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Early childhood
education for
sustainability

within Wales
Glenda Tinney and Nicky Hirst

Introduction

The sustainable development agenda continues to b(.a f‘l significant (1;1;1:?]1;1{3; jﬁ;g:;
different economic, social, environmental and pohtl'cal SeCt,O.;s. ! ]2010) =
and Huggins, 2015; Davis, 2015; UNI;IEF. 20t13 .h ]ijlzz(l)sshz;’il(:s bl:; };, recogr.lition
i f sustainable development p : : )
iﬁiosgﬁaiffrf C:ncc)l children play a key part in chinging p;cl)flsfssssa?;flzgrh}r;
i i nt which is capa
SHCSHHG E}nc;‘}/lv ffolftljresao((lzjlzgils??;11??7g§1111$’?i0n for sustainable development ('ESD,]
oo 'and e 'eternationally driven agenda to facilitate all members of society’s
o alrtl \:V'I;th sustainable development. Bourn et al. (2016) sugges.ts that Wa.les
;niaszglesr,ligniﬁcant within Europe in developing this agenda w1t1.1 its Edu:;tcf;
fc?r Sustainable Development and Global Citizenship (ESDGC) pcclmlll\;:yr;iaisflf); o
the global agenda (Bourn et al., 2016; Bennell, 2011; Bennell anf (il main,tained,
DCELLS, 2008a; DELLS, 2006). In Wales, it is 1‘10w compul§0ryt ori zclude s
education settings from primary schools to higher ec.lucatlon o1 e
within their work with all age groups. Since devolution, tlzle t\lll\/'e [sj i
has been actively promoting sustainable development an teublication s
Convention on the Rights of the Child (UNCRC), and th.e re«t:ﬁn Czntral —
Wellbeing of Future Generations Act (2012 ;i;e;%hszzsli;}sly V?; e g
f both rights and sustainability to a prosp : : S, an "
?he contirglued relevance of these areas t)o young :;1111;11‘1:(3;11 :i si:;e}t?r?dn; :l/:l'lz; -
i 2013) survey
13 rets(?a‘ffrwztchi}é;g;g,n:sg t(he students and practitioner.s .often refer:eisz
stu er% S hemes, composting, greening school grounds, minibeast lllun S--f'ed
reCYdmg' - effnwi'ldlife gardens. Such practical activities are often 1c.1enl1 lw—
thedcretE;:;OES(];GC umbrella and do offer valuable opportunities for Chl-idriiitﬁ:
2:11 : re in practical active citizenship within their school or Fomrrll;l:l;ﬁaptef;;]
sesergal excellent examples in the case studies accompanying thi
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However, this could also limit the view of this educational concept and fail to

identify the contested nature and the deeper theory underpinning ESDGC. The
Welsh Assembly Government suggests that ESDGC is

about the things that we do every day. It is about the big issues in the world —
such as climate change, trade, resource and environmental depletion, human
rights, conflict and democracy — and about how they relate to each other and
to us. It is about how we treat the earth and how we treat each other, no matter
how far apart we live, It is about how we prepare for the future.

(DCELLS, 2008b:4)

Therefore this chapter will explore ESDGC and its underpinning theory and will
demonstrate that educational professionals engaging in such work need to be
supported to understand the concept at a deeper level than isolated “greening” activ-
ities. It will also demonstrate that there are already strong links within the Welsh
early years curriculum for 3-7 years olds — the Foundation Phase Framework — for.
facilitating ESDGC, and that an experiential learning and play curriculum for young
children supports the principles and practice of ESDGC,

Context

ESD in Wales and the development of ESDGC

Since the UK Government passed the Government of Wales Act in 1998, the concept
of sustainable development has been central to Welsh policy, with the inclu-
sion of a governing statute incorporating sustainable development across all its
work and placing a duty to promote sustainable development. In 2000, the Welsh
Assembly Government published its sustainable development scheme Learning to
Live Differently (WAG, 2000) followed by an action plan in 2001 to implement the
Scheme (Tinney, 2010). l

Bennell and Norcliffe (2009) provide an extensive review of the development of
ESDGC in Wales and highlight the role government and non-government organi-
sations, local authorities and initial teacher training education institutions have

_Played in encouraging the inclusion of ESD and global citizenship within the Welsh

curriculum prior to and post-devolution. In 2001, the publication of The Learning
Country (WAG, 2001) announced a significant overhaul of education in Wales and

included commitments to sustainability (Bennell and Norcliffe, 2009) as well as

a refocus of early years education leading to the development of the Foundation
Phase, In 2002, ACCAC published Education for Sustainable Development and

Global Citizenship, bringing together ESD and global citizenship; it noted nine key
foncepts pertinent to ESDGC, these being:
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interdependence;
citizenship and stewardship;
needs and rights;

diversity;

sustainable change;

quality of life;

uncertainty and precaution;

health;

identity and culture;
climate change;
wealth and poverty;

the natural environment.
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(Bennell and Norcliffe, 2009)

| These themes (see Figure 4.1) can also

be integrated with the Foundation Phase
areas of learning as discussed later in th

values and perceptions;

i lution. |
COIlﬂ].Ct Ieso (Bennell and Norcliffe’ 2009; ACCAC, 2002) |

Despite merging ESD and global citizenship for efficiency an.d ciffel;:tiveness:vzzi |
sons (Bennell and Norcliffe, 2009), bringing them tc.)gether hl.gh.lg ts, cslisTﬂbur
authors point out (Smyth, 1995; Foster, 2001; Sterling, 2001; F%enbéil.t houl}g
1996; Huckle and Sterling, 1996; Symons, 1996)., that sustaina 1h1 y : S
incorporate a diverse range of issues, and not the env1ron'n.1ent a1<‘)ne. T he. 121? -
nected values of sustainable development and global citizenship are highlig

by Oxfam (1997) and cited in James (2007:4) as

(1) an awareness of the wider world and a global citizen ha.S a sens;1 of thell;‘
own role; (2) respecting and valuing diversity; (3) understandmg how Z WOT. 4
works economically, politically, socially, culturally, technologlt.:ally an env1f
ronmentally; (4) participating in and contributing to the community at z; drange :::e
levels from the local to the global; (5) willingness to act .to.n'lake the V\.’OI tl'a mo
equitable and sustainable place; and (6) taking responsibility for their actions.

In 2006, the Welsh Assembly Government published E@ucatz’on for Sgg;ai?;ibclﬁ

Development and Global Citizenship: A Strategy for Action (DEL'Lf, 23 em,oﬁonal

integrated ESDGC as a cross-cutting theme linked to personal,-soma afl N

education, and embedded the subject across the whole curr1cu1u1.n in the o

and informal education sectors, from early years to adult education (seedj'n ﬁ;}
‘ by Bennell and Norcliffe, 2009). In 2008, ESDGC: A Common Un,derstgrz acﬁerg.

Schools (DCELLS, 2008a) was published and, in respc?nse to Estyr{ s an' t: du,},gd}
| concerns that the nine concepts of ESDGC were complicated to deliver, intro a
| seven interconnected themes instead:

choices and decisions;

‘ consumption and waste;

The Natural
Environment
What will happen to
animals and plants
living in the lake due to
Increased pollution and
litter waste?

