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ABSTRACT

Education for Sustainable Development and Global Citizenship (ESDGC) has received
little detailed research attention, especially in Wales where it is now a key theme in the
Revised Curriculum for Wales. The thesis explores issues in the development of ESDGC
through case studies of five Welsh primary schools which had received positive mention
for ESDGC. The schools’ practice is first examined against established criteria for
ESDGC. A detailed investigation follows of the influences and dynamics that had shaped
their development.

All schools were found to be carrying out a substantial number of ESDGC activities and
taking a flexible, pupil-centred, skills-based approach; this was further encouraged by the
nature of the revised curriculum. One school displayed some characteristics of
transformative change. ESDGC was found to widen pupils’ horizons and to give them
enjoyment and motivation for learning. Although schools had begun developing ESDGC
for varied reasons all had at some time been influenced by national guidance. Key factors
in development included: having a supportive head teacher who gave attention to ESDGC,;
a knowledgeable, enthusiastic ESDGC coordinator; a collaborative ethos; being alert to,
and taking advantage of, external opportunities to enrich learning. Key players had often
received substantial professional development but other teachers were dependent on
learning opportunities within the school. ESDGC coordinators had extensive external
networks which gave them access to intellectual capital and new ideas. Where there were
strong learning communities and frequent opportunities to discuss ESDGC there appeared
to be greater understanding of ESDGC and a shared vision of its relevance.

Several progressive models are proposed to explain the mechanisms of ESDGC
development within schools and regionally. These draw on a combination of action
research models, socio-historic activity theory and social network theory. Implications for
national funding strategies, school networking, teacher training and educational change in
general are noted.
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Introduction

INTRODUCTION

This study explores the development of Education for Sustainable Development and
Global Citizenship (ESDGC) in primary schools in north-west Wales. This is an area of
education which has received much attention in Wales in recent years but there is still a
dearth of research on its impact. The study has been conducted with the support of a

bursary from the Welsh Assembly Government.

THE CONTEXT OF THE STUDY

My background

From my early years | have undergone learning related to this field of study. My
appreciation of the natural world was gained during my early family and school years. |
found geography fascinating at school and it excited my curiosity in the wider world.
When | was introduced to biology and zoology at university | was fascinated by the
variety, complexity and interdependence of life. Working in marine ecology made me
further aware of this interdependence and of the delicate balance within systems. During a
period at home with my young children | tended our smallholding and gained an even
closer understanding of our interdependence with our environment. | then trained as
secondary science teacher and in my subsequent work as education officer in a zoo, |
learned more about conservation and found holistic approaches and cross curricular
planning to be preferable ways of working. In 1993, I moved to work in the World
Education Centre, a development education centre in Bangor University. | began to extend
my understanding of the importance of global interconnections, and also of the variety of
methodologies for introducing these topics to children and young people. | worked in this
centre for seventeen years until my retirement in 2011, first as the primary schools project
officer, then as coordinator of projects to embed ESDGC in Initial Teacher Education and
Training and Higher Education and finally as Director. | see ESDGC as a core, holistic
element of learning, relevant for all ages, across the whole curriculum and in our everyday
lives; it helps people to appreciate the world and its interconnections and to evaluate their

own role in shaping its future. It also provides a very motivating context for learning.
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From 1997 to 2000 I studied for a part-time M.Ed. incorporating a study of global school
learning partnerships in which schools compared issues of relevance to them all; |
subsequently taught for ten years on this master’s course. During this period I was also a
member of the teams which conducted the research for three of Wales’ ESDGC school
guidance documents. This emphasised the complexity of designing curriculum guidance to
satisfy a wide range of interest groups. My last project before retirement was a three year
ESDGC teacher mentor project funded by the UK Department for International
Development; this ran concurrently with my doctoral research.

I have thus had a long history of working within the field of ESDGC and have witnessed at
first hand, and been involved in, the changes taking place. All of this experience has
given me an insight into some of the issues requiring research in this field. For example I
have noted that some teachers will introduce ESDGC whatever guidance is, or is not, in
place — it is in their hearts and minds. Others may find it harder to see connections
between local and global issues and the relevance of these to their own lives. However,
from my own personal experience | believe that people can learn about this and also
change their opinions and values. One of my interests in this research study is to find out

how this happens within schools.

The national context

Wales is one of the four countries making up the United Kingdom. In 1999, the Welsh
Assembly Government (WAG) came into being as a result of devolution in the UK
government (HMSO, 1998). Its constitution included a commitment to consider
sustainable development in all its activities; this was a fairly unique move at the time. The
curriculum guidance booklet Education for Sustainable Development and Global
Citizenship: Why? What? How? (ACCAC, 2002) was first introduced to schools in Wales
in 2002. This fairly brief document contained several school case studies and described
ESDGC as being,

concerned with,

¢ the links between society, economy and environment and between our own lives

and those of people throughout the world;
¢ the needs and rights of both present and future generations;

¢ the relationships between power, resources and human rights;
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the local and global implications of everything we do and the actions that
individuals and organisations can take in response to local and global issues.’
(ACCAC, 2002, p. 2)

There was then a lull in ESDGC developments until 2005. This saw the first in a series of

new ESDGC developments with Estyn (Her Majesty’s Inspectorate for Education and

Training in Wales) producing its first set of guidance for schools (Estyn, 2005). In 2006
the Welsh Assembly Government published the ESDGC Strategy for Wales (Welsh

Assembly Government, 2006). This set targets for all phases of education. Within the

school sector it emphasised that ESDGC is a holistic overarching concept linking schemes

such as Eco-Schools, Healthy Schools and Global School Partnerships. Recommended

actions included:

the development of a baseline statement on ESDGC,;

the development of common standards for ESDGC,;

appointing ‘champions for ESDGC’ e.g. within counties;

ensuring training and support for head teachers, teachers, ancillary staff and
parents;

ensuring delivery of the Enabling Effective Support initiative to support delivery of
ESDGC and the formation of school networks;

local authorities developing local ESDGC strategies and including sustainable
development and global citizenship in future requirements for educational strategic
plans (ESPs) and School Improvement Plans;

schools reviewing their management in relation to sustainable, ethical procurement
and biodiversity;

ensuring training for staff in initial teacher education, new teachers in their
induction period.

reviewing the place of sustainable development and global citizenship in the
curriculum as part of ACCAC’s curriculum review. (abbreviated from Welsh

Assembly Government, 2006, pp. 14-19)

Actions were then put in place to deliver these recommendations. The Welsh Assembly

Government commissioned Estyn to develop a position statement on ESDGC in schools

and further education colleges. | was a member of the team contracted to carry out this
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research. The statement, which resulted from phone surveys to a sample of schools,
showed a significant disparity of delivery of ESDGC throughout Wales (Estyn, 2006a).
Although all schools were said to be doing some work concerned with ESDGC it found
that,

about % of schools give little coherent and consistent attention to it and it has a

central and well organised place in the life and work of less than 1/10 of the total.
(p. 10).

These latter schools were almost exclusively primary schools. There was said to be more
work being done on sustainable development than on global citizenship. They also noted
that ‘Teachers and advisers do not have a clear and consistent understanding of the
definition, purpose and benefits of ESDGC.’ (p. 10)

Further guidance to promote ESDGC followed. First Estyn revised its existing ESDGC
guidance (Estyn, 2005) to emphasise the need for a global dimension in schools (Estyn,
2006b). The document Education for Sustainable Development and Global Citizenship: A
Common Understanding for Schools (Welsh Assembly Government, 2008b) was published
together with an accompanying document for teacher trainees and new teachers (Welsh
Assembly Government, 2008c). | was a key member of the teams which contributed to
both these publications. These documents were much more explicit than the earlier 2002
documents, describing ESDGC and areas to address in detail. The common understanding
document was delivered to all schools in September 2008, along with many other
documents for the Revised Curriculum for Wales, an innovative pupil-centred, skills-based
curriculum which emphasised increased flexibility in teaching approaches. The summary
curriculum document Making the most of learning — implementing the revised curriculum
(Welsh Assembly Government, 2008a) includes reference to ESDGC as one of the
curriculum aims; ESDGC is highlighted in many subject areas and it is named as one of
five themes in Personal and Social Education. A full description of changes within, and
influences on, the curriculum in Wales over this period can be found in Norcliffe and
Bennell (2010) and Bennell and Norcliffe (2011).

Since its first introduction there have been many individual initiatives to support ESDGC
in schools and Initial Teacher Education and Training in Wales; many of these have

benefited the study area of north-west Wales. There has been support from a variety of
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environment and development non-governmental organisations (NGOs) and development
education centres, from school awards schemes, and from several projects funded by the
UK Department for International Development (DfID) and the Welsh Assembly
Government. This plethora of initiatives was commented upon by Estyn (2006a) as a
possible barrier to schools’ development of ESDGC. ESDGC support became more
coordinated with the introduction of the Enabling Effective Support (EES) initiative in
Wales, funded by DfID and the Welsh Assembly Government (DfID, 2003). This
established fora in various regions of Wales. With members from schools, LEAs and
NGOs and with a small sum of money each year, these fora publicised ESDGC support
and coordinated local events to further support teachers. Pitts (2009, unpublished report)
found, from a survey of a random sample of a quarter of the schools in Wales (30% return;
144 responses), that 55% of primary schools had attended at least one ESDGC support
event supported by Enabling Effective Support in the previous five years; almost a third of
these had attended more than one event. In their evaluations of events the most common
follow-up activity intended was planning for ESDGC, followed by raising the profile of

ESDGC and following up on ‘an award scheme or initiative’ (p. 3).

RATIONALE FOR THE STUDY

Evidence of longer term impact of these curriculum changes and ESDGC support in Wales
has been few and far between. School inspection reports began to increasingly mention
ESDGC, and more recent school inspection results for Wales (www.estyn.org.uk, accessed
20/05/2010), showed that some schools were judged to be doing ESDGC very well. The

definition of ‘very well’ is, however, a contentious issue. Morgan (2009), in an
unpublished study of inspection comments on ESDGC in Wales in the years 2006-07 and
2007-08, found that 28% (41) of those inspected were awarded a grade 1 for ESDGC. Of
these he said it was clear that in most reports it was Education for Sustainable
Development (ESD) that was the outstanding feature. In his judgment around only 20% of
the reports suggested that Global Citizenship had similar outstanding features to ESD.
Further to this, on closer inspection of the comments he found that although a few reports
did describe schools as engaging in a large range of global citizenship activities, many of
these consisted of comments praising children’s charitable initiatives. Whilst not

criticising these, and recognising that inspection reports are necessarily brief and may not
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give the full picture, he states ‘they should be looked on as starting points rather than

finishing lines in what a school does to promote global citizenship’ (p. 3).

Discussion with education advisers in north-west Wales and self-reflection on my own
experience of working with schools in this area has confirmed these findings. In a study of
schools involved in an ESDGC mentoring project (Bennell, 2011, unpublished) I found
that although most head teachers knew something about ESDGC and wished to develop it,
in some schools head teachers were still only faintly aware of the Welsh Assembly
Government guidance on ESDGC; they were doing elements of it only because they were
part of school award themes. However, it was also noted that some head teachers and
individual teachers were particularly enthusiastic about ESDGC and that they had taken
advantage of a variety of training and development opportunities whenever available
(North-west Wales ESDGC Forum reports 2006-2010, unpublished; World Education
Centre reports, 2002-2010, unpublished). Additionally, some relatively new teachers who
specialised in ESDGC during their initial teacher education course had secured jobs locally
and moved on with their development of ESDGC in their school to be acknowledged
locally and nationally for their work; some of these teachers have also been mentoring
other teachers (Bennell, 2011, unpublished). However, there have been no further studies
in Wales to find out in depth about the extent and success of schools’ ESDGC
development and also about what has influenced this. Having worked in this field for a
lengthy period of time | was particularly keen to find out about any longer term impacts on
ESDGC in schools.

In England, where education for sustainable development and the global dimension have
been introduced to schools in different ways (Bourn, 2008), there have been some studies
of the impacts of this implementation (e.g. Cheadle, 2004; EES-SW, 2007; Hren et al.,
2007; Jackson, 2007; Ofsted, 2008; Gayford, 2009). Symons (2008) has summarised
research on implementation of areas related to ESDGC and found some ‘enablers’ and
‘barriers’ for schools. However, only three studies, Jackson (2007) and Gayford (2009)
on sustainable schools and EES-SW (2007) on the global dimension in schools, include
detailed accounts of individual schools actions. Jackson notes,

this is a largely un-researched area of school practice. Whilst a number of schools have

been working in ways which would be identified as comprising a sustainable or green

school, research has focused on short-term outcomes and has tended to be anecdotal.



Introduction

There has been little evaluation of staff or leadership practices which enable successful

sustainable development in schools. (p. 8).

AIMS OF THE THESIS

Based on the lack of evidence from Wales and Jackson’s (2007) comment about the lack of
detailed evidence on school practice the main aim of the thesis is to explore factors which
have influenced the development of ESDGC competence in primary schools. The study
addresses the detail of how primary schools in Wales have gone about integrating ESDGC
and which factors have enabled some to do it well. It aims to discover what influences
schools to begin developing ESDGC and what then enables them to continue onwards to
develop it comprehensively across the school. It aims to find out about the intricacies of
developing ESDGC, the ‘micro-issues’, rather than simply gaining an overall, less detailed

impression.

The study aimed to answer the following main research question and associated key
questions:

How does ESDGC competence develop in primary schools?

a) What are the characteristics of schools recognised for their ESDGC practice?

b) What factors influence the development of a comprehensive approach to ESDGC in

primary schools?

The study was based in north-west Wales, a region which has received substantial support
for ESDGC development and which, as noted above, has some nationally recognised
ESDGC primary schools. The research takes a largely qualitative, interpretive approach,
focusing on case studies of the five schools which had received positive mention of their
ESDGC development. These findings are complemented by interviews with Local
Education Authority (LEA) advisory and support officers, and a survey of ESDGC support
provision. A discussion follows about what lessons can be learned from the study and
whether the findings can be extrapolated to the development of ESDGC in schools across
Wales.
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Relationship of the study to research theories

The literature review conducted for this study revealed very many research theories of
relevance to ESDGC implementation and to educational change in general. Several of
these theories have played a key role in this research. Those of interest included theories
with their roots in constructivism (Vygotsky, 1978) such as situated learning and
communities of practice (Lave and Wenger, 1991), learning communities (Stoll, 2004),
social network theory (Fox et al., 2007), social capital theory (Lin, 2001), transformational
learning theory (Mezirow, 2000) and socio-historic activity theory (Engestrém, 1987,
1999). Anderson’s (1993) continuum of system change and Gladwell’s (2000) application
of diffusion theory were also of interest. Although all of these theories were found to be of
some degree of relevance to the research, certain ones more strongly influenced the
approaches and methods used in this study and others, the analysis of the findings. For
example, social network and social capital theory influenced the investigation of teachers’
ESDGC-related interactions; socio-historic activity theory and Anderson’s continuum of
system change were found to be most useful in framing models to explain the research
findings, particularly as they incorporated many of the features of the other theories.

To whom will the study be of interest?

The way in which schools and teachers gain expertise and implement ESDGC should be of
relevance not only to those in Wales who are interested in this aspect of education, but to
those who are attempting to introduce similar aspects of education, wherever they may be
based. It should also be of interest to a wider audience of all those concerned with
educational change and responses to the implementation of new educational strategies.
The results of the research will be shared with relevant policy makers within the Welsh
Assembly Government, especially those with responsibility for ESDGC, with the Welsh
schools inspectorate, Estyn, and with others interested in researching and developing
ESDGC in schools.

LAYOUT OF THE THESIS

Chapter 1 discusses the literature relating to the first research question. It describes the

characteristics of ESDGC-related educations and the rationale for addressing these issues.
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It then discusses whether there is any consensus on the characteristics and actions of
experienced ESDGC schools and teachers. It compares these characteristics with those
suggested for ‘effective schools’. It then discusses criteria for assessing and evaluating
levels of ESDGC development in schools, discussing the levels which might indicate

transformative change.

Chapter 2 examines literature relating to the second research question, exploring evidence
for factors which may affect schools’ and teachers’ development of ESDGC. The
similarity between those factors and those said to impacting on general school innovation
is noted. Each factor is then discussed in detail. Finally, some frameworks and theories

designed to help understanding of the process of change are discussed.

Chapter 3 describes a little of the background to, and influences on, the nature of ESDGC
in Wales. It then critically discusses how ESDGC and the whole current school curriculum
in Wales reflect the key characteristics of ESDGC-related educations described on Chapter
1. It also asks whether they incorporate any of the suggested factors for change and

whether, together, they have the potential to transform society.

Chapter 4 revisits the research issue and the research questions and proposes some more
detailed questions in the light of issues raised in the literature review. It describes the
rationale behind the overall research approach and methodology and the key literature that
influenced it. This is followed by a discussion of the choice of study location and its
characteristics, a description of the methodology, the research procedures and methods of
analysis. Limitations of the research methodology, ethical issues, issues of subjectivity

and reactivity are also given attention.

The analysis of the outcomes of the research is spread across six chapters, Chapters 5 to
10. Chapter 5 first describes the layout of the analysis chapters and then the outcomes of
two early studies, namely interviews with Local Education Authority officers and a survey

ESDGC support organisations to find out about the levels of support they gave to schools.

Chapters 6 to 10 provide an analysis of the data from the five case study schools. Chapter
6 presents profiles of each school and its teaching and learning activities. Chapter 7

describes teachers’ view on their school’s level of ESDGC development and benefits they

9
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felt ESDGC had brought to their pupils. It compares these with evidence from pupil focus
group interviews. The schools’ actions are then discussed in relation to certain criteria for
ESDGC development. Chapter 8 presents the key factors that teachers believed had
impacted on their school’s development, including reasons why they began developing
ESDGC. Chapter 9 presents a detailed examination of factors relating to leadership and
management. Chapter 10 discusses levels of teachers’ interest, knowledge, understanding
and competence, and factors which have impacted on individual teachers. The extent to
which teachers network within the school and with others outside of the school is
examined and related to a discussion of learning communities. Several progressive models

which build on the findings of ESDGC development are presented in Chapters 8 to 10.

Chapter 11 brings together the findings of the research and considers how the research
findings pertain to some of the theories discussed earlier. It presents one final model of
ESDGC development. Conclusions are drawn from the research findings and limitations
of the study discussed. Areas for further research are suggested. Some implications for
the development of ESDGC in Wales and wider afield are considered, and some

recommendations made for future developments at national and regional level.
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CHAPTER 1 CHARACTERISTICS OF ESDGC-RELATED
EDUCATIONS AND CRITERIA FOR EVALUATION

An introduction to Education for Sustainable Development and Global Citizenship
(ESDGC) in the school curriculum in Wales was presented in the Introduction. It was
shown that formal developments of ESDGC in Wales began from around the year 2000.
However, although ESDGC may be a relatively new term for schools in Wales it has in
fact been practised by schools and practitioners for many years under a variety of names.
This chapter describes the origins of ESDGC and the various rationales which have been
proposed for addressing it. Theoretical characteristics of ESDGC and characteristics of
ESDGC from empirical research in schools are then discussed. Finally, there is a
comparison of some criteria against which ESDGC in schools can be evaluated. Chapter 2
then discusses evidence for factors affecting the development of ESDGC-related
educations. The nature of ESDGC in Wales is returned to in Chapter 3 where it is

critically compared with the characteristics of ESDGC presented in the literature.

First, a note on terminology used in this thesis. For the sake of clarity, and because there
are many names for this kind of education, the term ESDGC will be used in this thesis
when discussing the situation in Wales. When discussing other situations, unless specific
terms are noted in the literature, the term used will be ESD/GC. This is not ideal, given the
importance attached by different groups to their chosen titles, but it avoids over-confusing

the reader.

1.1 ORIGINS OF ESDGC AND RELATED EDUCATIONS

ESDGC has its roots in many educational movements and it has been influenced by a
range of theories and perspectives on education. Examples of the related types of
education include: global education, world studies, development education, peace
education, anti-racist education, environmental education, human rights education,

multicultural education, futures education, and more recently, education for global
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citizenship, education for sustainable development and education for sustainability. The

latter three attempt to encompass many of the issues addressed by the earlier educations.

There is a comprehensive set of reviews of these types of educations, for example:
O’Riordan (1988), Adams (1991), Osborn-Jones (1994) and Huckle (1996) on the origins
of education for sustainability; Osler and Starkey (1996) on the relationship between
development, human rights and the teaching of values; Osler and Vincent (2002) on
development education; Hicks (2003, 2004) on global education, development education
and peace education; and Bourn (2008) on development education, education for
sustainable development and education for global citizenship. The relationship between
ESDGC and these other ‘educations’ is discussed further by Bennell and Norcliffe (2011).

Early influences are suggested to have come from movements such the World Education
Fellowship in the 1920s, spurred by the desire for peace following the First World War, the
formation of United Nations after the Second World War together with UNICEF, the
World Studies Project in the 1970s (Richardson, 1976a), the development NGOs such as
Oxfam and Christian Aid, and the Rio Declaration on Environment and Development
(UNCED, 1992).

Theoretical and pedagogical influences are reported to have come, for example, from
Dewey (1916) on progressive education, from Giroux and McClaren’s (1986) moral and
democratic aims for education and their views of teachers as transformative intellectuals
(Huckle, 1996) and the emancipatory education aims of Freire (1972). Pike and Selby
(1998) also attribute pedagogical influences to constructivist theories based on Vygotsky
(1978), and to Montessori (1949), Lipman, Sharp and Oscanyan (1980), McCarthy (1981),
Rogers (1983) and Kolb (1984).

Huckle (1996) attributes many of the critical thinking elements of ESD/GC to Habermas’
(1978) critical theory. He notes a re-evaluation of attitudes in the 1980s as a result of ‘top-
down, bureaucratic reform’ in education (p. 105) and the emphasis on science as ‘universal
and value-free’ (p. 5). This led some teachers to turn to critical theory. This emphasises
connectivity and proposes that in order to empower people to think and act rationally and
autonomously, and to be able to challenge systems of domination or dependence, it is

necessary to develop a form of self-reflective knowledge. Habermas’ (1981) theory of
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communicative action maintains that only the force of better argument decides the issue.
Although Huckle (1996) believes that this theory is very apt for education for sustainability
he notes that it has been criticised by Eckersly (1992) for taking an overly homocentric
approach. Huckle, himself, also suggests that discussion can lead to one seemingly correct
answer when there may actually be many answers. Andreotti (2006) developed a Critical
Global Citizenship based on the idea of Critical Literacy, suggesting that the ‘lenses we

use to make sense of the world’ are at the heart of Critical Literacy.

1.2 DIFFERING VISIONS, RATIONALES AND PURPOSES

The educations described above have different aims and visions and sometimes different
values behind them. An examination of these aims is important here as it may inform
discussion on why certain teachers and schools persevere with the development of
ESDGC. Some of the key aims of global education and ESDGC, still promoted today, can
be found in a seminal book for secondary schools published in 1976, Learning for Change
in a World Society (Richardson, 1976b). It gives three reasons for studying world society:
for an informed public opinion, for individual self-fulfilment and for participation in social
and political change. The authors note that these reasons are based on even more
fundamental questions ‘Why teach at all? What are schools for? What is the relation
between a school and the wider society of which it is part?’ (p. 5). The book stresses the
importance of learning about interconnectedness in a global society, both between humans
in different places and humans and environment. Many of the contributors to this book
have continued to play a major role in this field to the present day, still promoting these
issues. Key publications for schools in the UK which followed in this vein include Fisher
and Hicks (1985), Hicks and Steiner (1989) Pike and Selby (1988, 1998), Huckle and
Sterling (1996), Oxfam (1997); Hicks (2001) and Hicks and Holden (2007).

Giroux and McClaren (1986) promote the concern of education with the suffering and
struggle of the disadvantaged. In their opinion teachers should be transformative
individuals i.e. ‘someone capable of articulating emancipatory possibilities and working
towards their realization (p.215). This kind of philosophy is reflected in the curricula
promoted by UNESCO (1995) and by Oxfam (1997) which lists the characteristics of an

ideal Global Citizen. It is also reflected in the arguments of Osler and Vincent (2002).
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In the environmental and sustainability fields there has long been debate on whether
education should be about, in, or for the environment (Gough, 1987; Huckle, 1988; Orr,
1991; Fien, 1993, Sterling 2001). Some perspectives often saw environmental issues as
separate from social factors. The most commonly promoted view now is learning about
the complexity of the planet through systems thinking in an ecological framework (e.g.
Orr, 1992; Meadows, 1994; Sterling, 2001). Scott and Gough (2003) describe this move to
thinking about the complex relationship between environmental, social and economic
factors as a move from type 1 theories to type 3 theories. Sterling (2004) suggests that the
aim should be to move to an ‘ecological postmodern worldview which is appropriate to the
deeply systemic nature of the world’ (Sterling 2004, p.70). Drawing on points by Stacey
(1997) and Smyth (2002), Sterling (2004) points out that because the complexity of the
world means that the future is uncertain, there is little point in making fixed goals for
education as these will constantly need changing. He notes that the whole purpose of
education is seen as,

participative inquiry and systemic coherence in the learning situation which should
— where possible and appropriate — relate to, and engage with, real contexts, issues
and places (p. 329)

Jickling (1992) had earlier expressed a similar sentiment,

Clearly I would not want my children to be “educated for sustainable
development”. The very idea is contrary to the spirit of education. I would rather
have my children educated than conditioned to believe that sustainable
development constitutes a constellation of correct environmental views or that
hidden beneath its obscurity lies an environmental panacea. (reproduced in Scott
and Gough, 2004, p. 132)

Despite these different takes on education, however, almost all of the forms of education
discussed above emphasise interconnectivity and most promote a form of critical pedagogy
which promotes critical thinking and values debate.

1.3 CHARACTERISTICS OF ESD/GC CURRICULA

In a study which looks at schools recognised for their ESDGC achievements it is important

to provide some kind of baseline against which to judge the school practice. Many writers
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have described characteristics of curricula for ESD/GC and related educations in schools.
There are many commonalities but some noticeable differences, often depending on the
perceived purpose of the education. This section looks at characteristics of this kind of
education promoted in the theoretical literature and those which have arisen from empirical

studies of schools.

1.3.1 ESD/GC characteristics from theoretical literature

The characteristics presented here are amalgamated from suggestions from a variety of

authors.

ESD/GC content

Orr (1992) proposes that the curriculum should be locally-relevant and draw links to our
place in ecology. Sterling (2003) also suggests that the learning should take place in ‘real
and localised contexts’ (p. 329), although the meaning of ‘local’ in the current
interconnected world is not defined. Hlebowitsh (1992), further, notes that it should go
beyond local traditions and Oxfam (1997), Osler and Vincent (2002) and Hicks and Holden
(2007) argue that it should make global connections. Oxfam (1997), Pike and Selby
(1998), Osler and Vincent (2002), DFES(2005), Hicks and Holden (2007) and UNESCO
(2005) suggest that topics discussed should include economic and political development,
social and economic justice, environmental systems and changes, gender and race equality,
peace and conflict resolution, rights and responsibilities, citizenship and stewardship,
globalisation, sustainable development, new technologies. Oxfam (1997), UNESCO,
(2000) and Osler and Vincent (2002) suggest that it should promote respect for human
rights and challenge inequality. Pike and Selby (1998) suggest attention to the temporal
dimension, the spatial dimension, the issues dimension, and central to these, the inner
dimension. Hicks (2001) also notes that pupils should be given opportunities to envisage

possible, probable and preferable futures.

Methods of approach

There is much agreement that the curriculum should also be holistic, connective and inter-

and multi-disciplinary, with themes and topics running across boundaries of both subjects
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and different elements of the school life (Pike and Selby, 1988, 1998; Orr, 1992; Sterling,
2001; 2004); Scott and Gough, 2003).

Sterling (2001) notes that learning and teaching approaches should be multi-method,
catering for a wide variety of learning styles. Pike and Selby (1998) and Hicks (2003)
suggest that methods should include democratic, constructivist, reflective, participative,
experiential and holistic methodologies, co-operation and collaboration, and various forms
of communication. Importance is placed on developing skills such as critical and creative
thinking, decision making, developing empathy and the ability to argue effectively,
learning to negotiate and challenge situations, to question the basis of their values, and to
make connections so that an understanding of how the world can be discovered rather than
learned didactically (Pike and Selby, 1998; Sterling, 2001). Gough and Scott (2001, in
Scott and Gough, 2004, p.106) stress the importance of both pupils and teachers being
open to learning. Young (1998) agrees, ‘It [the curriculum] does not begin with the
structure of knowledge but with how knowledge is produced by people acting
collectively.” (in Scott and Gough, 2004, p. 114). It should also encourage innovation and
creativity amongst staff and pupils (Rowe, 1996; Scott and Gough, 2003).

The United Nations Decade of Education for Sustainable Development also lists some
similar basic requisites for teachers in the draft version of Training Guidelines on
incorporating Education for Sustainable Development (ESD) into the curriculum (UN
Decade of Education for Sustainable Development (UNDESD, 2009). They should
recognize that ESD is concerned with lifelong skills for sustainable living, and various
stakeholders’ perspectives and values. It lists recommendations for implementation in the
classroom such as curriculum mapping, noting opportunities for ESD integration, building

on local values and assessing students’ attitudes on the issues.

Whole school ethos

On the whole school scale Rowe (1996) notes that a school environment should be pleasant
and stimulating and that it should show respect for rights and freedoms. Sterling (2001,
2003) and Scott and Gough (2003) suggest that systems thinking should be embedded in
leadership, management and partnerships. Rowe (1996), Sterling (2001) and Estyn (2006)

note that the whole school should be acting in a sustainable, ethical way. Rowe (1996)
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also suggests that members of staff should be skilled in conflict resolution and giving their

pupils opportunities to practise this.

The use of concepts in ESD/GC curricula

Concepts have been widely used in the UK for giving a framework for learning in
ESD/GC. They cover topics, values and critical thinking. The UK Government Panel for
Sustainable Development (1998), writing for English schools, identified eight key concepts
of sustainable development which should be approached across the curriculum and school
life: Interdependence, Citizenship and Stewardship (including rights and responsibilities,
participation and cooperation), Needs and rights of future generations, Diversity (cultural,
social, economic and biological), Quality of life, Equity and justice, Sustainable change
(development and carrying capacity, and Uncertainty and precaution. The DFEE/DFID
(2000) and DFES (2005) used a very similar set of concepts as the framework for the
global dimension in education, adding Global citizenship, Values and perceptions and
Conflict resolution. In Wales, the qualifications and curriculum body drew on both of
these sets of concepts in its initial guidance document on ESDGC (ACCAC, 2002). Of
these three sets of concepts (Table 1.1) only those used for the global dimension in

England are still in prominent use today (www.think-global.org.uk/, accessed 11/10/11).

Table 1.1 Comparison of the concepts used in three frameworks for schools

UK Government Panel for | Global Dimension in ACCAC (2002)
Sustainable Development | education (DFEE/DFID, | ESDGC - Wales
(GPSD) (1998) - England | 2000; DFEE, 2005)

England
Citizenship and Global citizenship Citizenship and
Stewardship Stewardship
Interdependence, Interdependence Interdependence
Equity and justice Social justice

Conflict resolution Conflict resolution
Diversity Diversity Diversity
Needs and rights of future Human rights Needs and rights
generations

Values and perceptions Values and perceptions
Sustainable change Sustainable development Sustainable change
Quality of life Quality of life
Uncertainty and precaution Uncertainty and precaution
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Northern Ireland currently uses a set of concepts for the global dimension

(www.globaldimensioninschools.org/, accessed 23/01/12). In England, the now defunct

Sustainable Schools framework and its four doorways replaced the sustainable
development concepts, however Scott (2010) still believes that concepts are a viable
framework for learning. Their demise in Wales followed research with schools that
showed that they were not well understood by teachers (Estyn 2006a) and seven themes
were then promoted as a way of addressing learning in ESDGC (Welsh Assembly
Government, 2008b) (this will be discussed further in Chapter 3).

1.3.2 Characteristics of ESDGC practice in schools from recent research in schools

Many of the theoretical characteristics discussed above have also been suggested from
empirical research in schools. Symons (2008) reviewed research studies on education for
sustainable development, environmental education in schools and the global dimension in
schools. Some of these studies are reviewed here together with others e.g. by Inman and
Burke (2002) on democratic schools and Gayford (2009) on pupil responses in sustainable
schools. Table 1.2 highlights details and limitations of the most relevant studies. They
varied widely in approach and the rigour of their methodology, with the studies by Jackson
(2007), EES-SW (2007) and Gayford (2009) being the most comprehensive and the most
clearly described. Jackson observed that there is a dearth of studies in this field; her

suggestions for further research were listed in the introduction to the thesis.

Symons summarises some characteristics of schools that are practising ESD. These are:

a. A whole school approach to sustainability which is embedded in school policies and
curriculum (Ofsted, 2003, 2008; DFES, 2006¢; Hren 2004; Jackson, 2007). This
included having a coordinator; developing appropriate teaching and learning, and ESD
in the staff development programme (Ofsted, 2003); inclusion in the subject schemes
of work and the school development plan (Ofsted, 2003; Hren, 2004); distributed
leadership and ‘an ethos which pervades all aspects of the school and its external
relationships’ (Jackson 2007, p8). Ofsted (2003) also found that involvement in
specific initiatives only was not so effective as it ‘tends not to involve all pupils and is

often not sustained’ (p. 6);
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Table 1.2 List of studies quoted by Symons (2007) and other relevant studies

Authors and title

Focus of study

Methods

Limitations/ strengths

BMRB Social Research (2000)
Sustainable Development
Education Surveys, Sustainable
Development Education Panel

The provision of, and attitudes
towards, sustainable
development

education

Phone interviews in 751 schools with the
teacher most responsible for the provision of
ESD.

Older study but comprehensive

Ofsted (2003) Taking the first step
forward towards an education for
sustainable development:

ESD practice related to the
seven key ESD concepts

14 primary, 2 middle and 10 secondary
schools, selected as likely to exemplify good
practice in ESD, visited by school inspectors.

Little information on how
evidence was gathered

Cheadle, et al. (2004) Education for
Sustainable Development: A needs
analysis of teachers in Citizenship,
GA/DFES (unpublished)

How ESD is perceived in
schools, and the difficulties in
incorporating ESD in subject,
classrooms and schools

Six focus groups in different curriculum
subjects and regions. Participants recruited
through a researchers’ network

Secondary school study only.

Hren B, et al. (eds.) (2004) One
School at a Time: A Decade of
Learning for Sustainability, WWF-
UK

Studies of schools engaged with
WWEF on action research to
embed learning for
sustainability.

33 case studies gathered over a period of
several years

Little information about details
of case studies

DfES (20064, b, c)
Sustainable Schools for pupils,
communities and the environment

Sustainable schools

870 consultation responses

No raw data available

ESTYN (2006) Establishing a
position statement for education for
sustainable development and global
citizenship in Wales

The extent, methods and quality
of ESDGC teaching and
learning in schools / colleges in
Wales

Questionnaire and phone interviews with
sample schools

Limited number of sample
schools; interviews with one
person per institution

Murphy C and Fawcett L (2006)
Environmental Education Survey:
Final Report, Queen’s

Mapping of environmental
education provision in Northern
Ireland with a focus on external
provision

Questionnaires to all schools and all providers
in Northern Ireland, with a 46% response

Survey responses only; no
detailed interviews

Jackson L (2007) Leading

The current state of sustainable

Literature review; focus groups; case studies of

Carried out by a team of
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sustainable schools, National
College for School Leadership
(NCSL)

development in schools and the
skills and qualities required by
school leaders.

schools actively engaged with SD education;
survey of school leaders and business
managers 1,739 responses (> 10% of sample.)

researchers

EcoLocal (2007) Annual Sutton
Schools Environmental Survey
2006/7, Sutton LEA

Green issues in one local
authority

Surveys sent to 63 schools of which 48 (76%)
responses, (higher response from primary
schools.

Survey only. No detail of who
responded

EES-SW (2007) A Global

Dimension: Change your school for

good

Characteristics of schools with
strong commitments to the
global dimension.

14 primary, middle, secondary and special
schools in the SW of England. Analysis of
school documents, questionnaire returns;
interviews

Carried out by a team of
researchers using different
methods. Little information on
depth or number of interviews.

Ofsted (2008) Schools and
sustainability: A climate for
change?

Assessment of how schools
teach about sustainability, and
progress within the National
Framework for Sustainable
Schools

Inspectors visited representative sample of
schools (large and small, rural and urban) - 25
primary and 16 secondary schools in 35 local
authorities in England.

Anderson B (2008) Supporting
Sustainable Schools in the South
East, (GOSE)

LA self-evaluation to gauge
level of school activity and
identify training needs and
possible barriers

Voluntary ‘sustainable schools survey’ to all
SE Sustainable Schools Network members.
245 completed surveys, 6% of all schools.

Survey only. Not all schools
would have received to survey.

Gayford (2009) Learning for
Sustainability: from the pupils’
perspective, WWF-UK

Pupil perspectives on
sustainability practice in schools

70 visits over 3 years to 15 schools where good
quality learning for sustainability was likely to
be found. Teacher interviews, pupil focus
groups using participatory action research

Detailed study.

Critchley and Unwin (2008)

Global Dimension

Survey and interviews of support
organisations; Discussions at 2 conferences

Mostly practitioner
information

Inman, and Burke (2002), School
Councils: an apprenticeship in
democracy? AUT.

Role of school councils

Qualitative study - literature, interviews with
'experts’; two case study schools, primary and
secondary. First-hand observation; in-depth
interviews with teachers and pupils

2 case studies only
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b. Outward looking: involved with the local and global community and a range of
initiatives (Ofsted, 2003; Hren et al., 2004; Global Action Plan, 2007; Jackson, 2007).
This includes involvement of pupils in active citizenship in the community, bringing
parents and community members, businesses and organisations into the school and
international school links;

c. Student participation in decision-making (Ofsted, 2003; Jackson; 2007 p8; Hren,
2004). Actions included having an active school council; pupils measuring energy
consumption and improving the school grounds. Jackson (2007) found that the
development of student participation through formal structures such as school councils,
or less formally, fosters a sense of collaboration and shared vision. It also builds skills
for active citizenship and a greater enthusiasm for learning’ (p. 47);

d. A broad understanding of sustainability (Jackson, 2007; Ofsted, 2008). For example,
Jackson (2007) reported that successful sustainable school leaders ‘see sustainability as
a broad agenda, including environmental, social, economic and governance aspects of
their schools’. Schools included schemes such as healthy eating and links to fair trade,
inclusion in subjects and ensured that pupils knew why they were studying topics
(Ofsted, 2003).

Recommendations from the research included more student participation, systems thinking
and action learning: (DCSF 2008; Hren 2004; DEA 2008). Another study on ESD by
Breitling, Mayer and Mogensen (2005) presents fifteen criteria compiled from national
reports on Eco-school development in thirteen member countries of the ENSI and SEED
networks in Europe. To the characteristics listed above it adds:

e perspectives for the future;

e aculture of complexity where teaching includes seeking out relationships, multiple

influences and interactions;
e values clarification;

e the school develops its own locally relevant criteria.

Pupil participation was also stressed by Gayford (2009) in his findings from a series of
repeated focus group interviews with pupils in fifteen schools (including five primary
schools). In this study, that used approaches from the field of participatory action research
(e.g. Reason and Bradbury, 2001; Gayford, 2003; and Kindon, Pain and Kesby, 2007),
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pupils were encouraged to decide what they thought was an important focus for discussion
and how they thought outcomes might be evaluated. In later discussions with pupils,
additional foci included aspects that enquired more closely into attitudes and possible
behaviours. Studies on citizenship, democratic schools and global schools have noted
similar characteristics. For example, Inman and Burke (2002), also drawing on studies by
Trafford (1997), Holden and Clough (1998), Griffith (1998), Apple and Beane (1999)
Inman and Stiasni (1987) and Inman and Buck (1995), found that democratic schools take
opportunities to promote teaching and learning styles in which pupils are given
opportunities to actively participate and develop a range of ‘democratic’ skills,

Any school that attempts to democratise must inevitably develop some kind of

council or assembly in order that the students’, — and possibly the teachers’ and

other staffs’, views can be voiced and discussed, unless the school is so small that
every member can be involved in meetings' (Inman and Burke, p. 26).

They note that providing a forum through school councils can ensure that pupils can have
their voices heard and ensure that their pupils have the opportunity to exercise their rights
as described in the United Nations Convention on the Rights of the Child. They suggest

also that pupil training is required from an early age to effectively chair and participate in

such meetings.

EES-SW (2007), in its study of schools which had successfully brought in a global
dimension, found that they, too, had many community links, the pupils were active
citizens, teachers were innovative and curious, there were key members of staff with
responsibility for the work and the school took part in appropriate awards which could help

them with their mission.

Although these characteristics are representative of schools that are actively addressing
ESDGC, some of research noted that many schools were still not doing ESD well, e.g.
Ofsted (2008). This was also noted earlier by NFER research on citizenship (Ireland,
2006) and for ESDGC by Estyn (2006).
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1.4 CHARACTERISTICS OF EXPERIENCED ESDGC TEACHERS

The sections above have listed many characteristics of ESD/GC schools. However schools
would not be schools without their teachers. Some specific characteristics have been noted
for ESDGC teachers. Firstly, the Development Education Commission (1999) suggests

some dispositions for those educating for world citizenship and democracy. These are,

respect for self; respect for others; a sense of social responsibility; a sense of
belonging and a commitment to learning and willingness to adopt a critical stance
towards information; willingness to give reasons why one holds a view or acts in a
certain way, and to expect similar reasons from others; respect for evidence in
holding and forming opinions; and willingness to be open to the possibility of
changing one’s own attitudes and values in the light of evidence. (p. 24).

This critical stance was also noted by Giroux and McClaren (1986). A critical and
transformational influence was also noted by Inman and Burke (2002) for democratic
school leaders and by Griffin et al. (undated) for teacher trainees. Inman and Burke (2002)
note that teachers interviewed admitted that effective leaders of democratic schools are
often people who display personal characteristics linked to notions of charisma and that
they listen to pupils. They have a strong presence and are 'meaning-makers’ to others (p.

35). These leaders also had the following characteristics,

e the ability to take risks and to live with uncertainty;

¢ the ability to facilitate others to take leadership and power;

e visionary;

e acommitment to the good of children;

o value staff as well as children;

e outward looking, involving the school community in the wider communities and
welcoming external projects into the school,

e able to admit to mistakes, self reflective and analytical;

e inclusive (p. 35).

Key characteristics of democratic teachers included:

e the teacher being able to 'give of themselves';

e treating pupils with respect;
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o reflection on personal experiences;
e abelief in the transforming qualities of education;
e asense of personal security;

e an awareness of themselves as learners. (p. 37)

Griffin et al. (undated) discuss the personal values, attitudes and dispositions of potential
secondary teachers in the context of teaching for a sustainable future. As well as
recognising some of the general attributes for teachers suggested by the Government
Standards for the Award of Qualified Teacher Status (General Teaching Council for
England, 2001) such as the ability to reflect, and good interpersonal, communication,
presentational and organisational skills, they also looked for an understanding of the
principles relating to equal opportunities, social justice and inclusion and how school ethos
and values underpin the whole curriculum. They found that life experience, flexibility in
terms of being able to ‘step into someone else’s shoes’ (p. 21), being able to explore issues
from a different perspective and an openness to ideas were key attributes. They equate this

to the development of empathy and ‘skills of participation and responsible action’ (p. 21).

Scott and Gough (2001, in Scott and Gough, 2004, p.106) also stress the importance of
being open to learning,
.....educators should not insist on their own particular preferred combinations of
facts and values, but accept that they themselves are just as much in need of

learning as everybody else, just as likely to be surprised by what they learn, and not
much more likely to turn out to be right in the end. (p. 106)

The United Nations Decade of Education for Sustainable Development in the draft version
of Training Guidelines on incorporating Education for Sustainable Development (ESD)
into the curriculum (UN Decade of Education for Sustainable Development (UNDESD,
2009) also lists some similar basic requisites for teachers. It recommends that teachers
themselves should understand the principles of ESD and the issues which threaten the
sustainability of the planet and understand the cross-cutting and multi-disciplinary nature
of ESD.

Sleurs (2004), in an edited report of a multinational European Comenius project on

competences for ESD teachers, draws heavily on definitions from Rychen and Salganik
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(2005) and McKeown (2002). Five competences for ESD teachers are noted. These are:
knowledge (of content and pedagogy); systems thinking; emotions; ethics and values; and
action. For each of these three levels are considered: the teacher as an individual; the
teacher in the educational institution; and the teacher in society. All aspects are seen to

interact.

Related to these characteristics of ESDGC teachers is the notion of robust and fragile
learners (Claxton, 1999; Perkins, 1999; Lyle and Salmon, 2003). Claxton (1999) provided

four concepts of robust learners,

e resilience in the face of difficulty, characteristics of persistence and determination;
e resourcefulness, can draw on a range of strategies to help when they are 'stuck’;
o reflectiveness, able to use meta cognitive strategies;

e reciprocity, able to work effectively and empathetically with others.

Lyle and Salmon (2003), in investigating student teachers’ grasp of the global dimension,
also identified qualities of robust teacher mentors, namely, the ability to model good
practice in global education; to provide an apprenticeship approach by demonstrating and
coaching good practice; and sustained intellectual curiosity by continuing with their own
study and work on global education after the project.

In summary, there is consensus that teachers should be open-minded, reflective, critical
thinkers, empathetic, and ideally visionary and transformative. They should value others,
be willing to take risks. They should also have some knowledge of ESDGC topics and be

open to learning.

1.5 CHARACTERISTICS OF GENERALLY EFFECTIVE SCHOOLS

1.5.1 General characteristics

It is possible that some of the characteristics described above are simply general
characteristics of effective schools. In fact, Scott (2010) suggests that the first three

indicators of leaders from his 2008 study (Scott, 2008), i.e. vision, high trust culture and
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the institutional qualities, are not specific to sustainable schools but instead describe a
particular view of an effective school. There are many different definitions of effective
schools depending on the criteria used and the perceived purpose of education, however,
some characteristics are frequently mentioned. In studies in the UK these include:

e strong leadership and management;

e distributed leadership;

e having a strong sense of purpose;

e strong systems;

e shared values and vision;

e afocus on student learning

e collaboration and collegiality, or good inter-staff relationships and trust;

e professional development.
(compiled from: Reynolds and Teddlie et al. (2000); Teddlie, Springfield and Reynolds
(2000); Harris (2008a).

