies embedded in the programme’s activities and the teacher-mentors’ practices that 

play a pivotal part in supporting these learning opportunities and in creating rich and safe learning 

spaces.  

With regard to the students’ experiences of Saturday Satya, the findings of this research suggest that 

the programme’s activities have enabled the students to develop self-conceptions and personal 

identity through building understanding in three interrelated areas:  

 Understanding oneself 

Students reported being able to see themselves in new and more positive ways, such as feeling 
more confident and more creative, with a more positive self-image.   
 

 Understanding others 

Students expressed appreciation for being given opportunities to get to know and understand 
individuals from different social and cultural backgrounds, which in turn helped them interrogate 
or develop their own perspectives, including learning to develop attitudes of acceptance and 
respect for differences. 
 

 Understanding one’s own orientation within the wider community 

Students further reflected on how the experiences of Saturday Satya have enabled them to 
explore cultural roles and their own socio-political and religious orientation within or outside of 
these contexts, an example of which is feeling more connected to one’s own faith. 

In supporting the development of students’ self-conceptions and personal identity, the programme 

offers rich opportunities for students’ social, moral, spiritual and cultural (SMSC) development, as 

defined within the OFSTED guidelines.   
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In relation to Saturday Satya’s pedagogical features, we observed three interrelated pedagogical 

strategies which were embedded in the activities and practices: 

 A Pedagogy of Care 

This involved the cultivation of genuine human relationships between teacher-mentors and 
students, built on trust, respect and care. This approach to relationships, alongside an open and 
‘no-right-answers’ approach to learning, helped create safe and nurturing spaces where young 
people felt able to explore and examine their own and others’ ideas and perceptions without 
fear of failure or judgement. This ethos was enriched by the teacher-mentors’ willingness to 
listen deeply to the voices of students and to care for and respect their individual needs. 
 

 A Pedagogy of Whole-Person Engagement 

The activities of Saturday Satya were rich and diverse, engaging students on many different 
levels, and thereby supporting their whole-person development. Some activities engaged 
students through their physical senses, some challenged them through their intellect and some 
invited them to explore their emotional landscapes. Still others engaged their creativity and 
imagination and others prompted them to be reflective or encouraged them to be 
contemplative. 
 

 A Pedagogy of Presence  

Through meditative practices, silence and stillness, and activities which gave them opportunities 
to bear witness to each other’s experiences, students were enabled to be truly present to the 
here and now. By leaving behind the pressures and anxieties of home and school life, and being 
able to engage fully with their experiences within the sessions, students were empowered to 
learn in engaged and meaningful ways. The teacher-mentors embodied this presence, allowing 
themselves to be truly available to students, rather than ‘performing’ the role of a teacher. 

In this way, the Saturday Satya’s pedagogical practices have enabled the teacher-mentors and 

students to live values which are fundamental to young people’s wellbeing in education. 

In terms of improving future Saturday Satya programmes, several recommendations arose out of the 

research process, in dialogue with the facilitation team. These are summarised below: 

 To ensure that students from less privileged backgrounds are enabled to engage more fully in 

sessions. 

 To allocate more time to the sessions with a view to enabling the students to engage more 

deeply with activities and experiences. 

 To provide more clarity around the aims and intentions of the sessions, to encourage and 

prepare students for full participation from the outset. 

 To support staff from participating schools to understand better the activities and pedagogical 

potentials of Saturday Satya, strengthening their abilities and willingness to promote the 

programme, nominate appropriate students, and engage in the organisational and logistical 

aspects of participation. 

 To promote the Saturday Satya pedagogies and intentions in mainstream classroom settings. 

Conclusion 

This research concludes that the Saturday Satya programme provides participants with significant 

opportunities to learn and develop holistically, strengthening their sense of who they are and 

promoting an openness to otherness and an appreciation of diversity. The pedagogies of the 

programme feature respectful, caring, imaginative and open-minded approaches which help create 

safe spaces and enable students to explore different aspects of themselves and engage with others’ 

perspectives. It is clear that Saturday Satya is hugely beneficial for participants’ whole-person growth 

and we hope that schools may consider integrating Saturday Satya’s ethos, values, approaches, 

pedagogies and activities in the mainstream practices of teaching and learning.  
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Chapter One: Outline of the Research 

1.1 Background of the research 
Since 2007, eight schools (one independent and seven state schools) in the councils and boroughs of 

Eton/Slough/Windsor/Hounslow have been involved in the development and provision of a wide 

range of collaborative co-curricular projects as part of the Independent and State Schools Partnership 

(ISSP) scheme. The ISSP originated as a Department for Education and Skills initiative to provide 

structure and funding for cooperation between schools in the state and independent sectors. The 

aims of the ISSP included: 

 Breaking down barriers between state and private sector 

 Sharing professional expertise 

 Raising pupil standards and achievement 

 Providing equal opportunities regardless of background 

 Improving pupil self-esteem 

 Raising pupil aspirations 

 Promoting Social, Moral, Spiritual and Cultural (SMSC) outcomes 

The Eton/Slough/Windsor/Hounslow ISSP ran at least 18 collaborative projects in 2014, including 

hosting inspirational speakers to raise student aspirations, offering co-curricular science workshops, 

and providing residential trips to explore themes such as faith, freedom and authority. 

The senior management teams of the participating ISSP schools have long been convinced that co-

curricular learning, or complementary learning activities ‘outside the classroom’, with an aim to 

strengthen learning within the school, is important for students’ overall development, in particular in 

relation to SMSC learning objectives. However, up until now, this view had largely been based on 

several students’ enthusiastic informal feedback on how the ISSP activities had enriched their lives. 

At a time when interreligious tolerance and whole-person development are perhaps more pressing 

concerns than ever, it was felt that the time had come to launch an inquiry to systematically examine 

the potential impact of the ISSP activities. 

In September 2015, the Eton/Slough ISSP brought together 23 secondary students aged 14 (Year 10) 

from four state-sector schools and Eton College for a series of intense interactive learning sessions 

entitled ‘Saturday Satya’ (SS). The Saturday Satya was originally designed by the Wisdom Project at 

the Eton Dorney Centre, a residential co-curricular programme with a focus on whole-person and 

spiritual development for students from all backgrounds. This ISSP programme was facilitated by two 

teachers from Eton College, John and Vaughan, and one from a local school, Navleen.  

Satya is a Sanskrit word for truth or ‘ultimate reality’ and refers to the virtue of being truthful in 

one's thought, speech and action. Saturday Satya is a series of four Saturday morning sessions which 

aim to challenge and guide students to explore their understandings of themselves and the world 

around them in more empowered and nuanced ways. To inquire into the students’ experiences 

during the SS sessions, and understand how the underlying pedagogical values and features 

contributed to their experiences, the Wisdom Project commissioned this research that seeks to 

investigate into the essence of the learning activities provided during the SS sessions through 

listening deeply to the voices of participating young people and through dialogue with the teacher-

mentors. 

1.2 Participating Schools and Students  
The participating schools in the Saturday Satya sessions and the students involved were ethnically 

diverse. The table below gives a short description of each of the participating schools’ educational 

aims and a brief overview of their student numbers and attainment: 
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Brief profiles of participating schools 

Slough and Eton Church of England Business and Enterprise College  

In December 2013, OFSTED rated this school as ‘Outstanding’ in all areas. The school promotes values 

inspired by what it calls Christian ‘neighbourly love’, including tolerance, forgiveness, fairness, ambition, 

integrity and empathy. 

This school has 1100 pupils on roll and a 14.3:1 ratio of students to staff. 43% of students were eligible to 

receive free school meals in the last 6 years, 63% of students have English as an additional language and 

2.7% are registered SEN with a statement or EHC plan.  

In 2015, 63% of students attained 5 GCSEs grades A*-C including maths and English. The school prides 

itself on 99% of students leaving with at least 5 GCSEs of grades A*-G.  

Khalsa Secondary Academy 

This school was opened as a free school in 2013. It is based on Sikh values but does not seek to convert 

students. The school promotes three core ideas inspired by Sikhism, encouraging students to go beyond 

academic achievement, beyond the individual and beyond selflessness. In September 2015, OFSTED 

found that the school ‘Requires Improvement’ in all areas, however in their Section 48-Faith Inspection in 

November 2015 they were deemed to be ‘Outstanding’. 

The school currently only have 173 students from years 7-10, with a student: staff ratio of 13.7:1. The 

majority of students are Sikh, and of Indian origin although 50% of places are open to non-Sikh students. 

66% of students have English as an additional language and 16% have been eligible for free school meals 

in the past 6 years. No students at the school are registered SEN with a statement or plan. 

Due to the age of the current students there is not yet attainment data available for this school. 

The Langley Academy 

The Langley Academy is a science specialist academy and the UK's first museum learning academy. This 
school seeks to promote in its students the values of curiosity, exploration and discovery. It aims to 
inspire students to be curious about their identity and the world around them and to challenge their 
understanding and develop their exploratory skills. 
 
In March 2013, OFSTED rated this school as ‘Good’ (in all features except ‘Behaviour and Safety’ which it 
found to be Outstanding). The school has 1114 students on roll and a ratio of 14.4:1 students to staff. 
21% of students have English as an additional language, 33% were eligible for free school meals in the 
last 6 years, and 2% of students are registered SEN with a statement or plan. 
 
In 2015, 53% of students attained 5 GCSEs grades A*-C including maths and English and 99% of students 

left with at least 5 GCSEs of grades A*-G.  

Heston Community College  

This school is proud of the excellent relationships between staff and students. It seeks to foster open-

mindedness, thoughtfulness and a growth mindset in students and in the school as a whole, as well as 

encouraging enterprising attitudes and behaviours. In April 2016, OFSTED found the school to have 

retained its ‘good’ status. 

The school has 1248 students on roll, of whom 61% have English as an additional language, 34% were 

eligible for free school meals in the last 6 years and 2.2% were registered SEN with a statement of plan. 

The student: staff ratio is 16.6:1. 

In 2015, 55% of students attained 5 GCSEs grades A*-C including maths and English. 97% of students left 

the school with at least 5 GCSEs of grades A*-G.  

Eton College  

Eton College is an academically selective Independent Boarding school for boys. It prides itself on 

promoting the best habits of independent thought and learning in pursuit of excellence and supporting 
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A small minority in the Saturday Satya group (4 students) were White British and all of these were 

students from Eton College. The diversity of students’ ethnicity can be seen below. 12 are boys and 

11 are girls. The details of students’ ethnicity, gender and religion can be found in Appendix A.   

 

 

Of the 18 students for whom we have survey data regarding self-reported religiousness, 11 students 

reported that they considered themselves to be religious and 7 reported that they did not.  

 

 

An unexpected common factor amongst the students was that they were predominantly chosen by 

schools from amongst the Gifted, Talented and Able students. We will discuss this later in the 

research, but it should be noted here that this was a choice made by individual schools, rather than a 

policy or essential feature of the Saturday Satya or the ISSP. Thus in general the students believed 

themselves to have been chosen to participate in the SS due to their high academic attainments and 

above average capability in verbal articulation and conceptual thinking. As we shall see in the 
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(Brief profiles of participating schools continued) 

pastoral care that nurtures physical health, emotional maturity and spiritual richness. In 2016, Eton 

College was rated Exceptional by the ISI. 

In has 1313 boys on roll, of whom none are registered as SEN with a statement or plan.  

In 2015, all students attained 5 GCSEs grades A*-C including maths and English.  
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discussion chapter, this can be understood both as an advantage for the rich discussions during the 

SS but also as a challenge to the equalising aims of the ISSP.   

 

1.3 Saturday Satya 
A typical Saturday Satya session begins with a mindfulness meditation, intended to get the 

participants focused and centred, followed by a warm-up activity after the initial icebreaker. This is 

usually of an interactive nature, designed to break down either natural egoism or shyness when we 

come among amongst strangers.  

The group then engage in 3 or 4 learning activities that encourage students to think in ‘out-the-box’ 

and creative ways, engendering a safe space where participants can explore and share their beliefs 

and personal experiences in a respectful, caring and open-minded environment. Their reflection and 

sharing takes a variety of forms, including whole group discussions, small group discussions, quiet 

written reflection, contemplation, and expression of ideas through images. It provides the 

participants with opportunities to interact with one another and with the teacher-mentors, to build 

trusting relationships and to learn from one another.  

The series of Satya sessions observed by this research was composed of four sessions over 5 weeks, 
and each week was loosely framed around a theme of particular relevance to the participants: 
 
 Week 1: The Body and Self-Image;  
 Week 2: Art and Creativity;  
 Week 3: Adolescence and Rites of Passage;  
 Week 4: Being Me 

 
Within each theme the activities were varied, from high-energy physical tasks to inspirational or 

emotive videos, from intricate hands-on craft-making to silent reflective moments. Each session 

lasted for 2 hours, with a short ‘muffin break’ halfway through when students were encouraged to 

leave the room and chat informally over a cake and a soft drink.  

Although the teacher-mentors provided a thematic and activity framework to challenge and support 

participants to engage with the broad themes, the ideas that were discussed in each session were 

strongly student-led. Students came to the sessions with very little idea of what to expect; the 

better-informed have an idea that they were coming to ‘some sort of project about a new way of 

learning’, others anticipating ‘lots of desks and writing’ and ‘tasks we had to do’. Many students who 

arrived were even surprised to find that there were students from other schools taking part. From 

this relatively uninformed start, students were encouraged and inspired to engage with the diverse 

activities offered by the SS programme and to participate in them in ways that suited their own 

dispositions and personalities. 

Through these planned activities, Saturday Satya sought to provide an opportunity for students to 

begin to understand the perspectives of others (many of whom come from very different 

backgrounds), to learn more about themselves and their own values, and to experience and know 

more about the world around them. 

 

1.4 A taste of Saturday Satya  
Below we use some excerpts from our observational notes, alongside select student comments 

where relevant, to give the reader a flavour of the Saturday Satya sessions and the activities: 
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It is near the end of the first session – the group seem tired, fidgety, ready to go home. The short 

video starts – an evocative depiction of the discrepancies between how others see us and our 

own self-image – and suddenly the whole group sit captivated. As the video ends students glance 

at each other nervously. When invited to share their feelings, Carla confesses she wants to cry. 

Several others nod. Tahir, who hasn’t spoken yet recounts the message of the video at length, 

speaking with quick enthusiasm. He doesn’t speak of how he feels, yet his whole bearing has 

changed – he seems energetic, engaged and inspired. Richard looks up as if he would speak, but 

when asked declines. After the session, he takes up the offer of writing down his feelings 

prompted by the video. Time is limited and yet before the session ends several members of the 

group (adults and students) have shared personal anecdotes of their own, acknowledging and 

revealing their own vulnerabilities around self-image.   

“Everyone seemed to open up as it seemed to be a mutual feeling (insecurity) 

and one that everyone could relate to. This was my most enjoyable session and 

really got me interested in the rest of the project.” 

*** 

Week Two. Vaughan holds in his hand a piece of paper. He screws it up with great deliberation 

and places it on a table. He tells the group it is a sculpture and he is very proud of it. Several 

nervous laughs. Richard gives a justification for why it is indeed art. Vaughan screws up another 

piece of paper and places it next to the first. The group are encouraged to gather round and give 

their views. It is suggested that it represents 2 people who are distanced from one another. The 

group build on the idea, exploring interlocking interpretations of the ‘sculpture’, exploring 

themes of family, emotions, growth: “each ball is getting less and less crumpled so it’s kind of like 

you developing and getting better so you don’t mess up as bad” suggests Mia, who spoke at 

length in her interview about her own self-development coping with bullying. ”Like they were 

saying…the smallest little ball could represent a child that’s young and fresh then as you grow up 

you get older and more experienced and less compact,” suggests Charles. They build on each 

others’ ideas. They want to explore. There is no right answer. 

*** 

We walk together as a group, across the courtyard and up the stone stairs to the ancient oak-

panelled chamber. Looking around intrigued, the students start to notice the writing, carved 

deep into the walls and door. Names… they whisper. The facilitator leaves them for some time to 

explore, before explaining the ancient leavers’ tradition of name carving. He encourages them to 

explore, not just with their eyes but with their hands, to clamber up on the pews around the 

room and to touch the ancient words. Tentative at first, then more and more eager, the students 

disperse, some in pairs, some noticeably alone – faces pressed close to the worn wood, fingers 

tracing the scratches of boys long forgotten. The smooth, clean script of some, the awkward 

skewed freehand of others. The students are as silent as the old boys – immersed in listening to 

what their hands can tell better than their eyes and far better than their teacher. 

Gravitating towards the double doors they are invited to remove their shoes and socks and to 

walk, bare feet on the cold hard stone, from nave to alter of the stained-glass chapel. This time 

exploring with the soles of their feet, they experience the feel of the ground, the shift in warmth 

as they progress. Perhaps silenced by the majesty of the chapel, perhaps by the humbling feeling 

of pilgrimage that barefoot togetherness can bring, they walk, each in their own space, their own 

exploration, without a word until they halt as one before the alter. 

“When we came to the chapel I got lost and was mesmerised. I think this was 

calming because we had time just to think for ourselves and we could just write 

down our feelings and thoughts.” 

*** 
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A silent circle of chairs, the door opens and a barefoot woman enters dressed in flowing silks, a 
veil shadowing her face. She is led to a chair in the centre of the circle, an empty chair is placed 
opposite and the veil is lifted. The group sit, silent, hardly daring to breathe, unsure, the 
occasional glance at a friend, the occasional peek at the facilitator. They are invited, in their own 
time and if they wish, to sit with the woman and look in her eyes… No one dares. The silence 
draws out. A giggle from one or two. Then silence again. Liam, daunted by the strain, shifts loudly 
in his seat, leans back far, pushing his feet into the circle with a sigh. Silence again. Stillness. 
Arthur, seeking a look of permission, walks with an air of assurance and resignation to the centre 
of the circle and takes the chair. 

Navleen opens her eyes and looks into his. They smile a little. The group watches, rapt, as they 
look at each other. Silence. Stillness. 20 minutes pass. The boy stands up and takes his place in 
the circle. All is as before but now no one is shuffling. Navleen’s eyes close. Tahir counts down on 
his fingers, 3,2,1 then launches himself up, out of his seat and finds himself facing the woman. 
This time emotion is clear on his face. Defiance. Then gratitude and love. He returns to his seat 
after 10 minutes, replaced by Anita, who hasn’t spoken a word aloud throughout all 4 sessions. 
She sits, bathed in the warmth and acceptance of Navleen’s gaze and does not flinch. The group 
watch awed as she is herself. Still no sound, no shuffling of feet. Stillness. Silence. Trust. 

1.5 The Research 
This research was commissioned by the Wisdom Project and designed to be a collaborative and 

relational process during which the researchers worked closely with the project team in 

understanding the aims and purposes of the SS activities, observing and seeking students’ feedback 

and comments on their experiences accordingly. As the SS itself is a flexible and non-prescriptive 

programme1, the research was envisaged to be adaptable to the emergent nature of these sessions. 

That is to say that whilst the researchers had a provisional research framework/plan, this was 

developed through ongoing discussion and reflection over the 5 weeks of the programme, ensuring 

that in practice the research remained relevant and responsive to the process of the SS sessions. 

Methodologically, this research has taken a collaborative approach, working closely with but 
independently from the project team, thereby allowing it to: 
 

(a) take into account the project team’s aims and objectives for the programme and their 
conceptual, methodological and pedagogical approach to it;  

(b) ensure that the research approach remained aligned with the programme’s human-centred 
ethos; and 

(c) maintain rigour through taking a critical stance in understanding the students’ experiences of 
the programme and how it enabled learning. 

