Observations, project themes and interview outcomes

Chapter five

During chapter four I discussed the early processes and strategies to help raise awareness of ESD in our school. The aim of chapter five is to discuss the project topics that the Eco Group implemented and the outcome of the school’s environmental pilot study audit. In addition, this chapter presents several responses from the pupils in the wider school community and the Eco Group. 
Preparing for the Sustainable Schools National Teaching Award process and outcome (pilot audit) 

During chapter four I discussed the outcome of the sustainable schools audit.  The data I collected was used to produce a full detailed report of the school’s sustainability practice. During this process the school received a formal nomination for the National Teaching Awards for Sustainable Schools. Consequently, due to my study into ESD and the Eco Group involvement we were asked to take ownership of the necessary arrangements to carry out the second phase of the nomination. The pilot study audit was filed on line to the National Teaching Awards site. The school was told that it had passed the 'first hurdle' and was asked if the judges could come in. During these developments, (March 2008), the Eco Group also became involved. 
How did the pilot audit help the study and school? 

The Eco Group were asked to become part of the Sustainable Schools judging day.  I became an observer during their involvement. The Eco Group planned several tasks before the official judges visited the school during one of our weekly lunch break meetings, their approach to the organisation was recorded in the field diary. The group took ownership of the lunch arrangements for the three judges and decided to prepare the menu the afternoon before the event. During this stage I carried out an unobtrusive observation and recorded the data in the field diary. My role throughout the process of planning, making and delivering the lunch was as a facilitator. The observation of the vignettes that evolved indicated that the group had a clear understanding of how to present themselves to the judges. The group were competent and organised, their ability to expound views on the ‘Eco Schools’ and ‘Sustainable Schools’ topics appeared comprehensive (verbal feedback from the Teaching Award judges). Proponents of environmental education (Harris et al (1996), Hart (2003) and others) have also witnessed these qualities in young people during projects of this nature. Several members of the Eco Group expanded on their understanding of environmental concerns and in one case the pupil explained that her home life was lived in a low carbon zone (discussed later in this chapter). This shared learning experience discussed by the Eco Group may appear superficial on a local level.  However, Goodall (1994) explains that discussing local environmental issues that will translate into a larger global issue will help to promote a sound understanding during environmental education. Throughout the process the Eco Group appeared to present themselves as responsible citizens. The group talked about their home-lives and the problems within their community, their school and future possibilities for the school environment. McKeown, (2002) has highlighted the need for pupils’ to demonstrate skills in this way, in that pupils need to communicate as adults in many areas, 

that these skills fall into one or more of the three realms of sustainable development - environmental, economic, and social. They need the ability to communicate effectively, and to think about systems (both natural and social sciences) [….] also think critically about value issues, and move from awareness to knowledge to action (p20).
 The Eco Group appear to be developing skills in this way. However, I felt that this side of the partnership worked well, whereas I found that the judges appeared to pitch the discourse well below the pupils’ abilities. Both judges were retired primary school headteachers; as a consequence their discourse appeared to be pitched at primary level. Huckle (Seminar, April, 2008, University of York), also expressed his concerns surrounding the delivery of the Sustainable Schools Teaching Awards and the manner in which the processes are carried out.
Did the Eco Group achieve a change in attitudes from the wider school community?

Here I will discuss the outcome from several interviews targeted at a sample of pupils in the wider school community. Many of the questions are linked to the initial stages of the Eco Groups ESD campaign. 

The first section of interviews was carried out after the Eco Schools assemblies presented by the Eco Group.  I conducted ten interview periods with pupils from year nine. The objective was to find out what they understood about the message the Eco Group were trying to convey. Each group consisted of between two and five pupils. 

I asked the groups – “what message do you think the Eco Group were trying to get across this morning?”
Group 3 – one pupil stated:

They’re trying to get everyone in school to recycle and stop 
dropping litter. 

I-
Do you think they will get pupils to carry out these things?


Probably, I’m not really sure, most of us do put stuff in the 
recycle bins, but I don’t think they’ll stop dropping stuff 
around school, unless, unless they make some proper rules 
about litter. 

