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In brief

The lives of the current generation of
children are being shaped by climate
change, but their opinions and concerns
are not well understood or accounted for
in decision-making. Our study of
children’s questions about climate
change investigates what aspects of
climate literacy are prioritized by 7 to 18
year olds. Climate action was the most
frequently occurring theme in children’s
questions, followed by queries about the
impacts of climate change and
expressions of existential concern about
the future.
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SCIENCE FOR SOCIETY Climate change will affect the wellbeing of today’s children across their whole
lives. Children have a right to information and a right to have their opinions taken into account when adults
are making decisions that affect them. But science, industry, and government have so far failed to engage
with the voices and opinions of the generation that will bear the brunt of these decisions. We asked 1,500
children to tell us what they wanted to know about climate change. Their questions show that climate action
is their greatest concern—they want to know what can be done and what is preventing rapid action. Many
children see climate change as posing an existential threat to the planet within their own lifetimes, and this
leads to feelings of anxiety, grief, despair, and concern and a search for hope and reassurance. Our
research reveals a need for holistic climate change education in schools and greater opportunities for chil-
dren to be involved in shaping the future they will inherit.

SUMMARY

Children across the world are facing physical, emotional, and social impacts of climate change. Despite bur-
geoning scientific and political climate discourse, the voices and opinions of children are underrepresented,
as previous research has focused on the opinions of adults. This lack of representation contributes to feelings
of disempowerment and betrayal. We investigate children’s priorities for climate knowledge, reporting on
questions asked by approximately 1,500 Australian school students as part of a climate literacy engagement
project. They reveal remarkable depth of consideration about climate change, with a stronger focus on im-
pacts and action than on scientific causes. “What can we do?” was the core concern of 40% of questions,
which often emphasized individual responsibility. Urgency and frustration were evident in questions about
climate impacts posing an existential threat to life. Findings demonstrate the importance of considering chil-
dren’s valid concerns when making decisions that affect their education, well-being, and future.

INTRODUCTION

Every day, more children are discovering that they are living in a
climate crisis. Many are experiencing anxiety that humanity and
all life on Earth are doomed."” Young people are disproportion-
ately affected by climate change,® the impacts of which will affect
the health, wealth, well-being, life choices, and career trajectories
of today’s children across their whole lives.*> Globally, a survey of
10,000 young people in ten countries indicates that 84% of young

people aged 16-25 are at least moderately worried about climate
change, reporting feelings of sadness, anxiety, powerlessness,
and guilt." In Australia, 43% of children aged 10-14 are worried
about the future impact of climate change, and one in four is so
troubled about the state of the world they believe it will come to
an end before they grow up.® There is evidence of an emerging
intergenerational divide, as young people report feeling frustrated,
unlistened to, and betrayed by older generations when talking with
them about climate change.”’
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The United Nations Convention on the Rights of the Child®
states that children have a right to information and a right to
have their opinions taken into account when adults are making
decisions that affect them. However, climate discourse across
science, industry, and government does not actively engage
with the voices and opinions of the generation that will bear
the brunt of these decisions. As Gibbons® (p. 23) notes, “chil-
dren’s voices are scarcely heard, and their concerns are
strangely invisible in climate policy dialogues.” Governmental
narratives tend to bracket children as requiring protection and
education, positioning them as passive and marginal actors
whose interests require adult interpretation and representation.®
Where climate change is taught in schools, it is primarily repre-
sented as a scientific and environmental issue without focus
on its sociopolitical causes and challenges.'® This draws focus
away from the current and future rights of children to a safe
climate and ignores their views and feelings about the climate
crisis. There is a need for policymakers and corporate deci-
sion-makers to listen to children’s questions and concerns about
climate change and for schools to enable conversations about
social justice aspects of climate change. "

Literature on children’s attitudes to climate change is rela-
tively limited but is a growing research area. Methodological
challenges of this research mean that studies tend to
focus either on those in their late teens or on small numbers
of children in school settings.'® Previous studies, in UK and
United States contexts, have identified children’s tendency
to see climate change as a spatially and temporally distant
threat,'®'" but this is often somewhat paradoxically coupled
with dramatic expectations of catastrophic futures.®'*'~"7
Several studies have also identified children’s propensity to
strongly individualized understandings of responsibility for
climate action.'® %1718