 
Within this approach, the research enquiry was broadly focused on exploring the following three 

research questions: 

 What are students' experiences of the learning opportunities offered by Saturday Satya? 
 What pedagogical features of Saturday Satya do students identify as facilitating these learning 

experiences?  
 How might the Saturday Satya sessions be improved? 

 

1.5.1 Research Methodology 
As we were interested in understanding the nuanced perspectives and experiences of the young 

people who attended the SS sessions, the research was designed to take a mixed-method approach, 

to enable the collection of both quantitative data capturing students’ experiences of the different SS 

                                                           
1 According to the teacher-mentors and our experiences of the sessions, session plans intentionally flexible and were often 
changed mid-session depending on time, responsiveness of students to certain activities etc. 
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activities and qualitative data, such as students’ own articulations of their opinions on, experiences 

of, and emotions during the SS sessions.  

As researchers, we are committed to following the SS values and ethos, working with participants in 

a human-centred way by offering them a caring, open, listening space to share their experiences and 

ensuring that they feel their contributions are valued and appreciated. The trust required for this was 

built up by the researchers attending and taking part in all Satya activities as equal, fully 

participating, members of the group, thereby forming relationships with the students in the same 

way as others within the SS group and getting to know each other.  

The purpose and the agenda of the research was made explicit to the students in the first session and 

in a letter to the students and their parents when seeking parental permission for participation, and 

they were assured of the anonymity of their responses and feedback and that the research was a 

part of the ongoing learning of the project team to re-shape, further develop and improve the SS 

sessions. This acknowledgement of the SS as an evolving programme and the teacher-mentors as 

engaging in a learning process of their own, emphasised several of the core ideas promoted by the 

SS, including life-long learning, whole-person learning, flexibility, and the importance and value of 

students’ experiences. 

Thus, in many ways aligned with ethos and approaches to the SS sessions themselves, the research 
process described below can be seen as an integrated and valuable feature of the SS.  
 

1.5.2 Data Collection 

We collected data to strengthen our understanding of Saturday Satya through a wide variety of 

research tools. These are described below and transcripts of questionnaire and interview schedules 

may be found in Appendices B-H.  

A. Participant observations   

All four Satya sessions were attended by the main researcher (and the first two sessions were 

attended by the second researcher) who participated in the session activities, observed the teacher-

mentors and the students, audio-recorded the sessions and took detailed observational field notes 

on their experiences after each session. We also had access to photographs and video clips taken by 

the project team members during the sessions. By engaging in the sessions as participant observers, 

we gained an insight into the kinds of experiences the student might have had during the sessions. It 

also allowed us to pose meaningful questions in the participant questionnaires and similarly engage 

with students’ experiences in the in-depth interviews in a more meaningful way. For instance, when 

recalling the sessions, as researchers, we could speak from a shared experience, allowing the 

interview to include mutual reflection and sharing.  

B. Informal Debrief  

After each session, we met with the project team for an informal debrief, to reflect together on the 

process of the SS session, to explore the intentions of the team and their perceptions of how well 

each session had gone and their learning from it. 

Between sessions there was also informal ongoing critical and reflective dialogue and discussion 

between researchers, ensuring reflection at every step, both on the SS project and on the research 

design and process itself.  

C. Online questionnaires  

After the second session, every student participant was asked to complete a short questionnaire by 

email. These questionnaires were designed to seek to understand the students’ experience of 

individual activities during the first two SS sessions. The questionnaire included questions that 

enabled the participants to rate their agreement with statements about their experiences of SS, such 
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as ‘I feel challenged in positive ways’ or ‘I can trust the other students’, on a scale of 0-10 where 

0=don’t agree at all and 10=completely agree. These constituted the research’s quantitative data. 

Also included in the questionnaire were open-ended questions, for instance, where the students 

were asked to explore their favourite moments of SS sessions, or to compare their experiences 

during SS sessions with those in their ordinary school day (see Appendix for full questionnaire 

schedule).  

The questionnaire also included boxes asking the students to ‘Use this space if you would like to say 

more’ to ensure that participants were not constrained by the online format. The questionnaire also 

gathered some basic identity data on school, ethnicity, age, and religious background of the 

participants, as well as the reason why they had chosen to attend the SS. 

D. Individual interviews 

Between sessions 2 and 4, all young people were invited for a 20-30 minute one-one interview with 

the researchers in their own school setting. These were informal, conversation-based interviews and 

the questions were designed to support the student in reflecting critically and constructively on the 

process of the Satya, including on the aims and intentions of the programme, the pedagogy and 

ethos, the actual activities they took part in, their personal experiences and their perceptions of the 

experiences of other students in the group. The researchers ensured an informal, comfortable and 

respectful ethos in the interviews which was intended to mirror that of the SS sessions. For instance, 

the participants were encouraged to sit informally and were offered snacks and drinks, and the 

interviews were flexible in length in response to each student’s level of engagement and interest. The 

researchers sought to build relationships with the young person, sharing their own experiences and 

thoughts where appropriate, but also offering an open, caring, listening space. These interviews were 

recorded and transcribed verbatim. 

E. Integrated reflective writing 

During the final session, the teacher-mentors led a reflective writing activity in the college chapel. 

This was prefaced by an activity which encouraged all participants to explore a heightened 

awareness of and openness to their subjective experience of their surroundings (especially after 

walking barefoot into the chapel and focusing on the sensation of the stone floor). All participants 

were then asked to find a quiet space alone and to reflect on a moment they had felt happiest, most 

calm, content or any similar feeling during the SS sessions and to record these on paper. The 

students were given the opportunity to leave their paper anonymous, and they were reassured of 

the open-endedness of this exercise. This activity was intended to be respectful and flexible to the 

differences between individuals. It emphasised that the teacher-mentors and the researchers valued 

the students’ experiences and the setting enabled this to be a profound reflective and creative 

experience rather than a standard feedback-style exercise, and it was intended to be both a means of 

data collection and at the same time pedagogically valuable in its own right.  

F. Activity-based focus group 

During the break time in the final session, 5 students (one from each school) took part in a 20-minute 

activity-based focus group.  

The focus group was self-selected, each school choosing one member from their group to take part, 

embodying the values of democracy and empowerment. The focus group was intended to be 

informal and collaborative, and the researcher’s role was one of guidance rather than of leading. 

The focus-group activity entailed the task of designing and leading a 2-minute activity at the plenary. 

The focus group were asked to reflect on their experiences of SS as a whole, and to create an activity 

that took into account their experiences and reflections. To support them through the process, they 

were offered a framework involving three core aspects of the SS, around which to consider their 

design: 
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1) The topics covered in sessions 
2) The aims/purposes of the sessions 
3) The pedagogical approach and facilitation style of the leaders 

The activity gave these participants a further opportunity to think critically and constructively (and 

with intensified focus due to the time-limit) about the aims and values, as well as obstacles to deep 

experiences of the SS sessions. This activity was designed to be empowering and motivating, as it 

gave the group the full control of and responsibility for the session, embodying the respect, trust and 

appreciation that the project team and researchers held for/of the students’ capabilities.  

G. Questionnaire with the project team 

The three members of the project team who also served as the teacher-mentors completed a 

questionnaire in order to reflect on key questions concerning what they perceive as the aims and 

intentions of the SS programme, how successful they felt the programme as a whole was, and how 

successful the individual sessions were this time around, and to reflect on their own practice. This 

method was chosen over a group interview, as it allowed the leaders to take time to reflect on and 

formulate their ideas, as well as to speak without inhibitions of being in the group. As it was, the 

team chose to share their reflections with one another and offer each other constructive and caring 

support and feedback. 

H. Follow-Up Questionnaire with selected participants 

A small number of students were approached by email to complete a short follow-up email 

questionnaire after the final session, exploring their overall perspectives on the SS as a whole. 

Students were selected based on their interest and enthusiasm for giving feedback in interviews, 

sessions and the first questionnaire. This questionnaire was predominantly made up of open-ended 

questions, encouraging critical reflection on the strengths of the sessions, with a short multiple-

choice section exploring how much the sessions had helped the student in areas of his or her 

personal development. This questionnaire also asked students about their perspectives on the 

impact of the research process on their experiences of SS. For a copy of the questionnaire see 

Appendix E. 

1.5.3 Data Analysis 
The researchers immersed themselves in the data, listening to the recordings of the interviews and 

reading through transcripts and questionnaire survey results from both students and teacher-

mentors, as well as reflecting on observational field notes. In this process, there began to emerge 

several themes relating to the learning opportunities offered to students by the SS sessions. As shall 

be seen in the data presentation, these themes are broadly related to whole-person learning and the 

development of self-concept, which corresponded to the intentions of the SS programme. This 

process also allowed us to identify core features of the SS with regard to the ethos and pedagogical 

approach that have supported and enabled these learning opportunities. 

Once we had identified these emergent themes, the interview transcripts, questionnaires and chapel 

reflections were coded accordingly so that we were able to check sub-themes, anomalies and 

triangulation (e.g. by comparing observation notes with interviews and focus-group activities).  

The quantitative data were analysed to explore trends in students’ experiences, and to identify areas 

appearing to be significant for students. 

1.5.4 Limitations of research  
There are many areas of the Saturday Satya programme that we have not been able to explore 

deeply due to the limited scope of this research project. In particular, it has not been possible to 

make formal comparisons between the ways in which learning happens during SS sessions and the 

kinds of learning opportunities students experience in their school setting. As participating students 
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attended schools with very different approaches to learning and development this would have been 

a much more complex and large-scale project. However, there are hints through this research at the 

differences between the kinds of approach promoted at SS and students’ ordinary experiences of 

school which suggest that this kind of enquiry would be fruitful to pursue in the future. 

We have also chosen not to focus on understanding the learning facilitated by Saturday Satya 

through the lens of SMSC outcomes, despite there being a great deal of crossover between SMSC 

aims and the kinds of learning opportunities SS provides. We felt that a richer notion of whole-

person development and self-concept development provided a more meaningful framework within 

which to understand the pedagogies and potentials of SS. Nevertheless, as will be clear from reading 

this report, SS should be understood as capable of promoting students’ social, moral, spiritual and 

cultural development and wellbeing in rich and complex ways, and we have therefore included a 

short section below, presenting the SMSC curriculum aims and objectives, and where appropriate we 

have drawn attention to the significance of certain findings in relation to this SMSC agenda.  

 

1.6 A brief background on SMSC  
All independent schools, academies and free schools are expected to provide students with a 

Spiritual, Moral, Social and Cultural (SMSC) education. According to the 2014 guidelines for 

independent schools, this includes a responsibility to promote values of democracy, individual 

liberty, and respect and tolerance for those with different faiths and beliefs. It requires schools to 

enable their students to develop their self-knowledge, self-esteem and self-confidence and to 

encourage them to accept responsibility, show initiative and make a positive contribution to those 

around them. The SMSC agenda aims to ‘further tolerance and harmony between different cultural 

traditions by enabling pupils to acquire an appreciation of and respect for their own and other 

cultures.’ According to the 2014 guidelines, SMSC should give pupils the opportunity to ‘learn to 

articulate their feelings and justify them in both informal and formal settings and be given 

responsibility and trust to develop their confidence.’  

The OFSTED School Inspection Handbook (September 2015) gives a more specific and detailed 

breakdown of the different areas of SMSC development. Of particular relevance to the Saturday 

Satya programme are the suggested indicators of spiritual development, which suggest that a pupil’s 

spiritual development may be shown by their: 

 ability to be reflective about their own beliefs, religious or otherwise, that inform their perspective on life 
and their interest in and respect for different people’s faiths, feelings and values 

 sense of enjoyment and fascination in learning about themselves, others and the world around them 

 use of imagination and creativity in their learning and willingness to reflect on their experiences.  

(www.doingsmsc.org.uk) 

As we shall see as we explore the findings of this research, we saw many examples of students 

showing all of these potential indicators of spiritual development. Furthermore, many of the 

strengths of the SS sessions, such as the respectful, trusting and open ethos, the appreciation of 

difference, the development of students’ self-knowledge and identity, and the significant role of 

relationships within this, resonate with the overall SMSC aims and objectives. Thus, as we shall see, 

programmes such as SS may be understood to enrich and nurture the SMSC education of the young 

people who take part.  

 

https://www.gov.uk/government/publications/school-inspection-handbook-from-september-2015
http://www.doingsmsc.org.uk/
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1.7 The outline of this report 
 

Chapter 2: Literature review 

We begin by reviewing the literature on the developmental needs of adolescents to facilitate a better 

understanding of the students attending Saturday Satya and we then turn to a review of the 

literature of whole-person education to facilitate a better understanding of the practices and aims of 

the programme. 

Chapters 3-5: Students’ accounts of their Saturday Satya experience 

We then discuss the emergent themes arising from the data, presenting our discussion over three 

chapters, each of which relates to one of the three research questions. Within these chapters, our 

discussion is divided into smaller embedded themes which inform the more general findings. 

Chapter 3: What are students' experiences of the learning opportunities offered by Saturday Satya? 

Opportunities to develop a stronger sense of self through: 

- Understanding oneself 
- Understanding the other 
- Orientating oneself within the wider community 

Chapter 4: What pedagogical features of Saturday Satya do students identify as facilitating these 

learning experiences?  

- The Pedagogy of Care 
- The Pedagogy of Whole-Person Engagement  
- The Pedagogy of Presence 

Chapter 5: How might the Saturday Satya sessions be improved? 

- Ensuring equal opportunities for all 
- Lifting time constraints  

- Improving clarity around aims and intentions  

Chapter 6: Recommendations and Conclusions 

In this section we draw on the findings of the report to make some recommendations.  

Appendices: 

In the appendices we include copies of interview and questionnaire schedules and other resources, 

such as data on students’ ethnicity etc.  
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Chapter Two: Literature Review 

 

2.1 Introduction 
The discussion in this literature review is divided into two distinct parts. The first looks at the 
developmental needs and preoccupations of adolescents at the age during which Saturday Satya is 
delivered (14-15 years), which largely relate to the development of self-concept or identity. The 
second looks at the literature around whole-person or holistic education, drawing on learning 
theories and philosophies to present an understanding of this general approach to education, under 
which the pedagogical approach and intentions of Saturday Satya can broadly be understood. Thus 
we use this literature review as an opportunity to help orientate our understanding both of the 
educational endeavour of Saturday Satya and of the young people who participate in it. 
 
In addition, we intend for this literature review to play the role of a conceptual map, that will help to 
familiarise the reader with some of the relevant themes and ideas that relate to the areas of enquiry 
of this report, to support an understanding of the research findings discussed later. 
 

2.2 Understanding Adolescence  
Adolescence is often considered the most complex developmental stage in a person’s life. It is part of 
an exciting journey where one becomes fully alive in the mind, experiences rich emotions and seeks 
autonomy and maturity. During adolescence, a person begins to more richly experience the world as 
an independent individual as well as a part of a family and community (Gill & Thomson, 2012).  
 
However, adolescence is considered to be riddled with complexities and paradoxes. For instance, 
some psychologists maintain that as adolescents become more fully self-aware, they are increasingly 
able to appreciate and to think critically about others’ perspectives (Rosenblum & Lewis, 2006); yet 
others argue that adolescents are egocentric (Geldard & Geldard, 1998), that they may have the idea 
that everyone is watching them as if they were on stage, that they make up personal fables (Dacey & 
Kenny, 1997) and they may act out as a part of attempts to develop a coherent identity for 
themselves (Blos, 1967).  
 
A good knowledge about adolescence can help us to better understand students’ needs and wants at 
this crucial time in their life and allow us to consider the Saturday Satya’s learning opportunities and 
pedagogical features accordingly. In the subsections below, we explore literature that discusses the 
formation of a young person’s greater sense of him/herself, by all accounts a core concern at this 
time. Some psychologists call this aspect of development ‘identity formation’ and it is also 
sometimes referred to as the internal transformation of the conception of oneself (see Kroger’s 2004 
reviews).  
 

2.2.1 Self-concept and identity development 
Schwartz (2001) defines an individual’s personal identity as their goals, values, and beliefs, alongside 
group memberships and roles they play in the larger society (Vignoles, Schwartz, & Luyckx, 2011). 
Adams & Marshall (1996) maintain that personal identity constitutes the structure for understanding 
who one is and that it can offer direction (in a consistent, coherent and harmonious way) to a 
person’s life by clarifying their commitments, values and goals. It can give an individual a sense of 
self-control and can enable them to have a sense of their potential and future possibilities and 
choices.  
 
Psychologists recognise that identity development is multi-faceted and that different aspects of one’s 
self-concept contribute to the changes in ways that one views oneself in relation to others and within 
the broader context of the society (e.g. Arnett, 2000; Erikson, 1968). Steinberg (2008, 269) suggests 
that identity development may be best understood as a series of related developments, involving 
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‘changes in the way we view ourselves in relation to others and in relation to the broader society in 
which we live.’  
 
According to Steinberg (2008, 269), 

 
The changes in identity that take place during adolescence involve the first 
substantial reorganization and restructuring of the individual’s sense of self at a 
time when he or she has the intellectual capability to appreciate fully just how 
significant the changes are. Although important changes in identity certainly occur 
during childhood, the adolescent is far more self-conscious about these changes 
feels them much more acutely.  
 

Most writers tend to agree that with the overwhelming combination of the onset of puberty, physical 
change, increased sex drive and cognitive maturity, adolescence is a time of gradual movement 
towards a more sophisticated sense of oneself, the beginning of identity formation (Erikson, 1968; 
Steinberg, 2008; Kroger, 2004). Adolescence is a unique time when the young person undergoes 
pronounced changes through which they learn to find their place in society, form loving bonds and 
personal relationships, and make decisions about their life ahead. The adolescent’s increased 
capacity for meta-thinking allows them not only to reflect on their own identity, as well as to 
consider many other possible roles (Adamson & Lyxell, 1996, Larson et al. 2002).  
 
It has been suggested that many negative emotions often linked to adolescence, such as anxiety, 
depression, distress, as well as apathy and antisocial and risk-taking may be associated with an 
adolescent experiencing a lack of a clear personal identity (Schwartz, et al., 2011; Schwartz, et al., 
2008, 2009), whereas psychological research suggests that adolescents with more complex self-
conceptions are less likely to be depressed (Evans, 1993, Jorden and Cole 1996) as are young people 
with higher levels of self-esteem (Steinberg, 2008). These correlations emphasise the overwhelming 
importance of young people being appropriately supported to develop their self-concept/identity 
during adolescence. 
 
We will continue our discussion below, exploring three broad and interrelated aspects of 
adolescents’ self-concept/identity development discussed in the literature:  
 

A. Changes in self-conceptions, which are connected to the ideas an adolescent has about 
his/her personal traits and attributes;  

B. Changes in self-esteem, which is linked to how an adolescent feels about him/herself as a 
person;  

C. Changes in the sense of oneself, i.e. the sense of who one is, where one has come from 
and where one is going. 

 

We will examine each of these aspects separately in order to tease out the educational challenges 
and opportunities for supporting an adolescent’s identity development.  
 

A) Changes in self-conceptions 

A young person’s overall self-conception changes in structure and content during adolescence, 
becoming more differentiated, better organised and more integrated as they mature (Harter, 1999, 
cited in Steinberg, 2008). In contrast to younger children whose self-description of traits and 
attributes tends to be disorganised and fragmented, the adolescent is more capable of organising 
and integrating different traits and attributes in a logical and coherent manner. With increased self-
awareness, the adolescent’s self-conceptions are more multi-faceted; adolescents can have a much 
more complicated view of themselves.  
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According to Beckert (2007), at the core of an adolescents’ strengthened self-concept is a sense of 
autonomy, the ability to act, think and feel independently and with self-sufficiency. This may be 
separated into three broad areas in which the adolescent may see themselves as autonomous: 
emotional independence (in relation to others, especially independence from parents), behavioural 
independence (e.g. self-determined decision-making abilities) and value autonomy (e.g. independent 
beliefs and principles) (see Steinberg, 2008). Adolescents may experience their autonomy through 
self-governance, managing their own behaviour, and acting on personal decisions, as well as through 
independent reasoning and decision-making without excessive reliance on validation from others or 
from social norms, through a feeling of self-reliance, and through independence from parents 
(Steinberg, 1999; 2008). These experiences can support young people to see themselves as more 
independent, confident and assured in their orientations to others and the world around them.   
 
