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SYNOPSIS

This paper examines the more proactive role which the revised guidelines in
Environmental Studies 5-14 give to Education for Sustainable Development and
LGHQWLÀHVWKHSUDFWLFDOLPSOLFDWLRQVIRUSULPDU\VFKRROV,QDFDVHVWXG\FRQWH[WLW
documents how a team of researchers worked with a school’s teaching staff to help
them interpret, plan and implement environmental learning more effectively. The
experience of working with the staff has enabled useful conclusions to be drawn
about practical and successful ways forward for the implementation of Education
for Sustainable Development in Scottish primary classrooms.
INTRODUCTION

The consultation draft of the Environmental Studies 5 to 14 guidelines (SCCC,
1999) has the potential to effect an exciting and long-awaited cutting edge to
environment programmes and sustainable practices in Scottish primary schools.
:KLOH ´(GXFDWLRQ IRU 6XVWDLQDEOH 'HYHORSPHQWµ KDV UHSODFHG ´(QYLURQPHQWDO
(GXFDWLRQµ LQ UHFHQW GRFXPHQWDWLRQ HJ 6P\WK   WKH NH\ PHVVDJH LV
WKHVDPH7KHDGYLFHWRWHDFKHUVLVWRSULRULWLVHWKH´GHYHORSPHQWRILQIRUPHG
DWWLWXGHVµ LQ WKHLU SXSLOV DQG WR UHFRJQLVH WKDW ZKLOH (QYLURQPHQWDO 6WXGLHV
SURYLGHVDQHVVHQWLDOJURXQGLQJLQVXIÀFLHQWNQRZOHGJHDQGVNLOOVWRXQGHUVWDQG
DQGLQWHUSUHWWKHHQYLURQPHQW´LWVKRXOGJRIXUWKHUµE\SURYLGLQJRSSRUWXQLWLHV
WRHQFRXUDJH\RXQJSHRSOHWRWDNH´DQLQIRUPHGSRVLWLRQRQWRSLFDODQGLPSRUWDQW
LVVXHVµ 62('S 
Although the SOED (1993) guidelines considered this to be a serious concern
IRUVFKRROVDQGUHFRJQLVHGWKDW´FRQIXVLRQµGLGH[LVWIRUPDQ\WHDFKHUVDVWRWKH
difference between Environmental Studies and Environmental Education, they
GLGQRWSURYLGHFOHDUDQGSUDFWLFDOVWUDWHJLHVWRKHOSWHDFKHUVWR´JRIXUWKHUµDQG
to develop progressively their pupils’ values and attitudes towards environmental
issues. This situation, of course, is not peculiar to Scotland. A review of the past
WKUHHGHFDGHVLQDZRUOGZLGHFRQWH[W 3DOPHU LGHQWLÀHGWKDW(QYLURQPHQWDO
Education has had two outstanding features:
a) the speed and evolution of its thinking and the documentation of its aims,
principles and theories, especially at international levels, and
b) the lack of effect of such documentation in everyday practice.
Environmental Education presents to teachers a challenging and wide-ranging
array of content. Added to this, teachers are expected to recognise what they must
do to enable their pupils to consider their values and possible actions in relation to
environmental issues. Consequently, with many curriculum pressures to attend to,
most schools have concentrated upon the complex task of establishing progression
in knowledge and skills, paying lip service to the promotion of personal values
and attitudes. Some schools, such as the case study school described in the present
article, sought support to introduce the development of informed attitudes into
WKHFXUULFXOXPDQGZKROHVFKRROSUDFWLFH1HYHUWKHOHVVVRPHÀYH\HDUVDIWHUWKH
original guidelines were issued, the general result fell short of satisfactory. Barr and
MacAndrew (1998) suggest that good practice abounds but wonder about the critical

168

mass of teachers being achieved in schools. The loneliness of the single enthusiast
in school is still a phenomenon to be reckoned with.
('8&$7,21)256867$,1$%/('(9(/230(17