Identity and
Culture
What Impact is
pollution having on
local fishing, tourism
and local people’s use
of and relationship with
the lake?

Health

health?

Figure 4.1 The seven interconnected themes o

Adapreq from Tinney (2010) and DCELLS (2008a)

What Impact wilf
polluted water from
the lake have on local
wildlife and people's

e chapter.,

Choices and Decisions
Our cholces impact on
the lake — do we take

litter home, find a bin or

leave liter there?

Consumption and
Waste
ls the marerial we buy
manufactured in a way that
pollutes the envirapnment?
Can we reuse and recycle
to reduce the pollution?

A local lake Is polluted
by litter, sewage, and
chemicals from local

factories. It was once a

thriving fishing area and
had a strong tourism
Industry. Lake water Is also
used by local farmers as a
source of water,

local people?

Woealth and Poverty
How willl fishing,
tourlsm, farming and
other employment In
the area be Impacted
by the lake pollution
problem?

f ESDGC with illustrative examples

Climate Change
What might be the Impace
on climate change, If the
lake can no longer help
produce food for
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DCELLS (2008a) highlights the importance of the fz:ct thlat ESD(SE nllisif::(;
curricular, interdisciplinary and not simply an “adfi on sub]e(;:té SICI; = S
ideas to five common areas needed to practically implement
whole setting:

leadership and commitment;
learning and teaching;

school management;
partnerships and community;

research and monitoring.

Teacher training education

The Welsh Government guidance (DCELLS, 2008b) to teacher trainees and new
teachers highlights that ESDGC

repares learners for the new challenges that will be part of their futur;ls suctlg
zs climate change and international competition for res(c;urce'ilHtipskﬂ 1esnén o
i ture of their world. Builds the s
derstand the complex, interrelated na
;rilllfanable learners to think laterally, link ideas and concepts such as needs and

i i d make informed decisions.
rights, and uncertainty and precaution, an s 56T

In order to gain Qualified Teacher Status, th‘o-se tr.';}inms as Fc;urxl:zl:rtolriaf’il;;z
teachers must demonstrate that they are “familiar with t e moi1 s ey 88
uidance on the promotion of ESDGC” (DCELLS, 2009:40] an \ e
eglppropriate opportunities to promote and teach ESDGC in all relevant asp

their teaching” (DCELLS, 2009:114).

The delivery and monitoring of ESDGC

hool
In 2010, ESDGC became a key learning outcome to be asse?sed by EStyn}fj[herei N
ins ect;)rate in Wales) (Tinney, 2013) demonstrating the importance ht is o ]Jagﬁ
beeljl given by the Welsh Government. The development of ESDGC has a

i f ESDGG
monitored by Estyn since 2006 (Estyn, 2006), when a baseline study o

i i trating
in Wales noted that many schools engaging with ESDGCt wévere'f;n;:cse];lGC o
i : inability and environment despi b
more on issues linked to sustaina e : <sing the
incorporating a far broader brief in terms of global citizenship and stre

‘The Foundation Phase was
led approaches
‘#pproaches suc
Tevised by the
text is compli
in schog] ori
Alrserigs or
Years edycat
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interrelationship of environmental, social, economi
sustainable development.

Estyn notes in its 2009-2010 annual report that

¢ and cultural issues key to

at its best, ESDGC has helped learners to become aware of a r
tives on sustainable development and
learners with the knowledge,
judgments .

ange of perspec-
global citizenship and has provided
understanding and skills to make their own
. The most successful providers ensured that EDSGC pro-
grammes of work were not confined to a few subjects or courses but reflected
the values and practice of the provider across all its work. Working closely
with the community was another feature of such good practice.

(Estyn, 2010:10)

However, this report also noted that there “were many misunderstandings about
what ESDGC involves and there was too much stereotyping and over-simplification,
especially in relation to global citizenship” (Estyn, 2010:11). In 2014, Estyn
reviewed ESDGC delivery again and suggested that although there was evidence of
a more holistic view of ESDGC, more needed to be done to make cross-curricular
links, and that practitioners required support and staff development to deliver
ESDGC effectively. '

In 2009, the government published One Wales, One Planet (WAG, 2009a) which
integrates sustainable development across all sectors of gavernment, including edu-
cation, and has made a commitment to further training and resourcing of ESDGC.
In 2016, the Welsh Government introduced the Wellbeing of Future Generations
Act (2015) in order to make sustainable development, well-being and rights central
organising principles of public services in Wales, Recent developments to educa-
tion outlined in the Donaldson Report (2015 cited in Bourn et al., 2016:15) included
“developing learners as ethical, informed citizens of Wales, and the world” as one

aim of education in Wales, and thus ESDGC is likely to provide a future cont

ext for
education in Wales.

Early years education and ESDGC

built on a theoretical base influenced by child-
» socio-constructivism and specific international pedagogical
h as Reggio Emilia, Forest School and Te Whariki (DCELLS, 2008c,
Welsh Government in 2015), However, in Wales the early years con-
cated because children can enter the Foundation Phase at 3 years old
n maintained or non-maintained pre-school settings such as private
Flying Start provision, The literature associated with ESD and early
ion is also international, reflecting the holistic nature of the field, and
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ft hildren do no hool until they are 5 years
n li i ildre t start schoo )

i linked to countries where c : : Yter atlyo N

1oS 0olc(?i‘er (Davis 2010). Therefore, much of the ESD 11terat1'1re fromft'c;n 1SnC Onl_ aSne
];e school context has more relevance to young children in the often hool-based

p -

Foundation Phase in Wales.

Parallels of ESDGC philosophy and early years
education principles

i d education
RN 1lels between early childhoo
highlight the common para S s o Pwtt

Seze:}il au:'lfcrispléf ongSDGC noting an emphasis on holistic, 1r(11t<z;dtlsc;§h;1§;‘3é,
1 i i man, ;

?nte raielc)l relevant and child-led learning (Hedefal.k, Almqvlls;:t) a; entset o oLl
;::ategrson a,nd Warwick, 2015; Warwick and Warwwk,S 2015,1 3;n S P’earson,

: . d and Pramling Samuelsson, ’ )

; 10; Davis, 2009; Hagglun ) ichlight.
Pncl; %3, i(’:ardi 2009; Elliott and Davis, 2009). Davis (2009), ho";e‘lfir' :tlfre gancsl
5 EZ?) is n(;t well developed within early childhood researc 1ler hild’hood

i , : i c
EEI;{I:Iitott and Davis (2009) highlight that the integration of EtiDtIE;(f; izrliynked o (i
i is (2009) suggest that thi
i been slow. Elliott and Davis ( _ e
5 ey hatsion that young children are unable to deal with absttract zindeC::cllpmz
mlSCOlrlCae;pd that efforts to encourage children’s interaction w1tilhna urimnment
issues, : ] tin e env )
tions with respecting
have not made adequate connec _ Mackenzie
Outd??ircsient interconnections between children and their World: Cuzt;tirl) o
O: Zlil (2014), Elliott (2012) and Edwards and Cutter-Macl;eélzfn(oveﬂy i
. g - be hampered by
; i i ly childhood may also
ESD integration with early . _ SD,
play/developmental focus, suggesting that in the context of E