I-
Do you think the Eco Group are right to try and get these 
things done?


Group 4 – one pupil stated:


Yes I do, most of us are doing this at home, I don’t drop litter 
at home or where I live, I just sometimes do it here because 
the others do. 

Here the pupil has identified that his behaviour towards his environment is more responsible at home. Jickling (2004, p136 cited in Scott et al. 2004) questions weather it is the job of education to persuade or make the public act in a sustainable way. Education should be concerned with enabling people to think for themselves. Pupils need to feel that they have a purpose in attempting to keep their environment tidy and free from pollution. Jinking (p137 cited in Scott et al. 2004) writes that children should be educated not conditioned to carry out sustainable thoughts. However, it could be argued  that clarifying the points is perhaps the role of education and through this clarification  responsible behaviour may develop (Palmer, 1994). 


Further discussions with the year nines focus on the value of the Eco Group’s standpoint and  whether the wider school would ridicule their attempts.

One pupil said:


We really like the girls so we wouldn’t make fun of them 
while they are trying to do this stuff. 

I-
So do you think what they are trying to do is important?


Yes we do, why wouldn’t we? It’s not a bad thing their trying 
to do. ….Also because we are friends with them, most are 
really nice girls, we like what they want to try and do. 

Here the responses indicate that the attitude of some pupils is sympathetic to the Eco Group’s position. This outcome appears to contradict a theory made by Eyre (1997, p99), that the biggest obstacle to effective provision for able pupils is other school pupils’ attitudes, in that it is not considered ‘cool’ to be bright and have a ‘voice’ in school. 
I then asked the Group (1) if anyone had come across the Eco Schools programme before. 

One pupil said:


Yes my little sister has done stuff with Eco Schools at 
primary school. She talks about the jobs they do and the 
garden they are making and recycling stuff. 

I – Do you think the group here will be successful and valued? 

One pupil in Group 1 said:

I’m not sure really, I hope they are OK and get stuff done. We talked during lesson afterwards; they seem to be serious about what they want to do. I think if they keep telling us then maybe we will all start to act a more responsibly.  

The cultural attitude from this pupil is very supportive of the Eco Group. 
This response is in contrast to Eyre’s (1997, p100) theory that success for able pupils is not valued by their peer group and the public at large. Milgram (1991) writes, that these students need to be valued in the educational system, that gifted pupils need to feel that there is a place for them. During the process of attempting to raise awareness of the Eco Schools programme, the Eco Group classed as G&T took on many roles and appeared to gain much from the experience. I asked the group during the next weekly meeting how they felt the assemblies went. All replied that they felt very nervous, but got a lot from the experience. I then asked if they felt the school environment was an important issue: 

Pupil A said: 


I think the stuff is like really interesting especially the assemblies we did and the school judging day. I found some of the projects we did was really scary, talking to the whole school during the assemblies and talking to the staff and the judges. 
   I:
Do you understand the importance of the projects you are trying to do?

Pupil A:
 I think it is important to get the students to think about the way they treat the school and the amount of stuff they recycle. I do a lot of stuff like this at home as well.

Here the student appears to have mature and independent thought processes. Palmer (1998, p95) states that ‘if students are to be capable of acting on their choices and influencing environmental decision making, then environmental education must incorporate the development of students’ knowledge of the political – legal process and skills in political advocacy.’ The early tasks that the Eco Group decided to initiate led to the unfolding of other ideas and projects that would highlight the purpose of environmental awareness in school. I asked one of the year nine groups (all boys) after the assemblies, what message is the Eco Group trying to get across to the school? 
Group 7:
 I think stuff in school Miss, the recycling and trying to keep the place tidy. 

I:
Do you agree with this?

Group 7:
 Not sure really. I know that we should do stuff. But I’m not sure others will stop making the school untidy. 

I:
Do you think the Eco Group have a chance of changing behaviour?

Group 7:
 Not sure. I think we need to plan and try and keep the area a bit cleaner. The group are trying to get that done. 