Contextual factors such as the community in which the school is set and the socio-
economic status of pupils have also been mentioned as influences on school effectiveness
(Teddlie, Springfield and Reynolds, 2000). All of these characteristics have also been
mentioned in the context of ESD/GC schools, although not always in the same manner.
Some of the debates around them will be discussed in Chapter 2. It is also notable that
pupil participation, systems thinking, futures perspectives, and special attention to
sustainability, all factors mentioned for ESD/GC schools, are not mentioned in this list for
generally effective schools, even although, apart from the latter, they do not appear to be
necessarily specific to ESD/GC schools. This omission may be significant to

understanding different views of what makes a school effective.

1.5.2 Characteristics of effective primary schools in Wales

In the Welsh primary school context, which is of particular relevance to this study, James
et al. (2006) describe a study which aimed to find out about the nature of schools in
disadvantaged areas where the level of pupil attainment was high. Case studies of eighteen

schools in Wales were undertaken. These included two infant schools, two junior schools
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and fourteen primary schools; five were Welsh medium. They use Mortimore’s (1991)
definition of an effective school, i.e. ‘one in which students progress further than might be
expected from a consideration of its intake’ (p.8). Their choice of schools was based on a
range of criteria including suggestions from local authority education services, favourable
inspection reports, high levels of pupil achievement and free school bands 4 to 6. Data
was collected through group discussions with pupils, parents, support staff, teachers, and

individual interviews with senior staff, the chair of the governing body and/or a governor.

The schools displayed many of the characteristics discussed above, namely: very strong
leadership, including delegation of leadership roles; a strong, positive and collaborative
culture both within the school and with the community; a shared vision or sense of
purpose; trust and professional ethics. Additionally, they found that long-standing head
teachers and staff were a benefit, teachers were passionate and fully-committed and the
professionalism of each teacher was highly valued and nurtured. Notable, however, was
that although the community was supportive of the school’s ‘main task’, it was mainly
interested in how their children could be ‘helped to ‘do well’” (p. 172). This could perhaps
be a drawback for schools wishing to develop areas such as ESDGC which may not be
always be considered academic. However, interestingly for this current study, these
schools were also effective at taking on new initiatives in the curriculum (although not
jumping at everything new), and they often took part in many enriching innovative projects
including international projects and after-school activities. Pupils were happy and
confident learners and older ones expressed a sense of responsibility. It appeared it was
possible to achieve success in formal tests and also have a rich, varied and stimulating
curriculum which placed high demands on the teachers and pupils.

1.5.3 Summary of common ESD/GC and effective school characteristics

In summary, there are many common characteristics between generally effective schools
and schools said to be practising ESDGC-related educations well. They include: strong
leadership; strong systems with a strong sense of purpose whilst still valuing the views of
individual staff members; trust and delegation of responsibility; strong inter-staff relations
or collegiality; collaboration between teachers; strong community and other partnerships,
the valuing of professional development; and good experiences for, and high expectations
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of students. Teachers should be open-minded, reflective, empathetic and critical thinkers.
Additional characteristics of effective ESD/GC schools include attention to sustainability
and other global issues, systems thinking, futures perspectives, critical thinking, pupil
participation, innovation and creativity amongst staff and pupils and using sustainable
practice e.g. in school buildings and procurement as opportunities for learning.

Many of the characteristics discussed above could also be seen as factors in a school’s
development. They will be discussed in detail in the next chapter together with other

suggested factors.

1.6 METHODS OF EVALUATING LEVELS OF ESDGC DEVELOPMENT

Criteria for estimating levels of ESDGC development are relevant to this study for two
reasons. Firstly, they are useful for schools’ self evaluation and for external evaluation; if
a school regularly examines its behaviour against criteria it can note levels of practice to
which it can aspire and revisit them at a later date to see how it has progressed. This self
evaluation element is seen to be important (Ofsted, 2008; Estyn, 2006b; 2010). Torney-
Purta (1989) puts this simply,

The process of evaluation should be collaborative. It should involve those who
have an interest or stake in the programme. (p. 163)

Secondly, it is interesting to compare the different criteria descriptor levels to find out how

various authors perceive levels of achievement which could be possible for schools.

Many sets of criteria have been devised for evaluating levels of ESD or GC. These include
those from: Oxfam (1997; 2006) on Education for Global Citizenship; Pike and Selby
(1998) on global education; Estyn (2006a) on ESDGC; Sterling (1996), Huckle (1996),
Jemmott, (2002), UNESCO (2002) and Webster and Johnston (2009) on education for
sustainability (EfS); Sterling (2001) on Sustainable Education; Gayford (2009) on learning
for sustainability; DCSF (2008) on Sustainable Schools (this scheme has now been
discontinued); Scott and Gough (2003) on sustainable development and learning and Scott
(2008; 2010) on leadership for sustainable schools. Like the differences in views of the
purpose of education, these criteria differ according to the nature of who, or what, they are
describing outcomes for. For example in some EfS descriptors the global dimension is
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fairly implicit, becoming obvious only at higher levels; in others it is clearer. Some, such
as Oxfam’s (1997; 2006) and Gayford’s (2009) criteria, emphasise pupil outcomes,
whereas others emphasise whole schools as sustainable entities (Scott, 2010); yet others
are somewhere in between emphasising both pupil and whole school outcomes. Some use
three levels of descriptors, some four, and some five. Some stop at levels where major, but
not radical, changes have occurred in schools whilst others, most notably Sterling (2003);
Webster and Johnson (2009) and Scott (2008, 2010), suggest a final level where a
complete transformation in learning at whole school level has occurred and the nature and
purpose of the school is seen in a different way. These differences make the criteria very
difficult to compare. Due to limitations of space only those sets of criteria deemed most

useful for comparison are discussed below.

1.6.1 Whole school criteria

Scott (2008; 2010), in papers on leadership for sustainable schools, has put much effort
into exploring how aspirational levels of schools’ achievement can be raised above those
suggested in the Sustainable Schools Framework‘s s3 self evaluation’ (DCSF, 2008). He
first develops a set of five descriptors, vision, high trust culture, institution, organisation’s
issues around sustainability, and social learning community with a systematic view of the
world (Scott, 2008). He takes these further in a study carried out for the Specialist Schools
Academy (Scott, 2010). He first compares his earlier five descriptors (Scott, 2008) to
Webster and Johnston (2009) who use four stages: Exploratory, Assimilating, Strategic and
Evolved to eco-restorative. Their fourth and Scott’s fifth stage sees the idea of school, and
perhaps education, changed. Although Scott (2010) notes that this stage is much more
demanding and in line with sustainable development than that used in the Sustainable
Schools’ final stage (DCSF, 2008) he suggests that neither of these two sets of descriptors
differentiate sufficiently between separate ideas of sustainable development. Therefore he
continues beyond the idea of indicators to encourage a reflection on a series of four more
detailed stages through which schools may pass on their way to becoming a fully
sustainable school: Initial exploration, Some assimilation, More strategy and Towards
Restorative. Using the metaphor of capital he examines progress of leadership, human and
social capital, and natural and built capital (after Daly, 1973 and Meadows, 1998) through

these stages. For example, in ‘Human and Social Capital’ (p. 18) a school may move from
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the ‘initial exploration’ level, where they see learning in academic terms and sustainability
issues as external to the school, to the third ‘more strategy’ level where learners are
encouraged to be open minded and creative thinkers and the school shows learners that it
takes sustainability seriously. The fourth level ‘Towards restorative’ would perhaps see
even more conceptual learning of, for example, interdependence and quality of life. Scott,

however, is clearly still exploring possibilities at this level.

He notes that schools may be at different stages for different aspects of sustainability and,
reflecting the self evaluation theme, stresses the importance of schools being able to
understand their journey and to learn from it. He concludes by stressing that leadership
sets limits on what can be achieved, ‘unless school leaders understand the issues and are in
the vanguard of change, however, little of real substance is possible.” (p. 24). Scott
believes that these recent sets of criteria take schools to a much higher level of
development than the Sustainable Schools criteria (DCSF, 2008) and also further than the

Eco-Schools’ criteria (www.keepbritaintidy.org/ecoschools, accessed 22/01/12) which he

describes as fragmented.

Parts of of these frameworks, i.e. Scott (2008; 2010) and Webster and Johnson (2009), do
have considerable potential for looking at schools’ ESDGC development. However, they
are hampered by the fact that Webster and Johnson’s concentrate on learning outcomes in
secondary schools and global aspects are almost completely missing from their criteria;

Scott’s (2010) is incomplete for learning at the Towards restorative level. Key features at

the highest levels are:

e co-created policy with regular open reviews

o distributed leadership extending through the school and into relationships with
parents and community;

e |eadership demonstrating innovation, risk-taking, security, resilience and flexibility;

e the school at the heart of the community and a model and beacon for sustainability
actions;

e comprehensive pupil participation in all aspects of the school;

o valuing of exploratory, experiential, outdoor and environmental learning as a means

of effectively engaging with real-world issues in authentic settings.
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In Chapter 3 these criteria will be compared to levels of achievement put forward in Welsh
governmental guidelines for ESDGC in schools (Welsh Assembly Government, 2008Db).
Such a comparison should show if Welsh schools are really expected to aspire to
transformational levels of ESDGC expertise and learning or to lower, more achievable,
levels of development. For these reasons a comparative table of some sets of criteria has

been compiled (Appendix 1). This will be returned to in Chapter 3.

1.6.2 Criteria based on pupil outcomes

On pupil outcomes Oxfam (1997; 2006) describes five age group based levels for a pupil’s
knowledge and understanding, skills and values and attitudes for education for global
citizenship. This document has been widely used by teachers over many years in England
and Wales, and it will be seen in the analysis of this research study that some schools still

use them today.

Gayford (2009) describes two parallel but interconnected aspects of progression within
sustainable schools, i.e. ‘Content knowledge and understanding’ and ‘Process abilities’. In
the content categories he looked for indications of breadth, connections, consequences,
thinking creatively, widening perspectives and rationale. In the process categories he
noted relevant activities and decision making and a range of process abilities related to
learning in a more general way, such as problem solving, accessing information, taking
responsibility for their own learning and communicating new information. These are very
wordy descriptions but could form a very useful basis for comparison with pupil focus

group information in this study.

1.7 CHAPTER SUMMARY

This chapter has discussed the origins of ESDGC and some of the rationales given for
addressing it in education. It has discussed how the purpose of ESD/GC education can be
seen from different points of view. It has also brought together some recognised
characteristics of effective ESD/GC schools and teachers. These include strong leadership,

a strong sense of purpose, trust and delegation of responsibility, good inter-staff relations
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collaboration between teachers, strong community and other partnerships, the valuing of
professional development and open-minded critically thinking teachers who can inspire
others. Particular characteristics of effective ESD/GC schools include attention to
sustainability and other global issues, systems thinking, futures perspectives, pupil
participation, innovation and creativity amongst staff and pupils and using sustainable

practice e.g. in school buildings and procurement as opportunities for learning.

The chapter has shown that there are some common characteristics between ESD/GC
schools and generally effective schools, although there are some debatable points. It has
suggested that some characteristics of ESDGC may also be factors in its successful
development. Some criteria for evaluating levels of ESDGC development were also
discussed and these will be compared later to ESDGC development guidance in Wales.

Chapter 2 now moves on to discuss literature relating to the second research question on
factors influencing the development of ESDGC competence in schools and how individual
teachers gain ESDGC competence. Many of the issues raised in this chapter will be further

analysed there.
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CHAPTER 2 LITERATURE REVIEW
FACTORS AFFECTING ESDGC COMPETENCE IN SCHOOLS

Chapter 1 defined some of the characteristics of effective ESDGC schools. This was
important in order to set a baseline for the research. However, key question 2 of this study
asks how these characteristics can come about in schools, i.e. what factors are instrumental
in the development of ESDGC at whole school level and at individual teacher level? The
criteria for evaluating levels of ESDGC development discussed in Chapter 1 have
suggested that some characteristics of ESDGC-related educations could also be factors in
enabling schools to change. For example, a strong leader might be a characteristic of an
ESDGC school but, as Scott (2010) suggests, the existence of a strong leader could also be
a factor in determining how ESDGC is developed. Therefore many of the characteristics

discussed in Chapter 1 will also arise in this chapter.

The research for this chapter was carried out in two phases. The first phase examined
factors identified by studies on ESD/GC in the UK and Europe and by studies of
innovation and change in schools; many of the latter were large detailed studies in the USA
and Canada. Other accounts of influences were of a more theoretical nature. These
findings helped with the formulation of the subsidiary research questions and the research
design. The second phase of the literature review was carried out after the initial analysis
of results. The results indicated that interactions among teachers and between schools
could be important factors in dissemination and adoption of ESDGC practice. Therefore, a
more in depth review of the literature relating to issues such as professional learning

communities and learning networks was undertaken.

This chapter first lists key factors in, and barriers to, ESD/GC development which have
been identified by empirical research in schools. The similarity between these factors and
those believed to be impacting on general school innovation is noted. Individual factors
are then considered one by one. Discussion draws on both these fields of study together
with a discussion of some conflicting views on their impact. Finally, some frameworks

and theories designed to help understanding of the process of change are discussed.
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2.1 FACTORS IN ESDGC DEVELOPMENT: EVIDENCE FROM RESEARCH
IN SCHOOLS

2.1.1 Enabling factors

Some of the key studies which address factors influencing the development of ESD/GC
were described in Symons’ (2008) review of research. Those studies, together with other
key studies on related aspects, such as democratic schools and the global dimension in
schools, were summarised in Table 1.2 in Chapter 1, together with notes on their
limitations. The findings on enabling factors from all these papers and also from other
relevant publications by authors not necessarily writing about first hand research e.g.
Sterling (2001), Shallcross and Robinson (2007), Harris (2008), and Scott (2010) are
summarised below. The factors were found to be:

e leadership (Sterling, 2003; Jackson, 2007, Scott, 2010);

e distributed leadership (Apple and Beane 1995; Griffith; 1998; Inman and Burke,
2002) on democratic schools; (Hren, 2004; Jackson, 2007; Harris, 2008; Scott,
2010) on sustainability; EES-SW (2007) on the global dimension in schools;

e time to create a shared vision: (Sterling, 2001; Estyn, 2006a; Jackson 2007; EES-
SW, 2007; Gayford, 2009);

e good communication within the school and with partners and parents (Sterling,
2001; Gayford, 2009);

o formalisation: for example, embedding sustainability in policies, curriculum,
budgets and staffing (Hren, 2004, Cheadle et al., 2004; Murphy and Fawcett, 2006;
Jackson, 2007; EES-SW, 2007; Ofsted; 2008);

e ajoined-up approach: clearly linking initiatives, supported by senior management,
subject associations, and national policy (Shallcross; 2003; Henderson and Tilbury,
2004; Jackson, 2007; Shallcross and Robinson, 2007; Gayford, 2009);

e an open, creative approach (Inman and Burke, 2002; Global Action Plan, 2007,
Anderson, 2008);

e support from authority e.g. senior management, the local authority or nationally
through policies (Sterling, 2001; Cheadle et al., 2004; Estyn, 2006a; Jackson, 2007,
Anderson, 2008);
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training (including leadership, staff, governors): (Sterling, 2001; Cheadle et al.,
2004; Hren 2004; Jackson, 2007; Anderson 2008;

external partnerships and networks, both local and international. (Sterling, 2001;
Jackson, 2007; Shallcross and Robinson, 2007);

student participation and leadership (Inman and Burke; 2002; Ofsted, 2003;
Cheadle et al., 2004; Ireland et al., 2006; Ofsted, 2008; Gayford, 2009);

self evaluation (Sterling, 2001, Webster and Johnson, 2009; Scott, 2010).

Barriers to ESD/GC development

Some barriers to ESD development were also identified. These were:

lack of time and money (DFID 2003; Cheadle et al., 2004; Jackson 2007; Anderson
2008);

lack of priority given to sustainability (Cheadle et al., 2004; Estyn, 2006a; Jackson,
2007; Anderson, 2008; Ofsted, 2008);

a knowledge gap (Estyn, 2006a; Jackson, 2007);

lack of training (Ofsted, 2003; Cheadle et al., 2004; Environmental Audit
Committee, 2005; Anderson 2008);

overlapping initiatives (Estyn, 2006a; Global Action Plan, 2007; Critchley and
Unwin, 2008);

limitations with school buildings and estate management (Cheadle et al., 2004;
Scott, 2010);

lack of evidence of impact; with the link to raising standards being unrecognised
and under-researched (Ofsted, 2003).

Symons (2008) also notes several areas requiring further research. These include: finding

out about schools’ progression with ESDGC; their motivation to incorporate sustainability

and the global dimension; and the impact of teacher training and professional development.
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2.1.3 ESD/GC as an innovation in schools

Although some of the barriers listed above appear to be specific to ESDGC, for example,
limitations with school buildings, the enabling factors are fairly general, and all have also
received attention in the research on general innovation in the school curriculum. Table
2.1 compares these factors. ESDGC in Wales, having been formally introduced to schools
in stages from 2001 to 2008, can certainly be viewed as an educational innovation, that is,
a new introduction to schools which requires adaptation and change on behalf of individual

teachers and whole school systems.

Table 2.1 A comparison of suggested factors in ESD/GC development and innovative
schools.

Key factors noted for ESD/GC Key factors noted in innovative schools

leadership
distributed leadership

leadership
distributed leadership

time to create a shared vision

sharing values and visions;
overcoming the dominance of an existing
cultural institution

a joined-up approach

an open, creative approach

support from authority

impact of change at a macro-level e.g. new
national policy

good communication within and
outside of school

reactions and interactions at an individual
teacher level;
impact of learning communities

training

impact of professional development

external partnerships and
networks

impact of external contacts and networks

student participation and
leadership

the impact of pupil participation

allowing time for change

allowing time for change

complex nature of change

complex nature of change

self evaluation

self evaluation

The discussion below therefore embraces both areas of research i.e. ESD/GC and school
innovation and change. Although it will be shown that that there are indeed many
similarities between the two areas, it will also be shown that the situation is not simple.

With so many factors involved, the process of change can be very complex, and issues
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which may sometimes appear to be facilitators can also, at other times, be barriers. Each

factor is now considered in turn.

2.2 LEADERSHIP AND MANAGEMENT

2.2.1 General leadership issues

In education as a whole, leadership and management have been found to be important for

both effectiveness and innovation (Teddlie et al., 1989). In a more recent empirical study

Thoonen et al. (2011), in a survey of teachers in 32 elementary schools in the Netherlands,
found that a combination of transformative leadership behaviour is required to improve

school organisational conditions.

In ESD/GC also, the criteria used to describe the degrees of ESD/GC development at the
highest levels imply that leadership is crucial to the development process. Scott (2010)
suggests that all other types of change needed for ESD are dependent on the leadership
qualities. He notes the following qualities of leadership: innovative, risk-taking, resilient
and flexible, valuing a diversity of views as a way of engaging people; committed to
learning by everybody. Jackson’s (2007) research concludes that the emerging model of
green or sustainable leadership builds on what we already know about effective school
leadership. She too suggests (p. 7) some common characteristics of leaders of sustainable
schools i.e. that they: are optimistic and outward looking, passionate about sustainability,
have an integrated, systemic understanding of the world and their place in it and can
communicate this to others; and they understand how society, the environment and

individuals connect within these contexts.

However, Harris (2008b p. 42), writing on leadership in sustainable schools, believes that
the qualities outlined by Jackson (2007) are not completely adequate for such leaders. She
adds that they must also address: the care agenda; involve school stakeholders in both short
and long term decision-making; use real-life learning opportunities to enhance pupils’
enjoyment, progress, standards and achievements; develop individuals with knowledge

values and attitudes that can affect others and the future of the planet; and ensure that
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approaches to leadership and management promotes best value, best practice and
sustainability. This list is much closer to that of Scott (2010). Many of these qualities are
similar to those identified for leaders in democratic schools by Inman and Burke (2002)
They also note, somewhat reluctantly, that good leaders are often seen to be charismatic
individuals. Levin (2008) suggests a reason for this reluctance, saying that such teachers
are in short supply and that these characteristics cannot be relied on as the main factor in
affecting change across a wide range of schools; other more practical factors need to be
addressed on a wider, more realistic scale. Hargreaves and Harris (2009), in a large
UK/USA research study of leaders in business, sport, education and health, found that
although being charismatic is often a key feature of leaders in schools which perform
beyond expectation (PBE), other qualities associated with it are equally important. They
note,

PBE leadership is much more than simply being a magnetic personality. It is about

having the ability to maximise leadership potential at all levels in the organisation
through the power of example, persuasion, personality and passion. (p. 21)

On a more radical note on leadership, Sterling (2003, p. 336), quotes Stacey (1996),

the true role of the leader of a creative system is, not to foresee its future and take
control of its journey, but to contain the anxiety of its members as they operate at
the edge of chaos where they are creating a future that none could possible foresee.
(Stacey, 1996, p. 346)

2.2.2 Distributed leadership

Jackson (2007) also found that distributed leadership rather than just leadership appears to
be the best model for fostering sustainability in schools. This is supported by Sterling
(2003), Harris (2008b) and Scott (2010) on sustainable schools/sustainability and Griffin et
al. (undated), Apple and Beane (1995) and Griffith (1998) on democratic schools. Harris
(2008b) notes that distributed leadership is essential for the development of sustainable
schools (Harris, 2008b),

Leadership for sustainability is not based on hierarchies or power bases but rather is
a collective set of influences that overlap and connect....... Leadership for
sustainability is distributed leadership. (p. 40)
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Distributed leadership is promoted in general school development by Fullan (1991; 2001),
Spillane et al. (2001), and later by Spillane (2006) and Spillane and Diamond (2007),
Leithwood et al. (2007) and Harris (2008a). Spillane et al. (2001) suggest that it is best
understood as ‘practice which is spread over leaders, followers and their situation and
incorporates the activities of multiple groups of individuals’ (p.20). Spillane et al. (2009)
further note that,

leadership is not simply a function of what a school principal, or indeed any other
individual or group of leaders, knows and does. Rather, it is the activities engaged
in by leaders, in interaction with others in particular contexts around specific tasks.

(p. 5)

This suggests that distributed leadership has many commonalities with, and links to,
collaboration, communities of practice and teacher networks; these are discussed below. In
fact, Gronn (2002) sees distributed leadership as an ‘emergent property of a group or
network of interacting individuals’ (p. 226). It could equally be assumed that distributed
leadership could lead to further collaboration when leaders are working towards a common
cause. This is suggested by Camburn et al. (2003) and Harris (2008a). The role of key
players in distributed leadership will be discussed in the section on socio-historic activity

theory later in this chapter.

Considering that distributed leadership has been proposed for many years it is interesting
that Harris (2008a) and Spillane et al. (2009) note that there is still limited empirical
evidence for the benefits of distributed leadership. Harris does, however, point to
encouraging evidence which has emerged from the studies by Camburn et al. (2003),
Spillane and Diamond (2007) and Leithwood et al. (2007). The latter study confirms
Apple and Beane’s (1995) proposition, that participants in distributed leadership gained a
sense of ownership not only for their own work but for that of their peers. The benefits of

this sense of ownership will be returned to later.

39



Chapter 2

2.3 FORMALISATION OF ISSUES IN EDUCATION

2.3.1 Impact of national policy on schools

National policy is a particular aspect of leadership. It is also a form of formalisation. Scott
and Gough (2003) describe it as an organisational aspect that can impact on change. Itis
of special interest in this study where there have been substantial changes in the overall
national education policy and in national ESDGC guidance in Wales during the years
leading up to this study. There are several areas of contention in relation to the impact of
national policy. On a positive note, in relation to education for sustainability, Jackson
(2007) found that support from authority was seen to be important as teachers may not all
understand the issues in full because,

behaviours and approaches seen to support sustainability ... may not fit with a
narrow understanding of current educational norms. (p. 50)

However, Symons (2008), Global Action Plan (2007) and Anderson (2008), also on ESD,
note some negative effects of top-down policies such as a restriction on schools’ flexibility
and creativity. Karsten et al. (2000) also noted that where the amount of policy-oriented
change is significant teachers may suffer exhaustion and stress and find it hard to maintain
willingness for change. Harris (2009) suggests several other reasons for the failure of
policies introduced by government: inadequate support to implement them; borrowing of
policies from other countries without conserving ‘the cultural fit’; and giving inadequate
time and unrealistic goals for implementation. She notes that ‘governments are time
limited, unlike schools, and therefore want immediate results’ (p. 64). She suggests having
fewer external initiatives imposed on schools and, instead, supporting greater networking
and collaboration between schools. The need for a localised approach has also been put
forward by Fullan (2001). Fullan (1991) points to the danger of educational institutions
adopting external innovations with only symbolic benefit, perhaps only to achieve political

success and less to achieve reform.

However, despite these negative points Cheadle et al. (2004) on ESD, and Levin (2009) on
general educational change, still consider national guidance to be important. Cheadle et al.
(2004) suggest that,
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local solutions will require overarching guidance and stimulus, for teachers on the
ground cannot always see the possibilities for curriculum development, nor have
the theoretical resources to hand that will guide sound development.” (p. 5)

Levin (2009) further suggests that many worthwhile changes, which are now accepted as
normal, have been brought about by political debate,
We actually need political debate and disagreement as a way of pushing ourselves

to think about new possibilities and to raise questions about current practice. (p.
70).

2.3.2 Formalisation within schools

National policy is one aspect of formalisation, but this can also occur within schools.
Symons (2008) discusses evidence for this. She notes that it was found to be useful when
sustainability is embedded in formal school structures such as curriculum, budgets and
staffing and in school development plans with associated targets, resources and training
(Cheadle et al., 2004; Murphy and Fawcett, 2006; Ofsted, 2008; Jackson, 2007). Cheadle
et al. (2004) and Gayford (2009) note the value of making ESD explicit in curriculum
units. Appointing a designated member(s) of staff with responsibility is suggested by the
research findings from Hren et al. (2004), Cheadle et al. (2004), Murphy and Fawcett
(2006), Jackson (2007), EES-SW (2007) and Ofsted (2008).

2.4 INTEGRATED APPROACHES

Symons (2008), Jackson (2007), Shallcross and Robinson (2007) and Gayford (2009)
noted one enabler of education for sustainability in schools to be a joined-up approach,
where there is clear linking of initiatives, supported by senior management, subject
associations, and national policy. This was supported by Ofsted (2008) which found that
even when the teaching in individual lessons on sustainability-related issues was good or
outstanding, ‘the lack of a coordinated whole-school approach and insufficient
opportunities for pupils to reinforce and develop what they had learned reduced the

impact’ (p. 4). Shallcross and Robinson (2007) present a model of a whole school
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approach, adapted from Shallcross (2003) and Henderson and Tilbury (2004). It contains
interconnected elements of ‘institutional practice’, ‘the formal curriculum’, ‘social and
organisational aspects’, ‘research and evaluation’ with ‘community links’ at the centre,

connected to all other aspects.

2.4.1 Systems thinking

Sterling (2003) argued passionately in his thesis for systems thinking in education,
especially for thinking about the role of school and education for the future. This
approach is clearly highlighted within education for sustainability - the resource Linking
Thinking (WWF Scotland, 2005), to which Sterling was a major contributor, has been
available to teachers for some time. However, although systems thinking is now an
established way of working for many business organisations it has only recently been paid
much attention in the development of effective and innovative schools. As will be
discussed in Chapter 3, systems thinking is noted as feature in some the Wales ESDGC and
documents (e.g. Welsh Assembly Government, 2008b). It also occurs in the School
Effectiveness Framework in Wales (Welsh Assembly Government, 2008g) which, like
Shallcross and Robinson (2007), promotes integrated tri-level working between schools,
LEA and government.

2.5 SUPPORT FOR SCHOOLS

Support to schools has been highlighted by several authors in the field of ESD/GC and in
general education for implementing innovations. It can come in the form of nationally
available guidance, web-based resources, or in local support from a variety of
organisations, including nationally supported initiatives. On ESD/GC, Symons (2008)
found that most of the research reports analysed suggested that local education authority
(LEA) support was crucial, although it was still said to be quite variable (Cheadle et al.,
2004; Jackson, 2007; Estyn, 2006a; Anderson, 2008). This came in the form of funding,
guidance and the provision of individual support and professional development
opportunities. Symons found that schools also received further support from a very wide

range of organisations including environment and development NGOs, development
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education centres, international linking schemes and national schemes such as Eco-Schools
and Healthy Schools (the latter is often coordinated through the LEA) (Ofsted, 2008; DEA,
2008). These support groups were found to be useful to schools (Hren, 2004; Cheadle et
al., 2004, Ofsted, 2008) with Cheadle et al. suggesting that certain schools actively seek
them out. This could be an important aspect of why certain schools develop ESDGC more
quickly than others. However, Jackson (2007) noted that NESPSS (2006) suggests that the

potential for unlocking [NGOY] resources in this field is generally under emphasised.

In Wales, Estyn (2006a) noted the usefulness of the same kind of support. However, this
report, together with several others (Environmental Audit Committee, 2003; Global Action
Plan, 2007; Ofsted, 2008), found that there was such a vast array of support opportunities
that it was confusing for schools. NESPSS (2006) suggested that one reason for this may
be that NGOs are rarely linked into school or LEA development priorities. To this end
Ofsted (2003) highlighted the importance of a well-developed support network involving
both local authorities and NGOs. This was the aim of the Enabling Effective Support
Initiative for the global dimension in schools (DFID, 2003).

It has also been suggested that too much reliance on individual schemes for support can
lead to a fragmented coverage of ESD/GC (Ofsted, 2003; Morgan, 2009; Scott, 2010).
Scott (2010) criticises the Sustainable Schools programme in England and the Eco-School
Green Flag programme for this type of approach and the latter for promoting a ‘fragmented
view of sustainability’ (p.5). He questions if learning may sometimes be divorced from
sustainability instead of the two being totally integrated. There can be a similar situation
where schools rely heavily on school international partnerships. These have been criticised
for their capacity to reinforce neo-colonialist attitudes, rather than opening minds when
teachers receive insufficient professional development support (Oxfam, 2007; Martin,
2008; DGSP, 2008; Burr, 2008; Martin and Griffiths, 2012). The role of professional

development in teachers’ learning is discussed later in the chapter.
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2.6 CREATING A SHARED VISION

2.6.1 Influences on schools’ views of the purpose of education

Many of the discussions relating to effective ESDGC schools in particular and to effective
schools and innovation in schools in general, are centred on views of the purpose of
education. Many researchers have found that a strong sense of purpose is important in
effective schools, regardless of the type of effectiveness desired (e.g. Reynolds and Teddlie
et al., 2000; Sterling, 2001; James et al., 2006). Sterling (2001), discussing sustainable
education, suggests that a clear view of purpose is key to all organisations. The nature of
national education policy, school inspection guidelines, and local education authority
policy must exert some influence on purpose (Fullan, 1992; Scott and Gough, 2003;
Sterling, 2001), and especially so where ESD/GC is a prominent feature of that policy.
Interestingly, though, Reynolds and Teddlie et al. (2002) found that even in schools with
similar national policies there was a variety of views on the purpose of education, and, as
discussed in Chapterl, the nature of the purpose can differ considerably, even within the
field of ESD/GC. In schools this may be a result of differing values of school leaders, and
of other members of staff, if the school is acting in an inclusive manner. Should a shared

purpose be an aim, and if so, how can this be attained?

2.6.2 Achieving shared purpose, values and vision

Symons (2008) notes that shared vision is one aspect perceived to be a key enabler in the
development of ESD/GC schools. Jackson (2007) notes that ‘the core need for developing
sustainability in schools is to build the expertise of staff by providing time for coming
together to create shared visions and practice (p. 34). However, this is not always easy to
achieve. The key issue centres around the notion of stability versus change. Gough and
Scott (2001) note that there is an overwhelming tendency for cultural institutions to
dominate even within so-called learning societies. In addition, Reynolds and Teddlie et al.
(2000) and Blenkin et al. (1997) found that schools with strong systems and agreed views
on purpose and values were seen to give less variation in practice and a degree of stability,
certainty and predictability. These situations might make it difficult for change to happen.

Rudduck et al. (1996) agree that schools may preferentially adopt change which fits best
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with the existing school culture and dispel other forms of change. These issues could be a
problem for ESD/GC where existing systems may need to be substantially challenged
(Scott and Gough, 2001; Sterling, 2001; Cheadle et al., 2004).

Blenkin et al. (1997), however, actually challenge this uniformity in systems. They point
out that, as noted by Feiman-Nemser and Floden (1986, p. 50) ‘the assumption of cultural
uniformity is .... untenable’ as ‘teachers in terms of age, experience, sociocultural
background, ethnicity, gender and personal characteristics, display diverse characteristics.’
(p. 219). This suggests that change is possible. In Blenkin et al.’s (1997) cultural
perspective, the concern focuses more on the importance of sharing the meaning of an
innovation in order for change to happen (Marris, 1974; Rudduck, 1986; Feiman-Nemser
and Floden, 1986) rather than imposing change from the top down as in their technical
perspective. This description of school culture is closely aligned with Habermas’s
practical and emancipatory interests as described by Smyth (2004). Sterling (2003) also
suggests that society is more likely to,

move towards sustainability by participative engagement than by planning from the
top because it is an emergent property rather than a fixed goal’ (p. 335).

Levin (2008) stresses that ‘improvements are a matter of “will” - people’s motivation - and
of “skill” - their capacity’ (p.8). He suggests that improvement can therefore only occur,
and continue, where school staff are engaged and committed. Coburn (2003) and Jackson
(2007) both discuss how a transfer of ownership is important in order for a change to

become embedded within practice.

Teacher collaboration has been proposed as an answer to both the sharing of values and the
engagement of staff. This and other issues relating to collaborative approaches are

discussed below.

2.7 COLLABORATIVE APPROACHES

Many of the findings on ESD/GC e.g. Estyn (2006a), Jackson (2007), EES-SW (2007) and
Gayford (2009), suggest that communication and sharing experiences both between

members of staff, and working with others outside of the school, is important. For
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example Estyn (2006a) noted that ‘schools [in Wales] with a firmer understanding of
ESDGC have usually spent a lot of time discussing the topic and training staff” (p. 7) and
Jackson (2007) noted,

Good school leaders encourage staff and students to contribute ideas and they foster

a climate of participation and teamwork. This gives a sense of empowerment and
enthusiasm at all levels within the school. (p. 28)

In addition to being a way of sharing meanings and creating a shared vision, collaborative
approaches have also received much attention in the general literature on school change.
They have been proposed as helping new members of a group learn (Lave and Wenger,
1991), for teachers’ professional development e.g. Darling-Hammond and McLaughlin
(1995), for sparking new ideas and for enabling change to happen in an integrated way
(Harris, 2008a). All these approaches build on constructivist approaches (Vygotsky,
1962) where individuals are believed to construct new knowledge from their experiences.
They tend to build on two different streams of research, namely, those stemming from the
idea of communities of practice as initially described by Lave and Wenger (1991) and
those based on the idea of the release of tacit knowledge and on the creation of energy in
organizations Polyani (1983), Nonaka & Takeuchi (1995) and Von Krogh, Ichijo &
Nonaka (2000).

There are many kinds of collaboration. For example, there can be situations where
teachers talk informally and perhaps incidentally about their work, others where they come
together to share ideas and practice, and yet others where they form deliberate groups to
work together towards a pre-defined purpose. The initial results of this research study
indicated that teachers working together, working with partners and learning from others
were important elements in the case study schools. Therefore, the next section describes
some different kinds of collaborative working that can occur in schools. These will then be
explored further in the analysis of findings in Chapters 6-10. Key terms include teacher
collegiality, communities of practice, professional learning communities, communities of
learning, learning communities and critical friends’ groups (Vescio et al., 2008). However
their descriptions are not always consistent and can be confusing. In fact DuFour (2004)
cautions that the term ‘professional learning communities’ has been used in so many ways

that it is in danger of losing all meaning.
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2.7.1 Communities of practice and situated learning

Lave and Wenger (1991) initially used the concept of communities of practice and situated
learning to describe the situation where a newcomer or ‘apprentice’ is gradually introduced
into full practice by participating in real and relevant activities within a community of
practice comprising more experienced workers i.e. they are effectively ‘learning on the
job’. They called the initial stages ‘legitimate peripheral participation’ (p. 37). They
extended the idea to the general context of learning where they proposed that ‘learning is
an integral and inseparable aspect of social practice’ (Lave and Wenger, 1991, p. 57).
They suggested that teachers, on joining schools, become members of communities with
others in their profession. Through peripheral participation, learning from more
experienced others, they then develop along a trajectory of increasing expertise to more
central participation and belonging. The emphasis is on learning and talking about issues
within a real context rather than just engaging in experiential learning (Tennant, 1997).
Lave (1993) further argued that this kind of learning happens in all situations i.e. 'learning

is ubiquitous in ongoing activity, though often unrecognized as such' (p. 5).

The theory of communities of practice was further developed by Thorpe (2002) to describe
‘groups that interact to achieve a shared purpose or enterprise’ (p.132). However, he
suggests that communities of practice are not structured teams. Instead, they are usually
thought of as informal groups or networks of professionals who share common problems,
common interests or common knowledge, and who communicate with each other about
this. This agrees with Wenger’s own later definition (Wenger, 2006),

Communities of practice are groups of people who share a concern or a passion for

something they do and learn how to do it better as they interact regularly.
(Available at: www.ewenger.com/theory/ accessed 06/09/11)

He lists three crucial characteristics: domain, community and practice, stressing that the
members are practitioners, not just acquaintances. Thorpe (2002) further suggested that
the group must exist long enough to ‘generate patterns of interaction and significant
learning among participants’ (p.132). ‘Communities of practice’, therefore, tends to be a
term used to describe interactive situations which help individuals, perhaps from different
organisations, to achieve a commonly perceived purpose. However, the term is also often

used more loosely than this.
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2.7.2 Professional learning communities in schools

There have been several recent and comprehensive reviews of this field by Stoll (2004),
Stoll et al. (2006), Feger and Arruda (2008) and Vescio et al. (2008) with the latter
concentrating on evidence of successful outcomes. McCormick et al. (2011) also review

the state of research on professional learning communities and teachers’ networks.

Definitions

Within more recent school education literature preferred terms include communities of
learning, learning communities, critical friends groups and professional learning
communities (Vescio et al., 2008). These tend to describe slightly more purposeful,
collaborative situations than communities of practice. Stoll (2004) uses Mitchell and
Sackney’s (2000) description of a learning community,

A group of people who take an active, reflective, collaborative, learning-oriented,

and growth-promoting approach toward the mysteries, problems and perplexities of
teaching and learning (p.9)

Stoll draws attention to Little (1993) who makes an important distinction between
professional communities and professional learning communities, noting that professional
communities occur in all schools, however it takes a dedicated effort to develop a learning
community. A similar point is made by Grossman, Wineburg and Woolworth (2000),
Grossman et al. (2001) and Darling-Hammond et al. (2005) who all note that teachers’

interactions should be focused on improving certain areas of learning.

Stoll (2004) describes five characteristics of professional learning communities. These are:

¢ shared values and visions with a focus on student learning (p.5);

collective responsibility (p.5);

reflective professional enquiry (p. 5):

collaboration and group (p. 5):

collective learning as well as individual learning (p.6).

Stoll et al. (2006) add mutual trust, inclusive school-wide membership and networks and

partnerships that look beyond the school for sources of learning are important. Some
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writers suggest that discussion and conflict over strategies is also important (McLaughlin
and Talbert, 2001; Scott and Gough, 2001; Achinstein, 2002; Little, 2002; Shallcross and
Robinson, 2007). Hargreaves (2003) notes,

Professional learning communities demand that teachers develop grown-up norms

in a grown-up profession — where difference, debate and disagreement are viewed
as the foundation stones of improvement. (p. 163)

Gronn (2003) emphasises the importance of leadership, and particularly distributed
leadership, in professional learning communities. This was not a new idea: Fullan (1991)
envisaged a future where collaborative groups of teachers organize and conduct learning,

perhaps approved by, but without the presence of, a principal.

Evidence for successful outcomes

Although there is much literature on this area Stoll (2004) noted that there was relatively
little strong evidence for links between enhanced student learning and professional
learning communities. In an extensive review of literature, Vescio et al. (2008) found that
ten studies cited empirical data that suggested a change in the professional culture of the
school. The studies dealt with a mix of primary, middle and secondary schools and some
were evaluative studies of interventions. Six of these drew upon quotes from participants
to document this finding (Englert & Tarrant, 1995; Andrews and Lewis, 2002; Phillips,
2003; Strahan, 2003, Hollins et al. 2004; Berry, Johnson, & Montgomery, 2005;); three
used survey data that compared participants to non-participants (Supovitz, 2002; Supovitz
& Christman, 2003) and one used survey data generated from teachers’ participation in
critical friends group (Whitford & Fisher, 2003). Vescio et al. (2008) noted that a key
weakness in many of the studies was that there was little comparison to the situation at the
start of the study and that often the fine details of the methodology were not presented.
Types of collaborative working included sharing lessons, peer observation, using protocols
for decision making, systematic note-taking to inform colleagues about their work and
collectively generating new ideas for practice. All ten studies indicated a change in
teaching culture such as emphasis on collaboration, a focus on student learning, teacher
authority and continuous teacher learning. However, in only four studies was there reliable
evidence for change in teachers’ practice as a result of being in a professional learning
community. Supovitz (2002) and Supovitz and Christman (2003) demonstrated the

importance of focus in teachers’ collaborative actions; where there was little focus on
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meeting at specific times there was no change in teachers’ practice. In six studies evidence
was found of student learning being improved i.e. those by Supovitz (2002), Phillips
(2003), Strahan (2003), and Supovitz and Christman (2003), Hollins et al. (2004), and
Berry et al. (2005). A study of six high schools (Wells and Feun, 2007) noted, however,

that progress was slow.

Bell et al. (2006) conducted a systematic review of literature for the UK National College
for School leadership (NCSL). Of the 133 studies in their systematic map, fifty-three were
naturally occurring evaluations, with a further twenty relating to research-manipulated
evaluations of interventions. Nineteen of these studies were selected for in-depth review.
Although the studies related to a wide range of topics and purposes they conclude that,

All the studies reported evidence of impact on teachers (although indirectly and

sometimes negatively in one case) and all except three reported evidence of impact
on students, although this was modest in two cases

Further evidence for the benefits of collaboration come from Penuel and Riel et al. (2009)
who studied two high schools which were similar in all but one criterion, namely having
different levels of success in implementing reforms at the time of the study. They used an
explanatory case study methodology that relied on survey, interview and social network
methods. They found that in the school where strong inter-staff relationships, or

collegiality, were a key factor the school worked more efficiently with innovation.

Issues working against collaboration in schools

There are several issues which may work against collaboration. In a technocentric
situation, as described by Blenkin et al. (1997) forced collaboration could occur where a
head teacher issues a dictate to staff to work together to achieve the predetermined targets.
This is unlikely to be well received by teachers. Indeed, Hargreaves and Dawe (1989)
found that when teachers are used to working in isolation a sudden encouragement to work
collaboratively towards a certain goal can sometimes be seen as a means to ensure
uncritical adoption of someone else’s agenda. They termed this contrived collegiality.
There is a great difference between sharing meaning and expecting everyone to take it on,

and coming to a shared agreement on meaning.

50



Chapter 2

Also, collaborative learning does not always appear to be easy to achieve. Nias et al.
(1989) found that teachers had great difficulty collaborating even when they wanted to
work together. Hargreaves (1989) and Little (1990) found that collaborative cultures are
often achieved mainly through the extraordinary efforts of individuals and that they
become vulnerable if those individuals leave. Also working in opposition to collaboration
is what Lortie (1975) describes as the occupational culture of teachers, described as
individualistic, present-oriented and conservative. This also agrees with Lundgren (1991)
who notes, ‘the closer we come to the teaching situation, the more stable are the processes
of education’ (p. 45) and with Hargreaves (1989), Little (1990), and Lieberman (2000)
who found that teachers often prefer to work alone rather than collaboratively. However,
Stoll (2004) notes that one of the key reasons for promoting professional learning
communities is to overcome this very issue. In an attempt to find out more about how
teachers communicate about their practice, Little (2002) documented teacher conversations
about specific learning topics. She found that the situation was not straightforward, with
conflicting pressures working against each other,

within these groups that would reasonably be considered collaborative, innovative,

and committed to improving practice, teacher learning seems both enabled and

constrained by the ways that the teachers go about their work. Habitual ways of

thinking or acting coincide closely with moments of surprise ‘‘aha’’; the impulse to
question practice resonates against the press simply to get on with it, (p. 939).

She suggested that more work needs to be done to understand these conflicting urges.
Hollins et al. (2004) also noted lack of time and lack of funding as working against

collaborative structures.

2.7.3 Widening horizons through collaboration and networking

Fullan (1992) proposes that for institutional innovations to work there need to be changes,
not only in behaviour, but in beliefs at individual level. Furthermore, Sterling (2001) and
Scott and Gough (2003) suggest that in order for change to happen teachers need to be
exposed to new ideas, ideologies, complexities and multiple rationalities and have the
chance to discuss and debate them. Scott and Gough (2003, p. 36) note a point made by

Schwab (1978) that ‘it is impossible to persuade people of the merits of new ways of
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thinking when they are only equipped with old ways of understanding’. Stoll (2004)
further suggests that learning communities within schools can often become limited if
confined only to members of one school and she further notes that even collaboration
between two schools can become stale. She questions how it can be ensured that mediocre

work is not exchanged.

Both Cochran-Smith and Lytle (1999) and Young (1998) suggest the input of
knowledgeable researchers and those from higher education institutions in order to
introduce key current research findings. Another solution is to widen the input by
extending networks to include other schools and members of the wider community.

Widening the input is the principle behind learning networks.