Educational experiences that stress logic and reasoning through discussions, analyses and open-
ended questions at this stage can help provide the kind of exposure necessary for adolescents to 
achieve formal thought and intellectual autonomy, including the ability to reflect upon the source of 
their knowledge, engage with multiple perspectives and challenge the quality of evidence on which a 
particular idea or perspective is based (Kroger, 2007, Sigelman & Rider, 2009). However, an 
adolescent might appear to be competent in reasoning, but fail to demonstrate this ability to act in 
real-world situations with autonomy and self-reliance due to motivational or affective factors 
including social and peer influences (Byrnes, 2003). This suggests that it is necessary for education to 
also provide opportunities for adolescents to explore their autonomy and integrate it within their 
overall dispositions and personal attributes, with open and creative spaces to allow young people to 
reflect on and make sense of who they are by drawing together their ideas of their own personal 
traits, characteristics and attributes. 
 

B) Changes in self-esteem 

Self-esteem is the evaluative and affective dimension of the self-concept (Harter, 1999). It is 
connected to one’s self-image and self-worth, and concerns how one feels about oneself. Self-
esteem can be high (when one feels positively about oneself) or low (when the feeling about oneself 
is negative) (Steinberg, 2008). Research suggests that during early adolescence, with increased self-
consciousness, the individual’s self-esteem tends to be lowered and the young person is more likely 
to have an unstable self-image, especially vulnerable to judgment from peers. One suggestion is that 
this is because heightened self-consciousness can result in a feeling of shame about oneself (Reimer, 
1996).  
 
Harter (1999) suggests that self-esteem levels in some areas of life appear to contribute more to an 
adolescent’s overall self-esteem than others. For instance, self-esteem around physical appearance is 
considered to be one of the most important determinants for an adolescent’s overall self-esteem. 
This is followed by self-esteem around social relationships with peers. Less important factors are 
esteem relating to academic ability, athletic ability or moral conducts. Thus, achieving academically 
can often become less of a priority for adolescents. For girls, who in general are found to be more 
concerned with physical appearances than boys, popularity amongst peers and intimate relationships 
with others can have greater impact on self-esteem issues. Other factors contributing to adolescents’ 
self-esteem include social and ethnic background; research suggests that white, male, middle-class 
adolescents tend to have higher self-esteem than young women, working class adolescents, or 
adolescents from other ethnic groups (Steinberg, 2008). 
 
Self-image and self-esteem can also be influenced by adolescents’ cognitive processes in which they 
observe and evaluate their competencies in specific domains (self-efficacy), especially in comparison 
to those of their peers or to those of their significant others (Seligman et al., 1995). Such self-
monitoring processes can negatively or positively affect a young person’s self-image, which in turn 
may develop into a habitual approach to thinking about themselves, positively or negatively.  
 

http://her.oxfordjournals.org/content/19/4/357.full#ref-104
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Mann et al (2003) argue that low or negative self-esteem is associated with adolescents’ wellbeing 
and mental health, including playing a role in diminished self-appreciation, negative attitudes 
towards oneself, psychiatric vulnerability, social problems, and other risk-taking behaviours. This 
points to the importance of supporting young people in the development of their self-assurance and 
self-esteem by providing opportunities to nurture their self-confidence and self-knowledge, and 
cultivate their capacity to question, and to challenge negative attitudes towards themselves and each 
other, as well as challenging other forms of discrimination. 
 

C) Changes in the sense of oneself - Identity development  

With increased self-awareness and self-consciousness, as well as an increased capacity to think and 
reason in abstract ways, including to hypothesise, adolescents are more likely to ask questions such 
as: ‘What am I really like?’ ‘Who will I become?’ and ‘What things are important to me?’ 
(Whitbourne, Sneed, & Sayer, 2009, Moshman, 2011). According to Erikson (1968), many adolescents 
may find themselves in a state of ‘identity crisis’, confronted with a temporary experience of 
uncertainty and confusion as they struggle with options and possibilities for how they should 
understand themselves. As we saw, this uncertainty has been linked with many negative features of 
adolescence, including anxiety, depression, apathy and risk-taking behaviour.  
 
Erikson (1968) suggests that identity in adolescence is a shifting process constantly being explored, 
lost, regained and re-explored. In an ideal world, at the end of adolescence and beginning of 
adulthood, the young person would have ‘a feeling of being at home’ in their own body, a sense of 
wellbeing, the knowledge of where he or she is going, and ‘an inner assuredness of anticipated 
recognition from those who count’ (p.165).  
 
Social and cultural influences play an important role in a young person’s identity formation. These 
include those from religion, education, the adolescent’s close community (such as family, peers and 
others), work/employment, legal and political systems, and other socio-cultural practices (Kroger, 
2004). One way that young people may attempt to resolve their ‘identity crisis’ is by experimenting 
with different social roles, looks, sexuality, values, friendships, ethnicity, and occupations. They may 
be tempted to identify, and sometimes over-identify, with selected role models and personal heroes. 
For example, some young people might want to model themselves on celebrities, such as well-known 
footballers, business tycoons, or popular singers. Youths from minority groups might explore several 
patterns of identity formation: a strong ethnic identity, bi-cultural identity and assimilation or 
alienation from the majority culture (ibid.). Growth in cognitive capabilities also enables an 
adolescent to consider, try out and make evaluation of those ‘identities’ that they want to be or to 
become (Oyserman & James, 2011). 
 
The challenge of identity development is extended in multicultural societies such as the UK, where 
adolescents’ self-identity may be subject to multiplicity (van Meijl, 2010). For young people who are 
from minority religious, ethnic, cultural and linguistic backgrounds, growing up in the UK may mean 
that they are confronted by multiple identifications and ambiguity. There are inevitably 
contradictions and conflicts between the different meanings assigned to ready and traditional 
identity roles (Gressgard, 2010). The world in which a young person seeks identity development is 
becoming more unstable and unpredictable as they increasingly find themselves living on the 
interfaces of cultures, traditions and practices (van Meijl, 2010, 2012).  
 
Kroger (2004) cautions against the provision of ready-made ‘labels’ that ‘may not ultimately serve 
the best interests of youths seeking self-definition’ (p. 47). This means that it could be counter-
productive to offer ready role models or predetermined roles to the young person who is in the 
process of actively searching, exploring and experimenting with different alternative roles and 
identity models. This suggests that education must facilitate safe, dynamic and creative spaces within 
which young people can try out different roles and explore different possibilities and options with 
regard to their processes of self-definition, without too quickly settling into a fixed identity.  
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Summary 
Gill & Thomson (2012) suggest that adolescence should be understood as a significant time in one’s 
life in its own right. This is the time when a young person explores and learns about who they are, 
identifies talents and gifts, cultivates interests and establishes friendships and other interpersonal 
relationships.  
 
We can see from the themes arising in the literature that it is of great importance that young people 
are offered the opportunities to explore, experiment with, and clarify their own sense of self. It 
appears that this is best done through providing safe, open, creative and dynamic spaces where 
young people can seek their own understandings of themselves and the world around them. This is 
not only a core developmental need at this time, but also has been linked to the reduction of 
negative trends in adolescence, including risk-taking behaviour, anxiety and depression. As we shall 
see later in this report, it was the experience of students that Saturday Satya did in fact provide rich 
learning opportunities of this kind, which enabled them to explore and strengthen their own sense of 
self.  
 
Considerable emphasis has been laid over the last decades on the centrality of the social and cultural 
context of schooling to an adolescent’s growth and development. Curricular activities, pedagogy and 
teacher-student relations, peer friendship, classroom environments, institutional culture, and wider 
practices and contexts beyond the school can be crucial in enabling a positive experience of 
adolescence. It is to these educational concepts and themes we shall now turn, with a specific focus 
on the concerns and themes raised in the literature around what is termed whole-person education.  
 

2.3 Concepts of whole-person education 
The Saturday Satya aspires to provide a broadly holistic learning experience to its participants. Often 
placed under the broad umbrella of holistic education, we will now review the literature discussing 
whole-person education, including different conceptions of what is meant by ‘the whole person’ and 
critique of and challenges to the whole-person approach. We will then discuss pedagogical 
approaches to integrating whole-person education in schooling and how these can support 
adolescents in their endeavour to develop a strong sense of self. 
 
We shall discuss the literature on whole-person education firstly in relation to what are seen as the 
aims of education from a whole-person perspective, and secondly in relation to the kinds of 
pedagogical practices whole-person education tends to entail. 
 

2.3.1 The aims of whole-person education: 
‘Whole-person’ or ‘holistic’ education is broadly understood to aim at the development of the person 
towards their realisation as (in some sense) fully human or complete. This has been formulated in 
different ways, for example some argue that the aims of education should be cultivating those 
qualities that make us more fully human (e.g. Gill & Thomson, 2012; Freire, 1970). These authors 
stress education as an end in itself that should not be instrumentalised. This way of articulating the 
aims of education is what has been called human-centred or person-centred education.  
 
Termed as holistic education, others suggest that whole-person education should be aimed at 
supporting students’ self-actualisation (as in Maslow, 1968). Miller (2000) further articulates that it is 
concerned with the development of each person’s intellectual, emotional, social, physical, artistic, 
creative and spiritual potentials.  
 
Forbes (2003) explores some of the philosophical influences behind the idea of holistic education and 
attributes it to the notion of Ultimacy, which points to the aim of education as enabling greater 
connectedness, a harmony between the inner and outer life (if these can be distinguished so) and 
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reaching the highest potential possible. Including spirituality as an aim of education is thus 
considered part of a whole-person education (Palmer, 1983).2  
 
Critical concerns are raised from a postmodern perspective, challenging the attraction of this notion 
of a whole-person as ‘complete’. Standish (1995, p.129) has acknowledged 

 
the attractions of the idea of the whole person, as a counter-balance to over-
specialisation, as a humane recognition of the complexity of people, as a resistance 
to excessive vocationalism. 

 
Postmodernism challenges the current educational aims as modernist grand narratives, including the 
national curriculum, a set of prescribed cognitive and informational contents, and fixed desirable 
skills. This challenge is extended to the notion of educating the whole person. Standish’s reading is 
that to take the ‘whole person’ as an end of education suggests some kind of completeness, which 
would reinforce these afore mentioned ‘big ideas’ and be in some sense limiting to the possibilities of 
education.  
 
To mediate the dualistic view of modernist vs postmodernist dilemma, Standish proposes that we 
must see the whole human being as ‘something like a child’, with education engaging such features as 
playfulness, the person as unfinishedness, and the ongoing process of exploration through language, 
dialogue, discourse, immersion in cultural traditions and the pursuit of goodness.  
 
 

2.3.2 The pedagogical practices of Whole-Person Education 
In the teaching and learning practices of whole person education, Carl Rogers (1969), John Dewey 
(1938) and John Macmurray (1961) have been important influences. These thinkers emphasise that 
pedagogical practices should be underpinned by integrated learning, relationships and dialogue. We 
will explore these three key aspects of whole-person education below, drawing out the pedagogical 
features of this approach to education. 
 

A) Whole-person learning and the Integration of Reason and Emotion 

The current emphasis on academic achievement means that whole-person education is rarely the 
primary experience for students, especially in maintained or state schools (Pring et al, 2012). In what 
follows, we explore literature that argues for a more integrated view of learning which makes 
separating the intellectual, emotional and other dimensions of human experience impossible and 
argues for an approach which educates the whole person, in the sense of engaging and supporting 
the development of the whole experiencing being.  
 
Fielding (2007) argues that high-performance, cognitive-based models of schooling, which are pre-
occupied with academic attainment, ignore the importance of human being and becoming. This 
obsession with the cognitive content of education has long been challenged by philosophers and 
thinkers who maintain that there is a misunderstanding of the relationship between reason and 
emotion.  
 
As argued by Macmurray (1961, p.49), awareness of the world around us means having a direct 
‘emotional experience of the real value in the world, and we respond to this by behaving in ways 
which carry the stamp of reason upon them in their appropriateness and grace of freedom’. He 
suggests that the emotional life is not subordinate or subsidiary to the intellectual life; it is ‘the core 
and essence of human life’ (ibid., p. 75). The intellect and reason find root in the emotions, and draw 

                                                           
2 Although as Gill & Thomson (2012) point out, this must be distinguished from religious education which in the UK tends to 
treat religion mainly as an academic subject and is about imparting knowledge about religions and perhaps to develop 
some interreligious understanding, rather than being directed primarily toward spiritual development as part of a person’s 
flourishing life. 
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nourishment and sustenance from them. The emotional life is profoundly influential in the education 
of the whole person because it is in and through emotional life that we develop the unity of 
personality (both individually and socially). In other words, for Macmurray, emotions can be 
understood as the unifying factor in human life.  
 
Since the late 20th century, there have been further attempts made to work in the conceptual space 
of ‘emotions in learning’. Accordingly, understanding emotions and being able to engage with one’s 
feelings and emotions in educational contexts becomes interesting for writers and commentators. 
Some authors, such as Daniel Goleman and Howard Gardner, acknowledge that emotions are the 
‘centre of aptitudes’ for human livelihoods, and underlie our moral stances and ‘rational’ thinking 
(Goleman, 1995; Bar-On & Parker, 2000).   
 
Whilst Macmurray’s philosophical thinking stresses the importance of educating the emotions, and 
suggests that this can be done through allowing individuals to experience and encounter emotions 
for their own sake, other authors highlight the interdependence between the emotions and 
cognition in the learning process (Piaget, 1951, 1953; Goleman, 1995; Illeris, 2004), suggesting that 
education cannot meaningfully separate one from the other.  
 
The general consensus here is that emotions can provide a foundation for understanding and 
meaning from which the learner’s self-concept begins to take shape, and to educate the whole 
person we cannot simply attend to the ‘intellect’ in isolation from the emotions. This engagement of 
the different dimensions of the learner’s being is one way in which a whole-person approach to 
education may be formulated. As we shall see, Saturday Satya engages students both intellectually, 
emotionally and physically, thereby enabling the learning experiences to engage the whole person. 
 

B) Whole-person education and genuine relationships 

In the literature pertaining to whole-person education, there are two constitutive perceptions of the 
role of relationship in learning. The first is that learning unavoidably involves relationship and 
educative processes should be permeated by and grounded in genuine human relationships (Rogers, 
1961). The second is that relationship is the basis of and thus imperative for the student’s learning 
and personal wellbeing and flourishing (Gill and Thomson, 2012). Relationship and learning may be 
understood as mutually constitutive, making it necessary to avoid treating either relationship or 
learning as means to an end; according to whole person education, relationship and learning are 
fundamental to humans being together. We will discuss these two ways in which relationship is 
embedded in the idea of whole-person education below. 
 
According to Rogers (1961), to be in genuine relationship supports the growth of the whole person. 
For Rogers, it is of great importance that the relationship between teacher and learner has realness. 
This is connected to acknowledging one’s own feeling, being willing to be oneself and willing to 
express, in one’s own words, those behaviours and attitudes that reside within oneself, ‘rather than 
presenting an outward façade of one attitude, whilst holding another attitude at a deeper or 
unconscious level’ (p. 33). On the part of the teacher, this means that he or she is aware of being in a 
lived relationship with the student in a transparent way and that the student can perceive his or her 
experience of the relationship from that realness.  
 
Relationships within a person-centred pedagogy involve warmth and respect for the other person, 
unconditional on their self-worth (unconditional positive regard), and treatment of the other person 
as someone of intrinsic value (see Gill & Thomson, 2012). This respect and acceptance make safe 
relationships where one feels one is ‘liked and prized as a person’ (Rogers, 1961, 34). It involves the 
teacher being willing to accept whatever the student is experiencing at a particular time, and to 
connect with the student from where he or she is. It is unconditional caring.  
 
Being in genuine relationship provides the freedom to explore oneself, in the learning context, both 
for the teacher and the student. The more one explores one’s conscious and unconscious personal 
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and emotional landscape, the more empathetic understanding one can develop about the other, and 
from this the more acceptance one has of the other. Thus true empathy is always situated with a 
recognition of one’s own feelings and emotions towards the other and through which one perceives 
the experiences of the other (Rogers, 1969). 
 
A few important teachers’ qualities are of critical importance for building the relational foundation 
for education. The first is the teacher’s self-acceptance, which requires teachers to continue to learn 
and to commit to personal and professional development; the second is teacher’s ability to 
communicate with the student with clarity and expressiveness. A third quality is being able to engage 
authentically with the student without allowing personal emotions and feelings to become entangled 
with those of the students; this requires empathetic understanding as illustrated earlier, directed to 
both the teacher him/herself and the student. Lastly, it is necessary that the teacher remains non-
judgemental or asserts so-called objective evaluation of the student and their experiences. To do so, 
the teacher must view the student as having the potential to become, rather than as fixed or bound 
by their past.  
 
Sensitive and active listening can also help bring the teacher closer to understanding what the 
student is experiencing. This makes listening a potent and profound ingredient of human-centred 
pedagogy. The more students are deeply and empathetically listened to with respect and 
acceptance, the more it is possible for them to develop a caring attitude and responsibility for 
themselves.  
 
Gill & Thomson (2012) have argued that a key to whole-person pedagogy is the teachers’ care for the 
student. Care underpins the companionship between the teacher and the student which can, in turn, 
inspire in the student a caring attitude, both inwardly, towards an appreciation of the role of learning 
as part of their personal growth as a person, and outwardly, towards a better understanding of the 
importance of nurturing the desirable personal qualities that are essential for their living a flourishing 
life and thus assuming responsibility for their own learning.  
 
Thus we can see that the nature of the relationships in educative settings are a core concern for 
theorists of whole-person education. As we shall see, one of the strengths of Saturday Satya is the 
opportunities it provides for young people and adults to build genuine trusting and caring 
relationships with one another in a safe learning space. 
 

C) Whole-Person Education, Dialogue and Encountering Otherness  

Pedagogy based on encounter and dialogue is significant in whole-person educative processes as it is 
maintained that it helps enrich the students’ understanding of themselves, each other and the world 
(Goodson & Gill, 2011; Gill, 2016). Encountering difference in others and engaging in dialogue with 
teachers and peers can support learners’ whole person growth and the development of their self-
concept and personal identity. 
 
Both Freire (1970) and Gadamer (1969) maintain that a key aspect of being human is an awareness 
that we are finite and our worldviews are always situated in our history, memories, collective past, 
religious teaching, cultural practices and personal journeys. So it is imperative for us to engage with 
others and their otherness, and be in relationship with others, as this is an essential part of enabling 
us to overcome our limitedness and transcend human conditions. Dialogue can nurture these kinds 
of relationships as in dialogue we encounter each other and the otherness of each other (Dewey, 
1920; Gadamer, 1969).  
 
Burbules (1993) suggests that in dialogue and encounter, the dialogue partners act on their virtues 
and emotions including: 
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 Concern - Being with our partners in conversation invites a social bond that entails interest in, 
and a commitment to the other. 

 Trust – There is acceptance and confidence in what the other says and willingness to take the risk 
involved. 

 Respect – There is mutual regard and commitment from each dialogue partner to being fair-
minded, opposing degradation and rejecting exploitation. 

 Appreciation – Dialogue participants respect and value the unique qualities that others bring. 

 Affection – There is a feeling with and for the dialogue partner. 

