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Abstract

Environmental education in schools has a critical part to play in the
reorientation of social attitudes and behaviours that address the perception of a
looming environmental crisis. Many believe there is a need for a debate about the
purpose of education. In the UK, government imposed educational change by
introducing the Education Reform Act in 1988. There was a clear opportunity to
address environmental education within this reform. In 1992 government made a
commitment to Agenda 21 (UNCED) that included the proposal that, within 3
years, governments should prepare or update strategies to integrate environment

and development into all areas of education.

This thesis considers whether any of the rhetoric has been realised. It
recognises the crucial role of teachers in implementing reform and 1t uses a
Grounded Theory methodology to ‘give teachers a voice’ m an attempt to
understand the impact of teachers’ beliefs on environmental education
development in English secondary schools. The study was carried out in 3
schools that were participating in an environmental education pilot project in
Cumbria and also in 3 schools in Merseyside. Interviews took place with 27
teachers, with one external consultant and with the co-ordinator for the Cumbna

project.

The key finding is that the limitations on environmental education provision

at its most profound, socially reforming level are beyond the locus of control of



teachers. The outcomes of the ERA (1988) with its imposition of a restorationist
currtculum and the accompanying myths about the nature of knowledge are such
that the role of teachers as experts-in-knowledge and a didactic mode of teaching
have been reinforced. Neither of these promotes the collaborative endeavour of
knowledge construction that would be prerequisite for reforming education to
meet the needs of a complex, rapidly changing world. Within these constraints,
environmental education is likely to remain in its infancy with provision being

limited to the knowledge and skills defined in conventional subject areas.

Keywords: Environmental education; secondary schools; teachers.
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Chapter 1: Introduction

Concurrent with the Industrial Revolution the human species became capable
of transforming the natural world in a way and at a rate not seen previously.
Rapid technological advance combined with the spread of Western ideology
created material affluence. However, the behavioural skills and attitudes that
could control their adverse effects did not always accompany these developments.
Not all of the consequences of the technological advance were desirable and the
affluence created has all too often been accompanied by environmental
degradation. Since 1978 we have been in a position where it is recognised that

planet Earth might be at rnisk from unforeseen and possibly irreversible damage.
(Tbilis1 Declaration, 1978).

From a global perspective, some evidence of environmental degradation 1s
irrefutable and the consequences of population movements and stresses are
increasingly evident as developed economies are called upon to respond to major
environmental, political and social disasters in the developing world. These
responses are increasingly informed or constrained by national considerations and
it is clear that, as the demands are perceived to be increasing, nationalism 1n its
exclusive and protectionist form is gaining strength despite the high ideals of
international movements like the General Agreement on Tariffs and Trade
(GATT), the group of 8 major industrialised countries (G8), the European Union
(EU) and others. For individuals, responses to the needs of others may well
depend on the individual's perception of their own security combined with an

element of enlightened self-interest.

Political upheavals across the world in recent years (such as the Iraq Wars of
1991 and 2003), far from solving problems, appear to be creating more and
thereby increase the global pool of environmental degradation. There is no
shortage of advice. What is lacking is consensus about defined political, economic

and social objectives rather than the imprecision of much current thinking. As



long ago as (1977) Ophuls claimed that ecology was about to engulf politics and
economics and that how we conduct our lives would be increasingly determined
by ecological imperatives. He also claimed that society will continue to problem-
solve within existing paradigms and that even partial solutions would be sufficient
to allow the continuation of slightly modified paradigms. His preferred
"minimum, frugal, steady-state” as a way forward for a post-industrial society 1s
unlikely to be easily achieved by problem solving within existing political

paradigms.

Despite the complexities of the theoretical debate, there is a clear need to
develop a pragmatic approach to environmental issues and to environmental
education. As Sagoff (1988) pointed out, “... we have to get along without
certainty; we have to solve practical, not theoretical problems; and we must
adjust the ends we pursue to the means available to accomplish them. Otherwise,
method becomes an obstacle to morality, dogma the foe of deliberation, and the
ideal society we aspire to in theory will become a formidable enemy of the good
society we can achieve in fact” (p. 14). This raises the question of how an
environmental education curriculum that makes a real impact on the values and
attitudes we hold can be designed and delivered without compromising those
values and attitudes for self interest. What Sagoff said could too easily be used to

justify doing too little too late.

An historical review will reveal that, despite the world-wide recognition
accorded to environmental education throughout a series of major international
conferences, the translation of theory and rhetoric into policy and practice has
been less than successful in addressing economic, political or social issues which
have been identified as problems that require an input from education.
Environmental education is a relative newcomer to the domain of the school
curriculum. Twenty years ago it would most likely have been described in terms
more appropriate for the description of an environmental science and one of the

enduring legacies of that interpretation is the current confusion about what



position environmental education might occupy in the curriculum or indeed what

environmental education is.

The principal stimulus for this study is concern about the apparent demotion
of environmental education in the National Curriculum at a time when there 1s a
growing political, economic and societal awareness of the potential long-term
dangers of environmental degradation. The review of the National Curriculum
known as the Dearing review (SCAA, 1994) made no recommendations designed
to reinforce the position of environmental education in the school curriculum.
Indeed, 1t could be seen as having been removed. Following the review, in 2002
Citizenship became part of the curriculum. In the 1998 report from the Advisory
Group on Citizenship there are references in the learning outcomes for Key Stage
3 to understanding of the terms overseas aid, sustainable development,
international trade, charity, human rights (p. 50) and for Key Stage 4 to
stewardship, interdependence, ethical trading, peace-making and peacekeeping
(p. 52). In the Citizenship guidance document that followed in 2000, education
for sustainability is described as enabling pupils to develop the knowledge, skills,

understanding and values to participate in the way we do things individually and

collectively ...there are opportunities for pupils to develop their understanding of

sustainable development within the school curriculum, in particular in their work
in Citizenship and PSHE, as well as in geography and science (p. 31). What 1s

meant by sustainable development is not specified.

It seems that for secondary schools environmental education provision has
now been located in a small number of defined areas of the curriculum. This has
the potential advantage that the curriculum is more likely to be delivered if it is
constructed as discrete blocks of knowledge, understanding and skills where
delivery is more easily manageable. The disadvantage is that environmental
education is more likely to be understood as a topic of study and less likely to

fundamentally affect values and attitudes.

.M. MARSH LIBRARY LIVE
TEL. 0151 231 5216/52g9



Part of this study will explore the nature of environmental education and 1t
will become clear that attempting to define environmental education as a discrete
curriculum component fails to accommodate the breadth and depth of knowledge
and skills embraced by the term. One of the dilemmas for people developing
environmental education policy is that the gap between the ‘ideal’ and the
‘pragmatic’ can seem to be unbridgeable and that the compromises that have to be
made are so great that they undermine the principles of environmental education.
The current moribund position of environmental education in many schools may

be at least partially the result of this dilemma.

The environmental debate has moved decisively out of the science arena and
most researchers in the field are no longer simply problem solving within existing
paradigms. The debate now revolves around the search for fundamental political
change that will facilitate a move towards sustainable development in society. It
has long been agreed that education has a crucial role to play, but defining that
role is proving to be problematical. Once again existing political paradigms
prevail and limit the potential for schools to act. Political expediency appears to
be increasingly affecting what schools can do. If education is to make the
necessary and expected contribution to the attitudinal changes that would be
essential for fundamental political change to take place, then it is most likely to
happen within a life-long education process. Slight shifts in attitude across society
can lead to change, albeit a slow process. This may not satisfy the “doomsday”
theorists but the “anything is better than nothing” school could justifiably claim
that small changes will at least move society in the direction of believing that

there is something that can be done.

The problem is two-fold. The theoretical parameters for tackling
environmental issues are ill defined and also there are manifest difficulties in
assigning responsibility for environmental education to schools. Political and
economic realities reinforce the scientific evidence that global environmental

degradation in all its forms can no longer be ignored. Socicties are clearly in a

10



state of turmoil and attempts to problem-solve within dominant social, political
and economic paradigms are having limited, short-term success. The reliance on
growth in production and consumption to generate wealth appears to exacerbate
some environmental problems. Successive international conferences have
acknowledged the urgent need to take action and governments have committed
themselves to doing so. The dilemma inherent in this situation is that of
recognising the problem and the urgency of tackling it, but also recognising that
the short-term consequences of the changes that will take place will be seen by
many to be the loss of what have long been considered to be the benefits of a
technological society. This dilemma can overwhelm or obscure many strands of
the debate about policy and practice. The danger is that, while academics explore
their intellectual ‘highways and byways’, those excluded from the theorising can
be demoralised by hopelessness. Light and Katz (1996) address this dilemma 1n
writing that environmental ethics has made “.. significant progress in the
analysis of the moral relationship between humanity and the non-human natural
world. The field has produced a wide variety of positions and theories in an
attempt to derive morally justifiable and adequate environmental policies. On the
other hand it is difficult to see what practical effect the field of environmental
ethics has had on the formation of environmental policy.” (p.1). They agree with

Sagoff (1988) that there is a need to develop a methodology of environmental

pragmatism.

For environmental education in schools the issue goes beyond the knowledge

and skills domains where the question “What can be done?” can be answered. It

enters the values and attitudes domains where the question “What should be
done?” is considered. It is here that the beliefs of teachers are most likely to have

an impact and this study is intended to shed light on any teacher beliefs that will

influence the development of environmental education.
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1.1 Purpose of study

The aim of this study is to critically analyse the factors influencing
interpretation and implementation of the cross-curricular environmental education

theme. It considers the following three strands:

e analysis of the process by which non-statutory curriculum policy was interpreted
within a curriculum containing statutory requirements.

o the location of environmental education provision within schools’ historical,

social and political contexts.

e analysis of the variety of ideological positions with respect to environmental
education adopted by school policy implementers and description of the
interaction between these and the ideology implicit in Government’s advisory

documents.