1) play-based learning needs to draw on and r.ecognlize child}rlen’sleexcl)sftigi

- tencies; 2) acknowledge and actively include t e.ro -
i = Conipe in cor;necting children’s play activities to particular Cﬁn
- educ§ o tent-based ideas; and 3) promote the importance n.f .te?ac erf
C?purllilg%forcfer;ming in relation to children’s play and the acquisition o
plan

content knowledge. (Edwards and Cutter-Mackenzie, 2011)

i f linking ESDGC and early childhoo®
VYgOtSky' ?9728; Rog;)lfsféoznogr:i(]i ?a;r(rggor‘;:l 2) notigng that successful E'SD for”e
Wll'[h Pramh“ng- Etm;z rooted in the local concrete reality of young ctuldrene
S dm]Zl)1S otardi (2009:104) adding that children should be nurtuirﬁ
Pea?sofl ank'll etghat will enable them to contribute productively to the sustaelo
?tc h;i‘?liegirs stl:)cisal and physical environments”. Davis et al. (2009) have develOF
1y

Child brought up onafarminar
Eycles, food production and the
#0d adults in the classroom. S
i dBI‘Standing with peers.
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recommendations for the development of ESD within earl

¥ years education and
care and suggest key principles linked to: equality of access to education and
lifelong learning; partnership working and working with parents and the wider
community; professional development of practitioners;

ity approaches; and active implementation of ESD value
support of research capacity within the field. These ob
mon areas of ESDGC noted earlier; in the context of the F
and Estyn’s (2014) concerns regarding practitioner und
they also support the need to provide support and trai
confident and motivated to engage children with the k

Despite the opportunities highlighted earlier of inte
childhood curriculum, Fien (2007) outlines the deba

dren have developed the cognitive skills required to think about complex world
problems and therefore may not have the knowledge

to reach an informed view.
However, Siraj-Blatchford and Huggins (2015), Duhn (2012) and Tinney (2010)

provide evidence that, as with many controversial or difficult subjects, it is pos-
sible to start thinking about sustainability at an emotional and cognitive level
appropriate to the child. For example, research by Page (2000) investigated the
hopes and fears of 4- and 5-year-old children in Australia in terms of their futures.
These children demonstrated an awareness of environmental problems such as
global warming. Elm (2006 cited in Hicks and Holden, 2007) presented interview
data with 4-6-year-olds where the children referred to issues and problems linked

to litter and the natural world in considering their community’s future. Engdahl
and Rabusicova (2010) provide a detailed international survey which identified
young children’s (under 8

years old) thoughts and concerns regarding sustainable
development. Therefore, as Elliott and Davis

to consider young children as unable t
(2001) suggests that learners are not *
their own view on sustainability issu
and the media. This is also the view
(2009) highlight the importance of a
and Suggate (1996) go further to sugg
Ceptions in terms of understanding
Blatform to develop more accurate
When the children are older. In t
Wales, children will have a variet
titioner will be able to learn muc

whole setting sustainabil-
s into the curriculum and
jectives support the com-
oundation Phase in Wales,
erstanding and knowledge,
ning for practitioners to be
ey principles of ESDGC,
grating ESDGC and the early
te over whether young chil-

(2009) argue, it is a misconception
0 deal with abstract concepts. Sterling
empty vessels” and that they already have
es, influenced by their parents, community
of Davis (2009), and Pearson and Degotardi
child's own social cultural context, Palmer
est that a child’s early views and/or miscon-
their relationship with the world are a good
and detailed understanding of complex issues
erms of ESDGC and the Foundation Phase in
y of socio-cultural contexts, and often the prac-
h from the children’s narratives, For example, a
ural area may have an early understanding of life-
natural environment beyond that of other children
uch experience could be used to develop shared

D—
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Symons (1996) suggests that young children may benefit from being provided with
a learning environment that supports self-worth, communication and cooperation,
indicating that children with high self-regard are likely to be more altruistic, generous
and sharing, all concepts related closely to the sustainability agenda. Children who are
supported to express their thoughts more clearly and listen to others may have more
positive attitudes to other people, and therefore will be better equipped to discuss and
debate the complicated issues which form part of ESDGC as they grow older (Symons,
1996). In the next section the Foundation Phase areas of learning will be discussed in
more depth; however, it is worth noting here that the central significance given in the
revised curriculum document (Welsh Government, 2015) to children’s rights, inclu-
sion, social development, well-being and cultural diversity suggests that they may
offer the foundations on which young children can build the respect and empathy for
each other, the environment and society, which underpins ESDGC philosophy.

Early years context in Wales

Foundation Phase Framework: the early years
curriculum in Wales

The Foundation Phase Framework is a play-orientated, holistic curriculum for
children 3-7 years old, emphasising the development of skills and knowledge and
building on a child’s previous experiences (Welsh Government, 2015; DCELLS,
2008c). The framework emphasises diversity, equality and partnerships with a
child’s home environment (DCELLS, 2008c). There are seven interconnected areas

of learning, which are cross-curricular:
Personal and social development, well-being and cultural diversity;
Language, literacy and communication skills;
Mathematical development;
Welsh language development;

Knowledge and understanding of the world;

Physical development;

Creative development.

Foundation Phase and ESDGC

At one level traditional links between “knowledge and understanding
world” and ESDGC can be seen within the Foundation Phase in terms of 1e

Earty childhood education for sustamability within Wales |13

about lifecycles, the
| ] » the natural world and their i
| sttt irimpact on the environ A
- [20;1{1;' 1g;re~ 4.2. However, as noted by authors such as Da:il:fel: afhezsg -
o E?J. Symons (1996), ESDGC should link across all j han
not within traditional geography/bi e e
Norcliffe (2009:18) state that ESDGC “i

on integrated, holistic and intr[azgfgi?: 2008;::4)- This mirrors the ESD emphasis
' . - mary learnin, hi i "
revious ) g, which builds "
llznowled ZX{PPE’HEDGBS rather than viewing them as empty vessels to I?nf(':llluldrefl X
" .8 ear‘son and Degotardi, 2009: Sterling, 2001). The F : I od writh
em% tas:)ses that “the experiences that children han:re v ation Fhage
need to be reg i P TN T
b e m;;g;:e;i j;md considered” (DCELLS, 2008c:5) and that settings should
. e 1gful, relfavant and motivational curriculum for their ciild - i
ﬂlg i mmeiicfps ESD's ethos of learning about issues which are relev retn ;
e pmm. t earson and Degotardi, 2009), The Foundation Phag fEul .
otes an active, discovery-based : a5 Home-
and independence” y-based curriculum “promoting dis
o bEI: give;:C; (DGEL‘LlS. 2008c:4) where “as children learn newgsk;;l?;fry
pportunities to practice them in different situations t. fl o
5, 10 reflect

a]ld (6] . h 5

enhance their self-
(DCELLS, 2008d:5). This emphasis on

':n.rorth and confidence would provide the
ildren require to discuss and engage with

cqnfidence, competence and self-esteem”
in'fiependence, reflection, activity, self-
:_gkzlls Symons (1996) suggests young ch
Some of the world’s problems,