 Hope – Each participant engages in dialogue with a belief in some possibility arising from this 
process.  

 
bell hooks (1994) argues that engaging in dialogue is ‘one of the simplest ways’ that teachers, 
students and others within the community can come together to examine diverse perspectives and 
imagine new possibilities for thinking, relating, and acting. This echoes Freire’s (1970) approach to 
dialogue which regards dialogue as a process through which individuals can come together to ‘name 
the world’, that is to identify the ideologies and perspectives underpinning the oppressive structure 
within the society. This critical ingredient of dialogue has long been integrated in education. One 
example is the ‘dialogue circle’ where students from diverse backgrounds come together to 
investigate cultural power relations and dominant ideologies that impact on both the way they see 
the world and the power dynamics of their communities (Souto-Manning, 2010; Preskill & Brookfield, 
2009).  
 
Although dialogic education suggests mutual engagement and equality, concerns have been raised 
by Taylor (1993) who cautions that, especially when integrating dialogue in the formal curriculum, 
dialogic education may encourage systematic silencing, massification and oppression. Similarly, 
Torres (1993) points out that formalising dialogue in curriculum (especially when defined as a set of 
predetermined goals, concerns and activities) can work against the notion of dialogue, and result in 
possible ‘teachable moments,’ where the power of being in dialogue with others is at its best, being 
overlooked. This draws attention to the importance of genuine openness on the parts of both 
teacher and learner, to enable the learning environment to be truly dialogic and not to merely 
appear to be so. 
 
Palmer (1998) explicitly links these ideas around dialogue with the notion of the whole person, 
suggesting that to become whole involves self-conscious dialogic reflection. For Palmer this can take 
the form of contemplative reflection including listening to one’s innermost voice to find out who one 
truly is, the formation of inward capacities to tolerate ambiguity and the self-direction of our 
attention towards what is profoundly meaningful for us.  
 
From our inquiry, we can see that when an adolescent is seeking answers to questions concerning 
role models, value conflicts and moral dilemmas, cultivating the art of dialogue, as well as thinking 
and reasoning, is necessary so that they can step out of a simple binary structure of “us versus 
them,” or “right versus wrong” and become open to diverse and complex viewpoints, belief systems 
and values. Therefore, the power of dialogue also lies in questioning which directs our attention to 
what we care about, including values, the wellbeing of others and the betterment of our world. Such 
questioning and caring are the basis for developing a sense of justice and ethical decision-making for 
the young person.  
 
As we shall see, Saturday Satya gives students diverse learning opportunities to be confronted by and 
come to understand otherness and difference throughout the sessions. Many students commented 
on this as a core strength of the Saturday Satya programme. They were also given many 
opportunities to explore and question their own perspectives and values, often as part of this same 
process. 
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Summary  
In settings which aim towards a whole-person approach to education, teachers and students find 
genuine social bonds in the space of deep reflection and they encounter each other as human beings. 
They are given opportunities to connect with their emotions and to learn through this connection, as 
well as through engagement of the other dimensions of their being. Contemplation is also seen as an 
important part of being human, and a whole-person approach to education will often integrate 
mindfulness, meditation, solitary walks and other reflective activities into the everyday fabric of a 
school’s life.  
 
We shall see from our discussion of the learning opportunities and pedagogical features of the 
Saturday Satya that the programme draws on many of these core features of whole-person learning 
described above to provide students with rich opportunities to develop and learn in ways which are 
meaningful for them. 
 
 

2.4 Conclusion 
In this literature review, we examined the needs of adolescents in relation to the development of 
their self-concept and identity, and how whole person education through relational and dialogic 
pedagogies and encounter-based learning activities might facilitate young people’s holistic 
development and support them in their endeavour to build a strong sense of self.  
 
As this review suggests, human relations are key to a young person’s learning, wellbeing and 
flourishing in education. The safer the learning environment, the more respectful, caring and 
accepting the teacher, the more dialogic the formal and informal interaction, and the more listening 
involved in the relatedness, the more likely it is that the student will develop self-directedness, take 
responsibility for their own learning and personal development, and become a true collaborator and 
partner with the teacher in education. From this they will become capable of developing a strong 
sense of who they are.  
 
We have seen that relational, encounter and dialogic pedagogy support the student’s learning and 
personal development and also involve the teacher’s learning and personal and professional 
development through these relationships. Rogers (1961) argues that in genuine relationships, 
individuals will be able to experience themselves in more wholesome and integrated ways, mature 
into the person they would like to be and become, assume responsibility with confidence in their 
own growth and hence be more understanding and accepting of others.  
 
From this review of the literature, we can see that to enable adolescents to develop a strong sense of 
self concept, a core developmental concern at this age, a whole-person approach to pedagogy, with 
an emphasis on genuine relationships, dialogue and allowing the young person to experience and 
explore the emotions, provides a rich and desirable educational experience. In our discussion of the 
learning opportunities and pedagogical features of Saturday Satya, we shall draw on the literature 
discussed above to help to frame our understanding of the emergent themes. 
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Chapter Three: Students’ accounts of their experiences 

during Saturday Satya: 

“Saturday Satya helps you find your true self” 

3.1 Introduction 
In this chapter, we will explore the themes arising from the students’ interviews and questionnaires. 

We divide our discussions into two parts. The first part will draw on students’ reflection and feedback 

on their experiences of the Saturday Satya’s activities and the learning opportunities they provided; 

the second part will investigate into the students’ perceptions of the salient pedagogical features of 

Saturday Satya which have contributed to their experiences and learning as such. As we probe these 

themes and review them in the light of the existing literature concerning learning and adolescents’ 

development, we will begin to understand Saturday Satya’s pedagogical intention and practices. 

In our presentation of the themes arising from the data below we have drawn on the words of 

participants from interviews, surveys and reflective tasks. We would have liked to have been able to 

draw the reader a richer profile of the contributing students, to give more of a sense of a student’s 

background and character to inform an understanding of their words. However, due to the very small 

number of participants and the resultantly relatively easy identification of individuals, we have 

chosen to protect the identity of vulnerable participants by limiting our descriptions to only include a 

small amount of detail. This detail is embedded within the data presentation. 

All names used in the research report are pseudonyms.  

 

3.2 What are students' experiences of the learning opportunities offered by Saturday 

Satya? 
As we saw in the literature review, adolescence is a time during which the young person is 

confronted with the profound challenge of developing a sense of who they are. As Steinberg (2008) 

has proposed, this development of self-concept may best be understood as involving 'changes in the 

way we view ourselves in relation to others and in relation to the broader society in which we live' (p. 

269). The themes that arose from the relevant questionnaire and interview data may be understood 

through this overarching theme of self-concept development. In the space below, we explore this 

theme through three interrelated aspects, which arguably are inseparable features of self-concept 

development: 

A. Identifying defining features of the self (such as one's strengths, attributes and physical 
features) 

B. Understanding the other (as distinct from and yet inalienable from the self)  
C. Locating the self within the wider-community (in terms of rights, duties, moral choices and 

responsibilities) 
 

A more mature and more complex appreciation and awareness of one’s development in these three 

domains can help form part of building one's sense of self/identity as an individual. As we shall 

illustrate, these were precisely the kinds of learning opportunities the participants suggested were 

offered by SS. This was supported by the feedback from the three students who completed the 

follow-up questionnaire, two of whom when rating the sentence ‘Saturday Satya helped me 

understand who I am’ rated it 9 and the other of whom rated it 10.  
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3.2.1 Identifying defining features of the self (shifts in self-perceptions) 
This aspect of self-concept development refers to the development of an understanding of the 

features of one's character, disposition, capabilities and physical features that are felt to be 

significant in making one who one is. As Harter (1999) suggests, during adolescence, young people 

become more capable of integrating and organising their different traits and attributes in a more 

complex and coherent manner. In the process of seeking a clearer understanding of their identity, 

they may reflect on their strengths and weaknesses and physical and non-physical attributes, and 

look for ways to connect these into a more integrated or coherent sense of self. 

In the interviews where the students discussed the learning opportunities of Saturday Satya, they 

referred frequently to having been made to see themselves differently. Student comments on this 

aspect of self-concept development were most often located within three main themes: 

1) a shift towards perceiving oneself as (more) creative 
2) a shift toward perceiving oneself as more confident 
3) a shift towards developing a more positive physical self-image 

 
All three of these shifts in self-perceptions had an evaluative aspect to them – the shifts towards 

seeing themselves as creative, confident and physically acceptable were all acknowledged as part of 

a desirable self-conception, an ideal (self) they would aspire towards. As will be heard tacitly in 

students’ words below, all three of these kinds of shifts in self-perceptions are seen as in some sense 

linked to heightened self-esteem, which as we saw in the literature review is a core factor in student 

wellbeing (Mann et al, 2003). 

In what follows we shall present a selection of student voices that described their experiences of 

these shifts in their own or others' self-perceptions, alongside a brief discussion of each: 

1) Perceiving oneself as (more) creative  

The second Satya session was focussed around questions such as “What is art?” and explicitly 

challenged students to question their own self-description concerning creativity. At the start of the 

session, the teacher-mentor asked all students to close their eyes and raise their hand if they thought 

of themselves as creative. Very few hands were raised. He then led an activity that explored how art 

was perceived by the group, including an exercise where the students would work together to make 

their own 'sculptures' from a sheet of paper. At the end of the session the same question was posed 

to the group and this time, the majority of students tentatively raised their hands. This was an 

illustration of students' shifts in their self-perceptions about creativity. In other words, the activity in 

this session had led to a shift in the students’ perception of themselves from not creative to (more) 

creative. 

Many students referred to this session during the research interviews, especially to their surprise at 

this particular shift in their own self-perception. As Anita described in her interview, this shift in self-

conception came after an experience of a creative activity:  

When he (the teacher) said raise your hand if you think you're creative I didn't raise 

my hand, but then after we did the whole sculpting and showing the meaning 

behind it, I kind of raised my hand to show more different. 

Saira, who took part in the activities in week two with great enthusiasm, echoed Anita’s experience, 

and further explained that the shift in the self-conception was based on the experiential activity 

which helped ‘prove’ to herself whether she is creative: 

when we did the anonymous vote for who thinks they are creative, I didn’t think I 

would. You know when somebody asks me 'are you creative?', I wouldn’t think of 

myself as creative, ...But when we did the sculptures and stuff like that everyone 
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thought a bit more, like 'oh actually I’ve done this creative thing' - ... it was nice to 

be able to prove (to) yourself, it wasn’t even to other people I just had to prove it to 

myself.”  

Several other students also identified the creative paper-sculpture task as a moment that they 

surprised themselves. Arthur said with a hint of pride: “I have never been very arty so that surprised 

me a bit that I could look at it and see something in it, even if I wasn't planning to see something in 

it”. Recounting a similar experience, Toby observed: “I thought that was a bit weird, I don’t normally 

say stuff like that, I am not normally arty.”  

A large number of students commented in their interviews on their enjoyment of this session and 

many linked this to how it challenged them to see themselves differently, with more positive 

attributes such as creativity. However, this particular session was not the only activity that prompted 

the students to shift their self-perceptions; other SS activities such as the ‘body-sculpture’ and the 

‘metaphors for the brain’, are amongst those that helped shift the way the students see their 

creativity. For instance, Saira was vocal in sessions and described herself in the survey as insightful, 

passionate and opinionated, but in her interview, she credited her own change to the SS sessions in 

general:  

I think the sessions helped to boost my confidence in terms of my creativity. Before 

the sessions, I underestimated my ability to express myself and in being a creative 

individual. I feel more confident in myself and have since changed my mind on 

where I stand in the creativity spectrum. 

It is clear from our interview conversations with the students and their questionnaire responses that 

many of them now have an altered view of themselves in relation to their creativity. Creativity has 

been linked in the literature to character strengths such as confidence, motivation, openness and 

curiosity. Stoycheva (1996) has pointed out that highly creative students tend to have self-

perceptions, values and motivations that differ from those of other students, and Brolin (1992) 

suggests that strong motivation, strong self-confidence, openness to explore, curiosity, are amongst 

qualities and attributes of creative people. These kinds of creative attributes are precisely what the 

SS students have begun to recognise in themselves, which in turn, are connected to their experience 

of wellbeing in schools and in education (Craft, 2001).  

2) Perceiving oneself as more confident   

Connected to the students’ increased awareness of their creativity, is a shift towards seeing 

themselves as more confident which was reflected in Saira’s comment above. Several students felt 

that the SS activities were intended to support their development of self-confidence, to such an 

extent that when asked what kind of student would benefit most from the SS sessions, Anita 

suggested students who “struggle with self-confidence” because “they could boost themselves up and 

could do well at school and everyone would consider them not as quiet anymore and allow their 

opinions to show themselves.”3  

Several other students also regarded Saturday Satya as an opportunity to see themselves as more 

confident, identifying moments when they had surprised themselves in sessions by speaking out, 

something they said they wouldn't ordinarily have done in school. One student in particular, who 

spoke about her many years' experience of bullying at school, described proudly how she felt the 

sessions had given her an opportunity to speak aloud in a group, something she rarely does at school. 

Another student, Faiza, who reported that she rarely speaks up in class for fear of getting the wrong 

                                                           
3 Anita, who was herself especially quiet in SS sessions, talked at length in her interview about the support networks 
available in her school to help young people who struggle to fit in with others, and her comments on Saturday Satya were 
both thoughtful and sympathetic.   
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answer, told us warmly: “I think that these Satya sessions...helped me generally with my confidence 

with people around in my school.” 

Unlike the shifts towards students perceiving themselves as more creative, which were noted in 

students across all schools and in both genders, these comments about coming to see themselves as 

more confident were exclusively described by non-Eton students, and predominantly by girls. This 

former may not be surprising, as the Eton curriculum includes many other confidence-building 

aspects. In terms of the gender bias here, it is unclear why this aspect was more noted by girls. It is 

possible that there may be some connection between the girls’ reticence to speak out in class and 

their school communities being predominantly Muslim, the cultural expectations of which one 

teacher at a participating school suggested may sometimes influence girls not to be too outspoken in 

class.4 Clearly this perspective is anecdotal, and we would not wish to generalise such an idea here. 

However, these kinds of attitudes and perceptions around different cultures emphasises the 

importance of initiatives like Saturday Satya which allow students access to diverse environments 

and values. 

3) Developing a more positive self-image 

Possibly the most appreciated and certainly the most passionately described and commented on SS 

activity took place in the first session which had encouraged students to reflect explicitly on their 

preconceptions of beauty and their own self-image. In this particular activity, students were shown a 

poignant and emotive video exploring the differences between individuals' self-descriptions and how 

others would describe them. The impact of this video on the students’ understanding of body image 

and the following discussion is perhaps best put in the tumbling enthusiasm of Faiza, who was eager 

to share her new self-perception: 

I sort of sat back in my chair and I was like – wow – I've never thought of it myself – 

it has always been inside me – I've known that I've never really looked at myself in 

the most positive way, but I think expressing those feelings and the fact that I feel so 

negative and making it positive – and flipping it around – and knowing how other 

people might look at me is completely different – That really helped. So I did kind of 

shock myself there by saying – wow – I'm sort of admitting to it – and it's made me 

feel a lot better. So when I came home that day I took out a piece of paper and I 

started writing stuff – I mean the images about how I describe my body and how I 

feel about myself – and I felt so much better... I walked outside and was like – I'm 

free!! I'm not ugly anymore!!   

Faiza was not the only student who reacted strongly to this activity. After the video was shown, and 

when the teacher-mentor invited the group to share some thoughts, one student said that she felt 

ready to cry and several other students offered personal narratives about their own self-image and 

how the video had made them reconsider how they might appear to others. Other comments from 

the interviews include: “The video, it was a really big impact on us in the way we thought about 

ourselves” and “When I look in the mirror I don't see the same things that I used to see before, so I 

think that has made me a bit more confident about myself – it's just brought me a step up!” 

Amir made a more general comment about the impact on the group, suggesting that the video gave 

the group “a different view about themselves – like they shouldn't always be negative about 

themselves, they should always ...say 'I am beautiful' and they should keep it that way.” Amir's 

                                                           
4 Were there to be any truth in this observation, it clearly relates to a complex phenomenon and we have no intention of 
simplifying it here by such an observation. As the complexity of Muslim girls’ experiences in mainstream schooling is not a 
focus of this report, we will not pursue this question further. For more discussion, please refer Keddie, A. (2014). “Identity 
politics, justice and the schooling of Muslim girls: navigating the tensions between multiculturalism, group rights and 
feminism”, British Journal of Sociology of Education, Vol.35(3), p.353-370 
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comment here touches on the significance of these shifts in self-perception and, as the complex 

changes during adolescence can result in lower ‘rating’ of self-images (Williams & Currie, 2000), 

having a more positive physical self-image can be a core contributing factor in improving how 

adolescents see themselves more generally (Laurence, 1996).  

As we saw in the literature review, research suggests that self-esteem around appearance is a 

general concern during adolescence and it is therefore unsurprising that the impact of these shifts in 

self-image were noted by both boys and girls across all schools. 

Summary 

As we can see, time and again students described Saturday Satya as an opportunity to learn to see 

themselves in new ways, and in many cases students hint towards these shifts in self-perceptions as 

a gateway to better self-knowledge and beyond this, self-love. One student draws on this idea in the 

anonymous chapel reflection: “It taught me that you shouldn't care what others think of you, you 

should just love yourself and enjoy what god has given you.”  

Another student described in her follow up questionnaire how the Saturday Satya had given her the 

opportunity “to always appreciate what you have and who you are”. Halima, a quiet Muslim girl who 

describes herself as 'really religious', says in her interview:  

The project itself is really interesting – it's all about you and how you are different to 

others. … After three weeks [I've realised]... we don't know so much about ourselves 

as we thought we do.”  

Anita agrees, 

People who are shy about themselves or don't know enough about 

themselves...would find it beneficial because then they would learn about 

themselves and that would stop them feeling so low. 

In different ways, students emphasise the positive impacts felt from getting to better understand 

who they are, their own characteristics, traits and capabilities. One student put this with passionate 

emphasis in the following way: “It's really changed me, it has – I see myself a lot different now. I want 

to learn everything about myself. I feel really different! ... Everything has had a positive effect on us”. 

As can be heard, students were unanimous in their agreement that Saturday Satya provided rich 

learning opportunities to develop their self-perceptions and thereby strengthen their sense of self. 

Furthermore, a core aspect of the SMSC agenda is to promote the development of students’ self-

knowledge, self-esteem and self-confidence and Saturday Satya can be seen as an opportunity for 

students to develop in these ways, thereby supporting their SMSC education.  

 

3.2.2 Understanding the Other 
It has been suggested that our growth as a person is enriched by those we encounter, and 

engagement with others and their differences will enrich our understanding of ourselves and how we 

are related to others and the world around us (Gill, 2016, Friere, 1970; Gadamer, 1969). In these 

ways, encounter with and understanding of others is a core aspect of the development of an 

individual's self-concept.  

Students identified having been offered many diverse opportunities through Saturday Satya to 

develop their understandings of others' perspectives and a large majority (87%) of students 

completing the first questionnaire agreed or strongly agreed with the statement 'I learn a lot about 

other people at the Saturday Satya'.  
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In our interviews and focus group, students further affirmed that through this exposure to and 

engagement with ‘the other’5, they were able to strengthen their own sense of self, both in contrast 

to and in affinity with the diverse voices and perspectives of participants. This effect on their own 

self-concept was equally reflected in their fascination with learning the diverse perspectives of other 

students and staff. This included a general interest in how differently the participants interpreted 

situations, images or other stimuli. Therefore, the theme arising in the context of the self-concept is 

related to students' awareness of the diverse social and cultural identities in the group, and how 

these informed and challenged the students’ interactions with one another during sessions.  

In what follows, we will present these ideas in two subsections, although they are inherently 

interrelated and should be understood together as parts of the broad theme of learning 

opportunities for understanding the other.  

