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	Research Plan: How can place-based learning support schools to become more sustainable? 
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Introductory Proposition
The UK Government wants all schools in England to become sustainable schools by 2020. In Sustainable Geography (part one), I argued that school geography can have a specific role to play in helping schools to become more sustainable places.   
By using the ‘fieldwork’ tradition of geography as their main tool of research and the school as the focus of study geography students can learn to become critical about their place of learning and its role in the world. They should begin to understand the ‘school’ as an interesting place worthy of study. A place that has many different constructed realities with, at any point in time, many different stories taking place (Massey, 2005).
This type of learning that uses the place where the learning occurs as its starting point for study, has been described variously as real world learning, learning outside the classroom, sustainable fieldwork and place-based learning. For the purposes of this research plan I will use the term sustainable geography.
Sustainable geography can enable students to see places from many different perspectives because it explicitly supports the negotiation of the use of use of space (Massey, 2005, p. 154). For example, how do musicians and scientists explore the same place? How can Food Technicians or PE teachers improve the school? Can students from neighbouring schools work together schools to develop more sustainable communities? Who chooses what food we eat at lunch and where it comes from?
Sustainable geography may be described as a critical pedagogy of place (Grunewald, 2003). It is a participatory process which encourages new realities.
Hypothesis

It is my hypothesis that if students use their school as the primary place for geographical learning it could effectively support the school to become a more sustainable place. To enable this to happen, the approach to geographical learning must be one that empowers students to work outside of the classroom, work with a diverse group of people, explore places critically, make decisions and take action to make changes

Case Study: Glebe School 

This research plan suggests that a case study approach to research will be most appropriate method to consider my hypothesis. The school which will be the focus of the research is the school where I am a teacher of geography – Glebe School.

Glebe School is a school for secondary age students with moderate learning difficulties based in the London Borough of Bromley. Over the last few years the geography department has been involved in a number of projects that are aiming to support a more sustainable education in the school and have an emphasis on developing student participation. A major focus has been the increased use of outdoor learning, both in the school grounds and through ‘outdoor adventurous activities’, to support geographical (and other) learning. The aim has been to provide a more inclusive curriculum to students with learning difficulties, emotional or behavioural difficulties.

Glebe School has been quite successful in developing its approach to sustainability and has featured in a number of high profile case studies and won awards (Crabbe, Awards, 2009). As an insider I am proud of our achievements but also aware that there is a long way to go before we can claim that we are a ‘sustainable school’.

We have developed a website to act as a ‘living case study’ of the progress towards sustainability (Crabbe, Home Page, 2009). The website aims to illustrate that although it is geographers that are mapping these changes it is not only geographers that are making the changes.

Indicators of Success

Measuring the impact of the project is not straightforward because Glebe is a unique school – as all schools are. Other schools could be chosen to act as a ‘control group’ but they are likely to be quite different in their own learning approaches and student characteristics. Glebe School is a special school and as a result will deal with more complex learning needs and much smaller class sizes than mainstream schools. These two factors alone make a direct comparison to the other schools problematic. It is for this reason that a case study approach to research is felt to be most appropriate. 
Opportunities and Outcomes

To meet some of the criticisms around the value of case studies it is important to have rigorous indicators. It is likely, however, that the value of the research will be decided collegially by peer review from other educators. For this dissertation the indicators of success are divided into two sections: Opportunities and Outcomes. 

Opportunities: A new GCSE
The eight specification aims of the new GCSE Geography ‘A’ syllabus (run by O.C.R.) will be used as the learning opportunities. Over the last 5 years the school has taken part in a pilot GCSE course in geography that informed the development of this new GCSE. This pilot GCSE was developed collaboratively by a wide stakeholder group of geographers as a response to a decline in the popularity of school geography (Rawling, 2001). As part of my Masters dissertation I critiqued the impact of a school grounds project on learning towards the pilot GCSE (Crabbe, Inclusive fieldwork, 2008) and I have recently co-written a textbook to support the new GCSE syllabus (Moule, Clemens, & Crabbe, 2009).
In the later chapter on Ethical Issues I will be explicit about my role as a participant researcher who is actively aiming to improve the learning opportunities as part of documented cycles of research. My ‘vested interest’ in the new GCSE is no different from this. Whilst this research aims to consider the impact of a place-based learning approach to whole school sustainability there will also be the added benefit of significant critical reflection on the new GCSE. The aims of the new GCSE are summarised below.
The specification says that students should be given opportunities to:-

· Stimulate students' interest in geography, to develop a sense of place and an appreciation of the environment, and to help them to act in an informed and responsible way. 