7KHUHYLHZSURFHVVKDVSURGXFHGDPRUHH[SOLFLWH[HPSOLÀFDWLRQRIZKDW(GXFDWLRQ
for Sustainable Development should entail and how it can enhance the quality
RI OHDUQLQJ IRU SULPDU\ SXSLOV 6XVWDLQDELOLW\ LV D GLIÀFXOW FRQFHSW WR JUDVS DQG
´VXVWDLQDEOHGHYHORSPHQWµPD\HYHQEHVHHQDVDFRQWUDGLFWLRQLQWHUPV+RZHYHU
environmental concerns have become more prominent through the 1990s and the
phrase is now much more in general usage. Education is being seen by politicians,
economists and environmentalists alike as the key factor to encourage people to look
at the consequences of their values and behaviours and consider the implications
for future lifestyles.
The consultation document (SCCC, 1999) makes it plain that Environmental
(GXFDWLRQ DQG (GXFDWLRQ IRU 6XVWDLQDEOH 'HYHORSPHQW DUH ´QR ORQJHU PDUJLQDO
LQWHUHVWV«WKDWVWUXJJOHWRÀQGDWRHKROGLQWKHIRUPDOFXUULFXOXPEXW powerful
FRQVLGHUDWLRQV LQ DOO HGXFDWLRQDO WKLQNLQJµ %DUU  S $ PRUH H[SOLFLW
rationale (SCCC, 1999) reiterates how the Environmental Studies curriculum
provides experiences to help pupils to think critically and take informed decisions
so that they will be better able to act in ways that are sensitive to global and
development issues and consistent with the idea of sustainable development. Aims
for environment programmes retain the earlier focus on care and conservation, but
DUHH[WHQGHGWRSURYLGHXQGHUVWDQGLQJRI´LVVXHVUHODWHGWRWKHXVHRIUHVRXUFHVDQG
DVXVWDLQDEOHJOREDOHQYLURQPHQWµDQGWKH´LPSRUWDQFHRIDFWLYHFLWL]HQVKLSLQD
democratic VRFLHW\µ 6&&&SS :KLOHPRVWJXLGHOLQHVKDYHOLPLWHG
VFRSH IRU WKHRULVLQJ WKLV GRFXPHQW DW OHDVW VSHOOV RXW WKH ´FHQWUDO LGHDVµ ZKLFK
should be promoted in environment programmes.
Schools are advised that careful planning will be needed to ensure that
´RSSRUWXQLWLHV arise for pupils to examine feelings and thoughts in relation to these
LPSRUWDQWLGHDVµ While appropriate learning can arise in both integrated or subjectfocused contexts, the overarching framework for such opportunities is holistic,
HQFRXUDJLQJ\RXQJSHRSOHWRGHYHORS´DFRPPLWPHQWWROHDUQLQJ«UHVSHFWDQGFDUH
IRUVHOIDQGRWKHUV«VRFLDODQGHQYLURQPHQWDOUHVSRQVLELOLW\µ
It is important for schools to address a progression in such learning opportunities,
building upon the Pre-5 Curriculum framework which recognises that a key aspect
of children’s personal development and learning is environmental knowledge
and understanding. In the revised Environmental Studies 5 to 14 curriculum, it is
DFNQRZOHGJHGWKDW´HDFKFRPSRQHQWRIIHUVRSSRUWXQLWLHV«µ,QVRFLDOVXEMHFWVLW
GHVLJQDWHV SXSLOV DV ´FLWL]HQV DQG FRQVXPHUVµ ZKHUH H[SHULHQFHV DQG UHÁHFWLRQ
will enable them to make more informed choices and exercise their rights and
UHVSRQVLELOLWLHV7KURXJKHQTXLU\LQVFLHQFHDV´FULWLFDOWKLQNHUVµWKH\ZLOOEHDEOHWR
´DFWUHVSHFWIXOO\DQGUHVSRQVLEO\µWRZDUGVVFLHQWLÀFLVVXHV,QWHFKQRORJ\FRQWH[WV
WKH\ZLOODFTXLUH´WHFKQRORJLFDOFDSDELOLW\µDQGDSSUHFLDWHWKHVHQVLWLYHLQWHUDFWLRQ
EHWZHHQ´PHHWLQJSHRSOHVQHHGVDQGFRQVHUYLQJDQGLPSURYLQJWKHTXDOLW\ of the
QDWXUDOHQYLURQPHQWµ (SCCC, 1999, p.10).
Clearly, Education for Sustainable Development is no longer marginal to
environment programmes. The development of informed attitudes is not just
´DVVRFLDWHGµ ZLWK RXWFRPHV EXW ´XQGHUSLQV DQG SHUPHDWHVµ DOO FRPSRQHQWV DQG
RSSRUWXQLWLHV IRU GHYHORSLQJ VSHFLILF DWWLWXGHV LV ´DQ HVVHQWLDO DVSHFW RI DQ\
SURJUDPPHRIVWXG\µ0RUHRYHUVXVWDLQDELOLW\FRQWH[WVFDQSURÀWDEO\EHSXUVXHGLQ
5HOLJLRXVDQG0RUDO(GXFDWLRQ([SUHVVLYH$UWVDQG/DQJXDJHWRSURYLGHYDOXDEOH
cross-curricular opportunities for personal and social development, for coherent
thinking and learning and to make the best use of scarce curriculum time.
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This planning process which is asked of schools has implications not only for
sophisticated timetabling and cross-curricular strategies, but for essential qualities
and practices in a learning process which can effectively promote critical thinking,
problem solving and a commitment to act responsibly. There is a substantial literature
(Palmer, 1998) which argues that the most crucial factors in implementing Education
for Sustainable Development are the ability and the willingness of the teacher to
IDFLOLWDWH D OHDUQLQJ SURFHVV ZKHUH SXSLOV FDQ JHQXLQHO\ ´H[DPLQH IHHOLQJV DQG
WKRXJKWVµ RQ HQYLURQPHQWDO DQG VRFLDO FRQFHUQV 7KH FDVH VWXG\ ZKLFK IROORZV
provides a model to show how Education for Sustainable Development can effect
some necessary changes, not just in the curriculum and school practices but in the
thinking and methodology of teachers.
7+(&$6(678'<6&+22/

7KHSULPDU\VFKRROGHVFULEHGKHUHZLVKHGWRFUHDWHDSROLF\ZKLFKLGHQWLÀHGWKH
holistic nature of Environmental Education and which could be developed across the
5-14 curriculum. The staff wanted to interpret the ideas embedded in the guidelines
and to identify their own strengths and developmental needs. The Head Teacher
and management team enlisted the help of the researchers to enable the teachers
to articulate their own understanding of Environmental Education and help them
to take the planning, implementation and evaluation process further. The research
team’s function was to work with the staff as a whole and with groups of teachers
and pupils to record and help to analyse how Environmental Education could be
effectively implemented in the school.
THE AIMS OF THE PROJECT

The school sought to examine the current policy and practice in Environmental
(GXFDWLRQLQWKHVFKRRO6SHFLÀFDOO\LWDLPHGWR
•

enable staff to identify key concepts in Environmental Education.