1) Getting to know and understand others from different backgrounds 
2) Understanding and appreciating the different ways that others interpret/react to things  
 

1) Getting to know and understand students from different backgrounds 

In the first questionnaire, 73% students agreed or strongly agreed with the statement 'I feel I have 

got to know people from a different background to me'. As we saw in the Introduction, the group was 

ethnically very diverse and indeed it was the intention of the ISSP endeavour to draw together 

participants from different socio-economic backgrounds. This was a significant feature noted by 

students in relation to their experiences of entering Saturday Satya for the first time. As Amir, an 

apparently fairly confident young man from a state school, put it: “It’s quite different from our school 

so we were looking at how people dress and stuff like that – like they [the Etonians] were wearing 

suits and stuff.” 

It was broadly agreed by the students that, especially to begin with, they tended to remain in their 

school cliques, and were struck especially by the differences between Etonians and non-Etonians, not 

only in the uniform styles, but also in a certain noticeable manner and general outlook. Saira 

acknowledged that at first they were “a bit taken aback to have Eton boys and different things like 

that,” as they had not all been aware of the nature of Saturday Satya in advance of the session. 

 

Whilst we observed that all students tended to stick with their friends (who for the most part would 

have been from the same background) during the break-time, several students expressed how much 

they enjoyed trying to entice others out of this reticence by introducing themselves to students in 

another group and starting up a conversation. They also noted that when left to talk informally, their 

conversations often turned to similar concerns such as GCSE subjects. Students from both Eton and 

state schools remarked on their surprise when they realised that the students from the other schools 

had similar experiences of GCSEs to share. In this way, when encountering others from diverse 

backgrounds, although there were challenges in the process of becoming comfortable with each 

other, the students came to identify much commonality amongst the differences. As Aditya 

described: “You start off very shy, but eventually in the group you talk to them and they understand 

you and it carries on from there.” 

Whilst many students felt they would have benefited from more time to build relationships with 

members of the group they hadn't met before6, it was clear that during the few weeks they attended 

Saturday Satya, the majority of students appreciated the opportunity to get to meet and hear the 

                                                           
5 i.e. with the differences of perspective and identity of another person 
6 This was something which many students raised as a weakness of the SS sessions, suggesting that an improvement to the 
sessions could involve better strategies for integrating students from different backgrounds earlier in the process. We will 
return to this in chapter 5. 
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voices of students from other schools. As one student summed up in the follow-up questionnaire: 

“The best thing about Satya was meeting people from different schools and sharing our opinions.”  

It was this sharing of diverse perspectives and encountering the differences that students saw as one 

of the most enriching parts of Saturday Satya and it is to this theme that we now turn. 

 

2) Understanding and appreciating the different ways that others interpret/react to things 

As mentioned above, many students expressed their appreciation of the encounter of and exposure 

to others’ reactions and interpretations. Many of the activities throughout the Saturday Satya 

involved an initial stimulus such as an image, a video or an idea, out of which the teacher-mentors 

encouraged open discussions. As this was often in the format of a whole-class discussion, it gave 

students many opportunities to hear the reactions and opinions of students from a wide range of 

backgrounds. Thus during the interviews, many students spoke with fascination about their interest 

in the differences in perspectives expressed and evolved in the discussions, in particular their interest 

in how other students might have perspectives that differed vastly from their own. 

Saira, who often participated in these discussions with enthusiasm, told us her appreciation of 

hearing different perspectives from hers:  

That's what I really liked – you might not have thought about it in a certain way and 

someone else has. And you're like 'I didn't think about it like that before' so it 

introduces a different perspective... I really liked that group session [metaphors for 

learning] because there were some that I just totally did not think of at all … 

She goes on to relate these differences to students' different backgrounds, suggesting that her 

horizons were broadened through speaking and talking with other students at Saturday Satya:  

I liked being exposed to other things...because, you know – being in Slough – we 

always see the same people, the same sort of experiences, so it was nice to be able 

to see other people from across the place... I liked talking with them because we 

had...similar thoughts but just a different perspective – so I liked listening to their 

opinions. 

A’idah, despite being a student who didn't speak much during the sessions, noted nevertheless that 

“it's interesting...seeing different people and their mind-set and stuff,” a view echoed by Haleema: “It 

just shows the kind of differences between different minds and how they work together!” Similar 

comments are found in many other students’ words who connect this opportunity to hear different 

perspectives with a positive impact on the development of their own ideas. By hearing the diverse 

perspectives and interpretations of others, students were inspired and felt more capable to explore, 

revise and express their own views. Here Toby, an Etonian, articulates this point succinctly:  

It was quite interesting to see how we all thought different things - ...If we look at 

something we are quite single minded about it and don’t want to change our views 

but I guess if you are having to listen to others say something about it then you go 

'oh maybe it is a valid point of view' rather than just blocking it out. 

In a similar vein, Richard reflected on his experience of these group discussions, noting the impact he 

felt on himself when others listened to his views: “It felt like I was contributing to others' thoughts – 

like helping others' thoughts.” 

Both questionnaire findings and interview conversations suggest that these students appreciated the 

diversity of the group and the possibility of hearing and understanding the responses and ideas of 

the others, which they felt offered opportunities to reflect on, develop and strengthen their own 
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views. Thus encountering otherness may be perceived as simultaneously providing opportunities to 

learn about one’s self as well as to develop one’s own perspectives and identity. 

Summary 

As illustrated by the students’ comments and our reflection, Saturday Satya exposes participants to 

students from a variety of socio-economic and cultural backgrounds, and students appreciated the 

opportunities to identify both similarities and differences between their own orientations and 

perspectives and those of others. In the following section, we shall see that students showed an 

awareness that an individual’s perspectives and views may be connected to their backgrounds, but 

that every individual is unique and has a differently nuanced understanding of and way of relating to 

their experiences. Each of the schools from which participants were selected are ethnically and 

socially relatively homogenous. Thus, as Saira described, they “always see the same people, the same 

sorts of experiences”. By contrast, at Saturday Satya, the diversity within the group and the 

encountering of differences also prompted the students to reflect on their own identity, and how 

their views, beliefs and experiences are unique. In the next section, we consider how this might be 

related to students’ attempts to place themselves within certain socio-cultural, religious or socio-

economic contexts. 

Given the emphasis in the SMSC guidance on promoting tolerance, respect, harmony and 

appreciation of difference, once again we can see that the learning opportunities at Saturday Satya 

enrich the SMSC education of the students who participate. 

 

3.2.3 Locating the Self within the Wider Community  
Steinberg (2008) maintains that developing a view of oneself in relation to a broader society is an 

integral part of the developing one’s self-concept.  In many ways, this is inseparable from 

understanding the self as situated in relationship with the other, which as we have seen is core to 

developing one’s self-concept. We discuss it as a separate theme here because there were ideas 

raised by students around responsibilities, moral choices and identification with social groups which 

go beyond understanding individual others and extend to understanding one's place in the broader 

context of one's community and to situating oneself in the world one lives.  

Due to the nature of the Independent & State School Partnership, the participants were drawn from 

a selection of schools catering for students from very different social backgrounds (e.g. diverse 

religions, family upbringings, social status, ethnicities, gender/sexual orientations, cultural practices, 

school environments etc.). Such a mix of individuals, potentially bringing with them differences of 

many kinds, creates a rich and fertile context for the participants to explore and understand 

themselves as members of different religious, ethnic and socio-economic groups. 

In their feedback, students suggested that they experienced SS as an opportunity to understand the 

identities of these diverse ethnic, cultural and socio-economic groups and, as part of strengthening 

their sense of self, to begin to orientate themselves within or outside of these identities. When 

speaking about their experiences of SS, many students talked about themselves in ways which 

explicitly aligned them with a particular cultural or economic group identity within the diverse group, 

for example as ‘normal’ or less economically privileged students as opposed to Etonians, or as 

Muslim girls as opposed to Muslim boys. Some students found that SS strengthened their sense of 

connection with their faith group, thereby reminding them of the expectations placed on them by 

their faith. One student went beyond locating herself in relation to a particular group and instead 

spoke about SS as a reminder of the expectations placed on the individual by the wider community, 

in terms of our moral responsibilities. We will present several of these student voices below to 

illustrate this theme in more detail. 
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In multicultural societies such as the UK, many adolescents from minority religious, ethnic, cultural or 

linguistic groups may struggle with the inevitable contradictions and conflicts between different 

traditional identity roles (Gressgard, 2010). Increasingly young people may find themselves living on 

the interfaces of cultures, traditions and practices (van Meijl, 2010, 2012). As a result, it may often be 

the challenge of adolescence to build a strong sense of self in terms of how young people relate to 

these traditional identity roles. Given this, it is not surprising that students saw some of the activities 

at Saturday Satya as helping strengthen their identification with a spiritual/religious group which was 

of relevance in their lives.  

The activity most frequently discussed by the students in relation to this was the visit to the college 

chapel, where students were encouraged to enter the space barefoot and in silence. They were then 

invited to find a quiet space to reflect on their experiences of SS sessions over the four weeks. This 

activity moved several students to talk about how the experience of the beauty and sanctity of the 

chapel drew them to reflect on their own religious orientation. One student reflected on how  

being a Muslim and entering a church in such a way, made me feel slightly stronger 

within myself and my beliefs… Personally I felt this experience has lifted some sort of 

weight off my shoulder.  

Similarly, other students also referred to their religious beliefs in these reflections. One wrote: “I’m 

enjoying this now as it’s giving me time to reflect, time to pray for things that have been needed in 

my life and asking for forgiveness”, and another reflected on the need to learn to love oneself and 

“enjoy what god has given you”. 

These students’ experiences of the visit to the chapel, which was introduced in an entirely non-

religious way, drew out and affirmed (for some of those who already practised religion) their own 

religious convictions. Other students described this experience as profoundly moving or significant in 

some way, using language relating for example to beauty, grandeur or profound calm, suggesting 

that the experience connected them in some way with a non-religious spiritual identity.  

Some students spoke about their understanding of the expectations and norms of more broad 

cultural identities, and their own orientation to these. For example, Saira, a student of Pakistani 

origin, felt that the use of first name terms for the teacher-mentors was likely to have been received 

differently by some students as a result of their cultural background. She told us that she thought 

“the Asian boys found it a bit weird”, identifying what she sees as a gender-linked cultural norm, and 

at the same time, placing herself, as an Asian young woman, outside of this gender-linked cultural 

expectation, pointing out that she herself (along with the other participants) found it “definitely put 

us at ease”. This identification of a distinct cultural group with related norms within the SS class 

helped Saira to position herself in relation to the cultural group to which she sees herself to belong. 

Participants also drew attention to the differences between the identities of students from Eton and 

students from state schools. Implicit in this distinction was that the students were from different 

socio-economic backgrounds, emphasised by students from both Eton and state schools commenting 

on the differences in how they were dressed, with Etonians in their suits and the state school 

students in their casual clothes. Students from both backgrounds used language which located them 

firmly within one of these groups, using words such as ‘we’ and ‘they all’ to show their identification 

with one or the other. It was commented on by several students that as a group the Etonians were 

generally more confident to speak out and had more to contribute in small group discussions. As one 

Etonian put this: “I think we were a lot more confident to talk out ... a couple of people from their 

groups did but not like everyone contributed a lot.” This was attributed by Toby to their background 

and schooling which allows them plenty of opportunities to express their views and build confidence. 

However, this ease of manner was criticised by Aeisha, one of the shyer participants, who when 

recalling a group discussion described her feeling that some students felt excluded and less able to 
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contribute as a result of the Eton students’ easy manner together, which she felt had a non-inclusive 

character to it. Here Aeisha generalises about ‘the Eton boys’ contrasting them with herself and the 

other student in the group: 

The Eton boys seemed very open towards each other, but that girl felt a bit lost. I 

didn’t feel lost as I knew what I was making...but if I’d been with the other girls I 

knew I would have talked a bit more. 

Aeisha also alludes here to a gender imbalance created in the group, with the ‘Eton boys’ feeling able 

to contribute and share, but she herself and ‘that girl’ feeling ‘lost’ and shy to contribute. Whilst 

these kinds of perceptions raise concerns over the extent to which Saturday Satya enabled students 

to transcend socio-economic barriers (a core aim of the ISSP endeavour), it strengthens the view that 

Saturday Satya offered opportunities for students to develop their self-conceptions in terms of 

orienting themselves within a socio-economic narrative.   

It was beyond the scope of this research to delve deeply into students’ perceptions of the impacts of 

gender, socio-cultural identity or economic upbringing on their experiences of the sessions, but we 

can see from the ideas that students did raise that they were aware of these cultural distinctions and 

also often found themselves explicitly or implicitly orientating themselves within them. 

Before we close the discussion of this theme, we would like to draw attention to the contribution of 
Faiza, a Muslim student, who spoke about the ways in which SS strengthened her sense of her 
responsibilities to the wider community. We give this aspect a special mention here as it is especially 
pertinent in the context of the SMSC aims and objectives, which emphasise the importance of young 
people learning to ‘accept responsibility for their behaviour… and understand how they can 
contribute positively to the lives of those living and working in the locality in which the school is 
situated and to society more widely.’ 
 
Although this aspect of self-understanding was not explicitly reflected upon by many students, Faiza 
attributed to Saturday Satya her new found social conscience, not only to be tolerant to other 
people, but to do the right thing:  
 

Even now, I’ve noticed, like, I’m walking, and I see something on the ground and I 
pick it up and I think back to the Satya session and I think – they taught us about 
tolerance and integrity and being nice.  

 
This research did not deliberately pose questions for students to comment on the SMSC objectives, 
however, such emergent topics that specifically raise ideas around SMSC outcomes would be worthy 
of more focused research attention in future. Certainly this aspect of self-understanding from the 
perspective of one’s responsibilities in the community and wider world is a fruitful avenue for further 
investigation, especially given its significance in relation to the SMSC agenda. 

Summary 

From the students’ comments and afore-going discussion, we can see that the Saturday Satya and its 

diverse activities have provided the participants with opportunities to identify both commonalities 

within distinctive traditions and traits particular to different social, cultural and economic 

backgrounds, as well as to orientate themselves within these traditions, norms, expectations and 

values. Several students made comments in their interviews to suggest that while these cultural and 

economic distinctions were noticeable, they saw a gradual wearing away of these barriers, allowing 

every individual to express themselves and who they are without being limited only to preconceived 

roles or socio-cultural economic features. As one student put this: “You know, once we started 

talking, we felt 'hey – they're not actually any different from us! That was definitely really weird but it 

was nice to sort of break that ...barrier.” A similar point was put in the follow-up questionnaire, that 
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whilst 'at first it seemed that no one fit with anyone... over the period of the 4 sessions, I think that 

everyone was able to fit in and contribute in their own ways'.  

It is possible that what the participants of the Saturday Satya have observed could be a distinct 

phenomenon. That is as the SS sessions progressed, there is also shift in the students’ self-awareness 

and self-understanding from a very localised self-conception, e.g. as a member of cultural/religious 

group, towards a wider conception of oneself as a member of a socio-economic group where the 

young person is acutely aware of their own background and those of others and how the differences 

in these backgrounds might serve as some kind of social conditioning affecting the way they act, 

relate and articulate, and then finally towards seeing themselves as a member of the wider 

community. Our research is limited in the scope and nature of inquiry, and therefore, we cannot 

make a claim along these lines. However, we feel that this may be an important question to be 

addressed by future research. 

 

3.3 Conclusion  
In this chapter, we presented, discussed and interpreted the SS participants’ reflections on their 

experiences and what they have perceived as important aspects of their learning. In particular, the 

students identified a variety of learning opportunities that were offered by Saturday Satya, all of 

which were understood as contributing to the development of their self-concept, including shifts in 

their own self-perceptions in terms of personal traits and characteristics, opportunities to be 

confronted by and to understand otherness, and opportunities to orientate themselves and their 

sense of self within the wider social context. These three broad learning opportunities form three 

parts of what may be understood as a rich conception of self-concept development. 

These findings are strengthened by many general comments made by students relating to Saturday 

Satya as an opportunity to clarify and strengthen their sense of who they are. The majority (67%) of 

students completing the first questionnaire agreed or strongly agreed with the statement 'I learnt a 

lot about myself at the Satya', and in the same survey, one student celebrated having “the 

opportunity to...express who we are as individuals”.  

Another rich source of support comes from the focus-group activity designed and facilitated by five 

students, each representing their respective school. The focus group students invited all the SS 

participants to create a group body-sculpture of an animal that represented what they had learnt 

and would take away from Saturday Satya. One group created a peacock, representing pride in who 

they are, with each feather representing the diversity of things they learnt about themselves; 

another created a giraffe, holding it head up high, and symbolising their growth through the process 

of Saturday Satya, and the last group created a dolphin, embodying the playfulness in learning 

together and how learning helps nurture the capacity to move though life gracefully and with ease. 

The striking symbolism of these choices of animal cannot be missed here; it was clear in these images 

and their metaphors that these students articulated their growth through developing self-

understanding and increased confidence. 

Haris, who attended a state school, summarised the power of Saturday Satya as in being an un-

pressured opportunity to “just focus on who you are and not think about anything else”. Similarly, 

the learning opportunities offered by Saturday Satya can perhaps be best put in Mia's succinct 

conclusion, the sentiment of which is echoed by many others: “Saturday Satya helps you find your 

true self.”   
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Chapter Four: Pedagogies of Saturday Satya 

4.1 Introduction 
Through reflection on the data from students and staff and from our own observations, we have 

identified three broad 'pedagogies' which contribute to the rich learning opportunities described in 

the foregoing chapter. These are: 

A. The Pedagogy of Caring 
B. The Pedagogy of Whole-Person Engagement  
C. The Pedagogy of Presence  

 

These three 'pedagogies' seek to capture the pedagogical values underpinning and informing the 

wide range of different activities and approaches to teaching and learning of Saturday Satya. The 

diverse activities in which the students were encouraged to participate and the type of ethos and 

relationships promoted by the teacher-mentors can all be understood to be aligned with these three 

pedagogies, which should not be understood as distinct, but rather as interrelated and mutually 

enriching. We shall describe what is meant by each of the three below, drawing on literature and 

student comments where appropriate, and giving examples of activities and approaches which 

embodied these pedagogies in exemplary ways. 

4.2   Pedagogy of Caring 
The notion of a pedagogy of caring can perhaps be best understood in terms of value. It is about 

appreciating the intrinsic value of the person, respecting them and relating to them accordingly in 

ways that express our true concern for their development and flourishing as whole human beings. It 

involves respecting students as persons, cherishing who they are and who they can become, and 

having concern for their developmental and learning needs.  

As the young person’s holistic development typically points in two directions at once (reflexively 

towards greater self-awareness and self-direction, and outwardly towards attending to people, good 

causes and things of value beyond himself), the pedagogy of caring is predominantly about taking 

into account the current needs of students, tailoring the educative activities to meet these needs and 

providing opportunities for the young person to develop in a more fully human sense.  

Following Rogers (1961) and Gill and Thomson (2012), a pedagogy of caring features the 

development of human relationships between the students and the adults (teachers, mentors, 

facilitators) and amongst the students, as well as the creation of safe spaces within which trust can 

be deepened which as we have seen in chapter two, is a key quality for the students’ holistic 

learning. What connects both features and what is at the core of a pedagogy of caring is listening. For 

ease of presentation here, we will divide our discussion here into three core examples where the 

pedagogy of care can most clearly be seen: 

1) Cultivating human relationships 
2) Creating safe spaces 
3) Listening 

 

1) Cultivating human relationships  
A pedagogy of caring is about a way of relating to the student, acknowledging her value as a person, 

respecting her needs and celebrating her potential for development. This requires the teacher-

mentors to be authentic in their relations with each other and with students and to hold at the heart 
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of all their interactions a genuine care for every individual’s development as a whole person. It also 

requires students to relate to each other with respect and openness.  

