Literature Relating to the Study

Chapter Two 

Studies into the guidance for Education for Sustainable Development
to help the teaching profession
Studies into the guidance for schools surrounding Education for Sustainable Development have been numerous. They include studies on community development, sustainability, social justice, wellbeing, participative democracy, corporate responsibility, ecological balance, citizenship, social cohesion and holistic thinking (Sustainable Schools National Framework, 2009). The list is vast and covers an extremely wide range of subjects. Therefore, where do schools begin to ‘make sense’ of this strategy?
Environmental Education and Education for Sustainable Development

For this research I am discussing policies, agendas and strategies specifically relating to guidance for sustainable development within ‘teaching and learning’ in schools. 
Education for Sustainable Development (ESD) ‘by and large’ is bracketed into three categories economic, social and ecological (Kennelly & Taylor 2007, pg. 4).  It would also appear that there are approximately 300 definitions of sustainable development. The World Health Organisation describes the term as:

development which meets the needs of the past without compromising the ability of future generations to meet their needs (2002).


In addition, at the Earth Summit the role of Education for Sustainable Development was made explicit through Agenda 21, the advice given and the action plan for schools in the 21st century reads:

education ... should be recognised as a process by which human beings and societies can reach their fullest potential. Education is critical for promoting sustainable development and improving the capacity of the people to address the environment and development issues (1992).

UNESCO
 (1997) states that Education for Sustainable Development is a process of change that society possesses for confronting the challenges of the future. In 1968, the United Nations Educational, Scientific and Cultural Organisation (UNESCO) organised a Biosphere Conference in Paris. This event was declared to be the first attempt at highlighting the need for awareness of environmental education. It was during the conference that UNESCO called for the development of curriculum materials relating to the study of the environment for all levels of education (Palmer, 1998, p 5). It took some years (1987) before the international community emerged again with major themes of importance regarding environmental education. The principles that had been laid down in the earlier conference in Tbilisi were once again being endorsed (Palmer, 1998, p 15). What are these issues and how are they defined? The rapid economic growth has brought with it a series of fallouts and negative impacts on the planet, leading to the need for new initiatives such as creating awareness about the environment. Due to these scenarios, it has become important to pursue solid environmental education programmes in many organisations, such as schools and colleges. The main goals of environmental education are ‘to develop a population that is aware of, and concerned about the biosphere and its many related problems’ (Palmer, 1998, p 15).  

How can an understanding of these problems be transferred into a teaching strategy that is fair, after all what price will children have to pay for the three or four carbon producing generations that have lived before them? Puttnam (2009) writes, 
that a new paper released by Unicef UK - Climate Change, Child's Rights and Intergenerational Justice - makes it clear that their responsibility is huge, particularly when it comes to protecting the rights and future well-being of children [.….] Climate change is not just an environmental problem; it is a human rights issue. In fact it's the biggest child rights problem of our time. 
Milbrath also states (1996, p18) that ‘we are now training our children to live in a world that cannot be sustained’ (Milbrath, 1992, cited in Sterling). Therefore, it is critical that education promotes an awareness of sustainable development (UNCED, 1992, Chapter 36)’, […..] that education is part of the problem and the solution (p 18). If this is the case, how complex is the task of raising the profile of ESD  in secondary schools going to be?  We are now a decade into the agenda of ESD and all the interrelated subjects such as environmental education, however, in many UK schools the concepts behind ESD are still being researched and developed, but according to Ofsted (2008) these processes are yet to become embedded in whole school agendas. Therefore, it would appear that schools need to focus on an ESD strategy and begin to develop good practice that can be shared throughout their school and other school communities (NSSC, 2008).  
Do schools really understand the significance and interpretation of ESD?  Educators need to clarify the meaning and significance of ESD. The term is still quite young and the debate is (as Ofsted has also noted, 2008), approached in most schools with reluctance. The next steps appear to be naturally towards a high level of environmental education and ESD awareness within schools. In addition, some theorists state that the process of ESD as a curriculum ideal should not stand alone, but become a fusion of environmental education (EE) and development education (DE) (Sterling 1998, Huckle 1998, Scott 2002). There are still many myths surrounding sustainability and learning in all contexts. To critique this appears to be only acceptable as long as it is polite and within certain limits. Chapman (2004, p 101), writes ‘that this type of critique helps to continue, and maintain myths, that our democracy is sound despite the accelerating disparities between rich and poor and growing environmental stress.’  

  
 There are many sustainability agendas that are seeking to help schools and communities that are suffering from multiple deprivations. I will now discuss the current research surrounding environmental education and ESD to gain a more critical view of the reasons why such policies have been put in place. 

What is Environmental Education? 

 
For many years there has been a continuing debate about the place of environmental education in a schools curriculum (Harris & Backwell 1996, p 8). This debate has serious implications for the delivery of environmental education and how it is treated in a school programme of study. There appear to be two stances to the planning behind environmental education. Firstly, should the subject be taught as a separate subject? Or secondly, should the emphasis be that the subject is integrated into the whole curriculum? The isolation of the subject does mean that there is frequently competition for space in curriculum time, rather than a determined effort to build this into a lesson timetable. There are also concerns that environmental education aims to project a particular viewpoint and can fail to take account of different value systems. Consequently, however good the intentions might be, they can be interrupted as a form of indoctrination rather than open debate and self analysis (Harris & Blackwell, p 9). 

Many schools suffer from a lack of free curriculum time to introduce new and purposeful subjects.  Fien has also noted (2004, p253), that ‘in some countries the innovative teaching methods of environmental education conflict with the traditional cultures of schooling [……] as a result the official as well as the ‘hidden curricula’ of schools are often not sympathetic to the social vision of education for a sustainable future.’ 