An analysis of British 10 to 12 year olds’ questions about
climate change found that they see climate change as both a
current and future threat but as geographically distant, some
drawing on science-fiction imagery to describe imagined fu-
tures in which there might be a need to “evacuate Earth.”'® Let-
ters sent by children to the incoming (then undetermined) Pres-
ident of the United States in 2016 contained evidence of three
types of narratives about climate action: a narrative situating
climate change as a political problem demanding policy solu-
tions including a shift away from capitalist norms, a solutions-
focused narrative implying the need for individual and collec-
tive, financial and technological solutions, and “a discourse
of doom” reflecting a loss of hope and anxiety about the im-
pacts of climate change.'” However, concern about climate
change is by no means universal in children.'® For example,
most school students surveyed in the western United States
see climate change as a geographically and temporally distant
threat."*

Children’s climate discourses can, to some degree, be ex-
pected to reflect the broader discourses of the societies in which
they live."'® That children in the Global North (including Tasmania,
Australia) tend to see climate change as a distant threat may be
evidence that they have less direct experience of climate im-
pacts than those in the Global South. It may also be evidence
of social control of what is considered appropriate knowledge
for children through political mediation of climate discourse. So-
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cial norms around what is considered appropriate for discussion
in various life contexts often exclude climate change,20 and chil-
dren who challenge norms of climate silence risk being labeled
either as alarmists or as unwitting pawns of adult political activ-
ists.?" Such social silencing of climate conversations limits our
collective ability to discuss pathways to alternative futures, lead-
ing to a situation in which “the end of the world” is more easily
imaginable than alternatives to fossil fuel dependency or
capitalism.??

Social hierarchies perpetuated through family, school, and
media norms support children making individual choices within
existing systems but also delegitimize collective action that
might disrupt these systems.'® This tension is described by
Karsgaard and Davidson,'® who document a participatory
research project involving 99 school students from 13 countries
that led to the presentation of a white paper on childhood climate
citizenship to the IPCC. The authors found that while the children
participating in their project most often saw climate change as an
issue of justice, they were limited in their ability to imagine
different ways of dealing with this issue by the dominant framings
of individualized responsibility and government leadership.
Despite their age, children felt responsible for their participation
in economic systems that damage the environment: “When
describing how they might act to address climate change and
climate injustices, students tended toward individualist behav-
iors in response to a deep sense of guilt over consumptive prac-
tices”'® (p. 83).

In defiance of pressure to conform to individualist expecta-
tions and in the absence of a democratic right to vote, some
children have sought to have their voices heard by self-orga-
nizing to demand climate action and to express their discon-
tent with existing opportunities for climate education.”*" As
part of a global school strike in 2019, 1.4 million young people
in 128 countries walked out of school systems that they felt
were failing to address their present and future concerns.?%2°
This catalyzed the growth of many youth-led climate action
groups across the world.’® A number of these groups have
made inroads into political and legal fora to challenge govern-
ments to act on climate change, while others practice disrup-
tive forms of protest.®"*> Such political representation for
committed children and young people, while important, is
not an opportunity that is equitably accessible for all.>* Chil-
dren lack opportunities to have their opinions on climate heard
in schools, where most teachers feel ill-equipped to teach the
subject®* and most curricula structurally limit the ability of
teachers to do so holistically.®>™®’ It is therefore vital to ensure
that children are given the chance to learn, to ask questions,
to be heard, and to be empowered to participate in practical
and political climate action through universal access to
climate education in schools.

Here, we report on the results of a study on children’s prior-
ities for climate literacy that elicited questions on climate
change from 51 school class groups of children aged 7-18
(see Figure 1 for examples). Questions were collected over 2
years as part of an ongoing climate literacy project that aims
to listen to children’s concerns and to empower them to under-
stand and act on climate change. We found that the children’s
questions most often asked what can, and is, being done about
climate change, with a strong focus on what they themselves
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Figure 1. Examples of picture questions sub-
mitted to Curious Climate Schools

(A and C) Submitted by Princes Street Primary
School, grade 5/6, 2022.

(B) Submitted by Margate Primary School, grade
3, 2021.

dren’s questions from 2021 to 2022 and
the types of issues they comprise. We
also examine the spatial and temporal di-

flooded?

£ no one did anylhing to help climate chonge,
how long wold i take for the whole world o be

mensions in which questions are framed.
We then discuss the implications of these
findings for the inclusion of children’s voi-
ces in social and political decision-making
and the prospects for climate education
that empowers children to meaningfully
engage in these fora.

Questions were assigned to multiple co-
des according to the specific concepts

can do. Other key themes were questions about the impacts of
climate change, worries about the future, and inquiries about
the science of climate change. We outline the implications of
this research for climate literacy education and suggest that
young citizens deserve to be listened to and involved in political
decision-making about their futures.