•

help all staff to clarify their values and use these values as a basis for
establishing aims for an Environmental Education policy;

•

provide structures for teachers to facilitate more pupil-centred learning about
environmental issues;

•

highlight strategies and techniques to develop pupils’ knowledge and
understanding of environment issues and to enable them to articulate their
attitudes towards social and environmental concerns;

•

produce a whole-school policy in which all staff had collaborated.

,QHVVHQFHWKHVFKRROZLVKHGWRÀQGRXWZKDWZDVLQSODFHDOUHDG\ZKDWZDVPLVVLQJ
DQGZKDWWKHVFKRRODQGWHDPFRXOGGRWRÀOOWKHJDSV,QDGGLWLRQWKHUHVHDUFK
team aimed to develop a model which would be a useful instrument for effective
curriculum development in Environmental Education.
0(7+2'2/2*<7+($3352$&+

The approach selected by the team was to treat this school initiative as a case study
²´DV\VWHPDWLFLQYHVWLJDWLRQRIDVSHFLÀFLQVWDQFHµ 1LVEHWDQG:DWWS 
One of the main strengths of this approach is that it gives the researchers a strong
SLFWXUHRIZKDW´UHDOOLIHµLVOLNHZLWKLQWKHVSHFLÀFVLWXDWLRQ7KHIRFXVZDVRQD
number of people who worked together but had different roles and different views
of what a curriculum in Environmental Education should contain and how it should
be developed in their school. It is recognised that a small-scale project in one school
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may offer limited scope for generalisation. However, Miles and Huberman (1994)
argue that data collected over a sustained period (here, two years) can provide
richness, holism and powerful evidence for studying any process.
The case study was pursued in depth using a number of methods of data collection,
QDPHO\LQWHUYLHZVUHYLHZVRISULRUSODQQLQJGRFXPHQWDWLRQREVHUYDWLRQVDQGÀHOG
notes undertaken both by the researchers and by the teachers. This triangulation
was undertaken not so much to validate results obtained by any single method, but
WR´IXUWKHUHQULFKDQGFRPSOHWHWKHNQRZOHGJHµ )OLFNS DQGWRJLYHD
fuller account of the processes involved in developing Environmental Education in
this particular primary school.
&+5212/2*<2)7+(678'<

The team worked closely with the school over the course of the two year study.
They spent a number of days in the school in a variety of situations - interviewing
staff or children, working with individual teachers and their classes and delivering
whole school in-service. In essence, the role of the research team was to observe,
advise, record and analyse the implementation and development of the Environmental
Education curriculum in the school.
PHASE 1

The initial stages of the project were undertaken in the spring and summer terms.
The management team in the school was interviewed in order that an overview of
the status of Environmental Education in the curriculum could be ascertained. Then
the research team, in conjunction with the school management team, examined
the whole-school yearly plans and existing policy documents to establish general
impressions of the current status and provision of Environmental Education in the
curriculum. Each teacher’s forward plans for the previous year were scrutinised for
evidence of Environmental Education content. During interviews, individual teachers
were asked to elaborate on the possible issue-based content in their planning and to
discuss their views on Environmental Education.
What Was In Place Already
This detailed audit of current practice provided evidence which showed that the
school already met a number of criteria of good practice. It had a very obvious ethos
RI´FDULQJµZKLFKH[WHQGHGWRFDULQJIRUWKHQDWXUDOHQYLURQPHQWWKHSURSHUW\DQG
the perspectives of others and links with the local community. Steps had been taken
to make the outside areas more interesting, and safer, for pupils and a series of small
gardens growing a variety of plants and shrubs had been planted. Healthy eating was
SURPRWHGDQGSURMHFWVVXFKDV´5HF\FOLQJ:HHNµDQGDQ´$QWLOLWWHU&DPSDLJQµ
were undertaken. Some teachers explored local issues in the curriculum, especially
in the upper primary school.
What Was Missing
Despite the school having initiated a range of projects and events to enhance their
environment and demonstrate sustainable practices, scrutiny of plans suggested that
not all classes in the school were equally involved in Environmental Education.
While some pupils had interesting opportunities and memorable experiences of
participating in projects and events, there was no overall planning for progression
in learning. Opportunities were episodic and depended on the teacher’s interests and
preferences. Additionally, while some teachers, including the management, were
enthusiastic and knowledgeable, others were only marginally involved and did not
see Environmental Education as having particular priority in a busy curriculum.
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In view of this audit, steps were planned with the research team to help to develop
the teachers’ understanding of the essential concepts, to introduce teaching strategies
which would enhance the children’s learning and to develop a whole-school policy
which would ensure coherence and progression. It was important also that the
effective practices already in place would continue to be encouraged and extended
and would be shared with the rest of the staff.
PHASE 2