Learning networks

Stoll et al. (2006) and Vescio et al. (2008) suggest that the most effective and innovative
learning communities involve a much wider community. Hargreaves (2003) agrees and
suggests that ‘a network increases the pool of ideas on which any member can draw’ and
that ‘networks extend and enlarge the communities of practice with enormous potential

benefits’ (p. 9). This kind of action was noted in school research by Englert and Tarrant

(1995) and Berry et al. (2005). Bell et al. (2006) also noted that,

eight studies reported evidence of impact on schools or other organisations and nine
studies reported impact on other participants, such as parents, HEI staff, leaders and
community workers. (p. 49)

They also note that that ‘collaborative CPD and learning are the principal vehicles for

knowledge transfer’ (p. 65).

Learning networks, or professional learning communities (PLCs), are now being strongly
encouraged in the UK (Bell et al., 2006, Harris, 2008a). In Wales, the formation of PLCs
is a key area of action in the School Effectiveness Framework (WAG, 2008g); this is
discussed further in Chapter 3.
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External partnerships and networks in ESD/GC

Scott (2010) recognises the value of social learning for ESD and it is a prominent feature in
the higher levels of his framework based on capital. Also, Symons’ (2008) review of
research found that most schools involved in ESD/GC had a wide range of partners, both
local and international, and they made full use of opportunities in the community. Gayford
(2009) noted also that events organised by external partners were very much enjoyed by
pupils. This does not necessarily mean, of course, that these schools were members of
formal learning communities but it does indicate that a variety of ideas may have been
reaching both teachers and pupils. Shallcross and Robinson (2007), in stressing the
importance of action for change, prefer to call these multi-faceted communities
‘communities of action’ rather than communities of practice. In their model of school
development for ESD they place the community, rather than the school, at the centre. The
complex nature of ESD and the need for transformational learning would point to this kind

of approach being preferable.

In terms of learning within international partnerships, Gayford (2009) notes that these were
most useful when meaningful curriculum work took place between the schools. However,
as noted earlier, international partnerships have received a fair amount of criticism recently
for the poor quality of teacher learning within them. Perhaps being a member of a local
collaborative network which includes knowledgeable, experienced teachers could be of

help those who are less experienced in this field.

2.7.4 Exploring networks in detail

Social network analysis

Although many of the studies mentioned above have shown benefits resulting from
networking and collaborative work, McCormick et al. (2011) note that until recently there
has been little detailed examination of the mechanisms of how these networks work to
enhance the school development. To explore this several studies have used social network
analysis, for example, Carmichael et al. (2006), Fox et al. (2007), Fox and Wilson (2008),
McCormick et al. (2011) and Daly and Finnigan (2010). They used methods which build

on theories from the business world (e.g. Hakkarainen et al., 2004; Palonen et al., 2004)
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and from education (Hargreaves, 2003). These theories propose that learning may also
happen through much wider social interactions than just collaborative networks. Fox et al.
(2007) worked with forty-eight school leaders and co-ordinators to explore teachers’
networks within schools. They used a combination of a mapping tool and associated
interviews to capture practitioners’ views of the networks associated with their schools and
local authorities in relation to assessment for learning. They found that the mapping tool
provided an opportunity for dialogue with individuals and networks were clearly identified.
Fox and Wilson (2008) using a similar mapping task to plot teacher interactions, found that
newly qualified teachers frequently used their informal new teacher networks to compare
and discuss their work. This is another way of teachers’ horizons being expanded. From
these theories they have developed models of social networking related to schools, arguing
that membership of such communities is a subset of the professional inter-relationships that
teachers utilise for their professional development. These models are useful in that they
provide a visual picture of who networks with whom, the frequency of interaction and kind
of topics discussed. McCormick et al. (2011), describing this work further, discuss
networking in relation to other theories, such as social capital approaches.

Social capital approaches

Social capital approaches have been developed in sociology and political science by
Coleman (1998), Lin (2001), Portes (1998), Putnam (2000) and Woolcock (1998). Lin
(2001) describes social capital as the access that people have to resources. Hargreaves
(2003) talks not only of social capital, but also of intellectual and organisational capital.
He proposes that intellectual capital is the knowledge, understanding and ideas accessed
through social capital. This is then used to develop the school (organisational capital).
Burt (2000) and Lin (2001) suggest that social capital items are embedded in a network
structure and are not freely available to anyone in a particular system. They refer to Portes
and Sensenbrenner (1993) who suggest that the norms of helpfulness and obligation that
arise among individuals who interact frequently with one another lead to access to

expertise and resources which would otherwise be less easily available.

Penuel and Riel et al. (2009), in the study described above, used social network analysis to
discover how teachers gain their knowledge and understanding from others. Teachers

were asked to identify close professional colleagues using a numbered roster containing all
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staff names and to indicate frequency of interaction. They found that analysing the internal
structure of the school community in this way was necessary to account for the distribution
of access to resources and expertise, i.e. social capital. They conclude by suggesting that
social network analysis can provide a useful way to look at the efficacy of strategies for
advancing reform goals. It can show, for example, which individuals play critical roles in
transferring expertise from one subgroup to another, thus helping school leaders identify
people who are critical to change efforts. They identify a key limitation to network data,
namely the intensive level of effort required to collect data for an entire school. They also

note that the gathering of data also requires ethical sensitivity and imagination.

2.7.5 Summary of collaborative working

In summary, collaboration of different kinds has been suggested as a solution for new and
established teachers’ learning, as a way of coming to agreement on school values and
vision, as a way of achieving certain key tasks and as a way of accessing, introducing, and
sharing new ideas and research findings. The degree of purpose involved appears to vary
from looser structures such as social networking and communities of practice to more
purposeful professional learning communities. All, however rely on multiple-way
communication and imply that learning of some sort will occur as a result of this. The
extent to which this happens still appears not to be well proven. Communities of practice,
in particular, tend to be talked about but not easily visualised or quantified. However, the
newer strategies of network analysis which map teacher’s networks and social capital
within networks do try to quantify interactions and these provide some promise for
illustrating interactions in this current study. The different forms of collaborative working
will be investigated in this study to find out whether any of the formal and less formal
ways of collaborating and networking have any influence on schools’ development of
ESDGC.

2.8 PROFESSIONAL DEVELOPMENT AND TEACHERS’ LEARNING

In the general field of educational change Leithwood et al. (1998) mention a need for
training for teachers so that they can take part in, and contribute to, the learning
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communities in a more meaningful way. This leads to a discussion of the role of more
formal professional development which may also help inject new ideas and boost teacher

confidence enabling them to contribute to learning communities within the school.

2.8.1 The role of external professional development

Huberman (1984), Fullan (1991; 2001), Borko (2004), Bolam and Weindling (2006) have
all looked extensively at the role of professional development in relation to innovations in
schools and it is generally recognised that it is a useful tool in implementing change.
Bolam and Weindling (2006) carried out a review of evidence from twenty studies in
England. They found fairly strong, to strong evidence, that good continuing professional
development is likely to improve teacher motivation and morale and that it can have an

impact on teachers’ attitudes, knowledge and skills.

Fullan (1991) suggests that staff development ‘will never have its intended impact as long
as it is grafted on to schools in the form of discrete, unconnected projects’ (p. 111). He
describes the teacher education continuum, where teacher education is the norm and
viewed as a life-long development. This would include ensuring that all members of staff
have access to appropriate professional development in the desired area of innovation.
This suggestion is supported by Blenkin et al. (1997) for general educational change, by
James et al. (2006) from evidence in primary schools in Wales, and in the field of
education for education for sustainable development by Symons (2008). Many of the
researchers in ESD note the need for specific kinds of training. For example, Anderson
(2008) notes the need for training on specific Sustainable Schools doorways; Jackson
(2007) found that leadership training that explored values, was holistic and of outwards
orientation, and which included the intellectual, emotional, spiritual and practical aspects,
was important; Symons refers to the Yorkshire and Humberside ESD Forum Management
Group (2006) which notes the usefulness of input from independent experts; and Cheadle
et al. (2004) highlight the need for hands-on training. Hren (2004) also notes that training

for non-teaching staff and governors is beneficial.

There are several key issues which arise in relation to professional development courses.

Firstly many head teachers can only afford to send a few teachers on courses and a
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compromise must somehow be found on how to extend this training to others in the school.
This is where the situated learning, communities of learning and learning networks
described above could play a role. However, these mechanisms would have to be efficient
or the spark of new ideas could be diluted and quickly dissipate. Hayes (2000) noted that
this was a common result of cascade effect professional development. However, he
suggests that development strategies which are collaborative and reflexive can help to
avoid this effect. Another issue with professional development is the debate over the
actual impact it has on teachers. This is discussed further in the next section.

2.8.2 Some issues in teachers’ learning and change

Even when teachers attend professional development courses there is no guarantee that
they will be influenced by them. In fact, Fullan (2001) notes that ‘most professional
development experiences for teachers fail to make any impact’ (p. 255). Blenkin et al.
(1997) point out that individual teachers’ reactions to professional development are
complex and not fully understood; this is also confirmed by Huberman (1998). Borko
(2008) also notes that research by Fennema et al. (1996) and Knapp & Peterson (1995)
shows that ‘meaningful learning is a slow and uncertain process for teachers, just as it is
for students.’ (p.11-12) and that some teachers change more than others through
participation in professional development programs. Hayes (2000) and Bolam and
Weindling (2006) found that where teachers have control over their professional

development they are more likely to judge it effective.

Some of the issues involved are described by Blenkin et al. (1997) in their biographical
perspective. This looks at how practitioners’ hopes, fears, aspirations, commitments,
beliefs and values can affect how they respond to situations of change. They point out that
teachers develop their own sense of strategies which work for them and help maintain their
self-esteem. Teachers also have their own beliefs and views about how children learn and
their preferred pedagogies (Gough et al., 2001); a challenge to these is not going to be
simple. Scott and Gough (2003) note,

Such practices may possess considerable inertia; that is, practitioners may be
resistant to changing the way they go about things even when under very
considerable pressure from policy makers and others to do so. (p. 58)
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To complicate matters, Argyris and Schon (1978) found that espoused beliefs of
practitioners may diverge markedly from their ‘theories in use’. Scott and Gough (2003)
take this further in relation to education,
both the espoused theories of teachers and/or trainers, and their theories-in-action,
may vary between different organisational levels. What a teacher thinks is
important for a school as a whole, or for education in general, may vary markedly

from what she or he considers suitable for the particular class he or she happens to
be teaching. (p. 58)

They suggest that teachers do frequently shift between these rationalities and that how they
think, and decisions they make, are affected by ‘membership (or not) of bounded social
groups’ and ‘freedom of action (or lack of it)” (p. 115). They note that membership of
these groups may also differ from stage to stage of their career and of their lives in general.

In addition, different kinds of training may suit different teachers.

2.8.3 Transformative learning

How people’s beliefs can change is also discussed by Mezirow (2000) and O’Sullivan
(2003) in the context of transformational learning. Mezirow describes a learning process
of ‘becoming critically aware of one's own tacit assumptions and expectations and those of
others and assessing their relevance for making an interpretation’ (p. 4). O’Sullivan (2003)
in a definition more related to ESDGC, defines transformational learning as follows,
Transformative learning involves experiencing a deep, structural shift in the basic
premises of thought, feelings, and actions. It is a shift of consciousness that
dramatically and irreversibly alters our way of being in the world. Such a shift
involves our understanding of ourselves and our self-locations; our relationships
with other humans and with the natural world; our understanding of relations of
power in interlocking structures of class, race and gender; our body awarenesses,

our visions of alternative approaches to living; and our sense of possibilities for
social justice and peace and personal joy. (p. 327)

Clark (1991) identifies three dimensions to a perspective transformation: psychological
(changes in understanding of the self), convictional (revision of belief systems), and
behavioural (changes in lifestyle). Only when the latter occurs can change happen.

Transformative learning has been attributed to several causes. Mezirow (2000) suggests
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that transformational learning usually results from a disorienting dilemma, which is
triggered by a life crisis or major life transition, although it may also result from an
accumulation of transformations in meaning schemes over a period of time (Mezirow
1995, p. 50). This is where Cochran and Lytle’s (1999), Scott and Gough’s (2003) and
Young’s (1998) suggestions that teachers need exposure to new ideas could be relevant.
The challenge may be to offer teachers varied professional opportunities throughout their
careers to increase the chance of change happening. Rudduck (1988), although not
discussing transformation theory in name, but educational change in general, reflects the
same type of sentiment,

If we are interested in substantial change, we may need to find structures and

resources to help teachers to re-examine their purposes, slough off the sediment of

socialization, and feel more in control of their professional purposes and direction.
(p. 210).

2.8.4 ESD/GC as transformative education

An exploration of Mezirow’s (2000) transformational events may well be of interest in this
study to illuminate why certain teachers have developed a strong interest in, or passion for,
ESDGC. Also, when transformative learning happens within whole organisations rather
than in individuals then very major changes can occur. Sterling (2001; 2004) notes the
need for transformative learning in relation to sustainability. When discussing
transformative change in organisations (Sterling, 2004), he describes different types of
learning levels. At the first level people learn about sustainability, and policies remain
unchallenged. The second level is concerned more about learning for change with an
emphasis on values and concepts; attempts are made to reorient policy and practice, but he
suggests that ‘change is likely to be piecemeal and there are tensions with dominant norms’
(p-70). He compares this to Argyris and Schon’s (1996) double loop learning. Sterling
(2004) proposes a further, third-level transformative response that could bring about a
change in worldview and ethos. He suggests that,

learning can either reinforce the existing world view or precipitate the ‘movement
of mind’ (Senge, 1990, p. 13), the metanoia or re-perception of meaning. (p.70)
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Scott (2010) also hints at transformative learning in the Towards Restorative stage of his

capital-based ESD framework for schools.

2.9 PUPIL PARTICIPATION AND ACTIVE CITIZENSHIP

Pupil participation emerged as a key characteristic of democratic schools in the studies by
Inman and Burke (2002) on school councils, EES-SW (2007) on the global dimension in
schools, Symons (2008), Jackson (2007), Ofsted (2003), Hren (2004) on education for
sustainability and Gayford (2009) on learning for sustainability. Jackson (2007) found
that,

the development of student participation through formal structures such as school

councils, or less formally, fosters a sense of collaboration and shared vision. It also
builds skills for active citizenship and a greater enthusiasm for learning. (p. 47)

Symons (2007) guotes Cheadle et al. (2004) and Ofsted (2003; 2008) as saying that student
involvement not only enables, but also can drive, the sustainability agenda. Gayford
(2009) found participation was something very much appreciated by the pupils and that it
promoted good learning outcomes. He found that they particularly enjoyed participating in
school councils and in special events where they could work with their friends, and they
enjoyed monitoring sustainability measures. Indeed, in this study pupils suggested that
student participation was something that schools should be promoting in order to become
more sustainable. Pupil outcomes are also cited as the key indicator of an effective school
in school inspections (Estyn, 2006b, 2010; Ofsted, 2008) and have been given an increased
profile in Wales in recent years with a move to pupil-centred education (Welsh Assembly
Government, 2008a). This is discussed further in the next chapter.

Breiting et al. (2005) note how effective such approaches are in helping students to
confront challenges and clarify their own values and also in the way they give students a
justification for going beyond theory and involving themselves in action and participation.
This is supported by the Birney and Reed (2009) in a study for the National Council for
School Leadership. They found that,

Evidence shows that their [pupil] participation and enthusiasm are part of what
equips pupils with the capacity to learn and become leaders. .... Sustainability
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creates direct benefits for students, including opportunities of involvement and
participation which in turn leads to better behaviour. (p. 5)

Although what is meant by ‘better behaviour’ here is not defined, it would be difficult to
imagine a school that would not continue with its development of ESDGC if these kinds of

outcomes were predicted.

2.10 DESCRIBING THE NATURE AND PROCESSES OF CHANGE

2.10.1 Change over time

Fullan (2001) suggests the need to allow time for change to happen. Jackson (2007), Estyn
(2006a) and EES-SW (2007) for ESD, ESDGC and the global dimension, respectively, all
note the need to allow time for development. EES-SW (2007) in case studies of fourteen
schools with a strong global dimension concluded,
The typical timescale from starting work on a school’s global dimension to
achieving the level of success identified here is 5-7 years. During this time, the
school requires continued and coherent support from a wide range of external

services to acquire knowledge, develop skills and maintain interest and, therefore,
momentum (p. 7)

A continuum of system change

To help with the understanding of the process of change, Anderson (1993) developed a
useful continuum of system change, describing a process with several reflective stages.
These stages include: maintenance of old system, awareness, exploration, transition,
emergence of new infrastructure and predominance of new system. Additionally, she
describes how several elements of change e.g. vision, public and political support, teaching
and learning changes, are affected as they move through this continuum. She notes that the
continuum can help to establish a common language or conceptual picture of the process of
change and the shared goals. She suggests that this can help multiple stakeholders
understand and participate in the reform process and help to outline and develop a strategic
plan.
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2.10.2 Dealing with the complexity of change

The discussion above has highlighted many different factors which may impact on change
in schools in general and on ESD/GC in particular. However, the process of change is
complex. Fullan and Miles (1992) propose that one must look at reform in the light of the
many interrelationships within a complex system (curriculum, teachers, students,
community, etc.) and that it must not just focus on ‘structure, policy, and regulations, but
on deeper issues of the culture of the system’ (p. 11). Engestrdm (2008) also suggests that
‘sustainable and expansive school change probably needs to utilize multiple change
mechanisms’ (p. 2). Levin (2008), however, takes a more pragmatic viewpoint. Although
agreeing with the degree of complexity, he stresses that one must be realistic about
expecting all parts of a system to change at once. Instead schools should be shown ways in
which to become more effective at change. This is what guidance documents usually aim
to do. Several different models have been proposed to summarise this complexity. Harris
(2008) presents a model of capacity building in schools which incorporates distributed
forms of leadership, collaboration, learning and teacher focus, and use of evidence. Scott
and Gough (2001; 2003) for ESD, encourage reflection on the interactions between
Cultural institutions, Organizational institutions which include the school and national
government, Literacies, which include traditional and political ideologies, and Practices,
including teaching, stressing that they are all interconnected. Sterling (2003) also provides
several models for a systems’ view of education in change within society in change.
However the most these models can do is encourage reflection as they are so general.
Socio-historic activity theory provides some promise of a useful framework to demonstrate

some more of the complexity in systems.

2.10.3 Socio-historical activity theory

Socio-historic activity theory is another theory based around constructivist, collaborative
principles. It was first developed by Engestrom (1987) based on Vygotsky’s (1978) basic
mediational triangle and further work by Leont’ev (1981). Engestrom uses this to explain
systems which are aiming for a product but in which all elements are constantly interacting
and changing. In his second generation activity system (Figure 2.1) a ‘community’ for

example, a group of teachers, works together with ‘tools’, e.g. teacher meetings, guidance
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documents, ‘rules’ e.g. a new policy, and ‘division of labour’ on the ‘the subject’ i.e. the
topic under consideration. They aim for ‘an objective’, often called ‘the object’, e.g. better

pupil experiences. All of these items interact and collaborate.

Figure 2.1 The structure of a second generation human activity system (Engestrém, 1987,
p. 78)

MEDIATING ARTIFACTS:
TOOLS AND 51GMS
OBJECT
SUBJECT SEMSE,
EANING OUTCOME
RULES COMMUNITY DIVISION OF LABOUR

This is said to lead to ‘expansive learning’ (Engestrom, 1987) where even the object can

change. This expansive change can be compared to Sterling’s level 3 learning.

Second generation activity theory does not, however, clearly illustrate the importance of
interactions between different organisations. Engestrom (1999a) takes a step towards
doing this with his description of ‘third generation activity theory’. He notes that the most
common kind of situation is where more than one activity system interacts and learning
beyond what was possible in a single activity system occurs. This could conceivably be
used to describe individual school activity systems interacting with each other and with
wider professional activity systems such as NGOs and local authority support groups. All
of these could still have their own objectives or they could have a common objective
related to ESDGC.

Engestrom (2009) explains that there are five key principles to activity theory. These are:
a) acollective, artifact-mediated and object-oriented activity system is taken as the
prime unit of analysis, even although it exists within in a network of other activity
systems;
b) an activity system is always a community of multiple points of view, traditions, and
interests. The division of labour in an activity creates different positions for the

participants;
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c) historicity: activity systems take shape over lengthy periods of time and their
problems and potentials can only be understood against their own history;

d) contradictions, i.e. structural tensions have a central role;

e) the possibility of expansive transformations. Because of the time involved some
individual participants begin to question and deviate from its established norms. In
some cases, this escalates into collaborative envisioning and a deliberate collective
change effort. ‘An expansive transformation is accomplished when the object and
motive of the activity are reconceptualized to embrace a radically wider horizon of
possibilities than in the previous mode of the activity.” (p. 57)

(Adapted from Engestrom, 2009, pp. 56-57)

Activity theory is particularly interesting as it addresses many of the issues described
earlier in both general change and change for ESDGC. For example, it has a time element
as described above by Anderson (1993); it incorporates multiple points of view, traditions,
and interests described in schools by Feiman-Nemser and Floden (1986); it provides an
explanation of how existing cultural institutions can be overcome (Scott and Gough, 2001);
it embraces multiple elements of change described by Fullan (1991); it incorporates the
element of contradictions which these introduce and which are described as necessary for
change by Achinstein (2002); and it has the transformative learning elements described by
Mezirow (2000), Argyris and Schon (1978), Sterling (2004) and Scott and Gough (2003).

It is also useful in that it does neatly summarise the components of interactions.

Case study research with its combination of interviews and document research should be a
viable mechanism for discovering most of the elements of activity systems. However, in
order to address the issue of interactions between these network systems and the internal
school networks, it may well be that a combination of network analysis and activity theory

is needed.

2.10.4 Diffusion theory

This is often also called innovation theory and has some links to the approaches taken in
social network and social capital studies. It has been investigated here as it could provide a

useful way of describing some of the stimuli for change. It has its roots in sociology and
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particularly in the work of Tarde (1903) and Ryan and Gross (1943). The theory was
developed as innovation theory by Rogers and Shoemaker (1971), and later by Rogers
(1995) as Diffusion of Innovations. Rogers (1995) defines diffusion as ‘the process by
which an innovation is communicated through certain channels over time among members
of a social system’ (p. 5), i.e. it is another communications-based model. Rogers and
Shoemaker (1971) argue that all innovations follow a similar pattern of adoption, with one
group of people, the ‘innovators’, taking it up immediately. Then there are ‘early adopters’,
the ‘early majority’, the ‘late majority’ and finally the ‘laggards’, including some who
never adopt the innovation. While the diffusion process permeates through society and

groups, the adoption process is most relevant to the individual.

Diffusion theory has become popular in business and marketing literature but also has
relevance to education. Malcolm Gladwell has been credited for popularizing the phrase
“tipping point”, in his book titled The Tipping Point: How Little Things Can Make a Big
Difference (Gladwell, 2000). The concept of the tipping point is described as the
‘culmination of a build-up of small changes that effects a big change’ (Gladwell, 2000, p.
17). Gladwell suggests three trends, The Law of the Few, The Stickiness Factor and the
Power of Context. The Law of the Few describes the formation of self organising
networks which foster the spread of ideas through the work of key individuals. The
similarity to communities of practice and network theory is noted but Gladwell further tries
to describe key roles within the networks. Such roles include: the Connectors, the Mavens
and the Salesmen. The Connectors are defined as those individuals who are typically very
social and outgoing, have access to diverse social networks and possess a significant ability
to spread information. Mavens, who also possess a great number of social contacts, are
more significant in their early acceptance of new ideas or trends and through their
willingness to spread such ideas through working with others who may be less likely to
adopt without persuasion. Salesmen work within the network to explain to potential
adopters why they must/should participate. These ideas may be relevant in the research
study in relation to the role of key players in ESDGC and their role in aiding its

development in and between schools.
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2.11 SUMMARY OF FINDINGS

A large number of possible factors in ESDGC development have been identified.
However, the evidence from studies on ESD/GC is limited to a few studies which use a
variety of methods and there are many theoretical arguments which are not backed by
empirical research. For some factors, e.g. leadership there seems to be fairly strong
evidence of their effect. However, for many factors there appears to be only limited
evidence, even when the evidence from the wider field of research on school innovation
and change is considered. Many of the studies describe evidence of outcomes but do not
look in detail at how those outcomes came about. Also, many of the research findings
have come from studies in the USA and may not be so relevant for schools in the UK.
This is not to say that the factors discussed are not important, simply that further evidence

still needs to be gathered.

In their development of ESDGC schools are influenced by a complexity of personal,
ideological, social and organisational factors, all of which may interact with each other.
This complexity makes it difficult to point to particular factors having an effect on change.
Schools are unique institutions with different learning intakes, and members of staff with
different interests and values. What works in one school may be very different to what
works in another. Indeed, Scott and Gough (2003) quote Levin and Kelley (1997) as
saying ‘it is not, in fact, at all clear how any sort of learning leads to change or whether it
does so at all in any predictable or manageable way’. (p.111). Engestrom (2009) suggests
that this is a natural and normal way of working. Certainly, in the type of society
described by Sterling (2003), in which future outcomes are believed to be unpredictable,

this may actually be a desirable situation.

2.12 CHAPTER SUMMARY

This chapter has explored possible factors in the implementation and integration of
ESDGC in schools. It has shown how change is a complex process. Key factors suggested
are: leadership and distributed leadership, the role of key individuals, critical, reflective
and open thinking, formalisation of ESD/GC in the curriculum, support for schools;

collaboration, sharing of views and discussing of conflicting points of view, the ‘spark’ of

66



Chapter 2

new ideas and ideologies from outside of schools, and importantly, the role of pupil
participation. Some factors which may work against change have also been discussed.
These include the existing priorities and culture of the school, teachers’ conservatism and
lack of time and the time needed for change to become embedded. Some frameworks and
theories which attempt to explain the process of change have also been described. The
next chapter now moves on to discuss these issues within the context of ESDGC and the

education system in Wales.
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CHAPTER 3
A CRITIQUE OF THE WELSH NATIONAL CONTEXT

A brief introduction to Education for Sustainable Development and Global Citizenship
(ESDGC) in Wales was presented in the Introduction. In this chapter more of the
background to, and influences on, the nature of ESDGC in Wales are described. This is
followed by a critical discussion on whether any of the key characteristics of ESDGC-
related educations described on Chapter 1 are to found in the Wales ESDGC guidance and
in the current school curriculum for Wales. It is also debated whether, together, these two
documents incorporate any of the suggested facilitators for change to a more sustainable,

equality-based global society and whether they have the potential to transform society.

3.1 INFLUENCES ON ESDGC DEVELOPMENT IN WALES

Compared with other countries in the UK and Europe, Wales is interesting in that it has
incorporated both education for sustainable development and global citizenship in one
policy for some time. David Norcliffe and I (Norcliffe and Bennell, 2010) carried out
interviews with key players in ESDGC development from its earliest days onwards. We
traced the influences on ESDGC starting from the Government of Wales Act (HMSO,
1998) which placed a requirement in the Welsh Assembly Government’s constitution to
consider sustainable development in all its actions. We describe how in the year 2000, a
group of like-minded people who were members of organisations with different aims and
objectives came together to form an initiative called ‘Education for the Future’. This
group included members of organisations such as Oxfam, the network of Welsh
Development Education Centres, the Royal Society for the Protection of Birds (RSPB), the
Environmental Education Council for Wales and Cyfanfyd, the Development Education
Association for Wales. While some were primarily concerned with global injustice others
were focused on nurturing understanding, respect and care for the environment. A third
influence came from educationalists concerned with providing effective educational

opportunities for pupils. What all of these individuals and groups had in common was a
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desire to help children understand the interconnections between places and issues in the
world today. One education adviser’s comment was a typical response,
Back in 1989, 1990 the National Curriculum was drowning out all the good things
about education. It was drowning out a holistic approach to education. When |
understood that ESDGC was being brought forward in Wales | saw that as an

opportunity to reclaim some of that ground, and the kind of things that I think are
important in education. (Norcliffe and Bennell, 2010, p. 44).

This group lobbied the Welsh Assembly Government (WAG) for even greater inclusion of
themes related to ESDGC in the curriculum. This resulted in the WAG setting up an
Education for Sustainable Development Panel as a sub-panel within its Sustainable
Development Panel. It also set up a Global Citizenship Working Group, convened jointly
with the Department for International Development (DfID). There were joint members of
these groups and this encouraged exchange of ideas and co-working. We (Norcliffe and
Bennell (2010) point to the stimulating effect of the meeting of a combination of
viewpoints and characters, where individuals from an initially disparate range of
organisations, or communities of practice, and often with different values, came together
and where views were shared, challenged, reflected upon and sometimes modified. We
compare this to double loop learning (Argyris and Schon, 1996) and to third level activity
theory (Engestrém, 1999).

The publication of the first ESDGC document (ACCAC, 2002) was a result of this
collaboration and the first sign that sustainable development education and global
citizenship education would be considered together in Wales. The document described
sustainable development and global citizenship separately but also gave a joint definition
(see page 2). It has been suggested that using the terms ‘sustainable development’ and
‘global citizenship’ together in one title, and giving separate definitions, could encourage
teachers to think of these issues as separate from one another. This was a possible issue.
However, the aim of bringing the terms together was to highlight the commonalities of
these issues and to satisfy those coming from the global citizenship side who feared that
that dimension would not receive sufficient attention unless highlighted directly.

In 2004 the two advisory groups were merged to form the ESDGC Panel and an ESDGC
Champion was appointed to develop a new strategy, the ESDGC Strategy for Wales
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(Welsh Assembly Government, 2006; updated in 2008h). This was followed by a position
statement from Estyn (2006a) on levels of understanding and development of ESDGC in
schools and further education colleges. As described in the Introduction to the thesis,
despite the combined title of ESDGC, this statement found that the global dimension was
still not receiving a great deal of attention in schools and that schools were still unclear
about what ESDGC entailed. This prompted the need for more detailed guidance from
Estyn (2006b) and later from the Welsh Assembly Government with the development of
the ESDGC common understanding for schools (Welsh Assembly Government, 2008Db).
Members of many of the organisations involved in the early days of ESDGC were also
heavily involved in this development through a tender process and a public consultation.
(It should be noted though, that we found (Norcliffe and Bennell, 2010) that some
organisations felt their voices had not been heard.)

The Welsh Assembly Government (WAG) also continued to provide financial support to
enhance development of ESDGC across the education sectors. This included several years
of funding to organisations to carry out pilot support projects, one of which was an all-
Wales collaboration on embedding ESDGC in initial teacher education and training
(Norcliffe, unpublished, 2006) and another on the development of master’s level ESDGC
materials (Bennell, 2005, unpublished). | was involved in both of these projects. The
WAG also matched DFID’s support for the Enabling Effective Support Initiative (EES)
which funded a central coordinator, regional ESDGC networks and small-scale funding for
school support projects. This enabled teachers in different schools to meet together with
practitioners from a wide range of organisations. Fricke (2010) describes the development
of learning communities as a key aim of the ESDGC School Networks in Wales.

In summary, this complex history of ESDGC development with its multiple and varied
input suggests that it will not be surprising to find similarities between ESDGC and the
other similar forms of education discussed in Chapter 1. Also, the willingness of the
government to listen to ideas from a range of sources, and also to fund pilot projects, puts
into practice much of what has been said earlier about distributed leadership and
collaboration. The characteristics of ESDGC in Wales are now discussed and compared

with the characteristics suggested in the literature.
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3.2 ACRITIQUE OF THE CHARACTERISTICS OF ESDGC AS DEFINED IN
WALES

This section draws heavily on ESDGC: A Common Understanding for Schools (Welsh
Assembly Government, 2008b) which contains definitions of ESDGC, guidance on
content, levels of development and a self evaluation tool; from here on it will be referred to
as ‘the common understanding’. It also draws on it sister publication ESDGC: Guidance
for teacher trainees and new teachers (Welsh Assembly Government 2008c). The
common understanding is a much more substantial document than the original ACCAC
(2002) ESDGC guidance described in Chapter 1. Although it uses the same definition of
ESDGC as in the earlier document it does not repeat the separate definitions of Education
for Sustainable Development and Global Citizenship, instead the emphasis is on holistic
thinking and connectivity between local and global issues. Key changes were the move
from learning through concepts to learning through themes and the emphasis placed on the
five Common areas: Commitment and leadership, Learning and teaching, School
management, Partnerships and community and Research and monitoring. It also contains
more detail on ways of implementing ESDGC. The learning and teaching characteristics

of ESDGC are first discussed below, followed by institutional practice.

3.2.1 Learning and teaching characteristics of ESDGC

There are some aspects of ESDGC which are clearly very similar to characteristics of the
related educations described in Chapter 1. First, it takes a holistic view as reflected in the
five common areas noted above. On the key issues of interdependence and systems
thinking, in its introduction, the ESDGC common understanding emphasises ‘developing
learners’ worldview to recognise the complex and interrelated nature of their world’, and
‘building the skills that will enable learners to think critically, think laterally, link ideas and
concepts, and make informed decisions’ (Welsh Assembly Government, 2008b, p. 7).
Critical thinking skills are promoted throughout, as is linking ideas, however, it should be
noted that, after the initial pages, only the skills promoted in the Skills Framework (Welsh
Assembly Government, 2008e) are promoted; there is no further mention of systems
thinking which is said to be crucial to ESDGC (Sterling, 2003; 2004) For example, the

highest level under ‘Thinking about cause and effect and making inferences’ only mentions
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‘use some prior knowledge to explain links between cause and effect and justify
inferences/predictions’ (p. 22). This ‘cause and effect’ phrase has been criticised by Scott
and Gough (2003) for failing to recognize the complexities of systems. So, although
teachers who read the whole common understanding document will be likely to understand

the message about systems thinking, others, who only read their key stage page, may not.

The approach to values also differs from place to place in the guidance documents. For
example, the common understanding states that ‘It [ESDGC] is an ethos that can be
embedded throughout schools, an attitude to be adopted, a value system and a way of life’
(p. 4). However, in contrast, it also notes that one of the challenges for schools is to
provide opportunities for teachers and learners to ‘critically evaluate their own values and
attitudes’ (p. 4). The companion document for trainee teachers and new teachers (Welsh
Assembly Government, 2008c) similarly states that ‘learners need opportunities to develop
their own values through investigating and assessing evidence, discussing and reasoning,
and becoming aware of their own values in relation to those of others’ (p. 14) and notes,
‘we should be facilitators of learning and not be expecting pupils to accept our own values
or a particular set of values’ (p. 14). This document also suggests an examination of the
influences on one’s own values. This latter view on values is much more aligned to the
critical thinking ethos of ESD/GC promoted by Scott and Gough (2003) whilst the former
is perhaps more aligned with those promoting certain values. This variation of emphasis

must surely be confusing for teachers.

The futures dimension is also present. The common understanding states that ESDGC is
‘education that will prepare young people for life in the 21% century’ (p. 4), noting that it
should allow time for discussing the future and their options. Topics covered under the
seven themes are also similar to those identified in the literature in Chapter 1. These
themes are: wealth and poverty, identity and culture, choices and decisions, climate
change, issues of consumption and waste, local and global health issues, the natural
environment (Welsh Assembly Government, 2008b, p. 14). Choices and decisions is a
key theme as it encourages pupil discussion and debate. Use of resources outside of the
school and in the community is also promoted. David Norcliffe and I (Norcliffe and
Bennell, 2010) note that the move from concepts to themes caused conflict during the
development of the guidance. Some argued that it was a positive move because some

teachers were struggling with the understanding and communication of such complex
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concepts whilst others felt the concepts should be kept as schools and LEAs were already
successfully using them. Yet others felt that the separation of issues under themes could be
detrimental to holistic thinking. The move to using themes was finally justified by Estyn’s
comment (Estyn, 2006a) about schools finding the concepts difficult,
Those teachers who are familiar with the concepts do not feel that they are helpful in
getting to grips with ESDGC. They find it difficult to establish either the connection

between the definition of ESDGC and the concepts or how to use the concepts to
organise ESDGC work and activities. (Estyn, 20063, p. 7)

I would suggest that this was a predictable response reflecting teachers’ lack of training in
the area and a response to the earlier guidance document (ACCAC, 2002) that included
few details on how the concepts could be approached. However, as noted earlier, Huckle
(2010) puts a conceptual model at the top end of his scale, i.e. towards restorative. Since
the original brief for the ESDGC common understanding stated that it was intended for
teachers who were beginning their ESDGC journey perhaps the themes do really reflect the
necessary level for teachers beginning their ESDGC journey. However, they are unlikely
to stretch their understanding of ESDGC unless considerable professional development

opportunities are made available.

3.2.2 Whole school issues

At the whole school level of ESDGC there certainly seems to be a joined up approach. By
emphasising the five common areas: Commitment and leadership, School management,
Partners and community and Research and monitoring, many of the characteristics and
factors suggested as important for embedding ESDGC are also promoted. These include
developing a shared vision, strong and distributed leadership, management actions,

formalisation and pupil participation. These are discussed below.

A shared vision

The ESDGC common understanding notes ‘ESDGC should form part of the institutional
philosophy and practice (Welsh Assembly Government, 2008b, p. 45) and ‘All school
staff, parents and governors should be committed to ESDGC within the school and in the

local community’ (p. 46). However, there appears to be an element of a top-down
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approach in the following statement, ‘The vision need[s] to be communicated to all who

are involved in the school’ (p.11).

Leadership

On leadership, it notes that the head teacher will be fully supportive. Recognising the
importance of distributed leadership it suggests that the school will have a designated
ESDGC co-ordinator and ESDGC-aware leadership teams; ‘ leaders exist at all levels
within education and they all have a vital role to play’ (p.10). It also suggests there may be
a proactive link governor for ESDGC (2008, p. 48).

Formalisation

On formalisation within schools, as well as suggesting that there should be a coordinator
for ESDGC, the ESDGC common understanding suggests that schools should have an
ESDGC policy which should be ‘holistic and realistic’ (Welsh Assembly Government,
2008b, p. 11) and an adequate budget and resources for ESDGC. Under research and
monitoring, it recommends that an audit of provision is carried out and a portfolio of
development is kept and regularly reviewed to reflect current thinking (p. 47). It states
that ESDGC training should be included in performance management structures with
appropriate opportunities at Early Professional (for newly qualified teachers) and
Continuing Professional Development levels (Welsh Assembly Government, 2008b, p.
48). ESDGC is also an area of learning that receives attention in school inspections
(Estyn, 2006b; 2010).

Management and ethos

On management and ethos it asks if the school promotes healthy lifestyles, if there is use of
local foods and if they have considered ESDGC issues when purchasing (p. 48). The
highest ‘embedded’ level of ESDGC suggests that there will be an ethical purchasing and
banking policy in place, safe and sustainable transport to and from school and that any new
buildings will be built to BREEAM standards (Welsh Assembly Government, 2008b, p.
46). Also, it recommends that resource and school displays are regularly reviewed in order
to celebrate diversity and reflect different cultures, genders and abilities. It notes that

many systems and awards currently exist that can help schools work towards excellence in
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ESDGC and that, whichever one is chosen, learners should be fully involved in the

process.

Pupil participation

Continuing on the theme of pupil participation, the common understanding also stresses
that ‘it is vital that learners are involved in the process through participation in decision-
making, delivery and evaluation (p. 17). The self evaluation criteria’s highest level notes,
‘Learners make regular suggestions for, and take initiatives in sustainable development and

global citizenship practices in school (p. 46).

Partnerships and networking

The common understanding also actively promotes partnerships and networking. It
suggests that staff should work in partnership with the local authority, governors, parents
and that the school should be a focal point for ESDGC in the local community. At the
‘embedded’ level of the self evaluation framework it suggests that the school may have
developed a mutually beneficial and equitable school link [emphasis added] with a school
elsewhere (p, 47). It suggests active involvement [emphasis added] in ESDGC networks
and with outside agencies involved in ESDGC (Welsh Assembly Government, 2008b, p.
47). The school’s ESDGC should be shared in newsletters and websites and good practice
shared with other schools and teachers (Welsh Assembly Government, 2008b, p. 48).

3.3 FORMALISATION OF ESDGC WITHIN THE REVISED CURRICULUM
FOR WALES

The inclusion of relevant issues within the formal curriculum has been suggested as one of
the key enablers for ESD in schools (Jackson, 2007; Symons, 2008). This has happened
substantially within the revised curriculum for Wales. The overview document for the
revised national curriculum Making the most of learning (Welsh Assembly Government,
2008a) notes ESDGC as one of the curriculum key aims together with other national

priorities. (These other priorities are discussed below).
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The ESDGC common understanding document itself only provides guidance for schools
but it gains statutory status through its inclusion in the Personal and Social Education
(PSE) framework; this aspect is therefore likely to be key to how some schools regard the
importance of ESDGC. The 2008 statutory framework for PSE (Welsh Assembly
Government, 2008f) takes a broader, more balanced and holistic approach to PSE than the
previous version (ACCAC, 2000). ‘Sustainable Development and Global Citizenship’ is
one of the five themes of PSE. However the theme of ‘Active Citizenship’ is also very
relevant to ESDGC as it encourages students to develop successful relationships and to
participate in their local and global community. It also gives them a practical
understanding of their rights and of the links between political decisions and their own
lives. It was never clear to me why these two items were treated separately as there is so

much overlap between them.

All the revised curriculum subject orders also contain opportunities for ESDGC,; it is
particularly noted within each subject’s contribution to PSE but is also overtly highlighted
in Science, Design and Technology, and Geography. Examples of ESDGC in all subjects
are given in the trainee teacher and new teacher publication (Welsh Assembly
Government, 2008c, pp. 17-24).

As noted earlier ESDGC is also an aspect that can be inspected (Estyn, 2005; 2006b;
2010). However the emphasis has changed. Although all school inspections are still
required to look at ESDGC, in the 2010 guidance inspectors are now advised that they can
only ‘direct a line of enquiry’ 1.e. give detailed attention to ESDGC, if a school has
identified ESDGC in its self-evaluation report. This may be a sign of the beginning of a
downward shift in the priority given to ESDGC. Guidance questions address
developments in the areas of policy and practice, the involvement of leaders, planning,
learner awareness, understanding skills and values of sustainable development and global
citizenship, application of learning, staff understanding, training and resources, projects,

awards and extra-curricular activities that enable and promote ESDGC.

ESDGC also features in the standards for newly qualified teachers (Welsh Assembly
Government, 2009)
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3.4 THEETHOS OF ESDGC WITHIN THE REVISED CURRICULUM FOR
WALES

The ESDGC guidance in Wales clearly promotes most of the characteristics discussed
earlier in Chapter 1. However, if the ethos promoted by ESDGC is to change society it
needs to be more than an aspect of education: it needs to be part of the ethos promoted by
the whole education system. Remarkably, this appears to have been happening in Wales.
The first signs came in the document School of the Future (National Assembly for Wales,
2003) which emphasised that the following aspects would gradually be increased within
school education: Community focus, Inclusion and participation, Curriculum and parity of
esteem, and Enjoyable learning. Now, many of the methodologies and approaches
advocated and championed by World Studies, Global Education and Development
Education movements for many years are not only embodied within ESDGC, they are also
at the heart of the revised curriculum for Wales (Welsh Assembly Government, 2008a).
This encompasses not only the revised National Curriculum subject orders, but also the
frameworks for the Foundation Phase, Personal and Social Education (PSE), careers and
the world of work, the non-statutory skills framework and the national exemplar

framework for Religious Education.

The revised curriculum aims to:

e focus on the learner;

e ensure that appropriate skills development is woven throughout the curriculum;

e focus on continuity and progression 3-19;

o offer reduced subject content with an increased focus on skills;

e De flexible;

e De relevant to the twenty-first century;

e support Government policy including: bilingualism; Curriculum Cymreig; Wales,
Europe and the World; equal opportunities; food and fitness; education for
sustainable development and global citizenship; and the world of work and
entrepreneurship (WAG, 2008a, p.3) [emphasis added].

All of these points, and particularly those emphasised in italics, are consonant with

recommended characteristics of ESDGC curricula discussed in Chapter 1, although not
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exclusive to it; some are also characteristics of a curriculum aimed at developing skills for

economic development. They are discussed in more detail below.

3.4.1 A learner centred curriculum

Learner centred education is a natural development from an earlier National Assembly for
Wales document (National Assembly for Wales, 2000) Children and Young People which
was founded on the United Nations Convention on the Rights of the Child 1989 and the
Human Rights Act 1998. These changes in emphases in the curriculum are reflected in the
requirement for all schools to have a school council and for associate pupil governors to be
appointed in secondary schools. The School Effectiveness Framework (Welsh Assembly
Government, 2008g) also strongly promotes this kind of learning and it is now a statutory
requirement and included within Estyn’s school inspection framework. Websites for
children supported by the Welsh Assembly Government, notably Funky Dragon
(www.funkydragon.org/, accessed 13/09/2010) and Pupil Voice Wales (Pupil Voice Wales

website at www.pupilvoicewales.org.uk/, accessed 13/09/2010) also reflect this changing

emphasis. The encouragement of pupils to express their own views may of course produce
conflicts with establishment views, but this is exactly the kind of debate that promotes the
critical thinking that is central to transformative change (Mezirow, 2000).

3.4.2 A skills-based curriculum

Reference was made earlier to the fact that there has been a shift to a skills-based
curriculum with emphasis placed on the development of critical thinking skills, also an
essential element of ESDGC. The full Skills Framework can be found in the document of
that name (Welsh Assembly Government, 2008e). In 2009, a short guidance document
Effective practice in Learning and Teaching - A Focus on Pedagogy was published (Welsh
Assembly Government, 2009¢). This emphasised the intertwined relationship of ‘Teaching
strategies’, the ‘Learning process’, ‘Relationships and environment’ with ‘Enhanced
learner outcomes and wellbeing’ at the centre. It included a poster for display in
staffrooms. It suggested that all practitioners should engage in reflective practice and have

an understanding of various teaching theories and models and a range of skills. These
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changes in emphasis may have come at an opportune time for ESDGC which offers a

natural and motivating medium for this kind of learning.