· Acquire knowledge and understanding of a range of places, environments and geographical patterns at a range of scales from local to global and acquire an understanding of the physical and human processes, including decision making, which affect their development. 

· Understand the significance and effects of decision making about places and environments. 

· Develop awareness of the ways in which people and environments interact, the importance of sustainable development in these interactions and to appreciate the opportunities, challenges and constraints that face people in different places. 

· Develop an understanding of global citizenship and the ways in which places and environments are interdependent. 

· Appreciate that the study of geography is dynamic, not only because geographical features, patterns and issues change but also because new ideas and methods lead to new interpretations. 

· Acquire and apply the skills and techniques, including those of mapwork, fieldwork and Information and Communication Technology (ICT), needed to conduct geographical enquiry. 

 (OCR, 2009)
Outcomes: A self-evaluation tool for sustainability
The hypothesis suggests that a place-based approach to learning will support schools in becoming more sustainable places. The outcomes will be measured using a whole school self-evaluation sustainability tool. This tool, known as the S3 is a relatively comprehensive tool to measure progress towards becoming more sustainable.  The S3 is designed to work alongside the school’s main self evaluation form (SEF) that all schools must complete as evidence for Ofsted (DCSF, 2008)
The S3 is divided into two sections – the first follows the format of the main SEF that each school is required to complete annually. The sections are:
· Characteristics of your school

· Views of learners, parents/carers, community and other stakeholders

· Achievement and standards
· Personal development and well-being

· The quality of provision
· Leadership and management
The second section focuses on the eight doorways to sustainability which are:

1. Food and drink

2. Energy and Water

3. Travel and traffic

4. Purchasing and waste

5. Buildings and Grounds

6. Inclusion and participation

7. Local well-being

8. Global dimension

(Teachernet, 2006)
Success of the hypothesis, therefore, will depend upon two factors: how well the sustainable geography approach provides students with the opportunities as outlined by the Specification Aims and how well these opportunities support the school to become more sustainable.
These ‘indicators of success’ were chosen because they are both manageable and relevant. The opportunities or aims provided by the GCSE were chosen because they are the requirements of the GCSE specification which most of the Year 11 (aged 16) students will be taking. The participating students will not, however, just be Year 11’s but will be from throughout the school. These aims are also felt to be appropriate to younger students although the aims outlined in the new key stage 3 syllabus (discussed in part one) could equally have been used.  The outcome indicators in the S3 document were chosen because they will illustrate the impact of place-based learning to whole school change not just the geographical learning.
Other ‘internal’ indicators of success will be used to inform formative learning. For example did students enjoy participating in this place-based learning? What things did they learn? What places did they visit? Could they pass their GCSE as a result? In other words, was the place-based learning approach worth doing? 
This sustainable geography project aims to develop a rigorous case study to compliment other research resulting from the geography pilot (e.g. Lambert et al, 2005), and sustainable schools case studies (Government Office for London, 2007). Sustainable geography has developed with a view to the wider educational, political, economic and social context of early 21st Century England (see sustainable geography part one).