Here the pupil’s response does not seem to suggest an answer with a theoretical context. There is a hint at concern for his immediate surroundings, but nothing on a large scale. I asked Group 7 if they felt the Eco Group were asking too much of the students in school, one girl stated: 

Group 3:
I think the ideas are meant to be good, so there is no reason not to try and give support. 

Harris et al. (1996, p34) states that the way children talk about the environment both physical and human shows it to be an important subject to them. It also raises issues that children are capable of addressing issues that are often viewed as ‘un-cool’. There appeared to be some support and understanding from the year nine pupils, most of which centres on friendships and this appears to be the reason for their opinions. During this stage I decided to interview the Eco Group using semi-structured questions. The purpose was to find out if they felt they were creating changes that were scaleable within school. I asked the year nine group the same opening question, 
I:

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

This response indicates that other subjects are using the Eco Schools programme to promote environmental awareness within their subject. The use of intrinsic knowledge and experience is often a good starting point for a topic during lessons.  Scott (2002, p7) writes:
we none of us quite learn what teachers teach. It is much more subtle than this. The meaning we make of experience always depends on context, and learning accrues from personally and socially constructed interpretation. In other words, what we make of it – what we learn – is down to us and our social interactions.
The social interaction of the Eco Group has helped to promote interest between pupils.   The experience of delivering the Eco Schools programme has aided their interpretation of how to relay the experience and subject topic. Another Eco Group member explained her interpretation of where she feels the school is placed within ESD in that: 
Pupil E:
I think that the school is only halfway there with sustainability; there are lots more points that need to be put across to all the pupils and they need to carry out more sustainable behaviour, like thinking about their community and stuff, and stop dropping litter everywhere.

The responses from both these Eco Group members appear to have moved away from trivia environmental education, to reflective critical thinkers.  Hart (1993, cited in Scott et al. 2004, p160) states, that historically schools were not intended to develop critical thinkers, social inquirers, and problem solvers or active participants in environmental/social decisions.  That teaching and learning is now intended to be a sequence of co-operative processes that demands students actively engage in critical or complex thinking about real problems. Teachers should be amenable to students’ decisions and social constructs (Hart, 1993, p160). Clearly there is evidence here that the students are thinking in terms of their community. I decided to try and delve further with this line of thought and asked the pupils:
I:
Do you know what a sustainable community is?

Pupil D:
Yes we did about this in Geography, thinking about how costly these things are to other generations.

I:
Employment is one of these factors. Can you tell me about your understanding of this?

Pupil D:
We only have a few big employers in the area we need to make sure they stay here, like not running out of resources and stuff. So that employment is still there. 
Palmer et al. (1994, p129) writes, that pupils need to understand their home, school and community, and develop a sense of responsibility that demonstrates the relationship between humanity and the environment. The view from all the G&T pupils within the Eco Group appeared to show some of these qualities and skills and has the potential to develop into future community cohesion projects. During the study, through semi-structured interviews, often interesting facts relating to community and participation were witnessed (interview transcriptions are discussed later in this chapter).  

I am now going to discuss two projects the Eco Group became involved in. The first is a teaching and learning large scale project with an environmental theme and second is the Eco Fair the group organised.
Eco Group develop skills in distributed leadership and ‘Assessment for Learning’ 

An equally significant development that followed many of the group’s projects, was the resulting request to involve the Eco Group in a sizeable 'teaching and learning' project for Learning2Learn
 (I was also one of the teaching team). The focus of this project was to try out distributed leadership between the pupils and teachers, with new ideas and a degree of innovation. During the autumn term all year sevens carried out a 'green park design' project. This I believe had been a live project within the local community. The pupils were asked to carry out a field study of the site, then to design and create a feasibility study, culminating in a 3D 1:50 scale model of their ideas and finally to present their work for marking just before the autumn term finished. The pupils worked in groups and carried out this project during four lessons a week over four weeks. Throughout the project a ‘controlled monitored’ observation was carried out this helped to answer further research study questions. This project had built in qualities that allowed a large cohort of pupils to engage in real-life conditions within their community. Hart (2003) writes that participatory education of this nature is almost synonymous with environment-related education. Therefore, this project appeared to be an ideal opportunity to promote ‘pupil voice’ and pupil participation. Hart (2003) writes that environmental education is more of a philosophy than a curriculum area; teachers always find ways of incorporating environmental education into their programmes, contrary to official stories of a teacher-proof curriculum. The core values and objectives the ‘green park’ project aimed to extract was respect, caring for the community and distributed leadership through senior pupils guiding junior pupils. 