RESULTS

Methods summary

In this study, we explore children’s climate attitudes and under-
standings through a detailed thematic analysis of 464 questions
about climate change submitted to Curious Climate Schools in
2021 and 2022 by approximately 1,500 primary and high school
students aged 7-18 from 51 classes across the state of Tasma-
nia, Australia. We describe the main themes identified in chil-

Existential
Concerns

Climate
Action

Climate
Impacts

How will
climate change
affect our lives?

How can people
our age, act on

s it too late?
climate change? ! I

included in them. They were then grouped
by sets of codes into four major thematic
categories: climate impacts, climate ac-
tions, climate science, and existential concerns (Figure 2).
Because questions contained multiple ideas and often sub-
questions, these themes and categories, to some extent, overlap
(Figure 3). The full dataset is available in the supplemental infor-
mation. All percentages reported below are of the whole dataset,
rounded to the nearest whole number. See the experimental pro-
cedures section for full methods.

Climate impacts

The impacts of climate change were discussed in 38% of chil-
dren’s questions. One-tenth of the total number of questions
asked about impacts on places, most notably Earth (6%),
e.g., “With the rate of climate change, what will the earth be
like when I'm an adult?” Children asked about impacts on
their home state of Tasmania (2%) and on Antarctica
(2%), e.g., “What does the melting of glaciers in Antarctica
mean for Tassie [Tasmania] and our climate?” These

Figure 2. The four main themes described in
children’s questions, with examples of ques-
Climate tions from each theme

Science

What causes
climate change? 9
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Figure 3. Euler diagram showing the proportions of questions referring to the four main themes and the co-occurrence of themes within

questions

The three three-way interactions are not represented proportionally but are each 1%. The Euler diagram was created using eulerr: Larsson, J. (2021). eulerr: Area-

Proportional Euler and Venn Diagrams with Ellipses. R package v.6.1.1.

questions demonstrate children’s understanding of the global
scale of the climate crisis and their concern about places
close to home (Tasmania is a “gateway” to Antarctica).

The impacts of climate change on humans accounted for 12%
of questions, in particular about the way we live (4%), for
example, “Will climate change make us live elsewhere? e.g., un-
derwater or in space?”, health (2%), and food (2%).

Impacts on animals and biodiversity, such as the possibility of
extinctions, were the subject of 9% of questions, including
“What species may become extinct due to climate change,
which species could adapt to changing conditions and have
we already seen this begin to happen?” Approximately 7% of
questions asked about ice melting and/or sea level rise, while
3% asked about extreme weather or disasters and 2% about im-
pacts on the atmosphere.

Climate actions

Action on climate change was the most frequent theme, dis-
cussed in 40% of questions. While 13% asked open questions
about what kinds of action are needed, 9% focused on the
challenges inherent in taking action, e.g., “How would you
make rapid climate improvements without sacrificing industry
and finance?”

Around 16% of questions asked about, or implied, who was
responsible for climate action. Of these, the largest group (6%
of all questions) singled out governments or politicians, e.g.,
“How can we encourage government to take action on climate
change?”, with most focused on Australian politicians and less
than 1% discussing the responsibilities of other countries. Chil-
dren asked about collective responsibility of societal groups
including schools, communities, whole states, and countries in
5% of questions. A slightly lower proportion (4%) asked about

666 One Earth 7, 663-673, April 19, 2024

the responsibility of individuals, and 3% focused on young peo-
ple, including themselves as individuals: “What can | do as a
12-year-old to help the planet, and why will these actions help
us?” Some of these questions (4%) implied that people with
knowledge of climate change have responsibility to act, e.g.,
“If the world knows about climate change, why has not much
happened?” This extended to the responsibility of workers—"If
factory workers and other people who work in industries ... are
aware that they pollute the air and water, then why do
they keep producing the products?”—but, notably, almost
never to the responsibility of greenhouse-gas-emitting corpora-
tions (0.2%).

Questions suggesting strategies or discussing action by spe-
cific sectors accounted for 20% of questions. This included stra-
tegies about energy generation such as stopping using fossil
fuels (3%) and moving to renewable energy (2%) or nuclear po-
wer (1%). Policy and governance were suggested as vital to ac-
tion in 5% of questions. Other questions suggested action
related to food, agriculture, or fisheries (3%); the climate creden-
tials of cars and electric vehicles, for example, “Are electric cars
good if they get charged by coal powered electricity?” (2%);
plastics, waste management, and recycling (2%); action on
manufacturing (1%); and finance (1%). Only a small number of
questions asked if humans could adapt to climate change (2%).