Research Period
The research period will run from September 2009 to July 2011 with an option to extend for a further year if it is felt appropriate. Evidence of student work from the previous years will also be used as valuable information in its own right and to set the new evidence in context. Baseline assessments will be a crucial aspect of the early evidence.
Location

The main research will be based in Glebe School, West Wickham, Kent, UK, BR4 9AE. The research will also use student learning that takes place in the schools wider community as evidence – examples of this current community can be seen in the supporting website (Crabbe, Home Page, 2009). 
Participants

The participants in the research will be students and staff from Glebe School. I will act as lead researcher. Whilst evidence will be gathered from outside the school it will only form part of the evidence base if it forms part of student submitted evidence. 
Selection Process: Participant-Researchers
The research will limit the number of ‘participants’ to students from Glebe School who study Geography. This selection approach was used to produce a manageable sample size that allows for changes in population. The evidence used will be taken entirely from student produced coursework and will be submitted to the website with student and parental permission.
The student researchers will choose whether or not they wish to participate but there are issues of authority and interest here which need to be clearly and regularly addressed. A participative approach has been suggested as one which could lead to deeper learning. For example Hart states that,
“…children need to understand the right of all persons to have a voice in establishing a healthy and meaningful life for themselves on this planet, in accordance with principles of ecological sustainability and in balance with the needs of others, including future human generations and other living things. It has been argued that this can be achieved only through frequent experiences with direct democratic participation in institutional settings: children’s organizations, community organizations, and most notably schools.”

                                                                (Hart, 1997, p. 192)
Pretty and Vodouhê, however, warned against the use of the term ‘participation’ without critique  (Pretty & Voudouhe, 2003). They argue that such approaches have been adopted by Governments, for example, in order to take control of grassroots movements or to transfer responsibility and costs. Indeed, the article continues, “more often than not, people are asked or dragged into participating in operations of no interest to them, in the very name of participation" (Rahnema, 1992). 
Adams and Kinoshita, in their book Machi-work (comparing ‘education for participation’ projects in the UK and Japan) discuss this issue (Adams & Kinoshita, 2000). Building on Harts Ladder of seven stages of participation (see diagram) they describe how participation can range from manipulation to full engagement. 


In theory, the students who get involved in the sustainable geography project will choose the part of the project they want to work on or develop a new part to the project. They do not have to spend all their time working on the project but can participate as and when they wish. In reality, geography lessons are likely to largely become sustainable geography lessons. 
Some students may only wish to take part during lesson times whereas others will opt to work on the project at other times. The project aims to be as participative as possible given the restrictions of the school timetable. It is hoped that the ‘participation’ will be high as the project is explicitly collaborative and students can develop their learning in a way that suits them best.
Critical Analysis of the Proposed Methodology

The suggested research methodology is based on participatory action research (PAR). PAR draws its inspiration from work credited to Kurt Lewin (1946) who used the term ‘Action Research’ to describe a plan-act-observe-reflect cycle which is repeated for the course of the research (Checkland & Scholes, 2001). This research has been widely incorporated into educational settings. Despite its popularity, action research in schools is not without its critics. Robson quotes a number of these:-

· they have contributed little to the understanding of factors influencing learning

· they are inward looking, ahistorical and poor quality

· they over exaggerate their claims

·  they are atheoretical, refusing to recognize a need for systematic methods

· they are unrealistic in their expectations about their ability to alter assumptions

· research cycles often become too complex

(Robson, 1999)
The research approach chosen for this sustainable geography project is likely to encounter some if not all of these criticisms, particularly the complexity of the research cycles. The regular cycles of evaluation built into the research model will aim to take them into consideration and adapt where necessary. 

Fines states that participatory action research (PAR) “…draws upon multiple methods, some quantitative and some qualitative, but at its core it articulates a recognition that knowledge is produced in collaboration and in action (Fines & Guishard, 2003). Part of the problem of using this method will be the volume of evidence that is produced as a result of this knowledge creation. This evidence will be from a range of sources and is likely to both qualitative and quantitative.

During the course of this research a particular focus for data collection will be needed. The website will host all the evidence collected as part of the project. This not only makes analysis more manageable for the lead researcher but it also will enable co- (student) researchers to take a full role in data collection and a significant role in analysis.