So what is environmental education? Environmental education is aimed at teaching people about the natural world, specifically about the ways in which eco systems work. There are now many environmental educational programmes that aim to address people’s perceptions about the value of the natural world and to encourage people to change their environmental behaviour. This can often be carried out by heightening the awareness of recycling, living in eco-friendly dwellings and much more. In the western world environmental education focuses mostly on understanding ways in which humans and human systems impact on the environment, and non-human natural systems (Scott, 2003). 
Sorting through the many environmental education resources and determining the quality of materials can be overwhelming. In order to give a contextual framework for environmental education I will now discuss a brief review of the strategies for environmental education in the UK. 
Many government agencies and policy-makers (QCDA, 2008; DfES, 2008) in the UK have guided schools to think and teach environmental education in an integrated cross-curricular context.  Subjects such as ‘global education’ and ‘greening education’ are now often delivered through different subjects within the schools curricular. However, the time constraints in smaller subjects and lack of resources impede the flexibility of the subject (Reid et al. p.198, Palmer 1998). The strategy of integration is based on assumptions that teachers, through projects and in-service training, have the capacity and opportunity to develop skills that enable them to create room for cross-curricular flexibility. Therefore, environmental education relies heavily on champions in the teaching community (Palmer 1998, Webster 2004, 2007, Reid et al., pp. 321-337).
Moreover, is environmental education really a curriculum subject? Hart (Reid et al., p198) writes that environmental education is more of a philosophy than a curriculum area. Teachers that have acquired this ‘holistic ethic’ seem to include environmental education in their educational programmes with ease. This is in contrast to official stories, where teachers will not break away from teacher centered learning that is established and will engage young pupils in environmental education.  This is often due to their beliefs in the subject (Reid et al., p.199, WWF 1986, Kennelly & Taylor, 2007). Teachers deliver this subject with respect and caring and these seem to be associated with their personal values to the extent that they incorporate environmental ethics as part of their personal practical theory and this philosophical identity is observable in their educational practice (Reid et al., p199, WWF, 1986). 
The aims and objectives for many teachers who deliver environmental education are often clearly defined when a teacher is committed to the subject. Scott et al. (2004, pp 30-31) have noted that strategic goals and objectives to the commitment of lifelong learning will necessitate a review of the goals. The revitalisation of primary and secondary schools will require attentiveness to both capacity and motivation to learn. To sustain this motivation positive learning environments are needed and should facilitate the use of individualised teaching and learning. Attentiveness to students with special needs and the underserved and slow learners, and more generally a focus on those who are ‘at risk’ should also be given priority.  There appears to be a high level of concentration towards many sub-groups within the school where I work. This prioritisation is a proactive strategy in committing to the long term future of all pupils’ learning (SEF, 2008- 2009). 

What environmental education should be taught in schools? Whilst it is recognised that a large percentage of environmental education in schools should attempt to centre on an egocentricm
 vision (Scott & Gough 2003; Goodall 1991; Palmer & Neal 1994; Sterling & Huckle 1996; Webster 2004; Hart 2008; Slater et al. 1997; Bower 1993), many industrialists and critics would argue that a technocentricm
 approach is of greater worth in the modern world. Technocentrics are aware of environmental problems and they do not see them as problems to be solved by a reduction in industry.  Environmental problems are seen as problems to be solved using science. Indeed, that developed and developing countries see the solution to our environmental problems through scientific and technological advancement (Scott, 2003, p 49, Huckle & Sterling, 1996) 


However, Bowers (1993) writes,
that we need to evolve, as cultures, into new directions that do not involve the need of individuals endlessly to pursue conveniences and personal meaning through consumerism. This means that many of our guiding ideals will need to undergo change, particularly as the extent and immediacy of our collective environmental situation rises into conscious awareness (p156)  

Here Bower is critical of the way, in which cultural demands exceed the sustaining capacities of natural systems, that our consumer-oriented society and world economy will be five to ten times larger in the coming century than its present size (p156). 

 
Is an ecocentric approach to teaching and learning a good thing? Some teachers view environmental education as a concept that forces us to look beyond individual organisms as being a source of value. Promoting environmental education can be viewed in a holistic way, educationalists will often teach from an intrinsic or inherent viewpoint (Johnson, 2008).  What learning opportunities does an ecocentric approach have?  Educators appear to welcome a focus on environmental education because it provides the opportunity to raise issues of social justice, whilst others use this strategically to promote specific social change (Scott 2003, Chapman 2004, Hart, 2003).  However, such simplification of this has highlighted the differing assumptions about the purpose and process of environmental education. Many categories of interest in environmental learning can be genuine and valuable in the sustainability context.  Advice to teachers promoting environmental education comes in many forms, but linking them to the needs of pupils requires a better understanding. It would also be too simplistic to suggest that all traditional science belongs to a technocentricm and cannot contribute towards ESD, or that a greener ecocentric approach cannot think analytically, or that political scientific positions fit quite as neatly into this model of thought. However, it is important to note that orientations of the cultural aspects of environmental education need to become more critical in ecocentric and holistic forms to encourage a deeper response to sustainability over the longer term (Scott & Gough 2007; Sterling 1996, p 33). 
The success of environmental education should be based on the values and attitudes of the teachers. Indeed, much government polices state that all pupils by the age of sixteen should have experienced a range of local and global curricular components, thus resulting in the pupils’ ability to promote discussion or questions of value, belief and personal decision-making as a response to interaction with their environment (Reid et al., 2008). The three-fold aim of the entitlement as Palmer (1998, p20.) writes is:

· that education should provide opportunities to acquire the knowledge, values, attitudes, commitment and skills needed to protect and improve the environment;
· to encourage pupils to examine and interpret the environment from a variety of perspectives – physical, geographical, biological, sociological, economic, political, technological, historical, aesthetic, ethical and spiritual; 

· to arouse pupils’ awareness and curiosity about the environment and encourage active participation in resolving environmental problems (Palmer, 1998, p20).
These aims are a social vision that can be taught with different teaching methods and promote an ethos, whereby, a school cares for its environment. 