As a team of teachers delivering the Learning2Learn process of discovery; we felt that the local community green space project was sustainable for many reasons. Firstly, year sevens would all have the experience of thinking about community regeneration and were encouraged to concentrate on the need for a community provision for certain groups. They could be creative and develop many skills in a range of cross curricular activities. Hart (1993, cited in Scott et al., 2004) states that, 

better environmental education is not simply one of producing more or better curriculum project materials, but one of creating the conditions for participatory action research as a perquisite to curriculum planning and professional development (p157).

During the ‘green park’ project, many of the teachers involved decided to use this teaching and learning experience to help inform future social pedagogy and curriculum planning. 

Moreover, the L2L team decided to focus on possible systems that had a degree of innovation. The resulting outcome was to ask the Eco Group to come in during the last two days of the autumn term to assess and mark all of the year seven projects.  

Assessment for Learning completed by the Eco Group


The assessment panel consisted of seven from the Eco Group. My role was one of a facilitator.  They were given the descriptor levels
 and subsequently followed through this guidance. We set aside a room with computer facilities and space for each year seven group to present their ideas.  The first analysis made by the teachers (facilitators) involved centred on the roles each Eco Group member decided to assume, including their leadership qualities. The skills the Eco Group appeared to be developing come under the heading of peer assessment; this is a system that is often used during GCSE work for ‘assessment for learning
’ (AfL) techniques. The purpose of these tasks was to allow the Eco Group to develop participation through distributed leadership and pupil empowerment.  However, Hart (1993, cited in Scott et al., 2004) writes that the interpretation of participation to empower ‘marginalised’ people (including students and children) has not yet materialised into empowerment or transformation in any sense. That projects that are purporting to give students a distributed leadership role in a themed cross curricular environment is often typified only by the ‘manipulative’, ‘decorative’ and ‘tokenistic’ forms of participation (Hart, 1992). Arguably this theory has been discussed and proven by many other theorists (Rudduck et al. 2004, Flutter 2006, Lewis 2008, Lundy 2005) however, could time now disprove this viewpoint?   Many teachers place the pupils’ interest centrally when carrying out pupil consultation and participation. Scott (2002, p12) states, there is also a pragmatic reason for focusing on themed subjects and allowing teachers to explore appropriate frameworks or disciplines that will support ideas for participation that already exist in this area. This will work in tune with a school life and teacher professional learning.  School environments have motivated teachers that are willing to impose various new ways of learning.  This skepticism surrounding the role of education within the cross curricular context discussed by proponents of environmental education (Scott, 2004 Chapman, 2004, Huckle, 2008 and others) is misplaced. The current vision within many schools (Sustainable Schools conference York 2008) is to simulate environmental education through themed projects that link human environmental issues and local community cohesion. Hart (cited in Reid et al. 2008, p197-211) has witnessed several central issues during case studies that promote participation and environmental influences. He states that we think we were able to:

see many ways that teachers participated in experiencing, perceiving, and knowing the world, involving intellect, the senses, emotions, and spirituality. Some people created experiences that were enabling, or emotionally infectious. For others, experiences in the environment occurred more spontaneously, for example, during outdoor excursions, or as part of planned educational experiences (p208).
A modification of the identity of teacher practices, as Hart (p208) also writes needs to include the notion that many educationalists in schools promote the role of emotion and desire in learning. The desire to introduce a new learning experience by the L2L team during the ‘green park’ design project had many of the qualities analysed by Hart (p208). 