Robin McTaggart (1989) outlined ‘16 tenets’ of PAR which are more or less agreed by most authors. McTaggart argues that PAR…

·    is an approach to improving social practice by changing it 

·     is contingent on authentic participation 

·     is collaborative 

·     establishes self-critical communities 

·     is a systematic learning process 

·     involves people in theorising about their practices 

·    requires that people put their practices, ideas and assumptions about institutions to the test 

·     involves keeping records 

·     requires participants to objectify their own experiences 

·     is a political process 

·     involves making critical analyses 

·     starts small 

·     starts with small cycles 

·     starts with small groups 

·     allows and requires participants to build records 

·    allows and requires participants to give a reasoned justification of their social (educational) work to others
(McTaggart, 1989)
In response to McTaggart’s ‘tenets’, this research will use a geographical systems approach to PAR to structure the learning in more workable manner. The approach is called the Learning about Places Cycle or LAP Cycle and was developed from work by Checkland called Soft Systems Methodology (Checkland & Scholes, 2001) and a development of this called a Collaborative Learning Cycle (see Appendix 1). 
Soft Systems Methodology
In the 1960’s, Gwilym Jenkins introduced a systems approach to action research. This research, taken from engineering, was applied to real world situations and assumptions were made that these situations could be described as systems. A systems approach to geography was popularized in the 1980’s coinciding with and complimenting the development of computer modeling and geographical information systems (e.g. the works of Alan Wilson, Leeds University). Real world systems involving people, however, proved too complex to be neatly defined by this ‘hard’ systems methodology (Checkland & Scholes, 2001). 

Checkland changed the emphasis from working on problems that required solutions to working with the idea of a situation that some people, for various reasons, may consider problematical (Checkland & Scholes, 2001). The way we perceive the world became the learning system. This was called ‘Soft Systems Methodology’ (SSM). At the core of SSM is a desire to understand human activity systems in a way that is meaningful to the actors in that system.
The Collaborative Learning Cycle

Whilst SSM considers stakeholders in the research process, it does not consider explicitly the levels of participation involved. Paul Maiteny, a tutor at London South Bank University, offered a solution. In his adapted SSM model, which he describes as a Collaborative Learning Cycle (CLC), he introduced collaboration as a specific requirement. 

The diagram on the next page shows the Collaborative Learning Cycle designed by Paul Maiteny.

[image: image2.wmf]Collaborative (Experiential) Learning Cycle

 

 

Exploring

 the 

 

 

 

 

Formulating

 problems

 

 

 

 

context & situation

 

 

 

and opportunities from

 

(describing FACTS)

 

perspectives of various

 

 

 

 

 

 

 

 

 

 

stakeholders, incl. self

 

(describing VALUES & 

BELIEFS)

 

 

Critically 

re

-

examining

 own 

 

assumptions, biases, values, beliefs,

 

purposes, prejudices, interests, priorities,

 

 

Using

 tools (PRA) to 

 

etc. IE. 

your

 perspectives & what informs 

 

 

create models & 

 

them

 

 

 

 

 

 

 

 

 

 

representations (useful

 

in every phase of cycle)

 

Monitori

ng: 

 

 

(FACT

-

BASED)

 

&

 

 

 

 

 

E

-

VALU

-

ation:

 

(VALUES

-

BASED)

 

(

reflecting

)

 

 

 

 

 

 

 

 

Taking some action;

 

doing something

 

 

 


 (see Appendix 1)

Sterling argues that when discussing change, for example to school grounds, it is important to consider:-

• Who defined the nature of the problem or situation?

• What constituted ‘improvement’?

• Who says?

• Did it mean ‘improvement’ at a cost to some other things?

• What criteria could we use to decide if things have improved or not? (Sterling 2005)

The CLC helps the participants to answer these questions as part of an ongoing process. It makes explicit the difference between ‘the facts and the context’ and ‘the problems and the solutions perceived by the stakeholders in response to these facts’ (see CLC diagram).
Reason, 1994 states that “...in co-operative inquiry all those involved in the research are both co-researchers, whose thinking and decision-making contributes to generating ideas, designing and managing the project, and drawing conclusions from the experience; and also co-subjects, participating in the activity which is being researched.”                                (Reason, 1994)
The Learning about Places Cycle (LAP Cycle)

The language of the CLC, as outlined above, proved too complex for regular classroom use at Glebe School. Whilst the aims outlined by this cycle were still relevant, a variety of other strategies emerged. My first response was to revert to into a simple action research cycle. This has the benefit of simplicity but it doesn’t make explicit the collaborative nature of the project. 