The Foundation Ph i

| ase guidance d atio;

b | ; Ocumentation suggests that “positive li
Isaremsfcmzrhome] and .promders of care and educatim:, and [an] a p”:;tl“’e' lmks‘
H " saas}::‘llt; F}hlldPED’S first educators” (DCELLS 2008d:5) flfa s'(:lat'?n .
R o gor t:e[luns llearillng. Strong links between the c:hi]d'sl. comnullirﬁ;;iﬂdt
B S g 18 also at the heart of E avi .

y Tinney (2010), a child’s learn s o ik TS g oted

*6100l can promote the sam Il}llg RUC devalapestt of recycling behaviour at
' ¢ at home when joint projects linking children and
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The Foundation Phase “gives opportunities for children to be listened to and
their meaningful suggestions acted upon” (DCELLS, 2008d:17). Definitions of
education for sustainability and the ESDGC curriculum also agree that active partic-
ipation and citizenship are important (Huckle and Sterling, 1996). This is also an
underpinning principle of the UNCRC: article 12 notes the child’s voice and freedom
to express his/her views (Tinney, 2010). The devolved Welsh Government was the
first in the UK to appoint a Children’s Commissioner with a view to advocate and
support children’s rights and participation, and has instituted numerous practical
initiatives including school councils (WAG, 2009b) and other forums where school
children are given responsibility for developing school initiatives. The interna-
tional Eco-Schools programme has also provided eco-committees so that children
and adults can work together and have a voice in making decisions. However, in
these fora, the participation of Foundation Phase-aged children may be superficial
(Symons, 1996). A recent smallscale study by Tinney (2013) asked 17 Foundation
Phase teachers from different settings about the age of children involved in school
councils and eco-committees. The teachers who were questioned highlighted the
age policy for joining eco-committees/school councils, with eight (50%) indicating
representation in Year 2 or above, two (12.5%) in Year 3 or above, three (18.8%)
in Year 1 or above, and three (18.8%) from reception class upwards. Merriman
et al. (2014) produced an evaluation of the Eco-School programme in Wales, and
they have also demonstrated that, of 30 primary schools questioned, 40% did not
have representation from 3—6-year-olds on the school eco-committee. A key prin-
ciple of ESDGC is pupil participation and action (Tinney, 2010; DCELLS, 2008b;
Sterling, 2001), which is also underpinned by the Welsh Assembly Government
(WAG, 2009b) school council guidance, and not being involved in the democratic
processes that decide school action may thus hinder children’s engagement with
ESDGC. Therefore, other mechanisms alongside school councils may be necessary
to ensure the participation of early years children in all schools. Hart’s (1997) lad-
der of participation model highlighted the different aspects of children and young
people’s role in decision making. Hart suggests that meaningful participation
allows children to initiate their own ideas in particular programmes or projects,
where they direct the work themselves or share the decisions with supporting
adults, For very young children initiating ideas may be difficult; however, shared

decision making with supportive adults and older children is possible, and links
closely with the ideas of Vygotsky (1978) and Bruner (Wood, Bruner and Ross,
1976) regarding the role of adults and peers in supporting and scaffolding young
children’s learning. Authors such as Clark and Moss (2011) also highlight the
importance of listening to young children’s viewpoints by using a variety of differ*
ent methods, such as photography, drawing and observation, linked to the mosai€
approach, which allow for young children’s participation in a way appropriaté

to their age and development. Arlemalm-Hagsér and Davis (2014) also note &

Symons (1996) advises that educators requir
are lfp to date and relevant in order to sup
IOII different aspects of sustainability, Dyme
g_}j;rofessional development opportunities azr;
-edf-;l;eiize the .cap'acity to deliver ESD effectiv
'd' at this field will often start as pro
. “1ng, where the children’s questions an
®Xplore (Brighouse cited in Symons, 1996),
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the? contemporary early childhood curri
children’s active contribution to politica

The “personal and social development, wellbei

s : ; eing and cultural diversity”

Chﬂdmﬁ t:i Taifeo?gzjatltzin Phase (DCELLS, 2008c:17) provides oppm‘tu}rflit?;zafzf
S ncomillsf n;res; each other and their environment. They are given
it e . {:a e and refliect on the decisions made in stories, situa-
oo o importansri.n. lggefs;hug alternative responses” and to “ask questions about
e : Om a personal perspective and from the perspective of

» 2008¢:17). They are also given the opportunity to “talk about the

choices i 0 indivi
olces avaxla})la to individuals and discuss whether the choice
a decision easier or more complex” .

culum can lack a mechanism to support
| processes,

available make

(DCELLS, 2008c:17), ESDG

. o : ' 17). C also de

understanding different beliefs, values and behaviour “Creative deilln{;lﬁzdts O'n
. G nt” is

another ar ' B i

s f:tife ;:ammg v;rhere va.lumg children’s original ideas is particularly
i s Er_;aésETfS and social development and well-being as it enhances
oo peﬂ; aZI;)SO:JT:].I;Nhere t‘his is practised, it rewards unique-
ways.. In doing so children can th‘inlfI c:;:iifr:;jzdf;l ;;:;e:z tc?' ‘;{W‘)ﬂd —" |
;11::::) ;n;?;l?]tsn;hi nsé(itl}l]s the){ :will need throughout life to en;ag;eiti;pifn?i;?;i |

L e realities ‘uf s-ustainable development.

Sy le‘ld,. § oymons (1996) discusses, recycling programmes are question-
- ildren have not been able to question and discuss the wh

! recycling. Educators and learners need oy
tions. Are there better alternatives to the
glass cups be more sustainable? Why is g
from the past and does changing our beh
better future? The opportunity to think ab
be easier in a learning environment where
the world is full of complex decisions w
Foundation Phase encourages) to questio

decisi ilitation i
! ;c;ns.rFac;llltatlou is therefore key to ESDGC and also central to the Foundati
[ pproac wtrhere the practitioner “is a facilitator of learning, with the chj at
.art of learning and teaching” (DCELLS, 2008¢:12) ‘ o cida
Children may be discussing issues the adu .

what and
to be able to ponder the bigger ques-
plzflstic bottle; would a jug of juice and
oc.lety so throwaway, can society learn
aviour beyond simply recycling offer a
out alternative scenarios and ideas will
young children begin to appreciate that
here they have the opportunity (as the
n and reflect on their own values and