Over the course of the year, members of the team led three workshops for the
VWDIIRQDVSHFWVRI(QYLURQPHQWDO(GXFDWLRQ7KHÀUVWSURYLGHGWKHWHDFKHUVZLWK
RSSRUWXQLWLHV WR GLVFXVV WKH SURMHFW DQG WR DVN VSHFLÀF TXHVWLRQV RI WKH WHDP
The teachers recognised that it was important for them to consider their aims for
Environmental Education and to clarify how Environmental Education might help
WKHLUSXSLOVµWRGHYHORSLQIRUPHGDQGUHVSRQVLEOHDWWLWXGHVWRZDUGVWKHLUQDWXUDODQG
social environment. During this session, members of staff completed a survey and
then participated in a ranking activity, in which they prioritised their own values for
the education of their pupils in general terms and in relation to the environment in
particular. As a group they produced a set of whole school aims for Environmental
Education. These aims focused on positive behaviours and care and respect for
others and for the environment.
The teachers wanted to be clear about the place of Environmental Education
within the 5 -14 curriculum guidelines. As part of the workshop, they examined
GRFXPHQWVDQGLGHQWLÀHGDVSHFWVZKLFKIRUWKHPZRXOGEHFHQWUDOWRWKHLUSODQQLQJ
for Environmental Education. For example, in Environmental Studies 5-14 (SOED,
1993a) they highlighted promotion of informed attitudes to the environment such
DVFRQVHUYDWLRQVWHZDUGVKLSTXDOLW\RIGHVLJQDQGFRQÁLFWUHVROXWLRQ,Q3HUVRQDO
DQG6RFLDO'HYHORSPHQW 62('E YDOXHVZHUHLGHQWLÀHGHVSHFLDOO\LQ
terms of the home, the school, the local community and the wider environment. The
teachers also began to identify a range of generic skills which might be developed
through Environmental Education. These included planning, collaborating, locating
LQIRUPDWLRQSUHVHQWLQJLQIRUPDWLRQDQGUHÁHFWLQJFULWLFDOO\RQRQH·VRZQLGHDVDQG
the ideas of others.
The next stage in the process, undertaken in workshop two, was a presentation to
all teaching staff to help them to identify appropriate and effective learning strategies
ZKLFKFRXOGWDNHSXSLOV´IXUWKHUµLQ(QYLURQPHQWDO6WXGLHV7KUHHPRGHOVZHUH
LQWURGXFHG)LUVWO\WKHWHDFKHUVGLVFXVVHGZD\VWR´JHQHUDWHDFWLRQµDVSURSRVHGLQ
´:RUNLQJDFURVVWKH&XUULFXOXPµ 6&&& ,QWKLVPRGHOWHDFKHUVSURYLGH
pupils with opportunities to develop and progress knowledge and understanding about
the environment, to develop skills and gain experience working in the environment
and to develop values and attitudes leading to action for the environment.
$WKUHHVWDJHPRGHORI´(QYLURQPHQWDO&LWL]HQVKLSµGHYHORSHGE\+XQJHUIRUG
and Volk (1990) illustrated how Environmental Education could be progressed. At the
´HQWU\OHYHOµSXSLOVDUHJLYHQH[SHULHQFHVZKLFKKHOSWKHPWRGHYHORS´HQYLURQPHQWDO
VHQVLWLYLW\µDQGHQMR\PHQW7KH´RZQHUVKLSµVWDJHEXLOGVDEDFNJURXQGNQRZOHGJH
RILVVXHVZKHUHLQLWLDOYDOXHVFDQEHH[SORUHG,QWKHÀQDO´HPSRZHUPHQWµVWDJHWKH
SXSLOVDFTXLUHDUDQJHRIVWUDWHJLHVZKLFKKHOSWKHPWRIHHO´ZLOOLQJDQGUHDG\WR
DFWµIRUWKHHQYLURQPHQW,QGLVFXVVLRQRIWKLVPRGHOWKHVWDIIFRQVLGHUHGWKDWZKDW
the school programme had focused on so far was environmental sensitivity. What
it required to address was the teaching of informed issues and helping children to
acquire strategies for action.
)LQDOO\DQ´$FWLRQ&RPSHWHQFHµPRGHO EDVHGRQ-HQVHQ SURYLGHGWKH
teachers with an illustration of a useful structure in which to develop issues-based
learning. At the initial stage of the research, the teachers’ own values had emphasised
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WKDWWKHJRDORI(QYLURQPHQWDO(GXFDWLRQVKRXOGEHWRWXUQRXWFRQÀGHQWSXSLOVQRW
just aware but interested in environmental issues, who could take action to change
their own practice and persuade others to do likewise. In effect, they wanted them
WREH´DFWLRQFRPSHWHQWµ7KLVPRGHOGHYHORSVDFWLRQFRPSHWHQFHDVDOHDUQLQJ
process which leads pupils to:
•

become well informed and to gain insight into the origins, causes and effects
of an issue;

•

think through their ideas and articulate their visions for the future;

•

work out their values and make some commitment to improving a situation
or problem;

•

feel empowered to take action, drawing upon the strategies and experiences
facilitated by their teachers.

7KH WHDFKHUV ÁHVKHG RXW WKLV WKLUG PRGHO E\ DGGLQJ VRPH NH\ TXHVWLRQV ZKLFK
provided an essentially personal focus for the pupils. They evaluated the adapted
model as a useful way to proceed, centred as it was on the development of values.
They recognised, however, that for some children, becoming better informed was a
more realistic objective than empowerment.
In the third workshop, the teachers were introduced to a number of teaching
and learning strategies, such as ranking activities, analysing photographs, sorting
and responding to press statements and role-play and role-reversal strategies. These
were evaluated as useful in helping the pupils to explore issues and examine and
clarify a range of values including their own. The teachers considered, too, how
(QYLURQPHQWDO(GXFDWLRQPLJKWEHÀWWHGLQWRDFODVVURRPFXUULFXOXPHVSHFLDOO\
given the pressures of time and the existing workload. The teachers and workshop
leader examined the current school plans and devised a pattern whereby two
complementary approaches could be incorporated; the integrated subject approach
where an issue in Environmental Education is explored as part of a wider, broad-based
topic, and the discrete approach, which focuses on the knowledge, understanding,
VNLOOVDQGDWWLWXGHVRIRQHVSHFLÀFHQYLURQPHQWDOLVVXHWKURXJKDSURMHFWRUVHULHV
of activities.
PHASE 3