The aim of the investigation, although focused on environmental education,
could equally well have focused on any of the cross-curricular themes or indeed
any element of the school curriculum. Robottom (1991) points out that the
environmental education discourse shifted between both the environmental and
the educational discourses. The debate surrounding the provision of an
environmental education curriculum reflects many aspects of the fundamental

questions: What is the purpose of education? What are the desired outcomes?

The distinction between statutory and non-statutory elements of the National
Curriculum inevitably conveys one perspective on these questions. Teacher
responses in this study indicated their perspective and threw light on whether

policy statements shape their thinking about environmental education.

Regardless of the interaction between competing and conflicting perspectives
on either education or environmental education, Jickling and Spork (1996 p. 46)

claim, “In principle environmental education has become a formal element of the

curriculum in schools and colleges across the world but few would disagree that

12



there remain many barriers to the successful implementation of policies which
will have a positive global impact. The problems begin at the policy-making
stage, proliferate through the implementation stage and are arguably at their
most complex when considering the desired outcomes.” There is recognition here

that the desired outcomes were ill-defined in the curriculum.

1.2 Research questions

The following questions underpinned this study:

What do teachers articulate about their beliefs about environmental education?
What, if any, structural impediments did they describe that hindered their ability
to deliver an environmental education curriculum?

What changes were needed to enhance the delivery of environmental education?

1.3 Research assumptions

The following assumptions were implicit in this study:
o That autonomous actions might be determined by beliefs.

e That a well-designed environmental education curriculum in schools could lead to
behavioural and attitudinal changes that would address environmental concerns.

o That teachers’ beliefs can be implied by interpreting what they say within
observable professional and social contexts.

o That it 1s possible for researchers to make the distinction between their own beliefs

and those that they are attempting to uncover in what teachers articulate.

o That there 1s a need for an identifiable strand of environmental education within a

school curriculum.

13



1.4 De-limitations of study

This study was limited to a small number of schools so there is a possibility
that some findings may have been situational. There are, however, reasons for
believing that many of the findings would be found in many schools. Most
secondary schools in England and Wales have a statutory obligation to deliver the
National Curriculum so its influence will be common to those schools. Most
teachers entered the profession having experienced fundamentally the same type
of education and this is likely to be the foundation of their beliefs about the role of
a teacher. The possibility that conflicting findings might emerge from rural

schools and urban schools was anticipated by choosing examples of each for the

study.

14



Chapter 2: Literature review

Environmental education in UK schools is considered by Sterling (1992) to
have emerged from the work of Sir Patrick Geddes (1845-1933) who linked
quality of the environment and quality of education by providing learmning
experiences within the learner’s environment. It evolved in tandem with the
Victorian obsession with nature into the early to mid-20" century rural studies,
field studies and environmental studies movements. In the UK the first use of the
term environmental education is likely to have been at a conference held at Keele
University in 1965 where educationalists and conservationists came together.

This led to the founding of the National Council for Environmental Education.

Since then the concept of environmental education and its place in a school
curmculum has been intensively studied and debated with complex and often
contradictory outcomes. Nevertheless, for many there remains the perception that
there 1s increasing evidence of environmental degradation and that there are at
least circumstantial links to the Industrial Revolution. Pollution and global
warming are seen to be outcomes of poorly managed technological development.
This perception of environmental degradation underlies the attempt to include
environmental education in the curriculum. Beyond that, there is far from a
consensus about the nature and causes of the degradation and, as a consequence,
the debate about solutions to environmental problems and the role and content of
environmental education in the curriculum is complex and often inconclusive. It
1s not therefore surprising that policy-making is a similarly complex process. Not
only 1s it vulnerable to the increasing political influences on curriculum content
(Graham & Tytler, 1993), but it is also emerging from a theoretical background

which is a maze of ideologies.

What follows in this section attempts to illustrate the intensity and complexity

of some aspects of the debate. It will become clear that it cannot in this context

15



be a comprehensive review of what is an extensive body of relevant literature.

This review will focus on three aspects of the literature:
e Environmental

e FEducational

e Environmental education

2.1 Environmental discourses

There are a number of imperfect ways that environmental discourses can be
classified. O’Riordan (1976) described the theoretical dual and divergent
classification of ecocentric and technocentric environmentalism but he cautioned
against the use of such dualism in practice. The environmental debate does not
divide neatly into one or the other. Ecocentrism argued for low-impact
technology and embraced virtues like “...reverence, humility, responsibility, and
care” (p.1). Technocentrism embraces a degree of arrogance with the assumption
that humans can understand and control nature. A more inclusive classification
describes a shallow/deep ecology continuum that underpins a wide range of
perspectives. Shallow ecology is fundamentally anthropocentric and considers
nature to be instrumental to human needs. Deep ecology assigns intrinsic value to
nature. Pepper (1996) describes the distinction between shallow and deep ecology
as, “Shallow ecology’s metaphor for nature is that of a machine, while deep

ecology’s metaphor is an organism (p.35). Other perspectives are located

between these and can be variously adopted according to the individual’s socio-

economic status, the dominant issue or the institutional setting (O’Riordan, 1976).

_ammien -

Merchant (1992) rejects the simplification of the shallow/deep ecology

L ]
Y

classification and maps the middle ground in her tripartite classification of
egocentric  (self), homocentric (society) and ecocentric  (cosmos)
environmentalism. She then subdivides these. Egocentrism consists of self-
interest and religious strands. There is a belief that the maximisation of individual

benefit will benefit society as a whole and also a belief in the authority of God.

Lwiann Y LIvERFOOL LY 68U
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Homocentrism is made up of utiltarian and religious strands. It embraces belief in
social justice, duty to other humans, the greatest good for the greatest number and
also the concept of stewardship of the environment on behalf of God.
Ecocentrism consists of eco-scientific and eco-religious strands. It 1s
characterised by scientific belief systems based on ecological laws, balance of
nature or chaotic systems and also belief that all things have value with humans

having a duty to the whole environment.

Dryzec (1997) makes a case for using the dominant discourse of industral
society as the starting point for classifying environmental discourses. He
characterises this discourse “... in terms of its overarching commitment to growth
in the quantity of goods and services produced and to the material well-being

which that growth brings” (p.12). He suggests the following classification:

Reformist Prosaic Problem Solving

Here the political/economic status quo is taken as given and environmental
problems are dealt with by adjustments made through public policy.

Reformist Imaginative  Sustainability

This envisions economic growth and environmental protection as being
complementary.  The sustainability discourse was given impetus by the
Brundtland Report (World Commission on Environment and Development,
1987).

Radical Prosaic Survivalism

This is the discourse that assumes that both economic and population growth will
be governed by the limits of natural resources. It seeks a radical redistribution of
power within the society and a reorientation away from perpetual economic
growth.

Radical Imaginative Green Radicals

Supporters of Green Radicalism reject the privileging of human interpretations of
the environment. Within this discourse there are social ecologists who are

concerned with social justice and those deep ecologists who privilege nature.

17



Tensions exist in Green Radicalism between those who advocate ‘action on the

streets’ and others who prefer ‘action in parliament’.

Dryzek (1997) concludes that links between these discourses need to be

identified as a way of “... grounding such ideas in a more realistic analysis of

how the future can actually unfold, as opposed to wishful thinking about how it
should unfold” (p. 200).

Embedded within these classifications are a number of environmental themes,

some of which will now be described.

Technocentrism, has faith in scientific knowledge and existing political and
managenal structures (O’Riordan, 1976). It is firmly rooted in the belief that
humans can understand and control nature. Science will provide explanations for
the technical and scientific causes of environmental problems and will then design
solutions. Faith in technocentrism assumes that dominant political systems will
then accept and implement those solutions. Pepper (1996) highlights the
requirement for institutions to be adaptable to environmental demands and for

belief in the application of “... science, market forces, and managerial ingenuity”

(p. 37).

Anthropocentrism rejects the alienation of humans from nature (Pepper, 1996). It

includes ecological humanists who apply human-centred values to nature for
pragmatic reasons. They recognise that nature has a value both as a matenal
resource and as a spiritual resource but ultimately consider the needs of humans to
be dominant. Naess (1989) pointed out that no differentiation is made between
vital and peripheral human needs and no contrast is made between essential needs
of nature and peripheral needs of humans. He added, “The uniqueness of Homo
sapiens, its special capabilities among millions of kinds of other living beings, has

been used as a premise for domination and mistreatment” (p. 171).
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Eco-socialism 1s anthropocentric and humanist (Bookchin, 1980; Pepper, 1993).
Here the fundamental message is that environmental problems are a consequence
of social problems. To overcome these and create an ecologically desirable
society, humans must locate their ‘good’ within the ‘good’ of the ecosystem and
must develop collective strategies to overcome political and economic barriers
embedded 1n capitalist systems rather than merely attempting to use education to
persuade individuals to change undesirable values and attitudes. Pepper (1993)
examines 1deas of biological egalitarianism and concludes that bio-centrism will
have limited support from a species whose survival inevitably depends upon the
exploitation of the natural world. He suggests that effective and coherent 'Green'
policies can only evolve from Socialist theory. He concedes that an eco-socialist
society 1s unlikely to evolve until enough people want to create and sustain it and
that the "... biggest catalyst will be the failure of capitalism (a) to produce the
goods' which it promises, for even a small minority and (b) to create a physical
and non-material environment for the rest which is tolerable enough to maintain
discontent” (p. 234). Capitalism is seen as perpetuating systems that create
environmental degradation and social injustice. Eco-socialism embraces the “...
Enlightenment promise of universal material progress, providing sustainable

development and adequate living standards for all” (p. 34).