More recently a few students worked together with this author to produce a simpler version of the CLC called the Learning about Places Cycle or the LAP Cycle. The cycle is informed not only by the CLC but by more straightforward action research cycles; enquiry based learning cycles and the concepts of ‘wild place’ learning outlined by the John Muir Trust (John Muir Trust, 2009)
. The cycle forms a wall display in the classroom and it is illustrated in the website. 

 SHAPE  \* MERGEFORMAT 



The LAP Cycle will not only be used to structure geography lessons but also student councils and specific events. It is likely that it will operate at a range of timescales but it is unlikely that there will be time to do a full cycle in one lesson. The results of this collaborative place based learning approach will be illustrated in the website.
Presenting Evidence
If students are going to be co-researchers or participant-researchers they will need to submit evidence that they can interpret and they need to be able see how this evidence fits into the wider research picture.
Rich Pictures
One of the unique characteristics of SSM is that ‘rich pictures’ are used to describe the complex set of relations occurring in the research process. In current practice at Glebe School our rich pictures tend to look similar to spider diagrams or mind maps which are not uncommon in classrooms (Roberts, 2003). Checkland argues that such an approach is better than writing everything down as a linear set of conditions. A rich picture of an attempt to illustrate sustainable geography produced in a geography lesson is shown below: - MONK AND STEVE HOWARD
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It may be difficult to ensure that everyone is able to participate in the creation of rich pictures if they are not in the same place at the same time.  This will be the case during the research as students will simultaneously be studying different subjects: whilst some are studying geography others may be in Design Technology or English. 

Furthermore, the drawing of rich pictures is a skill that may not come easy to everyone. The use of rich pictures, however, can clearly involve people who find text analysis difficult. Comparisons can be made here with the use of pictorial representations of problems and solutions in participatory rural appraisal research – especially where there is a language or literacy barrier (Barton, Borrini-Feyerabend, de Sherbinin, & Warren, 1997)
A different approach to (rich) pictures may better support the inclusion of a wider group of students to engage in collaborative complex situation analysis. Students with difficulties in literacy and also specific learning difficulties such as autism are likely to favour this approach. The use of images in rich pictures does not mean they need to be drawn either. They could be produced using photos, computer generated images or by using other forms of ‘evidence’ generated as part of the research. 

A case study style website entitled sustainable geography has been developed as an adaption of the ‘rich pictures’ idea.  The website aims to enable students to submit evidence and to analyse complex systems in their own way. As with many websites, pictures will be included along with text, video and sound evidence. Students will be encouraged to use this website to illustrate learning, make connections between learning and to generate discussion. 

The website attempts to illustrate the complex relationships that occur out of Glebe School.  It aims, just like the ‘rich picture’ idea, to help students to reflect upon the constituent parts of Glebe School. It is based around largely student produced evidence about its ‘campus, curriculum and community’ and aims to make connections between these parts. 

The mnemonic ‘CATWOE’ used by Checkland to help participants to analyse the constituent parts of the system is likely to prove too abstract to the majority of students and hopefully the adoption of the LAP Cycle will make this  less necessary. For example, the following descriptions illustrate some of the areas that the website already highlights (albeit using less technical language). 

· Customers: The victims or beneficiaries of the sustainable geography project. These include students and staff in the school, other stakeholders with connected interest.
· Actors: Those who are involved in the sustainable geography project and who study geography (participants in the research) 

· Transformation process: the ongoing change from the current situation to a (hopefully) more sustainable school 

· Weltanschauung – World View – the underlying views that make some people think that ‘sustainable schools’ are a good idea

· Owner – people who could stop the project – SMT/ staff/ parents/ students/ local residents etc. There is a definite awareness amongst the students that this website could be used as a marketing tool as much as an information sharing exercise.

· Environmental Constraints – elements outside the system which it takes as a given (weather, school timetable, money, school rules)

Checkland used CATWOE to help researchers design ‘soft systems’ diagrams which reflected their real world problem situation (see diagram on next page).
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The sustainable geography website

The evidence to be presented will be produced by the student researchers and this author in the form of the sustainable geography website (Crabbe, Home Page, 2009). The evidence will aim to document the projects that the students are working on. The majority of this evidence is likely to be in the form of text, static images with a small amount of accompanying video and sound recordings. The images will be photos, maps, plans and diagrams. 