These structures introduced by the research team were negotiated into workable
procedures with the staff. Then in the autumn and winter terms classes at various
stages in the school engaged in action research. The purposes of this were to devise
and pilot some learning strategies to explore a relevant issue and to analyse the
types of skills required by pupils to help them to be well-informed, willing and
FRPSHWHQWWRDFW7KHSDUWLFLSDWLQJWHDFKHUVNHSWÀHOGQRWHVDQGZHUHLQWHUYLHZHGDW
the beginning and the end of the topic. A sample of pupils from each class was also
interviewed at the end of the topic as it was felt that it was important to gain direct
LQVLJKWVLQWRKRZWKHSXSLOVSHUFHLYHGDQGIHOWDERXWWKHLVVXHV6SHFLÀFH[DPSOHV
of the pupils’ work - stories, reports, art work and products of collaborative activities
such as sequencing, sorting and caption writing - were evaluated by the teachers and
team to establish evidence of understanding of the context and of personal responses.
Activities deemed to be useful could then be incorporated into future plans.
Two Primary 7 teachers selected some of the workshop techniques to audit their
pupils’ perceptions of issues arising in their community. They then proceeded to
GHYHORSDPRUHLQWHQVLYHHQTXLU\LQWRWZRDUHDVLGHQWLÀHGE\WKHSXSLOVDVSULRULW\
issues – air pollution and the polluted dumping ground of the local burn. Central
concerns for both classes were: “What information can we establish about this
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LVVXH":K\LVLWLPSRUWDQW":KDWFRXOGWKLQJVEHOLNHLQÀYHWRWHQ\HDUVWLPH"
Does it have to be like this? What can weGRDERXWLW"µ In the following term, a
VWXG\RQ´7KH+RPH)URQWµZDVH[WHQGHGWRH[SORUHWKHUHODWHGTXHVWLRQV´Are we
DZDVWHIXOVRFLHW\WRGD\²FRPSDUHGWRV"µand “What effects does war have
on people and their environment? What do I/we feel about war? Who/what do we
QHHGWRVWRSZDUVKDSSHQLQJ"µ
7KH 3ULPDU\  VWXG\ RI ´7KH +LJKODQG &OHDUDQFHVµ UDLVHG WKH LVVXH RI
homelessness as a national and global issue, historically and in the present day. The
pupils developed their understanding of modern homelessness though a number
of activities such as asking questions about photographs of refugee families and
considering things people say about homeless people, including ´:KDWGR,VD\"µ
Discussions on ´:KDW FDQ ZH GR DERXW KRPHOHVVQHVV"µ produced a variety of
responses: “We can direct people to shelters - or to get a job. Sometimes it’s not that
HDV\%XWZHFDQEX\WKH%LJ,VVXHDQGQRWFDOOWKHPQDPHVµ
Two primary four classes were undertaking a book-based topic. The story, a
fantasy, involved a group of children who found themselves transported to another
G\LQJ  ZRUOG DQG WUDFHG WKHLU TXHVW WR ÀQG D VROXWLRQ ZKLFK ZRXOG VDYH WKDW
ZRUOGDQGLWVLQKDELWDQWV7KRXJKYHU\PXFKDÀFWLRQDQGODQJXDJHEDVHGWRSLF
it was possible to identify some potential for Environmental Education. During
WKHFRXUVHRIWKHSURMHFWWKHWHDFKHUVVSHQWWLPHKHOSLQJWKHFKLOGUHQWRUHÁHFWRQ
and to make connections between, the actions and choices made by the children in
the story and their own actions and behaviour in real life. The children described
FROODERUDWLYH DFWLYLWLHV WKH\ KDG XQGHUWDNHQ &RPPHQWV VXFK DV ´Sometimes it
was hard if you didn’t get what you wanted, ... if you had to do what someone else
wanted...µZHUHGLVFXVVHG7KLVOHGWRWKHFKLOGUHQWU\LQJWRGHÀQHWKHTXDOLWLHVRI
HIIHFWLYHFROODERUDWLYHEHKDYLRXU7KH\UHÁHFWHGRQWKHDFWLRQWDNHQE\WKHFKLOGUHQ
LQWKHVWRU\´7KHODQGPLJKWGLHHYHQLIWKHFKLOGUHQKHOSHGEXWLWGHÀQLWHO\ZRXOG
GLHLIWKH\GLGQ·Wµ´7KH\GLGQ·WGRLWIRUPRQH\RUDQ\WKLQJ7KH\GLGLWEHFDXVH
WKH\FDUHGµ
3ULPDU\ZHUHLQYROYHGLQDWRSLFRQ´:LQWHU:HDWKHUµ$QXPEHURIZDONV
around the school grounds allowed the children to observe and comment on the
effects that the cold had on the environment. The intention here was to raise the
children’s awareness of their immediate environment and to allow them to observe,
describe and make suggestions and connections. They recorded their observations
with the help of the teacher: “We went out to look at the winter weather. We looked
up and we saw the clouds. Some were grey and some were white. We didn’t see any
blue sky. We felt the rain on our hands and our faces. It was cold. We saw puddles
with leaves in them. The birds were blowing about. They get hungry in winter. We
VKRXOGIHHGWKHPµ
PHASE 4