During SS sessions, the teacher-mentors explicitly aimed to encourage students to feel valued. Their 

success is confirmed by the survey data which showed 87% of respondents agreed or strongly agreed 

with the statement ‘I feel valued for who I am in the Saturday Satya sessions.’  

Indeed, one of the teacher-mentors remarked in his staff reflective questionnaire: “I personally try 

hard to make the group the sole focus of my attention…; I convey…that they matter, their opinions 

matter and their voices are welcome and worthy.” This caring approach was acknowledged and 

appreciated by the students, many of who described their experiences of feeling valued in this way, 

attributing this in particular to the way in which the teacher-mentors related to them. Saira pointed 

out that:  

The way they spoke and the things we did, made you feel…that your opinion was valued and 

we felt comfortable in that space. 

Anita agreed:  

They talk and they listen…they want to listen to you…They make eye contact, they pay 

attention to you entirely. 

This engaged and caring approach to relationships embodied by the teacher-mentors encouraged 

students to feel comfortable to share their ideas, as observed by Saira:  

They establish in the beginning...a very welcoming space, everyone’s opinion is 

valued. …I felt quite comfortable being able to talk about whatever and share my 

opinion, and I think everyone else did too. 

Cultivating caring relationships with students to a certain extent requires the teacher-mentors to 

relinquish the classic teacher as ‘purveyor of knowledge’ role, and to be instead a person who more 

closely resembles a supportive critical friend or guide. This approach to relationships was noted by 

Haleema, who described the relationship between the teacher-mentor and the student to be closer 

to a parental relationship:  

I didn’t know that Vaughan was a teacher… it was just the way he spoke to us – it’s 

more like a parent speaking to you than a teacher… Same with Navleen, she’s a 

teacher – I wasn’t expecting that either. It’s just that they have that sort of 

characteristic that makes them really approachable or really like motherly… 

[Navleen] has a really nice positive vibe about her.  

Halima also commented on the blurring of the boundaries between teacher and student:  

They sat…with us in the group, and were contributing, and it kind of made you feel 

that they are like part of you as well, they are like the same as you – not a teacher. 

The kind of informal and more human relationship with the students cultivated by the teacher-

mentors was a reflection of their intentions to promote positive ways of interacting in the SS sessions 

by modelling these relationships in their own interactions and connections with one another. What 

the students witnessed included the teacher-mentors modelling introspection, reflection and 

positive emotional risk, sharing their own personal experiences and showing a willingness to express 

emotions.  In the words of one member of staff: “It’s a moment to model a self to the young people, 

to see how a reasonable, responsible and authentic adult makes sense of life’s big questions.”  

Thus students were able to see that the staff’s enthusiasm and enjoyment of the sessions was not 

only apparent but also genuine and the pedagogical value of their open, honest sharing with 
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students was a prompt for students to share stories of their own. As Tahir, one of the less vocal 

Etonians described: “It always feels nice when everyone is being open about things”.  

Another manifestation of the pedagogy of caring is accepting a certain flexibility and even 

uncertainty; the team engaged in an ongoing moment-to-moment reflection on the needs and 

experiences of the participants in shaping each Satya session. This adaptability was remarked on by 

Richard in his interview: “They’re all very calm about it and then they can be very funny when they 

need to be…it’s a very adaptable style… [and] it just feels like everything flows”. The possibility for 

this flexibility relies on the facilitation team being capable of on-going reflection on their ow practice, 

sensitivity to the group dynamic and the individual students’ experience within it, as well as timely 

and meaningful communication with each other. Furthermore, the SS facilitation team recognise that 

they have complementary strengths, and use this awareness in their moment-to-moment decisions, 

drawing on each other’s expertise, intuitions and sensitivities and trusting each other’s observation 

and suggestions.  

Therefore, it was possible for the team to plan each session in an open-ended way through a 

collaborative process, allowing the progress of the session to be tailored in a flexible manner 

according to the emerging needs of the group. This allowed each session to speak to participants in a 

far more connected way than a standard approach where the teachers deliver a set of pre-planned 

contents, as in the majority of formal educational settings. 

This flexibility relies on the relationships and trust between the SS facilitation team. The atmosphere 

of the sessions and the relationships built within them are rich with this sense of trust. It is 

unsurprising that 93% of students responding to the questionnaire survey agreed or strongly agreed 

with the statement ‘I can trust the group leaders’ and 87% of students agreed or strongly agreed that 

they could trust other students.  

2) Creating safe spaces  
Developing relationships and trust requires the creation of safe spaces. As already hinted at in the 

illustrations above, many students described how the ethos and types of relationships cultivated 

during the SS sessions had encouraged them to feel that here was a safe space in which to explore 

and express who they are. According to one student in the follow-up survey:  

The best thing was being able to discuss how I truly felt about life in an environment 

I feel safe and comfortable in, and I know those within the sessions will keep it to 

themselves. 

We observed a number of ways in which the team made it possible for the learning space at SS to be 

safe which we will discuss below. These included an ethos of equality, an open, ‘no-right-answers’ 

approach to knowledge, a lack of pressure, and a non-judgmental valuing of every individual.  

From the outset, an ethos of equality was established through the physical setup of the room and 

early ice-breaker activities. In these first moments, when students and staff sat in a circle and were 

asked to share a few words about themselves, every participant was encouraged to respect and 

value every other participant for who they were and to feel valued themselves at the same time. 

Throughout all sessions, staff encouraged openness and sharing, valuing the voices of all students 

equally regardless of their backgrounds or confidence.  

Secondly, the activities during the SS were designed to be open and informal, especially through the 

emphasis on sharing and connecting rather than seeking the 'right' answers. This openness enabled 

students to assume confidence in making contributions to group discussions. Many found themselves 

surprised by how empowering this openness could be, suggesting that this safe learning space 

formed a foundation of the pedagogy of caring. Toby, an Etonian, described how he felt that: 
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it opened your mind up to other stuff.  … [At SS] it was a bit more like I can actually 

think about what this is and I am not going to get slaughtered for it whereas in 

English I say something about what I think about something and it’s like 'nope that’s 

wrong', so it’s a bit more open - I’m not always wrong. 

The word ‘slaughtered’, although used by an adolescent, is nevertheless strong and suggestive of 

violence, which emphasises many students’ feelings around the pressure of getting the ‘right’ answer 

and punitive treatment received when failing to do so.  A’idah also reflects on the fear this approach 

to learning generates, telling us how she found it ‘just a little scary’ to speak out and share her 

interpretation of Vaughan’s paper-ball sculpture ‘because I don’t normally do that unless I’m pretty 

sure that’s the right answer’. Both these students felt liberated by the ‘no-right-answers’ approach at 

SS, which allowed them to share their experiences without fear of judgment. 

A further core part of what made SS a safe learning space is that sessions did not include the 

excessive pressures and expectations so often experienced by students at school. This helped to 

generate a feeling of wellbeing amongst SS participants. As Haris put it: “I feel a lot happier there 

because there is like no pressure about other external things like there would be at school”. Saira 

likewise compares SS sessions which offer opportunities to “understand ourselves, where we stand 

and how we think” to the preoccupation of ordinary schooling which “focuses on getting high grades 

and particular answers, [and] neglects the creative aspect of learning.” 

Lastly, the authentic engagement of the adults also helped promote a comfortable atmosphere in 

which all students were able to feel equally valued and heard. The explicit ethos of respect, 

appreciation and acceptance of and openness to differences enabled students to feel involved and 

engaged. As Tahir described in his interview, “It was actually quite a nice atmosphere generally. I 

didn’t ever feel out of place… It was just good.” Richard spoke with enthusiasm about the power of 

respect and trust in the SS sessions: “You all feel equal in that environment… The way the staff talk to 

you and the atmosphere makes us feel like…we’re just equal and all the same. And unique at the 

same time.” Richard’s comment is supported by the fact that 87% of students agreed or strongly 

agreed with the statement ‘I feel equal to everyone during Satya’ in their questionnaires. 

It is important to note here however that the idea of safe space should not be understood as a space 

without challenge. Indeed, as one of the teacher-mentors described the SS approach:  

It’s about finding the right balance between safety and risk; between support and 

challenge. Too much of the former and it’s too safe and a little suffocating, too much of 

the latter and the students are at risk of …shutting down through fear of 

embarrassment or too much exposure. 

Indeed a pedagogy of caring is very much reflected in the teachers’ concerns for meeting the 

students’ needs, both immediate and long-term, catering for their experiences in the here and now 

and staying attuned to optimal moments where learning takes place.  

3) Listening 
The physical settings of SS, the safe learning space, the kinds of activities introduced and the 

approach to relationships all have, in some sense, the intention of listening at their centre.  

To stay attuned to the students’ needs and experiences demands good listening. As teacher-mentors, 

the team practised listening in an open, curious and almost fascinated way. As Navleen told us, it is 

often necessary to listen to the student and hear beyond their words to the feelings/emotions that 

the student is experiencing. This was illustrated in one particular case when the self-image video 

provoked a strong emotional reaction in one of the students. Despite this student’s silence, 
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Navleen’s listening was so deep that she was able to identify his vulnerability and provide the 

support that he needed at that particular moment.  

When sitting in a circle at SS, the young people and the adults are facing each other, and every 

comment and articulation can be easily listened to by everyone in the group. The circle invites 

attentiveness from each person and whenever someone speaks, they are expected to be listened to 

by all others in the circle. Group sharing in the circle also enables the young person to listen, in a 

metaphorical sense, to their own voice reflected back by the circle. When a student makes a 

comment, this often provokes several responses of affirmation, agreement or understanding from 

others, which allow the students in some sense to hear and reflect on their own perspectives in a 

new light. Indeed, this sharing and deep listening has been described by students and the team as 

neither defensive, nor argumentative, but rather as receptive and accepting; through listening, the 

students become more open to accept the others and themselves. 

The safe spaces marked an invitation for the students to feel that she would be listened to and the 

intention to listen helped draw out the voice in the student. When feeling safe and trusted, the 

student was able to venture beyond sharing and agreeing, and beginning to seek otherness and 

differences in each other’s thoughts and ideas as already illustrated in many of the afore-mentioned 

students’ comments.  

The SS activities, especially the ones that invite contemplation and quietude, also call for listening – 

listening to voices beyond those immediately present in the circle. Each person was encouraged to 

listen to their own innermost voices or the voices of being, and when listening deeply in this way, it is 

possible that we let go of presumptions and judgements about the other, and become more open 

towards otherness. 

In these various ways, listening is key to the pedagogy of caring. It is a form of love and acceptance, 

and of being deeply connected with oneself and others. When in education each young person is 

listened to so deeply, attentively and intensely, it can hear everything human in them out (Palmer, 

2009). 

 

4.3 Pedagogy of Whole Person Engagement  
The pedagogy of whole person engagement draws on the ideas of whole person learning we have 

explored in the literature review (see Chapter Two). The activities of Saturday Satya may be 

understood to be directed towards engaging the whole person, in the sense that they are intended 

to nurture all aspects of the person, as opposed to being directed solely towards the academic or the 

intellect7. We will present our discussion of this notion through the exploration of three core senses 

in which the Saturday Satya sessions sought to engage with the whole person. These are by no 

means entirely separate; many of the activities which involved physical engagement of the whole 

person also involved a creative or emotional element, and equally the contemplative engages the 

emotions and the creative, and vice-versa. We describe them thus for ease of presentation: 

A) Engaging the whole person through physical senses 
B) Engaging the emotions as well as the intellect  
C) Engaging the person holistically through contemplative practices 
 

                                                           
7 By this we do not mean to endorse a view of the whole person as sliceable into distinct parts (the intellect, the emotions 
etc.). Rather these labels should be understood to refer to aspects of a whole person which are mutually supportive and 
cannot be understood as alienable from one another.  
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The idea behind the pedagogy of whole person engagement is that learning should be directed 

towards enabling all aspects of the person to flourish.  

1) Engaging the whole person through physical senses 
Many of the activities at Saturday Satya involved encouraging students to explore their surroundings 

using their physical senses, as for example in our earlier description of the visit to the college chapel, 

during which students were encouraged to trace the wall-carvings with their hands and the feel of 

the floor with their bare feet and to appreciate what their senses could tell them. These 

opportunities to acknowledge the significance of our often undervalued sensory perceptions were 

offered to students for the most part without a great deal of explicit rationalisation or discussion, 

allowing students to simply experience their perceptions without being concerned to intellectualise 

them.  

As well as activities that encouraged students to explore their surroundings through the aid of their 

bodies, Saturday Satya also included activities which encouraged students to explore and 

communicate ideas through their bodies. An example of this was the body sculpture activity in the 

first session. This activity gave students the opportunity to experience the potential of their bodies to 

communicate ideas, by asking them first to experiment individually with creating strong body shapes, 

and then to work as a team to create a group body-sculpture to represent the grand concepts of 

beauty and difference. This activity served to emphasise to students that their bodies were not only 

capable of informing them of external information and experiences but are also capable of 

communicating ideas to others. These kinds of practical activities also had the advantage of playing a 

role in easing the group dynamic, as one student noted in his questionnaire: “it allowed us to be 

more innovative alongside relieving some tension in the group”. Allowing students to move about the 

room and experiment with different body shapes, helped to change the energy in the group and 

generate a more proactive atmosphere. 

It was striking that both of these activities were engaged in and appreciated by several students who 

were reticent to speak in whole-group discussions, a trend that was also seen in the activities such as 

making paper-sculptures, which engaged the imagination and nurtured creative development. By 

engaging different aspects of their being, the sessions engaged students who might otherwise have 

remained only nominally involved in the Saturday Satya group. 

2) Engaging the emotions and imagination as well as the intellect 
Despite the expectations of many students before attending a Saturday school at Eton College, none 

of the activities required students to write or do any 'normal' academic work. Instead Saturday Satya 

was a space of 'no right answers' and through the use of creative stimuli, such as paper-ball 

sculptures and image association activities, students were encouraged to explore how they felt, and 

encouraged to think outside the box and push the boundaries of their beliefs and perspectives. 

An activity in the third week involved students being asked to write down a single word that 

reflected their first impulsive reaction to each of a series of images. Students were then encouraged 

to share their reactions with others in their group, exploring similarities and differences. One student 

was particularly appreciative of this activity in her chapel reflection, which she did not anonymise. 

This student, Fahima, rarely spoke in the sessions and was relatively shy and unforthcoming in her 

interview. However, in her chapel reflection she described how:  

Most calming for me – my most special moment – was seeing the pictures and 

writing the first thing that came into our mind. Some pictures brang personal 

memories, not all positive. I just remembered how time goes on and things change 

for a good reason. 



44 
 

Here Fahima reflects on a deep emotional message that was prompted by her engagement with the 

creative stimulus of the images; by being prompted to engage imaginatively with the images, she was 

encouraged to reflect deeply on issues of significance in her life. Nurturing this kind of deep 

emotional reflection is part of nourishing the whole person. 

This kind of connection with deeper, personal reflections was also made possible through the paper-

sculpture activity, in which students were asked to work individually or in groups to create a 

sculpture that represented themselves from a sheet of paper. This activity was mentioned by many 

students in their surveys as their favourite activity so far.  One student described in their 

questionnaire how: “it challenged our creativity and we got the opportunity to collaborate with 

people we did not know and express who we are individuals.” In his interview, Haris agreed, reporting 

that:  

It made us realise who we were and our goals in life. Our team made a boat in 

water and a bird. The boat represented how we can steer ourselves out of trouble 

and the bird represented our high ambitions.  

This activity clearly provided many students with opportunities to access ideas they had not 

previously reflected on, in the words of one student from their questionnaire: “We made sculptures 

of things I have never considered before”.  

There is much evidence to suggest that creative tasks can support students to relate to ideas and 

experiences in deeper and more rounded ways. By engaging them on a variety of levels through 

creative and imaginative stimuli and activities, Saturday Satya enabled students to develop in 

emotional, non-verbal ways as well as engaging the intellect. 

3) Engaging the person holistically through contemplative practices 
As we saw in the literature review, contemplative practices have been recently recognised as 

contributing to whole person education. This can involve observing, considering, directing one’s 

‘gaze’ attentively, and when applied in educational settings for young people, it may involve activities 

that concentrate on breathing, silence, meditating, letting go, visualising, and so forth. All these 

forms of contemplative activities were offered during the SS sessions. We will return in more detail 

to this theme and explore it from the pedagogy of presence in our next section of this report, here 

we focus our discussion on the role of integrating contemplative practices in nurturing the whole 

person development.   

In a context of an increasingly pressured schooling culture, these contemplative practices provided 

during the SS offered students the space to feel relaxed, calm and whole, allowing them to become 

open to their own and others’ perspectives. As the team explained, in an adolescent world of 

fragmentation and saturation, especially through technology and social media, it is vital for young 

people to have opportunities to experience this kind of wholeness. The contemplative activities at 

Saturday Satya provided the participants with opportunities to develop their self-conceptions and 

self-awareness, as well as to nurture the qualities of concentration and attention for the tasks at 

hand. 

Summary 
Unlike mainstream schooling which is widely criticised for its focus on obtaining fact-style knowledge 

at the expense of nurturing other aspects of an individual’s development such as the non-cognitive, 

the emotional or the creative aspects of their development, Saturday Satya aims to engage the 

whole person, neglecting neither the intellect nor the other aspects, all of which must be nurtured 

for the individual to flourish. It does this by introducing activities that encourage students to relate to 

ideas and feelings through their physical senses, through creative means, through emotional 
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exploration and through contemplation. As we have seen in the previous chapter, these activities 

have enabled students to explore who they are and develop their beliefs and values.  

 

4.4 Pedagogy of Presence  
As we have seen, Saturday Satya gave students the opportunity to reflect on and strengthen their 

sense of self. This was about helping the young person to locate herself as a unique being and to 

embrace who she is within relationships including relationships with others, with the community at 

large and with the world. The pedagogy of presence is about being truly present to our experiences 

and to those with whom we are in relationship, from which can come a deep connection with 

ourselves and the world around us. It is about being engaged in the moment, and about giving one’s 

full attention and commitment to something. 

Often in Saturday Satya, encouraging young people to be present in this way involved promoting 

silence, quietness or stillness as a core feature which was perhaps the most frequently mentioned 

and widely appreciated SS feature in the student feedback. The word-cloud below gives a visual 

illustration the words that students used to describe how they felt after attending the SS sessions: 

 

 

The pedagogical potentials of silence and stillness have been explored by researchers (see e.g. Lees, 

2012). For the SS team, these activities were included with a view to seeking true connectedness 

aimed at three levels - horizontally (e.g. with each other), vertically (e.g. with the Divine other), and 

inwardly, with one’s innermost self. 

From our observations, we have identified three core types of activities that best embodied the 

pedagogy of presence: 

1) guided meditation 
2) silent reflection and stillness 
3) witnessing  

 

In the sections below we will explore these three types of activities in order to understand how a 

pedagogy of presence contributes to the learning opportunities offered to students. 
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1) Guided meditation 
As already discussed, every Saturday Satya session begins and ends with a guided meditation. 

Students and staff sit in a circle with their eyes closed and one of the teacher-mentors initiates and 

guides the group to enter into a meditative state. 

All students described in their interviews the profound effects of this exercise on their personal 

experience of Saturday Satya. They contrasted their state of mind before entering the session which 

was depicted as “rushed” and “stressed” with how they felt at the end of the SS which was portrayed 

as “calmer”, more “mindful”, “reflective” and even “serene”. The majority of students attributed this 

shift to the opening mediation. As one student told us: “I had come in fairly stressed and had quite a 

lot on my mind but that mediation really helped me to become more calm and to put things in 

perspective”. 