Existential concerns

Students raised existential concerns, relating to worries about
being able to stop or limit climate change and what will happen
in the future if this does not occur, in 27% of questions. These
were characterized by uncertainty about the future and often
focused on catastrophe. The largest group of these questions
(15%) asked for predictions of future events, e.g., “Will all the
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Figure 4. Number of questions with spatial and/or temporal dimensions
The bubble size is proportional to the number of questions within each spatiotemporal category.

reefs die?” Questions asked about how long we have before it is
“too late” (7%), e.g., “How long before climate change will
destroy the earth?” Nearly 4% asked if the effects of climate
change can be reversed, and 2% asked if they can be stopped.
Some 5% of questions implied a doomed planet or doomed hu-
manity—e.g., “How long will we be able to survive on our planet if
we do nothing to try to slow down/reverse climate change?”

Climate science

Scientific questions about climate change made up 25% of
questions. The largest group of these (11%) were questions
about the causes of climate change and the physical processes
involved—for example, “What causes the earth to get hotter
due to climate change?” Hypotheticals, or “what if” questions,
such as “Would our world be the same now if the Industrial Rev-
olution hadn’t happened?” comprised 6%. Other questions (3%)
asked about scientific evidence, for example, “How do they
know the climate and percentage of gases, such as methane,

present, as can be seen in Figure 4. A majority of questions
focused on future events at distances beyond Australia or in pla-
ces that were unspecified. The largest group of questions referred
to an unspecified future time that most often appeared to be within
students’ lifetimes. The second largest group referred to what can
be done now. In terms of spatial scale, 9% of questions in total are
situated at Earth scale, compared to just 1% of questions being at
the scale of school or home, 3% at local state (Tasmania) scale,
and 3% at national (Australia) scale.

Differences between primary and secondary students’
questions

A comparison of the proportion of questions in each theme
asked by students from primary versus secondary schools
(Table 1) shows that the relative numbers of questions on climate

Table 1. Thematic breakdown by primary/secondary school

in the 1800s?” Nearly 2% of questions posed counterargu-
ments, such as alternative climate scenarios, e.g., “Is it possible
for the Earth to get colder instead of warmer? What would have
to happen for this to occur? What are the chances of another ice
age and what would the effects be?” A small number (1%) asked
about how the ozone layer might be implicated in climate
change.

Spatial and temporal framings
Questions with spatial and temporal framings were coded accord-
ing to their distance in time or space from students’ homes in the

Percentage of
questions from
primary schools,

Percentage of
questions from
secondary schools,

N =172 (%) N =292 (%)
Climate impacts 45 34
Climate action 37 41
Existential concerns 28 26
Climate science 23 27

In Australia, primary school includes children up to age 12, and second-
ary school includes young people from age 13 to 18.
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science and expressing existential concerns are consistent
across age groups. However, primary school students are
more likely to ask questions about climate impacts, and less
likely to focus on climate action, than older students.

DISCUSSION

The breadth and depth of children’s questions indicate sophisti-
cated capacities to engage with and inform social and political
discourses about climate change. Listening to and answering
children’s questions disrupts dominant social hierarchies of
adult power that marginalize young voices and legitimizes the
active and collective role of children in seeking transformative
socioecological change.”*" Children’s questions about futures
and impacts indicate an interest in who is responsible for deci-
sion-making about things that impact the conditions of their
own lives. Further, their questions also probe for ways to
respond to climate change outside dominant framings of individ-
ualized and government leadership. This is evident, for example,
in the question “How do we make a vacuum car to suck up car
fumes and fire gases?” Empowered to think more freely, children
indicate a willingness to seek alternative, innovative actions to
respond to the wicked problem of climate change.