Deep ecology has been described as deeply Malthusian (Devall & Sessions,
1985; Naess, 1973; 1989). Implicit in deep ecological thinking is a gloomy
prognosis that earth’s resources cannot continue to meet the demands being made
by demographic expansion. Deep ecologists reject the dualist human/nature
concepts and consider that humans are an integral part of nature. Ecological
sciences are not seen to be the sole sources of solutions to ecological problems
since it is unlikely that there will ever be enough information to be certain. We
should therefore allow intuition and emotion to influence our actions and should

do nothing that might result in environmental damage.
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e Eco-feminism is often seen to link environmental degradation with the oppression
of women (Merchant, 1996; Shiva 1991,1992). Shiva believes that the root of
most social and ecological problems is in the commitment to science and
economic growth that emerged from the Enlightenment. This sanctioned the
exploitation of earth’s resources within the rational paradigm and is essentially

patriarchal.

“The reductionist mind superimposes the roles and forms of power of
western male-oriented concepts on women, all non-western peoples and
even on nature, rendering all three “deficient” and in need of

development” (Shiva, 1991, p. 5).

Merchant concurs to some degree but points out that the metaphor of the scientific
exploitation of the Earth Mother is oversimplified. One eco-feminist perspective
would promote a return to the vision of Earth as being deserving of the respect
shown to a mother. Ecofeminism cannot easily be located on the shallow/deep
ecology continuum. It contains a core belief that there is convergence between
women and nature and an assumption that patriarchy is the root of the oppression
of both women and men. Eckersley (1992) however is uncomfortable with the
implied stereotypes and sees both the over-rational/analytical male stereotype and

the converse female stereotype as deficient.

o Ecocentrism largely addresses the value of the non-human world (Eckersley,
1992). It embraces animism which attributes a soul to the non-human elements of
the environment. Defining eco-centrism is problematical. It embraces aspects of
Lovelock’s (1989) concept of Gaia which describes the earth as a self-regulating
system. Nature can be considered to have intrinsic or instrumental value.
Ecocentrism’s view of technology is complex. Pepper (1996) describes it as
being Luddite insofar as the Luddites rejected elite control of technology. So

‘alternative’ technology is embraced in the forms of soft, intermediate or
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appropriate technologies. These are seen to be potentially democratic as opposed

to sophisticated technology that can be owned and controlled by an elite.

o The Gaia hypothesis (Lovelock, 1989) proposes that the planet is one complex
self-regulating system of interaction between living organisms and their
environment with feedback mechanisms to constantly adjust for a healthy planet.
This hypothesis has much in common with those aspects of deep ecology that
privilege nature although it evolved from scientific study. Indeed in its earliest
form 1t was known as biocybernetic universal system tendency. Its relevance for
environmental thinking is, as Lovelock (2006) suggests, that there is a real danger

that human activities have now perturbed the system beyond its capacity to

respond to maintain a healthy biosphere.

Clearly many environmental ideologies have proved to be resistant to
definitive classification and some are mutually exclusive, e.g. the technocentric,
anthropocentric, free-market philosophy of Market Liberals has no fundamental
meeting point with the ecocentrism of Green anarchists and ecofeminism. Further
conflict is embedded in the dominant, dualistic concept of the environment. This
is seen to have evolved from the distinction between natural (non-human, nature})
environments and human (man-made, cultural) environments. Indeed Colwell
(1997) sees the Nature/Culture dualism as a contradiction of a holistic, ecological
vision and suggests the term earth system for such a vision. This would
complement Lovelock’s concept of Gaia. Emerging from this plethora of
perspectives are the debates about whether they might inform environmental
action. Somehow there needs to be a transition from theorising about the causes of

environmental problems to a viable and effective course of action.

2.2 Educational Paradigms

If we now consider what is meant by the term education, a similarly complex

debate is revealed. For the purposes of this work, a typology of education
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paradigms outlined by Sauvé (1996) will be used. In this the three paradigms

described are the rational, the humanistic and the inventive.

Within the rational paradigm, education has evolved as transmission of mainly
scientific and technological, predetermined knowledge. This is likely to be the
dominant education paradigm within the industrial socio-cultural paradigm where
there is competition for productivity and growth. Control of nature would be a
dominating characteristic. Friere (1993, p.30) would find common charactenstics
between this and what he considers to be pedagogy for the oppressed. Trybus
(1992) suggests that in this mode the teacher does fo the pupil who has no choice
and 1s a captive antagonist wishing to escape the situation. The positivist image
of environmental education (knowledge about the environment) described by
Robottom & Hart (1993) would be located within this paradigm. Teachers are the
authority-in-knowledge (p.26).

In the humanistic paradigm, education focuses on optimal development of the
many dimensions of the learner. Respect for nature would be a desirable outcome.
The humanistic paradigm is likely to evolve within the existential socio-cultural
paradigm where there is a search for personal freedom and achievement. Friere
(1970) would see this as an early stage in the liberation of the oppressed. He
would anticipate that the oppressed would eventually become oppressors because
the ...very structure of their thought has been conditioned by the contradictions of
the concrete, existential situation by which they were shaped (p.27). For Trybus
(1992) the teacher would be doing to or with the pupil who is moving from being
captive, dependent and passive towards developing autonomy. The interpretivist
image of environmental education (activities in the environment) described by
Robottom & Hart (1993) would be located here and teachers are organisers of

experiences in the environment (p.26).

In the inventive paradigm co-operative learning enables knowledge to be

constructed for the purpose of social transformation. Friere (1970) would see this
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as pedagogy with the oppressed and would expect the role of the educator to be to
create, together with the pupils, the conditions under which knowledge at the level
of the doxa is superseded by true knowledge at the level of the logos (p.62). In
other words, knowledge would be transformed from strong beliefs founded on
information transmitted from others, to knowledge constructed by the leamners
using their own experiences and evidence. This is the mode in which Trybus
(1992) claimed that teachers enable pupils to become independent investigators
and seekers of knowledge with a joy of learmning. Robottom & Hart’s (1993)
critical image of environmental education (action for the environment) would be

located within this paradigm with the teacher role being that of collaborative

participant/enquirer (p.20).

Before curriculum content can be designed, there needs to be a consensus
about what purpose education serves in society. A range of philosophical
positions has driven education in the years following World War 2. In the
immediate post-war years education was seen to be a key player in creating an era
of social justice with equality of opportunity. In the 1960s and 70s the economy
was to be transformed by technological developments which, it was believed,
would benefit all members of society. Government increased spending on schools
but there was little statutory control over how the money was spent and schools

retained considerable autonomy over curriculum content.

A combination of factors led to a dramatic downturn in the economy,
governments needed to be seen to be ‘doing something’ and one of the outcomes

was the reappraisal of education which led to the Education Reform Act (1933).

Education reform could be seen to be a low-risk strategy for government since it
is a long-term strategy which has little short-term potential for electoral

perceptions of negative consequences (Apple, 1996).

The major themes of the neo-liberal and New Right reformers were to

introduce market mechanisms into education in order to reduce costs and drive up
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standards. Control over curriculum content and, to some extent, pedagogy would

be centralised under government appointed authorities and would be monitored by
standardised testing and the Office for Standards in Education (OfSTED). There

would be increased pressure for schools to be delivering the outcomes which
business and industry considered to be appropriate. Finally there emerged a
discourse which coincidentally appeared to ensure that education professionals
were excluded as far as possible from ensuing debates (Apple, 1996; Shacklock,
1998). It seems that education is to be defined as a utilitarian social ‘good’ within

the rational paradigm and that the locus of control is to be distanced as far as

possible from practitioners.

These reforms were introduced using a power-coercive strategy where
curriculum development 1s enforced in a top-down model. The disadvantages of
this model include that policy, which is imposed from the top, may be distorted if
policy-implementers, who have been excluded from the policy-making process,

have an opportunity to critically reflect on the reform. Apple (1996) considers the

reforms to be an illustration of the New Right shift from social alliance in
educational development to the creation of a curriculum “ .. providing
educational  conditions necessary both for increasing international

competitiveness, profit and discipline and for returning us to a romanticised past

of the ideal home, family and school” (pp. 27-28).

The reform process however depended on an uneasy alliance between neo-
liberals and the New Right and Graham and Tytler (1993) highlight some
fundamental disagreements as the contents of several aspects of the curriculum
were debated. For example, the Secretary of State for Education (then John
McGregor) referring to the Geography curriculum, “...Jet it be known that the
wording of the attainment targets would have to reflect more traditional
Geography and should not sound too sociological, environmental or political”

(p.72). This was the catalyst for conflict between the ‘capes and bays’,

knowledge-based curriculum supporters and the post-modemn geographers who
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saw their curriculum as values and attitudes based, embracing the ‘dangerous
knowledge’ to be found in sociology, politics and environmentalism. The second
of these is most compatible with the values and attitudes strand of an

environmental education curriculum. Ball (1994) points out that a
“... restorationist National Curriculum geography isolates pupils in time and
space, cutting them off from the realities of a single European market, global

economic dependencies and inequalities, and ecological crisis (p.37).

Emerging from these reforms was a curriculum constructed around statutory
core subjects with a number of foundation subjects and non-statutory cross-
curricular themes. Environmental education initially appeared as a cross-
curricular theme. The subsequent reviews and modifications to the whole
curriculum are well documented but the outcome for environmental education 1s
summarised by Palmer (1998) when she writes “... no longer was it a recognised
‘theme’ or element of the curriculum in its own right. On the other hand, the
curriculum revisions placed a great deal of what had traditionally been regarded
as the content of environmental education at the heart of the two statutory
subjects — geography and science” (p. 26). The School Curriculum and
Assessment Authority reinforced the position of environmental education 1n

geography and science and added,

“Environmental matters may also feature in other National Curriculum

subjects, not because they are required, but because schools choose to

take up opportunities to include an environmental dimension” (p.4).

This was the clearest indication to schools that they were required to deliver
no more than what appeared in the science and geography programmes of study.
In addition the PSHE and Citizenship documents included references to
sustainable development. Anything more was dependent on the commitment of
individual school management teams or individual teachers so their beliefs and

attitudes were likely to be important determinants.
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These documents placed a heavy emphasis on the predetermined knowledge,
skills and understandings that pupils should achieve, and this positions
environmental education firmly within the rationalist and humanist educational
paradigms. There is no requirement and little opportunity for teachers and pupils
to engage with the socially transforming potential of the inventive education

paradigm. Apple (2004) illustrated the dangers of this when he wrote,

“This speaks to the reality of the selective tradition in official
knowledge.... Even when there have been gains in the school curriculum
— environmental awareness provides a useful example — these have been

either adopted in their safest forms or they fail to internationalise their

discussions” (p.161).