In the summer and autumn terms of year two of the study, the research team, working
with the school management team, reviewed and analysed the data collected at each
of the previous stages of the study. Based on this, they compiled a school policy
booklet. The booklet included: statements of the teachers’ values; descriptions of the
kinds of activities which could develop the pupils’ values and competence to take
action; examples of planning and of pupil’s responses; details of the steps that would
be taken in the infant, middle and upper stages of the school to ensure development
and progression in learning in Environmental Education.
Figure 1 shows a summary of the structure for progression devised by the school
as a result of the case study. The policy recommended that the focus of learning
was to begin with the child’s experience and enjoyment of his or her immediate
surroundings and extend outwards to the local and global environment. Emphasis
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was to be placed on the school as a community, with each member having both the
rights and the responsibilities that involves. It was seen as important that the pupils
GHYHORSDVHQVHRI´RZQHUVKLSµRIWKHLUVFKRROHQYLURQPHQW&DUHRIWKHVFKRRODQG
respect for the members of the school community were to be encouraged, with an
emphasis on responsible behaviour.
Figure 1: A summary of the structure for progression devised by the case study school.
´$3URJUHVVLRQLQ(QYLURQPHQWDO(GXFDWLRQLQ2XU3ULPDU\6FKRROµ
Primary 1–3

Primary 4–5

Primary 6–7

Sensitivity Stage
Develop awareness and
sensitivity towards the
environment.
Frequent exposure to
outdoor experiences.
Caring for school garden,
birds, pets.
Visiting other natural sites.
Provide good role
models, e.g. in healthy
eating, recycling, anti-litter
campaigns.
Recognising local
problems, e.g. pollution,
WUDIÀF

Continue to focus on
campaigns for healthy
eating, recycling, etc.

Continue involvement in
campaigns.

Some key issues could be
explored at a simple level.

Ownership Stage
Identify issues which are
VLJQLÀFDQWUHOHYDQWDQG
probably local.
Acquire an informed
background.
Find out different
viewpoints.
Work out own stance.

Role-play causes and
effects about local issues,
from different
perspectives.

Take supported action
(i.e. from the school)
where an issue is very
VLJQLÀFDQWRULPPHGLDWH

Empowerment Stage
/HDUQLQJDERXWVWUDWHJLHV
which people can take to
change things or make
improvements.
Acquiring skills to use
some strategies.
:RUNLQJRXWKRZWR´DFWµ
Being clear about
what action to take.
Coping with
consequences.

Some key issues could
be explored and some
´VFKRROµDFWLRQVWDNHQ

Work on designing and
improving the playground.
Maintaining the garden.
Visit natural sites.
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Work in dance and drama,
expressing ideas about the
environmental issues.
Develop a stewardship
scheme in school and
community.

Continue to become
informed about local and
some national/global
issues.

ISSUES ARISING FROM THE RESEARCH

The teachers were positive about the learning experiences they had facilitated. The
strategies they devised to enable their pupils to explore issues and develop their
understanding of different viewpoints and alternative solutions and their growing
DZDUHQHVVRIWKHLURZQSUHIHUHQFHVDQGYDOXHVZHUHWKH\VDLG´HQMR\DEOHYLJRURXV
DQG DEVRUELQJµ OHDGLQJ WR D PDUNHG LPSURYHPHQW LQ WKH TXDOLW\ RI FODVVURRP
discussion and debate.
An analysis of the planned activities and pupil responses contributed to an
HODERUDWLRQRIWKHSXSLOVNLOOVUHTXLUHGLQOHDUQLQJWREHFRPH´DFWLRQFRPSHWHQWµ
Action Competence is described by Jensen (1995) as being when learners have
´NQRZOHGJHDQGLQVLJKWµRIDQLVVXHKDYH´FRPPLWPHQWDQGYLVLRQµDERXWDQLVVXH
DQGFDQ´WDNHDFWLRQµRQDQLVVXH7KLVPRGHOZDVGHYHORSHGGXULQJWKHSURMHFWWR
enable the teachers to identify the range of teacher roles and strategies that could
be used to help pupils to develop the skills necessary to be able to take action (see
Figure 2, column 3). The teachers considered that the skills required to tease out an
issue, arrive at and communicate a personal value stance and take decisions about
VRPHUHDOLVWLFDFWLRQ´JRIXUWKHUµWKDQWKHDWWDLQPHQWWDUJHWVRIWKHWKHVNLOO
VWUDQGV7KH´3XSLO6NLOOVµGLPHQVLRQRI)LJXUH FROXPQ LVDVXPPDU\RIWKHLU
conclusions about what pupils need to be able to do to feel empowered to take
action. Some pupils obviously could go only so far in acquiring this repertoire of
skills. However, all pupils should be supported by their teachers, in terms of time
and appropriate strategies, so that they may begin to realise where they stand and
to think about actions that could be taken.
In addition to lively teaching and enhanced learning, the action research group
LGHQWLÀHGVRPHSUREOHPVIDFHGE\ERWKWKHSXSLOVDQGWKHLUWHDFKHUV6RPHSXSLOV
ODFNHGFRQÀGHQFHDQGH[SHULHQFHWRRUJDQLVHWKHPVHOYHVWRFROODERUDWHHIIHFWLYHO\
DQG REYLRXVO\ KDG H[SHFWDWLRQV WKDW WKHLU WHDFKHU ZRXOG ´WDNH RYHUµ HYHQWXDOO\
supplying other viewpoints and solutions. The teachers recognised that there were
YHU\FRQVLGHUDEOHGLIÀFXOWLHVIDFLQJSXSLOVLQDPRUHRSHQÁH[LEOHDQGXQIDPLOLDU
situation where their teacher might be acting in a less proactive way than usual,
employing different strategies to facilitate the individual’s response. Some pupils
needed convincing that their views were as good as those of anyone else and
doubted their ability to change things for the better. But there was also evidence
that, once started, most pupils became excited by the challenge and responded very
positively.
7KH´DFWLRQFRPSHWHQFHµSURFHVVDOVRSUHVHQWHGDYHU\UHDOFKDOOHQJHWRWKH
teachers. Research has shown (Huckle, 1996; Sterling, 1996; Palmer, 1998) that
teachers have a strong priority to maintain order and control in their classrooms. The
PRUHÁXLGFRQVWUXFWLYLVWQDWXUHRIWKLVOHDUQLQJSURFHVVKRZHYHULQYROYHVWDNLQJ
´ULVNVµZLWKFRQWURO7KHDFWLRQUHVHDUFKDQDO\VLVLGHQWLÀHGWKHWHDFKHUV·NH\UROHV
and strategies to be:
•