Questions are sometimes asked by many in the teaching profession, if schools are being advised to deliver a curriculum based on values that teach pupils an understanding of the biosphere, could the process be interpreted as a reactive response rather than a proactive curriculum?  Teachers should analyse the effectiveness of what pupils are being taught over efficiency. That since environmental education is concerned with learning (described above by Palmer), that often people find this a source of confusion. Concentrating on a ‘single loop’
 learning experience improves efficiency and results, although using this process does not allow for making changes where underlying values are needed (Scott et al., 2004) . That adopting a ‘double loop’ learning process improves the effectiveness, as it forces the learner to ask ‘whether they are sure what they think they want to do, is what they really want to do (Argyis and Schōn, cited in Scott, 2003, p97).’ 
Environmental education also needs to evolve through a pupils schooling and become more sophisticated. Ultimately engaging and developing into hands-on, active learning that increases their knowledge and awareness about the environment.   Environmental literacy will also help pupils to foster an understanding of how everyday decisions, lifestyle choices, and activities impact on the finite resources of the planet (Palmer et al., 1994; Huckle, 2005; Webster, 2007). Such learning should result in an environmentally literate student who can weigh various sides of an environmental issue and make responsible decisions as individuals and as members of their community (Webster, 2007; Palmer et al., 1994). Some environmental educators interested in changing environmental attitudes have also focused on the emotions and beliefs of learners, rather than knowledge as a source of information on which to base their environmental programs (Scott et al., 2003). This approach to environmental education can take place naturally as pupils interact with the environment and can take place in different settings with different objectives according to the interests of the educator (SEED, 2005; DfES, 2006).

Many of the papers and studies I have read during the literature review surrounding environmental education, all appear to have a common ground when educators are promoting the subject. There appears to be a genuine dialogue of good intentions and although the nature of how the subject is taught differs between institutions, that it is being taught is paramount (Scott, 2003; Hart, 2008; Kennelly & Taylor, 2007; Webster and Johnson, 2008; Chapman, 1993; Palmer, 1998). 


Finally, how will a school measure the effectiveness of environmental education? Many theorists suggest that evaluating any measurable outcome from environmental education is going to be complex and of limited usefulness, as indicators are hard to establish at present as the long term commitment to environmental stewardship is still very much in its infancy (Scott 2003, p103, Scott & Gough, 2004 & WWF Network , p176). 
What is Education for Sustainable Development?
During the early stages of the study, I found through formal meetings and discussions that there was virtually no understanding of ESD within the school where I work.  Therefore, I needed to gain support from the headteacher (now retired) to try and raise the profile of ESD.   I also feel that my own 'ESD' knowledge was extremely limited and that if this is the case, how many other teaching staff find themselves in this position? 
Whole-school approaches are a good start in re-orientating schooling towards a stronger emphasis on ESD.  In practical terms, this means greater interdisciplinary work, participation in authentic sustainable challenges and building up relations with others outside school (SEED, 2005; Scott, 2007a).  However, what schools teach and how they model sustainable practices will be demanding. Further teacher competence developments and systems to evaluate what pupils should be taught are still being discussed by many government agencies and proponents of ESD (Huckle, 2008; Reid et al., 2008; Scott et al., 2004). Some guiding principles for ESD are intertwined with environmental education, but other principles seek to encourage the involvement of the whole school, the local community and organisations that manage broader community sustainable practices.  Therefore, schools are encouraged to seek measurable social, environmental, educational and financial outcomes that are founded on sound basis theory, and practice carried out in a sustainable way (Scott, 2007a; IALEI, 2009). 

The guidance to schools is to not think of ESD as an 'information driven' concept and we should approach sustainability in a holistic way and manage all aspects in an integrated format, not as a separate subject (ACCA, 2008).  Due to the confusing nature of the literature available to educators and the depth of terminology and disagreements between theorists, the research processes into ESD can often be frustrating for the teacher. Chapman (2007, cited in Kennelly & Taylor, 2007) states that although different institutions will often use different terms or definitions to analyse and educate for sustainability, all can often mean the same thing. Different expressions can be used to describe the same environmental goals. The same statements and language may mean completely different things. No matter what terminology is used, the most important objective is what we do.  McKeown's, (2002, p13) ‘toolkit’ guides the reader through many stages that will help schools to focus on step-by-step approaches in initiating systems for ESD. Furthermore McKeown states, that education is central to sustainability, and that education and sustainability are inextricably linked.  In addition, Meyer (2006, p7) advises the educator not to copy the systems of theory laid out in many theorised papers, but to make informed choices about how to engage when making decisions about their own work. In other words, to use theory as a tool to guide, yet look carefully at the dynamics and influences affecting an individual educator’s domain. 

According to the Department for Children Schools and Families
 they would like 'all schools to be sustainable by 2020 and to prepare young people for a lifetime of sustainable living' (DfES, 2008). The guidance given by the DfES implies that the processes of implementing this strategy will be straightforward. It is, however, important to remember that many teachers who are in the early stages of initiating sustainable development in their schools need some form of education in this area. Chapman (2006, cited in Williams, 2008) states, that evidence indicates that a low number of high-quality, good educational courses are available offering learning surrounding sustainability issues. Chapman and Flaws et al. argue that, 

understanding the constraints and barriers within present educational frameworks needs to come before any education can result in sustainability education outcomes (p. 8).
 I understand that there is a need for education surrounding ESD and that finding the correct path is difficult. Williams, (2008) states that her understanding of education-for-sustainability is learning that will result in actions, which will change current behaviour and empower people to engage in sustainable practices.  If actions are the necessary requirement to make changes in schools then how can the teacher frame these actions?  What are the known boundaries to sustainable education? For many teachers the multitude of interpretations cause frustration as there are no known boundaries to sustainable education. Webster (2004) writes, that the teacher thinks in terms of a process and the context. Using this understanding, as in any other subject such as Geography or Design & Technology, the outcome and primary features of sustainability can be categorised. Many secondary schools appear to struggle to find the correct curriculum choice when teaching good ESD practice within their schools. How can this be approached? The use of local geographical research and the analysis of local community problems could be a good starting point.  Scott suggests (2002, p13), ‘that schools should do what makes contextual sense to them’. That some still argue for cross curricular themes, knowing that only the highly motivated will endeavour to try and impose such control.  Most school subjects have the capability of conceptualising the human-environment relationship. Others suggest a starting point that comes from beyond the school; Webster writes,

it will be learning in, between and by institutions, organisations and communities – where most of the learning goes on anyway (2004, p47). 