The significant use of digital images is a deliberate attempt to allow students a significant role in deciding what events they will record and to enable them to participate fully in data collection. Current practice suggests that they enable discussion with the participants and create excitement about reflective learning. 

Video projects will also form part of the research and will necessarily involve the development of camera skills and video editing skills. 

Within Sociology there is strong support for image based project work. For example, Alexander considers various ways for analysing images (Alexander, 2001). Perhaps the most useful idea, which is often adopted by the Glebe School students, was illustrated by Goffman (1979) and Berger (1972) and Becker (1981) (in Alexander, 2001). They used images as a main part of the narrative interspersed with text. Images are not used here just to add interest to the written word but to provide a presentation of results. Alexander argues that without text, works such as the art photographer Robert Frank’s The Americans (1959) are beautiful but not really sociology. To ensure that the evidence is presented in a way that best explains the authors ideas it will be important for us to regularly reflect on whether this is being achieved. 

Alexander does also add that some authors consider text in Sociology to be unfairly preferred over images. It may be further suggested that the views of the more literate are given greater value whilst this position holds sway. This is a critique that could equally be applied to assessment in geography examinations. The students who have produced the information for the website so far agreed with Alexander, however, that some text should be used but that there should be a definite bias towards images. There is also a general agreement that the website still probably has too much bias towards text.
Ethical Issues
The methodology has been adapted by this author throughout the last five years until a workable version of the learning cycle was adopted (De Laine, 2000). It is important that is suitable to the participants in the research.
The participants will sometimes also be the researchers. Participants will be able to use their geography lessons to form their main research time. They will also have the opportunity to participate in place-based learning through student councils, cross-curricular work, out of school fieldwork and through activities specifically related to the sustainable geography project. 

Whilst acting as the lead participant researcher, I will also have to work as a teacher in the school. This will involve the need to ensure, for example, safety, adherence to school rules, discipline, and a focus for learning. Friere discusses this, perhaps ambiguous, role and suggests that the explicit acknowledgement of power relations, resulting from duty of care and perceived status is essential if a truly democratic approach to learning is to be adopted (Shor, 1987)
The amount of control I will take over the project and whether and at what point I intervene is like to vary significantly throughout the research. Guidelines for acceptable practice and decision-making will need to be agreed by the participants at an early stage and regularly evaluated. The issue of the type of ‘participation’ that can occur in projects will also need to be regularly negotiated. The aim will be to allow as much ‘student-initiated’ participation as possible. In reality, all the rungs of Hart’s ladder of participation will probably be evident at different points of the project (Hart, 1997).

There are other ethical issues that are likely to occur during this project such as disclosure of information which needed to be dealt with as a teacher rather than a co-researcher. As the lead researcher I will need to try to tread the careful path suggested by de Laine to ensure that rights are not abused and that participants are protected (De Laine, 2000). 
The overall direction of the project will be decided by a continuous process of action and reflection between the participant researchers from Glebe School and this will also be in collaboration with other stakeholders in the school who are not participating directly in the research. The student participant researchers will have their own requirements from geography, for example, achieving a GCSE. As a teacher-researcher it is my responsibility to enable them to achieve these goals and the research must be designed to enable this to happen. This research approach is explicitly chosen with the aim of improve student learning as an integral aspect of moving towards a more sustainable school. It is designed to adapt whenever necessary. 
I will not, therefore, take an impartial observer role as the writer of this paper. I will act as a participant researcher who is aiming to support and improve each student’s learning as much as possible, both as part of my role as a teacher and as a participant researcher. If something does not work or is not successful we will try to change it. As a teacher I have a duty of care to these students which would make suspect a purely observer role in a project such as this. 
This project is likely to produce a massive amount of data. The challenge for this research project will be to choose a manageable amount and type(s) of evidence to present. 
The student input into the sustainable geography project evaluation will be based on student produced fieldwork results and evaluative baseline evidence such as the suggested questionnaire in Appendix 2, which will be completed at the start, during and at the end of the project by a smaller sample of students. Each questionnaire has used symbols as well as text and has been modified still further to meet the needs and abilities of the students. The questionnaire was adapted from an earlier document produced by a teacher from a neighbouring partner school. Students are likely to adapt these questionnaires further and create their own. 
Not all students will feel comfortable using questionnaires and other opportunities for reflective contribution will be considered. I discussed the advantages and disadvantages of questionnaires in more detail in a report on a food growing project in Tower Hamlets (Crabbe, In this garden I see my country: a critical analysis of a research report entitled 'taste of a better future', 2009). The sustainable geography project will include some work with the Tower Hamlets project and will be able to share learning.
The student contribution to this research will form the basis of the sustainable geography website. The website should enable evaluation of the project’s impact on helping the school to address the indicators of success outlined in the S3 (DCSF, 2008).
Whilst Glebe School students will be co-researchers, most of the final research paper will be inaccessible to them because of its need to meet the requirements of a Doctorate in Education. The main findings from the research will be discussed with students and the website will aim to provide a more accessible report. 
Conclusion