During the ‘green park’ project assessment the Eco Group appeared to quickly share the power balance and the discourse was pitched at an appropriate level from one pupil to another. Two from the Eco Group decided to take notes to remind the others about what had been said. The year sevens presented their work using a PowerPoint presentation and a 3D model that was placed on a sizeable board.  The Eco Group used the 'AfL' marking criterion throughout. During the morning I found that the power balance was shifting; that the higher ability girls appeared to manage to concentrate for the length of the task and maintain their enthusiasm for each group of year sevens. Both Eyre (1997) and Smith (2006) have observed these qualities in the G&T pupil.   Many of the questions the Eco Group asked the year seven pupils centred on the sustainability related issues of the project. This was documented in the field diary.

During the morning, some lower ability pupils within the Eco Group started to develop low level disruption, showing signs of bullying tactics towards their peer group (G&T). Smith (2006, p77 &p178) writes that often in the school environment the G&T pupil can be on the receiving end of low-level bullying, and that G&T strategy
 has heightened awareness of anti-bullying policies that are needed. Equally, I am aware that pupils of this age group do fall out (Osler, Street, Lall & Vincent, 2002) and this negative aspect of the dynamics can cause problems if not addressed. This resulting outcome did begin to answer my next research question relating to the nature of pupil participation and its potential for long-term sustainability (Further discussion surrounding this outcome is discussed later in the chapter). 
How sustainable are the Eco Group roles?

I move now from the ‘green park’ design project to an equally significant project known to the school as the summer Eco Fair; I highlight this project because of the sheer size of the organization.  The group decided to bring together the whole school via a Summer Fair, but they wanted the theme to be environmental. The event took a lot of organisation, planning and preparation. The Eco Fair was held in the early summer. The group dedicated a great deal of their own time towards this, as they wanted all the school to take part. They also wanted the Eco Fair to have a lasting meaning within the school. Emmons (1997, p35) describes environmental action as ‘a deliberate strategy that involves decisions, planning, implementation, and reflection by an individual or group. The action is also intended to achieve a specific positive environmental outcome, either small or large, all have significance.’ Therefore, the Eco Group decided to raise the profile of the Eco Schools programme by putting together a sizeable enjoyment provision. 
Overall, the group appeared to develop roles very quickly with efficiency and maturity. Each pupil was delegated a job. Two took on the role of writing to companies for support either in funding or products that they could sell during the Fair. Three from the group worked in the D&T workshops making products from wood taken from the recycling boxes. A D&T teacher was enlisted by the group to help during this stage. He showed the group prototypes of Eco products (recycled) which the group used as a pattern template to copy.  Six in the group worked for several weeks collecting prizes for a large tombola. The group had specified that second hand products should also be used (reuse) on this stall. Four of the girls enlisted the help of their families to make food products to be sold on the day. One enlisted the help of her relative to gain food products and sweets. Finally, the group decided that the main objective of the Fair was to raise funding for additional recycling facilities in school and to highlight the importance of the Eco Schools programme. During this process it was noted that the Eco Group was carrying out a genuine form of participation and shared decision-making. The Eco Group was given the opportunity to develop skills that would increase their ability to influence affairs around the school community. In contrast to Hart’s (1993) concerns surrounding the manipulation of pupils, during this process there appeared to be direct action initiated by the Eco Group. As Bishop and Scott (1998, cited in Reid et al., 2007) write’,  some actions may not address the root causes of environmental problems, but they have the potential of contributing. For example when youth takes action to achieve change,  many skills in planning, public speaking, fund raising and organising community support can be acquired. These effective skills have significant purpose and power (Reid.et al. 2007, pp. 181–196). 
Deliberate action
During the planning stages for the Eco Fair the group spent many afternoons after the school day coming into the department to make or sort out produce.  During the Eco Fair the group brought together the whole school throughout the day. Many pupils commented on the fun nature of what was in place and some did ask about the credentials of the Eco Schools programme. The group managed to raise a considerable sum that they banked with the headteacher’s personal assistant in their own Eco Schools bank account. This project could be described as ‘learning in an action group’. ATL (2008) and other proponents of environmental education have stated that pupils should be given the opportunity to understand the importance of these mechanisms when learning in schools. Therefore, I feel that the Eco Group were given the opportunity to develop many skills during this process, culminating in the achievement of their objective. 