Further questions I would like to critique are how are teachers reacting to the guidance for ESD set out by official policy makers? At the margin teachers may wish to give priority to immediate demands such as meeting curriculum requirements and satisfying parent or stakeholders on maintaining classroom order. Further pressures of exams will preclude the capacity to teach in a sustainable context, in favour of ‘traditional and hierarchically’ prescribed syllabuses.  Learning institutions will have a good part of their self-esteem invested in the professional outcomes which are in contrast to some views surrounding sustainable development. Contributing to the long-term uncertain costs and benefits of environmental education will ‘weigh heavily’ against a rational syllabus that is certain (Scott & Gough 2004, Hart 2003, Chapman 2004). 

The benefits of sustainable development
There are many conflicting emerging theories surrounding the way schools are approaching or being advised to approach ESD.  I have decided to look at what they are saying and how can this help to find a working definition for the study.  
Agenda 21
, chapter 36 of the Earth Summit, (2002) has identified four major requirements to begin the work of ESD:

1. Improve basic education
2. Reorientation of existing education to address sustainable development

3. Develop public understanding, awareness, and 

4. Training.


From this list I am going to concentrate on reorienting existing education, as I feel this theory is  the most appropriate in helping to formulate my next question surrounding the ‘roles and type of education needed to help raise the profile of ESD in our school’.  Mckeown et al., (2002) state that,
an appropriately reoriented basic education includes more principles, skills, perspectives, and values related to sustainability than are currently included in most education systems. Hence, it is not only a question of quantity of education, but also one of appropriateness and relevance. ESD encompasses a vision that integrates environment, economy, and society. Reorienting education also requires teaching and learning knowledge, skills, perspectives, and values that will guide and motivate people to pursue sustainable livelihoods, to participate in a democratic society, and to live in a sustainable manner (p.15).
The need to concentrate on education that is appropriate and relevant to individual areas has been discussed earlier in the paper.  There appears to be so many issues associated with Article 36 (Agenda 21) that the level of research and implementation will prove overwhelming, and that communities need to be selective when facing issues using local research and guidance for this (McKeown, 2002, Scott & Gough, 2004).  Moreover, the community where I work has many socioeconomic problems and has been assessed as being in the lowest 10% on the Index of Multiple Deprivation of the Health Domain
. Subsequently, any move to improve the quality of life in this deprived area could have benefits, especially long-term sustainable development that is multi-layered and based upon flexible integrated strategies
 (Defra, 2004)

There are many aspects of ESD that are difficult to assimilate due to the frustrating, political and altogether simplistic way in which guidance is handed to teachers (government strategies).  Some theorists, (Webster, 2008; Huckle, 2006; and Chapman 2004) are critical of the mechanisms used to evaluate ESD for educational purposes. Webster, (2007, p.3) states that much of the EE which has been 'rebadged' as ESD is taught with commitment, but does not meet the challenge of being sustainable. He feels that it is not challenging for pupils and students, in that it:

suffers from a chronic lack of vision, fails to challenge young people and enmeshed in the simplistic notion of ameliorating existing conditions. Rather than hanging out the bigger list of issues to be 'concerned' about, ESD needs to offer new and coherent stories of what makes a sustainable world. It is, after all, about helping children develop a sense of the characteristics of a good society in a post-fossil-carbon era and how to get there (p3).
Many teachers would agree with these statements and can identify with the complex nature of the task.  Evidence suggests that most teachers need a starting point in which to begin the processes of implementing ESD.  Webster (2007 also cited on Y&H ESD Forum 2009) states that frame-working for ESD is a positive vision. He discusses how nature and other complex systems are modelled in a non-linear way
, and that these systems have the potential of helping schools approach an eco restorative:

What would an ‘eco-restorative’ school be like? It would not stop at having a low environmental impact (eg. being ‘zero-carbon’) but would actually restore both natural and social capital, for example by producing food both for itself and local residents on its grounds, or by acting as a focal point for community action on sustainability. From where we are now, this may seem a radical change, but Ofsted itself has recently commended those schools who have made sustainability central to their planning and curriculum, and recommended that local authorities “develop a common vision for a sustainable community in which the contribution of schools is explicit”(Webster, ESD Forum, 2007). 

The working of the non-linear or even closed loop system is becoming known to 

teachers that work specifically on environmental education projects (NSSC, 2008), many in our school have now started to see the achievable benefits in this style of teaching. 


Webster and Johnson (2008) have introduced a more ‘hands on’ approach to ESD for schools.  They are encouraged by the developments within many schools in seeking a ‘lite green’ ESD practice and have now targeted education through educating for a low carbon world. The objectives of the work are to teach the systems associated with the ‘closed loop’ framework, as they feel this methodological approach could help to place ESD in the heart of a school’s ambition for itself and community.  A closed ecological system can be described as a system whereby products produced by one species must be used by at least one other species. The theory teaches an explicit mapping system that shows teachers and students how nature works and how education can bring about a ‘bright green thinking’ using this guidance. Johnson, also networks through the Yorkshire and Humberside ESD forum; so far many schools and educational institutions in the North of England have found this a valuable tool in seeking out good practice and networking with other schools, agencies and community development. Johnson is also an advocate of the Sustainable Schools National Framework, using the metaphor of the eight ‘doorways’. The National Framework introduced eight ‘doorways’ through which schools may choose to initiate or extend their sustainable school activity. It focuses on ways in which ESD can be embedded into whole school management practices.
What are the 'doorways'? The government's guidelines for ESD have been approached through the sustainability agenda above, the mechanisms to drive this strategy forward have been introduced to schools as follows, 

each doorway may be approached individually, though schools will find that many of the doorways are actually interconnected. For example, an interest in food and drink may lead to the growing of fresh vegetables in the school grounds, composting and conservation, all features of the Buildings and Grounds doorway. In turn this may spark an interest in other activities such as waste and recycling (the Consumption and Waste doorway) or collecting rain water and renewable energy watering systems (the Energy and Water doorway). While a collective whole school approach is recommended, either approach offers opportunities for improvement across the school’s curriculum, campus, and its relationship with the local community (DfES 2008). 