structuring a variety of ways through which knowledge and insight of an
issue could be gained;

•

using appropriate techniques to probe points of view, priorities, alternatives,
visions;

•

providing not only experiences but time and opportunities for pupils to clarify
their values;

•

both challenging and supporting any decisions taken or action suggested.

The action research group said that it could be disconcerting to have to cope with
the diversity of pupils’ views, some of which could clash, and to recognise their
own limitations when faced with strong reactions based on personal experiences.
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Figure 2. The Action Competence Model
´3XSLO6NLOOVDQG7HDFKHU5ROHVLQ/HDUQLQJWREH´$FWLRQ&RPSHWHQWµ
Pupil Skills

Teachers’ Roles/
Strategies

Knowledge/Insight

• identify the issue as a
FRQÁLFWRIYDOXHV
• analyse issue and
UHFRJQLVH´SOD\HUVµLQ
WKHFRQÁLFW
• identify research
questions
• use research sources
• detect bias/opinion
• learn to sample, survey
and record data
• share information with
others
• analyse alternative
solutions to issue
 HYDOXDWH´FRPSOHWHQHVVµ
of evidence

• clarify, by most
appropriate means, the
context of the issue
• provide/evaluate
experiences for cooperative working
• ensure ability in 5-14
skills so that pupils can
select and justify the best
mode of enquiry
• provide sources of
information
• be provocative,
challenging views,
solutions, strategies
 EHDQDFWLYH´KHFNOHUµLQ
the audience

Commitment and
Vision

• use evidence
• draw conclusions
• listen, compare a range
of solutions
• make inferences
• formulate
recommendations
• communicate personal
position/view
• state and justify personal
decision

• pose the challenge of
´PDNLQJXS\RXURZQ
PLQGµDERXW²
• provide appropriate
techniques to probe
perceptions/values, to
justify, predict, explore
´ZKDWLI«µDOWHUQDWLYHV
• consider how best to
participate
• facilitate discussion,
debate, decision-making
and decision-taking
• reassure
• challenge

Taking Action

• analyse effective action to
make a change
• evaluate the feasibility of
success (consider failure)
• persuade others about
chosen solution(s)
• decide on best way
forward
• act alone and in a group
 IDFLOLWDWHUHÁHFWLRQRQ
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•


•

action plan, i.e. ask
awkward questions, ask to
check, etc.
cause to think ahead and
predict
DVNWRHYDOXDWH´ULJKWµDQG
´ZURQJµ
FKDOOHQJH´LGHDV
VWUDWHJLHVµ
evaluate strategy

7KH\GHEDWHGWKHZLOOLQJQHVVDQGDELOLW\RIVRPHWHDFKHUVWRJREH\RQGWKH´VDIH
JURXQGµRIWUDQVPLWWLQJNQRZOHGJHLQWRHQFRXUDJLQJSXSLOVWRH[SORUHWKHLUIHHOLQJV
and thoughts on lively issues, perhaps into sharing their own values and feelings. It
was their view that, in any school staff, there would be some teachers who would be
´XQFRPIRUWDEOHµZLWKWKLVOHDUQLQJSURFHVVDQGUHVLVWDQWWRZKDWPLJKWEHDVRPHZKDW
fundamental change in their teaching style. They considered, however, that analysis
of the strategies provided and the focus given in planning formats for issues-based
learning could ease the situation for more reluctant teachers.
7KH\FRQÀUPHGKRZGLIÀFXOWLWZDVIRUWHDFKHUVEXV\ZLWKDFURZGHGFXUULFXOXP
WR VWDQG EDFN DQG ´JLYH WKH ÁRRUµ WR WKH SXSLOV ZKLOH WKH\ WULHG WR IDFLOLWDWH DQ
essentially sophisticated and complex process. They emphasised that this type of
learning is not incidental but requires an investment in time and resources and a
JHQXLQHUHFRJQLWLRQE\PDQDJHPHQWWKDWSUHVVXUHWRSULRULWLVHRQ´WKHEDVLFVµVKRXOG
QRWSUHHPSWVXFKTXDOLW\OHDUQLQJZKLFKWDNHVSXSLOV´IXUWKHUµLQDKROLVWLFVHQVH
At the same time, while they analysed that this learning process requires careful
LQLWLDWLRQDQGGHYHORSPHQWDQGUHÁHFWLYHHYDOXDWLRQWKH\DOVRDFNQRZOHGJHGWKDW
it was grounded in good pupil-centred practice which was not unfamiliar to them
in, say, health education or drama.
It has been well demonstrated by Hungerford and Volk (1990) that the
responsibilities of active citizenship can be developed through Environmental
(GXFDWLRQ´7KHVWUDWHJLHVDUHNQRZQ7KHWRROVDUHDYDLODEOH7KHUHDOFKDOOHQJH
OLHVLQDZLOOLQJQHVVWRGRWKLQJVGLIIHUHQWO\WKDQLQWKHSDVWµ +XQJHUIRUGDQG9RON
1990). The teachers in the case study school considered that the research model used
to initiate, develop and implement their school policy not only gave them ownership
RIWKHSROLF\EXWSURYLGHGDVRXQGVWUXFWXUHRI´VWUDWHJLHVµDQG´WRROVµZKLFKWKH\
FRXOGXVHDQGPRQLWRU7KHLURZQDFWLRQUHVHDUFKKDGFRQWULEXWHGVLJQLÀFDQWO\WR
teasing out and formulating some essential roles, skills and strategies. Their verdict
on their experiences certainly endorsed the view that Environmental Education
FKDOOHQJHVERWKSXSLOVDQGWHDFKHUVWRWKLQNDQGGRWKLQJV´GLIIHUHQWO\«WKDQLQ
WKHSDVWµ
,1727+(0,//(11,80