Its themselves are unsure about and
e good sources of information which
port their engagement with children
nt et al. (2014) also demonstrate that
ongst early years practitioners could
ely. Educators also need to acknowl-
blem solving and end with problem
d reflections churn up new areas to
Practitioners will need to acknowledge
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" wine” and will learn with and from the
thét hey di'réitrzg(:ct’s: Ziloc’;ta?zusigixlf:l:ﬂity gitself, where the issues facing 1hu1;t)a;;
Egziize;evzogstantly evolving and changing. In Walles, No'rclijf(f)e;1 2n}i fzrlllrrll:(}le(tzo o

ibuti organisati
o impoifaitezogzzzﬂ;ﬁeiitfg %Vselglgg?zfd sugch organisatit?ns 'and initéac-:
e‘aﬂy - 'ilon Tnnificant continued support for practitioners in delivering ES]?
o TR oiEE Slgd tion Phase. For example, Tinney (2010) suggests many settings
ok | e ﬁil with education officers or sustainability experts from ojd.xer
o 'm I‘)artnesrs If)or anisations provide practical, active learning .opportumnes
orgf‘nlsa-moni. ?C to EgSDGC. as well as other aspects of the Foundation Ph'ase 01.1r-
V\"hmh e 3{ect that helps engage children and the wider con'lmumtyl with
1'10111‘.11“- - Prc;] ment is the Eco-Schools initiative. This is an international,
SuStamabledd?V'i'ZtP;ve which encourages children and young pe.ople to take k.ey
avgardi-r?aszcisl?c:nl making and participation in areas linked to }llltt(ir, \gz;tgsn;g
- ivi e, water use, school gr
imisatio?l" tranl?ortl;/ltler;?xll 1;;’1:1%"8 B(ZZIEZ) 1;f/aluation of Eco-Sch(?ols in Walles
gk o Elp.-Schools initiative was seen as the practical vehicle bly which
nOted‘that . hCO s of ESDGC by several practitioners. Forest Schools in Wales
o delivor e ’?img valuable long-term outdoor experiences that also develop
ha"/e als’o pro1Vl '?:al and practical sustainability awareness. Forestl School leader
e funfoer frgl' ine courses include units that make pertinent links to. ESDGF]
S i alnPhise practitioners who attend such training can build t.h.ei
ot Foundatcion lop such initiatives in their settings. Fairtrade scho.ols, Br1t1.s
Eonﬁ((i:;nﬁ}:c?ol: ‘Zldphealthy school schemes also provide younf1 f}?lld;?gh;/::ﬁ
o i i d ways of living, and they
Opp'ortunities N fS e:i::i:i?; S:cf:lfi::lt‘;et;?;}SDGé curriculum. Several orga.nisa-
ﬂ‘le lmportance'(cji ; ortunities for education-based students and teacher tramee;
thTlS e Pﬂ})lvf . 011)1Pknowledge of ESDGC through field visits, guest lectlllres Ein
e elrtovr\iities thus enabling them to improve their own sustamabl‘lty
a— OPI')OI . 2016) As Tinney’s (2013) smallscale study suggests, orga‘msai
a'wareness (THXley‘est Ir;ternational, Oxfam, Natural Resources Wales, Natmnﬁld
tions sueh a; ancm nai,Botanic Garden of Wales can provide the knowledg? 1111 i
N an‘ t;;) Estyn (2014) noted was not always demonstrated b'y Pracu’notl; |
undersmndmgl one yarticipant in the study suggested that in her training ev.ﬁlr’;k;
ers. For example, d n}:)t necessarily make the links themselves, but see tht.a t‘oj;
B [te’?Ch('arS] 02013‘54). Another participant noted that his/her. organ.]sfa Lm"
we make '(Tmney;eate r;laterials highlighting how ESDGC can fit into dlftertﬁﬂ
ek 'to j ch as numeracy and literacy, making it easier to c.rea1 edé&%
reee o learnmgtoSI;u ort early years practitioners. Other comments méél an';
}‘O - reS(‘erZ:lucatorI')sP understanding of the wider links between -ES];-
tllljee‘éic;ipclzlgum Making it ordinary, becomes acceptable, and they will thi

nk it 18
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obvious” and “In one sense, the cross-cutting

activities in the early years setting have som
principles. However,

nature of ESDGC means that many

e connection to important ESDGC
we need to ensure that teachers and Ppractitioners are able to
highlight those connections, to give them weight and context”

A Foundation Phase teacher also suggested that ESDGC is “
the school’s principles. Part of any good primary school”

(Tinney, 2013:54),
not a lesson but part of
(Tinney, 2013:54),

Opportunities provided by ESDGC to encourage all
areas of learning

When Tinney (2013) explored the perceptions and interpretations of barriers to
ESDGC by teacher trainees and those already working within the early years
sector/Foundation Phase, the results highlighted challenges that were linked to a
lack of time within the current curriculum and the fact that ESDGC was perceived
as an “add on” or extra subject; for example, practitioners reported: “Not enough-
time as other curriculum areas need coverage”; “It can be difficult to incorpo-
rate it into lessons”; “There isn’t enough time/space in the curriculum to fully
teach ESDGC”. Merriman et al.’s (2014) Eco-School evaluation also suggested

|
that some practitioners would value more support in making links to specific |
areas of learning such as numeracy and literacy. Appendix 2 therefore offers
an example of a resource that could support practitioners. It outlines a pizza
making activity which demonstrates the opportunities to develop skills linked |
to all Foundation Phase areas of learning, as well as ESDGC at the same time, |
The revised Foundation Phase curriculum (Welsh Government, 2015) also sup-
ports the statutory National Literacy and Numeracy Framework, which embeds J
literacy and numeracy across all areas of the curriculum, and it would therefore |
be beneficial if practitioners recognised when literacy and numeracy is also sup-
ported by ESDGC. Providing practitioners with support to embed ESDGC themes
Into everyday practice would be a valuable INSET opportunity and teacher train-
ing courses should also promote the cross-curricular aspects of ESDGC.

Providing specific support linked to young children’s _ |
needs

-
I3

Another barrier noted b
that ESDGC was a com
'.'li.t.fJ éngage with; this re
umuhn. 2012; Tinney,
8 in organisations 1

Y practitioners and trainees in Tinney’s (2013) study was
plex subject which could be too difficult for young children
flects similar concerns noted in the international literature
2010). It is also apparent from discussion with those work-
inked to the environment, conservation, human rights and
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poverty equality that support ESDGC delivery that some organisations do tend to
concentrate on older children. One participant noted that this was a result of fund-
ing priorities that were responding to the Estyn (2006) baseline report which noted
secondary education was less effective at delivering ESDGC. However, when Tinney
(2013) analysed some of the websites for the organisations represented, there was
evidence of resources targeted at children in the Foundation Phase age group, and
there was also an acknowledgement by one participant that she knew that teachers
themselves adapted their resources to the appropriate age and level. Some teacher
trainees noted that it was a challenge to do ESDGC themes with children in an inter-
esting way (two participants); however, several participants from organisations
who supported ESDGC suggested that the focus on hands-on experimental learning
was ideal to engage children’s interest and enquiry, and it is therefore pertinent to
suggest that such organisations’ ideas and resources are publicised more widely
for educators to utilise. For example, Oxfam’s and Amnesty’s education websites
provide resources which could be the basis for stimulating early childhood ESDGC
sessions and thus may need to be promoted further. Merriman et al.’s (2014) Eco-
Schools evaluation also highlighted practitioners who would like to have more
resources and ideas tailored specifically to the Foundation Phase. The evaluation
did, as part of its final report, provide examples of lesson plans that could be more
pertinent to young children. However, it was also interesting to note that the focus
in ESDGC on partnership working is not always linked to external organisations
supporting settings. In Tinney (2013), two participants working for external organi-
sations suggested that they would value training and shadowing early years experts
in order to improve their delivery of ESDGC with younger children and within the
Foundation Phase. One said:

From the point of view of delivering programmes, familiarity with 3-7 year
olds — especially the younger end of the range. Developing the necessary
teaching skills and techniques. We are not specialists in this age range and
it is one where particular skills are necessary for effective learning to take
place. This might be achieved by training sessions, shadowing teachers in
schools to see best practice which I feel would be enormously beneficial to

all concerned.
(Tinney, 2013:Appendix 8)

Another suggested: “Working more with teachers and the age group. Talking 10
teachers and spending time testing ideas with schools” (Tinney, 2013:Appendix 8).
These suggestions also provide opportunities to create new resources sharing expert
tise and could also offer research and monitoring opportunities, forming part of the:
common areas of ESDGC delivery.