I am familiar with the system of the eight ‘doorways’. The framework has helped me to organise data that will eventually become part of the study. Initially, I needed to analyse carefully the current ESD practice within our school. I felt that one starting point for the study needed to be an audit of the current ESD practice within the school, I also needed to introduce or form a study group that could help to drive the EE & ESD awareness in school. Huckle (2008, pp. 7-9) however, is very critical of the mechanisms used to guide schools in the UK. He states that many initiatives will continue to be constrained due to a range of factors,
the action plan suggests that all learners should develop ‘the skills, knowledge and value base to be active citizens in creating a more sustainable society’ without discussing and/or specifying these outcomes in any detail. For each ‘doorway’ the framework suggests an integrated approach to the curriculum (teaching provision and learning), campus (values and ways of working) and community (wider influence and partnerships). Schools are to use the curriculum to cultivate the knowledge, values and skills needed to address ‘doorway’ issues (health and sustainability of food and drink, energy and water stewardship, travel and traffic, sustainable consumption and waste, how the built environment affects well-being and how it impacts on the natural world, inclusion and participation, local issues, global citizenship), but there is little to suggest that these outcomes could, or should, go beyond the ecological modernisation of the school and its community to reveal and challenge those interests and policies that render it difficult to make them truly sustainable (2008, p. 7).
For many schools the processes of ESD are still very much in their infancy. A decade of knowledge has yet to materialise in a high percentage of functioning schools that have addressed the need for a high level of ESD practice (Ofsted, 2008). This could be due to the failings mentioned by Huckle. 


Others may well have a different view of the systems; Scott (2007) writes that there are a number of key issues that have been raised by many over the introduction of the eight ‘doorways’. The objections come in six main forms. I have decided to highlight two of the objections for this study. The first critical objection states that the issues have been bracketed into:

a reductionism and that it deprecates the loss of an holistic vision through fragmentation into doorways and division between subjects. That much of the significance is lost if sustainability issues are treated in this way as parts of a whole which, because of these splits, is never quite realised (p 27). 
The second objection is critical and questions have been asked. Why eight ‘doorways’? And why these eight?

These objections are part pragmatic and part political. They argue that the identification of the eight ‘doorways’ can be seen as either arbitrary or contrived, and that there could, quite reasonably, have been other ways of looking at all this (p 27). 
Scott (2007) acknowledges these criticisms and has responded by stating: 
the reductionist argument is hard, in principle, to refute, and suggests that schools need to address sustainability issues not only in subject areas, in whole-school approaches, and in out-of-school collaborations, but also to be careful to link across all these in an attempt to present the bigger, integrated, picture to students (p 27).  
Finally, the DfES (2006) have stated that it is unlikely that a revision of the eight ‘doorways’ will be made. They are, for schools ‘a way in’, a means of acknowledging that many key issues in EE and ESD are being delivered. The main point for schools is what they do once they have entered the ‘doorway’.

Many theorists (Huckle, 2005; Webster, 2007; Fien, 1998; Meyers, 2001; Hart, 2004 and Chapman, 2004) are advocates of ESD and the teaching mechanisms that promote an understanding of ESD.  However, they advise teachers to question and evaluate the potentially subversive elements within sustainable development and engage pupils in undertaking critical evaluation of current values and social arrangements that cause unsustainable development (Huckle, 2005). In addition, teachers also need to be aware of the policies that fail to ‘acknowledge semantic, ethical and epistemological problems’ (Huckle, 2007, pp. 2-3) during ESD, as these areas can also be problematic.  Further concerns are that many statements made by the government do not meet the needs of the communities and the schools within which they are purporting to initiate changes (Huckle, 2005; Parker, 2005; Chapman 2004). Huckle also states that the evaluation mechanisms that indicate the sustainability focus of schools is a contradiction in that,
the SDC
 proposal shifts the focus of the indicator from the capability of individual learners to the performance of educational institutions, suggesting, for example, that the percentage of schools rating themselves good or outstanding, using an evaluation tool linked to the sustainable schools framework (teachernet 2006a), should become an ESD indicator. Such proposals need to be interpreted with reference both to the micro-politics of the Commission and ESD community, and the macro-politics of New Labour and the contradictions that pervade its policies on sustainable development and education (2008, pp.1-2).

Here Huckle is critical of the framework used in schools to measure sustainable development. He suggests that the government needs to take responsibility for the sustainability design that will meet the objectives of improving the quality of teaching and learning within schools, and that the relevance of  the education needs to be made clear to young people (Huckle, 2008, p65 ). 

The DfES (2006) consultation paper for Sustainable Schools also reads as a vision and a mission, giving guidance to schools and communities.  Many of the statements imply that the intention is to render schools environmentally and socially responsible for the changes that need to take place in the school community. Yet as Huckle states, there is no reference to the ‘economic, political and other factors that enable or limit such responsibility […….] analysis of policy texts suggests that curriculum policies relating to ESD are essentially rhetorical devices (2009, p18).’ They state,
schools can prepare young people to take an active role in finding solutions to local issues while addressing broader global problems, and can take an integrated approach to the curriculum (teaching provision and learning), the campus (values and ways of working), and the community (wider influence and partnerships). They can prepare young people for a lifetime of sustainable living (SSPC, DfES, 2006, pp 3 - 7).