This pragmatic model was founded on a school staff’s values regarding the type of
pupils they wished the school to turn out. It could be usefully replicated in other
primary schools to meet the demands of Education for Sustainable Development
heralded in the consultative guidelines. Its central focus on values and attitudes could
help school staffs to work out what, in their own circumstances, they need to do to
inform their pupils to become active and responsible citizens, consumers, critical
thinkers and stewards of their environment. The model provides insight into planning
RSSRUWXQLWLHVZKLFKSURYLGHFRKHUHQWDQGFURVVFXUULFXODUOHDUQLQJDQGLWLGHQWLÀHV
D SURJUHVVLRQ IURP ´HQYLURQPHQWDO VHQVLWLYLW\µ WKURXJK LVVXHVEDVHG HQTXLU\ WR
´DFWLRQFRPSHWHQFHµ,QSDUWLFXODUKRZHYHULWWDFNOHVWKHFUXFLDOLVVXHRIWHDFKHUV·
UROHVJRLQJEH\RQGWKHJXLGHOLQHVWRGHPRQVWUDWHZK\DQGKRZ´FRQYHQWLRQDOIRUPV
RIHGXFDWLRQPD\QHHGWREHUHFDVWLQIXQGDPHQWDOO\GLIIHUHQWIRUPVµ %DUU
p. 26) for Education for Sustainable Development to be successfully implemented
in the classroom.
The timing of the revision of Environmental Studies 5-14 is opportune. It
FRLQFLGHVZLWKVLJQLÀFDQWGLUHFWLYHVZKLFKKDYHHPHUJHGRQWKH6FRWWLVKVFHQHZKLFK
promise an optimistic future for Education for Sustainable Development in Scottish
VFKRROV7KHJXLGHOLQHVIRU,QLWLDO7HDFKHU(GXFDWLRQ&RXUVHV 6FRWWLVK2IÀFH 
now require all potential primary teachers to demonstrate.
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D  LQUHODWLRQWR6XEMHFW&RQWHQWRIWHDFKLQJ´DNQRZOHGJHRIDQGDELOLW\WR
SOD\DSDUWLQ«(GXFDWLRQIRU6XVWDLQDEOH'HYHORSPHQWµ
E  LQUHODWLRQWR3URIHVVLRQDO9DOXHV´WKDWKHRUVKHNQRZVDERXWDQGLVDEOH
to contribute to Education for Sustainable Development in the school and
ZLGHUFRPPXQLW\µ
Consequently, all new primary teachers will in future, be conversant with some of the
concepts of and solutions to sustainability and appropriate pedagogical strategies.
Then, in March 1999, the Advisory Group on Education for Sustainable
'HYHORSPHQWSUHVHQWHGWKHLUDFWLRQSODQGHWDLOLQJ´DOHDGHUVKLSVWUDWHJ\µIRUDQ
integrated programme of sustainable development and education. There are already
indications that the political agenda has changed and the new Scottish parliament
has heightened its national and local initiatives in the area of sustainability. The
UHSRUWRIWKH$GYLVRU\*URXSSURMHFWVWKHYLVLRQRID´QHZHGXFDWLRQµZKLFKPXVW
EHKROLVWLFIRFXVHGRQOHDUQLQJUDWKHUWKDQWHDFKLQJIDFLOLWDWLQJ´MRLQHGXSWKLQNLQJµ
E\HQFRXUDJLQJ´MRLQHGXSOHDUQLQJµDQGEDVHGRQ´DFWLYHFLWL]HQVKLSFROOHFWLYHO\
DQG LQGLYLGXDOO\µ $GYLVRU\ *URXS RQ (GXFDWLRQ IRU 6XVWDLQDEOH 'HYHORSPHQW
1999).
It certainly seems to augur well that the revised Environmental Studies 5-14
guidelines will be consistent with the expert advice offered to government. The
encouraging conclusion to be drawn from the present study is that teachers, both
new and established in post, with the necessary commitment, will be competent to
put the revised guidelines into practice in their classrooms.
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