3.4.3 A flexible curriculum

The revised curriculum also stresses flexibility i.e. schools are encouraged to organise and
deliver the curriculum in the way that best suits their circumstances and needs. It suggests
that one way of doing this could be to adopt a thematic or topic approach. This type of
approach can be particularly beneficial for ESDGC where the linking of ideas, topics and
subjects, as encapsulated within the seven themes, can help pupils gain a holistic
understanding of the complexity of interconnections in their lives. There is, of course, also
the possibility that when a curriculum is made more flexible there may also be more scope

for schools to pursue other purposes and simply play lip-service to ESDGC.

3.4.4 A curriculum with less testing

In 2004 Wales announced it would discontinue statutory testing at the ends of key stages 2
and 3. It replaced these with diagnostic skills-based test in year 5. This was yet another

sign of a move away from a certain norm of formalisation.

3.4.5 Systems thinking, collaboration and professional development

The School Effectiveness Framework (SEF) (WAG, 2008g) received substantial input
from Professors Alma Harris, Louise Stoll, Mark Hadfield and later from Michael Fullan,
all key international figures in collaborative school learning and distributed leadership
research (Welsh Assembly Government, 2011, available at:
http://wales.gov.uk/publications/accessinfo/drnewhomepage/educationdrs2/educationdrs20
09/sefmf/?lang=en, accessed 22/10/2011). It is therefore unsurprising that the SEF is

based on a tri-level systems approach to education encompassing collaboration between all
elements of the education system. It emphasises many of the key aspects promoted in the

literature for ESD/GC, for example, the importance of teacher pedagogy, professional
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development, high quality leadership, systems thinking, working with others, and networks

of professional practice (p.12).

3.4.6 Other areas of consonance with ESDGC

The stress in the revised curriculum on the government’s key policy areas of bilingualism,
Wales, Europe and the World, equal opportunities; food and fitness and education for
sustainable development and global citizenship also appears to also indicate an integrated
approach. However, this is contradicted by the fact that there is little mention in the
curriculum documents about the links between these areas. There is also the potential for
tension between the amount of priority given to core topics such as literacy and numeracy

which are emphasised in the SEF, and these other topics.

An ethos consonant with that of ESDGC also occurs in The Foundation Phase Framework
for Children’s Learning for 3 to 7-year-olds in Wales (Welsh Assembly Government,
2008d). This encourages experiential learning and co-operative play and places emphasis
on the holistic development of children and their skills across the curriculum. The
document also emphasises that children’s views and opinions should be valued, and that
they are to be given opportunities to discuss their own experiences and ideas about their
lives and their futures. It urges the promotion of equality of opportunity and values, and
celebrates diversity. The emphasis on outdoor play offers the opportunity for children to
develop an appreciation of the natural world, to learn to play co-operatively and to make
decisions. The aspects of ‘Personal Social Development, Well-being and Cultural
Diversity’, ‘Knowledge and Understanding of the World” and ‘Creative development’ are
particularly relevant starting points for ESDGC.

At secondary level, the Welsh Baccalaureate also includes very many opportunities for
ESDGC within its module on Wales, Europe and the World, in PSE (which specifically
includes sustainable development), and in Work-related Education (WJEC, 2010).

The extent to which the parallel development of ESDGC and the revised curriculum have
influenced each other cannot be fully quantified. However, the minister in place at the
time was clearly supportive of both initiatives. In addition, interview data (Norcliffe and

Bennell, 2010) suggest that certain other individuals within the Welsh Assembly
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Government’s Department for Children, Education, Lifelong learning and Skills
(DCELLYS) (formerly ACCAC), had long shared a vision of the importance of both
ESDGC and pupil-centred and skills-based learning. These players were in a position to
influence the development of both ESDGC and the whole revised curriculum and it is
likely that they did so.

3.5 POLICY IN WALES - TRANSFORMATIVE OR NOT?

The section above has shown that ESDGC guidance shares many of the characteristics of
ESD/GC discussed earlier and embodies a number of potentially strong change factors.
Certainly it promotes critical thinking and debates of values amongst staff as well as
pupils, a joined-up holistic approach, strong and distributed leadership, a common sense of
purpose, pupil participation, community links, networks and collaboration with other
practitioners, inclusion in the school ethos, management and policy, and research and
monitoring procedures. The Welsh Assembly Government has also provided support to
further the implementation of ESDGC. Overall government policy also supports these
aspects by the inclusion of sustainable development in its constitution and through it skills-

based, pupil-centred and flexible curriculum which includes ESDGC as a key aim.

It has been suggested above that the involvement of government bodies in mainstreaming
educational initiatives such as ESDGC can have its dangers. The Development Education
Commission (DEC, 1999), for example, suggests that, although institutionalisation is vital,
‘established systems have a tendency to absorb change rather than take on its challenges’
(DEC, p. 38). However, the evidence above it has shown that there is little doubt that the
Welsh Assembly Government intends to be transformative rather than ‘transmissive’ as
described by Sterling (2001, p. 38), certainly in terms of sustainable development and
global citizenship and pupil learning. However, is the system sufficiently radical to be
transformative, enabling future generations to re-examine their values and shape the needs
of education and society appropriately for a changing world? Or are the measures
hampered by being within a system that is also, albeit unwittingly, trying to maintain
dominant norms? The outcry about the results of the 2009 Programme for International
Student Assessment (PISA) (OECD, 2010) which records results for tests on reading,

maths and science, and where Wales was ranked only halfway in the tables, showed that
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there is still a strong element of society which places emphasis on these kinds of results.
There must be a tension within the Welsh Assembly Government between giving the
revised curriculum and the School Effectiveness Framework time to fulfil their potential
and trying to find a quick fix for results to pacify this outcry. Harris (2010), writing in
response to this criticism in the Times Educational Supplement on the 9™ of July, 2010,

urged patience and praised Wales’ recent initiatives for long term change.

I would also suggest that ESDGC in Wales, although some way along the continuum
towards being transformative, is not yet quite there. While interconnections and
interdependence are heavily stressed, the presentation of the separate themes does not
guarantee a systemic viewpoint. Also, there is little mention of issues relating to living
within the carrying capacity of the natural environment; emphasis is on modification of our
behaviour, rather than radical change. The approach to values also appears to have a
dichotomy at its heart, at once promoting certain values and, at the same time, emphasising
the importance of young people having opportunities to develop their own values. In order
to be truly transformative, WAG may have to take even more risks with the curriculum,
increasing flexibility, trusting learners to develop their own values and encouraging a
wholly systemic view in which the interactions between society, the economy and the
environment are always considered together as in Type 3 theories described by Scott and
Gough (2003).

3.6 CHAPTER SUMMARY

The characteristics of ESDGC, as described in guidance documents for schools in Wales,
have been discussed and compared to characteristics of ESD/GC described in Chapter 1; it
has been shown that there are many similarities. The relationship between ESDGC and
the revised curriculum for Wales have also been examined. It has been suggested that
there is potential for education in Wales to transform society to a more sustainable,
interconnected world discussed. However, how this develops will depend on where the

Welsh Assembly Government balances its priorities over the next few years.

The research study is now described in full, beginning with a description of the research

rationale and design in the next chapter.
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CHAPTER 4 RESEARCH METHODOLOGY

In this chapter the research issue and the key research questions posed at the start of the
research are first re-examined in the light of issues raised in the literature review. Several
new questions are then listed. Secondly, the rationale of the overall research approach is
discussed. This is followed by a discussion of the choice of study area and its
characteristics, a description of the methodology, the research procedures and methods of
analysis. Limitations of the research methodology, ethical issues, issues of subjectivity

and reactivity are also given attention.

Many choices were made, and decisions taken during the planning and execution of this
research study. These were influenced by the research literature, for example, by
approaches taken by other researchers to studying similar issues, and by theories which
have been proposed to explain phenomena. The impact of my background in ESDGC and
my knowledge of the study area were also influential, as were ethical considerations and
practicalities such as availability of the participants and the suitability and limitations of
analytical techniques. These are all explained and discussed. Ultimately the aim was to
use a methodology and procedures which would shed as much light as possible on the

complex mechanisms through which ESDGC is integrated into primary schools.

4.1 CLARIFYING THE RESEARCH ISSUE IN RESPONSE TO THE
LITERATURE REVIEW

This research study aimed to find out about ESDGC practice and factors affecting this in
schools at a detailed ‘micro’ level. The review of literature in Chapters 1 and 2, and the
review of ESDGC implementation in Wales in Chapter 3 indicated that the number of
factors that could influence ESDGC development at both a whole school level and
individual teacher level is potentially very high. Schools are complex organisations even
at primary level; the smallest school will have at least two or three teachers and the largest

may have more than fifteen teachers. From studies on educational change in general, and
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on education for sustainable development in particular, it has been suggested that some of

the following factors may be influential:

Vi.

Vil.

viii.

Xi.

the existing culture and vision of the school (e.g. Blenkin et al., 1998; Reynolds and
Teddlie et al.; 2000; Sterling, 2001; Scott and Gough, 2003) and the amount of
conflict within the system (Little, 1993; Achinstein, 2002; Scott and Gough, 2003);
the extent to which a shared vision is developed (Sterling, 2001; Estyn, 2006;
Jackson 2007; EES-SW, 2007; Gayford, 2009; Symons, 2008);

the type of leadership e.g. top down or distributed e.g. the devolvement of
leadership to other teachers (Spillane et al., 2001; Inman and Burke, 2002; Hren,
2004; Jackson, 2007; EES-SW, 2007; Harris, 2008a; Scott, 2010);

the ways in which teaching and funding is prioritised across initiatives in the school
(Cheadle, 2004);

the way in which a school approaches ESDGC, for example, in a joined-up manner,
interconnected to other topics and award schemes (Henderson and Tilbury, 2004;
Symons, 2008; Shallcross and Robinson, 2008), in a fragmented (Scott, 2010) or in
a superficial manner Morgan (2009);

the impact of national policy, the local education authority strategies and support
from other organisations (e.g. Karsten et al., 2000; Scott and Gough 2003; Jackson,
2007; Harris, 2008; Levin, 2009);

the amount of support given to schools (e.g. Hren et al., 2004; Cheadle, 2004,
Estyn, 2006; Ofsted, 2003, 2008; DEA, 2008);

the length of time schools have been exposed to ESDGC (Rogers and
Shoemaker,1971; Rogers, 1995; Anderson, 1993; Eisenhardt, 2000; Jackson, 2007;
Estyn, 2006; EES-SW, 2007), and the impact of the particular timing of support
(Fullan, 1991; 2001);

the values, attitudes and dispositions, interests, enthusiasm and life stage of
teachers and how these their impact on their views of innovation and change
(Argyris a Schon, 1978; Huberman,1989; Blenkin et al., 1998; Gough et al., 2001;
Scott and Gough 2003);

the factors or events that inspire teachers, and organisations, to change their ideas
and visions (Clarke, 1991; Mezirow, 1994; O’Sullivan, 2003; Young, 2004;
Engestrém, 1999, 2009);

the way in which knowledge and understanding of ESDGC is transferred from

enthusiasts and/or leaders to other teachers (Gladwell, 2002);
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xii.  the frequency and quality of opportunities given to teachers to work with, and learn
to trust, each other i.e. teacher collegiality and collaboration (e.g. Leiberman and
Miller,1990; Fullan, 1991; Hargreaves, 1991; 1994; Little, 1993; Mitchell and
Sackney, 2000; McLaughlin and Talbert, 2001; Du Four, 2004; Stoll et al., 2006 ;
Stoll, 2008; Penuel and Riel, 2009);

Xiii. issues of conflict within collaboration (Little 1993; Scott and Gough, 2001) and
issues working against collaboration (e.g. Nias et al., 1989; Hargreaves,1989;
Little, 1990);

xiv.  opportunities for professional development (Blenkin et al.,1997; Fullan, 1991,
2001; Borko, 2004; James et al., 2006; Bolam and Weindling, 2006);

xv.  the degree to which the school and its teachers interact with other teachers, schools,
organisations, community and partners (Young, 1998; BMRB, 2000; Carmichael et
al., 2006; Fox et al., 2007; NESPSS, 2006; Y&H ESD Forum Management Group,
2006; Stoll et al., 2006; Reed & Morgan, 2007; Shallcross and Robinson, 2007;
Frank and Krause, 2007; Jackson, 2007; Vescio et al., 2008; Fox and Wilson,
2008);

xvi.  the degree of pupil participation in the school (Ofsted, 2003; Hren et al., 2004;
Inman and Burke, 2004; EES-SW, 2007; Jackson, 2007; Symons, 2008; Gayford,
2009).

Further to this, some of these influences may have a longer term impact than others. Also,
these factors are not necessarily independent of each other. As noted by Fullan and Miles

(1992) and Engestrom (2008) change is a complex process.

4.2 THE RESEARCH QUESTIONS

All of the issues above require investigation within the context of ESDGC development in
primary schools in Wales. The aim of this research study was to try and untangle some of
those complexities and to shed some light on which factors, or combinations of factors,
influence the development of competence at a whole school level and in individual
teachers. First though, it was believed to be important to take a look at the actual practice

of primary schools that had been recognised for their ESDGC development in order to
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discover the quality of their provision and whether their practice did truly reflect
recognized good practice in ESDGC as described in the literature.

The following research questions and sub-questions were formulated and extended through
the findings of the literature review.

The main research question is:

How does ESDGC competence develop in primary schools?

Supplementary key questions then arise from this question. These are:

Key question 1: What are the characteristics of schools recognised for their ESDGC
practice?
i.  What kinds of learning and teaching activities do they carry out?

ii.  What kinds of learning and teaching methodologies are used?

iii.  Does this practice meet criteria for quality ESDGC?

iv.  Are pupils given opportunities to participate meaningfully in the life of the school?

V. Is the school’s ESDGC practice appreciated by pupils and reflected in their

knowledge, skills, values, attitudes and dispositions?

vi. Do teachers see any wider educational benefits for pupils from ESDGC practice?

Key question 2: What factors influence the development of a comprehensive
approach to ESDGC in primary schools?

i.  Why did schools begin to develop ESDGC and what encourages them to carry on?

Impact of policy and guidance
ii.  How have schools reacted to ESDGC policy and guidance?

iii.  What influence has the revised curriculum guidance had on ESDGC development?

Attention to ESDGC

iv. What level of attention is given to ESDGC by teachers and schools?

Leadership and management
v. What is the role of school leadership and school ethos in promoting ESDGC?
vi. Is there distributed leadership for ESDGC? Are there key players?
vii.  What kinds of management practice are in place for ESDGC, for example, policies,

planning and training?
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Levels of staff engagement

viii.

iX.

How interested, informed, engaged and competent are the teachers about ESDGC?

What impacts on teachers gaining ESDGC interest, understanding and teaching

experience, for example,

a) What impact do their existing values, upbringing and education have on their
ways of thinking about ESDGC

b) How do teachers react to change?

c) How well do teachers in the study fit the characteristics of competent ESDGC
teachers?

Professional development

X.

How and where do teachers gain experience?

a) What kinds of support have been available to schools in north-west Wales?

b) Who receives professional development in ESDGC?

c) Do school leaders encourage teachers to develop their ESDGC skills?

d) Do teachers attend external CPD events, if so which teachers? Do certain
teachers seek out training? How useful has external professional development
been?

e) Are there support mechanisms in place for teachers’ professional development
in school? If so, how useful have these been?

f) How effective a role has Initial Teacher Education and Training (ITET) played

in developing experienced ESDGC teachers?

Staff collaboration

Xi.

Xii.

Are teachers encouraged to collaborate for ESDGC and what is the purpose of this?
Is it to: enhance general teaching and learning; for specific events and activities, or
for their own learning?

To what extent do teachers collaborate on, and talk about, ESDGC?

Partnerships, support and wider networks links

Xiil.

Xiv.

XV.

To what extent do schools and their teachers have links and partnerships with the
community, support organisations, the schools’ advisory service and other schools
and teachers, including those in other countries?

What kinds of support or partnerships are perceived to be most useful?

How does information flow between schools?
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Other factors and questions were expected to arise naturally from the research findings.

4.3 THE RESEARCH APPROACH, RATIONALE AND ASSUMPTIONS

4.3.1 Influences affecting choice of research approach and methodology

Even during my early scientific career, my experiences of research in the field of marine
ecology had persuaded me that in complex systems firm answers were unlikely. My
subsequent long experience of working in the field of education in general, and ESDGC in
particular, persuaded me further that, when researching complex human relationships such
as those within schools, the most appropriate research approach would be predominantly
qualitative. Interpretivist approaches (Cohen et al., 2007), relativistic and constructivist
approaches (Robson 2002, pp. 25 and 27), had always appealed to me, with unique insights

and trends anticipated rather than firm outcomes.

Methods used for this kind of study have included mostly qualitative methodologies, but
often with some quantitative elements. Cohen et al. (2007), Gillham (2000) and Robson
(2002) discuss how the boundaries between the earlier positivist and interpretive
approaches have become blurred. Case studies including interviews, questionnaires,
collection of supporting document data have become a popular choice of researchers.
These enable them to explore complexities, to ‘get under the skin’ of a group or
organization ‘to find out what really happens’ and ‘to see it from the perspective of those
inside’ (Gillham, 2000, p. 11). Yin (2003) also suggests that a case study approach is most
appropriate when the topic of interest has a level of complexity that requires multiple data
sources and methods to gain an in-depth understanding. The complexity of the situation in
schools certainly suggests that any survey responses would require strong support from
teachers’ own explanations (Yin, 1994; 2009, Gillham, 2003). More recently some
researchers have also been using forms of network analysis, based on work by, for
example, Hakkarainen et al. (2004), to study interactions in educational situations

(McCormick et al., 2011). This was also of interest to my choice of procedures.

I was particularly influenced in my research design by the studies of James et al. (2006) on
primary schools in Wales, and Jackson (2007) and Gayford (2009) on research into

sustainability in schools. These all used a case study approach with mixed methods for
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collecting and triangulating the data. A study by Ireson et al. (1997) on ways of
monitoring a new approach in schools catering for pupils with special needs, was of
particular interest as they compared the findings from teacher interviews with those from
case study data. Their case study reports were compiled using methods which drew on the
work of Miles and Huberman (1984), who advocate the use of systematic methods of
qualitative data analysis. Their interview questions were semi-structured and open-ended
to allow respondents to express their own views of developments. The data were coded
after Miles and Huberman (1984), with scope for additional categories where necessary.
They compared different views on the worth of interviews, for example, that of Yin (1989)
who recommends that interviews should be treated as verbal reports subject to bias, poor
recall and poor or inaccurate articulation with the views of discourse analysts such as
Potter and Weatherall (1987) who treat verbal protocols as individual accounts that do not
require corroboration. They propose a third position of combining interview data from a
number of correspondents to give a fuller picture. They compared interview data with case
study reports compiled from such data as project teachers’ diaries, researchers’ field notes,
minutes of meetings, curriculum documents and records of pupils’ work. They found that
‘there were no instances of contradictions; the main differences lay in the emphasis and
detail of the accounts’ (p.59). There were, however instances of omissions or differences
in emphasis; the amalgamation of interview data helped avoid this. They conclude that
open-ended interview data, when analysed in a systematic way, can make a valuable
contribution to the account of developments in schools. The interviews provided an
account that was ‘largely consistent with the case studies’ (p. 61) and beneficially allowed
for the views of members of staff to be heard. These findings gave me considerable
guidance on the structure of my research methodology.

I was also influenced by the network analysis methods used by Fox et al. (2007) and
Penuel and Riel et al. (2009) described in Chapter 2. These had the potential to provide
evidence of collaboration on ESDGC within schools and also between schools and others
in the wider community. They would also complement information given in teacher

interviews and provide a visual way of portraying networks and communities of practice.

89



Chapter 4

4.3.2 The chosen research approach

Following the review of the literature and methods used by other researchers it was
decided that the most appropriate approach would be five case studies of primary schools
supplemented by LEA interviews, a survey of ESDGC support providers and document
research (Gillham, 2000, p.1). The research approach was broadly interpretivist and
qualitative (Cohen et al., 2007), or relativistic and constructivist (Robson 2002, pp. 25 and
27) although it did have some quantitative elements. It was believed that this approach
would give an overall view of issues relating to ESDGC in schools in the area but would
also give a rich insight into the workings of individual schools which were perceived to
have been successful in integrating ESDGC. Researching the detail of ESDGC
development within schools, for example, by interviewing as many teachers as possible,
aimed to explore the complexity of interactions within schools and the views of ESDGC
development from the point of view of individual teachers. As Blenkin et al. (1997)
suggest, when discussing the ‘biographical’ perspective of change,

appropriate research involves no less than getting inside the heads of practitioners
to gain access to their thought processes in order to interpret the world from their
perspective. (p. 223)

4.3.3 Underlying assumptions

This has been an exploratory study which has sought to identify trends and relationships in
the data. It was recognised that schools would have different dynamics and staff
composition and be subject to varying circumstances (Blenkin et al., 1998; Feiman-
Nemser and Floden, 1986; Levin, 2008). It also presumed that individual teachers and
whole schools may react in different ways to the same stimuli, and also that how they
reacted to an experience may also depend on, for example, their priorities, duties and
commitments at the time of exposure (Huberman, 1989; Blenkin et al., 1997; Borko
(2008); Gough et al., 2001; Scott and Gough(2003).

The research approach also recognised that change within schools may be dependent on a
combination of individual behaviours and that one experienced ESDGC teacher or
passionate head teacher does not necessarily make an experienced, effective ESDGC

school. It did assume though, that people and schools can change their behaviour. This is

90



Chapter 4

indicated by the large number of researchers, illustrated above, who are involved in school
change and ESD/GC research; it was also suggested from my own personal observations.
The approach also recognised that change may take time to be visible e.g. Eisenhardt
(2000), Fullan (2001), Estyn (2006), Jackson (2007); EES-SW (2007), Harris (2008a) and
that it may be the result of cumulative experiences (Fullan and Miles,1992; GAP, 2007;
Engestrdm, 2008; Anderson, 2008). Although a teacher may have attended an excellent
ESDGC course they may not have changed their behaviour for some time, if at all, if
circumstances were not suitable. They may also have required repeated, exposure and

support before they changed.

The research study aimed to tease out these issues in order to identify any common factors
or trends which may be of use to other schools wishing to develop ESDGC. 1 also
explored whether the findings could be explained by of any of the theories discussed
earlier. It might be that a combination of theories is needed to explain the various
mechanisms of ESDGC development or even that a more appropriate new theory might

need to be proposed.

44 THE STUDY AREA

4.4.1 Description

The main study area comprises the counties of Anglesey (population just under 70,000),
and Gwynedd (population around 116,838) in north-west Wales (Figure 4.1). The study
area was chosen because | was familiar with the set-up within schools, local authority
support systems and the types of ESDGC support which had been available to schools.
Both counties are served by one education advisory service and are in the area covered by
the north-west Wales forum for ESDGC. They thus have had access to the same support

events.

Apart from the coastal strip this is a relatively sparsely populated area with many rural
villages and schools. None of the towns has a population over 15,000. The number and
type of schools in each county is shown in Table 4.1. Parts of the area are classified as

European Union Objective 1 areas. The region has the highest proportion of native Welsh
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speakers in Wales although there are distinct differences between areas within the counties,

with coastal towns having a higher proportion of first language English-speakers. All five

case study schools are primarily Welsh medium schools but even they varied in the pupils’

linguistic composition. For example, all the teacher interviews in these schools were

carried out in Welsh but in one school the pupil interviews were conducted bilingually at

the pupils’ request, rather than in Welsh as in the other four.

Figure 4.1 Map of the study area

©Crown Copyright/database right 2012. An Ordnance Surve
service

Table 4.1 Statistics for schools in Gwynedd and Anglesey

Gt O s "

y/EDINA supplied

Number of schools

County | Population | Primary | Secondary | Additional | Schools’ | Entitlement
learning advisory | to free
needs provider | school meals

Gwynedd | 116,838 102 14 3 Cynnal 13.7%

Anglesey | 70,000 50 5 1 Cynnal 16.8%
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In the study area generally there is a very low percentage of pupils of cultural origins other
than Welsh and English and who have English as an additional language (2% in Anglesey
and 3.1% in Gwynedd). These pupils are mostly concentrated in a few specific schools.

One such school is included as a case study.

4.4.2 Some unique characteristics of the study area relating to ESDGC

In addition to the more general characteristics of the study area described above, there are
several issues which deserve discussion in relation to the ESDGC. As described in the
previous chapter this area has been at the centre of ESDGC developments in Wales for
many years partly due to the presence of a Development Education Centre since 1983 i.e.
the Bangor University World Education Centre where | worked, and also to supportive
Local Education Authority advisers. Many schools had received some form of ESDGC-
related support over an extended period. This does not necessarily mean that ESDGC is
well-embedded in its broadest sense, but it does mean that most schools were likely to

already be doing something towards ESDGC.

Also, because of the Welsh speaking nature of the area — all primary teachers in the study
area are required to speak Welsh — the majority of primary teachers tend to have trained in
Bangor University. As will be described in Chapter 5, the School of Education in Bangor
University (and myself) took part in a three year project to embed ESDGC in Initial
Teacher Education and Training courses from 2001-2004; this had the potential to

influence a large cohort of new teachers.

These distinctive characteristics i.e. the cultural-linguistic nature of the region, the
extended exposure of schools to ESDGC-related training, and the ITET exposure for new
teachers, make this area unique in Wales. There is no guarantee that these particular
factors will have played a key part in schools’ and teachers’ development of ESDGC -
there are many other possible factors common to Wales as a whole which may have
influenced them - however they are points to bear in mind when conclusions are being

drawn.
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In addition there is my background in the area. | was familiar with the ESDGC
coordinators and LEA staff and with some of the head teachers, having provided them with
support and training over a period of fourteen years. This may have perhaps been expected
to affect the way some teachers responded, for example, wanting to make a good
impression. However, although | was familiar with the overall ESDGC scenario in some
schools I did not know much about their internal mechanisms and interactions, nor did |
know many of the classroom teachers. On balance, it was not felt that this familiarity
would be detrimental to the research; in fact it was believed that their previous positive
contacts may have made head teachers more receptive to taking part. They were indeed
very willing to take part in the research, with some believing that the interviews would
further raise awareness in their schools; in some ways this reflected their awareness that
there was still work to be done on ESDGC. Elements of reactivity are discussed further in

the final chapter.

4.4.3 Obtaining Local Education Authority permission for the study

The local schools’ advisory service, Cynnal, was first contacted in March 2009 to ask for
permission to carry out the study. They agreed to endorse the research, gave a named
member of staff, the Humanities and ESDGC co-ordinator, to liaise with and suggested
that letters be sent to heads of Education Services in the two counties stating that Cynnal
supported the research. These contacts were made, positive replies were received and a

named person in each authority designated for liaison.

4.5 RESEARCH METHODS

45.1 List of procedures

The research methods comprised of the procedures described below. For each procedure
the key question addressed is noted in brackets. Procedures a to ¢ were carried out at the
beginning of the study to set a context for the case studies and to stimulate further research

questions:
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Semi-structured interviews with local authority officers in Anglesey and Gwynedd who
have responsibility for aspects of ESDGC (key questions 1 and 2) (Appendix 2.1.2);

A short survey, by questionnaire, of organisations providing an ESDGC service to find
out the kind of service they provided and the number of schools using it (key question
2) (Appendix 2.2);

Document searches of regional ESDGC fora reports and other relevant reports were
carried out to find out further about ESDGC support initiatives in the region (key
question 2) (Appendix 2.3);

Case studies of five primary schools in Anglesey and Gwynedd recommended by Local
Authority advisers and/or Estyn inspection reports as doing ESDGC, or elements of it,
well (key questions 1 and 2). These case studies form the main part of the study and
include multiple methods of research. The research procedures are listed in Table 4.2.

Examples are included in Appendix 2.4.

Table 4.2 List of research procedures used in the school case studies

Research method Aimed at:

Questionnaire (Appendix 2.4.1) all teachers

Semi-structured interviews (Appendices 2.4.2a | versions for head teachers,

and b; 2.4.3aand b; 2.4.4aand b teachers and some support
staff

A set of questions on teachers’ professional | all teachers
networks (Appendix 2.4.5)

An examination of examples of pupils’ work and | documents
school displays relating to ESDGC

Small focus-group interviews with pupils | pupils in years 5 and 6
(Appendix 2.4.6a)

An examination of school documentation relating | documents
to ESDGC including inspection reports
(Appendix 2.4.8)

4.5.2 Elements of emergent design

Although the main research questions were posed at the start of the study there was

continual reflection on these and it was shown earlier that new questions arose as a result

of insights from the literature review and early procedures. There was therefore an
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element of emergent design within the study with findings from earlier procedures
informing the design of later ones (Gillham, 2000). For example, procedure (a), the semi-
structured interviews with local authority officers, which addressed key questions 1 and 2,
was carried out early in the study before the school case studies. These gave views, from a
knowledgeable source outside of schools, about general levels of ESDGC development in
schools in the region and about factors affecting this. Their responses, together with
information from the literature, also helped inform the design of the school case

procedures.

4.5.3 Method and data triangulation

Gathering information using a range of procedures and sources and moving from a wider
perspective down to a more detailed qualitative perspective aimed to provide both
methodological and data triangulation (Robson, 2002; Gorard and Taylor, 2004; Cohen et
al., 2007). For example, the LEA officers comments were about schools in the study area
in general and they were expected to provide some valuable triangulation for the
information about factors emerging in the individual school case studies. The ESDGC
providers’ survey (b), examination of reports (c), and the LEA interviews (a) all provided
complementary information about the types of ESDGC initiatives and support which had

been offered to schools and also views about how useful this had been.

There was triangulation within the school case studies (d) also. These, which comprised
the largest part of the study, aimed to provide in-depth pictures of schools which were
perceived to be dealing successfully with ESDGC. Within these, the teacher survey was
designed to address key question 2, giving introductory information about individual
teachers and their views on school development; this information would be complemented
by information from their interviews. The teacher interviews addressed both key questions
giving rich, qualitative information about both how the whole school works and how
individual teachers are included and develop. The social network analysis also addressed
key question 2 and aimed to find out how often, and with whom, teachers discussed
ESDGC, both within the school and outside of the school. Together with some of the
survey and interview questions, this network analysis was designed to examine the extent

and characteristics of professional learning communities and communities of practice as
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described by Stoll (2004), Feger and Arruda (2008) and Vescio, Ross and Adams et al.,
(2008) and by Lave and Wenger (1991), Lave (1993) and Wenger (2006), respectively.

This aimed to add to the picture of how knowledge, understanding and practice of ESDGC

was gained and disseminated both within individual schools and between schools, LEA

and other ESDGC support organisations. Examples of school documentation relating to

ESDGC and examples of pupils’ work were also examined to corroborate the findings

from the interviews.

Table 4.3 shows how the various research procedures addressed the key questions and how

they aimed to provide data triangulation. Key question 1 was primarily addressed by the

case study interviews, document research in schools, school inspection reports and pupil

focus group interviews. Information was obtained about the school practice, levels of

ESDGC development and benefits of ESDGC development to pupils. The LEA interviews

also contributed to this. Key question 2 was addressed by the case study teacher surveys,

interviews, network analysis and by LEA interviews and research on relevant reports.

Table 4.3 Case study methods and data triangulation. (The question numbers refer to the

numbered questions in the interview frameworks in Appendices 2.4.2b and 2.4.3b)

Key question 1. What are the characteristics of schools recognized as competent in

ESDGC?

Area of interest

Source of information

Key achievements

School case studies
e Teacher interviews Q8
e Head teacher interview Q11,12
e Pupil responses

Perceived level of ESDGC
development

School case studies

e Teacher interviews Q18

e Head teacher interview Q2
LEA interviews

Most significant change

School case studies
e Teacher interviews Q21
e Head teacher interview Q14

What else could be done/ future
plans

School case studies

e Teacher interviews Q22

e Head teacher interview Q38, 39
LEA interviews

Evidence of teaching and learning

School case studies
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practice e Teacher interviews Q8, 9, 10, 11

e Head teacher interview Q9, 12

e All pupil responses

e Wall displays, examples of pupils” work, school
websites, policy and planning documents

Specific actions e.g. policies, School case studies

planning. e Teacher survey Q22

e Teacher interviews Q13, 14, 15

e Head teacher interview Q16,17, 18, 19, 20, 21,

22,23,24
e All pupil responses
Making curriculum connections School case studies
e.g.to skills, learner centred e Teacher survey Q23
curriculum e Teacher interviews Q11, 12
o Head teacher interview Q25, 26, 27, 28
Further support needs School case studies

e Teacher interviews Q10, 27
e Head teacher interview Q38,39
LEA interviews

Key question 2. What factors influence the development of a comprehensive
approach to ESDGC in primary schools?

Area of interest Source

Priority to ESDGC School case studies
e Teacher survey Q12
e Teacher interviews Q7
e Head teacher interview Q4, 5
¢ Non-teaching staff interviews
LEA interviews

Engaged staff School case studies

e Teacher interviews Q20

e Head teacher interview Q6
LEA interviews

Key players School case studies
e Teacher survey Q8
e Teacher interviews Q1, 2, 20
e Head teacher interview Q 6
LEA interviews

Teachers’ views on factors in their | School case studies
school’s development e  Teacher interviews Q19

Auditing and Planning School case studies

. Teacher interviews Q13, 14,15

o ESDGC coordinator interview Q41, 42, 43

. Head teacher interview Q3,16,17, 18, 20, 21, 22,
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23,24, 38

Obstacles School case studies

e Teacher survey Q30,32

e Teacher interviews Q16

e Head teacher interview Q37

Perceived usefulness of WAG School case studies

guidance documents e Teacher survey Q14, 27

e Teacher interviews Q6, 13

e Head teacher interview Q19, 33

Teachers’ levels of interest in School case studies
ESDGC e Teacher survey Q11, 26
Factors affecting interest e Teacher interview Q5, 22

e Head teacher interview Q7
LEA interviews

Beliefs in the importance attributed | School case studies

to ESDGC e Teacher survey Q18.

e Teacher interviews Q4
Levels of staff knowledge and School case studies
understanding of ESDGC e Teacher survey Q13, 14, 15,

e Teacher interviews Q3, 4, 6
e Head teacher interview Q6
LEA interviews

Factors affecting teachers’ School case studies
knowledge and understanding of e Teacher survey Q32
ESDGC e Teacher interviews Q6, 11, 12

e Head teacher interview Q5, 34, 35
LEA interviews

Levels of staff confidence and School case studies

competence in introducing ESDGC e Teachersurvey Q 12, 14, 15, 16, 17, 19, 20, 21
e Teacher interviews Q6, 15

Factors affecting individual School case studies

teachers’ development of e Teacher survey Q27, 28

competence e Teacher interviews Q6, 11, 12

e Networking questions

e Head teacher interview Q8, Q33, 34, 35, 36
LEA interviews
ESDGC providers’ survey
Document search on relevant reports

Personal obstacles and challenges, | School case studies
what would have made it easier? e Teacher survey Q30, 32.

e Teacher interviews Q16, 17
LEA interviews

Staff training School case studies

e Teacher survey Q27,28

e Teacher interviews Q6

e Head teacher interview Q35, 36, 37
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e Networking questions

e Support staff interviews
LEA interviews
ESDGC support organisations’ survey
Document research on relevant reports

Networking and collaboration School case studies
e Teacher survey Q24, 25
e Head teacher interview Q35, 36
e Networking questions

LEA interviews

Partnerships and community School case studies
e Head teacher interview Q31, 32
e Networking questions

4.6 RESEARCH PROCEDURES

4.6.1 Interviews with Local Authority officers (Appendices 2.1.1 and 2.1.2)

Semi-structured interviews, lasting about an hour each, were carried out with seven LEA
support officers in the counties of Anglesey and Gwynedd; each had some responsibility
for delivering training on, and supporting schools with, some aspects of ESDGC (Table
4.4). The first aim was to find out about the types and quantity of support they gave to
teachers and schools, their perceptions of how effective their own support and other
available support had been, and their views on further support needs of schools. Secondly,
their views were sought on how well they felt schools in their LEAs were delivering
ESDGC. Thirdly, they were asked their views about factors contributing to schools’
successful and less successful development of ESDGC. Letters of request and the

interview schedule can be found in Appendices 2.1.1 and 2.1.2.

Three interviews were conducted face to face and four by telephone (Table 4.4). Four
were conducted through the medium of Welsh, three through the medium of English.
Attempts were made to interview the Green Schools co-coordinator for Anglesey but she
was unavailable due to being on maternity leave. However, from earlier contacts with her
it was noted that she is a very active coordinator who includes ESDGC resources in her
courses and support. The interviews were recorded on a digital recording device,

transferred to a PC and transcribed by the researcher. Welsh medium interviews were
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translated by the researcher after transcription. One interviewee, the primary schools
adviser, also completed the questionnaire for support organisations described above and

data from this relating to numbers of schools supported have been incorporated into the

analysis.

Table 4.4 List of LEA officers interviewed

LEA officer ESDGC-related Interview | Interview
interviewed responsibility medium | language
medium

Cynnal Humanities and | supporting schools and face-face | Welsh
ESDGC adviser updating all advisers on

ESDGC matters; member of

Wales LEA officers’

ESDGC group
Cynnal Primary Schools | Personal and Social phone Welsh
and PSE adviser Education
Cynnal Adviser for International Dimension in | face-face | English
Modern Foreign schools; member of all-
Languages and Wales 1D group
International Dimension
Advisory teacher for the | Courses for ESDGC inthe | face-face | English
Foundation Phase Foundation Phase
Gwynedd Green Schools | Green Schools’ phone Welsh
co-coordinator coordination and support
Healthy Schools co- Healthy Schools phone English
coordinator for Anglesey | development and support
Healthy Schools co- Healthy Schools phone Welsh
coordinator for Gwynedd | development and support

4.6.2 A survey of ESDGC support organisations (Appendices 2.2.1 and 2.2.2)

A survey questionnaire was prepared for all known ESDGC support organisations and

distributed to them as an email attachment. This list of recipients was extended by asking
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respondees to note any other support organisations which they knew about. The survey
was designed to suit two purposes. Firstly the National Grid for Learning Cymru which
maintains the ESDGC schools’ website requested that all regional ESDGC fora compile a
database of organisations supporting ESDGC. Information gathered for this purpose
included the type of service provided, age groups supported, the main areas of ESDGC
covered and the number of schools supported each year. In addition, four extra questions
were included solely for this research study. These asked about the kinds of support
initiatives which had taken place over the past few years, which was felt to be most
effective, the numbers of schools and teachers supported, and the sources of funding of the
organization. Replies were requested by email by a set date. A total of 17 organizations
responded of which 15 were relevant to schools’ provision. The data obtained from this
survey was of very variable quality and, although it gave a good indication of the types of
support provided and number of schools supported it did not warrant a detailed form of
analysis. A summary table was compiled to display the data. It does not, however, give
information about which schools had taken part in which activities, whether they had taken
part in more than one, and whether more than one teacher in each school had taken part in

activities.

4.6.3 Document searches

The reports of the ESDGC north-west Wales forum and the World Education Centre were
examined, to provide supplementary information on support that had been offered to
primary schools over the past eight years. The list of reports studied can be found in
Appendix 2.3.

4.6.4 ldentification of case study schools

Schools which fitted the following criteria were chosen:

¢ all should be attaining a good standard of education;
e all should be recognised for their ESDGC practice either by LEA officers or school
inspectors;

e they should be of varying size;
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e they should be in different types of location, some rural, some in or close to towns.

Five schools were studied. These are described in Table 4.5 below. To aid anonymity

they have been given pseudonyms based on a group of small mountains in Gwynedd.

Table 4.5 Description of the case study schools

Schools
Faban Llefn Gyrn Bera Drosgl

Number of 233 244 100 26 96
pupils
Number of 11 10 6 2 7
teachers
Situation town village village, rural village,

adjoining rural rural

small town
Proximity to close close far far far
key ESDGC
training sites
General good (2010) | good (2010) | good with good with good with
education outstanding | outstanding outstanding
standards features features (2008) | features
(from recent (2008) (2008)
inspection
report)
ESDGC global global outstanding | sustainable outstanding
mention in citizenship | citizenship development attention to
recent plays outstanding; ‘good with awareness
inspection important good outstanding of ESDGC
report part attention to features’;

environmen global

-tal learning citizenship -

‘outstanding
feature’

% free school | well below | higher than | below well below about
meals average 4% | average average average 4% average
(Combined 21% 10% 13%
county
average 15%)
Pupils of high very low none very low very low
ethnic origins
other than

English/Welsh

103




Chapter 4

4.6.5 Obtaining schools’ permission and data collected

Head teachers were sent a letter asking if they would consent to taking part in the study
(Appendix 2.4.7). The case studies were carried out during the period March 2010 to
January 2011. Teacher interviews had to be fitted in with their timetables and several
visits had to be made to each school to interview all teachers. Pupil focus group
interviews were held about a month later. The intention was to ask teachers to first fill in
the questionnaire as a group and then to conduct individual interviews; this was planned in
order to make it easier to explain the rationale of the whole study to teachers. This
occurred as planned in the first school, Faban, where the head teacher took a particularly
organised approach to the study. In the other schools the teachers filled in the
questionnaires individually and the head teacher promised to explain the study to them. In
two of the schools this did not appear to have happened and the role of the interview had to
be explained just before it commenced. This did not cause any major problems and all
interviews were perceived to flow well and the teachers seemed relaxed and content to
talk. A summary of the data collected is given in Table 4.6. This is described in detail

below.

Table 4.6 The data collected from case study schools

Number of responses

School | survey | teacher network | pupil support | Types of documentation
interviews | questions | focus staff
groups
Faban 11/11 11/11 10/11 1 0 Displays, website,

children’s work,
development plan, GC
vision / job description,
school council report,
newsletters

Llefn 9/10 8/10 6/11 2 1 ESDGC policy, children’s
work; ISA audit and plans,
website

Gyrn 6/6 6/6 5/6 2 1 ESDGC policy, children’s
work, displays, audit

Bera 2/2 2/2 2/2 2 1 ESDGC policy, children’s
work, displays

Drosgl | 5/6 6/6 4/6 2 0 Displays, children’s work

Total 34/35 | 33/35 27135 9 3
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4.6.6 Initial questionnaire for teachers

All teachers in each school were asked to fill in a questionnaire (Appendix 2.4.1). This
aimed to gather their personal information and to acquaint them with the topics which
would be raised in their interviews, however as described this did not always occur in the
desired way. Four teachers in Llefn completed it after their interviews; this was due to

pressure of an impending inspection.

Questionnaire design

The sub-questions of key question 2 on levels of staff engagement, professional
development and staff collaboration formed the basis of an initial questionnaire for
teachers within the five case study schools. The survey mostly used a four point scale for
answers with options, of, for example, ‘a great deal’, ‘quite a lot’, ‘a little’ and ‘not at all’.
The first few questions elicited personal information such as gender, age group, when
qualified, where they trained as a teacher and on which kind of course, any subject
specialism, and the age of pupils they taught. The questions then moved on to find out
about:

e teachers’ levels of interest in ESDGC and the level of priority they gave to it in

their teaching;

e how well they felt they understood what it is about;

e if they were aware of ESDGC guidance;

¢ how well they felt they understood issues addressed by the ESDGC themes;

e how ESDGC fits in with the curriculum and ethos of their school;

¢ how confident they felt about introducing ESDGC and if there were any areas or

themes they were less confident about.

Several ‘test’ questions were included to indicate how well teachers’ perceived levels
married with their actual levels of understanding and competence. For example, these
addressed their use of types of practice relevant to ESDGC e.g. did they include thinking
skills activities with ESDGC, how often did they make connections between ESDGC
themes and how often did they work with other teachers in the school? Teachers were
then asked about influences:

e on their interest in ESDGC;
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e on their development of ESDGC competence;
e on their development of knowledge and understanding;

¢ and obstacles they had encountered.

They were given a choice of eleven, twenty-six and thirteen options respectively, each with
a four point response scale. For some options they were given the choice of adding further
information and they were also given the option to explain about any further influences.
Finally they were asked whether they actively sought ESDGC training opportunities,
whether their school encouraged them to do so, if they had met any obstacles when

implementing it and if anything would have made this easier.

The questionnaire was first piloted with four part-time master’s students who were all
teachers. After making minor modifications to wording it was piloted again with twenty
final year BA Education students who were about to become teachers. This version was

deemed suitable for use with the case study schools’ teachers.

4.6.7 Semi-structured interviews with head teacher, school governors, teachers and

support staff

Interview frameworks were designed for head teachers, other teachers including the
ESDGC coordinator, support staff and the chair of governors (Appendices 2.4.2a to
2.4.4a). It was not possible to interview any of the governors, therefore this procedure is
not pursued further. However, all head teachers said their governors were supportive;
none, however, appeared to have initiated the decision to develop ESDGC.

The interviews were designed to be impartial but friendly. The head teacher’s interview
framework was piloted with a friend who is a head teacher. It was not felt necessary to

pilot the teachers’ interviews as they were designed to build on the questionnaire questions.

Teacher interviews

The teacher interviews were devised to find out more in-depth information about the

teachers’ answers in the survey questionnaire; they were open-ended to allow the views of
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the interviewees to be heard freely. It was originally planned to interview key ESDGC
teachers only, i.e. those who either coordinated ESDGC or one of its associated areas.
However, it was decided that interviewing all teachers would give a better picture of whole
school dynamics. These interviews lasted for between twenty-five and thirty-five minutes.
In all schools except Llefn, every teacher was interviewed. In Llefn only eight of the ten
teachers were available for interview; however the remaining two did complete the

questionnaire, therefore giving some useful information.

Head teachers’ interviews

Head teachers’ interviews aimed to find out more about how ESDGC is approached at a
whole school level; these lasted for around 40-60 minutes. All interviews were carried out
through the medium of Welsh.

Support staff interviews

Support staff interviews aimed to find out about the extent to which support staff were
included in ESDGC activities in the school and if it impacted on their work; these were
planned to take between ten and fifteen minutes. These were not easy to obtain and only
three such interviews were conducted. There was a feeling the head teachers felt their
support staff were either too busy or not very relevant; this was in itself a useful

observation.