However, during the Eco Fair developments appeared to surface within the pupil hierarchy, resulting in a conflict of personalities which needed the intervention of their Head of Year.  Problems with this age group can often occur; research indicates that where girls are involved behavioural problems can affect the positive outcome (Osler et al., 2000). Research into girls’ behaviour in school states:

girls identified the opportunities that school provides to build friendships as one of the most valued outcomes of schooling. Nevertheless, it seems that friendships can also be a source of great tension and conflict and friendship problems often hinder learning (Osler, et al 2002, p24).
Due to these developments I began to formulate several additional questions. I felt that the impact of this could affect the importance of action participation and ‘pupil voice’ in a detrimental way within our school, indeed ATL (2008) state, 

in developing pupil participation, it is important that pupils understand their rights, but also the responsibilities that these entail (p4).
The sustainability of this group and the longevity of any future outcomes will require a good working relationship.  Therefore, I feel that the long-term sustainability of the roles needs to be assured. Research has highlighted the long-term harmful effects that result during friendships. Hey’s (1997, cited in Osler, et al. 2002) findings on social relationships between girls state,
for the girls in her study, ‘bitching’ was a major cultural practice of some groups and events such as fallouts with friends, social harassment or being socially excluded were traumatic for those involved. These processes are often invisible to classroom teachers yet they can often have a very detrimental effect on concentration and learning (p24).
I was made aware of the pupil hierarchy problem within the group but found that if I attempted to intervene the group would ‘play down’ the experience. Girls often perceive bullying as typically involving verbal or psychological abuse. Research does indicate that girls often have reservations about disclosing problems or have fears about making it worse or are simply too embarrassed to speak up. (Osler, et al. 2002) I realised that the Eco Group participation could be in jeopardy if a solution was not found during these developments. As a result, I decided to speak to the girls to see if I could help to come up with a solution. The group’s head of year was also involved, but stated that the group should stop working together if the problems persisted. 

Consequently, when I approached the group to find a solution to the pupil hierarchy problems they all appeared to suggest that these issues were normal within the group.  The group by now had become the main ‘voice’ for the promotion of ESD in school. Due to these developments I needed to ask if the group felt that they had a responsibility in keeping the Eco Schools programme on target within the school. Literature suggests that mechanisms can be developed to help pupils during the processes of participation. It reads,
[….] pupil participation can, however, be developed in such a way that pupils begin to understand how rights can conflict, and how they can begin to address those conflicts. This is vital learning, for school life and for pupils’ lives outside of school (ATL, 2008, p4).
The group worked for a long time in an independent way, they carried out many activities and identified areas and issues for development, as well as contributing to solutions for the promotion of ESD in the school. Over the coming weeks I found that the group was becoming smaller. Thus I decided to carry out the final section of semi-structured interviews, as I wanted to hear their views on the recent developments within the group. I arranged several one-to-one semi-structured interviews with the Eco Group during June/July 2009. The aim of this section of interviews was to try and discover why the group had decided to disband and if there were any other underlying reasons that I was not aware of.  As I have already stated, the first two sets of interviews were simply to find out how the group viewed their progress, what learning had taken place and what views they had about the social responsibilities connected to environmental education.  Here I am focusing on the late developments within the group; I have transcribed the interview outcomes to illustrate the group’s opinions. I set up the interviews in a separate room with another staff member present and started with the questions. Why did you decide to stop coming to the meetings?  One pupil said,
Pupil E:   We worked really well and it boosted everyone's  

                
confidence, but I think I got bored with it, there wasn't 
                
enough time to plan and do stuff by the time we got us   

                
lunch and sat down. Only half an hour break was   


really difficult to get everything we wanted to do.

The length of the lunch break did appear to hinder any organisation plans; this was often discussed during focus group meetings. However, I did feel that the comment surrounding the boredom of the meetings needed to be discussed further. Reid et al., (2007, pp. 321–337), reports on a case study where the coordinator suggested that two separate Eco councils were in place. One for the pupils and another for the adults, they stated ‘…it is simply too boring for the pupils to participate in planning meetings.’ The role of the teacher instead of the facilitator, asking questions and coming up with suggestions and ideas for action strategies could work as a tool to enable pupil engagement to carry on (p331). I asked other pupils what their opinions were, one stated: 
Pupil B:
I felt nervous at times because of some of the things we did, like speaking up in front of people but I think I enjoyed that. I don't know why, but no one was bothered any more and everything started to fall apart.  I felt really bad about this, because things in school went back to normal, dropping litter and stuff. I think a few of them fell out with each other, so they couldn't work together any more.