As these examples show, the opportunity to become present to oneself through meditation allowed 

students in turn to become able to attend fully to the subsequent activities and experiences of the 

session. It allowed them to shift their attention from ordinary life (school and home), which was 

described by a student as “busy and frantic”, to become “a bit more chilled out”, more open to the 

learning opportunities of SS and to consider, in the words of one student: “like ‘what can I bring to 

this process?’”. Several students mentioned in their interviews that after tasting meditation during 

the SS sessions, they have started meditating at home, which shows their appreciation of the 

intrinsic value in these activities. 

2) Silent reflection and stillness 
In the final session, students were encouraged to spend some time in the stillness of the college 

chapel, reflecting on their experiences of Saturday Satya and writing down their reflections. The 

anonymised reflective writing that students returned to the teacher-mentors was rich with 

thoughtful, appreciative and spiritual ideas and observations, as can be seen in those reproduced 

below.   

In a similar way to the student reactions to the contemplative practices described above, these 

opportunities for quiet reflection invited students to be in the here and now, and there was a 

widespread perception that the reflection and stillness encouraged in the SS activities enabled 

participants to relax, to feel calm, and to experience themselves in the present.  

I feel most happy and calm now [during chapel reflection], when we are in our own 

personal areas. The room is very quiet and secluded which allows me to be very 

relaxed. 

Clearly, this student connects the state of calm and relaxation to a sense of wellbeing. When young 

people experience wellness in learning, they are able to embrace uncertainty, and to be able to think 

and reflect as pointed out here by one of the students:  

When we came to the chapel I got lost and was mesmerised. … we had time to just 

think for ourselves and we could just write down our feelings and thoughts. 

Opportunities for being present to themselves in this way can catalyse a process that helps young 

people develop their self-concept and identify their place in the world.  

In a time of unprecedented access to technology, with the prevalence of a youth culture of social 

media and instant messaging, the value of these kinds of activities which give students the 

opportunity to appreciate silence and stillness and to be truly present to themselves, their 

surroundings and the other people around them, cannot be underestimated, and this seems to have 

been acknowledged by the students themselves, who comment so freely about their appreciation of 

these opportunities.  
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3) Presence through witnessing 
The Artist is Present activity, which took place at the end of the final session, formed the main 

example of this aspect of the pedagogy of presence.  

As we illustrated in the Taste of Satya section in Chapter One, this activity consisted in one of the 

teacher-mentors (‘The Artist’) sitting on a chair in the centre of the group circle, with an empty chair 

placed opposite her, whilst the other participants sat around in a large circle in silence, observing her 

and observing each other. Then they are invited, in their own time and if they so wish, to come 

forward and sit with the artist, to look in her eyes and to be looked at, to be seen.  

Initially, no one volunteered and tensions rose. Then a few students plucked up the courage to sit in 

the chair opposite the artist, one at a time. The artist remained silent and tranquil as she looked into 

the student’s eyes, as the student looking into hers, sustaining the mutual gaze.  

For such an exercise to be successful requires both the artist and the ‘sitter’ to be truly present to 

one another and to be committed to being truly available for one another. We understood the 

intention of this exercise to be inviting the young person to experience an unconditional acceptance 

of him/herself as they are in that moment. To be seen and to be accepted as who one is requires a 

self-awareness and self-acceptance, which can be extremely challenging during adolescence because 

most young people are still in the process of searching and exploring. To offer them such an 

opportunity to be fully accepted and embraced unconditionally was received by the students as 

profoundly transformative.  

One student was overheard after the session, commenting on how scary she found deciding to move 

into the centre of the circle. Her comment reflects both the exposure to which the individuals who 

sat with the artist were subject to, as well as hinting at the vulnerability a young person carries with 

her at this particular phase in her life. To sit with the artist demands both courage and trust, to be 

prepared to embrace the uncertainty of what may happen, and to trust in the unconditional regard 

of the artist.  

A core strength of this activity was the fact that the entire group bore witness to the process 

experienced by the individuals in the centre of the circle; they too were fully present to the 

experience. After the session, Faiza, exhilarated after this experience, turned to one of the 

researchers saying: ‘That was so moving, watching them. And I was watching your face and I could 

see that you were moved’. This acknowledgment, both of the power of the activity, and of the shared 

nature of the experience, captures how this activity brought opportunities for bonding and for being 

present to each other. Thus, not only the individuals in the centre of the circle experienced the 

feeling of being present in themselves and with one another, but so also did the silent witnesses. 

Indeed, the other students were fully present in bearing witness to the precious connection, an 

intertwining of beings. In this moment they could be understood to be experiencing themselves both 

as a being amongst beings, and as part of the group: me as we (Gill & Thomson, Forthcoming).  

 

Summary 
During Saturday Satya, many of the ways in which students were encouraged to develop a connected 

sense of themselves were linked to what we call a pedagogy of presence, where teacher-mentors 

modelled a total availability of themselves for the students, and encouraged the young people both 

to be present to who and how they are, to actively seek out relationships with each other and to be 

fully engaged in the concern for others and committed to giving their full attention to the task at 

hand in that moment. 
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Activities such as guided meditation helped the student to transition into a state of being present in 

the here and now, capable of availing themselves to others. In contrast to non-presence, a passivity, 

which results in fear, hesitancy, and powerlessness, a pedagogy of presence can transform the 

experience of another in a constructive sense; by availing oneself to others, one experiences the 

wholeness of being.  

 

4.5 Conclusion 
The processes and activities of Saturday Satya can be understood through three interrelated 

‘pedagogies’, which supported the learning opportunities offered by the programme. In practice, 

these pedagogies, the pedagogy of caring, the pedagogy of whole-person engagement and the 

pedagogy of presence, involved the creation of safe spaces for the young people to explore 

themselves as whole human beings, as well as experience acceptance, feel gratitude, become more 

self-aware and locate themselves within a web of relationships and connections with each other and 

in the world.  

Recalling Standish’s appeal that each student should be allowed to return to the state of being a child 

who hasn’t lost touch with their innocence, playfulness, curiosity and openness, it seems that the 

Saturday Satya’s ethos has enabled the adults and young people to embark on a journey of returning 

to values that are fundamental to the flourishing of the child and to wellbeing in education. No 

doubt, as we have observed, this journey will involve engaging in the cultural traditions of valuing 

learning and its intrinsic meaningfulness through dialogue and conversations promoted by the 

sessions.    
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Chapter Five: How could Saturday Satya be improved? 

5.1 Introduction 
A report on an educational programme such as the Saturday Satya would not be complete without 

an exploration of how the learning from this research could be expanded in order to provide even 

more enriching learning activities for young people. In this part of the report, we will explore some of 

ideas raised by students which relate to ways in which the Saturday Satya design and activities could 

be strengthened.  

Although there was very strong coherence amongst the individual participants’ feedback, one 

student’s voice stood out by virtue of telling a story that was distinct, if not entirely contradictory, to 

that presented in the previous section. We present a brief account of this student Carla’s experiences 

here, before turning to a more general discussion of potential improvements, some of which draw on 

Carla’s experiences of SS alongside feedback from other students. 

 

5.2 Carla’s experience of Saturday Satya 
Carla seemed very engaged in the first Saturday Satya session, vocal and keen to participate, but 

from the second session onwards she became uncommunicative and unprepared to engage with 

either students or adults in the group, and likewise seemed withdrawn in her interview. Despite a 

general coherence in the survey data, Carla’s responses were uniformly different to the general 

trends in the data. For example, despite describing the sessions as ‘interesting’ and ‘different’ and 

herself during the sessions as ‘calm’, ‘interested’ and ‘sleepy’, see below for an illustration of how 

much less positively Carla experienced the sessions than respondents did on average: 

 

0 1 2 3 4 5 6 7 8 9 10

I learn a lot about myself at Satya

I learn a lots about other people at Satya

I feel challenged in positive ways

I feel I'm making a difference to others

I feel different at Satya than I normally do at school

I feel equal to everyone

I can trust the group leaders

I can trust the other students

Satya feels important

I feel listened to in sessions

I feel confident to speak out when I want to in…

I feel valued for who I am in sessions

The Satya sessions are fun

I can be myself in sessions

Comparing Carla's perceptions of SS with the weighted average

Weighted average Carla
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This trend was exactly reversed for the negative comments, which Carla rated much higher than 

most respondents: 

 

An explanation of this negativity may be found in Carla’s comments in her questionnaire. She took 

the time to write in the extra comments box at the end of the survey, in which she told us that: 

During the lessons I’m not really sure of what to say as I’m not very confident and others are 

smarter than me and the teachers are looking for their answers, not mine. 

These comments suggest that Carla felt that something happened during the sessions which made 

her feel that her contributions were not valued during the sessions, which is supported by her low 

rating of the comments ‘I feel valued for who I am in sessions’ and ‘I feel confident to speak out when 

I want to during sessions’.  

In seeking to understand the predicament of Carla, we learnt that she was identified by her school as 

a more vulnerable young person, with a difficult home life. Carla’s voice rings out in dissonance to 

the majority of student voices which affirmed the strengths of the SS in empowering them to 

contribute and to feel valued. However, we must not ignore her voice, especially knowing that she 

may have a background which makes it harder for her to acclimatise to the different ethos of an 

initiative like SS. It is clear that more work needs to be done by the teacher-mentors to ensure that 

no student feels excluded or inadequate in sessions.  

We will draw on the insights arising from Carla’s experiences of SS below, as they link to two of our 

recommendations for improvements to SS, one of which relates to a recommendation to improve 

clarity around the explicit aims and intentions of sessions, to support students to orientate 

themselves more quickly in the Satya setting, and the other of which relates to a more general 

concern around equal opportunities. 

 

5.3 How could Saturday Satya be improved? 
Whilst the overwhelming majority of students expressed very positive feedback about their 

experiences of Saturday Satya, there were several themes that arose from several students in 

relation to improvements that could be made to the sessions. These relate to students’ experiences 

of:  

A. More opportunities for students from less privileged backgrounds to engage in sessions. 
Several students commented on a feeling of imbalance between the Eton students and the state-
school students, and some related this to the ways in which the teacher-mentors spoke to 
students. It was also felt by several students that more could be done to encourage students 
from different schools to mix more.  
 

0 1 2 3 4 5 6 7 8 9 10

I don't really understand what sessions are for

I find Satya confusing

Comparing Carla's responses to negative comments about SS with 
weighted average

Weighted average Carla
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B. Allocating more time each week (eg. half a day or a residential weekend) for Saturday Satya. 
Many students expressed frustration at the lack of time to explore ideas more fully and get to 
know one another more deeply. Students suggested sessions could be longer, there could be 
more sessions, or time could be managed more carefully by facilitators.  
 

C. Providing more clarity around the aims and intentions of the Saturday Satya sessions. Several 
students commented that they would have liked to have a better understanding of what the 
teacher-mentors were trying to achieve with the sessions, and that this would have enabled 
them to engage more fully with the process.  

We will explore these three limitations of SS identified by students below, drawing on student 

comments and our observations. In the next section, we will then draw on these ideas to make some 

tentative recommendations for future instantiations of SS.  

A) More opportunities for students from less privileged backgrounds to engage in sessions 
We heard how Carla felt that the teacher-mentors were focused more on hearing from the ‘smarter’ 

students, than from the other students. Observing the sessions, the researchers were also aware of 

an occasional bias in the treatment of the Eton students by the Eton teachers. This may in part have 

been related to there being pre-existing relationships between these individuals, enabling an ease 

between them which was not achieved with the other students.  

An example of this was that the Eton teachers knew the names of the Eton students and used these 

to call on them, whereas the other students remained unknown by name. Perhaps as a result of this, 

the Eton teachers also had a tendency to call on the Eton boys to show a good example by asking 

them their thoughts if no one was volunteering. This put the Eton students in both a privileged 

position by often foregrounding their opinions, and yet at the same time, a vulnerable position, 

because it did not allow them the same freedom to remain silent. To a certain extent, we have 

observed that this familiarity and differentiated treatment emphasised the divide between the state 

and Eton students more than it would otherwise have been felt.  

In their interviews, the majority of Eton students acknowledged that they would have felt less 

confident if they had been at another school, and that they felt that the other students were at a 

disadvantage because they weren’t in their own comfort zone. As Arthur put it:  

For me and the other people that go to Eton maybe it’s a bit easier as it’s our school 

so we feel they are coming to us. We just do what we would do and they have 

to…be a bit different… They’re a bit more shy and embarrassed than us… We’re 

more comfortable with the environment - it is more difficult for them… This is our 

place so we are a bit more relaxed…especially as the two teachers who are running 

it are from our school as well. So maybe if it was their teachers I would probably 

definitely be less…[incomplete] 

This acknowledgement, alongside the student comments we heard earlier around certain students 

feeling excluded by the familiarity and ease of manner of the Etonians, raises a question about how 

the teacher-mentors might further promote equal opportunities in SS sessions. 

When students from the focus group facilitated a session, it was striking that they were very clear 

about ensuring that students mixed with as many students from other schools as possible. As a result 

they asked students to form small groups containing at least one individual from each participating 

school. The emphasis placed on this kind of mixing was discussed in the focus group, who felt that in 

general the teacher-mentors had not sufficiently encouraged students to integrate with each other, 

which may have contributed to some students still feeling uncomfortable with some others, even 

after 4 sessions. 
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An additional recommendation from ourselves would be to consider making the programme 

accessible to students of all capacities not just the so-called Gifted, Talented and Able students. The 

programme’s ethos, the pedagogical intentions and the care from the teacher-mentors would all 

potentially be of great benefit to more disadvantaged young people who feel disaffected and 

experience schooling as alienating. Whilst it was felt by the project team that the kinds of complex 

processes involved in the sessions would be more easily accessible to GTA students, to exclude other 

students from accessing the rich learning and development opportunities of SS does not seem 

aligned with the aims of the ISSP endeavour to promote equality and diversity.  

B) Allocating more time for Saturday Satya sessions 
When asked to give constructive feedback at the end of their interviews, many students raised the 

issue of feeling that there was insufficient time allocated for the Saturday Satya. As Richard put this: 

“I’d just say make it longer – like 3 hours would be good.” Saira echoes this view, saying: “I would like 

them to be longer… I would like to have a bit more time to do the activities instead of rushing.” 

Whether students felt that the sessions were of insufficient length or that time was not managed 

carefully enough, there was a general emphasis on there being a need for more time, to allow 

students to get to know one another better before engaging in the main activities and to allow 

activities and discussions to be extended further. We also noted from our observations that often 

activities or discussions had to be cut short in ways which reduced their potential impact due to the 

tight time constraints imposed on the sessions.  

As one of the core strengths of the SS sessions was their openness and depth, it was felt that these 

time constraints sometimes compromised the pedagogical potential of the sessions. 

C) Providing more clarity around the aims and intentions of sessions 
Several students felt that the sessions would have benefitted from students being offered more 

clarity at the outset around the teacher-mentors’ aims and intentions. Arthur, an Eton student, gave 

the constructive feedback in his interview that he would suggest that the teacher-mentors could 

“maybe explain it a bit more”: 

Let us know what it’s really about - …just tell us what the point of it is. I’m still not completely 

sure what we were actually trying to achieve – maybe just explain that a bit better. 

Faiza agreed with this; her constructive feedback was that: “when we first started the session and 

everyone was new to it – I felt like we were chucked into the deep end – I think more of them 

speaking [would be better]”. 

We are tentative about making recommendations in relation to such feedback from students, as we 

are aware that part of the pedagogical approach of Saturday Satya was to disorientate and thereby 

challenge students. However, it was felt by several students and the researchers that too much was 

assumed by the teacher-mentors about how much was known by students about the sessions in 

advance, and as a result some students were much less informed than others. This meant that 

several students felt they were floundering and unable to engage until much later in the process than 

might otherwise have been the case. Carla’s voice of frustration and confusion goes a long way to 

reminding us of the importance of students being able to feel safe and supported as well as 

challenged, and offering students some kind of framework within which to understand the aims of SS 

might provide this kind of support, especially given the time constraints of the sessions. 
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5.4 Conclusion 
Such constructive feedback provided by students shows that they not only care about the Saturday 

Satya design, but more importantly, they would like to see the programme to continue thriving and 

benefiting more students.  

One of the most common suggestions from the students was to extend the sessions so that there is 

enough time for the group to get to know each other, for each of the activities to reach their 

pedagogical potential, and for the young person to fully explore herself supported by her peers. 
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Chapter Six: Conclusions and Recommendations 

In this section of the report we will draw the above discussion to a close by briefly reviewing the 

overall findings of the research and summarising the strengths and potentials of the programme. In 

doing so, we highlight a few key emergent insights. We will then present five recommendations 

relating to ideas for the potential improvement and promotion of Saturday Satya.   

 

6.1 Conclusions 
As we have seen, it was the experience of the students of Saturday Satya, that it offered rich learning 

opportunities for the development of self-concept through a pedagogical approach enriched with 

care, that engages the whole person and enables every individual to be present to themselves and 

others. Given the developmental needs of the adolescent at this time which relate to the need for 

opportunities to develop a strong sense of self, it is clear that learning opportunities like those 

offered by Saturday Satya are invaluable for young people aged 14-15.  

This research gives a flavour of the strengths and potentials of a programme like Saturday Satya. It 

has not been possible within its scope discuss the differences between the approach to learning 

detailed here and that usually experienced by students in their school setting. Nor has it been 

possible to look in detail at the extent to which programmes like SS can truly break down the cultural 

and economic barriers they are intended to by the ISSP initiative.  

However, it is clear from the themes that have arisen in the data and from our observations of SS 

that the programme is offering students unusual opportunities to experience and embrace 

differences and otherness in each other and to explore their own values and who they are through 

an ethos of care and connectedness. The learning opportunities at SS, driven by a care for the young 

person rather than an externally defined outcome, contrasts starkly with the current trend in 

schooling. As John, the founder of the SS programme, articulates, the Saturday Satya is “a learning 

space that is committed to emergent rather than finished learning”, an idea that echoes Standish’s 

proposal highlighted in Chapter Two. 

For the programme’s creator, relationships are at the heart of Saturday Satya. According to Buber 

(1947, 1958) as humans we possess a two-fold attitude towards the world - the ‘I-Thou’ and the ‘I-It’. 

The ‘I-Thou’ relation stresses the mutual and holistic existence of two entities. It is an encounter of 

equals who recognise each other as such; it is a dialogue. The ‘I-It’ relationship emphasises the other 

being as an object to be used or experienced as a means to an end, failing to recognise the other as 

an equal or of equal worth as oneself. As such, ‘I-It’ relations contain no dialogue. In a widespread 

schooling context where on the whole only “I-It” relations are permitted and where there is little 

dialogue, the SS stands out for offering a truly “I-Thou” connection within the group, and hence the 

Saturday Satya may itself be seen as a dialogue, or in the words of Buber, a meeting. 

Connected to the relational focus of the Saturday Satya, according to John, is the importance of true 

attention. For him: “To truly attend to the other is to be in deep relationship with them,” a 

commitment he terms “an ethics of attention” (see Crawford, 2015, for an account of this concept). 

John explains further how: 

In an age of dislocated relationships, of short-attention spans, of fearfulness 

associated with fully engaging with others in all their messy reality and complexity, 

an ethics of attention becomes a moral disposition. If we wish to live lives of 

profundity, of depth, of significance, as well as of love and compassion, then we are 

bound to an ethics of attention. To me, this is true humanism, and pertains whether 
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we hold religious or non-religious beliefs. Only by sacrificial listening and attending 

to the other can we say we have truly honoured them, to have taken them 

seriously.8 

This broadly human-centred approach to education has been shown to have made a difference to 

the ways that participating students see themselves even over just four short sessions, supporting 

the development of a strong sense of self and boosting confidence and self-esteem. At a time when 

concerns over adolescent mental health and wellbeing are higher than ever, with a dramatic rise in 

poor mental health amongst young people in the last decades (Hagnell, 2009) and one in eight young 

people aged 10-15 in 2011-2012 reporting symptoms of poor mental health (Beardsmore, 2015), it is 

of pressing importance that we look, as researchers and educators, towards ways of promoting and 

integrating these kinds of pedagogical intentions and practices in educative settings more broadly. 