Recording the interviews

All interviews were recorded in the Welsh language by an audio device and downloaded to
the researcher’s laptop immediately afterwards. They were then simultaneously translated
to English and transcribed. Of the thirty-six interviews, | translated and transcribed thirty;
six were done by a professional transcriber/translator. The latter were all head teacher and
ESDGC coordinator interviews. Each interview transcript was labelled by a letter for the
school and a number allocated to each of the teachers. | am fluent second language Welsh
speaker. However, to ensure that translation was accurate, a first language Welsh speaker
listened to a small sample of the interviews which I had transcribed and translated. They
were found to be accurate. In addition I listened to, and read the transcription carried out
by the professional translator to ensure that she had caught the essence of the interview.

The same procedure was used for the pupil focus group interviews described below.
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4.6.8 School documentation on ESDGC

Head teachers were asked if they would be willing to share documentation such as
planning sheets, school development plans, ESDGC policies and other strategies which
contribute to ESDGC. A variety of documents was obtained from each school. In
addition, school websites, where available, were scanned for reference to ESDGC and

related activities. The information gathered is listed in Table 4.5 above.

4.6.9 Mapping of teachers’ professional networks

Carmichael et al. (2006) asked teachers to illustrate their professional networks in a
drawing; this was an open-ended task with no existing structures suggested to the teachers.
They found that the mapping tool provided an opportunity for dialogue with individuals
and that networks were clearly identified. A quarter of teachers noted that the prompting
and interviewing were the most useful aspects but a third wanted the mapping task to be a
two-stage process with initial brainstorming and compilation of a list of nodes and links
before drawing the map. Therefore a modified approach to studying networking was
taken in this study; it did not include drawing. Three tables were devised (Appendix
2.4.5) which asked teachers about with whom, and how frequently, they discussed ESDGC
within the school, outside of the school and also if they discussed it with any LEA officers.
They were also asked about the topics of their conversations. Teachers were asked to talk
through their thoughts as they completed the form and prompted where necessary. They
were asked to note the method of discussion, for example face-to-face or email, and also
the general topic of discussion. The results were very revealing. The inclusion of
questions about how frequently they worked with other teachers in the school in the initial
questionnaire for teachers aimed to introduce teachers to idea of networking before being
asked to complete the network task.

This exercise could be criticised for perhaps not allowing teachers enough time to consider
their answers in depth. It was usually conducted straight after the teacher’s interviews and
they were often keen to return to their class. Inevitably, some six teachers who had to
return to their class early decided to fill in the tables in their own time. Three returned

them but two key players in Drosgl, and one in Llefn did not, despite many pleas and
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reminders. Ideally this exercise would be conducted at a different time to the interviews.
However, time in schools for such a study is very limited; teachers, although very

supportive, have different priorities to a researcher.

4.6.10 Focus group interviews with pupils

A focus-group interview framework was developed for groups of pupils from years 5 and 6
in each school (Appendix 2.4.6a). This age group was chosen as they had been in the
school for some time and would have been taught by a number of teachers. It was also
thought that they would also be better able to answer questions at this age. The questions
addressed pupils’ knowledge and understanding of ESDGC-related topics, their values,
attitudes and dispositions and their views of the future. It aimed to confirm whether pupils
had been affected by ESDGC practice in their schools and also to what extent they,

themselves, played an active part and felt responsible for ESDGC actions.

Letters explaining the reason for the interviews and asking for permission were prepared
for head teachers, parents and the pupils themselves (Appendices 2.4.6b-d). It was
suggested that two groups of around four pupils would be ideal. In practice two focus
groups were held in four schools; in Faban only one group was available. Pupils were
selected in a variety of ways but there was a good mixture of boys and girls in each group.
In Gyrn the head teacher was keen to be inclusive and there were six and seven pupils in
the groups, a little too many. Pupils were asked to ideally begin their answers with their
first name. This worked in all schools apart from Llefn where pupils were so keen to
answer they did not do so; instead I noted which pupil spoke. It was emphasised that they
need not answer a question if they preferred not to; this was rarely the case however, with
most pupils extremely keen to contribute their views. The interviews were an enjoyable
experience for me and it appeared that the pupils also enjoyed them. Care was taken to

allow everyone’s voice to be heard.

Pupils were first asked what they like about the school and then about what they knew
about current global and local issues, what they had learned about people in any other
countries, and, where appropriate, what they had learned from their school partnership,

They were asked for their about their views on wealth and poverty, keeping healthy,
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looking after their environment and climate change. They were also asked what they
thought the future might be like and whether they felt they could change what happened in
the future. It would have been interesting to also interview younger groups of pupils to
see how those taught by other teachers’ responded. For example in Llefn years 5 and 6
were taught by the ESDGC coordinator and they may well have had more opportunities to
discuss related issues than in another teacher’s class. In other schools the ESDGC leaders

taught other year groups. These were points to be kept in mind in the analysis.

4.7 PROCESSING AND ANALYSIS METHODS

4.7.1 Analysis of the surveys

The survey data were entered into a prepared table in the qualitative statistical data analysis
programme computer, SPSS 15 (IBM, 2009). Frequency analyses were run for each
question. Because the small numbers of responses in each school would render any
statistical analysis unreliable, the data was exported to Microsoft Excel 2007 where
frequency graphs were plotted. Tables of teachers’ personal data for each school were also

compiled so they could easily be referred to during analysis.

4.7.2 Analysis of the LEA interviews

Each response in the individual transcribed interviews was labelled with the initials of the
interviewee. The responses were first compiled under the headings of each question. The
questions were changed into topics and their order rearranged slightly into a more logical
order. These topics were:
1. About the respondents;
2. County and LEA support for ESDGC:
- Type and quantity of support
- Amount spent on support
- Reasons why support is given
- Methods of evaluation

- Perceptions of effectiveness
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- Evidence of collaboration and joined-up thinking;
3. Other regional initiatives:
- Knowledge of, and opinions of other regional initiatives
- Perceptions of their effectiveness
- Involvement in Enabling Effective Support initiatives and views on its
effectiveness;
4. Impact of national policy;
5. Further school support needs;
6. Perceptions of how well schools are developing ESDGC:
- Level of ESDGC development in the region’s school
- Good practice examples
- Equality of coverage of ESDGC themes and areas;
7. Factors in schools’ ESDGC development:
- insuccessful schools

- in less successful schools.

Each mention of a particular topic in the interview data was then highlighted in a different
colour and the data subsequently rearranged so that all mentions of issues relating to a

particular topic from all the officers were collated together.

The category ‘Factors in schools’ ESDGC development’ was further divided into common
subtopics identified in the responses. These were:

- Leadership and commitment;

- Understanding of what ESDGC entails;

- Planning;

- Motivating factors;

- Training and time for development;

- Sharing practice;

- Resources availability;

- Funding;

- Teaching and learning methodologies;

- Community partnership and involvement.

The analyses of responses are discussed in Chapter 5 and later compared with case study

teachers’ views in chapters 6 to 10.

111



Chapter 4

4.7.3 Analysis of teacher interviews

In total there were thirty-three teacher interview transcripts and nine pupil focus group
transcripts. Several techniques were used to analyse these interviews. First, for the teacher
interviews, for each school several files were compiled to enable a rapid overview of
staffing, teachers’ backgrounds, roles and responsibilities and also to record the

researcher’s on-going observations. These were:

o field notes of the researcher’s observations. These were added to after each school
visit. They recorded impressions of the school, of the teachers and of the impact
for the interviews;

e a list of teachers which included a short profile of their age, date and type of
teaching qualification, number of years teaching, level of interest in ESDGC, year
class taught and responsibilities within the school. This enabled a quick ‘picture’
of the school to be viewed;

e amore detailed list of teachers with a summary of answers to all personal questions
relating to their teaching. This included information from both the questionnaires
and the interviews and enabled a detailed profile of each teacher and their role in
the school to be viewed. It also showed some information from the interviews e.g.
on who they worked with on ESDGC - this was later used to complement the
information from the network analysis;

e ashort list of school activities relating to ESDGC. This gave a quick picture of

what the school and teachers were doing.

The full data for the first school studied i.e. Faban, was first analysed manually to obtain a
‘feel’ for the data. Each interview was re-read and manually coded under a list of topics
compiled from issues arising from the research literature, the LEA interviews and the
research questions. Other key topics were also highlighted and then gathered into related
codes. A brief analysis was written of developments in this school. This provided a
useful check on the main analysis described below. Appendix 2.5 gives an example of this

manual treatment of Faban’s data.
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NVivo analysis

The qualitative data from all five case study schools was then analysed using NVivo-8 (QSR
2008). NVivo is a specialist software tool developed as a computer aided qualitative data
analysis system over the past 20 years. It allows for the direct importation of data in a variety
of media. The decision to use NVivo was taken in order to allow efficient and transparent
analysis of the large quantity of data collected; it also facilitates the production of a clear audit
trail. All processes and stages of coding were tracked by saving each version and by writing
memos in order to show the stages and logic of the analysis. The programme allows data to be
gathered in nodes; these provide the storage areas in NVivo for accessing coded text (Bazeley,
2007). The raw imported data is stored in ‘free’ nodes. ‘Tree’ nodes are then constructed to
hold categories of data with similar characteristics. These ‘tree’ nodes can be constructed in a
hierarchical manner to show relationships between them. Each tree node, or ‘parent node’ can
have sub nodes; these are termed ‘children’ (Bazeley, 2007). Information can be held in
several nodes at the same time and easily moved to other nodes without losing data. A memo
facility allows notes to be made on, for example, analytic points or coding changes. There is

also a modelling facility which can help develop ideas pictorially.

The data imported into NVivo 8 included comments from open-ended questions in the
questionnaires, teacher interviews and pupil focus group interviews. Demographic details
from the questionnaire (participant type, school type) were also imported. It was therefore
possible to investigate, for example, if teachers with different roles made particular types of

comments.

The data analysis occurred in several stages, guided by advice in the handbooks by
Bazeley (2007) and Saldafia (2009). These stages were:

a) Autocoding: The data from the teacher interviews was first autocoded by question.
This was later found be less useful than expected and most autocodes were moved
to other nodes;

b) Broad coding: Secondly, broad parent codes were set up, i.e. for those codes
derived from the literature, LEA interviews and the research questions. These
were:

e Teaching and learning;

e Leadership and management;
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e Partnerships and community;

e Factors in schools;

e Factors for teachers;

e Impact of the researcher.
Within these, some child nodes on topics of particular interest were set up in
advance of analysis. These included the answers to particular questions;
Coding by perspective: Thirdly, the qualitative data was read through
chronologically and coded into participant-driven categories. These were created as
child nodes within the main framework. Some categories were coded to more than one
theme;
Noting trends: Analytical memos with particular insights were created at each stage to
aid later analysis. These helped to keep track of the reasons for coding, or moving,
particular pieces of text;
Reviewing and re-coding: There was then a further re-reading of the texts and several
stages of re-sorting, creating, merging and splitting of nodes until a satisfactory
framework relating the key research questions and the sub-questions was created for
further analysis. The result was a very detailed breakdown of school actions and
factors deemed to be affecting them. The earlier manual coding and analysis, and the
use of memos within NVivo, helped greatly with keeping a broad overview of the
analysis. This avoided the danger of getting lost in the data;
Seeking relationships: Relationships between particular groups of teachers, for
example newly qualified teachers, were examined manually by referring to the teacher

tables described above rather than by using NVivo’s relationship tools.

Pupil focus group interviews

There were nine pupil focus group transcripts. These were translated and pupils were
given pseudonyms. The data was first coded manually and then imported into NVivo-8.
Here it was treated in a similar manner to that described for teacher interview data, but it was
kept in separate NVivo nodes from the teacher data. This allowed for easier comparison
between schools. Parent nodes were set up which reflected the interview topics and further
nodes were identified during the manual coding and during re-reading in NVivo. These

nodes are listed below:
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global events and issues™;
wealth and poverty*;
identity and culture*;
climate change*;
health*

o own health

o global health;
natural world*;
consumption and waste*;
choices and decisions;
actions;
connections;
conflict;

other countries;

what they like about their school,

passionate, interested, inspired;

sources of information;
questions about the world;

the future.

Chapter 4

For each of the topics marked with an asterix, of which six were based on ESDGC themes
in the ESDGC Common Understanding (Welsh Assembly Government, 2008b), child
nodes were then set up which paid particular attention to comments which demonstrated

the pupils’ knowledge and understanding, skills and values, attitudes and dispositions.

These were:

attitudes and values;
actions;

knowledge and awareness;
understanding;

opinions;

skills;

interdependence.
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4.7.5 Social network analysis

The data from the questions on networking were plotted in sociograms using the modelling
facility of NVivo-8. The methods were broadly those were used in the studies by Fox and
Wilson (2008) and Penuel and Riel et al. (2009) but no further analysis was undertaken to
identify cohesive subgroups in the sociograms. Teachers and organisations are termed
‘nodes’. Connections between them are termed ‘links’. Frequency of discussion was
denoted by links of different thickness and density of lines. It was intended to use different
colour lines for different kinds of discussion, for example, day to day chat, planning and
support, but teachers’ comments were too general to make this meaningful. Because of the
complexity and number of relationships, and to ensure clarity of presentation, separate
sociograms were plotted for teachers’ discussions with colleagues in school, and with
people outside of the school. The latter nodes were colour coded by the type of person, for

example, friends and family, other teachers, LEA advisers.

4.8 ETHICAL CONSIDERATIONS

Permision to conduct the study was sought from the Ethics Committee of the College of
Education and Lifelong Learning, Bangor University. The approval letter is in Appendix
2.6. Considerations included keeping the anonymity of the schools and the subjects and
being sensitive in the questioning of both teachers and pupils. The latter point is
particularly relevant in a topic such as ESDGC which deals with many controversial topics.
The Welsh-speaking nature of the area means that the general geographical location if the
study cannot be concealed, however, this is a large area with 152 primary schools.
Additionally, anonymity of schools in a small close-knit region such as north-west Wales
is a very relevant issue. Most teachers have studied in the same institutions, many know
each other; some, even within the study, were found to be related.

To avoid recognition schools and pupils were given pseudonyms, teachers were identified
by a number and letter only, and great care was taken not to mention my studies when
visiting other local schools. Fox et al. (2007) pointed out the ethical considerations of
asking teachers to reveal their network contacts. Therefore when teachers mentioned their
contacts in other schools these were not named in the analysis except by these

pseudonyms; also their individual external networks were not revealed to others in their
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schools. Some transcription and translation was carried out by a local transcriber but the
real school names were not on the data files. The identities of local authority advisers were
not, however, easy to conceal, but all advisers are named in their role only and they
consented to be interviewed knowing that their general area of study would be revealed.

All interview sound files will be destroyed at the conclusion of the study.

4.9 ISSUES OF VALIDITY AND LIMITATIONS OF THE WHOLE STUDY

As described in the introduction to the thesis | had worked in the field of ESDGC in the
study region for some years. Therefore, | very definitely did not start this research from a
neutral position. Because of this, | endeavoured to conduct the research in as non-biased
way as possible and to use methodologies and procedures which would minimize the
impact of my existing viewpoints. Extreme care was taken to keep to the common
framework of interview questions and not to make assumptions or suggest answers.
However, there are inevitably occasions when my own background colours the way in

which | present the evidence for, as Wrigley (2003) aptly states,

Such ‘objectivity’ is difficult to sustain in discussions of educational change; the
personal histories, narratives of lived events, emotional and political beliefs push

up like wild flowers between the flagstones. (p.6)

Although I had previously given support to some teachers from some of the schools, these
were few in number and most of the teachers interviewed were new to me. However, it
was expected that there might be an element of reactivity from the teachers (Robson, 2002,
p. 112); teachers were being given opportunities to discuss ESDGC with a known ESDGC
deliverer and may have decided on changes to their practice as a result of this. The issues

discussed in this section will be revisited in the final chapter.

410 CHAPTER SUMMARY

The research issue has been revisited and clarified in the light of the reviewed literature.

The expanded research questions which arose from the literature review were then listed.
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Influences on the rationale of the research design and on the research methods have been
discussed. The methodology of ensuring triangulation of both methods and data findings
has been described, followed by a description of each of the research procedures and their
respective methods of analysis. Ethical considerations, some limitations to the procedures
and analysis and considerations relating to the impact of the researcher on the research
have been discussed. The following chapters now move on to describe and analyse the

outcomes of the research.
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CHAPTER 5
INTRODUCTION TO THE RESEARCH ANALYSIS AND
OUTCOMES FROM EARLY RESEARCH

Chapter 5 first describes how the research outcomes are organised over the following
chapters. It then presents a summary of findings from two studies conducted in the first
year of the research, namely interviews with local education authority (LEA) support
officers and a survey of ESDGC support organisations. These studies provided useful
information about the area of research and helped hone the key questions for the study of
the case study schools.

5.1 ORGANISATION OF THE CHAPTERS ON RESEARCH OUTCOMES

The analysis of the outcomes of the research is spread across five chapters, Chapters 5 to
10. This chapter, Chapter 5, describes the outcomes of two early studies described above;
it addresses key questions 1 and 2. Chapters 6 to 10 provide an analysis of the data from
the five case study schools and also address both key questions. Chapter 11 brings
together the findings and conclusions from the research. Table 5.1 below summarises the

topics discussed in each chapter.

The two key questions are:
1. What are the characteristics of schools recognised for their ESDGC practice?
2. What factors influence the development of a comprehensive approach to ESDGC in

primary schools?
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Table 5.1 Summary of the layout of the chapters on research outcomes

Chapter 5

Outcomes of two early studies:

1. Interviews with Local Education Authority
support officers and advisers;

2. Survey of ESDGC providers

Key questions 1
and 2

Chapter 6

Case study schools 1. Profiles of the schools
Description of school profiles and learning activities;
Teaching activities and methods;

Key question 1

Chapter 7

Case study schools 2. Views of schools’ ESDGC
progress

Teachers’ views of their school’s level of ESDGC
development and benefits of ESDGC for pupils;
Views of ESDGC from pupils in years 5 and 6.

Key question 1

Chapter 8

Case study schools 3. Factors influencing ESDGC
development - Eliciting the factors

Teachers’ views of factors affecting ESDGC
progress;

Why schools began to develop ESDGC.

Key question 2

Chapter 9

Case study schools 4. Leadership and
management factors

Discussion of factors relating to leadership and
management;

Comparison of key factors in each school.

Key question 2

Chapter 10

Case study schools 5. Developing a knowledgeable
learning community

Factors continued:

Teachers’ interest in ESDGC and their levels of
knowledge and competence;

Teachers’ views on factors deemed to have affected
their own personal development;

Teachers’ internal and external networking and
collaboration.

Key question 2

Chapter 11

Discussion, conclusions, implications and
recommendations

Both key questions
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5.2 OVERVIEW OF THE LOCAL EDUCATION AUTHORITY INTERVIEWS

Officers supporting schools with ESDGC in Gwynedd and Anglesey were interviewed.

These comprised local education authority advisers and local authority support officers.

The former were employed by the local schools advisory company, which is supported by

both Gwynedd and Anglesey LEAs. The latter were officers in local authority departments

who had a brief to support schools. For brevity they will be referred to, from here on, as

LEA officers. Those interviewed are listed below. (Their abbreviations in brackets are used

to identify their quotations in the discussion below):

the Humanities and ESDGC adviser, who as well as supporting schools is also
responsible for updating all advisers on ESDGC matters (ESDGC adviser);

the Primary Schools adviser who also has responsibility for Personal and Social
Education (PSE adviser);

the Adviser for Modern Foreign Languages and International Dimension (ID
adviser);

an advisory teacher for the Foundation Phase who also runs courses for ESDGC in
that phase (FP adviser). She was employed by Cynnal on Welsh Assembly
Government funds;

the Green Schools coordinator for Gwynedd (Gwynedd Green Schools). (Attempts
were also made to interview the Green Schools coordinator for Anglesey but she
was unavailable due to maternity leave);

the Healthy School coordinator for Anglesey (Anglesey Healthy School);

the Healthy School coordinators for Gwynedd (Gwynedd Healthy School)

This chapter presents their views on the following topics:

the level of ESDGC development in the region’s schools; and the level of coverage
of ESDGC themes and areas;

factors in schools’ ESDGC development.

the level of LEA and advisory team support for ESDGC,;

the effectiveness of the various types of ESDGC support.
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5.3 LEA OFFICERS’ VIEWS OF LEVELS OF ESDGC SCHOOL
DEVELOPMENT IN GWYNEDD AND ANGLESEY

All of the advisers and coordinators thought that most schools knew about ESDGC and
were doing something towards it. The ESDGC adviser had read through school inspection
reports and said,

“| feel quite satisfied, especially in the primary sector that everyone is having some
paragraph [in their inspection report] that praises the effort they are making...
Most schools are getting something like a grade 2 in the question that is relevant to
the ESDGC work.” (ESDGC adviser)

However, all interviewees felt that the number of schools doing it very well was quite low.
One adviser felt that 10% of schools were doing it very well, covering all ESDGC aspects.
Another felt that the percentage doing it was well could be as high as 20-25% with 60%
“doing it fine” (ESDGC adviser). Some were seen as “just ticking boxes”. These varied
responses may reflect their levels of expectation for schools and may also convey a sense

of realism that not all schools will achieve highly in this area.

There was a sense that they felt schools were doing a lot of separate things but not making
connections between them. This kind of understanding was noted by Sterling (2001, 2003)
as crucial for ESD/GC and it was noted in Jackson’s (2007) study as a key feature in
successful ESD schools. The PSE adviser felt that levels of development were “middling,
some good aspects, some schools especially good on some aspects” and,

“Schools need to invest time in staff in the school and take time to look at all
aspects properly. | think there is an element of peripherality, or tokenism about it.”

As an adviser he felt obliged to point out to schools if they were not covering some aspects
but he raised the question “what’s better, to tick all boxes or do something really well?”
No-one interviewed perceived coverage of ESDGC as equal across all themes and areas,

“There is a lot of work in some areas and not in others” (Gwynedd Healthy
School);

“on equal coverage no, therefore, is the answer”(Gwynedd Green Schools).

Reasons for schools doing one particular aspect well included “I believe that it depends

also on things that schools choose to do, what energy is in the schools, and capacity to do
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something” (ESDGC adviser). The lure of award schemes also influenced schools, “some
schools were pulled towards the International award and others towards Green Schools”
(PSE adviser). Gardens, and using the outdoors were mentioned as particular areas of
development by the Foundation Phase advisory teacher, along with art, role play, attention
to multicultural aspects, and work focusing on other countries, although was not clear how

well this was being done.

The Gwynedd Green Schools coordinator stressed the enjoyment factor for the pupils,

“They do enjoy it” and “The portfolios are fantastic e.g. children measuring
electricity use in summer and winter and recycling with the impact moving into the
community and parents, tree planting, wildlife gardens”.

He did say, not unexpectedly for schools in a Green Schools scheme, that the strongest
element in portfolios is the environmental side with not much global inclusion yet,
although the global aspect was expected to grow through addressing the scheme’s revised
criteria.

“I think environment definitely because of the outdoor element and a lot of schools
are developing the garden... and I think identity and culture where they go more
towards the exotic type of thing”. (Gwynedd Green Schools)

This concentration on the environment was a common observation, with most of the
interviewees saying that schools were doing more on the environment than on global
issues. This was also noted by Estyn (2006) and Morgan (2009) for schools in Wales; it is
likely to be result of earlier emphasis on environmental schemes for schools. A similar
observation was also made for English schools by Jackson (2007) and Ofsted (2008).
However, it was recognised by all interviewed that some particular schools were doing
excellent work on the global dimension gaining national recognition for their work but that
this was not a common feature in the majority of schools. The International Dimension
adviser was a little more positive, saying that at primary level most schools are now aware
of ESDGC and realise that linking with a school in another country would be a way to
develop ESDGC. She felt, in contrast to the views of the other officers, that schools were
beginning to see how the various aspects are linked and that it was becoming part of the

school ethos.
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Poverty was seen as another issue which was perhaps covered frequently, with many
schools raising funds for charity and engaging in work on fair trade. This chimes with
Morgan’s (2009) observation in Welsh schools that there may be an over-concentration on
this aspect to a detriment of understanding the issues involved. Climate change was
mentioned by two interviewees as an area which was not receiving so much attention. A
recurrent theme was that schools often were not aware that what they are doing was part of
ESDGC,

“I think maybe more work needs to be done raising awareness, trying to make sure
it’s not something separate, they are actually doing ESDGC work but some schools
Jjust don’t realise they are doing it .”(ESDGC adviser)

It could be argued that it is unnecessary for a school to know it is doing ESDGC, but the
emphasis here was on helping schools to be aware of what ESDGC encompasses so that

they could recognise how to make connections between its various aspects.

The Healthy School coordinators seemed very satisfied with the level of schools’ work
towards the Healthy School award

(http://wales.gov.uk/topics/health/improvement/schools/schemes, accessed 1/04/12),

especially as all schools were involved. Healthy schools were working on food themes,
gardening, wildlife gardens, using the outdoors and some combined this work with global
perspectives. The Anglesey co-ordinator pointed out that “there are lots of activities going
on — on food, the environment, fair trade etc” She then gave an example of a school’s
international week when the catering service had supported them. However, she added, in
line with others’ comments, “but 7'm not sure how many schools could actually say ‘this is
ESDGC’. She continued to say that schools tend to notice links when an inspection is
coming and that it would be good if they realised that a lot of their work was counting

towards it.

In summary the advisers and co-ordinators felt that schools were doing ESDGC but they
would like to see work that was more connected, with coordinated planning and teamwork,
and a coordinator in school to aid these developments. Certain areas were seen to perhaps

need more attention. These included the global dimension and work on climate change.
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5.4 LEA OFFICERS VIEWS ON FACTORS INFLUENCING SCHOOLS’ ESDGC

DEVELOPMENT

The LEA officers were asked two questions about influences on schools’ ESDGC

development. These were:

In schools which you believe are delivering ESDGC effectively, what would you say

have been the factors which have contributed to this?

In schools where you believe ESDGC is not being effectively delivered, what would

you say have been the factors which have contributed to this?

5.4.1 Positive factors in ESDGC development

Topics which arose frequently are listed in Table 5.2 and discussed below.

Table 5.2 Summary of LEA officers’ views of factors in schools’ successful ESDGC

development

Factor

No. of
mentions in 7
interviewees

Commitment of head teacher/ Senior management team’s involvement

4

Enthusiastic staff / Key individuals “who go the extra mile”

3

grants to have “a little time out of the classroom”

Attendance at training events/ Attendance at conferences/ Having had

3

An appointed, knowledgeable coordinator

Actively looking for opportunities or “exploiting the curriculum”

Giving priority and status to ESDGC

Gaining a “taste of success”

Team work

Planning and forward thinking

Seeing connections between topics and schemes

Being involved in lots of schemes such as Green School, Healthy
School and International school awards

RPIFRPIRFRPIRFRPINDNDNDDND

Taking part in international links

[EEN

Using multiple methods and skills-based activities in learning and
teaching

Having many partners — local and international
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Commitment and leadership and understanding of ESGDC

All the interviewees thought the commitment of the Head teacher was vital. Comments
included “Everything has to come from the head to make it really work” (ESDGC
Adviser), “a head teacher who thinks it’s important” (ID Adviser), “head teachers who
are enthusiastic, give guidance and see it’s not something extra.” (PSE Adviser). Head
teachers who understood what ESDGC comprised were seen to be most helpful. This
commitment, understanding and enthusiasm of head teachers reflects observations by Scott
(2010), Jackson (2008) on ESD leaders and Inman and Burke (2002) on leaders in

democratic schools.

In a similar vein the senior management team’s involvement was seen as a factor, with
ESDGC given priority in the school’s development plan. An appointed, knowledgeable
coordinator with responsibility for ESDGC was seen as key; this person usually helped by
motivating others and with careful planning across the school. This was reflected by three
interviewees’ comments on the key role of certain teachers e.g. “ones who go the extra
mile” (Healthy School Gwynedd). The need for a coordinator was noted by Ofsted (2003);
this is a key aspect of distributed leadership (Harris, 2008a, c; Jackson, 2007). Along with

this, team work was seen to be important.

Tied to leadership was the priority given to ESDGC. Giving priority and status to ESDGC
was seen as a factor in successful schools. It was acknowledged by the ESDGC adviser
that that sometimes schools wanted to “get other areas sorted out first” and “some just
think they 're not in the right place yet to be looking at the things”, and that the priority
given to ESDGC often came when schools were “ready for it”. These issues may be

related to issues of time and funding which are discussed in section 5.4.2.

Planning and school awards schemes

Planning and forward thinking across the whole school to ensure that work was not taking
place on an ad hoc basis was a common factor mentioned. The importance of joined up
approaches was commonly mentioned in the literature review of both ESD/GC schools
(Ofsted, 2003; Hren, 2004; Symons, 2008; Jackson, 2007; Shallcross and Robinson, 2008;
Gayford, 2009). However, actively looking for opportunities or “exploiting the

curriculum” (ID Adviser) rather than being tied to it was also seen as important, and two
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advisers stressed that flexibility was useful where schools took time to study a topic when

it arose in the news.

The Gwynedd Green Schools coordinator mentioned that being involved in lots of schemes
such as Green Schools, Healthy Schools and International Schools is helpful. However,
the ESDGC Adviser, reflecting Scott’s (2010) views of fragmented approaches, felt that
this was not sufficient in itself but that seeing the connections between topics and between
school award schemes was the key. Examples were given of schools seeing connections
between such things as the garden or fair trade and entrepreneurship, and realising “it’s
quite easy to do” (PSE Adviser). An example was given of pupils selling vegetables which
they had grown; in another school pupils had set up a business selling fair trade products.

Training, time for development and sharing practice

It was recognized that many of the schools that are seen to be successful in ESDGC had
staff who had attended training events. Training was also noted by Cheadle (2004),
Jackson (2007) and Anderson (2008). Grants to have “a little time out of the classroom”
were noted by the ESDGC Adviser. Those had allowed teachers to work together and
network with others outside of the school. Attendance at conferences was also useful
because schools could share their practice and gather new ideas. Having seen examples of
other schools, they “realise it’s possible and go for it themselves” (ESDGC Adviser). The
influence of examples from other schools reflects the importance of networking to
introduce new ideas, noted by Fullan (1992), Hargreaves (2003) for schools in general, and
by Sterling (2001) and Scott and Gough (2003) for ESD.

Teaching and learning methodologies, resources, partnerships and funding

Using multiple methods was seen as effective where “teachers bring the topic alive by
using artists, artefacts, role play, and all the senses” (FP adviser). Engaging the pupils
through skills-based activities and entrepreneurship activities was also seen to be a
common factor in schools developing ESDGC. The Skills Framework (Welsh Assembly
Government, 2008e) was perceived to have had an influence. Successful schools were
often seen to have international links and many community partners. The International
Dimension adviser noted that taking part in international links and partnerships was a way

for injecting motivation for ESDGC. In the Foundation Phase schools borrowed resources
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such as special topic boxes and used local resources libraries. These successful schools
were seen to have often taken advantage of available grants from, for example, the British
Council and community ventures. This was also noted as a key feature for ESD/GC
schools by Ofsted (2003), Hren (2004), Global Action Plan (2007), EES-SW (2007) and
Jackson (2007).

Success breeds success

Motivating factors and gaining a “taste of success” were also though to be important where
“schools have some sort of recognised success e.g. in a scheme or they receive praise, that
breeds more interest and success and they move on to, for example compete on a national
stage” (ESDGC Adviser).

Interestingly, none of the interviewees mentioned pupil participation as a factor despite this
being seen as a key factor in other ES/GC studies (Ofsted, 2003; Hren, 2004; Jackson,
2007; EES-SW, 2007 and Gayford, 2009).

5.4.2 Factors in schools believed to be less effective in developing ESDGC

In these schools it was perceived that: there was a lack of leadership; the management team
was not active or involved; ESDGC was not a priority in the schools’ development plan;
and it had little status. Often these schools were seen to be doing parts of ESDGC without
recognising it. There was often no coordinator and frequently there was just one person
with an interest working on their own with other staff uncommitted. These factors all
reflect a lack of formalisation of ESDGC which was noted as a key factor in the literature

review.

Training for ESDGC was not given as much priority as other subjects because, perhaps, of
Estyn inspection priorities to key subjects such as mathematics; these aspects were dealt
with first and schools were perceived as “not yet ready” or “not in the right place yet”
(Anglesey Healthy School) to develop ESDGC.

There was little planning and ESDGC was not “seen as an opportunity for the curriculum”

(ESDGC Adviser). The issues of time and initiative overload were raised. “It just depends
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how much time is available with schools so busy these days” (Gwynedd Green Schools).
This aspect of competing priorities is a common barrier noted by DFID (2003), Cheadle
(2004), Jackson (2007), Anderson (2008) in research on ESD/GC. In fact Jackson noted
that ‘The most important [barrier] is lack of time to developthe planning and staff

development’ (p. 50).

Jackson (2007) also noted that successful school leaders see sustainability as a broad
agenda. In this current study, the LEA officers saw teachers in less effective ESDGC
schools as having a lack of understanding of ESDGC, not seeing links with other
curriculum areas and school schemes and often having a lack of confidence in carrying it
out. The ESDGC adviser put it succinctly,
“My worry is that they [don’t]have a grasp of the big picture and perhaps that
schools are not necessarily making the connection between what is exciting this
year with what was exciting last year.... It’s exciting and inspiring but the big

picture is perhaps lacking.”

Because of this a self-perpetuating cycle occurred: there was a perceived initiative
overload, resulting in ESDGC being given even lower priority by the school when
choosing training courses. Lack of training in turn affected teachers’ understanding of, and
skills in developing ESDGC and resulted in a lack of information about resources and
potential agencies that could help them. This lack of understanding and piecemeal
approach was noted by Ofsted (2008) for schools in England and also by Estyn (2006) for

schools in Wales.

There appeared to be a need for guidance to “point out that they can gradually build bits
in, but don’t need to do it all at once” (Primary Adviser). This may point to a gap in the
existing guidance in Wales or simply to a failure to read it. Lack of continuity of training
was also seen as important, for example, where a teacher may attend one course but be in
need of further support. Less effective ESDGC schools were also seen to be less likely to

share experiences with other schools, perhaps working in an ESDGC void.

Lack of funding for training was also seen as an important factor. If a school was unaware

of, or did not take advantage of funding opportunities they would afford less time for
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training or time out of the classroom for development. The impact of the level of
deprivation in the community was highlighted as being possibly positive or negative. In
areas designated as deprived areas there often appeared to more funding available for
schools, however the impact of the nature of the area sometimes negatively outweighed

this in a lack of community relations.

5.4.3 Summary of LEA officers’ view on factors affecting ESDGC in schools

In summary, many of the factors mentioned by LEA officers were similar to those
mentioned in the literature on ESD/GC schools and innovative schools. These were:
leadership and commitment, formalisation of ESDGC in the school; key dedicated,
enthusiastic players; and taking a joined-up approach. It was seen to be important to use
training and guidance, first to increase awareness of what ESDGC involves and its
interconnectedness with other topics, and secondly to improve the knowledge and skills
base of how to address it and where to obtain resources to do so. Networking which
enabled sharing and gaining ideas from other schools and involvement in international

partnerships were also seen to be important.

5.5 ESDGC SUPPORT IN NORTH-WEST WALES

This section explores and documents the types of ESDGC support that had been available
to schools since 2002 when the first ESDGC guidance was published (ACCAC, 2002).

This data was gathered from several sources. First, in their interviews, the seven Local
Education support officers were asked about the type of support they offered schools; they
were also asked their views on the effectiveness of their own support, the support of other
organisations, and the degree to which they collaborated with each other and with other
support organisations. Information from a survey of ESDGC support organisations
provided information about other support from outside of the LEAs. In addition further
information about ESDGC support, its evaluation by teachers and networking activities
was gathered from relevant reports such as those of the North-west Wales ESDGC Forum
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(ESDGC N-W Wales Forum, 2006; 2007; 2008; 2009) and the World Education Centre
(WEC, 1996-2009)

55.1 Local Education Authority support for ESDGC

There was evidence of substantial amounts of support given to schools by LEA and Cynnal
officers. As well as support from the Humanities Adviser who has a brief to promote
ESDGC in these counties, there was support from other advisers, support from the
Anglesey and Gwynedd Green Schools Scheme and from the Welsh Assembly

Government Healthy School scheme which has a full-time officer in every county.

Support before 2000

Support on ESDGC topics predates the ACCAC (2002) guidance. The humanities adviser
who was in role from the early 1990s provided, in my opinion, excellent courses for
teachers which dealt with preconceptions of other countries, stereotyping and
interconnectivity. He introduced these topics through termly themes on topics such as
food, water and weather. Many of the teachers still in schools today remember these
courses. His legacies include a teaching photo pack and video on Lesotho which have
been used in almost all schools, and the Anglesey and Gwynedd Green Schools scheme
which he founded in 2000.

ESDGC support from 2000 to 2010

The following information on recent local authority ESDGC provision has been sourced
from the interviews with LEA officers. Cynnal, the advisory body for most of north-west
Wales has provided, and still provides, courses specifically on ESDGC to regional primary
school cluster groups. These are held on dedicated school training days to avoid the need
for supply costs. Up to the time of the interviews in 2009 two courses were held in the
autumn and summer terms with approximately twelve to fifteen teachers on each course,
reaching between thirty and forty-five teachers each year. These courses were voluntary
and primary schools had to choose whether or not they wished to attend these or other
competing courses. This meant that there was no guarantee that every school would

receive training and also that it was unlikely that many teachers from any one school
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would have the opportunity to attend. Course content had included: information about the
nature of ESDGC and how to introduce it in PSE; the potential for an international
dimension; information on funding for school linking; and examples from teachers in
schools which had been developing ESDGC. Non-LEA organisations such as the North
Wales Wildlife Trust’s wildlife garden officer, the fair trade schools officer and the World
Education Centre often provided input to these courses. A voluntary session on the

international dimension was planned for the Primary Head Teachers’ Conference in 2009.

In addition to these courses, the Humanities adviser also included some aspects of ESDGC
in her Humanities courses and she also visited some schools on a one-to-one basis and
provided some after-school sessions to schools and cluster groups on ESDGC. Individual
schools often requested this support on ESDGC when a school inspection was due.

International Dimension

The International Dimension adviser also answered occasional calls for help from schools
and had visited one primary school. She kept examples of schools’ work to show to other
schools and had done so in one of the PSE ESDGC courses mentioned above. At the time
of the interview she was also a member of WIDE (the Welsh International Dimension in
Education advisers, a subgroup of the Welsh Directors of Education Group). As part of
this role she had helped to organise one training course a year in north Wales on the
international dimension. This was usually attended by around 30 teachers from across all
six north Wales counties. Her involvement in WIDE finished in 2010 due to competing

priorities in the advisory service.

Foundation Phase support

The Foundation Phase Officer interviewed had a special interest in ESDGC from her
earlier teaching career, when she had been part of an international partnership, acted as an
ESDGC mentor to other teachers and studied master’s level modules in global education.
She had been delivering several types of training. These included compulsory Welsh
Assembly Government (WAG) Foundation Phase training where ESDGC was mentioned
but not given prominence, and dedicated, but voluntary, ESDGC courses for Cynnal which
looked at the relevance of ESDGC in all seven Foundation Phase areas. The latter courses

were run over two academic years from 2008 to 2009 reaching around 150 teachers in
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Gwynedd and Anglesey. She was also commissioned by the north-west Wales ESDGC
Forum and the World Education Centre and to run four extra courses in Conwy and
Gwynedd for around fifty teachers. Subsequent to these, four teachers were funded to
support eleven other schools. She also visited some schools and had prepared boxes of
resources for lending to schools; they were very popular and had a waiting list. This
officer returned to work in a school in 2009 and at present these ESDGC courses are not

being offered.

The Anglesey and Gwynedd Green Schools scheme

This scheme has been running since the year 2000 and supports a high proportion of
schools. It has a dedicated officer in both counties. In Gwynedd eighty-two schools (78%)
have either already achieved one of the awards at Bronze, Silver or Gold level or are
working towards one of these. There is a similar percentage of schools taking part in
Anglesey. Because this award was designed before ESDGC was officially promoted it has
mostly dealt with environmental aspects of school life and learning; schools have only
been expected to deal with the global dimension at the gold award level. However, the
criteria were re-written in 2009 to include every aspect of ESDGC at all learning levels
from Foundation Phase to secondary school. Schools received information on this in early
2010.

Wales Healthy School scheme

All schools in Gwynedd and Anglesey now take part in the Healthy School scheme which
has the potential to deal with many aspects of ESDGC. This scheme is supported by the
Welsh Assembly Government and provides a full-time officer in each county and supply
cover to enable schools to attend training events. In Anglesey, the Healthy School Officer
had drawn particular attention to ESDGC, mapping parallel activities in the two schemes.
She had run an ESDGC training session for teachers from all the county’s schools using
resources borrowed from the World Education Centre (WEC), a development education
centre in Bangor University. She purchased a copy of the resource Let’s Eat (Oxfam,
2003) for all primary schools and drew teachers’ attention to the WEC resource library.
She also ran a workshop on ESDGC and Healthy School for thirty-five primary teachers at

an ESDGC schools’ conference in January 2008 where she again introduced examples of
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resources and schools’ portfolios. She stressed that ESDGC was just a part of her Healthy

School remit.

In the Gwynedd School scheme ESDGC was flagged up, but to a lesser extent. The
coordinator said that this was because the Gwynedd scheme is run through the local health
service rather than through the LEA as in Anglesey. She did, however, know about the
relevance of ESDGC to Healthy School and drew schools’ attention to it although she
could not guarantee that all other Healthy School deliverers in the county did so. She
introduced aspects which are overtly relevant to PSE, but also to ESDGC, such as circle

time, cooking and sex education.

Reasons for supporting schools with ESDGC

Several reasons were given by the advisers and coordinators for providing ESDGC
support. Firstly, ESDGC now has a raised national profile and is an aspect inspected by
Estyn for which schools request support. Secondly, it is a theme within the statutory
Personal and Social Education, for which LEAs must provide courses. It was also seen as

“useful as it joins things up, makes connections.” (PSE adviser)

Amount spent on LEA support

The advisers said that it is difficult to estimate the amount of funding which goes towards
ESDGC in the two counties. This is because none of the advisers deals solely with
ESDGC and none of the schemes at the time dealt with ESDGC in its entirety. Of course
this depended on how widely the definition of ESDGC was interpreted. It could be argued
that both the Healthy and Green School schemes are a major aspect of ESDGC. In this
case the costs of the four full-time officers could be attributed to ESDGC support.
Certainly the Green Schools scheme would play this role from 2010.
A proportion of the Cynnal officers’ roles is dedicated to ESDGC but they were unable to
give concrete figures of this percentage of their time. The Primary adviser gave these
figures for running training courses:

e (Cost of ‘Training in post’ courses (i.e. courses paid for by the LEAs) and held

outside of the LEA buildings: £85 - £99 per teacher per day.

e Cost of advisory personnel for these courses: £545 - £570 per day
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e With a maximum of three courses held for around 45 teachers this would give an
estimated cost of around £5,200.

e The cost of delivering day courses not included in the ‘Training in post’
programme is £626 - £750 a day. With a further five courses, including the
Foundation Phase ESDGC courses this would contribute another £2800. Individual

schools would pay the cost of attending these courses.

When visits to individual schools are counted, with an average of 30 half-day visits per
year then a further maximum figure of £8,250 could be added. The additional time spent
by the ESDGC adviser attending ESDGC Forum meetings and other associated meetings
would add another four days i.e. £2,200. In total, and as a very wide and possibly
inaccurate estimate, Cynnal and the Local Education Authorities may have been
contributing around £20,000 per year on ESDGC support to primary schools. This, of
course was in addition to the support given to Green and Healthy schools which could each

add another £60,000 per year for salaries and courses.

Methods of evaluation of LEA and advisory staff support

All Cynnal-run courses are evaluated by an end of course evaluation form. After each
school visit a report is sent to the school and the LEA. Both the Humanities and PSE
advisers felt that they needed further follow-up evaluations some time after the courses.
The PSE adviser had once tried sending out a questionnaire to 10% of the schools on his
courses and although the response was generally positive some felt it was sent too soon
after the event to show change. Healthy School courses are assessed by an evaluation
form. Both the Healthy School and Green School schemes ask schools to provide a

portfolio of their work. This is assessed by external assessors.

Officers’ perceptions of the effectiveness of their LEA support

All advisers and coordinators reported that course evaluations had been positive. The
Humanities/ESDGC adviser felt that the courses were useful in helping people see the big
picture but that they could also cause panic because the area was so big. The International
Dimension adviser suggested that although things were moving in the right direction there
was still a lot of work to be done to reach all schools, especially secondary schools.
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The Foundation Phase advisory teacher felt that there were now “lots of teachers knowing
where to start and willing to explore ESDGC”. She also said that the follow-up that she
had seen in schools was very positive “seeing what’s delivered actually being delivered on
the floor” and that schools needed the one-to-one support at times. She also had many
follow-up phone calls for further help. Healthy School schemes were also felt to be
appreciated by teachers. In Gwynedd, the Healthy School circle time and classroom
healthy cooking were perceived to be very successful and in Anglesey the coordinator was
pleased to note that that Healthy School work had been highlighted positively in every
school inspection. She commented “| feel that schools are happy to have new ideas”.
Again, this reflects the benefits noted in the literature review of introducing teachers to
ideas from outside of school. It was interesting to note community links. The Gwynedd
Green Schools coordinator mentioned, “the children enjoy the work and it’s spreading to

the community. | hear about it when I go into schools!”

Evidence of collaboration and joined-up thinking within the Local Authorities

There was considerable evidence of collaboration and joined-up thinking both between the
advisers themselves and between them and other organizations (Figure 5.1). The PSE,
International Dimension and Humanities/ESDGC officers worked closely together,
planning courses and support. Everyone interviewed, advisers and coordinators alike,
mentioned how helpful the Humanities/ESDGC adviser had been. She had had meetings
with each of them, and given guidance on ESDGC fitted how fitted into their area of work.
She had also held meetings for all Cynnal subject advisers to keep them up to date with
ESDGC developments. The Modern Foreign languages (MFL) and International dimension
adviser felt that, because of this, all Cynnal advisers are aware of the importance of
ESDGC and how to incorporate it in their subjects. It is known that ESDGC has also been
introduced in primary mathematics courses and a training day on ESDGC in primary
science was planned for February 2010. The Science adviser took part in an ESDGC
conference in 2009. The Humanities/ESDGC adviser worked very closely with Green

School schemes for which she had responsibility.