Early childhood education for sustainability Wwithin .
ales |19

The Welsh cultural and Ianguagé context

I ‘”F l + ]
3 g " Lll-

Hf.

2015), and this offers a rich :
: : seam of discussi 4 :
is also a commitment by the Wels} sion linked to ESDGC theme

underpins
sustainable development, The
nal experience it is clear that
E)r guest speakers in schools and nurseries that
S‘lble. Personal experiences and reflections as
lighted a need to encourage more Welsh speaka-
to ensure that young children and practitioners
and through the medium of Welsh. This should
um and English medium Provision.

2Ish speaker and fro
! m pe
accessing Welsh medium training, cakor

support ESDGC, is not always pos
Forest School volunteer have high
ers in support of ESDGC delivery
can continue to work bilingually
also ensure parity for Welsh med;

Whole school/setting ethos
Some authors, such as Sterling (2001)

and Tilbury (1996) and Huckle (2012
Practised in a vacuum.

}Davis (1998), Huckle and Sterling (1996), Fien
» suggest that ESDGC cannot he j :
: instructed or
Symons (1996) stresses that children who see unsustainable
i ESDGSS;?VLE;S- hkel}t* tt} Eimnge their behaviours and attitudes
_ 1s part of the curricul i ;
. ( rriculum. Sterling (200
educational settings need to take a whole organisation appr';aih deargzlfs
and make

sure ESD is practised b
y all staff rather than o
g8ests a need for organisations # dedicatsd

1 :
How do children travel to the setting?

& .
Is there a walking bus or all children driven to schoo]?




120 Glenda Tinney and Nicky Hirst

i nds of junk
hool events such as discos and parties depend on selling mou.
Do schoo

food and plastic drink containers?

i ouragin
hool grounds developed to encourage growing food or encouraging
Are schoo
wildlife?

viewpoints?

i del their
‘11 ng children mo
ie (2011) highlight how you .
Cutter-Mackenzie (2 GC professionals
Edwa‘r(‘is a?sq behaviour and Tinney’s (2013) feedback from Eti?onerslf values o
pract1t1°nests a need for positive role models where. the pra(i‘ 1( 2014 elso oxplog
;151: Sliff: will influence the children they teach. Merriman el’; sr; o TEeos
enav. . d community mem
ionifi f including all staff an : al businesses
& Slgmﬁcancefo overnors, LSAs, caretakers, dinner staff, Parentsl’lloscl ractitiona
g terms'to ge resentatives and not being exclusive to teacher h};ation .
r , .
one CO;“ rmll1r'lidy enpAlthough not always the case in practice, ﬂllle Tl‘"iN od for bt 8
caring for children. king, an inclusive approach allo
i of a whole school working, eviously, when
= t(?m’t?on and delivery of Eco-School outcomes.. As no}tﬁd I;; o in};libit an
Commurllll'(i?l 1 do not have access to school democratic fora this ¢
young children

effective whole school approach.

Learning with nature

g . 1 ] .
i i i ' )l 'g' H

them the opportunity and time t
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early outdoor experiences as si
ment and awareness ag adults
by Wilson (1997b) and Louv (

gnificant to their environm
(Palmer, 1992; Tanner, 198
2008), who suggest that just

athise with nature, Wilson
s
world, which he refers to as “biophilia”

experiencing natural environments, I,o
fer from “nature deficit disorder” in a
play in wild places, Work by Simmo
1997a) goes further, Suggesting that children who are not given
be outdoors build up fears and phobias of the ou
Wilson, 19974) interviewed a group of 30 preschool children (3-5 years old) and
asked them questions about their understandings, attitudes and feelings towards
the natural world; most children had Very negative views of nature, being scared of

ing sickness from being out in the rain and indicated. .

ental learning, develop-
0). This is also explored
being in natural spaces
(1994 cited in Wilson
nd with, the natural
» and indicates the importance of children
uv (2008) also indicates that children suf-

Opportunities to
tdoors. Wilson (1994 cited in

\ allowiﬁg children the
al places”, thus building positive experiences in
m to know and care abouyt nature.

opportunity to be in “special natur,
the outdoors that may support the

o develop positive thoughts towards the natural

world (Wilson, 1997b). Maybe y
but this involyes commitment,
Pation and planning (Moore, 1
Children who have been invol

ards and playgrounds can also be a nature haven

community support and children’s active partici-

989) to convert concrete into a garden or wild area.

. Bi 4: White, 2007; Knight, 2009; Joyce, 2012§ |
e 3 9d9 ?1,1(? EZ;}c;,fjso (f)g; fl:j{[ic;ltli’czc(l)gvelopment which ‘l/)\;a;rlltg ozlét((]i;o];isltpoi}::ile:
S i i : Knight, 2009; ite, : et e
o o 200 pulljliclall;'tl(;:llisg(thi;fixflz)loi’t;ncleg of developing outdoor ezpir;i;l]:
o Bﬂt'ofl, 20'02] , igo eirs settings. The Welsh Government. has also [Ie) CEL
- 'p?OVISI'OH o efi;ie}:i to outdoor learning in the Foundation Phase
o gUIdan":e in the natural environment (DCELLS, 2007). 1 rocetlll
20(1)\2) alrll(il;::lrsl:ilfn of the outdoors in the early years h}&is, h}?-‘iv(f‘z?rri,n 11111;}’ 201018

o i rovides the chi ’

Concentrate('i e thekzzr::lf;lsget;hfhztu (t)(lilc;(ci)f)sof experiences for young Chl;gf;
i & Cm.mal " Etcc ral environment and promote caring instln(.:ts 1n2}; oa
e mzll;or other people (Haas and Ashman, 2014; Pnnc}ei, st
o 'nature a’n liki and Mackey, 2008). For example, resea'rc s e
andlDamlSl’ Z:I(;gxilc:]v?re:vorking in environmentally related professions ¢
adults who
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For outdoor experiences to be beneficial, practitioners in the Foundation Phase must value
nature themselves and consider their own responses. Sometimes incidents happen where “creepy
crawlies” are squashed, played with or moved from their habitat by young children. Does the
practitioner ignore this or make it a learning opportunity? Consider the rich opportunities for

discussion in questions such as:

How does the snail feel being carried away from its home?