Here the pupil draws attention to the problems some of the Eco Group members developed and subsequent ‘falling out’. My concern during these outcomes was connected to the sustainability of the group. Reid et al. (2008, pp. 19-31) writes that:

children’s potentials as citizens needs to be recognised to the fullest and, to that end, children ought to be able to participate at times at their highest possible level.
The Eco Group’s participation in highlighting environmental awareness was carried out with maturity. Many in the group appeared to feel that their tasks had a high level of purpose and citizenship. However, the hierarchy between the G&T and lower ability pupils has started to place the group’s activities’ at risk. Reid et al. (2008, p 25) states:

it is important also to note here that when children participate with one another without adults, that does not in any way change the story of power and participation When children are on the top rung of the ladder organising a project together they still have similar struggles of leadership and opportunities for democratic participation.
The outcomes at this stage in the study indicate that the Eco Group was struggling to cope with the power balance. There appeared to be a problem with personalities in the group, but several of the pupils didn't appear to think this was the overriding cause of the Eco Group’s disbandment. There were other factors, such as other lunchtime clubs had now been formed several in the group really enjoy Drama and intended to pursue this at GCSE level.  Some found that the time constraints of the lunch break really hindered any arrangements.  Finally, some did feel that the friendship aspect was important therefore, moved to join their peers in Drama. However, the point made about the group falling out was revisited several times during interviews. 

I have tried through many interviews to seek the pupil’s viewpoint and opinions on many aspects of their work. In addition, I tried to follow up leads to help to clarify any inconsistencies during the answers. Bryman, (2008, P456) reminds us that flexibility is important during the interview; I did find that pupils’ would often carry on talking after the interview had finished , so I would make notes whilst the person was talking. Hammersley and Atkinson, (1995, cited in Bryman, 2008, p456) state that ‘unsolicited accounts’ can often add revealing interview outcomes. During the interview process I decided to make the analysis an ongoing theme even after the interview, I would record this data in the diaries; this helped to identify revealing opinions and emerging themes. (Bryman, p453)
As a consequence, I began to start developing some mental questions during my own comparisons of the interview outcomes, but have tried not to draw actual conclusions about what the group have said. Denscombe, (2007) reminds us that after any interview is written up theories are inevitably generated by the interviewer, he states:

it is recognised that the researcher is the critical ‘measurement device’, and that the researcher’s self (their social background, values identity and beliefs) will have a significant bearing on the nature of data collected and interpretations of the data (p249).
I will need to remind myself of this subjectivity within the emerging themes or issues that are generated. In addition, to ensure that comparisons or statements have validity, Denscombe also reminds the researcher to rely on several parts of the methodologies used. He states that assumptions associated with more than one approach frequently overlap and add additional validity to the study. (p247) 
Here I will attempt to analyse some of the interview findings and overlap the outcomes with my diary notes collated from ongoing unobtrusive or controlled observations. 
Once the interview sessions were transcribed and analysed a number of key themes started too emerged. During the course of the work completed by the Eco Group they all took on roles; this process was carried out with relative ease. Many in the group attended the meetings regularly with a high level of enthusiasm. Several of the pupils have come into contact with environmental issues outside school. This appears to have influenced their involvement in school. During the course of the projects one student presented a DVD of her Granddad’s house I asked her about this afterwards during interview she said: 

Pupil C:
I video recorded, like took you round his garage were he has his wind turbine and solar panels and stuff. 

I:
Does he talk to you about this?

Pupil C:
Yeh, he has a new wind turbine now and he talks to me all the time about it.

     I:
What motivates him to do this?

Pupil C:
He likes to try new stuff and help the planet, he’s more environmentally friendly that most of us. 