 

6.2 Recommendations for future Saturday Satya   
Below we present three interrelated suggestions for ways in which SS could be improved, drawing on 

the ideas raised by students in response to the research question ‘How could Saturday Satya be 

improved?’ followed by two recommendations for further developments to the programme that 

arise from our discussions with the Saturday Satya team. 

A) Enable students from less privileged backgrounds to engage more fully in sessions 
According to the suggestions from the participants, more attention could be paid by the teacher-

mentors to ensure that there is neither positive nor negative bias towards any groups of students, 

and that all students are given the opportunity to feel equally valued, listened to and respected.   

One proposal which might make a difference to the perceived implicit bias towards Eton students is 

to host SS in different school settings, for example at one of the other participating schools. Equally, 

the teacher-mentors for the SS might be drawn from different schools.  

At the beginning of the process, more time and activities may be needed to encourage students from 

different schools and backgrounds to mix and feel comfortable with each other. This might mean 

more icebreaker activities, as well as encouraging students to work in groups in which they are not 

with peers from their own school.  

It would also be desirable to encourage schools to send students who are not considered Gifted, 

Talented and Able to experience the sessions. 

B) Allocate more time to the Saturday Satya sessions 
The SS participants pointed out that the benefits of the programme would be increased greatly by 

allowing a little more time for the sessions. This could mean including an additional session, making 

the SS five weeks rather than four, or possibly simply extending each session from 2 hours to 3 hours, 

to ensure that the rich learning opportunities are not prematurely cut short. If time for such co-

curricular activities is restrictive, it might be sufficient to extend only the final session to three hours, 

to enable a final deep reflective experience and closure. 

Allocating sufficient time is particularly relevant in the light of the Saturday Satya’s pedagogical 

intentions. This is to say, cultivating authentic and caring relationships, exploring whole-person 

development, bringing oneself and each other into a mutually engaging presence, requires time. 

With time constraint, it is impossible for adults to attend fully to the individual young person and to 

the whole group, and equally, it is difficult to build the ethos of trust which encourages one to be 

                                                           
8 For a further articulation of John’s aims and values in setting up Saturday Satya and the Wisdom Project more broadly, see 
his chapter in Gill & Thomson (2014) (eds.). 
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open and to avail oneself to others, and to make thoughtful and meaningful connections with one’s 

own and others’ experiences. 

Alternative options for allocating more time might include a residential version of SS, perhaps in the 

summer with Y12 students whose timetables have been freed up by the recent discontinuation of AS 

levels. 

C) Provide students with more clarity around the aims and intentions of the sessions 
Although we are aware that it is part of the pedagogical approach of SS that students are challenged 

in positive ways through experiencing some degree of disorientation and uncertainty, nevertheless 

more clarity in the first session about the intentions and aims of the SS would help many students to 

fully experience the sessions as intended. This is linked to the above observations around the lack of 

sufficient time in sessions. Because often there was only a short time allocated for students to 

understand and engage with activities, it would seem that a general introduction to the programme 

design and to some of the learning activities might help to orientate students and allow them to 

engage more thoroughly in the processes. This might especially encourage some of the less 

outspoken or less confident students to contribute more during early activities and discussions. 

One possible way of doing this might be to present students with alumni’s comments about previous 

Satya sessions or to invite one of the alumni to join the introductory session and share his/her 

experience.  

D) Offer more opportunities for staff to understand pedagogical potentials of Saturday Satya   
As an integral feature of the SS programme is that it brings together young people from partner 

schools in the area, it is of vital importance that there are staff in these schools who both recognise 

and understand the pedagogical features of the programme. This would enable these staff to 

promote the SS in their schools, encourage students to participate, identify potentially appropriate 

participants and support and organise the distribution of information and the logistics of transporting 

students to the host school. The sustainability of the programme’s future therefore relies on the 

commitment of these staff members to the value of SS. 

To promote SS and build an understanding of the programme with partner schools, a good starting 

point might be inviting staff members from each school to observe and experience first-hand the 

pedagogies, ethos and the relationships advocated at SS. This will help to strengthen and deepen 

their understanding of the programme and foster an awareness amongst relevant staff about the 

learning potentials of SS for the students at their school.  

6.3 Final words: education in relational key   
The Saturday Satya is the collaboration between an independent school and its four state 

counterparts. It has drawn together students from rich and diverse backgrounds for deep encounter, 

interaction and mutual learning. The programme has been regarded by the students as a journey of 

self-discovery, an experience of otherness and an enrichment of their own thoughts, ideas, 

characters and identity. We believe such facilitated spaces and care and respect based pedagogies 

are not limited to these extra-curricular sessions, instead, they could be integrated in the very fabric 

of each student’s learning life.  

It is essential for students’ growth and development that some of the key SS practices and values are 

implemented in secondary school classrooms. The pedagogies identified in this research are rooted 

in an intention to educate the whole person, rather than to teach a subject or topic. Such an 

intention is often a starting point towards transforming relationships within a school, and can form 

the basis of developing an awareness of what teachers themselves bring to the students’ learning 

process, including their narrative, their presence and their willingness to engage with the student at 

both a personal and professional levels.  
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Given the pressure of high-stakes testing across secondary schools in the UK, the Saturday Satya’s 

approach to teaching and learning might bring a breath of fresh air in the stifling instrumental culture 

within schools, and by creating spaces and inviting young people to be partners in learning as 

illustrated by the SS, we are on route to revisioning and reengaging with education in a truly 

relational key (Gergen, 2009). 

 

6.4 Epilogue  
We will close this report with three illustrations which we feel speak for themselves and we would 

invite the reader to consider whether most educational setting would provoke the same responses 

from students.  

The first is a word cloud depicting the words used by students in their questionnaires to describe 

Saturday Satya:  

How would you describe Saturday Satya? 
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The second is a word cloud that captures how students completed the sentence: “After a Satya 

session, I feel more…”: 

 

And finally, our report, which aims to capture students’ experiences of the programme, can perhaps 

only be properly concluded with the words of a student. The last is a quote from Haris’ interview, 

which describes how he feels when he leaves Saturday Satya:  

“When I walk back home I feel really happy. Sometimes I’m smiling and I don’t know 

why. I feel really laid back and optimistic about the day that’s gonna come.”  
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Appendices 

 

In this section we include supporting information the reader may find of interest: 

Appendix A: Data on participating students’ ethnicity, gender and religion. 

Appendix B: An overview of the quantitative findings of the first questionnaire 

Appendix C: An overview of the quantitative findings of the second questionnaire 

Appendix D: Copy of the questions asked for the first questionnaire 

Appendix E: Copy of the questions asked for the second questionnaire 

Appendix F: The interview schedule for the individual interviews  

Appendix G: Map of SS activities in the first 3 weeks. 

Appendix H: Copy of reflective questions for staff 

Appendix I: A more detailed breakdown of the OFSTED SMSC development indicators 
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Appendix A: Data on participating students’ ethnicity, gender and religion 
 

Pseudonym  Gender Ethnicity Religious9? School 

Joseph Male White British  / Independent 

Arthur Male White British Yes Independent 

Toby Male  White British  No Independent 

Liam Male  White British  / Independent 

Tahir Male Indian No (but I would call 

myself an atheist Hindu) 
Independent 

Charles  Male Black African Yes Independent 

Amir Male British Pakistani  No  Academy  

Saleem Male White Asian Yes Academy 

Richard Male White/Black 

Caribbean 

No Academy 

Faiza Female British Asian Yes Academy 

Saira Female British Pakistani Not sure Academy  

Mia Female White South 

African 

/ Academy 

Aeisha Female British Asian / Academy 

Tahir Male British Indian / Academy 

Anita Female British Indian No  Academy 

Carla Female  White/black 

Caribbean  

Yes Academy 

Haris Male  British Asian Yes Academy 

A’idah  Female Bangladeshi  Yes Academy 

Halima Female Other Asian / State 

Fahima Female Other Asian Yes (I am really religious) State 

Aamil Male Bangladeshi  Yes State 

Aditya Female Indian  / State 

Haleema Female Indian / State 

/ = data not provided 

                                                           
9 This category is based on students’ answers to the survey question ‘Do you consider yourself to be religious?’ As a result 
we do not have data on all students, nor is the data specific about which faith students identify with. 
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Appendix B: Overview of quantitative results from first questionnaire (16 respondents) 

 

The first questionnaire was responded to by 16 participating students, of whom 60% were male and 

40% were female. 1/3 of respondents were students at Eton College and 2/3 were students from 

state schools. 

Below we shall present the data for how students responded to the series of questions which asked 

them to rate 1-10 a number of sentences relating to their experiences of Saturday Satya, where 1 

was ‘I don’t agree at all’ and 10 was ‘I completely agree’. We shall present the weighted average in 

the tables below. Where the standard deviation from this average was especially high we shall note 

this. 

We shall divide the presentation of responses into 5 general areas: 

1) Questions relating to the overall value of SS 

2) Questions relating to personal learning and development  

3) Questions relating to relationships and understanding others 

4) Questions relating to students’ experiences of the ethos and approach of SS 

5) Questions relating to the challenges of the open approach  

We shall present tables depicting the data relating to each of these 5 areas in turn. 

1) Questions relating to the overall value of SS 

 

2) Questions relating to personal learning and development
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SATYA FEELS IMPORTANT
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Although the weighted average response to the statement ‘ I learn a lot about myself at SS’ is 

surprisingly low considering the themes of self-concepts development that have arisen from the 

qualitative data, 8 out of 15 students rated this statement 7-10. The weighted average was brought 

down by two students who rated it 1 and 2 respectively. One of these students was Carla whom we 

discussed in the final section as a student who did not feel able to take advantage of the format of 

SS. The standard deviation on responses to this question was higher than the average (2.52 

compared with an average of 2.29) suggesting that some students had very positive experiences of 

this aspect, whilst others had more negative experiences.  

3) Questions relating to relationships and understanding others 

 

4) Questions relating to students’ experiences of the ethos and approach of SS 

 

5) Questions relating to the challenges of the open approach  
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The standard deviation on both of these was higher than the average (2.82 for ‘I find the Satya 

sessions confusing’ and 3.08 for ‘I don’t really understand what the sessions are for’, compared with 

an average of 2.29), suggesting that students were quite divided in their views about these arguably 

negative comments. It seems that some students found the sessions hard to understand, whereas 

others found it easier to find their feet in the unusual Satya environment.  
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Appendix C: Overview of quantitative results from second questionnaire (3 respondents) 

 

We will now present the findings from the follow-up questionnaire carried out after all 4 sessions. 

Unfortunately only 3 out of 6 students asked to complete the questionnaire actually did so. As a 

result very little weight can be given to these quantitative results, however, they are interesting 

nevertheless as they strongly affirm the findings of the research. 

Two of the three respondents were students at a state school and the remaining student was a 

student at Eton. Two participants were male and one was female. 

As for the previous section, we shall present the weighted average of students’ responses below. 

These are divided into three broad areas: 

1) Questions relating to self-development or learning 

2) Questions relating to core aspects of relationships building and understanding others  

3) Questions relating to the learning approach of SS 

We shall present tables depicting the data relating to each of these 3 areas in turn. 

 

1) Questions relating to self-development or learning: SS helped me… 

 

2) Questions relating to core aspects of relationships building and understanding others: SS 

helped me…
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3) Questions relating to the learning approach of SS:  

SS helped me… 
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Appendix D: Copy of the questions asked for the first questionnaire 
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Appendix E: Copy of the questions asked for the second questionnaire 
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Appendix F: Schedule of questions for individual student interviews 

 

Framing the Satya – before, after and expectations 

1. Tell me about your journey towards the Satya sessions.  

- Who are you with (e.g. are they close friends?)?  

- How do you travel?  

- What is it like? 

 

2. What is it like to arrive? Describe how you felt the first time you came in. 

Did it feel friendly, daunting…? 

 

3. Why did you choose to take part in/sign up for the sessions? 

- What were you expecting before turning up? 

- Did it live up to your expectations? Better/worse/different… 

 

4. Where do you go to after a Satya session? Describe your journey away from the sessions.  

- Who do you see first when you get where you’re going? 

 - Do you feel different because you’ve come from Satya?  

 - Does it affect how you relate to the people you see? 

  - In what ways? 

 

5. It’s a long way to come and you dedicate a lot of time on a Saturday to the sessions.  

- Why do you do that? 

- Does it feel worthwhile?  

 

Exploring specific activities 

1. Have a look at this list of the activities that were part of the Satya. 

-Which of these activities stood out for you? (e.g. that you enjoyed/thought was 

helpful/interesting…) 

  - In what way? 

  - How did it make you feel? 

  - What do you think it was for?  

  - What did the teacher do? Etc… 

 

2. How did you find the meditations? Naveleen leads them in different ways, for example, sometimes 

she uses music, or visualisations, or sometimes just breathing exercises. 

 - Do you have a preference/which of these worked well for you? 

  - Could you say why that is? 

 - Have you meditated before? 

 -How does the meditation make you feel? 

  - Do you like it? 

 

3. What about the activities we’ve done where you’ve worked in small groups – to create something 

or think about an idea (e.g. body sculptures or metaphors for learning). 

 - When we do those activities, how would you describe your role in the group? 

 - Do group discussions like that happen in your school? 

 - Are you the same in group discussions at school?  
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Self-development 

1. Have you surprised yourself during a Satya session? E.g. done/thought something you wouldn’t 

usually? 

 

2. Would you say you’ve learned anything new about yourself through attending the Satyas? 

 

3. Think for a moment and try to pick out what has been your least favourite moment of the Satya so 

far. Maybe the moment you’ve felt least comfortable.  

-  What it was about that moment that you didn’t like…? 

 

Relationships 

1. Are there people in the group you feel you’re getting to know well? 

 - What is helping with that? 

 

2. Are there people in the group you feel you’d like to get to know better? 

- What would make that easier? 

 

3. Tell me about the informal breaktime.  

- What happens during that break?  

- Who do you talk with?  

- Would you say everyone stays in their cliques or do the schools tend to mix well? 

 

4. What about the teachers? How do you feel about them? 

 - Do you feel comfortable around them? 

- Is there one in particular you personally feel more comfortable with?  

- What is it about that adult that makes you feel that way? 

 

Reflection on purposes 

1. The first session was on the body and the second session was on creativity and art.  

- Why do you think they chose the topics that they did? 

- Can you think of another topic that might be appropriate? 

 

General feedback 

1. Overall do you like coming to the Satya sessions? What is it in particular that makes them 

appealing? Would you recommend them to a friend? 

 - Can you think of someone in particular you think would benefit from Satya?  

- What is it about them? 

 

2. If you had one bit of feedback for the group leaders, what would it be? 

 

3. Anything else?... 
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Appendix G: Map of activities for interviews 
This map of activities was used in interviews to prompt students to remember the activities 

they had taken part in, as part of a question about which activities stood out for them at SS. 

It is reproduced here for the reader’s benefit. This only includes the activities in weeks 1-3 as 

interviews were all completed before the 4th session. 
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Appendix H: Copy of staff reflective questions 

 

REFLECTIVE QUESTIONS ON SATURDAY SATYA 2015 

Where possible, please give examples of specific moments/students to help us to build a picture of 

how your experience relates to those of others in the group. 

As the sessions have been quite varied over the years, as much as possible please try to stick to 

describing this most recent set of sessions. Of course it’s fine to refer to other times the course has 

run, but please focus on the sessions we observed so we’re all on the same page! 

Where you feel that you have more to say beyond the scope of the questions, please do just keep 

going… The questions are there to help start you off – we’re interested in any reflective thoughts you 

have about the sessions  

 

1. Looking back over the Satya sessions this term, how well would you say that the students 

responded to the course? What makes you say this? 

2. Could you try to describe what you aim for/hope/intend Saturday Satya to offer students? 

 How well do you think this was achieved this time around? 

3. How would you describe your role in the team leading the sessions? 

4. How would you describe how you intend to relate to students? What kind of an ethos do you try 

to create (through e.g. manner/approach/language etc.)? 

 How effective would you say you are at achieving this? 

How different is this from how you would relate to students in other contexts? 

5. Did you feel that any particular students/groups of students were less well integrated into the 

whole group than others? If so, could you explore why this might have been? 

6. Look at the list of activities attached. Did you feel that some activities stood out for you as more 

or less effective this time around? 

[Please choose 4 activities to discuss and explore why you chose these activities, what 

worked well, what didn’t and why this might have been.] 

7. How would you describe the pedagogical approach of Saturday Satya? 

8. Many of the students at Saturday Satya were chosen by schools because they were Gifted and 

Talented. How do you think it would have affected the sessions if this had not been the case?  

9. How did you feel the research process (researchers present in sessions, mid-term 

questionnaires, reflective interviews) affected the students’ experience of the course? 

10. Would you like to say anything else about the strengths or weaknesses of the Saturday Satya 

this time around?  

Or anything else?...  
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Appendix I: A more detailed breakdown of the OFSTED SMSC development indicators 
 

Below is a more detailed breakdown of what evidence of the different areas of SMSC learning might 
look like, drawn from the OFSTED School Inspection Handbook (September 2015) and 
www.doingsmsc.org.uk. 

Pupils’ spiritual development is shown by their: 

 ability to be reflective about their own beliefs, religious or otherwise, that inform their 
perspective on life and their interest in and respect for different people’s faiths, feelings and 
values 

 sense of enjoyment and fascination in learning about themselves, others and the world around 
them 

 use of imagination and creativity in their learning and willingness to reflect on their experiences.  

Pupils’ moral development is shown by their: 

 ability to recognise the difference between right and wrong and to readily apply this 
understanding in their own lives, recognise legal boundaries and, in so doing, respect the civil 
and criminal law of England 

 understanding of the consequences of their behaviour and actions 

 interest in investigating and offering reasoned views about moral and ethical issues and ability 
to understand and appreciate the viewpoints of others on these issues.  

Pupils’ social development is shown by their: 

 use of a range of social skills in different contexts, for example working and socialising with 
other pupils, including those from different religious, ethnic and socio-economic backgrounds 

 willingness to participate in a variety of communities and social settings, including by 
volunteering, cooperating well with others and being able to resolve conflicts effectively 

 acceptance and engagement with the fundamental British values of democracy, the rule of law, 
individual liberty and mutual respect and tolerance of those with different faiths and beliefs; 
they develop and demonstrate skills and attitudes that will allow them to participate fully in and 
contribute positively to life in modern Britain.  

Pupils’ cultural development is shown by their: 

 understanding and appreciation of the wide range of cultural influences that have shaped their 
own heritage and those of others 

 understanding and appreciation of the range of different cultures within school and further 
afield as an essential element of their preparation for life in modern Britain 

 knowledge of Britain’s democratic parliamentary system and its central role in shaping our 
history and values, and in continuing to develop Britain 

 willingness to participate in and respond positively to artistic, musical, sporting and cultural 
opportunities 

 interest in exploring, improving understanding of and showing respect for different faiths and 
cultural diversity and the extent to which they understand, accept, respect and celebrate 
diversity, as shown by their tolerance and attitudes towards different religious, ethnic and socio-
economic groups in the local, national and global communities. 

https://www.gov.uk/government/publications/school-inspection-handbook-from-september-2015
http://www.doingsmsc.org.uk/
http://www.doingsmsc.org.uk/british-values