The Healthy School coordinators met regularly with each other and others in north Wales
and the ESDGC planning document developed by the Anglesey coordinator had been

shared with them. The Healthy School coordinator in Anglesey regularly worked with the
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skills, an area for which the HumanitiessESDGC officer also had responsibility.. Both the

Green Schools and Healthy School coordinators worked closely with other providers in the

LEA such as sustainability, biodiversity, waste and energy efficiency officers. As

mentioned above the Green Schools award criteria were being re-written to include strong
references to ESDGC and to Healthy School.

Figure 5.1 LEA officers’ and school advisers’ collaboration on ESDGC
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5.5.2 LEA officers’ views on the impact of national guidance documents

Only the Gwynedd Green School and the Gwynedd Healthy School coordinators were not
very familiar with the Welsh Assembly Government ESDGC guidance documents (Welsh
Assembly Government 2008b; 2008c). All of the others were familiar with them and felt

them to be of use to themselves and to their schools. The PSE adviser noted,

“It’s been a help from the point of view of preparing courses, introducing it, to
give the context for PSE and thematic work. Generally | welcome the whole thing,

the link to skills and the self assessment forms”

These documents had been shared with schools on courses. The Humanities’/ESDGC
coordinator was pleased that Wales had put Education for Sustainable Development and
Global Citizenship together and felt that the new, more flexible curriculum, along with
attention to ESDGC in subjects, would enable schools to develop more interesting and
exciting projects. She felt that,

“it raises the profile at a time when it is also upfront in the press — that is, there is

a connection between that which is happening in schools and the world itself.”

The Healthy School coordinator had found the document of use when mapping parallel
activities in the two schemes. The Foundation Phase officer felt that it would take some
time to be embedded, as had been the case with the introduction of the Foundation Phase.
She described the similarity between the two initiatives,

“we are going toward the same goals. We share the same values, the same
principles and the themes are easily brought into the new curriculum, so definitely,
it’s about child-centred learning, about skills and about different learning styles.”

Despite the Welsh Assembly Government documents being seen as useful, most felt that
although most schools were probably aware of them, and some had used them in planning,
there were still quite a few others had not yet spent much time looking at them. However,
they could only really comment on the relatively small number of schools they had worked
with. One of the Healthy School officers said that she had seen no evidence of schools
finding the documents by themselves, suggesting that training sessions were important for

their introduction.
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5.5.3 ESDGC support from other organisations

As noted in the literature review there was a range of organisations working to support
schools with ESDGC. A number of these were active in the study area. Table 5.3 lists
those, supporting primary schools, which responded to a survey conducted in January
2008. Many of these organisations reached a substantial number of schools and teacher
trainees, with some noting that uptake would have been even higher if schools did not have
to pay. Some, such as the north-west Wales ESDGC Forum, the World Education Centre
and the Bangor University master’s level modules, provided comprehensive ESDGC
support across its whole range, others supported particular areas of ESDGC, for example
the fair trade support, Oxfam’s right to education project, the Forestry Commission
woodland learning and the Eryri National Park support. Some of the courses were
validated to maintain a high standard. These included the master’s modules described

above and the DFID Global School Partnerships courses (www.dfid.gov.uk/get-

involved/in-your-school/global-school-partnerships, accessed 16/03/12) which were

validated by the Institute of Education in London. The latter addressed many of the

controversial issues that arise within school partnerships.
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Table 5.3 ESDGC support for primary schools in north-west Wales

Support per year (all approximate)

No of Approxno. | NoITET
Name Brief description of major initiatives schools teachers trainees
Cynnal Teacher courses — ESDGC 35 ditto
Advisory Humanities, 30
service and International schools 30
Local authority | Foundation Phase ESDGC 50
support Green Schools, 130
Healthy School, 150
Individual school support Approx 20
ESDGC north- | Co-ordinating EES N-W Wales forum; organising 2 very successful 35 35
west Wales ESDGC teachers’ conferences and 4 CPD events for secondary teachers
Forum in different subjects; 6 small grants for schools” ESDGC development/
year.
ESDGC newsletter for all N-W Wales schools 300
World 2001-04: ESDGC ITET support project; continuing school support in 30 130 (100 350
Education 2006-7; primary)
Centre, 2008-11: ESDGC mentor projects helping schools to develop ESDGC 60 primary
Bangor through the support of experienced mentor teachers (80 schools/year) plus
University eight CPD events for primary and secondary teachers.
(BU) 2009: Fairtrade schools support 22 primary
2010: Oxfam Education for all project supporting primary schools 22 primary
2009-11: Global School Partnerships courses at levels 1 (2010), 2 (2009) 45 over 3
and 3 (2011) with 30, 8 and 7 teachers respectively, (validated by the years (42
Institute of Education and run by validated trainers) orimary)
BU College of | Part-time MA course in Global Education; 5 MA Global Education 4 primary 4
Education and | modules offered: Introduction, Methods, Interdependent World,
Lifelong Sustainable Change, Citizenship and Global Justice.
Learning
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Careers Wales | Gaining the support of workplaces to run workshops on health & 50 primary, | 140 0
- NW environment for primary and secondary pupils. Supporting Professional 10 sec.

Development Placements for Teachers in environmental and industrial

education, music and craft, containing different ESDGC themes and

elements, with the support of employers.

School presentations and workshops; Individual & group support to 80 primary | 80 30
Fair Trade teachers. Stands at events, literature & resources. FT conference (15
Wales - NW schools) teacher peer help and advice
Dolen Lesotho | Programme to educate people with learning difficulties about the 30 70
Cymru Millennium Notes of Development of the United Nations - developing

training and an educational pack and educational resources. Teacher

placement programme in Lesotho. Teacher and pupil exchange

programme
Eryri National | Pupil activities on natural environment 3500 pupils/ | 10 5
Park 175 schools
Centre for Work with Design And Technology in schools, including the 300 200 150
Alternative Sustainability Handbook. Development of activities on the Eco footprint, | (primary/
Technology particularly Where's the impact project(Primary schools) secondary
Forestry Raising awareness of the use of woodlands as a learning resource with 600 across | 700 200
Commission links to recreation and health. Expansion of Forest School as a method of | North
Wales woodland based learning delivery — 8 inset days on Anglesey Wales
Moelyci Education project developed since 2008, starting school visits linked to 8 mostly 35
Environmental | the curriculum, delivered teacher training days, organised a range of primary
Centre courses for the public. Sustainable barn renovation for classroom space
North Wales Support to develop school gardens 20/year
Wildlife Trust (many

primary)

Snowdonia Rags2Riches project making bags from old material. Invasive species 10 (not
Society eradication, General Conservation actions. specified)
Christian Aid | Educational peer support work (secondary pupils), raising awareness and | 5, mostly

understanding of HIVV/AIDS + support to Fair Trade Schools meetings secondary
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5.5.4 LEA knowledge of, and collaboration with, other ESDGC support

organisations outside of the Local Authorities

All the advisers and coordinators were aware of many other ESDGC support initiatives;
they worked closely with them and relied on some to complement their provision. Most of
the organisations listed in Table 5.3 were members of the north-west Wales ESDGC
forum, together with LEA advisers and some teachers; this provided useful three-monthly
meetings where experiences could be shared. The ESDGC/Humanities Adviser chaired
this forum from its inception until 2009, and in this role had helped promote several
ESDGOC training events, a regular newsletter for schools and two well-attended ESDGC
schools conferences at which many support organisations gave presentations and
workshops. These events were noted by all the advisors as being very useful for schools.
Notably, the ESDGC 2009 conference was mentioned by three advisers with the
International Schools adviser stressing that it was “very good for raising awareness and
sharing good practice”. In her capacity as chair of this forum the ESDGC adviser noted
the value of the events for teacher networking,

“l am pleased we have offered grants to schools, have organised training activities

for teachers and offered two conferences. This has allowed teachers to work

together and network and perhaps to have a little time out of the classroom to
concentrate on ESDGC. This isn’t as likely to happen on a general subject training

’

course.’

This was supported by evidence in the end of year ESDGC forum report (N-W.W. ESDGC
Forum, 2009). This stated that teacher’ evaluations of the event had been extremely

positive.

The ESDGC/Humanities Adviser had also been involved in Welsh Assembly Government
panels for development of ESDGC resources and had been commissioned to produce a
new resource for schools. She worked closely with the World Education Centre (WEC) in
Bangor University on ESDGC Forum activities, where WEC organised the forum events,
but she also promoted WEC as a resource to schools and supported the DFID-funded
ESDGC support project which had been working with eighty local schools, using local

teachers as peer mentors. She commented,
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“WEC is an extremely useful link. It’s very easy for me and other advisers and
also for schools to lift the phone and hope that someone from WEC can answer our

question, help with plans or help with resources. We are very fortunate with this.”

The Anglesey Healthy School coordinator, the International Adviser and the Foundation
Phase officer also worked closely with this organisation. The International adviser, PSE
adviser and Healthy Schools officer had also all attended the north-west Wales ESDGC

Forum meetings at least once a year and contributed to workshops and conferences.

Also, as mentioned above, the International Dimension (ID) Adviser was a member of
Welsh International Dimension in Education group (WIDE) and through this liaised with
other International Dimension advisers across Wales. She also attended locally organised
DFID Global School Partnership training sessions for teachers run by the World Education
for the British Council.

Figure 5.2 LEA Officers’ and Advisers’ links with ESDGC support organisations
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The Anglesey Healthy School Officer had been involved in organising a Fair Trade
schools conference with the north-west Wales Fair Trade officer, Christian Aid and other
organisations; most advisers were aware of the Fair Trade schools award. She also worked
with the Forestry Commission education officers. The Green Schools’ Officers worked
with the local recycling venture, energy efficiency officers and with North Wales Wildlife
Trust Wildlife Gardens’ officer who had helped many schools develop gardens. This latter
organisation was particularly noted as being “very worthwhile” (ESDGC adviser). Most
officers were aware of the Eco-Schools scheme but not closely involved with it; the Green
Schools scheme has begun before the promotion of Eco-schools in the area and most

schools had worked with the former, although some were now also becoming Eco-schools.

These wide-ranging links both between LEA support officers and with other support
initiatives would have ensured that a flow of information on ESDGC would be constantly
generated and reflected upon. This should have benefited schools by injecting new ideas
and expanding their understanding of the breadth of ESDGC as suggested by Sterling
(2001) and Scott and Gough (2003). However, the plethora of support initiatives was seen
as both positive and negative. The PSE adviser commented:

“In some ways the variety on offer is good as it opens schools’ eyes but it can also
be negative in that it can give initiative overload. This leads to schools doing a bit
of this, a bit of that but not joining it up to see the whole picture.”

This was also noted by Estyn (2006a).

5.5.5 LEA advisers views on further support needs

One adviser said “just continue”. Two advisers felt that there was not enough continuity of
training, that there was a need for more follow-up visits but that these were limited by the
time available. Most agreed that more people were needed for support and further funding
was needed to release teachers for ESDGC development planning. Schools needed to have
a dedicated coordinator who had time to help with planning and who could communicate
ESDGC to all staff. It was felt that ESDGC needed to be mapped to all the other schemes.
This had been expected nationally for some time. A contact point such as the World
Education Centre was seen to be needed to provide information on different types of
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support, to provide resources; and to critique new resources before they were offered to
schools. The Healthy School coordinators were fairly satisfied with their schemes and the
Green Schools coordinator said that although their new criteria give prominence to
ESDGC they would not see the benefits for another year.

5.6 SUMMARY AND DISCUSSION OF ESDGC SUPPORT

The section above has shown the effort that was put into the development of ESDGC in
north-west Wales. LEA officers appeared to take ESDGC seriously and tried to provide a
reasonable level of support. However, ESDGC competes with other priorities and the
general feeling of the education advisers was that they felt schools could do with more
comprehensive support. Those providing support to specific related areas such as Healthy
School and Green School were generally satisfied with their level of support. There was
considerable liaison between LEA support officers. There was also considerable support
from other organisations outside of the local authorities and substantial collaboration
between local authorities and these support organisations. Some of this collaboration was
done on an individual local authority officer basis, however, the local ESDGC forum
provided a particular mechanism for networking with other support organisations and for
coordination of this support. This had led to some collaborative ESDGC support events
which demonstrated the breadth of ESDGC and which appeared to have been worthwhile
for teachers. Although it was not possible to work out how many schools received
comprehensive support across the full range of ESDGC aspects, it was clear that many
were receiving some kinds of support. It was likely also, as noted by Jackson (2007), that
certain schools with an interest in ESDGC would have taken full advantage of this support.

This will be investigated in the case study schools.

Figure 5.3 presents a model of this regional support and development based on a
framework of a second generation activity system (Engestrom, 1987). This model is a
useful way of envisualising regional ESDGC development. It illustrates how a regional
group of players wishing to develop ESDGC e.g. LEA officers, support organisations and
the local ESDGC forum, i.e. Engestrdm’s community, worked together to help and
encourage schools to develop ESDGC (the object). They used national and regional tools

such as policy guidance and funding and local tools such as training courses, conferences
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and peer education support (Engestrém’s tools). The ‘rules’ included the description of
ESDGC in WAG guidance documents, the pupil-centred, skills-based nature of the revised
curriculum, subject orders, and the ESDGC questions on which school inspections focused.
Division of labour occurred according to the specialities of the group members, for
example some provided specialised courses, others coordinated support. However this was
not a simple process. As noted by Engestrom (2009) it included groups with different
purposes and values, for example there were NGOs wanting to promote their particular
cause, the LEA wanting to see schools’ develop ESDGC as a whole, and schools looking
for new ideas; this required discussion and time to come to an agreed meaning and

purpose.

Figure 5.3 Second generation activity theory (Engestrom, 1987) applied to regional school
development. Engestrom used an oval shape to indicate that the object included surprise
and revelation.
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WAG documents e.g. ESDGC: A Common Understanding (WAG
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Because the members of the local ESDGC Forum were all coming from different
communities of practice, with different purposes and values, it may be more appropriate to
describe this collaboration as a meeting of several activity systems, i.e. as Third generation
Activity System (Engestrém, 2009). This was described in Chapter 2. The common object
would be the same as in Figure 5.3 above. This would be a similar situation to that
described by Norcliffe and Bennell (2010) for the national development of ESDGC policy,
but in this case the communities were meeting at a local level. The meeting of different
groups could also have encouraged each other to re-examine their existing ways of

thinking, sparking new ideas for their own future support.

5.7 CHAPTER SUMMARY

This chapter has outlined the way in which the analysis of results is presented. It has
described the views of local education authority support officers on schools’ levels of
ESDGC development and shed some light on factors affecting these developments. It has
shown that although some schools were believed to be doing ESDGC well, the consensus
of LEA officers was that provision in the majority of schools was fragmented. Key factors
affecting schools were felt to be: commitment of the head teacher; enthusiastic teachers
and coordinators; attendance at training events or time out of class to develop ESDGC; and
the ability to exploit opportunities for ESDGC in other areas of the curriculum. In general,
schools were believed to be doing more environmental than global dimension activities,
but it was recognised that a small number of schools were doing some excellent global
work, often through international partnerships. Schools in general were thought to
prioritise other areas of the curriculum before ESDGC and many were seen to have
delayed ESDGC development as a result. There was seen to be a need for more guidance
for schools on the breadth of ESDGC and an ESDGC contact point for schools.

The study has also shown that the local authorities and other organisations in the study area
had given a considerable amount of support to ESDGC development although it was still
felt that more general support was needed. There was evidence of collaboration between
Local Authority officers and also of support mechanisms to ensure that all LA advisory
staff were aware of ESDGC possibilities. The LA officers also collaborated with other

ESDGC support organisations, using them to complement areas of support. A regional
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ESDGC forum encouraged networking. This working together was presented as an
example of second generation activity system (Engestrém 1987) with an alternative

proposition of it being represented by a third generation activity system (Engestrom, 2009)

As noted earlier, the findings of the LEA interviews informed and influenced the design of
the research study on the five case study schools. The more general findings discussed in
this chapter will now be compared with those from the case study schools in the next five

chapters.
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CHAPTER 6 CASE STUDY SCHOOLS PART 1
PROFILES OF THE SCHOOLS

This chapter commences the analysis of the case study schools. As described in Chapter 4,
these were all primary schools of various sizes and locations in north-west Wales. They all
were said to have good education standards (from school inspection reports), to have been
developing ESDGC for some time and to have received some kind of positive recognition
for the standard of their work. The analysis draws on the thirty-three interviews with
teachers, on the thirty-four survey responses, on twenty-seven network questionnaire

responses and on focus group interviews with pupils in years five and six.

This first chapter begins exploring answers to Key Question 1, i.e. What are the
characteristics of schools recognised for their ESDGC practice? It explores the following
questions:

vii.  What kinds of learning and teaching activities do they carry out?

viii.  What kinds of learning and teaching methodologies are used?

iX.  Are pupils given opportunities to participate meaningfully in the life of the
school?

A brief profile of each school is presented, followed by a comparison of each school’s

teaching and learning activities and strategies for learning.

6.1 CASE STUDY SCHOOL PROFILES

The case study schools varied in size and location. Table 6.1 provides a brief description

of each school. The schools have been given pseudonyms.
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Table 6.1 Description of the study schools

Chapter 6

Faban Llefn Gyrn Bera Drosgl

Number of 233 244 100 26 96
pupils
Number of 11 10 6 2 7
teachers
Situation town village village, rural village,

adjoining rural rural

small town
Proximity to | close close far far far
key ESDGC
training sites
General good (2010) | good (2010) | good with good with good with
education outstanding | outstanding outstanding
standards features features (2008) | features
(from recent (2008) (2008)
inspection
report)
ESDGC global global outstanding | sustainable outstanding
mention in citizenship citizenship development attention to
recent plays outstanding; ‘good with awareness
inspection important good outstanding of ESDGC
report part attention to features’;

environmen global

-tal learning citizenship -

‘outstanding
feature’

% free well below higher than | below well below about
school meals | average 4% | average average average 4% average
(Combined 21% 10% 13%
county
average
15%)
Pupils of high very low none very low very low
Ethnic
origins other
than English
or Welsh

6.1.1 Faban School

Faban school is a church controlled primary school situated in one of the key towns in

north-west Wales. At the time of the study it had around 233 pupils with an intake of

around 25% from various nationalities with neither English nor Welsh as their first
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language. The number of pupils entitled to free school meals was around 4%, very much
lower than the county average. It is a pleasant looking school, housed in modern buildings
and, although on a main road, it is surrounded by playing fields; there is a small garden at
the front. Inside the school were many colourful displays of children’s work. These
displays reflected the multicultural make-up of the school as well as its international links,
for example there were exhibitions about racism, children’s art, children’s countries of

origin and their work with a school in a southern Asian country.

The head teacher had been in post for around 10 years and had been a teacher in the school
for over fifteen years. There was an ESDGC coordinator as well as other teachers with
responsibility for Green Schools, Healthy Schools, the School Council, Personal and Social
Education and one who taught a special ‘diversity and skills’ unit. Teachers’ profiles with
responsibilities are given in Table 6.2. The school had a relatively large number of young
teachers with nine of the eleven being thirty-five or under, and three under twenty-five
(table 6.3). Five teachers had been teaching for four years or less; one of these was a

newly qualified teacher. There was only one male teacher.

ESDGC provision had been audited in the school, firstly against the Oxfam criteria for
Global Citizenship (Oxfam, 1997; 2006) and the Gwynedd and Anglesey Green Schools
scheme (Cynnal, 2000) and then more recently against the Welsh Assembly Government
criteria in the ESDGC Common Understanding (Welsh Assembly Government, 2008b).
ESDGC had been planned into class activities and subject teaching and links made to
whole school schemes. The school was working towards Gold level of the Anglesey and
Gwynedd Green School’s award and towards Eco-School status; it was a Healthy School.
It had achieved the full accreditation for the British Council’s International School award

(ISA) (available at: http://schoolsonline.britishcouncil.org/International-School-Award,

accessed 13/03/2012). There was an active school council with individual class councils

feeding into this.

There was no separate strategy for ESDGC but there was a prominent statement on global
citizenship on the school’s website, based on the Oxfam (2006) explanation; this statement
explained why the school thought it was beneficial to the pupils. The school had an active

link with a school in southern Asia and a less developed link with a Chinese school. Some

151


http://schoolsonline.britishcouncil.org/International-School-Award

Chapter 6

parents contributed to school ESDGC activities and the governors were said to be

supportive.

Table 6.2 Faban school teachers’ profiles

Class(es)
Teacher | taught Special responsibility Age Gender
1F Head teacher over 45 F
Key stage 1 Coordinator Geography & i
2F yr2 | Global Citizenship, ESDGC 26-35 F
Information and
3F Key Stag(i é Communications Technology 26-35 M
y (ICT) Coordinator
4F Key Stag};/i é Maths and Music 26-35 F
5F | Key Stage 2 Newly qualified teacher | 25 or under F
6F Key Stag);/? é Art, Design and Technology 36-45 F
e Key Stage 2 Coordma?o_r PSE, Hea!th, 26-35 F
yr 4 Religious Education
Healthy School, Key Stage 2
8F | Keystage 1 PSE diversity unit 26-35 F
Foundation . :
9F Phase, Physical Edugatlon 25 or under F
. Coordinator
reception
Foundation .
10F Phase, Respon5|b!e for the 36-45 F
. Foundation Phase
reception
11F | Keystage 1l Foundation Phase MUS'C 25 or under F
Coordinator
Table 6.3 Faban school teachers' age profiles
Age 250r | 26-35 36-45 | Over
under 45
Number of teachers 3 6 1 1

Both groups were kept informed of school ESDGC activities through the school newsletter

and reports

respectively.

The school was inspected in 2010 and the inspection report positively mentioned pupils’

understanding and experiences of global citizenship, learning through school international

partnerships, activities to develop pupils' recognition of sustainability and the environment, and
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the way in which the school emphasised the importance of appreciating diversity in their daily

life and work.

6.1.2 Llefn School

Llefn School is situated in a council estate in a village at the foot of the north Wales
mountains, close to a small town. The playground is mostly concrete, and, due to a high
level of vandalism, it is surrounded by high wire fencing. Inside, however, there were
colourful displays of children’s work including a large display on skills for learning which
features people from many cultural backgrounds. There were around 240 pupils with
around 21% entitled to free school meals, above the county average and considerably
higher than in the other four case study schools. The majority of pupils had Welsh as their

first language.

At the time of the study there were ten teachers in the school, two of whom were part-time
and job-shared. The majority were in the 36-45 age group; one was a newly qualified

teacher, one of two male teachers in the school.

The school had made many innovative advances in ESDGC and had a high profile across
Wales and the UK for its development of global partnerships and ESDGC. It had a
comprehensive policy for ESDGC which outlined roles and responsibilities, aims and
targets. There had been a dedicated ESDGC coordinator for some years and there was also
a teacher responsible for both Green School and School Council and another who had
responsibility for Personal and Social Education. The school had an inspection in 2011
which stated that the school gave good attention to environmental learning and that global
citizenship was outstanding.

ESDGC occurred throughout the school, in lessons, in whole school activities and it was
evident in the school ethos and conduct. School awards played a large part in Llefn
School’s ESDGC development. At whole school level it was a Green School working
towards Gold level, a Healthy School and a Fairtrade school. It had achieved the full
International School Award (ISA) and had active partnerships with schools in the

Caribbean and China. These partnerships were a major feature of the school activities and
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included much more than simple cultural exchanges. There was an active School Council

which included pupils, teachers, ancillary staff and school governors.

Table 6.4 Llefn school teachers’ profiles

Teacher | Classes) taught | Special responsibility Age Gender
1L Head teacher | 36-45 F
Coordinator Geography,
oL Key Stage 2, yrs ESDGC, Fairtrade, Modern | 36-45 =
5and 6 Languages, French and
Mandarin Club
Head of Foundation Phase, RE,
3L | Foundation Phase PSE coordinator, Healthy | 36-45 F
School,
Key Stage 2, | Green School, School Council, i
AL yrs5and 6 Technology and Science 36-45 M
Key Stage 2, yrs . 25 or
5L 3and 4 Newly qualified teacher under M
6L Foundation None | 26-35 F
Phase, reception
Management team, Art
7L Key Stage lg;]rg ; Curriculum leader, Music, vag F
History, Welsh
8L Key Stage 2, Subject coordinator/ maths | 26-35 F
years 3 and 4
Key Stage 1, job Subject leader, Design i
oL share with 10L Technology 26-35 F
Key Stage 1, job n
10L share with 9L Not known : F

6.1.3 Gyrn School

Gyrn school is in a village close to a small town in west Gwynedd.

It is situated on the

outskirts of the village but within easy reach by foot. Its catchment area includes the

village, surrounding hamlets and countryside. There are just over one hundred pupils.

According to the most recent inspection report the number entitled to receive free school
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meals was just below than the county and national average. The Welsh language is spoken

by 80% of pupils although for half it is their second language.

At the time of the study there were six teachers, three in the infants and three in Key Stage
2. The head teacher taught year 6. The school had a very mature, stable staff (Table 6.5)
with the head teacher having been in post since the early nineteen-nineties. Change was
imminent, however. He has now left the school to lead another local school. In addition,
teacher 6G and the deputy head, 2G, who was also the ESDGC coordinator, were both

close to retirement age. Table 6.5 shows the profiles of the teachers.
The school had been developing aspects of ESDGC for some time although it had become
more strategic in its approach during the last two years “since the publication of official

guidance” (Gyrn head teacher). It had a policy on ESDGC and an ESDGC coordinator.

Table 6.5 Gyrn school teachers’ profiles

Class(se) . o
Teacher taught Special responsibility Age | Gender
Head Key Stage Head teacher 36-45 M
2, year 6
Key Stage 46 or
2G 2, year 5 Deputy Head teacher older F
Key Stage Coordinator for Special Needs 46 or
3G 2, Years 1 F
and Art older
and 2
Key Stage . . .
io| 2yt Sl s
and 4 graphy
Infants and
-4 F
5G Key Stage 2 36-45
6G Foundation Part-time 46 or .
Phase older

A school inspection in 2008, which predated the latest ESDGC guidance, described the
general school’s provision as good with outstanding features and noted that it ensured that
all involved with the school were aware of its commitment to promote sustainable
development and world-wide citizenship through the Green Schools initiative; this

provision was described as ‘outstanding’.
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Gyrn school was a Green School at Gold level, a Healthy School, a developing Fairtrade
school and it had the full International Schools Award, for which it was runner up in Wales
in 2010. It had two active international partnerships, a long-standing one with a school in
southern Africa, and a more recent one with a school in China. The school had an active
School Council. The school also had close links with the community with a special school

friends group which raised funds for school ventures.

6.1.4 Bera School

This is a very small, very rural, school in a small village in the heart of Welsh-speaking
north Wales. It is an attractive school, surrounded by flowers and attractive play
equipment. It has twenty-six pupils in two classes, Foundation Phase/Key Stage 1 and
Key Stage 2. According to the most recent school inspection report Welsh is the main
language spoken in the homes of approximately 88% of pupils but the school believed that
all pupils now speak Welsh to first language standard. 4% of pupils were entitled to
receive free school meals, a figure considerably lower than county and national

percentages. There were no pupils from a minority ethnic background.

The staff was longstanding and mature. There were two teachers, one teaching assistant
and a cook/caretaker. The teaching staff were both in the older age bracket having taught
for over 20 years (Head teacher) and thirty years (Teacher 2B) (Table 6.6). The cook had
also been there for 20 years. There was a young teaching assistant in the infants. Both
teachers had a strong interest in ESDGC.

Table 6.6 Bera school teachers’ profiles

Teacher Classes taught Special responsibility Age Gender
1B Key Stage 2 Head teacher over 45 F
Years 4-6
2B Key stfage 1 and ESDGC Coordinator over 45 F
Foundation Phase

The school had been a pilot school for the development of the Foundation Phase and as

part of this they had received extra support from the county’s Welsh Assembly
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Government-funded Foundation Phase officer who had a special interest in ESDGC.
ESDGC had been in the school’s development plans since 2008, there was a
comprehensive policy on ESDGC, also dating from that time, and there was a link
governor for this topic. At the time of the study the infants’ teacher was ESDGC
coordinator. However, she was due to retire at the end of the summer term and the Head
teacher was planning for continuation of ESDGC. The school is a Gold Green School and

was starting on the Healthy School scheme. It had no international partnerships.

The school had an inspection in 2008 in which it received standards of ‘Good with
outstanding features’ for all four key questions, with the Head teacher’s leadership being
described as outstanding. The report stated that attention given to sustainable development
was good with outstanding features and that pupils’ understanding of global citizenship
was also an outstanding feature. There was particular mention of contributing to charitable
causes, fair trade being integrated into the curriculum, and a member of staff contributing

to other schools’ training.

6.1.5 Drosgl School

Drosgl School is a fairly remote, rural school situated in a small village in the countryside
of north Anglesey. The school is housed in modern buildings on the outskirts of this
village within easy walking distance of the centre. There were around ninety-six pupils in
the school with the intake mostly coming from the village and surrounding countryside;
around 16% of pupils came from outside of its catchment area. According to their latest
inspection report half of the pupils had English as their first language although over 90%
were described by the school as speaking Welsh to first language standard. The percentage
of pupils who were entitled to receive free school meals was 13%, around the county and
national averages. Although the Head teacher gave permission for the study, at the time of
the data collection he had been absent for several months and the deputy head teacher was

Acting Head teacher.

Table 6.7 shows the teachers’ profiles. There was a mix of experienced and recently
qualified teachers; four teachers were full-time and two part-time. Teacher 5D, who taught

years 3 and 4, was a newly qualified teacher employed on full-time supply teaching cover
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during the head teacher’s absence. Teacher 3D, also a newly qualified teacher, taught year

6 and was part-time (4 days/week).

Table 6.7 Drosgl school teachers’ profiles

Teacher | Class(es) taught Special responsibility Age Gender
1D | KS2, years5and 6 Head teacher (absent) M
2D | KS2years3and4 | Deputy Head, Acting Head 36-45 F
3D KS2, years 5 and Turkey link, PE- clubs, 25 or F
6, part-time activities, under

Head of Infants, ADY,

4D Reception cl . i -4 F
eception class, Foundation Phase, reception 36-45
25 or

5D | KS2years3and4 Supply teacher under F

6D | KS1 years 1 and 2 | COOrdInater for Eco-School, | ¢ 4 r
Fairtrade, Humanities

KS1 years 1 and 2,

7D )
Part-time

over 45 F

The school had attained the Eco-School Banner, Gold level Green School, Fairtrade School
and Healthy School status; it had an active Eco Council and school and class councils. It
did not have an ESDGC policy or a dedicated ESDGC coordinator but it did have a
coordinator for Eco-School who also looked after the Fairtrade school development and
other similar topics at whole school level. Aspects of ESDGC had occurred under other
titles in the school development plan. It had an embryonic link with a school in Turkey
and was exploring the possibility of a link with a Zambian school. The school was last
inspected in 2008 when it received Grade 1 for all inspection questions and was described
as a very good school with many outstanding features. The report said that outstanding
attention was given to developing pupils’ awareness of global citizenship and sustainable
development, with especial mention of its Green School Gold award, charitable and

humanitarian work and links with, and studies of other countries

6.2 ESDGC ACTIVITIES IN THE SCHOOLS

This section looks in detail first at the types of ESDGC activities that the schools were

offering to their pupils and secondly, at the kinds of learning pedagogies they promoted.
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Of course the two are strongly interlinked. For example, if a school puts in place the
opportunity to have a school council then it is, or should be, explicitly offering pupils the
opportunity to participate in decision-making. All schools were carrying out a large
number of activities related to ESDGC across all school years; some are described below.

A list of each school’s activities can be found in Appendices 3.1 to 3.5.

6.2.1 Whole school activities

Whole school award schemes

As described above, all schools were taking part in two or more school award schemes.
These included the Eco-School, Gwynedd and Anglesey Green Schools, Healthy School,
Fairtrade school awards, the International School Award (ISA) and international school
linking and global partnership schemes. In all schools these awards contributed a
substantial amount to their ESDGC activities. In Drosgl ESDGC activities were described
as mostly “whole school activities” (teacher 6D), whereas in Faban, Gyrn and Llefn
teachers noted that the award schemes were well integrated into curricular work. In all
schools there were many opportunities for pupil participation in these awards. For
example in Faban, all pupils were involved in working and planning for the school garden;
in Gyrn, Llefn, Bera and Drosgl pupils planned for biodiversity, completed energy audits
and took responsibility for monitoring aspects of sustainability in the school; pupils in
Llefn learned about the banana trade. One Faban teacher, recognised the learning value of
Eco-School when she noted how knowledgeable the children were about recycling when it
arose in projects with their partner school in southern Asia,

“they were interested, yeh, because recycling has become a big thing in this
country and they are completely knowledgeable about it.” (4F)

Not all teachers, however, recognised the learning value, or even the curricular value of
their whole school environmental activities. The year 6 teacher in Faban, who was
coordinator for both Green and Eco-School, commented,

“A lot of them are.... to be honest, they don't fit into the curriculum. There was a

lad from the Council came in the day before and he was talking to the school about
recycling.” (Teacher 3F)
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All schools were working towards the Fairtrade schools award and had received support
from local part-time school support workers. This award requires that schools include a

certain number of curriculum activities each year (www.fairtradewales.com/schools/473,

accessed 01/04/12). The award criteria were also reflected in daily activities such as pupils
running a fair trade stall, and the annual celebration of Fairtrade Fortnight which included

special assemblies and fair trade events to which the community and parents were invited.

School partnerships and widening views

In Faban, Gyrn and Llefn a substantial amount of ESDGC work was related to their school
international partnerships and they had all received DFID/British Council Global Schools
curriculum development grants for this work. Their other award schemes’ activities were
often integrated into their partnership activities. For example, Faban pupils had been
exchanging project work on recycling and biodiversity with their partner school in
southern Asia, Llefn pupils had exchanged work on human rights and Gyrn’s pupils were
beginning work on climate change with their Chinese partner school. Such integration of
projects into the curriculum can help schools move away from simple ‘getting to know
each other projects’ and bring a deeper understanding of issues through comparisons of
issues in different countries. However, although Llefn and Gyrn had good
communications with their partners, in Faban communication, particularly with their
Chinese partner, had been scarce and pupils were said to be disappointed. In all three
schools the visits of their teachers to the countries, and visits from partnership teachers,
were also said to have enhanced learning by giving the pupils first hand information.
However, this would surely depend on how insightful their teachers were, especially when
their visits were very short, a point made by Martin (2008) and Martin and Griffiths
(2012). It is worth noting that the ESDGC coordinators in both Llefn and Faban had
attended the first Global School Partnership workshops in Bangor in 2008; these were

described in Chapter 5.

In Llefn, to increase and simplify communications they had made extensive use of the
eLanguages project (elanguages.org/ accessed 01/04/12) to enhance their partnership’s
communication. They exchanged most of the curriculum project work through this, but it
was also a very good way of learning from each other in a more informal way. Teacher 5L
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described how, when they were exchanging Christmas cards “/it was great)] seeing the
smile on their faces”. He also noted,
“So it’s been great for them seeing their pictures ...... They.... ask them about

things like language for example, ‘What’s Merry Christmas in Welsh?’ —‘Nadolig
Llawen’ - and language, ICT, sports, everything. For sure, the variety”

School assemblies

Special school assemblies on ESDGC topics were often held for the whole school and one

teacher in Faban pointed out some of the difficulties of catering for all ages of pupils,
[we] had the service this morning with Fair Trade. The little children perhaps
didn’t quite understand although M did make it so simple, but the little children

didn’t quite get it (laughs). They just understand that it doesn’t grow in this
country (laughs) That’s a good thing.” (Teacher 10F, Head of Infants).

Although classroom activities over the years could help consolidate and progress learning
there is also the danger that exposure to such assemblies at an early age may encourage
certain uncritical and unquestioning views in children. For example, it could be difficult to
later introduce critical thinking around fair trade to children who have already been told
that it is good. Scott and Vare (2008) emphasise the need for critical thinking about such
issues in their article Education for Sustainable Development: Two sides and an edge.

One special event celebrated yearly in these schools was the Urdd’s (young people’s
Welsh language organisation) message of Goodwill; that year it was on climate change.
Pupils in both Gyrn and Bera were preparing for this at the time of the interviews. In Gyrn
the older pupils delivered an assembly for the whole school. In Bera, parents and

grandparents are invited to these activities each year.

Input from visitors

Most of the schools also used considerable input from visitors. These could be one-off
visits, such as a visit to Drosgl by a teacher from a southern African country, or they could
be purposefully sought to enhance particular aspects of learning. Llefn was interesting in
the way that it brought in a constant flow of visitors related to their partnership countries.

These were not only teachers from their partnership schools teachers, but other relevant
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visitors; these included high profile poets such as Benjamin Zephaniah and visitors from
their local Chinese community. These experiences must have widened the pupils’ (and
teachers’) experience and understanding and gone some way to avoiding the formation of
stereotypes, as well as keeping the topics to the fore in their learning. The head teacher in
Llefn, when discussing the impact of a visit by a Jamaican poet, noted,
“and he was talking about tolerance and respect, and, you know, he was talking
about his childhood in Jamaica, and we could compare the childhood of the

children there. 1 think the important word is that they ‘live’ the experience.” (Llefn
head teacher)

Another way of enhancing learning had occurred in Faban. They had applied for a grant to
bring a residential artist into the school; the subsequent art work on their partnership
country was seen to be very successful, leaving a lasting legacy of which the children
continued to be proud.

Special ‘country’ days

Most of the schools also organised special ‘country’ days each year. These included days
on their partnership countries in Faban, Gyrn and Llefn and other days such as Chinese
New Year. Experiential activities included researching information, tasting foods, art and
making music (Llefn, Faban). Faban runs a yearly European day when each class chooses
a country and then learns about it. Bera was the only school not to go down the route of
special days, “We decided not go that way” (Bera head teacher). It is not known whether
or not this was due to a concern about these days tending to reinforce stereotypes, but there

is a certain possibility of this happening.

In many of the infants classes e.g. in Llefn and Faban, these days, together with the special
events noted above, seemed to contribute a fair proportion of their global education
activities. That these activities can only contribute a certain level of learning was
recognised by some teachers, including teacher 7L,

“In the infants it’s explaining that it’s the world about us that is important, and

[then] getting wider as they go up through the school on more topics as things go
ahead really.”
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However, there was a certain amount of other ESDGC-related work happening in the
infants’ classes in each school. In Faban, for example, the Year 1 class had enjoyed doing
a comparison of toys in southern Asia and Wales and swapping a project on recycling with
their partner school. Other activities included questionnaires for local people, recycling,
gardening, and learning about their neighbourhood and wildlife (Llefn), running the Eco-

Council (Drosgl) and using artefacts and stories to learn about other countries (Bera).

Charitable events

All schools undertook many charitable activities and these were most mentioned in Bera
and Drosgl. Here they regularly raised funds for, and studied issues related to, Operation
Christmas Child, Christian Aid appeals, Comic Relief, Send a Cow, Action Aid and water
supplies in Africa, and Children in Need. They also followed television appeals on the
Blue Peter children’s programme; this often gave substantial information about issues.
Although these activities can influence their humanitarian dispositions, again, without
some extra research there can be a tendency for inaccurate information to be assimilated.
This will be discussed further in the pupil interview section. In a similar vein to Morgan’s
(2009) findings on inspection comments, the head teacher in Bera mentioned that they had

done global citizenship for many years through their charitable work.

Varying levels of activity over time

Although some teachers, notably the Gyrn head teacher, Teacher 2B and Teacher 2F noted
that ESDGC was a regular daily or weekly occurrence, other teachers noted that attention
to it varied throughout the year. For example, Teacher 2G the Gyrn ESDGC coordinator,
reckoned that ESDGC coverage varied throughout the year with high priority during
special ‘country days’, fair trade fortnight and, for example, the Urdd’s message of

goodwill.

6.2.2 ESDGC issues and topics in junior classes

In the junior sections of the schools, classroom work on issues and topics relating to
ESDGC was very varied and of a greater depth than in the Infants. It included the

exploration of issues such as slavery (Llefn, Faban), human rights (Faban, Llefn, Gyrn),
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the right to education (Llefn, Drosgl, Gyrn), climate change (Llefn, Gyrn) and the journeys
of food in relation to sustainability (Gyrn). Some of these activities reflected the
availability of local support. For example, a schools’ worker employed by the local
Development Education Centre delivered Oxfam-funded workshops on the right to
education; the same person also delivered fair trade workshops. The work on slavery
reflected the involvement of teachers in an earlier initial teacher education project on
slavery links between quarries in Wales and the sugar trade. In Llefn this had led to the
development of their international partnership and their ongoing work on social justice,
slavery and human rights; this had featured in a major local exhibition. All schools were
doing some work on climate change, but this was the least mentioned of the ESDGC
themes and possibly the one which had caused the most problems, as noted by the head
teacher in Bera,

“Some of them... one or two of them here, know exactly what is going to happen...

that the water is going to... sea levels an all that, and you know... it’s going to

affect [us] unless they can do something about it as it were. But it’s hard isn’t it —
explaining, as it were?”

This difficulty was also reflected in the pupils’ interviews where some showed quite a
confused understanding of climate change. This may also reflect a lack of teacher
understanding of a complex topic. Indeed, this was backed up by the results of the case

study teacher survey, where climate change was the least understood ESDGC theme.

Perhaps as a recognition of the need for accurate information, visits were also undertaken
to places of ESDGC expertise, for example to the Centre for Alternative Technology and

field centres.

Using current news and events

All schools made extensive use of current events as learning stimuli. These included the
Iceland volcano which was active at that time and the earthquakes in Chile and Haiti.
Teachers in Llefn, Drosgl and Gyrn mentioned that they made extensive use of the
children’s newspaper First News (Newsbridge, 2012), as well as children’s television news
programmes. In Gyrn, year 6 pupils were given daily opportunities to explore and discuss
the BBC news on computer and weekly whiteboard sessions on First News stories. In

Drosgl, teachers 2D and 6D also noted the frequent use of this source of information. As
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will be seen in the pupil focus group interviews, these activities had played a significant

part in raising their awareness of global events and issues.

6.2.3 Key differences between the schools’ ESDGC activities

There were several key differences between schools. As mentioned above some schools
extensively used their school international partnerships whereas others such as Drosgl were
just beginning development in this areas and Bera had not taken that route at all. Llefn had
studied very many key ESDGC issues and Drosgl, Llefn and Gyrn used current news on a
regular basis. Drosgl had a definite emphasis on its Eco-School activities. Gyrn appeared
to be the school that was addressing sustainable development in the most integrated
manner; pupils were not only learning about local sustainability issues but also being
encouraged to make connections to issues in the wider world through discussing
procurement and ethical trade in an interconnected way. In Faban there was a strong
emphasis on diversity issues, drawing on the pupils’ own diverse backgrounds. The pupils
were encouraged to talk about their experiences, as teacher 7F describes,

“They really enjoyed it. We have a boy who is more confident and he enjoyed

saying ‘Oh in Iraq we eat camel meat’. And they come out with ‘Oh we did

that!..... Oh yes, and there is a girl from Pakistan, and she’s say ‘well there were

five brides and five weddings, and everyone was there and it lasted 5 days’. They
did really enjoy doing it. They weren’t shy.” (TF)

They had taken part in the competition Giving Racism the Red Flag and one girl had won.
In Llefn, a focus on diversity was maintained through its many diverse visitors, projects
and its global partnerships, but also through its everyday work. The skills for life poster in

their foyer which features people of many ethnic origins confirmed this.

It was interesting that there was a strong global dimension in all the schools studied. Even
in Drosgl, which had begun its ESDGC work as an Eco-School there was a significant
amount of activity on global issues. As mentioned in Chapter 1, both Estyn (2006a) and
Morgan (2009) had found that the global dimension was generally weaker in schools. The
schools in this study were especially chosen for their ESDGC achievements and it may be

significant that four of the five actually began their ESDGC with the global dimension
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rather than with environmental activities. Chapter 8 will discuss the particular reasons
behind this.

6.3 LEARNING AND TEACHING PEDAGOGY

6.3.1 General approaches

Chapter 1 looked at the kinds of learning pedagogies promoted within ESDGC-related
educations. It was seen that these were multi-method and included pupil-centred,
contextual, experiential, participative, collaborative, democratic, constructivist methods
which promote various forms of communication, reflection, critical and lateral, holistic,
creative and connective or systems thinking (e.g. Sterling, 2001; Pike and Selby, 1998;
Hicks, 2003; Scott and Gough, 2003; Breiting et al. 2005; Welsh Assembly Government,
2008b). This type of learning is also promoted in the Skills Framework (Welsh Assembly
Government, 2008e).

What kinds of learning and teaching pedagogies were being used in these case study
schools which were said to be doing ESDGC well? Teachers were asked about the kind of
methods they used for learning and teaching, and also about their views on the relationship

between skills-based education, pupil-centred education and ESDGC.

In all the schools learning opportunities were strongly pupil-centred, skills-based and

experiential and generally flexible enough to adapt to opportunities arising. These were
seen as natural ways of teaching. For example, in reply to a question on the connections
between ESDGC and the skills-based, pupil centred curriculum, the Faban head teacher

noted,

“Well, it’s part of their lives isn’t it. One thing develops skills, and the other....,

’

they just run through each other.’

There was a very similar response from the head teachers in Gyrn, Drosgl and Bera. In the

latter school the head teacher explained,

“Well, it’s just a part of it isn’t it? It’s just woven into each other 1'd say. If we’re
going to put them all in separate sections, were going to get into quite a hole!
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In Drosgl, most teachers, and especially the infants' teachers, believed that skills-based
learning was the way forward,

“Well this is built into everything we do however. We are trying to develop the

children to operate in that way. Then it just goes through things.” (Acting Head
2D)

In Gyrn also, the head teacher said that thinking skills “play a key role in giving more
opportunities for the children to play an active part (in their learning”.