Children’s questions indicate significant uncertainty about the
future, in common with previous research.®'**® Revealing their
emotional landscapes, children’s questions about existential
concerns reflect anxiety, grief, despair, concern, and a search
for hope and reassurance. For example, questions such as
“People are aware of climate change, but do nothing. So, what
hope do we have? Not many people are willing to make a differ-
ence. We can’t turn around from this now” indicate an affective
engagement of children in their questions about climate change.
Temporal framings of an uncertain future within their lifetimes are
consistent with the findings of Hickman et al.’s’ global survey
and Zummo et al.’s'” discourse of doom narrative. This uncer-
tainty contributes to children’s loss of ontological security and
a sense of overwhelm. As did the British children in Lee and Bar-
nett’s'® study, some children in this study explicitly or implicitly
drew upon images and themes from speculative fiction to try
to imagine their future world. For example, “In ‘Cloudy with a
Chance of Meatballs’, we saw some unusual rainfall patterns!
What changes to rainfall can be predicted due to global
warming?” and “Will climate change make us live elsewhere?
e.g.,: underwater or in space?” There was a notable overlap
(13%) between climate impacts and existential concerns in our
results. It is possible that seeking clarity on climate impacts
may be a way children try to address their existential concerns.
Asking questions about the scientific certainty about the causes
of climate change, “what if” scenarios, and projected impacts
could also be understood as being motivated by significant
concern about existential threats to life.

Unlike previous studies, children’s questions suggested that
they do not see climate change as distant in space or time. While
many questions were framed at a global scale, concerns about
current impacts on people, animals, and places that they care
about often tended to follow the form “what has happened
already, and what further impacts can we expect?” Younger
children in particular, possibly still coming to terms with what
climate change means for the world around them, tended to
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focus strongly on impacts. However, the strong emphasis on
existential concerns across all ages, and climate action in 41%
of questions by secondary students, suggests that climate
change is no longer an abstract topic for these children—they
perceive a real and present threat to their lives that demands a
swift and adequate response. It is possible that this reflects a
growing engagement with climate change, either through its
growing prominence in public discourse or through movements
led by young people, such as the School Strikes for Climate.

Children, particularly those in older age groups, recognize the
need for climate action and are also aware of its inherent chal-
lenges. Questions about responsibility for action were often
related to why certain groups in society who might be expected
to take action were not doing so or not doing enough. Govern-
ments were singled out for the most criticism in this respect as
the ultimate legislative and policy-setting authorities. This may
reflect a strong focus on government in educational curricula.
In contrast, corporate and industrial interests were only once
mentioned as having explicit responsibility for climate action—
and then only alongside government. This could be attributed
to a lack of knowledge among children about the power and in-
fluence of large corporations and a lack of focus on this subject
in school curricula.

Instead of questions focusing on system or corporate respon-
sibility, we found a strong emphasis on individual responsibility
to act, including the responsibility of children themselves. This
finding is in common with previous studies with children'*%17:18
and with a similar project involving adults in Tasmania.® Ques-
tions suggested a moral imperative for action by those who are
not ignorant of climate change and a palpable sense of betrayal
at people’s lack of response despite their knowledge. Children’s
questions presented a disjuncture between the catastrophic
scale of the existential threat described and the limited scale
of responsibility and action they could imagine in response.
This finding makes clear the need for climate education that en-
ables a holistic understanding of the wicked problem of climate
change and deliberative consideration of the entire spectrum of
future pathways. A focus on climate action could be empowering
for many children, but it should be recognized that children
are not responsible for the climate crisis and should not be re-
sponsibilized as potential saviors—pressure to constantly and
consistently act in a climate-positive way can contribute to
further climate distress.® While children’s questions predomi-
nantly framed responsibility at an individual level, collective re-
sponsibility of schools and the national responsibility of Australia
were also highlighted. The inference that children see them-
selves as part of school communities with a responsibility to
act on climate change is important for education policy.

It should be noted that there are limitations to the generaliz-
ability of findings of this study, as participation was voluntary
and limited to Tasmanian children. More information on potential
selection biases can be found in the experimental procedures.

Conclusion

Children are excluded from climate discourse through a lack of
climate literacy education®® and limited opportunities to be
involved in decision-making as citizens.*° The UNESCO*' Global
Education Monitoring Report found that half of all school
curricula globally do not explicity mention climate change
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Figure 5. The Curious Climate Schools engagement process
Reproduced from https://www.curiousclimate.org.au/schools.

anywhere in their content. Climate change education for young
people, globally, has tended to focus on scientific knowledge
rather than social or political aspects of climate change.'® Our
analysis of questions submitted to Curious Climate Schools indi-
cates that while there is a need for education about the physical
causes and processes of warming, children are more concerned
with what climate change means for them and the things they
care about and about how this problem can be solved for the
future of the whole planet. Schools that take on the challenge
of listening to students’ voices, providing support for climate
distress, and helping them shape collective climate action within
their school communities have a double opportunity: to help chil-
dren learn the strategies they need to manage feelings of climate
anxiety and to empower young voices in public climate
discourse.

EXPERIMENTAL PROCEDURES

Resource availability

Lead contact

Requests for further information should be directed to the lead contact, Chloe
H. Lucas (chloe.lucas@utas.edu.au).