Would we like to be carried away with no warning from our homes and friends?

Do we have the right to play with living things?

Why was the snail squashed, did it do you any harm?

Figure 4.2 Encouraging empathy and respect for the natural environment

(Adapted from Tinney, 2010)

or moved from their habitat by young children. Practitioners in the ESD paradigm
must consider how such experiences can be used to foster respect for the environ-
ment and to ensure damage to the environment from outdoor learning is limited
(see Figure 4.3). Vaealiki and Mackey’s (2008) observations of outdoor learning in
New Zealand have also demonstrated that children being able to care for nature
and living things can also encourage empathy for other children (see Figure 4.3).
With early childhood and ESD underlining the values of learning in nature, it
is unsurprising that Haas and Ashman (2014) and Davis (1998) suggest that those
working with young children should ensure that the natural outdoor spaces that
are available to children are sufficient. They also argue that parents and the wider
community would benefit from being part of such experiences, especially at a
time when children spend very little time with nature because of parental fears
regarding increased traffic, accidents and “stranger danger”; health and safety
and litigation worries in settings and public spaces (Gill, 2007); and the pull of
television and other media keeping children indoors (Palmer, 2006; Davis, 1998).
As emphasised by Chawla (1998) and Wilson (1997b), early years practitioners

A young boy in a New Zealand kindergarten was having difficulty bonding with the other children
and was often angry and frustrated. Time in a natural setting helped him to calm down. One day
he found a dead monarch butterfly and cradled it in his hands.The other children were interested
and gathered around him.The young boy was learning empathy through caring for the butterfly,
but the other children were also seeing him in a different light, as a caring child in his response to
the dead animal rather than the angry and frustrated “loner” of before. Caring for nature has a
ripple effect impacting on the wider relationships of young children. As educators we must always
ensure that such empathy can be fostered by encouraging restful and dignified treatment of living

things (Vaealiki and Mackey, 2008).

Figure 4.3 The ripple effect (adapted from Tinney, 2010) based on Vaealiki and Mackey (2008).

and famili i
k. T;;Iléf;z’comr’numty, Cross-curricular workin
N8 the rights, inclusion and competence of

£ : .
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What would you have done if you were the teacher?
What opportunities are there here to engage with ESDGC?

If you ha
or); . d never seen a dragonfly case before is there an
© support Ellen and her curiosity?

Wider talking points:

How can you keep yourself informed and up-to-date?

Ca” we always answet Clllldl ens queStIOIISE

Should tllose wol k|“g Wlth )'OUIIg CI"Idl e queS ] thei own be"eis a“d de H
N tion l| T attitu S

Figure 4.4 Case study adapted from Tinney (2010)
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Conclusion
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CASE STUDY I
San Sior as an Eco-School

Eco-Schools is an initiative which encourages children and young people to engagel
in their environment by allowing them the opportunity to actively protect i, and
Eco-Schools are advocates for ESD. An evaluation of the Eco-Schools Programmeiinl
Wales (Merriman et al., 2014wvi, viii) highlighted Wales as "“one of the most success
ful Eco-Schools Programmes internationally”, and one of the recommendations cites’.

"the value of senior managers having an understanding of the holistic learning value-
the programme . . . as opposed to merely gaining the award as a ‘tick box’ exeréigﬁ
Ysgol San Sior is a unique primary school, located in Llandudno, North Wales,
Eco-School Green Flag status, and the school is cited in the evaluation (Mem

et al, 2014:72) as an example of good practice. Head teacher lan Jones exefmt

the whole school ethos at San Sior with his leadership and vision and he cité

24 of the UNCRC (UNICEF, 1989), with its emphasis on the right to “a clea

safe environment”. The Green Flag is symbolic of the sustainable ethos of the

which is characterised with focused support for “action leaming” or “|earnifis

doing" (Eco-Schools, 2015/16:7).

Early childhood education for sustainability within Wales 129

Figure 4.5 “If he licks you, he is checking you out” (child comment, 2016)
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Cwestiwn yr Wythnos
Question of the Week

Pwy fydd y cyntafii ateb y

cwestiwn yma?
Faint o goesau sydd gan
gwenyn?

Figure 4.6 Question of the week at San Sior

the pedagogical approaches observed within San Sior moved beyond expert-novice
interactions with the children and encouraged an active engagement in the learning
process.

lan Jones also champions the value of giving children the responsibility of caring
for creatures in the school environment, and he claims that the ‘uni'que school focus
offers children the “insight into the living world that they could not possibly acquire
from reading a book or surfing the internet” (Jones, 2013:57). In an age of advancing
technology, there is increasing concern that children today are passive and, as such,
they are having less interaction with their natural world, instead gaining the major-
ity of their knowledge through a screen (Louv, 2010) and “unlike television, nature
does not steal time; it amplifies it" (Louv, 2010:7). lan Jones also tacitly captures the
liberating aspect of technology with reference to the Reggio Emilia notion of “border
crossings” (Rinaldi, 2006), as the children embrace technology to “research the par-
ticular demands of each animal and create an information sheet showing which part

of the world it is from” (Jones, 2013:57).

The potato project at San Sior

The grounds of the school are a source of great delight for the staff and children
alike and as a reflection of Piagetian pedagogy, the environment is utilised by the

children on a daily basis and acts as “the third teacher” (Oates and Grayson, 2004)

Fii i
"18ure 4.7 Children and students pond dipping

E . ,
arly childhood education for sustainability within Wales 13}

The grounds house a rustic area wi
hotels and a pond where the children
Juxtaposed with more formal areas w

students from Liverpool |

. Ohn MooreS U : 0
their school and their loy VST
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The potato trap project was instigated so the children could discover different types of
invertebrae around the world. See the clear instructions from the children at San Sior
www.sansior.co.uk/potato-trap.

Cut the potato in half, hollow out the potato with a spoon whilst leaving some potato
for the insects to eat;

Place the two hollowed halves together and create two holes at the top so the bugs
can get in and out;

Plant the potato in a damp place with the holes pointing up and make sure that the
holes are visible;

Leave the potato in the ground for two weeks and then remove the potato and
record to share with children completing the activity in other parts of the world.

The children share data using video recordings, photographs and shared PowerPoint slides.

Figure 4.8 The potato trap project

The Foundation Phase

Tinney (2010:2) highlights that there are “strong links within the Foundation Phase cur-
riculum for facilitating ESDGC and that an experiential learning and play curriculum for
young children dovetails closely with the principles and practice of ESDGC".

At San Sior there are a plethora of opportunities for young children to become
aware of aspects related to the three traditional key pillars of sustainable development:
environment, society-cutture and economy (Brundtland, [987) within a playful peda-
gogical context. Wilson (2012:84) is eager to assert that adults shouldn't "“use a ‘Save
the Earth' approach with young children as this can lead to serious oversimplifications
of the issues” and, in her opinion, “it can also lead to feelings of fear and helpless-
ness on the part of children”. However, Tinney (2013:12) cites Murdoch (1992) who
argued that, as with many controversial or difficult subjects, it is possible to start think-
ing about sustainability at an emotional and cognitive level appropriate to the child. At
San Sior the children are absorbed in positive experiences with nature and the built
environment.