In Llefn, all teachers, from the Foundation Phase through to Key Stage 2, confirmed that
they use strongly pupil-centred, experiential approaches. Both the head teacher and
ESDGC coordinator felt that ESDGC is a good medium for learning and Teacher 2L
stressed that having fun was an important issue that they tried to promote in their pupils’
learning. The head teacher explained,

“l think we are a very lively school here, a school where the emphasis is on

children enjoying themselves while learning, and where pupils get experiences, and
this area lends itself (to this) so well.” (Llefn head teacher)

She also agreed that the kind of learning promoted in the Skills Framework occurs easily,
“Yes. The skills framework, 1 think this area, if you do it well, the Skills Framework
Jjust works, nearly automatically as it were. It just works well.” (Llefn head
teacher)

It was clear in Faban, Llefn and Gyrn that many teachers had used these approaches for a

long time and certainly from well before the Skills Framework (Welsh Assembly

Government, 2008e) was introduced,

“... good teaching — that’s what good teaching was like - getting the children to
think” (Faban head teacher)

The only query came from Teacher 3D, in Drosgl. She was a newly qualified teacher,

teaching years 5 and 6. She felt that her training course had often emphasised skills over
knowledge in and that she was personally keen to enable the children to gain some more
knowledge. She did, however, say that they often did this through skills-based activities
which she, too, described as “good education”. The impact of the Skills Framework will

be discussed further in Chapter 9
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6.3.2 Learning pedagogy in the Infants’ and Foundation Phase classes

In the infants’ section of all schools these approaches were said to be a natural part of the
learning process. Many of their comments reflected the nature of the recently introduced
Foundation Phase (Welsh Assembly Government, 2008d), which, as described in Chapter
3, is strongly pupil centred and experiential. In the case study schools the approaches
described above were seen as absolutely core to learning and teachers used the children’s
own experiences very frequently. For example in Llefn, the Reception class teacher, 6L
explained,

“in the reception class the emphasis is on them, it’s them who are important,

because if they don’t understand themselves they will never understand how other

people in other countries live. Yes, they have food from other countries [and so on]

but we concentrate for the most part in the Reception class on them [the pupils].”
(Teacher 6L)

She noted that this then leads on to helping them learn about others. In Faban, reflecting a
two-way approach to learning, one infant’s teacher, when asked how she would go about
teaching topics she knew little about, said,

“I prefer to find out through talking [with the children] more, [it’s] the way I work.

There’s a lot of oral work. 1'd rather that they have a chance to say...” (8F, year 2
teacher)

In Drosgl, Teacher 6D who teaches years 1 and 2 felt that the Skills Framework made the
children more independent and to “think, evaluate, reflect. It tries to do that”. The infants'
teacher in Bera, Teacher 2B, described her story-based approach to helping the children
learn about other places,

“We always start in the Foundation stage with a story... [For example] I will never
start with China... I will start with the Boy from Hing Ping.................. Then it
starts with the questioning. Who is he, and why he is different? Is he the same as
us? And so that’s how we start every theme.” (Teacher 2B)

In Gyrn, the infants Teacher 6G mentioned that stories were used more frequently as they
became a little older, “/¢’s good to have a story. When they get to Year 2 it’s a bit better to

have a story to help give them empathy” (Teacher 3G).
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6.3.3 Key Stage 2 learning and teaching methods

Pupil-centred learning

In Llefn, the head teacher gave an example which further illustrated pupil-centred learning
in action,
“they were studying the big Strike, and they could see that things weren't fair, and
they went after human rights... racism... slavery... and it meant we did, you know,
the exhibition in the Castle... art skills... ICT skills... all kind of skills come into it.

And it’s a very real education — something relevant to them. A fire in their belly,
and we go with it as it were.” (Llefn head teacher)

In Bera, the head teacher also gave another example of catering for the interests of the
children,
“I’m doing the World Cup next term because there are boys in my class, and they

like the World Cup, and that’s what they like. Well, that’s not what I had intended
to do, but since it’s on, you do it.” (Bera Head teacher)

This was the only gender-based remark in all the interviews. Interestingly, in the pupil

interviews the girls were also enthusiastic about this topic.

Skills development

In Key Stage 2 classes in Faban, attention to skills has been carefully planned in a more
targeted manner than in the other schools, and their methods used ESDGC-relevant
materials. They had developed a thinking skills unit on diversity, based on an English
Qualifications and Curriculum Council publication and Oxfam skills-based learning
materials. The unit was delivered to all Key Stage 2 pupils by teacher 8F while the other
teachers were on their in-school time for planning, preparing and assessing (PPA). This
unit was mapped against ESDGC, Personal and Social Education and the Skills
framework, as well as subject targets. Skills development was not, however, confined to
the work of this one teacher. Most Key stage 2 teachers in Faban also mentioned other

activities which developed skills.

Throughout the schools learning strategies used for ESDGC at Key Stage 2 were said to

involve discussion, writing for a purpose, thinking skills e.g. through using grids and
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diamond ranking, online research and preparing materials, problem-solving activities,
questioning e.g. photographs, practical activities such as planning and working in the
school garden, working with a partner, decision-making in the class and school council.
In Llefn, Teacher 5L, the newly qualified teacher (NQT) recognized the natural inclusion
of skills-based teaching,

“there are skills in everything, with ICT, the research there, communicating,

looking at numbers, number skills, language skills, and then everything comes in
together.”

Experiential learning and participation

In all schools children were given many opportunities for interactive experiences such as
being members of the school council and eco-councils, arranging events, researching
articles in the news and working in the garden. The fact that the children had “real”
experiences and were discussing things which were relevant to them was particularly
strongly emphasised in Gyrn by Teachers 5G, 6G, 1G, 4G. For example, they had
undertaken entrepreneurship activities to raise funds for a chicken hut; this included
arranging and cooking for a fair trade community party and arranging a visit to a chicken
farmer to learn more about looking after the chickens. Pupils also ran the fresh fruit shop.
Some of these aspects were also confirmed by the pupils themselves (see later). In Drosgl
the children were actively involved in running the fair trade shop. In Faban the pupils had
taken part in a potato growing competition to raise money for their school garden. In
Llefn, Teacher 5L, the Newly Qualified Teacher (NQT) gave some other examples,
“Instead of giving responsibility to the teachers as before, we can now bring the

pupils in and it all goes together with Healthy school etc. We can appoint pupils to
look at waste of paper and the pupils more than anything now play a part.”

As will be seen below the pupils interviewed in Llefn, Gyrn and Drosgl were very
enthusiastic about their participation. Teachers in Faban and Bera noted that they used
stories with the aim of developing understanding and empathy. The Bera head teacher
gave an example of how she took advantage of issues arising in stories, even when she
wasn’t expecting them,
“[In] that book we were discussing — ‘Boy Overboard’ it was called — there was a
refugee and Afghanistan and things like that coming into it. Well, without us being

aware, it had come up hadn’t it? Then we discussed refugees as people and things
like that.” (Bera head teacher)
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Taking advantage of opportunities - a flexible way of working

The example above illustrates one instance of how teachers took advantage of
opportunities. ‘Being flexible’ was a common point made across all the schools, with
teachers taking advantage of opportunities as they arise. As teacher (2B) in Bera noted,

“We can be flexible and follow any lead. Were very lucky that we can both be
flexible enough to follow any lead that comes up to be honest”.

The input from parents was also seen to be a useful source of unexpected opportunities
which were appreciated by the children. For example, in Faban, the year 4 teacher, 7F,
noted,

“e.g. when we were doing Russia we had a parent come in and say ‘Oh I had a doll
from Russia when I was eight and I can bring it in’ and that again lets the children

29

go home and say ‘Mrs * is doing this [in class]

The use of the news stories, for example in Gyrn and Drosgl as stimuli, where unexpected

stories were arising all the time, is also an example of deliberately choosing to be flexible.

Using Philosophy

The ESDGC coordinator in Llefn mentioned that she had used the Philosophy for Children
technique (www.philosophy4children.co.uk/, accessed 02/11/11) with her year 5 and 6

pupils and that this had been successful in helping them consider issues. This uses a
structured approach in which children are encouraged to discuss and issue or a story,
democratically choose an issue and discuss it further. As will be seen in the next chapter,
the children interviewed in this school, and others, gave many examples of being in

involved in their learning and of thinking for themselves.

Making connections

In Llefn, Gyrn and Bera particularly, both local and global learning was often
interconnected. A global example in Bera involved the children examining the living
conditions in both Chile and Haiti following their earthquakes and then comparing them; a
local example came after their Thanksgiving service which concentrated on water, the
children then looked at water issues around the world and were encouraged to compare this

with how the well in their school had been used.
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A whole school pupil centred approach

An example of a whole school pupil-centred approach was seen in Faban School where
there are many pupils with their origins in countries other than Wales. There was a large
map in the foyer noting where the pupils come from, and in every classroom there were
also maps showing the country of origin of pupils and/or their parents. Pupils were
encouraged to raise issues to be explored or compared. In all schools, however, there was

a whole school ethos which valued pupils, their participation, and their skills development.

6.4 SUMMARY OF ESDGC LEARNING AND TEACHING APPROACHES

The sections above have shown that the case study schools were indeed using many of the
methodologies and principles that were suggested in the literature review as being core to
ESD/GC. There was a distinct use of varied experiential opportunities which aimed to
help widen pupils horizons, give them enjoyment and motivation for learning, develop
their skills and importantly, to develop individual pupils to their best ability. Although
most teachers appeared very much at ease with these ways of teaching it was clear that the
Skills Framework and the revised curriculum in Wales had encouraged some changes in
their ways of working. Key common features in the schools’ learning and teaching
approaches were:

e a large number of ESDGC activities which ranged across global, environmental

and sustainability dimensions;

e extensive use of global partnerships;

e extensive use of visitors;

e integration of school award schools with ESDGC;

e extensive use of pupil-centred, skills-based activities;

e extensive use of experiential activities.

In general, these characteristics fit with a more ‘transformative’ rather than ‘transmissive’

form of education as described by Sterling (2001, p. 38).
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6.5 CHAPTER SUMMARY

This chapter has outlined the way in which the case study schools’ analysis is presented
over Chapters 6 to 10. A profile of each case study school has been presented and their
ESDGC activities and learning and teaching methodologies described. It has been shown
that all case study schools were, or had recently been, regarded as doing ESDGC well. All
of the schools were carrying out a great number of ESDGC activities with global,
environmental and sustainability dimensions. There had been particular attention to
bringing in a strong global dimension, an aspect which their LEA officers and Morgan
(2009) pointed out as being done by only a small number of schools. Although there was
definitely a strong awareness of poverty and charitable issues, as noted across Wales by
Morgan (2009), schools had also looked in depth at many other complex issues. Some of
these activities were being carried out within the framework of school award schemes but
others were part of regular classroom activities. The methods which they used to promote
learning were broadly pupil-centred and participative and learners had many opportunities
for contextual and experiential learning and for critical thinking. Much of this reflected the

nature of the revised national curriculum, the Skills Framework and the Foundation Phase.

The next chapter presents teachers’ views of how they felt ESDGC development had
moved on in their schools, particularly significant changes that they believed had occurred,
and benefits that they had seen in their pupils. Then, drawing on interviews with pupils in
years 5 and 6, it investigates how the activities, methods and benefits mentioned by the
teachers manifested themselves in the children’s responses. Finally, it will compare the
perceived levels of teaching and learning in each school with some of the criteria discussed

in the review of literature.
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CHAPTER 7 CASE STUDY SCHOOLS PART 2
VIEWS OF SCHOOLS’ ESDGC PROGRESS

This chapter continues with the discussion of Key question 1. It first describes teachers’
views on the level of ESDGC development in their schools and significant changes that
they believed had occurred in relation to ESDGC. Some of these changes were benefits to
their pupils. Therefore, the second section focuses on these. The third section then
examines pupils’ responses in their focus group interviews to find out if there was evidence
of the benefits that their teachers perceived. Finally, levels of practice in each school are

compared with some of the criteria discussed in the review of literature.

7.1 TEACHERS’ VIEWS ON THEIR SCHOOL’S ESDGC DEVELOPMENT

Teachers were asked for their views on how development of ESDGC had moved on in
their school. Generally, the response was very positive in all schools with all teachers
acknowledging that ESDGC development had moved on significantly. In making their
assessments the teachers were using not only their own self evaluation but also positive
confirmation from outside bodies which had recognized their achievements. In Drosgl and
Bera this had come from school inspections, but in Drosgl they had also achieved the
highest level of Eco-Schools, the banner, and Faban, Gyrn and Llefn had received awards
and recognition from the Global School Partnerships team for their international work.
The ESDGC coordinator in Llefn, 2L, recognized the importance of this external
confirmation of their work, noting that self assessment could be biased,

“Well I'll tell you why | think we are very strong on the global education — because

of external feedback ................ You know, when you go through an audit, it

depends what your measuring stick is, and what your benchmark is, but it’s been

easier to see that we are on the [right track,] that we operate on a high level with
the global education aspect, because of the recognition from[outside].”
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7.1.1 Common observations

Many common points were made by teachers from across the schools. Some were related
to teachers’ awareness and confidence, others to whole school actions and many were

benefits associated with the pupils. They are summarised below.

In general, teachers in the case study schools felt that they:

e were aware of what ESDGC entails (Faban, Llefn, Gyrn, Bera);
¢ had increased confidence and enjoyed teaching about ESDGC (Faban, Llefn, Bera);

e were becoming more aware of where to obtain resources (Faban, Bera).

At the whole school level they noted that:

e there was generally a coordinated approach with teachers working together (Faban,
Llefn, Gyrn, Bera);

e ESDGC occurred throughout the school (Faban, Llefn, Gyrn and Bera) and is being
more recognised in subjects (Drosgl);

e ESDGC was seen to now come in naturally (all schools);

e school award schemes were now more integrated with ESDGC (Faban, Llefn,
Gyrn, Bera). This included the links with their partner schools becoming more
integrated into the curriculum (Faban, Llefn and Gyrn);

e the impact of teachers visiting their partner schools had had an effect on both
teachers and pupils (Gyrn and Faban);

e amore flexible curriculum was giving time to take advantage of opportunities
(particularly noted in Llefn and implied in all other four schools);

e there was an increased number of visitors to the school (Llefn, Gyrn);

e there were increased environmental and sustainable actions (Llefn, Gyrn, Drosgl);

e there were more ESDGC opportunities being given to the pupils (Faban, Gyrn,
Drosgl);

e there was greater valuing of contributions from the children’s various cultural
perspectives (Faban);

e entrepreneurial activities were “making it more alive for the children” (Gyrn head

teacher).
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Pupils were perceived to have:
e greater understanding and awareness of ESDGC issues and to be able to talk about
them confidently (all schools);
e contributed many ideas and much discussion (Gyrn);
e participated frequently (Llefn, Gyrn, Drosgl);
e increased awareness of healthy eating and growing (Gyrn);

e to have more tolerance of others (Faban).

Some of the changes noted in individual schools are now discussed below.

7.1.2 Faban

In Faban, all teachers felt ESDGC had moved on well, especially in the last few years.
Some of their comments are noted below,
“I think everyone is much more aware and more ready to do things because they

know how to develop it. We have moved on a lot. Everyone’s aware and
everyone’s responsible for what they do in their teaching.” (Teacher 6F);

“I think it’s moved on a lot, an awful lot, we 've done a lot with it. We give the
children lots of opportunities, they 've become aware of a lot more.” (Teacher

11F)

Even newer teachers had noticed the developments. Teacher 9F who had been in the
school for two and a half years said,

“When I started here [Teacher 2F, the coordinator] had already started so I don’t
know what it was like before. Since I've been here it has developed.” (Teacher 9F)

When asked about the most significant change that they had seen in ESDGC in the school,
the teachers answers were similar: the increased understanding and awareness of the
pupils, that they are more tolerant of others; the increased level of priority and the fact that
all classes are doing it regularly; and that it is integrated across the school in lessons,
projects and schemes. Teacher 7F elaborated on this when discussing their southern Asia
link,

“it has helped them see that it’s not just [us] that’s here, there’s outside too.”
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7.1.3 Llefn

In Llefn teachers were unanimously positive about how ESDGC had moved, and
especially on the global education aspects. Teachers used phrases such as,

“Well, it has moved on significantly.” (Llefn head teacher);

“It has really moved forward.... I'd say we are strong.” (Teacher 2L, ESDGC
coordinator);

“Oh I think we are a bit ahead of the field.” (Teacher 3L);
“I would say it’s gone from strength to strength” (Teacher 5L);

Reflecting Teacher 2L’s comments about outside confirmation, Teacher 7L said “we had
an ‘outstanding’ from Estyn, we’ve got the evidence”. Teacher 2L pointed out that they
had,

“been chosen as one of five schools in the world to portray how to sustain a
successful partnership that flows into the whole education, the education of the

children.”

In a sign of her confidence in their developments, the head teacher explained that they
were now giving priority to developing other areas, because,
“I think we have reached the excellence field, so that’s why I'm feeling now that

this is a part of the school life now, and we maybe have to give some attention to
other fields because this maintains itself by now.” (Llefn head teacher)

Having looked critically at their audit of ESDGC, the ESDGC coordinator, 2L, was,
however, a little more cautious. She felt that they had reached the top level i.e.
“Embedded” for global education as described in the ESDGC Common Understanding
(Welsh Assembly Government, 2008b, p. 45) and that aspects of education in the
classroom were “quite good”. She felt that perhaps they were at level 3, “Developed”, for

sustainable development.

In response to the question about the most significant change in the school all teachers

interviewed mentioned beneficial effects for the children. These are discussed in section
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7.2. The head teacher, the ESDGC Coordinator and Teacher 3L felt that there had also
been other significant changes such as the revised curriculum’s move to experiential
learning and the fact that it is “reflecting society” (Teacher 3L). In line with the
curriculum’s recommendations, they took a very a flexible approach that enabled them to
prioritise opportunities that were good for the children. Teacher 2L explained,

“we take any opportunity that is... that we don’t say “well, that’s too much hassle”,

if an email comes saying that some poet is on the way or something— that we do
take the opportunities. ” (Teacher 2L)

7.1.4 Gyrn

In Gyrn teachers were seen to have increased their awareness of what ESDGC
encompasses and of the information in the guidance documents when planning (Gyrn Head
teacher and teachers 2G and 3G),

“We are far more aware of the content, in the documents, than we were before.

Although we were doing it before, global education and so on, we are more aware,
more aware of the needs” (Gyrn head teacher)

Other significant changes included: developments in the Healthy School and Green School
(Teacher 5G); the school international links which had been used a lot in teaching (Gyrn
head teacher, Teacher 5G) the impact of teachers having visited other countries (Gyrn head
teacher, Teachers 3G, 4G, 6G); the ongoing entrepreneurial activities of the children and
“making it more alive for the children” (Gyrn head teacher) including interesting new
projects being developed such as keeping chickens and a wind turbine (Gyrn head teacher,
Teacher 5G).

Teacher 2G, the ESDGC coordinator, who had looked at ESDGC provision in the school
felt that the school was at the “Embedded” level of the ESDGC Common Understanding,
although both she and two others (Teachers 4G, 5G) recognised that they were continuing
to develop. The head teacher agreed, saying that although Key stage 2 had been strong to

start with they were now moving with Key Stage 1.
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7.1.5 Bera

In Bera both teachers were also very positive, saying that ESDGC issues now came in
naturally, and that they were more aware of doing ESDGC. As in Llefn, they noted that
they were more inclined to deal with opportunities as they arose. The head teacher

explained,

“Well, we 're more aware that we are doing more work about countries that are,

1

maybe, developing, poor countries.’

This emphasis on poverty was a recurring theme throughout her interview and the pupil
interviews. She sounded quite confident that they were on the right track,
“Ok, maybe I won’t reach the top, or where I'm supposed to go, but by the time

they go through secondary school and everything, there’s a chance they will have
got the whole picture as it were.” (Bera head teacher)

When asked about the most significant change in the school the head teacher repeated the
fact that they are more aware of how topics are connected and added, “You know, it’s very
interesting isn’t it?” A more integrated approach, with collaboration between the infants
and juniors was mentioned by Teacher 2B,

“Where we worked in units before — the upper class doing it and me doing it — there

is [now]more collaboration and more flow of ideas and work... children working
closer together... the little ones and the older ones.”

An increased confidence in bringing ESDGC into learning, and in knowing how to access
suitable resources, was also reflected in her comments, along with her clear enjoyment of
the work,

“Oh, we’ve moved on quite a bit, since we started doing it. We feel that we... we
enjoy it more to start with. We aren’t scared of doing it.. (Teacher 2B)

She, too, had compared their ESDGC work to the four levels of development given in the
ESDGC Common Understanding (Welsh Assembly Government 2008b) and believed it to
be level 4, i.e. “Embedded”.
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7.1.6 Drosgl

In Drosgl, ESDGC was generally viewed by the established teachers, 2D, 4D, 6D and 7D,
as something that had been developed in the school but which had not been given
particular prominence by itself. They all mentioned the influence of the school award
schemes. Teacher 4D, who was Head of Infants and also on the senior management team
reflected,

“Well it’s has moved on very well, especially in the last few years, yes. Because
before there wasn 't so [much emphasis]

In that time she noted that they had become a fairtrade school, begun using the children’s
newspaper, developed their link with Turkey and teachers had been on several courses.
ESDGC was seen as being a part of other aspects of education, for example, Eco-School
and subjects, and arising naturally, rather than an overarching theme. It was also
recognised as something that needed more development. Teacher 2D, the Acting Head
teacher explained,
“We are trying to make sure it arises naturally within the curriculum, ehmm, ... so
it isn’t a big thing, but it is something that is happening here, , ..... the recycling,
for example, it happens because we are an Eco-School. It [ESDGC] arises
naturally from the point of view of science, from the viewpoint of geography, and

we want to work on it, to go after stronger links with other countries, and at the
moment we are just starting on that.”

However, she felt, “I think were on the right route”. Teacher 7D, whilst also recognising
their progress noted that they had sometimes missed opportunities because they were so
“so bogged down with day to day things”. Four teachers could not think of anything that
particularly stood out as significant change. Teacher 7D summed this up their feelings, “I
think it’s just a natural merger into the school” Teacher 2D did note the Eco-School
developments and the children’s ability to discuss topical issues,

“I think that the fact that we are an Eco-School, a lot arises from that, the Green

Council is there and the children are really hands on, and that really is a help. The
children also discuss topical issues and that stands out.”

Teacher 4D gave a very similar response. The two new teachers, 3D and 5D, could not
judge the changes in the school, having only been there for just over a term. However,
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Teacher 3D did make some insightful comments on how she perceived their development
of ESDGC,

“Yes I'd say [it has developed] especially in the Foundation phase. They have
done the Eco-School and the School Council and are responsible for it. | see years

2

3 and 4 and 5 and 6, more on knowledge instead of more of doing........

These were interesting observations, particularly as she was the only teacher to mention
these facts. It is possibly that being new in the school she noticed things that others took
for granted. She also noted some of the possible constraints that had occurred due to staff
absences,

“I think the struggle is that there’s a pressure to lift it up as much as we can
because they have had so many teachers.” (Teacher 3D)

7.1.7 Discussion of schools’ levels of development

Many of the whole school and teacher changes were very similar to those noted in the
review of literature. For example, Jackson (2007) noted that schools found ESDGC to be a
motivator, creating enthusiasm in both teachers and pupils. Certainly in this current study,
the enthusiasm and belief in the ESDGC changes was noticeable from teachers across all
schools. The more joined-up approach to ESDGC, indicated by many of the teachers’
comments, was also noted in schools addressing ESD/GC by Ofsted (2003, 2008), Hren
(2004) and Jackson (2007). The involvement in a number of school award schemes, and
especially international linking, was also noted by Jackson (2007) as being different to
schools that did not address ESDGC deeply. The interaction with the community was
noted by Ofsted (2003) and Global Action Plan (2007). Ofsted (2003), Jackson (2007),
Hren (2004), EES-SW (2007) and Gayford (2009) found that pupil participation was a key
feature in ESD/GC schools.

From my previous experience in this field I had usually found ESDGC being developed
first in Key Stage 2. This had certainly occurred in Llefn and Gyrn. However, it was
enlightening that in Drosgl ESDGC development was seen by one teacher to have moved
on most in the infants’ section of the school. Also, in three of the five schools (Faban,
Gyrn and Drosgl) ESDGC was being coordinated by infants’ teachers. Perhaps the

previously more rigid curriculum had hampered some schools’ developments at Key Stage
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2, or perhaps it just depended on where the keen teachers were located. This will be
discussed further later. Some of the changes discussed above are returned to in Chapters 8

and 9, and considered with other possible factors affecting ESDGC implementation.

The remainder of this chapter explores the benefits that teachers felt ESDGC was having
for their pupils. These are then compared to benefits evident in the pupils’ own responses
in their focus group interviews. No matter how many ESDGC activities are carried out,
they will not have been successful if the pupils are unchanged. Outcomes at pupil level are
the ultimate measure of achievement in schools; this is stressed in the guidance from
school inspectorates such as Estyn (2010) in Wales and Ofsted (2012) in England.

7.2 TEACHERS’ PERCEPTIONS OF IMPACT OF ESDGC ON, AND BENEFITS
FOR, THE PUPILS

This section brings together evidence of the benefits of ESDGC to pupils. Teachers’
views (Table 7.1) have been compiled from comments made throughout their interviews
and particularly from their answers to the questions ‘what has been successful?’ and ‘what
has been the most significant change in relation to ESDGC in the school?’, rather from
responses to a direct question about benefits of ESDGC; the benefits listed, therefore, may

not entirely comprehensive.

A great number of benefits were listed (table 7.1) and in each school all teachers
mentioned some benefits. Nearly all of the benefits, apart from the knowledge and
awareness of certain issues, could be considered as general education benefits, and not
specific to ESDGC. Some of these were values such as empathy with, and increased
tolerance of others, whilst others were skills, for example, discussion, language and

research skills. The individual benefits are now discussed.
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Table 7.1 A summary of benefits to pupils mentioned by their teachers. (An asterix

indicates that the response was stressed by the head teacher or ESDGC coordinator.)

Number of sources

Benefit to pupils All Faban | Llefn | Gyrn | Bera | Drosgl
schools
(from 35 | (from (from | (from | (from | (from
teachers) | 11) 10) 6) 2) 6)
Enjoyment of learning 19 |6 4 4 2 3
Interested, motivated and 14| 6 2* 4 1 1

enthusiastic pupils (e.g. through
real contexts for learning)

Knowledgeable, aware (of issues 12| 5 1* 2 1 2
and other people), and learning

pupils

Children make decisions/involved 10| 2 2 3 1 2

and interacting pupils/ Pupils
think for themselves/ Pupils’
readiness to consider alternative
arguments/ responsible

Pupils have self esteem and are 9| 6 2* 1*
keen to contribute views from
their cultural perspective/ Pupils
have sense of belonging/ Pupils
have pride in their school and
selves; More independent and
confident pupils

Pupils tolerant and appreciative of 6|4 1 1
others/ Less racism in school/
Pupils have appreciation of
differences/ everyone included

ICT, language, bilingual, research 5|3 2*

and discussion skills

Parents involved 411 1 1 1
Pupils transfer learning to new 3 1 1 1

situations/ Pupils make
connections

Pupils aware of healthy eating 1 1
Pupils have more humanitarian 1 1
feelings
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7.2.1 Enjoyment of learning

The most frequently mentioned benefit was ‘enjoyment of learning” with nineteen teachers
saying that pupils had enjoyed ESDGC activities. In Llefn, for example, four teachers
mentioned this value of ESDGC with the head teacher and ESDGC coordinator saying that
this was one of their main aims. In Bera, Teacher 2B, the infants’ teacher, talked
enthusiastically about the young children’s reactions to learning about other countries and
peoples,

“It’s great, and the reaction you get from them, while teaching about countries,
about people, about anything to do with the world beyond their own little worlds —
their own square mile. And weve had fun you know! And that enjoyment is
infectious. It is fantastic.

They like doing that, they 're in their element — in their element doing the countries,
dressing up and trying food and seeing how other people are different to us, even
though we are all the same deep down — that everybody is different, with different
interest and traditions.” (Teacher 2B)

Although this teacher was clearly aware of matching enjoyment with the need for the
children to consider similarities and differences, it is possible that in some cases the noting
of enjoyment could mask a lack of awareness in some teachers of the need for a deeper
understanding and of what ESDGC entails. However, it appears that there were other

benefits which resulted from this enjoyment.

7.2.2 Interested, motivated and enthusiastic pupils

Related to enjoyment of learning was the benefit of developing interested, motivated and
enthusiastic pupils, mentioned by fourteen teachers. In these schools this was mostly
attributed to giving them real contexts for learning. These ‘real’ contexts ranged from
learning from visitors to the school, learning with their fellow pupils in partnership schools
around the world, to taking part in local and school activities such as looking after school
grounds and entrepreneurship activities. In Gyrn, four out of six teachers emphasised this,
saying that it made pupils more “interested” and “motivated”, for example children would
readily bring things in to the class after doing a session in school (5G). This was also

noted by Teacher 2D in Drosgl and six teachers in Faban who mentioned that the children
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were asking to do ‘things’. Although these responses may partly be a response to the more
pupil-centred, skill-based curriculum, many of the comments were specifically made in the
context of their ESDGC activities. In Llefn, the Head teacher emphasised the move to
experiential learning which had helped the children understand and empathise with others,
Before, we tended to learn about these things through books, and maybe through

the internet, but now, it’s a direct experience for them. They live the experience.
(Llefn head teacher)

7.2.3 Knowledgeable, aware (of issues and other people) and learning pupils

Knowledgeable, learning, and aware (of issues and other people) pupils was the third most
mentioned perceived benefit. This was attributed to the experiences described above and
to the number of ESDGC opportunities offered to pupils. Some comments were tempered
by some doubts about the depth, and persistence, of learning. For example, although the
head of infants in Drosgl said that the younger children had enjoyed everything they had
done in this field, Teacher 6D, who also teaches infants, qualified this with the comment,

“Well I think they enjoy it all but they don’t think wider than that | think. They do
enjoy it [though]”

As mentioned earlier some other teachers, such as Teacher 7L, were also quite clear that in
the younger classes they were only giving the children tasters of other cultures, and that
their understanding was expected to grow throughout their school lives. The acting head
teacher of Drosgl, also felt that the children’s interest and memories were often short-lived,
“I would say, what I find, is like we saw this morning with the World Cup, that
things are fresh [when they are] in the news then when we ask them 6 months or a
year later they have forgotten all about it..... Yes... We had a visitor from Lesotho

and the children thought it was great... and then some months later they didn’t
remember it.” (Drosgl Acting Head teacher 2D)

However, this view was not reflected by other teachers or the pupils in the school. Teacher
6D noted, “She brought visitors from Lesotho here and the children from that time still
remember it too” and in the pupil interviews several excitedly mentioned their visitor

talking about Lesotho.
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Some of the other schools had found ways to give pupils more lasting experiences. For
example, the head teacher of Faban and teachers in Gyrn noted that pupils were more
interested in countries because their teachers had been there and visited their partnership
schools. Teacher 2F explained,
“Because the head teacher and another teacher in the school had been there they
had taken lots of pictures and the children really loved looking at the photos,

because they couldn’t really believe how different it was there. In their minds
every school is like this school so they enjoyed seeing that too.” (2F)

These vicarious experiences undoubtedly raise awareness. However, the pictures would
ideally be backed up with information from several other sources which would allow the
children to question and research differences and go some way to overcoming the danger
of stereotyping. Llefn was notable in bringing a constant flow of visitors related to their
partnership countries. For example, as well as having visitors from teacher in their
partnership schools teachers, they also invited poets such as Benjamin Zephaniah into their
school, and visitors from their local Chinese community. These were felt to widen the
pupils’ (and teachers’) experience and understanding as well as keeping the topics in their
minds. As mentioned earlier, empathy and understanding was also seen to be raised

through the use of relevant stories.

7.2.4 Values, attitudes, dispositions and skills

Although enjoyment of learning and gaining understanding and awareness is a useful basis
for pupils’ development in ESDGC, in the longer term it will be their values, attitudes and

dispositions and their skills which will impact on how they see and change the world (Pike
and Selby, 1998; Sterling, 2001; Scott and Gough, 2003; Breiting et al., 2005). It was

notable that most of the teachers’ comments related to the development of these.

Values attitudes and dispositions

Children making decisions, being involved, interacting and thinking for themselves were

mentioned by teachers across all schools. For example, in Faban Teacher 8F noted,

“They like to come and discuss, and in the class council they come with things for
the school too.”
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Teachers in Drosgl noted that the children were responsible,

“ves they are responsible. Years 3 and 4 are in the [school] Council but it’s not us
who are responsible for it, they are responsible in a way”. (Teacher 3D)

A readiness to consider other opinions was also noted as a significant change by Teacher
2L in Llefn,
“And also, their readiness to consider... their readiness to change an opinion and

consider new ideas, which I think is the most important things for sustainable
development, that they are prepared to consider.”

In the more multicultural school, Faban, there was considerable mention of pupils gaining
self esteem from being able to contribute views from their own cultural perspective. This
was undoubtedly because the school’s emphasis on helping the children to integrate. The
head teacher pointed out that they had concentrated on this aspect following, rather than
before, the success of their Asian partnership work. Her reasons were,

“we felt that they were getting to know the children in **** but that they didn’t
know each other somehow.” (1F)

Four teachers noted an increase in pupils’ confidence, self esteem, and their tolerance and
respect for others as a result of encouraging the children to share information about
themselves,
“And they had to do self portraits and write one thing we didn’t know about them,
something interesting — it had to be interesting; and they had to write ‘I am special
because ...." They enjoyed that. They all wanted to say something .... ... but it

really comes in from day to day life — how to respect others, how would we like to
be treated. And it all underlines behaviour and so on I think.” (Teacher 8F)

The head teacher added,

“There isn’t lot of racism, very, very little, nearly none..... So I think that the
tolerance that children have towards each other [is significant]. 1'd say that was

[due to] the ethos of the school.”

The impact of the ethos of the school on pupils gaining self esteem was also mentioned in
Llefn and Gyrn. The Gyrn head teacher explained how their approach extended across the

school and helped the children,

“and it comes almost daily into lots of different things: in how we praise the
children, the way they look after themselves, stick to their values ... and [it] helps
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their self esteem,[and] how they interact with other children and how they [realise
that they] are similar and different; [it comes] into work on friends, work on their
social life.” (Gyrn head teacher).

In Bera the head teacher commented on the impact of the work in the infants’ class, saying
that this had led to the children coming into the juniors with more humanitarian feelings,
“Well... because [Teacher 2B] enjoys doing a lot of the work, or puts an emphasis

on the work, then the children that come up [to Key Stage 2]have a bit more
understanding. [ see that more of that now than I did in the years before... ... .....

’

you know, more humanitarian feelings maybe...’

Pupils’ skills

In terms of skills, in Drosgl, teachers mentioned that the children were more independent,
able to think, evaluate and reflect. In Gyrn the head teacher said “/t’s encouraged lots of
ideas and discussion which have come from the children.” Pupils there were said also to
be learning to make connections between their lives and where things they eat come from;
these comments were backed up by the pupils in their focus group interview. In this
school the children were also said to be “able to think more for themselves” and to be
“involved and interacting” (Teacher 5G). The ability to consider other opinions,
mentioned above by Teacher 2L is also a skill. Lateral thinking was noted in Bera where
the head teacher had also seen evidence of the children comparing, and critically thinking
about other topics related to ones they had been studying, for example when comparing the
earthquake damage in Chile and Haiti mentioned earlier. Other general educational
benefits included improved ICT skills, language and research and discussion skills. For
example, the Llefn head teacher noted how working through the medium of English within
their international partnership, as opposed to their first language Welsh, i.e. in a real
context, had been beneficial for the children’s bilingual language skills,

“And they see a purpose to communicating in English, and their English oral skills
have come on well, and the trans-language aspect — from the Welsh to English”
(Llefn head teacher)

In Faban also, the real and relevant nature of their work with the southern Asian school,
I.e. doing work for a purpose, was believed to have raised standards of writing and

communication as well as helping pupils gain ICT and research skills,

“They ve reacted really well, and they know it’s for someone else, and that’s raised
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the standard of the work. Yes, they know there’s a reason for doing it, that there’s
a purpose, and that there’s another audience going to read it.” (Faban head
teacher)

e and it was good because it was teaching them too, to use the internet as well
as helping them understand more about the country. They definitely enjoyed that.”
(Teacher 11F)

Working in a relevant context was noted as a criterion for ESD in the outcomes of the
European study of Eco-Schools (Breiting et al., 2005) and is implicit in all the literature

promoting pupil participation.

7.2.5 Parental involvement

The head teachers in Llefn, Faban, Bera and Gyrn all mentioned the benefits to children of
their parents being involved in their learning, for example by coming to events in the
school. This is suggested in general education by, for example, Fullan (2001) and in
ESD/GC by (Ofsted, 2003; Hren et al., 2004; Global Action Plan, 2007; EES-SW, 2007;
Jackson, 2007). However, although some parents were involved in coming to events in
Llefn they did not seem to contribute to lessons, and even in Faban, where some did, the
head teacher mentioned that there were some who were actively opposed to the school’s
global citizenship work. It is possible that some of these parents in the latter school,
coming from a different cultural and educational background, valued a more didactic form

of learning than was being practised in the school.

The next section looks at the degree to which the pupils themselves demonstrate the

benefits noticed by their teachers and outside bodies.

7.3 EVIDENCE FROM THE PUPILS’ FOCUS GROUP INTERVIEWS

This section presents findings from the pupil focus group discussions. These groups
included pupils from years 5 and 6 although in Faban only year 6 pupils were involved.
The pupils’ comments will first be compared to Gayford’s (2009) four levels of both

‘content knowledge and understanding’ and ‘process abilities’; these are the most detailed
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available for pupil outcomes. Comparison will be made to further published criteria at the

end of the section. All pupils have been given pseudonyms.

7.3.1 Faban pupils’ responses

One group of six year 5 and 6 pupils was interviewed, two girls and four boys. They were
a very lively, confident group and seemed to enjoy the interview. In contrast to the other
schools most of the interview was conducted through the medium of English; this was the
pupils’ choice. As they left all said “thank you” enthusiastically with one boy saying
“Thank you for coming, I've learned a lot today” and a girl “yes we really enjoyed this
discussion, this laughter”.

When asked what they liked about their school, five made comments about liking the
teachers, having good friends and having fun. The pupils confirmed their teachers’ views
of them being confident, knowledgeable and aware, interested and motivated, and
appreciative of others. In many ways they surpassed what their teachers had said about
them. They had a wide range of understanding across all the ESDGC themes; many of the
topics discussed had not even been mentioned by their teachers. They mentioned in depth,
for example, Barack Obama, Martin Luther King, apartheid, Nelson Mandela, global and
UK conflict, issues and causes of poverty in other countries and the UK, overuse of
resources, recycling, growing plants in the garden and looking after the wildlife, global
health issues such as malaria and swine flu, the Haiti earthquake and fair-trade. They
confirmed their teachers’ views on the impact of their work on racism, and were very well
informed and opinionated about this in both local and international contexts. For example,
when discussing Barack Obama, Gill made this insightful observation,

“Ehmm, well the reason that Barack Obama is quite good is because he’s the first
black president and everyone is actually going to be testing him.” (Gill)

Tara, a pupil whose parents are originally from India, and who was initially quite shy,
commented, “Mmm, I think everyone is the same really.” Charitable concerns had
obviously played a fairly large part in their knowledge of some global issues. However,
they also showed they had considered things, for example, whether countries were

completely poor,

190



Chapter 7

“South Africa has a big football stadium so must have some money even although
lots of people are poor (boy)

On poverty in their own country some showed they were perhaps reflecting adult
comments they had heard,

“Well actually some people pretend that they are poor sometimes just so that they
can get money to go out and so on” (Qirl).

They gave the standard definition for fair trade and they knew about other charitable
initiatives such as Send a Cow, albeit with some misconceptions. They showed that they
knew about connections between themes e.g. the effect of poverty on health,

“yes and people, because they don’t have a lot of money they can’t have infections
(sic)... injections.” (Len)

News about celebrities in the media had also impacted on them,

“Ehmm, some people are dying because mosquitoes are biting them because like
Cheryl Cole, she went to Africa and she didn’t have an infection (sic) and now
she’s ill.” (John)

They also showed considerable thinking skills, for example thinking about their futures
and reconsidering how those choices might be good or bad for their environment. They
were convinced that they would have to make changes in the future such as driving less.
One thought there would be more, and one less, pollution; one said oil would run out.
Some explained how technology could help, one thought there would be less war because
they could talk about peace whilst another thought there would be more war, because she
had seen the recent street fighting in the UK. They could also see dilemmas,

“If we start recycling more, where does the plastic go, [to] a factory, well the
factory is making the pollution with all the smoke so,..... mmm. It is very difficult.”
(lan)

Another, having just been discussing climate change, then talked about his aspirations,
“I think I either want to be a doctor or a pilot, but mmm, a pilot’s not really

helping the world!” (John)

In comparison with the other schools with international partnerships it was interesting that
they did not dwell on their partnership in southern Asia, only briefly mentioning pen pals
there and appearing to know only a little about the country. This reflected some comments

made by their head teacher who expressed some doubts about the impact of their
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partnership. Their general knowledge of issues and ability to make connections between
them would put this group generally at Gayford’s (2009) level 4 for both content
knowledge and understanding and at somewhere between levels 3 and 4 for process

abilities.

7.3.2 Llefn pupils’ responses

Both groups of pupils interviewed in Llefn were very enthusiastic about their learning and,
confirming their teachers’ views, seem to have especially enjoyed, and been affected by,
the numerous visitors from other countries and their experiences of linking with a school in
a Caribbean and China. When asked ‘what do you like about your school’ their replies
reflected this,

“I like the visitors. They come from lots of all kinds of countries, Jamaica and all

kinds and they re fun to learn from. The whole school has the experience too, not

just us, so it’s good.” (Girl 4L)

“To me the most interesting visitor has been Yasuf and the reason is because from
his answers we got lots of information and liked when he told us about the toys he
made when he was little out of wood and he couldn’t buy them and he liked to make
things like little cars and he made a sound with his mouth.” (Girl 3L)

“with links we 've had meetings with people from different countries.. We’ve met
someone for Finland, someone from Jamaica and people from.... (other whispers)..
China and we 've had fun meeting them.” (Boy 2L)

Reflecting a stimulating environment, but also one where they gained knowledge and
understanding, Girl 2L said,
“Also with the teachers, because they teach you new things each day, you don’t

wait to hear. It’s good for your education and it’s also fun learning.”

Three pupils also pointed out that they enjoyed their school council and their participation

in decision making,

“I like it because we have a school council; the club gets to help and to choose
what to do and I like that.” (Girl 7L)
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Girl 6L added, demonstrating their humanitarian feelings “We have been raising money for
children in **** children who are without education.” This reflected their previous
involvement with an Oxfam-funded ‘Right to Education’ workshop and their subsequent
class work. Their sources of information were wide, from visitors, pen pals in the
Caribbean and China, teachers’ visits to a variety of countries, news, newspapers, their
home life, and their own observations of trends , for example, when shopping, where one
had noticed a sustainability issue,

“and if you think, we go to supermarkets today and we buy things like biscuits and
they are four different wrappers, a bit like pass the parcel.” (Girl 3L)

This showed that they were not confining their learning to school but also taking it home
and into the community as also noted by Gayford (2009). There was a host of comments
reflecting ‘real’ or experiential experiences. It seems that their head teacher’s and ESDGC
coordinator’s aim to give these children a real experience of living in a multicultural world
has succeeded; their education had become alive. They were confident and could talk
comfortably about local and global poverty, local environmental issues, waste and climate
change. They showed that they were trying to work things out for themselves. For
example, when discussing fair trade and why people don’t earn a lot of money the
following comments were made,

“and perhaps with people who work on the farm, [if] there is only one farm in the

village and everyone has to work there, .... perhaps because there are a lot of them
they can only pay a little to everyone, not much to one person.” (Girl 1L)

“Ehmm, perhaps because the business needs lots of money to buy other things and
perhaps that’s one reason and perhaps there are other reasons too.” (Girl 3L)

They were also zealous about changing the world for the better and truly believed they

could help with this. Their attitudes can be summed up by the following comments,

“People think only adults can change the world but I think that everyone, even very,
very little children can learn now so when they grow, when they 're big they don't
do bad things. And I think children can even help through playing in the yard,
using the recycling bin, putting fruit away in the compost bin.” (Girl 1L)

no, we don’t needs Ipods and things like that, just things that help us live and can

help us, but we throw away a lot of money that we make on things like that. (Girl
2L)

193



Chapter 7

The following two comments show that they recognized that efforts were being made to
change to more sustainable methods, and that sometimes incentives might be needed to
encourage change,

“also in supermarkets they make bags out of plants instead of out of plastic. When

people buy plastic bags a lot of people throw them and turtles eat them and things
like that and jellyfish” (Girl 4L)

“and also with plastic bags they say in Tesco and places like they will give you
more points and that makes people want to.” (Girl 2L)

Finally, showing that she had enjoyed the interview and could see further possibilities, Girl

3L said,

“[ think we should talk to the Government, have a chat like this with him, with
them, and it has the power to do something, without children just doing it.”

This reflects Gayford’s (2009) comment in level 4 process ability where he notes that
pupils begin to realise that not only they can change things but are aware of who else they
need to persuade in order for change to happen. When questioned about this, the pupils
added that they had been studying the government recently. The focus group was held just
after the general election, therefore this was not too surprising. Their general ability to
think and their keenness to change the world put many of these pupils at Gayford’s level 4
on process abilities. On content knowledge and understanding, they generally also

appeared to be at level 3-4.

7.3.3 Gyrn pupils’ responses

Two mixed groups from years 5 and 6 were interviewed, with a total of thirteen pupils,
comprising seven girls and six boys. Both groups were fairly talkative but appeared more
formal than some of the pupils in other schools. They had all been involved in filming for
a new ESDGC DVD during the previous fortnight and some, at times, seemed to be
quoting pre-prepared lines. Once again their responses confirmed much of what their
teachers had said. They seemed to really enjoy being in the school. Many of their ‘likes’
about the school reflected their own participation. For example, some had enjoyed aspects
such as taking part in the school council and “making decisions for the school” (Louise).