Statements like the one above from DfES can provoke a feeling of unease for many teaching staff. Schools and teaching staff are always being presented with new strategies and agendas. Often these strategies are unrealistic within any time frame set by government, although 2020 appears to be the target for this one.  


Promoting an ESD ethos in schools requires teachers to contest the meanings and understanding of ESD (Scott 2004; Chapman 2004).  I am aware that an ESD understanding is vital for our school and that the implementation of this will take time and motivation. Indeed, what should our school focus on during the initial stages of the implementation? McKeown (2002) recommends that within a framework for teaching and analysing environmental issues, that teachers need to be equipped to help pupils' identify and think about the complexities of issues from the 'perspective of many stakeholders.' She advises that ESD can only be viewed as successful if the teaching goes beyond global issues. She advises that pupils need a strong foundation of skills to take into adulthood. These skills fall into realms well beyond the environmental, economic, and social:

every issue has a history and a future, looking at the roots of an issue and forecasting possible futures based on different scenarios are part of ESD, as in understanding that many global issues are linked (2002, p 20).
McKeown et al., (2002, p20) also state that to align the concept of ESD , caution should be exercised and educators should not try to lock the definition, content, scope and methodologies of ESD into a static time frame. Scott (2002, p 10) also states, that teachers professional learning is nurtured through disciplines in school and that their own work is similarly structured. Therefore, teachers should be given the opportunity to explore environmental issues from a framework that is known to them and already exists so that they can nurture these new developments with professional confidence. 
The problems with many schools at present even after a decade of ESD promotion, is that the whole issue is still viewed by many schools as an 'add on'. Many schools, even now, appear to be indifferent to the tasks associated with sustainability. The annual report from Ofsted (2007/08), states that a large majority of schools lack awareness of sustainable development, including local government and national policies for the area. They go on to state that schools still consider the issues as peripheral, that many schools have an inconsistent and uncoordinated promotion of the subject within their curriculum. Ofsted’s recommendations to solve these inconsistencies are again as Huckle (2009) stated, economic through local funding. 

In contrast to the statements made by Ofsted, a study carried out by the World Wildlife Foundation (2009) monitored fifteen schools over a three year period and pupils were asked about their learning experiences for sustainability within the school. The study also monitored the changes in school over the period, and the progress through the school experience, as the school improved its provision. In addition, a survey of the views was carried out at the end of the study and they state, 

nearly ninety-eight per cent of respondents to our quantative survey said that as a leader, they rated the sustainable schools strategy as either very important or important. 

In the schools where sustainability has been successfully developed, it is something that is at the heart of the school and is a vehicle for delivering the Every Child Matters agenda rather than add on activities – it pervades every aspect of school life (WWF, 2009).


 There are many organisations that are committed to the ESD agenda in schools and many positive outcomes are slowly becoming evident. However, a great deal of the research I have read is critical of the speed and mechanisms that promote ESD within schools. In attempting to answer my question surrounding the role and type of education needed  in  our  school  to  promote ESD, I  intend to  analyse  our   internal   initiatives, strategies and polices to determine where we are, and what measures need to be taken to establish a school that is ready to embrace the advice of the Sustainable School National framework strategy. 

Pupils as the Catalyst of Sustainable Schools Awareness 


During the study I have decided to include pupil participation known as the Eco Group so that they are represented. I wanted the group to develop a strong role in the introduction of the Eco Schools programme into school.  I have always been an advocate of 'pupil voice’ and implemented this democratic approach to consultation many years ago within the department that I run. Current trends now appear to expound 'pupil voice' with a plethora of literature in many semblances. So what information can we draw from the involvement of ‘pupil voice'?

There exists much research which states pupils can and should take a greater role in the development of a school and wider community. (ATL, 2008; Ruddock, 2003; Flutter, 2004; Hart, 1992; Flutter, 2006; Cruddas,1994; Lewis, 2008 and Lundy, 2005).  Our school has already been awarded the ‘Healthy Schools’ status. A key outcome of the Healthy Schools initiative is to allow pupils to openly engage in the key decisions making within their school. The Healthy Schools programme is equipping children and young people with the skills and knowledge to make informed health and life choices and to reach their full potential.
The key decisions can often include many issues and strategies such as, 
· Students as researchers 
· Feedback from pupils
· Classroom choice and variety
· Peer support 
· Learning in action groups 
· Pupil involvement in staff appointments 
· Redefining classroom roles (teachers as learners).
Therefore, schools need to understand the importance of these mechanisms and ensure that all pupils’ views are reflected in the schools planning (ATL, 2008).
There are currently many papers in the public domain that give schools guidance on the processes associated with 'pupil voice'  (ATL, 2008;  Ruddock, 2003;  Cruddas, 1992; Maitles and Gilchrist, 2006;  Hart, 1992; Pedder & McIntyre, 2001; Flutter & Rudduck, 2004). Ruddock (2003) was one of the main activists in promoting ‘pupil voice' in schools and other learning institutes, she states that:

recent years have seen a wealth of statements supporting the idea of young people in school finding and using their voices. The fact that pupils themselves have a huge potential contribution to make, not as passive objects but as active players in the education system, […….] students can and should participate, not only in the construction of their learning environments, but as research partners in examining questions of learning and anything else that happens in and around school (p4).