2.3 Environmental education discourses

It is here that environmental and educational discourses begin to overlap and
merge and lend credence to the claim that they have much in common. Change of
the nature and magnitude that will be required to remodel moral and value
judgements raises the issue of the purpose of education. Current educational
structures and practices have evolved towards those that are believed to be most
likely to result in self-reliance. Education is biased towards preparing individuals
to take their place in a techno-centric, competitive, free-market, consuming

society. Ball (1994) argued that the market and neo-liberalism promote hedonism

and self-interest and the planned pursuit of the common good is rendered :i 3 ?
meaningless. He suggested that: "We can already see these market values, and the 3
'deformed ethics ' to which they give rise, at work in the UK school system” (p. ;f?
103). Environmental responsibility can only fully develop when individuals can f}
critically examine the effects of their actions on ecosystems and can also ! o
understand and evaluate their role and responsibilities within socio/economic ' 5‘3

structures. The ability to evaluate in this context will lead to an improved E‘ (:.,.i

potential to understand the possible consequences of individual actions and *°

.
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attitudes. If education is to fulfil what many feel is its fundamental role in
reshaping attitudes, then the self-reliance outcome will need to be placed into the
broader context of striving to create a just, secure and healthy society for all. In
short, humans need to have the ability to see development in any form in terms of
its effects on ecosystems and of its implications for others, as well as of its
personal implications. Clearly environmental education must go far beyond the
concept of managing ecosystems. It must embrace understanding of economic,
political and social systems and development of skills to change or abandon
systems that do not directly support sustainable societies. It must promote the
concept of social justice for all. Additionally there is a need to address existing
misconceptions. Connell, Fein, Lee. Sykes and Yenvken (1999) researched
environmental attitudes amongst secondary school pupils and arrived at the
conclusion that most young people are “...locked in the liberal idealism of
believing that change can come about if people change their attitudes, if we all
worked together,...at the same time their feelings were also dominated by the
pessimistic belief that the future was going to get worse and that, as individuals,

they could hope to do very little about it” (p. 111).

Robottom and Hart (1993) claim that much of the current debate on
environmental education policy is behaviourist and its ideology deterministic.
They see this as having bureaucratic appeal because it socialises individuals to
workplace discipline. They also assert that environmental education is a problem

of education and not of the environment.

Fien (1993) descnibes the environmental education curriculum problem as “the
rhetoric-reality gap” and says that schools, teachers and pupils need to be able to
question "... the values and practices of the Dominant Social Paradigm and the

tendencies in education and society to reproduce such values and practices” (p.

12).

What is needed is a reorientation of education from its present role of

socialising individuals to find their place within existing political, economic and
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social structures and the changing needs of post-Fordist industrial production
towards a mechanism for encouraging participation in decision-making and for

transforming values leading to pressure for change.

2.4 Policy — making and implementation

Governments are now faced with the need to do more than just talk about
environmental education policy. The UK Government committed itself to

preparing a National Strategy for Sustainability and in This Common Inheritance;

Britain's Environmental Strategy, HMSO (1992) stated:

"Governments should strive to up-date or prepare strategies aimed at
integrating environment and development as a cross-cutting issue into
education at all levels within the next three years. This should be done in
co-operation with all sectors of society. The strategies should set out
policies and activities, and identify needs, cost, means and schedules for

their implementation, evaluation and review”  (p. 7).

As successive international conferences attempted to refine ideas about
environmental issues and consistently reinforced the critical role of education in
the evolution of attitudes towards sustainable development, in the UK the
National Curriculum Council (NCC) was grappling with the problem of creating
and introducing into UK schools a national curriculum. There was a clear
opportunity to translate commitment into action by publishing a policy statement
for use in schools that would begin to address some of the objectives identified in

the first section of this work.

Failure by the govermnment to honour commitments to environmental

education might even be seen to be failing education as a whole. So, whilst

acknowledging the complexities of the debate, Parker (1996) points out:

“We have no absolutely indubitable beliefs; only a stock of importantly

undoubted ones. We have no absolutely clear, immutable concepls; we
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do have, many concepts that are sufficiently clear and stable to let us

make pretty good sense of experience” (p. 22).

We recognise the human potential to irreversibly damage the planet. We
suspect there are limits to the potential of science and technology to solve the
problems. We realise the profligacy with which global resources have been
exploited in the past. Political leaders are making commitments to environmental

education on a global stage that recognise the critical role of education in

addressing the issues.

Despite 1t all, Graham and Tytler (1993) give an extensive account of the
difficulties faced by those engaged in the exercise of producing a national
curriculum. Clearly at one stage there were some who saw environmental
education only as an element of the geography syllabus, some considered it to be
the responsibility of science and technology, while others placed it in the wider
context of the cross-curricular themes. Much has been written about the stresses
and tensions, both implicit and explicit, which had to be accommodated before
any policy emerged from the NCC. The result was that aspects of the geography,
science, technology and RE documents contributed to environmental education
but they were originally contextualized by the cross-curricular Curriculum
Guidance 7 document for environmental education. There were further

contributions to be made from other cross-curricular policy statements and

subsequently by the QCA (1999) Citizenship statement.

Citizenship became a statutory requirement of the curriculum in 2002. In the

1999 Citizenship statements the programmes of study include the following:
Key Stage 3: Knowledge and understanding about becoming informed citizens.

the world as a global community, and the political economic,
environmental and social implications of this, and the role of the European

Union, the Commonwealth and the United Nations (p. 14).

Key Stage 4: Knowledge and understanding about becoming informed citizens
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the wider issues and challenges of global interdependence and responsibility,

including sustainable development and Local Agenda 21 (p. 15).

These are the two explicit references to environmental issues and sustainable
development. For teachers who are struggling with the continuing imposition of
externally generated initiatives there is little here to support them in developing
the environmental education aspect of the curriculum. Also the emphasis on
knowledge and understanding can be seen as being at the expense of promoting
values and attitudes that could lead to a more just, equitable and sustainable
society. Goodall (1993) considered that citizenship education needed to be a form
of critical thinking, political activism or inquiry. He claimed, “Without an ethical
basis which includes considerations about the fairness of current processes of
resource exploitation, the teaching of citizenship skills, attitudes and knowledge
will not develop citizenship” (p. 39). In the wake of the introduction of statutory
Citizenship provision, Ibrahim (2005) goes as far as suggesting that “(t)he
concept of global citizenship implies a shift towards more inclusive
understandings of citizenship and suggests a need to reinterpret the objectives of
citizenship education” (p. 189). The Citizenship statements are not only
unhelpful for teachers but are considered by many to be addressing hmited

objectives.

Curriculum Guidance 7: Environmental Education and Citizenship: Key
Stages 3 & 4 are the curriculum statements that inform much of the discussion 1n
this study as it is likely to be within the context of these that much policy was
interpreted. Many schools used Curriculum Guidance 7 as a starting point when
considering their responsibilities to implement an environmental education policy

and some might now be looking at the potential of the Citizenship document.

The Curriculum Guidance 7 document was preceded by a discussion

document called Environmental Education from 5 to 16 Curriculum Matters 13

HMSO (1989b). The Department for Education and Science (DES) asked for
comments on that paper to be received at the DES by 31 May 1989. Curriculum
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Guidance 7 was published in 1990. The time-scale for responding to the
discussion document suggests that the claim to be addressing "heads, teachers,
school governors, local education authority members and officers, parents,
employers and the wider community outside the school.” was at least unrealistic.
This haste may have been the outcome of the complexity of the task facing NCC
but there are those who see in it a discourse designed to minimise opportunities

for dissent.

Educational change in the UK in the past decade has shifted the balance of
control of policy making towards central government and has resulted in
increasing bureaucratisation accompanied by an avalanche of policy documents
flowing into schools. At this point we need to consider the question, “What is
policy?” 1t 1s easier to say that it is not simply an instructional manual than it is
to define what 1t 1s. Ball (1994, p. 15) maintains that the complexity of policy
analysis requires that policy be considered as both text and discourse but stresses
that we should not be misled into believing that policy is a ‘thing’. Policies are
also processes and outcomes. He suggests that policies as fext are
representations which are encoded in complex ways (via struggles, compromises,
authoritative public interpretations and reinterpretations) and decoded in
complex ways (via actors’ interpretations and meanings in relation to their
history, experiences, skills, resources and context) (p. 16). Policy as discourse 1s
more problematical to describe but it “...may have the effect of redistributing

‘voice’, so that it does not matter what some people say or think, and only certain

voices can be heard as meaningful or authoritative” (p. 23).

Policy as a ‘thing’, would be unresponsive to shifting needs but as a process
it has strengths and weaknesses. One of the dilemmas for the policy makers 1s that
policy as a process can accommodate changing needs but also allows possible

distortion of the policy intent at the implementation stage.

It is unlikely that any text could have one universally understood meaning. At

the simplest level, there may be unfamiliar words in key positions and the reader
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may not make the effort to assign a meaning. The DfEE/QCA (1999) Citizenship

statement refers to the disputed concept of sustainable development.

At another level the text will be assigned meaning within the context of the
political agenda, life-experiences and points of view of the writers and readers.
The aforementioned reference to sustainable development appears in the
programme of study for Key Stage 4 at the end of a list of ten elements relating to
Knowledge and understanding about becoming informed citizens. The first of
these is that pupils should be taught about the legal and human rights and
responsibilities underpinning society and how they relate to citizens, including the
role and operation of the criminal and civil justice system (p. 15). The most
clearly described aspects of this programme of study relate to knowledge and

understanding of existing societal structures. The implication seems to be that

dominant economic, legal and political paradigms are not at issue.