These pupils tended to be in Group 1 which contained more members of the school council
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than the other group. Pupils in the Group 2 were much less enthusiastic about this and
referred to the school council as something others were involved in, again reflecting the
importance of actually taking part. Other pupils liked being a Green School “because we
have healthy food and we recycle and reuse.” (Gari). James liked the fruit at break time.

When asked about what they knew about global issues they were very knowledgeable. A
key stimulus for learning in this school, also noted by the teachers, appeared to be the
news, for example,

We get reading the newspaper whenever we want and we see issues and we all get
to see what’s happening. (Louise)

They mentioned the Iceland volcano, a local murder, the new government and the Haitian
earthquake. They were aware of the influence of poverty on the outcomes of natural
disasters,

“The people in Haiti are poor and it destroyed their houses and it had a big effect
on them.” (Ellie)

They were very interested in global issues such as poverty and curious to know more.
They suggested many things they would like to know, such as why everyone doesn’t have
an earthquake, and why some countries are good and some not, and that that wasn’t fair.
They asked questions like “Why are some people fighting in countries like Afghanistan?”
(Gari) and “Why do people steal and things like that, steal money?” (Ellie). They had a
growing understanding of some of their global connections, and mentioned many types of
goods they used that came from other countries,

“We have food from across the sea and it costs, and it wastes energy and it’s not

good for the environment because there’s lots of aeroplanes and we should pay a
fair price to the people who make the good food.” (Gari)

They also had a good understanding of what could be causing climate change and many
ideas about what they could do to lessen carbon dioxide emissions (although one called it
‘smoke’). They described fun activities such as fair trade parties and visiting a farm to

learn about keeping hens. They had also taken a large role in arranging this visit.

The pupils were enthusiastic about their international partnership work. It was clear that

their teachers’ visits to China, and particularly southern Africa, had had a large impact on
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their learning about those countries as well as the emails and letters exchanged with their
“friends”. They had also had visitors from these countries. They knew a lot about the
geography and about the ways of children’s lives in southern Africa and China, including
many positive things, and they were keen to find out more. When talking about southern
Africa they did not emphasise poverty, but talked instead of different ways of doing things,
for example, of the children walking to school and being good at football and making balls
from plastic. “They make them themselves” (Helen). This indicated that their teachers
were successfully avoiding some stereotyping. They were not, however, interested in

making their own plastic balls!

On Gayford’s (2009) Content knowledge and understanding statements they were perhaps
at level 3. On his Process abilities some seemed to be at level 2-3 whilst others, who

showed lateral, critical thinking and curiosity, were nearer level 4.

7.3.4 Bera pupils’ responses

Two groups of five pupils were interviewed from years 5 and 6; these comprised all pupils
from these years, which are taught together. The first group contained mostly year 6 pupils
and the second year mostly year 5. The children seemed to enjoy the interviews and talked
freely. They were generally very aware of, and more passionate about, local sustainability
issues which had touched their families’ lives, than other issues. For example one boy
from a farming family was very knowledgeable about the impact of the Chernobyl nuclear
accident which still affected his farm. He also knew a lot about the local nuclear power
stations. All the pupils had stories to tell about the drowning of their local valley to make a
reservoir. The importance of this kind of local understanding is stressed by Orr (1992) and
Sterling (2003). They also recognised the contradiction between driving less and wanting
to drive themselves, although they recognised that living in a rural area meant they would
probably have to drive. They knew a great amount about the importance of keeping
healthy and about their environment, although this was mostly mentioned in terms of
keeping them healthy, probably a reflection of emphasis on this in the Healthy School

scheme.
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They also had a very wide range of knowledge and awareness of global issues. The
following topics arose when asked about global issues and their connections with the

world:

e earthquakes in Chile and Haiti (and impact on the people there);

e the volcanic eruption in Iceland and the impact of the ash cloud;

e the oil spill in the Gulf of Mexico and its impact;

e conflict in Afghanistan and local involvement;

e fair trade (what it is about and what they do about it in school);

e charitable work for Christian Aid, Comic Relief (on malaria), Send a Cow, Action
Aid and water supplies in Africa, Children in Need,

e poverty in Africa; and a little about diseases affecting people in other countries e.g.
malaria;

e the football World Cup;

e the new US President, Barack Obama;

¢ climate change and their impact on other countries;

¢ nuclear power locally and also the Cherbobyl nuclear accident incident on local
farming;

o levels of water in their local lake and the movement of people when it was flooded
in the past;

e Lesotho (many facts);

e South Africa — geographical facts, colours of people, World Cup, rich and poor.

However, some of this knowledge was quite stereotypical. Several seemed under the
impression that most people in Africa are poor, although, as in Faban, two pupils did
acknowledge that South Africa had rich and poor people; this was mentioned in
relationship to the Football World Cup. They knew something about reasons for poverty
(mainly in a fair-trade context),

“There’s not a lot of food in Africa and it hits them because they don’t have a lot of
rain.” (Girl 6B)

They believed that Africa is hot and dry all over and they were unsure about where
individual countries actually were. They knew a great amount about the geographical

areas of South Africa but when questioned about apartheid they had not heard of it
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(although it is possible they had discussed this without the word itself being used). When
questioned further about poverty in Wales they acknowledged that not everyone in Wales

is rich either but said that there are poor people in Cardiff.

“yes, in Cardiff, there are people on the streets, sleeping on the street.” (Boy 3B)

Their views perhaps reflected the fact that they all come from an extremely rural area
where they certainly don’t feel poor - most are from farming families. (The low number
eligible for free schools meals confirms this). They also knew about the impact of climate
change on other countries; some were very knowledgeable about the causes of climate
change, whilst some had an inaccurate understanding. They were aware of some things
they could do to influence the future such as eating healthily and buying fair-trade goods,

“We’ve got a Fair trade shop and we sell orange juice,, apple juice, raisins and
bananas” (Girl 3B )

The impact of television based fund-raising also showed,

“people in the world can give £5 to Sport relief to buy a net to put over children so
when mosquitoes come they can’t bite them and give them malaria.” (Boy 2B)

In summary, the pupils’ responses in this school reflected its very rural position, an
emphasis in the school on charitable events and geography, and perhaps fewer experiences
of meeting people from other countries than in the other schools. The level of
understanding of issues for these year 5 and 6 pupils would seem to be at Gayford’s level 2
of Content knowledge and understanding for global issues, but at level 3 for local
sustainability issues. However, on his Process abilities more were at level 3. It should be
remembered, however, that the ESDGC coordinator who had spent more time studying
ESDGC and had more support with its development than the head teacher, teaches the
infants classes. It is known that she uses very interactive activities in this class and brings
in many visitors with links to other countries. It was also noted by the head teacher that
pupils were moving up from infants with a wider understanding of global issues. As is
only a few years since they began concentrating on ESDGC in the infants and these pupils
have not yet reached years 5 and 6 and it may be that when they do they will show a
greater depth of understanding of global issues than current pupils. In retrospect, it would

have been useful to interview some of the younger pupils too.
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7.3.5 Drosgl pupils’ responses

Group 1 from Year 6 was a lively, confident group of children who all enjoyed talking.
The five pupils in this group were aware of many global issues gleaned from frequently
watching the programme Newyddion Plant (Children’s News) and from fund-raising
activities. They also seemed to look at newspapers at home too. They mentioned
Afghanistan, Barack Obama’s visit there, the earthquake in Haiti, the Asian Tsunami
(although the girl who brought this up only had vague childhood memories of this), Water
Aid helping to give clean water and helping people live longer, and fair trade. One girl
explained,

“Tesco has had lots of fair trade products and every time we buy Fair trade the
money goes to farmers who can grow more things like bananas.” (Girl)

This ‘slightly’ inaccurate description was typical of Gayford’s (2009) level 2 for content
knowledge and understanding. They were enthusiastic about their new link with Turkey
and said they had emailed pupils and sent presentations; however when asked about the
country they mentioned mostly facts about its currency. This link had been forged by a

newly qualified teacher and was still in its early days.

The four Year 5 pupils in Group 2 were much shyer and knew more about green issues
than about current global issues.  Their views were quite stereotyped about both poverty
and African countries, and hinged around charitable ideas. They implied that the latter had
mostly poor people needing help, for example,

“The children in Africa are poor and they don’t get presents at Christmas so we, in
the school each year, we make a box of things and send them.” (Annie)

This was an issue recognised by teacher 7D,

“And that’s something too, when the children think about Africa they tend to think
they all are poor so we need to be careful” (Teacher 7D)
Pupils in both groups knew something about health issues in other countries, such as

illnesses due to dirty water. Two children had links with other countries, one with Libya,
where a parent had lived, and another with Borneo and Kenya where he had travelled with
his family. The year 6 pupils knew a lot of reasonably accurate information about climate
change causes and impacts and about actions they could take to lessen it; the year 5 pupils

knew very little. This was surprising as they were being taught by the same teacher.
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As in Bera, although the children knew a fair amount about other countries and global
issues, the key issues about which they were passionate were local issues, such as why they
should eat healthily and exercise, the environment and vandalism. They had an active Eco
council and the pupils who were members of this were exceptionally enthusiastic and, as
noted by their teachers, they were responsible and highly motivated to make their
environment better,

“and there were people in the park who just throw things and me and **** we went

with a bin bag to pick the rubbish up.” (Fay)

When asked about what they thought the future would be like Fay gave an optimistic
answer, “more people walking.... then people will be healthy and the world will be happy.”
The others were equally passionate about the future but some were more cynical, “/ don’t
think people will recycle, never.” (Boy) The school council was said to be very active.

The children said that this made decisions about raising money for charity.

7.4 COMPARISON OF CHILDREN’S RESPONSES AND TEACHERS’
PERCEPTIONS OF ESDGC BENEFITS

Generally, the pupils’ responses supported the benefits for their education suggested by
their teachers (Table 7.2). As noted by their teachers, pupils in all schools clearly enjoyed
their ESDGC learning and were motivated and interested in ESDGC topics. They were
confident and keen to contribute their own views. They were aware of a wide range of
global issues although there were some stereotyped views on poverty and
misunderstandings about climate change; these were noted by some, but not all, teachers.
They were particularly enthused by experiences that really touched their lives. For two of
the five schools (Bera, Drosgl) these were mostly local sustainability issues. In Llefn, due
probably to the large numbers of relevant visitors, and to two undoubtedly enthusiastic
teachers, the pupils were very enthusiastic about issues in several other countries. This
school seemed to have succeeded in giving experiential global experiences which really

enriched their pupils’ lives.
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Table 7.2 Comparison of children’s responses and teachers’ perceived benefits.

Chapter 7

Evidence of benefits from pupil focus groups

Benefits suggested by teachers

Faban

Llefn

Gyrn

Bera

Drosgl

Enjoyment of learning

\/

\/

\/

\/

\/

Knowledgeable, aware (of issues
and other people) and learning

pupils

\/

\/

\/

\/

\/

Interested, motivated and
enthusiastic pupils (e.g. through
real contexts for learning)

Children make decisions/involved
and interacting pupils/ Pupils
think for themselves/ Pupils
readiness to consider alternative
arguments/ responsible

Pupils have self esteem and are
keen to contribute views from
their cultural perspective/ Pupils
have sense of belonging/ Pupils
have pride in their school and
selves

Pupils tolerant and appreciative of
others/ Less racism in school/
Pupils have appreciation of
differences/ everyone included

Pupils have real and relevant
experiences

IT and research and discussion
skills

More independent and confident
pupils

Pupils transfer learning to new
situations/ Pupils make
connections

< | <] <2| <

< | <] <2| <

< 2| <] <

Pupils aware of healthy eating

Pupils have more humanitarian
feelings

< | <

< | <

< |2

< |2

< | <

Pupils develop as bilingual
learners

Parents involved

There was a similar situation in Gyrn with interest sparked by their two international

partnerships, and in Faban where the pupils were very aware of, and passionate about

many global issues. The location of this school near a hospital may mean that a large

number of these pupils are likely to have well-educated parents and they may well have
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picked up extra ideas from them. The low number entitled to free school meals may

support this suggestion.

Pupils in all schools also confirmed their teachers’ points that they were given many
opportunities to participate in the life of the school; they clearly enjoyed this and those
who were in the school council or Eco-council were particularly enthusiastic about this.
This agrees with Gayford’s (2009) observations that pupils enjoyed participative activities.
They all took action for sustainability and charity and in Llefn and Drosgl schools they
were extremely passionate about this. Some were almost incredulous at the unsustainable
actions of some people and showed that they wanted to influence others; some realised that
they may well have to influence those at higher levels too. Most of them had thought
about the future and about solutions to climate change; some were positive, some realistic
and others quite pessimistic. All groups showed considerable evidence of critical thinking
and lateral thinking, and the topics raised in the focus group provoked most of them to
critically consider issues and to make some considerable deductions spontaneously.
Obviously some pupils would naturally be better at this than others but they gave the
impression that all schools had, as mentioned by their teachers, given pupils considerable

opportunities for developing thinking skills in their school life.

7.5 COMPARISON OF TEACHING AND LEARNING LEVELS WITH
PUBLISHED CRITERIA

As mentioned above, three schools had completed an audit of ESDGC against the WAG
criteria (Welsh Assembly Government 2008b). They estimated that they were at the
following levels:

e ‘Embedded’ for Global citizenship and ‘Developed’ for ESD (Llefn);

e ‘Embedded’ (Gyrn);

e ‘Embedded’ (Bera).
The closer examination of practice and pupil responses in this section of the study has shed
some more light on schools’ achievements, especially in the learning and teaching
categories of the self assessment tool. These findings are now compared to the Estyn
(2010) criteria which give a little more detail on pupil achievement than the otherwise
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similar WAG criteria (Welsh Assembly Government, 2008b) and also to other sets of
criteria for learning, teaching and pupil involvement from Gayford (2009) and Oxfam
(2006). Levels of whole school development, leadership and management and partnership
and community will be compared to the WAG (Welsh Assembly Government, 2008b) and
Scott (2010) criteria in Chapters 8 and 9.

Compared to the Estyn (2010) levels it is estimated that all five schools were indeed at the

‘embedded’ level for aspects of pupil involvement, i.e.

Pupils make regular suggestions for and take initiatives in SD and GC practices of
the school; arrangements for pupil participation is well developed; ... Pupils are

active in making decisions about wider issues in the school (p. 6),

They also appeared, generally, to be at this level for pupils’ knowledge, understanding and

skills in the area of sustainable development,

Pupils develop their understanding and skills through decision making and carrying
out their own initiatives (p. 5)

The critical and lateral thinking on global issues from pupils in Faban, Llefn and Gyrn

confirmed the embedded level in these schools,

‘Pupils understand and apply knowledge of EDSGC to analyse a range of
interpretations about sustainability and to challenge simplified or stereo-typical

views of other societies (p.5)

The Gyrn pupils were notable for their positive images of other countries and insightful
questions, and the Faban and Llefn pupils for their wide range of understanding and
application of critical thought. However, in Bera and Drosgl, although aware of many
global issues, the pupils’ more stereotyped views reflected the lower end of the ‘developed

level’ for global education aspects.

In a comparison with Gayford’s (2009) levels, as noted above, it is considered that most
groups displayed the characteristics of level 3 for both content knowledge and
understanding and for process abilities. However, there were some who displayed

considerable characteristics of his level 4 for both categories and some who appeared to be
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closer to level 1-2 on aspects of poverty. It should also be remembered that these pupils
are of primary school age and that the criteria above do not differentiate by age. To be
achieving levels 3 and 4 at this age gives much hope for their future development,
especially with the increasing development of skills-based learning in secondary schools.

Oxfam’s (2006) Curriculum for Global Citizenship does differentiate by age and looks
separately at knowledge and understanding, skills, and values and attitudes. In a
comparison with achievement levels within this publication, remarkably many pupils in the
focus groups were displaying values and attitudes at the top end of the scale i.e. for ages
16-19. These included: open mindedness, sense of individual and collective responsibility,
valuing all people as equal and different, commitment to sustainable development and
willingness to work towards a more equitable future (p. 7). On skills, most were achieving
those suggested for their age group, apart from those who were not ‘detecting bias, and
stereotypes’ (p. 6). Most were displaying knowledge and understanding at the Key Stage 3
level, for example, on inequalities within and between societies, basic rights and
responsibilities, understanding of issues of diversity, awareness of interdependence,
awareness of our political system and others, and understanding the concepts of possible
and preferable futures. Also, they were at least questioning the causes and effects of

conflict, and the local and global relationships in conflict (p. 5).

On the more generic skills listed in the ESDGC Common Understanding (Welsh Assembly
Government, 2008b), pupils’ responses were around the middle of the progression
statements for ‘Developing thinking in ESDGC’ and slightly further along on ‘Developing
Communication in ESDGC’. For example, some pupils could certainly ‘use some prior
knowledge to explain links between cause and effect and justify inferences/predictions (p.
22), ‘link the learning to similar situations within and outside of the school’ and ‘form
considered opinions and make informed decisions. They could also ‘take into account the
opinions of others’ and ‘communicate effectively, in a way that suits the subject, audience
and purpose.’ (p. 23). They did not use much ‘ESDGC specific vocabulary’ (p. 23), but
that, perhaps, is not such a bad thing.

In summary, these findings do reflect schools which are well on their way to enabling
pupils’ to develop ESDGC awareness, understanding and skills. Pupils are also developing
skills and an appetite for learning which should be of benefit to them throughout their lives

and also be of benefit to society in general.
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7.6 TEACHERS’ VIEWS ON FURTHER ESDGC DEVELOPMENT

It was noted above that although teachers were fairly satisfied with their ESDGC
development, few were complacent; in all schools it was recognised that their ESDGC
journey was not over and that there were still areas to develop. In Llefn and Faban they
intended to give more attention to sustainable development. In Faban this included making
more explicit links between their vegetable growing, food miles and climate change. Both
Faban and Gyrn were in the process of further developing their curriculum links with their
partnership countries to enable joint learning about sustainable development and climate
change respectively. Also in Faban the head teacher was concerned about winning over
some parents who did not understand the need for ESDGC; she was planning “an evening
so they can understand why we do what we do” (Faban head teacher). Teachers in Drosgl
were considering developing a link with a Zambian school, writing an ESDGC policy and
sending teachers on further training courses. In Bera the Eco-School development was
noted as the next thing to do. Teacher 2B summed up the general attitude to development
of ESDGC,

“We have to move forward, we have to move forward, and it’s likely, as the world
changes that we will have more and more things that we will need to do. “(Teacher

2B)

This attitude is often said to be in short supply in schools where external pressures leave
teachers exhausted and stressed (Fullan, 2001). It appears that these schools have gone
some way to developing a forward thinking ethos of enthusiasm; this has also impacted on

their pupils.

7.7 CHAPTER SUMMARY

This chapter has looked at teachers’ perceptions of their schools” ESDGC development. It
has shown that teachers in four schools were fairly satisfied with their school’s level of
ESDGC development. They felt that it had moved on well, particularly in terms of pupil
and teacher awareness and the way in which ESDGC was integrated across the curriculum.

In the fifth school, Drosgl, it was recognised that, while they had made a reasonable
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amount of progress, there was still work to be done on developing ESDGC in an integrated

manner. Teachers in all the schools acknowledged a need for some further development.

A sizeable proportion of teachers in each school noted benefits for their pupils in terms of
knowledge and awareness, values, attitudes and dispositions and skills. Enjoyment of
learning was most commonly mentioned. Pupils were said to be more aware of ESDGC
issues, thinking critically, making decisions and playing a significant role in the life of the
school. It was suggested that these generic skills and attitudes could be beneficial to them
and to society. In Faban, the school with the high multi-ethnic intake, respect for others in
the school and increased self esteem was mentioned frequently. Pupil focus group
interviews generally confirmed their teachers’ observations. In general, pupils had a wide
awareness of both local and global issues. On some topics they had a greater degree of
understanding than their teachers suggested, and on others, such as poverty, some showed
a lesser degree of understanding. In two schools pupils appeared to have a greater passion
for local issues than global ones; in the others their interest in global issues was just as

prominent.

A comparison was made of pupils’ knowledge, understanding and awareness, their skills,
values and attitudes and their participation in the life of the schools with various sets of
criteria. This showed that in general they demonstrated fairly high levels of skills and

values. Indeed many showed very high levels of critical thinking for their age.

The next two chapters now move on to discuss in detail some of the factors which
appeared to be influencing the developments in these schools.
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CHAPTER 8 CASE STUDY SCHOOLS PART 3
FACTORS INFLUENCING ESDGC DEVELOPMENT

Chapter 8 commences the examination of factors affecting the development of ESDGC in
the cases study schools, i.e. it addresses Key Question 2, ‘What factors influence the

development of a comprehensive approach to ESDGC in primary schools?’

The two previous chapters gave an outline of the teaching and learning activities
introduced in the schools and the methods promoted by teachers. Teachers in all schools
felt that their school had progressed well with its ESDGC development and they named a
number of ways in which they felt their schools had moved on. It was noted that many of
these changes, such as increased staff awareness, greater integration of ESDGC across the
school and greater pupil participation could also be seen as factors which could further
affect ESDGC developments. In turn, it was noted that there are many other factors which
could impact on the use of these teaching and learning approaches. This chapter begins by
examining factors that teachers themselves thought were important to their school’s
development of ESDGC. It examines common factors and ways in which factors differed
between schools. It then looks at some of the teachers’ comments on why, when and how

their school began developing ESDGC; this raised some additional factors.

8.1 TEACHERS’ VIEWS OF FACTORS AFFECTING THEIR SCHOOL’S
DEVELOPMENT OF ESDGC

8.1.1 How the factors were elicited

The interviews addressed the factors in several ways. Firstly, throughout their interviews
teachers positively mentioned factors that had helped their school’s ESDGC development.
As described in Chapter 4, these were coded into ‘factor’ nodes in the NVivo-8 qualitative
data analysis programme. This resulted in a large list of factors. Secondly, teachers were
asked a specific question about factors i.e. “‘What would you say have been the most

important factors in the school’s development of ESDGC?’. They were first given the
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opportunity to name some factors without prompting and then they were given the option
to consider a list of possible factors, compiled from the literature review findings and LEA
officers’ suggestions. These were:

e the head teacher’s drive;

e dedication, or interest, of other teachers;

e attention to planning;

e teacher collaboration;

e training events;

e peer mentor support;

¢ networking with other schools;

e case studies from other schools;

e visitors to the school;

e taking advantage of specific opportunities that arise;

e guidance from WAG or Estyn.

Teachers named a great number of factors many of which were the same as those arising
during the rest of the interviews. Table 8.1 shows the number of teachers in each school
who felt that certain factors had impacted on their school’s ESDGC development. There
are three columns of ranked factors, columns A, B and C. Column A shows the number of
teachers who mentioned factors in answer to the specific question ‘What would you say
have been the most important factors in the school’s development of ESDGC? Columns B
and C show the number of teachers mentioning the factors positively somewhere within
their interview responses. Column D indicates whether LEA officers also mentioned the

factors positively.

The actual figures have to be viewed carefully. It should be fairly certain that when a high
proportion of teachers mentioned the same factor it was likely that it was important.
However there are some issues which complicate interpretation. Firstly, it will be seen that
the rank order of the factors in columns A and B is not the same and that the frequency of
mention is generally higher in column B. For example, the factor ‘Being flexible and
exploiting opportunities that arise’ is much higher up the ranking in column B than in
column A, i.e. it was mentioned by many more teachers during their full interview than in

response to the particular question on factors. This may be because the factor was not on
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the prompt list presented to teachers, suggesting that teachers were perhaps favouring
factors on the list rather than thinking of their own factors. The difference could also have
occurred because in the particular question on factors teachers were asked which factors
they thought had been most important. Secondly, the head teachers and/or ESDGC
coordinators who had been most involved in driving the developments often stressed extra
factors as important, some of which perhaps went unnoticed by class teachers. Although
these factors had the potential to be very important in the schools’ development they
appear lower down the list order. They have, therefore, been marked with an asterix (*).
Where the head teachers and coordinators gave a factor particularly strong emphasis the
asterix and numbers stressing the factor are in bold style text. For example, in Llefn school
all the teachers mentioned the role of the coordinator as very important and most
mentioned the positive impact of their international partnership. However only the
ESDGC coordinator mentioned how much effort and perseverance had gone into maintain
these links. This gave it a score of 1 out of 7 teachers (1/7), but it was undoubtedly an
important overall factor. It should also be remembered that every factor listed was thought
to be important by at least one teacher.

8.1.2 Common factors in the schools

Despite the issues of interpretation described above, it was clear that, whilst factors
affecting ESDGC development did vary between the schools, there were some consistent
factors arising. A motivated and supportive head teacher was mentioned frequently in all
schools. The role of the ESDGC coordinator and visitors to the school, teachers working
together, developing an international partnership, being flexible and exploiting
opportunities that arise, and professional development were commonly mentioned in

several schools. Personal interest was noted by the heads and coordinators in all schools.
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Table 8.1 Teachers’ views of factors affecting ESDGC development.

Sources from
specific Sources from the full interviews
question
Factors A. B. C. Number of sources in each school D.

Total Total Faban | Llefn | Gyrn | Bera Drosgl | LEA

sources sources
Motivation and support of head teacher 17/33 21/33 5/11* | 7/8* 5/6* 2/2* 2/6 \
Role of the coordinator 17/33 21/33 10/11* | 7/8* 1/6 2/2* 1/6* \
Visitors to the school from community, parents, | 16/33 21/33 3/11 7/8* 6/6* 2[2* 3/6* \
partner schools
Teachers working together/all teachers’ 13/33 11/33 4/11* | 2/8* 4/6* 2[2* V
contributions
Developing school international partnership(s); | 12/33 13/33 4/11* | 5/8* 4/6 \
Visits to and from partner schools; grants for
school links; working with a partner finding
organisation
Professional development - course or mentor 9/33 10/33 3/11* | 2/8* 3/6* 2/2* 2/6* \
support
Being flexible and exploiting opportunities that | 7/33 14/33 3/11 3/8* 2/6* 2/2* 4/6 \
arise; following pupil’s interests
Personal interest 7/33 10/33 2/11* | 2/8* 1/6* 2/2* 2/6* \
Planning for ESDGC 7/33 9/33 2/11* | 2/8 3/6 2/6 \
WAG ESDGC guidance documents 7/33 9/33 3/11* | 1/8* 4/6* 1/2* \
Naturally incorporating ESDGC rather than 6/33 2/6 2/2* 2/6
planning
The multi-ethnic pupil intake and opportunities | 6/33 6/33 6/11*
Dedication of the teachers 6/33 6/33 4/6 2/6* \
Supportive governors 5/33 6/33 1/11 2[7 1/2 1/2* 1/6 \
Support and case studies from other schools 3/33 3/33 1/6 2/6
High priority to/giving attention to ESDGC/ 3/33 4/33 2/11* | 1/8* 1/11* \
ESDGC in staff meetings agenda
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Professional development - in school 2/33 10/33 5/11* | 1/8* 1/6 1/2* 2/6 \
experiences and training

Taking part in school award schemes 2/33 9/33 2/11 2/8* 1/6 1/2 3/6*
ESDGC fits well into the new curriculum - 2/33 2/33 2/8

greater flexibility

Accessing key resources 3/33 2/11 1/8 1/2* \
Working with community and their funding 2/33 2/33 2/6 \
support**

Foundation Phase development 2/33 2/33 1/8 1/2* \
Detailed ESDGC auditing 2/33 1/11* | 1/8*

Success breeds success 1/33 2/33 1/11 1/6 \
Forthcoming inspection 1/33 2/33 2/11

Perseverance, patience and understanding (with | 1*/33 2*/33 2/8*

the development of the school’s partnerships)

Sharing information and networking with other | 1/33 5/33 1/11 1/7 1/11 2/11

schools

Teaching approaches — sensitivity and 1/33 2/33 2/8*

enjoyment of learning

Special events and country days 1/33 1/33 1/8

Colourful displays 1/33 1/33 1/6
Proactively involving pupils 7/33 1/11 2/8 2/6 2/6
Having an ESDGC policy 3/33 1 1/8 1/6

Knowledgeable, enthusiastic staff* 4/33 1/11 1/8 1/6 2/2* v

Notes:

1.
2.

3/6 indicates that three out of six teachers interviewed mentioned a factor.

An asterix denotes factors noted by head teachers and/or ESDGC coordinators. Where they particularly stressed a factor the asterix and numbers

are in bold style text.

Orange highlighting indicates a factor mentioned positively by around two-thirds of teachers or stressed by the head teacher and/or ESDGC

coordinator.
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The WAG ESDGC guidance was stressed by head teachers and/or coordinators in Faban,
Llefn, Gyrn and Bera. Giving high priority to ESDGC in staff meetings was noted in
Faban, Llefn and Gyrn. Not only were these factors also mentioned by the LEA officers
but they also were noted in the literature review as key factors frequently suggested by

other research.

8.1.3 Kaey differences between schools

Some key differences were noted between schools. The most noticeable difference was
that teachers in Drosgl mentioned fewer factors than teachers in the other four schools, and
those they did mention were mentioned by only a few teachers. It was notable that factors
like ‘the role of the coordinator’, ‘teachers working together’, “WAG guidance’, ‘success
breeds success’ were not mentioned by teachers in this school. This may reflect the fact
that it was at an earlier stage of ESDGC development than the other schools. For example,
as it did not have a coordinator teachers might have been less likely to work together on
ESDGC and to be aware of the WAG guidance. In the other four schools although certain
factors stood out strongly there were differences. For example, around half the teachers in
Llefn and Faban and Gyrn thought their global partnership was an important factor and
perseverance with these partnerships was noted in Llefn. Neither Bera, nor Drosgl, had
such a partnership. Although ‘Teachers working together’ was mentioned in all four
schools, it was especially notable in Gyrn. In this school the dedication of teachers was
also stressed, suggesting strong collegiality. Interestingly, in Llefn, although ‘Teachers
working together’ was stressed by the head teacher and coordinator it was not mentioned

by the other teachers. Did this mean they did not really feel so involved?

Taking part in school award schemes was particularly stressed in the full interviews in
Llefn and Drosgl, but surprisingly, since all schools took part in such schemes, rarely
mentioned in answer to the question on factors. This may reflect on how teachers see the
relationships between school award schemes and ESDGC. In Faban, the only school with
large multicultural intake, six of the eleven teachers mentioned this as a factor. Although
formal planning received only moderate mention, detailed auditing was a feature in Faban
and Llefn.
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8.2 WHEN, WHY AND HOW, DID THE SCHOOLS BEGIN DEVELOPING
ESDGC?

Examining the reasons for schools beginning to develop ESDGC may throw light on
certain influencing factors. In their interviews the head teachers were asked about when
and why they began developing ESDGC. They gave various diverse reasons. Other

teachers clarified some of their comments.

8.2.1 Faban

Although the Faban head teacher said that diversity issues had always been high on the
school’s agenda because of their multicultural intake, and the school had been taking part
in the Gwynedd and Anglesey Green School scheme for some time, the key developments
in global citizenship occurred in 2004 as a result of humanitarian, and partly personal
interest, reasons. When a tsunami hit the countries of southern Asia she had particular
interest as she herself came from a family with strong links to that area. Their initial
twinning with a school there began as a humanitarian gesture; it was arranged through a
charitable group and the British Council and they raised funds for a water system for their
twin school. She visited their partner country in 2007 and the focus of the twinning
subsequently changed when they successfully applied for a DFID Global Schools
Partnership grant (DGSP). This scheme includes criteria to ensure that schools develop
curriculum-based partnerships based on equality. Their schools’ partnership was
developed and continues to the present day although the head teacher still questions the

educational benefits for their southern Asian partner which is a very poor school.

A coordinator was appointed to guide the developments in the school and, using the Oxfam
Curriculum for Global Citizenship (Oxfam, 1997, 2006), she began auditing and
developing education for global citizenship in the curriculum. After the introduction of the
ESDGC Common Understanding in 2008 she then became the ESDGC coordinator;
however she still often referred to global citizenship rather than ESDGC. A link was later
made with a Chinese schools and a new link with another, more well-off school in southern

Asia was also being investigated at the time of the study. (This issue will be discussed
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further later.) Other award schemes and activities were adopted as opportunities arose

(Figure 8.1).

Figure 8.1 Key stimuli and initiatives which encouraged Faban to develop ESDGC.
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8.2.2 Llefn

In Llefn the Head teacher gave the policy driver of ESDGC guidance as one reason for
developing it. She traced the development of ESDGC back six or seven years to when she
knew ESDGC was an area to develop (this would have been shortly after the publication of
the ACCAC (2002) ESDGC document. In her own words,
“the way it started was that I was aware that I, personally, didn’t know much about
the area, and wanted to develop the area in the school, so I took the opportunity to

appoint a member of staff and give the responsibility of coordinating this area to
[her]. So that was a way of moving things forward.” (Llefn head teacher)

Personal belief in children’s development also influenced her, as she explained,

“Yes. Ithink I feel that we are so responsible for developing rounded personalities
and that we want to give them an opportunity — a wide range of experiences to
children —and like | mentioned earlier, teach them about their Welshness and their
heritage, but also [help them to] realise that they are part of a bigger world,
realising that the cultures of different countries are different, but that different
doesn’t mean worse — that we can learn from each other.” (Llefn head teacher)

The coordinator she appointed in 2004 already had a personal interest in global issues from
being a member of what she, herself, refers to as a “cosmopolitan family” (Teacher 2L) and
having worked as a teacher overseas. During her postgraduate teacher training year at
Bangor University she had taken part in a project helping schools look at links between
their own area and a Caribbean country. As part of this project she had been placed in
Llefn school and had impressed the head teacher. She, too, had a particularly strong belief
in the importance of children being given the opportunity in school to communicate with
people from other situations and cultures, rather than relying on this happening in their
own family lives. In her own words, these experiences shouldn’t be “the luck of

upbringing” (Teacher 2L).

They began by looking for, and developing, a link with a Caribbean school. After
involving the ICT coordinator to develop website links the school won a BT award to
develop its work further and their partnership went from strength to strength. The
coordinator also took on the development of the Green School award, gaining a small grant
to develop out-of-school residential visits for the children and in-school actions. This may
have been prompted by her attendance at the local ESDGC forum. Other award schemes
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and a China link came later.

Figure 8.2 Key stimuli and initiatives which encouraged Llefn to develop ESDGC

2003 2004 2005

Project on Caribbean- Teacher recruited School link with
Wales links as Coordinator Caribbean

Global
i |T|_5T — Head’s desire to BT award and School
project develop T BC grants. partnership
Bangor ESDGC Visits, visitors Caribbean
University ACCAC I —
(BU) and guidance doc;
WEC personal belief
— Welsh and Curriculum
outward development
looking auditing for
ISA award,

new activities

2
0 Fairtrade |
schools Local fair trade ESDGC Forum grant Green School
1 award support and LEA support / development
1
) Extensive,
= T BC China visits, visitors, continuing,
0 Continuing In%ﬁ?ggcﬂgc Personal interest joint work
1 development with China
0

Overview
of all
aspects

] Children’s news;
Global issues 8 Visitors —

Looser planning;
ISA award following pupils’ interests

Note: The diagram is not to scale. Yellow arrows note opportunities which particularly sparked
interest and development. Brown arrows denote less dominant influences. The blue arrows show
the introduction of the ESDGC Common Understanding and Revised Curriculum. Dates are noted
only when these were explicitly mentioned by teachers.
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8.2.3 Gyrn

In Gyrn school the head teacher said that they had been doing aspects of ESDGC for some
time “we 've always been doing it unofficially I think” but he continued to say that it has
been looked at more formally during the past two years since the publication of the Welsh
Assembly Government guidance document (Welsh Assembly Government, 2008b)
“[since] when it’s become more necessary and directed”. Again, personal belief was
important. He saw it as “a way of living ” saying that it was important that the children saw
it as that rather than something they did once a week.

“As it happens it’s part of the ethos of the school. It’s a priority in the school, to
me as Head and to the deputy and the members of team, that we develop these
attitudes because we believe strongly in the values and principles that are behind
it.” (Gyrn head teacher)

Teacher 3G confirmed that the school had a history of developing global aspects, saying
that he had first got involved in the late 1990s when he was a young teacher and had been
invited to attend meetings of an organisation which makes links between communities and
schools in Wales and a southern African country. In north-west Wales a key player in this
was the previous humanities adviser who emphasised ESDGC type practice (personal
reflection). Since then this teacher had visited the African country twice through
Development Awareness Fund/British Council-supported initiatives, developed a school
partnership, and devised lessons for teachers to deliver throughout the school. When new
international opportunities arose in 2007 the head teacher and deputy visited China,
developing a successful link with a Chinese school. With subsequent teacher visits to

China, the enthusiasm throughout the school was said to have risen even further.
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Figure 8.3 Key stimuli and initiatives which encouraged Gyrn to develop ESDGC
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Note: The diagram is not to scale. Yellow arrows note opportunities which particularly sparked
interest and development. Brown arrows denote less dominant influences. The blue arrow shows
the introduction of the ESDGC Common Understanding, a common feature in all school diagrams.
Dates are noted only when these were explicitly mentioned by teachers.
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8.2.4 Bera

In the small Bera school both teachers also said they had been doing ESDGC for a long
time because it was something they both believed in and were interested from their
younger years. The head teacher said,

“I'd say weve always been doing that, but that we haven’t been aware that it was

ESDGC. And so until the name came up, we had been doing things like Operation
Christmas Child for years.”

This early emphasis on charitable ventures may indicate that the school was not actually
doing ESDGC fully at that time. It is not known if they were, for example, making
connections and thinking critically about issues or just raising awareness of poverty. As
seen in Chapters 6 and 7, charitable ventures were prominent in every school studied, and
in some schools, including Bera, some of the children’s understanding of other countries

seemed to be heavily based on what they had learned through charities.

In Bera increased attention was given to ESDGC when they became part of a pilot project
for the Foundation Phase in 2008. This work was supported by the keen Foundation Phase
advisory teacher described in Chapter 5. It will be remembered that she was passionate
and educated about global and environmental learning. She helped introduce a large
variety of ESDGC-related activities. Because teacher 2B already had an interest in this
field this aspect of learning grew from strength to strength and she became coordinator for
ESDGC throughout the whole school.
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Figure 8.4 Key stimuli and initiatives which encouraged Bera to develop ESDGC.
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the introduction of the ESDGC Common Understanding, a common feature in all school diagrams.
Dates are noted only when these were explicitly mentioned by teachers
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8.2.5 Drosgl

In Drosgl, teacher 2D, the acting head teacher, said it was about six years since they first
began to address aspects of ESDGC, mainly within the Personal and Social Education
(PSE) Framework. Teacher 4D confirmed that this was prior to their 2008 school
inspection. (There was indeed very positive mention of sustainable development and
global citizenship in their inspection report, with reference to their Green School
development, raising funds for charity and learning about other countries.) The context of
already becoming a Healthy School had also helped. However, ESDGC had not been one
of their main priorities and it had taken “bit of a back seat” (Teacher 2D) after that until
around 2009-10 when more detailed attention was given to it again. This seemed to be an
example of what the PSE adviser described as a school wanting to “get other areas sorted
out first”. Teacher 2D explained,

“..... it was about two years after the new curriculum came out in 2008. | looked at

the curriculum, at the PSE framework and | worked on the plan at that time and |

noticed how much work there was in ESDGC, with the whole thing at that time, but

on looking at it, I saw that it was happening in the classroom; it was in the work
plans”

Teacher 4D agreed that it had “moved on” in the last few years. This was helped by having
been on some LEA courses and taking part in the Healthy School scheme. This mention of
the Healthy School scheme is perhaps revealing. Although no teacher in this school
specifically mentioned the global aspects of this, the Healthy Schools adviser for Anglesey
had promoted them in the Healthy School scheme from the mid 2000s (see Chapter 5).

She had borrowed resources from the local Development Education Centre for training
sessions and explained the links between Healthy School, Green School and ESDGC.
Drosgl had also been a Green School since the early 2000s and had followed this by
becoming an Eco-School, fired by a personal interest of the head teacher and a keen
infants’ teacher. All of these schemes would have been contributing to aspects of ESDGC,
even if not explicitly recognised as such by the school at the beginning. Indeed, only in
Llefn was the role of Green School overtly mentioned as part of their ESDGC
development. It was as if Green School was taken for granted and perhaps not fully

considered as contributing to ESDGC. Figure 8.5 shows key features in Drosgl’s ESDGC
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development.

Figure 8.5 Key stimuli and initiatives which encouraged Drosgl to develop ESDGC.
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the introduction of the ESDGC Common Understanding, a common feature in all school diagrams.
Dates are noted only when these were explicitly mentioned by teachers
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8.2.6 Summary of why, when and how schools began developing ESDGC

In summary, personal interest, teachers’ humanitarian instincts, curriculum drivers and a
belief in widening children experiences, all played a large role in the reasons for the
schools beginning to address ESDGC, with all saying they had been doing aspects of
ESDGC for some time. However, ESDGC’s values approach also seemed to fit with the
type of education head teachers wished to provide. In three schools, Faban, Llefn and
Gyrn, opportunities for curriculum-based global school partnerships and travel played a
key role, and in Faban, the multicultural intake of the pupils was one of several factors. In
four schools the particular stimuli or ‘sparks’ for innovation (yellow in the diagrams),
occurred with global aspects well before the ESDGC guidance was published in 2008.
The degree of personal interest in global issues involved may be significant to this, or it
may be that some schools were just generally proactive at taking up opportunities.
Although four schools had been taking part in the Green School award scheme for some
time, its contribution to ESDGC did not seem to have been obvious at the time. For
Drosgl being a Green School became very important and they continued this line of
development with Eco-School. Healthy School was also a strong influence there. This
was the only school which truly fitted Estyn’s (2006a) observations that schools generally
began with an emphasis on environmental aspects. Llefn’s Green School involvement
came later than the others and this was prompted by a grant from the local ESDGC Forum
which the ESDGC coordinator attended regularly. This could be one example of
networking leading to change.

Increased emphasis on ESDGC in school inspections from 2005 (Estyn, 2005), attention to
the breadth of ESDGC in the ESDGC Common Understanding guidance documents
(Welsh Assembly Government, 2008b) and its inclusion in the curriculum from 2008
(Welsh Assembly Government, 2008a), all coupled with continuing professional
development, gave increased impetus to all schools. In Bera most of their ‘sparks’ began
with their involvement in a Foundation Phase pilot, also in 2008. In Drosgl’s case many

occurred even later.

The developments can be simplified to a general diagram of influences. Figure 8.6 is a

model modified from McTaggart (1996) which draws on Lewin’s (1946) action research
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spiral. It is useful in that it incorporates reflective practice that is constantly evolving. A
school is first influenced in its ESDGC development either by a teacher’s personal interest,
a policy change, or an opportunity that arises. This could be a one-off opportunity or it
could be a form of support or professional development. This starts them off on a spiral of
development, but change is not just through evaluation and modification of in-school
activities but also through the continuing stimulus of other opportunities which continue to
arise. This diagram will be revisited at the end of Chapter 9 after the detailed discussion

on how schools reacted to opportunities and changes.

Figure 8.6 A model of how schools begin and continue to develop ESDGC
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83 CHAPTER SUMMARY

This chapter has looked at factors which teachers felt were important in their school’s
ESDGC development. It has described how further information on these factors was
elicited from teachers descriptions of when, why and how their schools began, and

continued, to develop ESDGC. Key factors noted by teachers were a motivated and
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supportive head teacher, having an ESDGC coordinator, visitors to the school, teachers
working together, developing an international partnership, being flexible and exploiting
opportunities that arose, and professional development. There were differences between
the schools, the most notable of which was the lack of mention of many of the above
factors by teachers in Drosgl. It was suggested that it may have been at an earlier stage of
ESDGC development than the other schools; it did not, for example, have a dedicated
coordinator. In the school with a high multi-ethnic intake this was noted as a factor in
ESDGC development. Head teachers noted personal interest and several key events which
had sparked, or encouraged, development of ESDGC. These included opportunities for
school linking, teacher travel, school award schemes, availability of local LEA and NGO
support and the publication of the ESDGC Common Understanding (Welsh Assembly
Government, 2008b). Three schools had begun development with global aspects of
ESDGC well before the 2008 guidance. However this guidance, together with the changed
emphasis of the revised curriculum brought increased impetus to all schools and strongly
influenced two schools to fully develop ESDGC. The impact of LEA advisers and other
support was also evident. Models of how schools began and continued developing
ESDGC were presented and from this a simple model of influences based on a spiral of
development was proposed. This model will be expanded in Chapter 9 after examining the

impacts on ESDGC development in detail.
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CHAPTER 9 CASE STUDY SCHOOLS PART 4
LEADERSHIP AND MANAGEMENT FACTORS

A detailed analysis is now begun of the individual factors which teachers believed had
affected their schools’ development of ESDGC. In this chapter, factors associated with
leadership and management are discussed. After examining the impact of ESDGC policy
and guidance on schools, the role of the head teacher is discussed together with the
measures that she or he put in place to encourage the development of ESDGC. A closer
look is then taken at the ways in which leadership was shared across the school, the role of
the ESDGC coordinator, where one existed, the development of an ESDGC ethos, and how

auditing, planning and enriching the curriculum was approached.

The knowledge and understanding base of the teachers, the access to, and impact of
professional development, teachers working together and working with partners and
community to enrich ESDGC will be dealt with in Chapter 10 - Developing a

knowledgeable learning community.

9.1 THE IMPACT OF NATIONAL POLICY AND GUIDANCE

It was noted in Chapter 2 that support from authority was seen to be important for schools
developing ESD/GC (Jackson, 2007; Cheadle, 2004; Scott and Gough, 2003) and also for
implementing general change (Levin, 2009). However, too much emphasis on top-down
policy was also seen to restrict schools’ flexibility and creativity (Symons, 2008; GAP,
2007; Anderson, 2008). As described in the Introduction, during the 2000s two sets of
ESDGC guidance were published (ACCAC, 2002; Welsh Assembly Government, 2008b)
as well as ESDGC inspection guidance (Estyn, 2005; 2006b; 2010). The latter guidance
document gave schools more information on the breadth of ESDGC. At the same time
ESDGC also became a key cross-cutting theme in the revised national curriculum (Welsh
Assembly Government, 2008a) and a theme in Personal and Social Education (Welsh
Assembly Government, 2008f). This 