Materials availability

This work did not produce any novel materials.

Data and code availability

The data are available in an online data repository, accessible at https://dx.doi.
org/10.25959/mx78-zb37. The original questions posed and the answers pro-
vided can be viewed in aggregate form at http://www.curiousclimate.org.au/
schools.

questions, answers,
maps, classes and
useful resources

schools

goes live

Participants

Curious Climate Schools is a climate literacy engagement project in the
state of Tasmania, Australia.’® Teachers register their classes to participate
and receive detailed instructions about how to facilitate a “climate questions”
brainstorming session (see supplemental information). These guidelines
specify how teachers should openly encourage classes to think about climate
change in its broadest sense across political, environmental, social, techno-
logical, legal, and economic spheres. Teachers lead a brainstorming discus-
sion, after which students write down all the questions about climate change
that they can think of on a set of index cards. The class then groups the ques-
tions into sets of categories and votes on its top ten questions (see Figure 5).
Each class submits its top ten questions to the Curious Climate Schools web-
site. Teachers consent for their classes’ questions to be published online via
the Curious Climate Schools website. These questions are in the public
domain and can be found at https://www.curiousclimate.org.au/schools.
Advice from the Institutional Chair of Ethics was sought to address ethical con-
siderations associated with the use of publicly available materials generated
through the climate literacy project Curious Climate Schools for research pur-
poses. While the Chair advised that application for institutional ethics approval
was not necessary in this case, we adopted ethical principles in the conduct of
the research through protecting the identities of teachers and students in the
presentation of student questions.

Across the 2 years represented in this dataset, 51 class groups from 27
schools around Tasmania submitted questions (see Table 2). Of these schools,
18 were government and nine private schools, 20 in regional urban settings, six
in rural settings, and one online. There was a wide range of socioeconomic cir-
cumstances across these schools, with six schools in the lowest quartile of
educational advantage in Australia and nine in the top quartile. Students’
ages ranged from 7 to 18 years, with the majority of participants aged between
10 and 16 years. While this represents a broad and diverse sample of Tasma-
nian children, it is subject to some biases. Registration was voluntary, and
teachers were more likely to register their classes if the teacher had some level
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Figure 6. Coding hierarchy
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of interest in climate change. Challenges of time and ability to fit participation
into already packed time tables meant that it was harder for high school stu-
dents to participate. Siloing of subjects and limitations of the Australian curric-
ulum also contributed to this challenge. In 2021, 269 questions were asked by
28 classes, and in 2022, 195 questions were asked by 23 classes. Of the total
464 questions, 460 were “unique” questions not asked using exactly the same
words more than once. Many of the questions were complex and included
multiple sub-questions. A large number also had embedded assumptions or
made use of particular concepts or framings of climate change.

Analysis

Detailed thematic analysis of questions*® was undertaken by the lead
author and checked by authors two and three. Thematic categories (here-
after “codes”) were identified inductively through immersion in the mate-
rial, with codes generated for any information contained in the ques-
tion—such as who it pertained to, what it described, in what time frame,
and where. Each question was assigned to one or more codes in NVivo
based on whether it included words or phrases relevant to each code.
Coding aimed to be comprehensive so that as many subjects, meanings,
and forms of query as possible were categorized. Each question was there-
fore assigned to multiple codes. After the questions were initially coded, a
second round of checking and re-coding was done to ensure that each

Miscellaneous

question was checked against each code. A third round of checking
ensured that codes did not duplicate information, collapsed codes with
less than three questions into higher-level codes where possible, and
ensured that each code name clearly represented a shared property of
the questions coded to it and that each question was coded to all relevant
codes. These codes were then thematically grouped into four overarching
themes, climate impacts, climate actions, existential concerns, and climate
science, and two overarching framings, temporal and spatial. For example,
“How will Tasmania stop the waters rising” was coded under “ice melt or
sea level rise” in the theme climate impacts and under “calls for action,”
“responsibility for action/Australian state/federal governments,” and “re-
sponsibility for action/collective” in climate action. As a result, it is counted
once for each of the major themes climate impacts and climate action. It is
coded as having a spatial framing of Tasmania and a temporal framing of
unspecified future. Figure 6 shows the final coding scheme. An additional
eight questions (submitted late by one class) were coded after the themes
had been identified.

SUPPLEMENTAL INFORMATION

Supplemental information can be found online at https://doi.org/10.1016/j.
oneear.2024.02.017.
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