At a more philosophical level there are intense debates about the complex
processes involved in assigning meaning to any language, including the
possibility that a given text may never have the same intrinsic meaning twice as it
migrates through time and from thinker to speaker, listener, writer and reader.

Ball (1994) sees policy texts as:

".. typically the cannibalised products of multiple (but circumscribed)
influences and agendas. There is ad hocery, negotiation and serendipity

within the state, within the policy formulation process.” (p. 16)

Readers will filter a text through their own experiences and will modify 1ts
meaning subconsciously or deliberately to satisfy their preconceptions. Barthes
(1977, p.148) stated the case for the meaning of language to rest entirely with the
reader when he wrote that “... a text’s unity lies not in its origin but in its
destination ... the birth of the reader must be at the cost of the death of the
author.” Writers will also manipulate language to achieve their desired outcome.
At each stage of transmission meaning may be distorted or manipulated. When

considering any policy statement, what is left unsaid may be more significant than
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what 1s said. Codd (1988) suggested that some policy documents ”... legitimate
the power of the state and contribute fundamentally to the 'engineering' of
consent. Such texts contain divergent meanings, contradictions and structured

omissions, so that different effects are produced on different readers.” (p. 235)

There 1s a substantial body of literature relating to discourse analysis but, for
the purposes of this examination of policy texts, it will be assumed that there is a
consensus at any time about the intrinsic meaning of words and that what

modifies theirr meanings in specific circumstances is the intent underlying their

use and the context in which they are used.

Pepper (1993; 1996) examines a range of environmental positions through the
political lenses of Marxism, Market Liberalism and Traditional Conservatism,
positions which have evolved within the Enlightenment discourse and those
which are emerging from relativist, post-modem, post-structuralist thinking.
Socialist ecology emerged from Marxism and proposes decentralised, regional
autonomy and self-sufficiency if possible. Market Liberalism believes that
capitalism can thrive in a protected natural environment because producers will
supply the environment-friendly goods that consumers want. Traditional

Conservatism believes that enlightened control and ownership is the best

protection for the environment.

Pepper (1993) also suggests a synthesis of Marxist, anarchist and deep-
ecology ideologies into what he saw to be radical green politics. He acknowledges
that this still leaves the issue of anthropocentrism unresolved but he does claim
that,

“Though it does not constitute a complete eco-socialist theory of itself,
to cast Marxism’s perspectives on the green problematique can at the
very least constantly provide an antidote to the vagueness, incoherence,
woolly-mindedness and occasional vapidity that can invade mainstream

and anarchist green discourse.” (p. 248)
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Goldblatt (1996) extended the debate to include a social theory perspective.
He examined the roles of capitalism, state socialism and industrialism in creating
environmental degradation. He argues that classical social theory has limitations
in the environmental context and analyses the work of Giddens, Gorz, Habermas
and Beck i1n attempting to overcome these limitations. He concludes that
“Democracy may be a necessary condition of making the case for sustainability
heard, but it does not guarantee that its arguments will be accepted” (p. 202).

This conclusion highlights an as yet intractable dilemma for environmental
thinking.

Eckersley (1992) saw a need to address the bias towards anthropocentrism

which has suffused much of the ecopolitical debate. She argues that ecocentrism

is crucial to a lasting solution to the ecological crisis.

“This is because it is only in those political communities in which an
ecocentric sensibility is widely shared that there will be a general
consensus in favour of the kinds of far-reaching, substantive reforms that

will protect biological diversity and life-support systems.” (p. 185)

Those who understand ‘nature’ in a holistic way avoid the conflicts inherent
in the dualist nature/human model of the environment. They propose a less
polarised approach. Mathews (1995) saw benefits in discussing value in nature
within the concept that “... each viable self does its best, within the terms of its

own particular faculties, to further the interests of itself and the ecosystem

through which it is defined” (p. 151).

A further complication arises from consideration of the aesthetics of ‘natural’
and ‘artificial’ and to what has ‘value’ in these two domains. Why do some
environmentalists value the natural in mountains and not the artificial 1n

highways? Why are original works of art valued when indistinguishable copies
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are not? The question of what we value and why is far from simple to answer and

this conflict has repercussions for environmental policy and practice.

In 1949 when discussing the ‘value’ of landscape, Leopold summarised a

land ethic as follows:

“It is inconceivable to me that an ethical relation to land can exist
without love, respect, and admiration for land, and a high regard for its
value. By value, I of course mean something far broader than mere

economic value; I mean value in the philosophical sense” (1968, p. 223).

An emerging strand is to be found in the notion of the Risk Society and social
change. From the 1970s onwards there has been a growing debate in this area.
Writers like Beck and Giddens attempt to move the social-change debate into a
Post-Enlightenment phase.  They seek to modify the Enlightenment by
incorporating the response of reflexivity. Roots into science are maintained but
multiple layers of alternative discourses are superimposed. Lash, Szerszynski &
Wynne (1996) extended this debate with an edited collection of writings under the
title Risk, Environment & Modernity - Towards a New Ecology. Lash et al. claim
that environmental issues are being translated into policy and practice 1n ways
which can be described as “ epistemologically ‘realist’, positivistic, disembedded,
technological and cognitivist’ at the expense of “important cultural, social and
existential dimensions of the contemporary ‘environmental’ crisis” (p. 1). Hajen

(1996) agrees when he writes:
“The rationalisation and technicisation of ecology are well under way
while the popular critique drifts more and more in the direction of the

ecologisation of the social” (p. 266).

Riechard and McGarrity (1994) conducted research amongst early-

adolescents which illustrates the gap between risk perception and estimated risk
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for societal and environmental hazards. They conclude, "The long-term goal
should be the production of a risk-literate citizenry that demonstrates responsible
decision making when faced with societal and environmental hazards” (p. 22).
Rosa (1998) descnbes risk as being the exposure of something of value to humans
(including humans themselves) to a situation where the outcome is uncertain. It is
acknowledged that nisks have the potential for loss or gain and that risk
management implies making causal links between actions and outcomes and then

either avoiding or mitigating undesirable consequences.

Risk levels 1n society and the environment are rising with the increasing
interdependence of contemporary, global markets. Risk has always been part of
the human experience e.g. hunter/gatherers feared attack from other species; we
fear nuclear holocaust. However, there are now significant differences emerging.
Historically most nisks were local in impact but now they can be what Jaeger et al.
(2001) refer to as eco-systemic risks e.g. rain-forest destruction which is a local
event with cumulative global potential. In the past risk was likely to be
geographically confined (earthquakes) but now it can have global impact
(Chernobyl). Expanding production and consumption test social structures and

are seen by many to be increasing environmental damage e.g. ozone depletion,

toxic exposure and climate change.

Beck (1992) considers the emergence of the risk-society to be what he
terms reflexive modemity. He challenges the relevance of the social class
distinctions that emerged from classical Marxist and Weberian traditions and
contends that risk is now more individualised. One of the characteristics of
reflexive modernity is that the growth of knowledge and its application has
created uncertainty including ecological uncertainty. Environmental degradation
is in part the outcome of the application of scientific knowledge and paradoxically
societies are now looking to scientists to undo the damage. He postulates that the
principal concern of industrial societies was the production and distribution of

goods but the priority of the risk society is the management of perceived risks.
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The production and distribution of wealth created inequalities in society and the

management of risk has the potential to create different inequalities.

It 1s clearly possible to manage ecological risk by allowing the risk to be
located at some distance. Industrial processes with the potential to damage water
courses can be located in areas of high unemployment where the immediate need
to financially support a family outweighs any misgivings about the source of
income. Risk can also be displaced in time. The risks inherent in actions taken

now may not be realised for several generations. Global warming may have

catastrophic effects in the years to come.

One limitation of the concept of reflexive modernity in the environmental
discourse 1s that 1t 1s possible to interpret risk management in ways that do not
address fundamental environmental issues. Risk management may be no more
than a process of displacement rather than risk assessment followed by action to
avoid or minimise risk where possible. This process merely postpones
constructive problem solving. A further limitation is implicit in the contention
that risk 1s now seen to be more individualised. How can individuals take action

to manage risk that 1s beyond their control?

According to Beck (1992) adoption of “risk” as the imprimatur of our age
marks a significant refocusing of social thought. The foundation of Western
thought since the Enlightenment from Comte, Spencer, Marx, Parsons, Habermas,
and others has been the expectation of progress, of continued improvement in the
social world. The emergence of a “Risk Society” abruptly challenges that
assumption. Giddens (1991) suggests that individuals are losing confidence in the
constancy of their social and material surroundings and feel powerless to reduce

the nisks.

One further barrier to effectively translating environmental education theory

into practice is the lack of consensus about how language is used by competing
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ideologies. Much of the language in use in the environmental discourse has
implicit meanings rooted in a number of paradigms that are fundamentally
rational and anthropocentric. Even frequently used terms can be problematical.
Pearce, Markandya and Barbier (1989, pp. 28-47) discuss at length a range of
possible defimitions of sustainable development, a term which is increasingly in
use. Chaterjee and Finger (1994) claim that the term sustainable development
implies instrumental rationality and emerges from the dominant development
paradigm. Jaeger, Renn, Rosa and Webler (2001) suggest that ecological
imperatives require that progress should no longer imply more, larger or quicker.

The term sustainable development is frequently used in education policy

statements and will be discussed in more detail later in this review.

Environmental education therefore emerges from a number of paradigms.
Theoretically, paradigms describe a worldview or a general perspective. They
simplify the complexity of the real world and are deeply embedded in the
socialisation of individuals telling them what is important, legitimate and

reasonable without long philosophical consideration.

Robottom and Hart (1993 p.7) consider paradigms to be characterised by

responses at 3 levels
Ontological (what 1s the nature of reality?)

Epistemological (what 1s the nature of knowledge?)
Methodological (how is knowledge developed?)