Many teachers have implemented new learning experiences due to pupil feedback and a wide range of learning strategies have resulted from this discourse (TNET, 2009). Teaching and learning consultation is often the 'first port of call' for many schools. This has resulted in a number of new learning experiences (listed above).  The aim of the learning is to allow pupils to ‘give voice’ to their views and to allow pupil empowerment to take place. During the study, I want to ask the question: what roles should the teachers and pupils develop? Therefore, I feel that an analysis of current data surrounding teaching and learning during environmental education and the roles various groups adopt will help with this understanding.  
Should pupils be given the opportunity to debate their own ESD aspirations?  So much of the rhetoric discussed by policy makers surrounding the impact on future generations looks only to the future for solutions. World leaders that put the rights and needs of children at the core of climate change policy framework need to act now (Puttnam, 2009).  Kennelly and Taylor (2007) state that pupils should be given the opportunity to debate their own interpretation of ESD and that part of this process involves thinking through what it is they aspire to do. Meyers, (2006) also recognises that knowledge gains are necessary, but not a sufficient aspect of learning to see the process of environmental education through. Therefore, he also recognises some of the learning strategies that have helped to address these issues. Schools now promote co-operative learning, critical thinking, first hand investigations in the field, and media presentations by pupils (Meyer, 2006, p466). Furthermore, Meyer maintains that the 'constructivist learning theory'
 is useful in helping teachers understand how pupils are processing information during a lesson and that ‘pupil voice’ feedback helps during the plenary
 and subsequent procedure of assessment for learning.
 

In addition, I have decided to look more closely at 'pupil voice' due to the positive outcomes this process can have when pupils become partners in their learning. Pupil collaboration with teachers and peers can often help in tackling the dissemination of project data. 
There is literature that advises teacher participation as a role of listener and allow pupils to ‘give voice’ to their views (Every Child Matters, 2004)
. The General Teaching Council (2009), also states that research shows that teachers have been involving their pupils in teaching and learning decisions in a variety of ways already. From pupil buddying and mentoring schemes, to pupil research and feedback on lessons, teachers have been entering a genuine dialogue with pupils over what happens in the classroom. 

However, what happens when the discourse patterns are too complex for the pupil? Ruddock & Flutter (2004a) and Schratz and Blossing (2005), highlight the discourse patterns and how these can hinder pupil participation, due to the complexities of linguistic depth. Ruddock et al. (2004a) state, that consultation assumes that pupils have a good command of conversation skills and that the more self assured (often middle-class) pupils who talk the language of school, can dominate ‘pupil voice’ involvement. One strength of consultation is that all ability groups are given the opportunity to engage in the process. From my own experience, the more competent pupil will still often dominate in group 'pupil voice' participation. Pupils of lower ability are often passive during projects and appear happy to participate in a kinaesthetic way. 


Hart (1992 and 2008) also expressed concerns surrounding the 'pupil voice' process. He borrowed an idea from Arnstein (1969 cited in Hart, p8) on adult participation and adapted it to illustrate a sequence of developmental competences in participation for children, such as tokenism, consulted and informed or child-initiated and directed. The schema helped to bring a critical perspective to a subject that altogether lacked one (Reid et al. 2008, pp. 23-26). Pupils may not always want to be the one who initiates a project but they should know that they have the option and feel confident in doing this. Most children in urbanised countries increasingly have their lives planned and managed by adults. The opportunities to initiated activities on different degrees of agency or participation will help to engage young people fairly (Reid et al., 2008, p23).  
         
Lewis, (2008) also recognises that developments through research have reinforced the opportunities for children and young people to 'have a say' about conditions and preferences. Research now tends to make strong references to involving pupil or 'child voice', often involving children as co-researchers. The research data is often viewed as reliable and valid, in that it is used to identify perceptions, feelings, opinions and ideas of children and young people. However, Lewis has concerns about child voice in the research context in that ‘the competing underlying purposes and the application of ethical protocols’ needs to be observed (Lewis, 2008, p3).  Furthermore, careful scrutiny needs to be in place when the frameworks of interpretation are applied to the context (Lewis, 2008, p3).
In contrasting the concerns of many during ‘pupil voice’, could this participation process undermine schools?  Currently there is a plethora of information expounding the objectives of ‘pupil voice’, but what voice do the teachers’ have during this debate?
Ofsted are focusing on the use of ‘pupil voice’ even more. However, many in the teaching profession would argue that 'pupil voice' was once approached in a holistic way, but according to Times Education Supplement (Jan, 2009) ‘pupil voice’ as a legal obligation is attempting to undermine teaching.  Many educational Internet sites now feature articles that continually promote the reasons for 'pupil voice’. Teachingexpertise features the following statement: 

giving young people a voice and listening to what they have to say is an important part of democratising schools. Using this data for school self-evaluation and to assess school effectiveness makes good sense if schools are to understand school experience through the eyes of young people, rather than reflected through an adult lens. Indeed, this is echoed by Ofsted in its concern that schools should show how they gather the views of learners, what learners’ views tell them and how this data is used for school improvement planning (Ofsted, 2005). Consulting and involving young people are a key aspect of Every Child Matters (DfES, 2004) (TEx, 2007b).
There are concerns within the teaching profession that with the deluge of ‘pupil voice' instruction, and the possible legislation that will turn this practice into a legal requirement,  could the process have gone too far (TES, Jan 2009)? TES (2009) features an article citing statements by many teachers. There are concerns about the consequences of the trend towards giving children more say in schools in that it makes it harder to manage pupils. The problem with the shift towards giving pupils more influence and more rights is that pupils are not being given the equivalent responsibilities; as a consequence this is resulting in a slow disempowering of schools. 