     I:
Have you ever been involved in the making of it?

Pupil C:
I have watched him rewire the circuits for the wind turbine when he was doing the power to the lighting and the solar panel power.

     I:
What did you understand by that?

Pupil C:
Nowt really, I didn’t get owt what he was doing.

   I:
What did you get from watching him?

Pupil C:
I like the fact he was trying to do something for the planet.
   I:
It is quite a unique thing he has done, what do you think the community think about it?

Pupil C:
I’m not sure he did have this wind turbine and people like asked him to take it down. But we have a new one now and they seem to be ok now. 

I have included this interview conversation as I feel it highlights other interesting areas that relate to the environmental knowledge with which the pupils have interacted. The day-to-day low carbon living this Eco Group member discusses has stimulated other group members. The pupil’s narrative shown on DVD gave the others a clearer insight into a living environment contextually linked to the practices and beliefs of the student’s Grandparent. One advantage of this contextual outcome is as Reid et al. (2007, p280) writes, that the education has been redirected from the formal to the informal setting within their local community. 
Moreover, pupil C has influenced others in the group to join her at her Grandparents house. I asked others in the group if they had visited the house one pupil said, 
Pupil D:
With me being really close with ….., I like helped her with her Granddad, like I helped her with the understanding, what is was like, with this switch and that switch, because her Granddad had to say don't use this switch for that and this. I had noticed which switch to use for what and I helped ….. understand this. 

I:
Can you tell me more about the house?

Pupil D:
Her Granddad has this Eco house, I use to go there every day and this is why I helped …... I also got into the bins for recycling in school, my Nana had these first and a few of us went to this meeting. Me and my Mum, and other people, we talked about having bins in our area. Then we did get them. 

I;
So you helped to initiate the changes in your community?

Pupil D:
Yes a few of us went to this council meeting to speak up about the recycling bins in our area. 

In the case of the Grandparents house, the pupil’s knowledge goes deeper here and appears to have influenced a teaching mechanism from one pupil to another. In addition, I feel that some have acknowledged and understood the mechanisms in which to ‘voice’ their concerns surrounding ESD. Some pupils during interview appeared to have remembered the structuring of the Sustainable Schools National Framework strategy and how this helps a school during the identification of sustainability in schools. I asked all the pupils if they remembered the eight ‘doorways’, one pupil said, 

Pupil E:
I think that ESD is important, there was like eight different doorways so that each topic went into these. You need to get a good grade in each of these to be classed as sustainable. 

This student’s grasp of the Sustainable Schools strategy appears to be understood on a very simple level, the answer has been simplified using dialogue that she understands. The same pupil did go on to state that she developed 'techniques' for helping to get people to listen. 
Pupil E:
When we did the projects, I found out a lot about the different types of techniques you can use to express a message that you want people to know.
The pupil appears to view this concept in a mature way. This awareness could help to support 'pupil voice' during the Eco Schools project developments. Hicks (1998, cited in Blanchet-Cohen, 2008) writes: 
[…..] it involves children framing the issue positively and viewing themselves as capable of making a difference. It refers to children’s confidence in their own capacity and optimism for the planet’s future. It has to do with an attitude or conviction. Belief in capacity relates to the notion of hope, identified by environmental educators as a necessary component for children to care for the environment.
Finally, the responses from the Eco Group and wider school community have started to generate some emerging themes that helped to answer the study’s questions. The next chapter will highlight some of the interviews directed at the teaching staff and emerging themes from the Eco Groups projects and interaction.
� The deep learning process aims to enlarge one’s capability to learn (learning how to learn) in each proper stage of his/her life.


� Descriptor levels - What the learner is required to do for the assessment of the module: Assignment, Collection of Work, Learning Journal,  Project Skills Demonstration(s)


� AfL - It is based on the idea that pupils will improve most if they understand the aim of their learning, where they are in relation to this aim and how they can achieve the aim (or close the gap in their knowledge).


� The Local Authority Gifted and Talented Strategy sets out clearly the principles, purpose and responsibilities required to ensure that all children and young people have "the right personalised support to reach the limits of their capabilities".
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