Environmental literature seems to be still struggling to address these three
questions so the foundations for developing environmental education are
uncertain. However, whilst acknowledging the uncertainties that emerge from the
literature as the debates continue, Palmer (1998) suggests, “... surely it is
important to retain goals and terms that have actually served and continue to
serve the critical function of assisting teachers and other practitioners to discover

overlooked and important dimensions of environmentalism” (p. 238).
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2.5 Whatis Environmental Education?

This investigation focuses on factors affecting the interpretation and
implementation of environmental education policy so there is a need to have some
understanding of what is meant by environmental education. Environmental
education policy 1s clearly evolving within a number of educational and
environmental discourses some of which are incompatible. It is also a policy that
is competing for a place within a crowded curriculum, much of which is
statutorily defined in terms of content, time allocation and assessment.
Nevertheless, Gayford (1996) claims that the need for its inclusion in the school
curriculum 1s clear to most people. For many teachers, any knowledge or
experience of environmental education is likely to be centred on the
Qualifications and Curriculum Authority Citizenship (1999) document and the
National Curriculum Council’s Curriculum Guidance 7 (1990) policy statement.
A number of 1nadequacies of the latter document have been identified. For
example Goodall (1994) points to its weakness in failing to address
unambiguously the issue of the causes of environmental problems. Even this
apparently simple observation raises further complex issues. There 1s a
vociferous body of opinion that many environmental problems are either not
problems at all but are merely low points in a natural cycle of events, or are a

misinterpretation of scientific data. Indeed Lomborg (2003) presents extensive

statistical measures and analyses to support the following conclusion.

“We are actually leaving the world a better place than when we got it and
this is the really significant point about the real state of the world: that
mankind’s lot has been vastly improved in every significant measurable

field and that is likely to continue to do so.” (p. 351)
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Critics of his work would point out the dominant positivist and anthropocentric
paradigms and also would question the confidence with which he predicts future
developments. Nevertheless he is not alone in asserting that the case for

impending environmental disaster 1s being over-stated.

So policy-makers on the national and international stages are receiving
conflicting advice from experts. Contradictory advice creates an opportunity to
manipulate policy; to avoid confronting the issues or to make superficial policy
decisions. Opinions differ as to which of these explains the emphasis on the
knowledge and skills strands in existing environmental education policy
statements. The focus of this study was to understand how and why schools and

teachers respond as they do to policy decisions rather than to analyse the agenda

of policy makers.

From the complexities of environmental discourses and educational
paradigms, emerges the question, “What is environmental education according to
policy statements?” For this study it was useful to differentiate this from the
question, “What should environmental education be?” in order to understand
whether teachers confine understanding to their interpretation of policy statements
or have a rcher, theoretically-grounded understanding of environmental
education. From what has been written it is not easy to answer this question but,
if schools are being asked to address this in the curriculum, there is a need for a
starting point at least so the next section will look at a number of key policy
statements. This section will examine the nature of international statements about
environmental education and will follow with a commentary on how these

statements have been translated into policy for use in UK schools.

Since the 1965 Keele University conference where environmentalists and
educationalists worked together, a succession of international conferences

addressed the issue of environmental education. The outcomes begin to answer

the question, “What should environmental education be?” The text of the NCC
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environmental education policy document Curriculum Guidance 7 is the starting
point for answering “What is environmental education?”” The claim that this 1s an
environmental education policy as opposed to being essentially an environmental

studies policy will be contested.

The nature of environmental education is clearly complex but some common
objectives have been established. In 1970 The International Union for the
Conservation of Nature and Natural Resources (IUCN) published the following

definition.

“Environmental education is the process of recognising values and
clarifying concepts in order to develop skills and attitudes necessary to
understand and appreciate the inter-relatedness among man, his culture,

and his biophysical surroundings. Environmental education also entails

practice in decision-making and self-formulation of a code of behaviour

about issues concerning environmental quality.”

(IUCN, 1970).

This statement acknowledges the need for, and assumes a link between,

attitudes, skills and behaviour.

The Belgrade Charter was a Global Framework for environmental education
(UNESCO, 1975) which resulted in the first inter-governmental statement of aims
and objectives. This identified the need for acquisition of knowledge, skills,
values and attitudes that would change behaviour. The influential final report
from this conference set out the following three critical goals for environmental
education.

1. "To foster clear awareness of and concern about economic, social,

political and ecological interdependence in urban and rural areas.
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2. To provide every person with opportunities to acquire the knowledge,
values, attitudes, commitment and skills needed to protect and improve

the environment.

3. To create new patterns of behaviour of individuals, groups and society

as a whole towards the environment.”’

The Belgrade Charter: (cited in Palmer & Neal, 1994, p.13)

Once again the attitudes, skills, behaviour link is assumed..

* The Thbilisi Conference (UNESCO, 1977) produced recommendations for

formal and informal environmental education curriculum development.

* The World Conservation Strategy (IUCN, 1980) placed an emphasis on

global 1ssues and stressed the concept of sustainable development.

* The Tbilis1 Plus Ten Conference (UNESCO, 1987) continued to emphasise
the critical importance of education in raising environmental awareness and noted

the links between environmental quality and the satisfaction of human needs.

* Our Common Future (Brundtland report) considered education to be central
to a global agenda requiring a vast campaign to change human attitudes. By 1987,

the World Commission on Environment and Development was stating:
"The changes in human attitude that we call for depend on a vast
campaign of education, debate and public participation.”

WCED, 1987 (cited in Palmer & Neal, 1994, p.14)

The ensuing debate eventually led to the Earth Summit (UNCED) conference

in Ri1o de Janeiro in 1992,
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* The Earth Summit (UNCED, 1992) resulted in Agenda 21 which called for

a reorientation of education towards sustainable development. Agenda 21 states:

“To be effective, environment and development education should deal with
the dynamics of both the physical/biological and socio-economic
environment and human (which may include spiritual) development,
should be integrated in all disciplines, and should employ formal and non-

formal methods and effective means of communication” (para. 36.3).

Here Michael Howard, then UK Secretary of State for the Environment made

the following statement:

" Where before sustainable development was an abstract concept
cherished by specialists, there has (now) been a general acceptance and
understanding of the phrase, it is on the political agenda and has
penetrated global consciousness... It is now something the people of the

world are acutely aware of and I believe will hold their leaders to.”

(The Guardian, 15 June 1992.)

With this statement UK political leaders acknowledged the concept of
sustainable development. If UNCED has had any long-term effect, it is that
environmental 1ssues are no longer confined to a small number of individuals who
are considered to be eccentrics. It has now been acknowledged that all sections of
society in all communities have a part to play in redefining the economic, social

and political structures that underpin our lives.

UNCED identified education as being of critical importance to this process.
The challenge now facing politicians is to translate the rhetoric into action. The
key aspect of Michael Howard's comments may prove to be, "It is now something

the people of the world are acutely aware of and...will hold their leaders to.”
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In the aftermath of these conferences, Palmer (1998) offered the following

summative statement:

“Environmental education, in its broadest sense, is about 'empowerment’
and developing a sense of ‘ownership’, improving the capacity for people
to address environment and development issues in their own communities.
It is about touching people’s beliefs and attitudes so that they want to live

sustainably, providing sufficient information to support these beliefs, and

to translate attitudes and values into action” ( p.274).

An effective environmental education policy to be introduced into schools 1s
recognised as being an essential prerequisite for the shifts in attitudes that have
been identified to successfully address the objectives agreed at international
conferences. It 1s clear that environmental education must go far beyond the
concept of managing ecosystems. It must embrace understanding of economic,
political and social systems and development of skills to change or abandon
systems that do not directly support sustainable societies. It must promote the

concept of social justice for all.

However, as Sterling (1992, p. 7) cautioned, "Even the most enlightened

government is wary of far-reaching environmental policy that is too far ahead of
public consensus, whereas an unenlightened one needs the pressure of an aware

public.” The challenge to education is to raise awareness to the point where
politicians can feel that the climate for change exists to the extent that it will not
endanger their power-base. Within the existing political and economic structures
in developed economies politicians are still largely confined to understanding
healthy economies as being those which continue to deliver economic growth.
Sustainable development as a concept embraces its own tensions and will only be
refined as societies become more aware of the implications of political decision-
making, the interdependence of economies, the consequences of short-term

decision-making and the potential for building a global economy based on eco-
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economic principles. Effective environmental education will need to nourish an
increasingly informed interaction between political decision-making and public

conccer.

In principle environmental education has now become a formal element of the
curriculum 1n schools and colleges across the world but few would disagree that
there remain many barriers to the successful implementation of policies which
will have a positive global impact. The problems begin at the policy-making
stage, proliferate through the implementation stage and are arguably at their most
complex when considering the desired outcomes. So what impact have these

conflicts had on the translation of the emerging international consensus about

environmental education goals (What should environmental education be?) into

effective policy for use in schools (What is environmental education?)?

As governments were making commitments on an international stage, the UK
Government was making major reforms in education, including curriculum
content. The outcomes for environmental education have included:

1990, Curriculum Guidance 7: Environmental Education, NCC.

1991, Environmental Education: the Vital Link RSPB.

1996, Teaching Environmental Matters through the National Curriculum,
SCAA.

1998, Education for citizenship and the teaching of democracy in schools: Final
report of the Advisory Group on Citizenship, London: QCA.

1999, Sustainable Development Education: Teacher Education Specification,

London: Forum for the Future.

2002 Citizenship at Key Stages 3 & 4, London: Qualifications and Curriculum
Authonty.

Publication of the NCC Curriculum Guidance 7: Environmental Education

document followed soon after the introduction of the National Curriculum and 1s
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the one that is mentioned by teachers who know of the existence of policy

statements. The document is constructed around three discourses commonly
described as:

Education about the environment which emphasises knowledge about ecological,

economic and political systems and processes.

Education through the environment which uses the environment as the medium

for education.

Education for the environment which has a values/ attitudes-based agenda that

seeks to change behaviour.