The context of Glebe School in relation to this case study cannot be ignored. The comparatively small size of the school with approximately 180 students and a maximum class size of 13 or 14 have made this project potentially much more manageable than a similar project in a mainstream school. 
The relevance of this project will to some extent need to be decided by peers. There is, however, a clear need for more rigorous and accessible research into both new approaches to school geography and into schools who are trying to become more sustainable places.
The limitations of the research should form the focus of a rigorous critique of this research not just its successes. The methodology has been chosen to continuously adapt to ensure that, wherever possible, these aims were met.
This is not an impartial piece of research but one which explicitly aims to improve the learning opportunities for students at Glebe School and to help that school to become more sustainable in its campus, curriculum offer and the wider community.
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APPENDIX 1: Outline of The Collaborative Learning Cycle
3.2.2
The Collaborative Learning Cycle (CLC) process
The process was introduced by Paul Maiteny (FULL NAME ADDED BY M CRABBE) as an elaboration of the action research and learning model widely used in participatory work (Fig X) drawing on systems approaches to learning, e.g. Peter Checkland’s Soft Systems Methodology and the Open University’s Environmental Decision-making: a systems approach. Discussion of the process and its implications followed.
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Fig 1. Active learning: ‘learning by doing’ - and thinking!
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Fig 2. Collaborative (Experiential) Learning Cycle 

(Modified from Environmental Decision-making: a systems approach, Open University, UK)

Advantages of CLC indicated:

· Although PRA methods and tools form part of the process, systems learning processes, as summarised in the CLC, go a step beyond by emphasising participatory planning, action, evaluation and reflection as well as appraisal. 

· It is explicit about distinguishing between description of facts/situations/phenomena and description of stakeholder values/interests/priorities, and the relationship between these, i.e. the influence of stakeholder interests on defining the situations as ‘problems’ and on shaping management solutions.

· It points out that monitoring is a descriptive activity whose purpose is evaluation, and that evaluation is inevitably undertaken from a position of values and interests.

· It encourages stakeholders, including professionals, to be aware of and re-examine their own assumptions, perspectives and interests at each iteration of the learning cycle. 

APPENDIX 2: Sustainable Geography Project Questionnaire
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Have you enjoyed being part of the ‘Sustainable Geography Project’?
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the project and briefly explain what you did there.
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Would you recommend this type of project to other 
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students? If yes, explain why.
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think we need to do to keep this project going?

Consumers (‘people’ – when they buy or use products or services)
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Interdependence (the connections everyone has to others)
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How is the school connected to other people and other places?

Uneven Development (people and places are all different)
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Places
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How have you helped to change the place called ‘Glebe School’?

Future (think about the things you have learned from SUSTAINABLE GEOGRAPHY and use them to answer the next 2 questions)
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Thank you for all the time and effort you have made for the Sustainable Geography Project
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� The John Muir Award encourages people to discover, explore and conserve wild places and then share their learning with others. This idea has been adapted here to study all places with the term ‘conserve’ widened to encourage positive change.
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