The school advocate dedicated weeks to whole school investigations such as “envi-
ronmental week'" and "chicken week”', where children and staff work collaboratively
within a whole school approach. The weekly foci support the ethos of the school and
llustrate how children scaffold each other to develop a deep awareness of environ-
mental issues. As Inoue (Davis and Elliott, 2014:88) states, "ECEfS should not be seefl

as a ‘new’ educational issue, added successively to the existing curricula but should be
advanced through an integrated and transformative approach”. During chicken week

* Tinney. G. (201 3) Perceptions and Unde
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in th j
& nursery, the staff considered how Humpty Dumpty could be used as a vehicle

to support the exploration of ESD i
through science exper; 'S Usi i
raw eggs to consider hypothesis and active e 1t ESD ot e oond 9

that traditionally is linked to environmental e
children (Pramling Samuelsson, 20! I: Davis
from the three key pillars of sustainable de
concerns, social and cultural implications an

The children were also mindful of the eco

ngagelment. ESD is not only a content area
ducation, but is also a way of working with
and Elliott, 2014) that addresses aspects
velopment: environmental and ecological
d ec.onomic aspects (Brundtland, 1987).

nomic implications for the school as the eggs

ates during school inspections, highlighting t
Welsh Assembly Government. ESDGC g
being cross-curricular, interdisciplinary and

he importance this area has been given by the
uldarl1ce highlights the importance of ESDGC
not simply an "add on” sibject (Tinney, 2010y,
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CASE STUDY 2

Ysgol Glan Gele: a whole school ethos

Ysgol Glan Gele is an infant schoof set in the thriving ma‘rket townl OfAbergjngZ;:

Vales. Th hool provides Foundation Phase education for children age . y
s oé lp 2017). Eco-Schools is an international programn'?el designed to
e G|a'n bTeeéJeveiopment through education and awarenesls raising that Iela;js
prom?te SUSteIllm'aK ep Wales Tidy manages the programme (Memman. et al, 20 h).
S pEc:o-School Green Flag award and the children’s voices are at t g
- SChOO|' o izd with an exploration of the participatory eth?s related to. t.hen*
hea:tv:rtwt:r:fc |C: :es ecc?—committee and the school's Fairtrade committee. On a visit to
invo

Figure 4.9 Conversations with the Fairtrade committee
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benefit from being provided with 3 learning environment that supports self-worth,
communication and cooperation, indicating that children with high self-regard are

likely to be more altruistic, generous and sharing, concepts related closely to the
sustainability agenda,

the “Fairtrade logo”. The logo featured strongly in our conversations with the children
who noted their advocacy for the Fairtrade products. ‘

For very young children initiating ideas may be difficult; however, shared decision

supporting and scaffolding young children’s learning (Tinney, 20101 5).
The young children We spoke to were able to articulate reasoned and thoughtful

alternative (not inferior) ways to adults” (Davis and Elliott 2014:25, 26). This recog-
nition is captured in the Foundation Phase curriculum with its focus on experiential

“We have Fairtrade coffee mornings so we can use the coffee from the farmers!”

“We sell stuff, make food and raise money for other people who need it”
“Fair means enough for everyone."

"If someone got 2 and you only got |, that wouldn't be fair”
“Fair is everyone joins in” -

“Farmers grow vegetables for us and they get a fair price” '

“It's like the shells on the beach,
friends.”

if you pick more than You need, you can share with your

Figure 4.10 The children (aged 5-7 years) were keen

around what is “fair” with the following insights into their realities
around equity
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Indeed, the \Welsh Foundation P

“It’s on the bananas in the shop.” and their meaningful Suggestionshase glves opportunities for child

ren to be listened to

“The bananas have Fairtrade stickers on and you can peel them off.” When we cons der child
lldren’

“They do coffee, chocolate and lots of other stuff”’ children are indeed agentic in
1 (2008:105) offer a cautionary arg

“| tell mummy, look it’s the Fairtrade bananas

| “Buying the Fairtrade ones means the farmers get money.” |

“| tell mummy to buy the Fairtrade ones and you can see the picture.” fdentrty frrom PUFChasing certain products, |
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“If someone has got 4 cans and you gave 2 away, that would be fair” .
l may not be possible for 3| and pe
|

“Making sure everyone joins in.” to make them” (Gidd
iddens

Figure 4.11 Children’s comments related to Fairtrade products

learning, the development of thinking skills and the UNCRC (Prowle, Davidge-Smith would like 1o use rec " heir teachers may decide that they
and Boyd, 2016), and adults working with children in this phase need to consider drinks and only stock ?_:Ce materials for crafts, use Jess packaging in snack time
Margaret Donaldson’s (1978) post-Piagetian research related to "human sense” authority allows sett airtrade snacks. This can only be implemented the legal ’
and social cognition. It is important to develop authentic conversations with young e Ings purchasing autonomy as they are often constrained b
children and, as adults, we may occasionally need to “decentre” and see things policies for schools. )
from the child's vantage point. The “stickers” on the bananas were noted by the As Davis (2014:33) notes, educati i
children and the Fairtrade sticker logo imbued with social significance from their there is a need for “critic ‘le aon for sustainablty is “more than social critique and
understanding of the “Fairtrade” events within the school context. Discussions are solving, participatin malj' an: tr_?lhsformat,ve pedagogies” which ‘encourage problem
a regular feature of the Fairtrade committee and the teachers have recognised that Remember, childgr:en ::g €cistons and having choices”.
the local experience of shopping with the family made contextualised “sense” to the listen to others’ have mo who are SupPor’ted to express their thoughts more clearly and
| children and the broader notion of global economics is considered in'meaningful ways. to discuss and debate tf:e posm\/g a‘ftltuc'jes to other people, and will be better equipped
| Penn (201 1:169) considers how Fairtrade is a popular concept with the purchase of i rather than relying on a dijCor.nPhcated Issues which form part of ESDGC themselves
goods from small producers who "“get a decent rate for their labour” and "‘who are not early childhood education' agt N aPproach (Symons, 1996). Davis (2009) highlights that
exploited and whose products are local and sustainable". Fairtrade also implies ethical con- have several parallels in te an erlmwrc_)nmental education (and, we would argue, ESDGC) .:
sumers, people who are concemed about the conditions under which trading takes place. emphasis on holism inte,ghsf Olf their Phll.osophmal and pedagogical approaches with an |
Davis and Elliott (2014:1) highlight the need to treat young children as active agents child-led leaming, It lis i I:clphnar)f atnd Integrated curriculum, and active, relevant and |
of change with the promotion of “children working authentically in the exploration of for sustainability fr.-| e :re ore alarming that much research on children and education
topics and issues of interest to them”. Tinney (2010:13) reminds us, abillty despite exa gnores the role of young children as active participantd in sustain-

mples of innovative work in practice (T inney 2010;] 3)

If a child is learning and developing recycling behaviour at school but this is not
promoted at home then joint projects linking children and parents can support
each other's understanding and motivation in this area. More importantly par-
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