Enquinies were made by the researcher during the process of a review of the
National Curriculum. Communication from the Department for Education and
Employment about the possible status of environmental education drew the
response that “(t)he Secretary of State has made a commitment to ensure that a
light touch change will be made to the National Curriculum.” (Crick, J., pers.
comm., 26/11/98). There was little to suggest that the existing position of
environmental education in the curriculum would be fundamentally changed and
indeed, when the review was published, environmental education received no

mention.

Many environmental education researchers consider education for the
environment to be the critical discourse and consider that this policy strand, which
addresses values and attitudes, has been displaced by the other two (Fien, 1993).
There is no clear evidence that the outcomes of education about and through the
environment have links with the objectives of education for the environment.
Indeed, there is no firm evidence that young people with a high degree of
environmental awareness reflect this in their actions. Newhouse (1990), 1n
discussing attitude-behaviour discrepancy studies, points out that too little is
known about the links between attitudes and behaviour and concludes that

environmental educators might best join forces with values/moral educators.
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The briefest examination of policy statements about environmental education
illustrates a potentially confusing range of terms and concepts in use including
environmental education, development education, sustainable development
education, environmental education for sustainable development and education
for the development of sustainable societies. Over a period of time they have
been variously used as interchangeable or have been subjected to protracted
debate about precisely how they differ. However, by 1996 the Department for
Education and Employment (DfEE) was outlining strategies for environmental
education in the 21% century and referred to ... the concepts of sustainable
development and responsible global citizenship. The terminology in use in policy
documents was beginning to change and education for sustainable development

was 1n increasing use. There are a number of inherent difficulties in the use of

this term.

Part of the appeal of sustainable development is that it apparently reconciles
two attractive but potentially conflicting ideas. The first is conservation or
preservation of aspects of nature that are currently endangered by pollution or
depletion. The second is the ongoing desire of humans to ‘develop’ in the sense

of having more or better. Bonnett (2003, p. 682) suggests three problematics of

the term:

Semantic: Society can interpret it in its own best interests so Western style

s

economies can use it “... to affect deep concern for the environment while

pursuing sustainable economic growth in a way that shows scant regard for a

more broadly conceived ecological perspective.”

Ethical: Assumptions are made about the relationship between humans and
nature and whether the underlying ethic should be anthropocentric, biocentric or
something different. The fundamental issue of how any ethical dimension should

be grounded is unresolved. “There is also the issue of the nature of a moral

relationship with future generations.”
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Epistomological: Our imperfect knowledge of the complexity of both natural and
social systems 1s such that we may not be 1n a position to decide which actions are
appropriate. The question remains, “... how does one construct a policy in a
situation where in practice it is impossible to avoid action that might have
detrimental consequences for the environment — and for future generations,

knowledge of whose needs is also problematical?”’

Jickling (1991) considered that education for sustainable development is

contrary to his concept of education for the following reasons:

it suggests that education then becomes training which is the acquisition of skills

and abilities which have instrumental connotations and can technically occur

through repetition and practice without leading to understanding,

the concept of sustainable development is contested, which makes teaching for it

doubtful at least,

the prescription of some particular outlook conflicts with the development of

autonomous thinking.

Sterling (1992) partially circumvents this issue by using the term education

for sustainability. Sauve (1996) suggests the concept of education for the

development of responsible societies. Despite the lack of clarity, Gayford (1998)
points out the need for teachers who are involved in any aspect of environmental

education to understand the ideas that are being debated among environmentalists,
politicians, academics and planners. He is unsure of how this can be realistically

achieved but links 1t to professional development.

The term most commonly appearing in recent curriculum policy statements
for UK schools is sustainable development. Although this term is problematical,
Pearce, Markandya & Barbier (1989, pp. 29-49) suggest that prefixing

development with sustainable makes an important distinction between economic

development and economic growth. Economic growth is simply an increase over
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time in per capita GNP but economic development is, they suggest, a wider
concept that embraces the achievement of a set of social goals. These social goals
include intergenerational equity. This opens the debate about the relative ments
of natural and man-made capital and whether bequeathing an aggregate of these
could be considered to be equitable. Deep ecologists go further and suggest GNP
should not be a factor in sustainable development. Naess (1989) suggests that
there is a growing body of economic literature that supports the views of
environmentalists. Bonnett (2003, p. 690) cautions against “... proceeding on the
basis of easy — because vague — assumptions about the goals of sustainable
development, as though it were a policy whose chief problems are of
implementation rather then of meaning and motive.” Clearly the concept of
sustainable development 1s open to interpretation from a number of perspectives,
some of which may be damaging to the natural environment. It is nevertheless
the term being used so it becomes essential to have a clearer understanding of its

usc.

As an attempt to make a useful definition that accommodates its frequently
rationalist and utilitarian current usage whilst allowing for its evolution into a

socially transformative usage, the following is suggested.

Education for sustainable development seeks to develop attributes in
individuals that will empower them to live within the ecological capacity

of the planet whilst allowing everyone access to the conditions needed for

physical and emotional well being.
This definition circumvents the theoretical economic growth/social

development debate about sustainable development and, more importantly in the

context of this study, is a concise statement for use in schools.
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2.6 Teacher thinking on education and environmental education.

It is being increasingly recognised in recent years that educational reform and
teacher development are unlikely to take place effectively if teacher thinking and
beliefs about education are marginalised in the way that was demonstrated by their
exclusion from the processes surrounding the Education Reform Act (1988). Bell &

Gilbert (1996, p. 15) consider that the developmental process must mvolve “... not

only the use of new teaching activities in the classroom but also the development of

the beliefs and conceptions underlying the actions.”

What is clear from the preceding sections of literature review is that there is a
mismatch between theory, policy and practice and that existing policy is erratically
operationalised. In discussing the rhetoric/reality gap for environmental education
Palmer (1998, p. 119) writes, “There is an ever-widening range of themes pursued by
environmental education researchers with increasing emphasis being placed on the

links between empirical research and the improvement of practice.”

Improvement of practice based on empirical research will be at least partially
dependent on a structured Continuing Professional Development (CPD) process.
Shallcross, O’Loan and Hui (2000) surveyed 96 UK junior schools and concluded
that CPD in environmental/sustainability education needs to have a significant school
focus. They pointed out that in 1997 much control of CPD was handed over to the
Teacher Training Agency (TTA) and that neither environmental education nor
sustainability education were included in the 8 areas identified by the TTA for
funding. It seems that the links between empirical research and improving practice
for environmental education are not as yet being given a high priority by the TTA. A
further concern is that research may even be addressing inappropriate issues by
focusing on the goals of environmental education rather than the process of
improving practice. In the context of reorientating environmental education from a
positivist to a socially critical paradigm, Robottom (1987, pp. 114-115) suggested the

following criteria for professional development.
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Professional development in environmental education should be:
e inquiry-based (encouraging participation at all levels)

e participatory and practice-based

e crtical

e community-based

e collaborative.

The following questions are beginning to be addressed by recent research into

teacher experiences and thoughts about environmental education:

e What are teachers articulating about their current practice?

e What are the perceived barriers to developing their practice?

e How can their needs be met?

e What concerns are teachers expressing about research?

At the end of the pilot stage of research being carried out with secondary school
geography teachers, Rickinson & Robinson (1999) reflected on the methodological
issues for both researcher and teachers in the project. A key conclusion was that
more time should be allowed to create an appropriate climate for the work. They felt
that this would provide time for reducing concerns about procedures and for ...
ongoing discussions about the nature of the research and its ethical aspects” (p. 88).
They also noted the importance attached by the teacher to professional development
as an outcome of the research. This acknowledged the ever-present issue of how

research findings can be disseminated within the school. Rickinson & Robinson felt

that co-writing was one approach to more effective collaboration and discussion.

3
-
Robertson & Krugly-Smolska (1997) intensively interviewed and observed 3 :,'
committed environmental education teachers and found a commonality of belief that §
e
1)

education is ‘moving more and more towards specific content’ and that ‘heavy duty
curriculum’ (p. 319) is making it difficult to incorporate aspects of environmental :'-3
education. They found that, “Teachers feel the pressures of accountability for their E

actions and are often reluctant to risk beyond the safety of an endorsed curriculum
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and “Teachers still have obstacles with which to contend beyond the complexities of
environmental education theory” (p. 323). They concluded that researchers need to
take account of the immediate concerns of teachers’ practice; that the complexities of
environmental education theory need to be addressed to identify what can realistically
be achieved 1n schools and that research should inform curriculum development and
policy to make a convincing case for giving teachers explicit permission to engage

with the ideas generated by theorists.

Also In 1997, Wals & Alblas carried out a case study with 4 teachers from
secondary education and found that a strong concern was the lack of identity for
environmental education if it is scattered throughout the curriculum with no clear
links. The teachers 1n this study felt that there was a need to design “... clear
learning pathways that reinforce the environmental dimension of teaching and
learning throughout the curriculum” (p.259). These teachers were clearly expressing

a need to feel that they were operating within a structure that had some degree of

definition.

Commey (1998, 2000) reported a case study using interpretive inquiry and
qualitative data to explore the perceptions about teaching and teaching environmental
issues in geography of 3 student geography teachers as they began a PGCE course
and how their course experiences influenced their thoughts and practice later in the
course. All 3 student teachers’ geographical conceptions converged on a people-
environment interpretation and included a values dimension in both their thinking and
practice. The study revealed two major and interrelated issues. Firstly, student
teachers began their course with preconceptions of geography and teaching that
remained powerful influences throughout the course. Secondly, it is suggested that
there is a need to further develop a collaborative Higher Education/School partnership
where planned specific experiences emphasise student teacher reflection and where
programmes are evaluated in terms of “... student teacher development of practice
and understanding” (p. 323). Corney stresses the importance of “... reflection in

contributing to student teacher conceptions ... given the competency based model of
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teacher training which underlies current national requirements (DfEE, 1997) and the
relatively small part which reflection seems to play in these (p. 322). This study
highlights the need for reflection to become a core part of teacher practice but

acknowledges the difficulty of embedding that within current structures.