What will be the consequences when 'pupil voice' becomes part of legislation? Article 12 of the UN Declaration for Children's rights, states:

Article 12 – Children have the right to say what they think should happen, when adults are making decisions that affect them, and to have their opinions taken into account (http://youth.cms-uk.org accessed July 2009)


Due to the ratification processes of 1989 and the UN Convention on the Rights of the Child (1991), a raft of policies and legislation have resulted (Lewis, 2008).
Lundy (2005) states that Article 12 and all the inter-relatedness is not fully understood by many government bodies. And that this was apparent during interviews with professionals working with and for children during NICCY
 research. While many professionals acknowledged the desirability of consulting with children, few were aware of the existence or scope of Article 12. Moreover, if this is the case for professional adults could the processes of Article 12 become misconstrued by young people?  
Whatever outcome results from this agenda many in the teaching profession do feel that the processes will result in a disempowerment of schools. The Association of Schools and College Leaders states that the approach, through legislation, to elevate consultation with pupils will place a burden on schools and will inhibit the school from finding, developing or continuing with their own way of hearing pupils' views. (TES, 2009b)  
An equally significant aspect of ‘pupil voice’ is that, in its truest sense, it is a very radical agenda (Lewis, 2008). However, what are the consequences when pupils or young people change their minds and decide to leave a participation process unfinished? ATL, (2008) have acknowledged that pupils should have a ‘voice’ during participation, but they also state that pupils need to understand their responsibilities during this process. Their document states,
‘pupil voice’ is often encouraged as part of the fulfillment of the UN Declaration of the Rights of the Child. While this is very important, there are many who argue that children are all too aware of their rights. In developing pupil participation, it is important that pupils understand their rights, but also the responsibilities that these entail. Many people view rights as pertaining to individuals; 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 (p4). 
Finally, this research has helped me formulate my question surrounding the participation role of both the teachers and pupils during the study. Also, during the literature review, I have researched data that will help deliver a reasoned study that has investigated the strengths and weaknesses within environmental education  and ESD research and how this information can be used by schools. I have also researched current and past data surrounding ‘pupil voice’ and pupil participation. However, I have found a gap in available literature surrounding pupil participation group cases carried out over the lifetime of a pupil in one school and any potential problems that can develop during their involvement. I finish with quoting Goodall (1994, p6), 
the complex and transient nature of environmental issues precludes any definitive statement of how these problems might be solved. Teachers should encourage pupils to seek their own logical solutions and to examine impartially and critically, the solutions currently offered.

From the literature, reports and strategies I have researched into and from which I now intend to ask the following questions during my research study:

Can pupils in our school help to raise awareness of ‘Education for Sustainable Development'?
Do teachers understand pupil participation and ‘pupil voice’ and the benefits it has within environmental education and ESD in our school?
How sustainable is the role of pupils involved in helping to raise awareness of Education for Sustainable Development in our school?

� Sustainable Development Commission (SDC), the Government’s independent advisory body








� The � HYPERLINK "http://www.unesco.org" �United Nations Educational, Scientific and Cultural Organization (UNESCO)� is one of 15 specialized agencies within the United Nations System. It was established on November 16, 1945, as much of the world was emerging from the devastation of the Second World War. The United Nations Educational, Scientific and Cultural Organization (UNESCO) � HYPERLINK "http://www.unesco.org/en/education" ��www.unesco.org/en/education� (14.08.09)








� `Ecocentricsm` is a philosophy that recognizes that the ecosphere, rather than any individual organism, is the source and support of all life and as such advises a holistic and eco-centric approach to government, industry, and individual. (Scott et al, 2004 and Huckle, 2005)





� Technocentrics, including imperialists, have absolute faith in technology and industry and firmly believe that humans have control over nature. Although technocentrics may accept that environmental problems do exist, they do not see them as problems to be solved by a reduction in industry. Rather, environmental problems are seen as problems to be solved using science. Indeed, technocentrics see that the way forward for developed and developing countries and the solutions to our environmental problems today lie in scientific and technological advancement (Scott et al, 2004 and Huckle, 2005)





� Single-loop and double-loop learning - For Argyris and Schön (1978) learning involves the detection and correction of error. Where something goes wrong, it is suggested, an initial port of call for many people is to look for another strategy that will address and work within the governing variables. In other words, given or chosen goals, values, plans and rules are operationalised rather than questioned. 


According to Argyris and Schön (1974), this is single-loop learning. 





An alternative response is to question governing variables themselves, to subject them to critical scrutiny. This they describe as double-loop learning. Such learning may then lead to an alteration in the governing variables and then, a shift in the way in which strategies and consequences are framed (when they came to explore the nature of organisational learning). This is how Argyris and Schön (1978) described the process in the context of organisational learning, this is double loop learning (Webster  & Johnson, 2008)





� The National Framework for Sustainable Schools has been established by the Government to help schools understand what they need to do to achieve this aim. The National Framework comprises three interlocking parts: a commitment to care; an integrated approach; and a selection of ‘doorways’ or sustainability themes (.www.teachernet.gov.uk/sustainableschools)





� Agenda 21 is a comprehensive plan of action to be taken globally, nationally and locally by organizations of the United Nations System, Governments, and Major Groups in every area in which human impacts on the environment.





� This domain measures rates of poor health, early mortality and disability in an area and covers the entire age range (Defra, 2009).





� Multi layered – a stronger emphasis should be placed on co-operative networking, the exchange of experiences, public participation and stakeholder involvement (citizens, businesses, the voluntary sector, the media etc.), and mediation and arbitration.





� Environmental education now identified non–linear systems as the norm and the older machine like linear models as special cases or of limited value. Systems approaches, based on feedback, are the key to understanding environmental education (Webster & Johnson, 2008) Sense & Sustainability. 








� Constructivist learning theory - the term refers to the idea that learners construct knowledge for themselves---each learner individually (and socially) constructs meaning---as he or she learns'. Constructivist learning theory � HYPERLINK "http://www.exploratorium.edu" ��www.exploratorium.edu� (23.09.08)





� Plenary session, designed to draw out the learning and refer back to the lesson objectives (School in-service training).





� Assessment for learning 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). Assessment for learning Plenary session SEEDS,  


� HYPERLINK "http://www.se-ed.org.uk/news/practice-barriers-enablers.html" �www.se-ed.org.uk/news/practice-barriers-enablers.html� (22.1.08)





� Every Child Matters is a new approach to the well-being of children and young people from birth to age 19. The Government's aim is for every child, whatever their background or their circumstances, to have the support they need,  Every Child Matter, � HYPERLINK "http://www.dcsf.gov.uk/everychildmatters" ��www.dcsf.gov.uk/everychildmatters� (13.04.08)





� Northern Ireland Commissioner for Children and Young People
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