In 2000 Gaytord reported the outcomes of a qualitative study where teachers of
science were 1nvolved 1n focus group discussion about the teaching of biodiversity.
These teachers had varying experience but proven commitment to such teaching.
Key findings included that the constraints of time and the demands of the science
curriculum meant that essential curriculum links were not being made and also that
“(t)he process of focused discussion among peers who shared similar teaching
experiences enable teachers to identify closely with the issues involved and work

towards new understandings of pedagogical concerns” (p. 359).

Dyment (2005) surveyed administrators, teachers and parents in 45 Canadian
schools and followed up with 21 interviews about their use of green school grounds
as outdoor learning sites. Her findings were that such grounds are used regularly by
physical education and science teaching but much less for other subject areas.
Participants 1n the Dyment study indicated that curriculum constraints were major
barriers to working outdoors but they were more likely to do so if there were clear,
mandated links. This study also revealed that teachers are often limited by
assumptions about their role as experts-in-knowledge and also by the perception that
standardised testing has reinforced the classroom-based orientation of teaching.
These assumptions “...sit uneasily with the realities of outdoor learning where the
environment is less easy to control, where learning outcomes are less predictable and
not necessarily measurable, and where learning experiences are more fully
embodied” (p. 38). One 1mplication here is that teachers feel less confident about
engaging with curriculum where they have less control over both curriculum content
and the physical environment in which teaching and learning take place. The

sanctuary of the classroom and a knowledge-based curriculum are understandably
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difficult to vacate if teachers feel they are risk-taking by doing so. If CPD 1s to have

a significant impact it will need to address this anxiety.

Cotton (2006a, 2006b) reported on a series of semi-structured interviews with 3
experienced geography teachers in English secondary schools to explore their beliefs
and attitudes relating to teaching controversial environmental issues. These were 3
teachers engaged specifically with curriculum that formed a key part of examination
requirements and that also addressed controversial issues. A key finding was that
these teachers believed that they should adopt the ‘neutral teacher’ role and should
present a ‘balanced’ view of the issues. There was no evidence that they were
embracing the ‘committed teacher’ role that might best generate a socially critical
model of environmental education. Cotton pointed out that these were teachers with
clear opportunities to promote the more radical aspects of environmental education
but they chose not to promote specific pro-environmental attitudes. She continues by

hypothesising that teachers in other curriculum areas may be even more constrained

in this respect.

The 3 teachers in the Cotton study found that adopting a neutral role and
presenting balanced views were problematical. This quest for balance and neutrality
may not be desirable. Most teachers are aware of the concept of the ‘hidden
curriculum’ but may not recognise its manifestations. The danger is that pupils
cannot challenge the hidden curriculum in the way that they can challenge overt
expressions of teachers’ opinions. Nevertheless the belief that controversial 1ssues
must be addressed in a balanced way was dominant. This concern to maintain a
balance when engaging with controversial issues is unsurprising if teachers are
bounded by the concept of authority-in-knowledge. A reluctance to be a ‘committed
teacher’ in this context is likely to be reinforced by external forces that prescnbe in

detail much curriculum content and the positivist modes of assessment.

This dissertation is an account of research that was being undertaken at the same

time as some of that reported above. In many ways it is complementary and extends
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the accumulating body of knowledge. Indeed it begins to address the speculative
hypothesis suggested by Cotton (2006a) that teachers of disciplines other than
geography may be even more constrained when dealing with controversial 1ssues.
The participants in this study were from a wider range of subject disciplines and from
a number of schools. In some ways that created difficulties that resulted in a
reorientation of the research. These are discussed in Section 4.1. In other ways that
could be seen to be a strength of the research. What this work does do is begin to
shed light on the issues that are relevant if environmental education is to develop in
schools in 1ts socially reforming manifestation which is where all staff would need to

play a part.
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Chapter 3: Research design

3.1 Orientation of researcher

“All research is influenced by the ideology of the researcher; sometimes
the researcher is also a major actor.... It is good practice to provide a

clear statement of methodological stance in terms of the values and

beliefs of the researcher” (BERA, 2000, p. 5).

The focus on environmental education provision emerges from my personal
and professional experiences. My persondl involvement and interest i1n
environmental education issues evolved over much of my life. My earliest
memories are of a rural childhood within a family that actively engaged with
activities outdoors. We were encouraged to cultivate a garden, to care for our own
animals and we spent much of our time in a ‘natural’ environment. The
researcher’s personal experiences therefore appear to support Palmer and Suggate
(1996) who suggested that the most significant life experience identified, which

leads to a commitment to environmental concems, is outdoor childhood

experience.

For 25 years [ was also a teacher of mathematics in three LEA comprehensive
schools with involvement in attempts to introduce environmental education
initiatives into one of these schools in particular. This involvement spanned the

1988 Education Reform Act and the introduction of the National Curriculum.

Three aspects of the teaching experience are significant. Firstly, at the
beginning of my teaching career, my beliefs about the nature of many aspects of
education had been formed at a subconscious level. There was no apparent reason

to suppose that there could be a school experience that was fundamentally
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different from my own. My early career reflected and reproduced the culture in
which I had been educated. I accepted the model where teachers are expected to
be the ‘experts’ and that school pupils ‘received’ knowledge from those experts.
The knowledge was defined within the fact-based scientific/ technocratic
paradigm. The concept of teacher and pupil entering a cultural, intellectual and
psychological interaction evaded articulation. The realisation that such is the case,
even within the positivist discipline of mathematics, evolved over several years.
It became increasingly evident that my mathematics pupils appeared to be more
motivated to engage with the curriculum when they participated in investigational
and problem-solving processes. Transmission of facts alone did not enable the

pupil to search for the questions to ask and to know how to begin to formulate

solutions.

Paradoxically, the educational paradigm shift I was undergoing took place
within the context of fundamental structural changes to education that began with
the James Callaghan speech at Ruskin College in 1976 and culminated in the
1988 Education Reform Act. Many of these changes legislated formally, or by

implication, against my understanding of the concept of education.

Secondly, ten years of attempting to embed environmental education into the
ethos of one school culminated in the realisation that there were structural
obstacles that could not be circumvented within the existing context. A colleague
and I were the driving forces behind these efforts with the occasional involvement
of two others. This was in a state comprehensive school whose staffing level
ranged between 65 and 75 with pupil numbers of 1300 to 1500. Environmental
education remained marginalized in this school. An unwilling curriculum co-
ordinator was appointed at one point but claimed no expertise and had no
intention of fulfilling the role unless under pressure to do so (pers. comm.). His
appointment seemed to be a pragmatic response to a problem arising from a
radical restructuring that took place in the school when a new head teacher was

appointed. Environmental education activities in this school were still classified
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as extra-curricular activities at the end of the ten years of attempting to transform

the school ethos.

For the people who initiated these attempts at curriculum development,
growing demands made on their time by the 1988 Education Reform Act
conspired to make their etforts unsustainable and their vision and experience was
lost to whole-school curriculum development. I have now left the school and my

colleague has indicated his disillusionment at the lack of positive response to our

initiative (pers. comm.).

During this penod I was completing an MA in Education Management with a
substantial proportion of the content focused on aspects of environmental
education provision. What had hitherto been practical experience could then be
interpreted within appropriate theoretical contexts. This was a transforming

experience and was the catalyst for my embarking on this study.

Finally, following the Education Reform Act 1988, I began to feel that many
newly qualified teachers seemed to have an attitude to their role that was different
in some ways from mine. Discussion with similarly experienced colleagues
suggested that they felt the same. It is possible that this was merely an expression
of the phenomenon of impatience with lack of experience but we felt that that was
not the case. We speculated about the perceived differences and felt that
somehow the sense of a degree of autonomy and the opportunities for creativity
were being lost. If this is the case, then many teachers will find it difficult to
interpret and implement aspects of the curriculum that are non-statutory or loosely
defined. This would have considerable implications for environmental education
provision that is both non-statutory and has little clear definition in government

guidance documents.

. My personal convictions are ideologically radical. My pragmatic position

however is that of reform rather than revolution towards a socially critical model
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of education. My environmental position 1s probably best described as an
imperfect deep ecologist believing in the ‘intrinsic’ rather than merely the
‘instrumental’ value of nature (Huckle, 1983). If, despite my efforts to avoid
undue influence, my personal convictions have distorted some meanings, I hope

that will be transparent.

3.2 The Research Approach

“Our guess is that it is only if we squarely face the fact that we are not
really clear either what educational research should be about, or what its

appropriate methods are, that we shall even begin to take the first steps

towards a better path”

Wilson and Wilson (1998, p.356).

For some years there has been an ongoing debate relating to the nature and
value of much of the educational research that has taken place recently. This is
illustrated, for example, by the response from Hammersley (1997) in the British
Educational Research Journal to the Hargreaves, D. (1996) Teacher Training
Agency (TTA) lecture and by the OfSTED-commissioned research carried out by
Tooley and Darby (1998). In his lecture to the TTA, Hargreaves claimed that

much education research is not evidence-based, is of no practical use to classroom
teachers and does little to add to a cumulative body of education knowledge. He
continues by suggesting that evidence-based medical research is a model that
might be adopted by education researchers. Hammersley (1997) acknowledges
the limitations of current education research but presents his case that Hargreaves’
solution is unlikely to be the remedy and that the move towards evidence-based
accountability is more likely to further “... demoralise and undermine the
professional judgement of practitioners, in occupations that have already been
seriously damaged in these respects” (p.154). He also argues that the audience

for educational research is much wider than that of teachers and sees its main
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functions as being “... to inform public debates about educational issues: to
provide information for anyone concerned with those issues, not only teachers but

also parents, governors, administrators, pressure groups, politicians and citizens

generally.” (p. 154).

It 1s also worth noting that Hammersley points out that most education
research 1s carmned out by ex-teachers (p.150). This suggests that, in 