University of Strathclyde
Department of Childhood and Primary Studies

Imagined Worlds, Real Learning: Examining the use of drama in
sustainable development education
Marie Jeanne McNaughton

Doctor of Philosophy

2008



Declaration of Author’s Rights

The copyright of this thesis belongs to the author under the terms of the United
Kingdom Copynight Acts as qualified by the University of Strathclyde Regulation

3.51. Due acknowledgment must always be made of the use of any material

contained in, or derived from, this thesis.



Abstract
The context for this thesis is a reflective practitioner research project that examined the use
of educational drama in the teaching of sustainable development education (SDE) in the
upper stages of the primary school. The drama lessons on which the study was based, link
with learning outcomes in SDE. There was a particular locus in the Scottish education
system. As 2005 — 2014 has been designated by UNESCO as The Decade of Education for
Sustainable Development, it was particularly relevant to examine and emphasise the role of
drama as a learning medium. A review of literature revealed pedagogical parallels between
SDE and drama as a learning medium. Three research questions focused on which aspects
of SDE could be addressed through drama, which dramatic conventions and teaching
strategies could be employed in SDE, and examined the interactions between the drama
participants, both pupils and teacher. Sets of drama-SDE lessons were implemented and
data from observations, evaluations, field notes and video recording were collected and
analysed. Evidence suggested that engaging in drama helped the children to develop
knowledge, concepts, skills, attitudes and values pertaining to learning in SDE. The
dramatic conventions of Teacher-in-Role and the building of fictional communities, and
drama teaching strategies using responsive, emancipatory pedagogies were significant in
effecting learning in SDE. This thesis sets out a pedagogical model, based on the
relationships between the participants in the drama-SDE lessons, and the participants and
the learning contexts. This demonstrates aspects for consideration in the planning,
implementation and evaluation of drama in SDE. The conclusions suggest that holistic,
active, participative learning, the particular ways of working within the dramatic context,

and the relationship between the participants during drama SDE lessons, allowed children

to develop concepts, skills and attitudes necessary for active citizenship, and facilitated

learning in SDE.
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Introduction:

Focus of the Study, Research Questions and Overview of the Thesis

Drama is not simply a subject, but also a method, a learning tool. Furthermore, it is

one of the key ways in which children gain an understanding of themselves and others.
Neelands, 1992, p.3

I became interested in drama as a learning medium in the 1980s and have used
educational drama in primary schools since then as a way of helping primary school
children to learn, for example, in language and literacy, in health education and in
personal and social development. In the late1990s, I began to work in the area of
environmental education and I thought that drama would be a useful way to help
children to think about the controversial issues involved. However, there was no
literature about this, and so I began to develop my own ideas and lessons. Coming into
the new century, there was and is a growing focus on environmental and sustainable
development issues. Organisations such as UNESCO (2006) state that sustainable
development education (SDE) should be available to every learner, and that drama can
be part of the teaching and learning process. But there is still very little published
literature, especially for the primary sector, either looking at why drama might be useful
in SDE or how, practically, to use drama to help children learn in this way. Thus, I

undertook this research project

Specifically, this research can be justified in three different but connected ways. Firstly,
there is a growing emphasis on global citizenship and sustainable development
education, with 2005-2014 being declared by UNESCO as the Decade of Sustainable
Development Education. This has led to calls for research into developing effective
pedagogies. Secondly, Scotland (like the other countries of the UK) is developing a
new curriculum for the 21 century, 4 Curriculum for Excellence (SECRG, 2004).
Those in education are being urged to find new and effective ways of helping children
to prepare for life in a rapidly changing world. Thirdly, academic research in drama
education is still relatively recent. Somers (1996), the first editor of Research in Drama

Education, encouraged drama practitioners to continue to add to the body of knowledge

about drama and to illuminate practice through research. Yet to date, there is almost no

published research on the specific subject of using educational drama in SDE with
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primary school children. These three strands, I believe, make a strong case, for this
research project.

The Research Focus

The focus of this research, then, was an enquiry into the potential of educational drama
as a learning medium in SDE. Educational guidelines and advice, published since the
1990s (SOEnD, 1993; SEEC, 1998; AGDS, 1999; SDELG, 2005), state that
environmental and sustainable development education should offer young people

opportunities to practise and develop:

o Sensitivity and appreciation of the social and natural environment

¢ Some factual understanding of environmental and social problems and issues
e Knowledge/understanding of the social environment

e Skills to find out about and explore environmental issues

o Civic skills to influence decision-making in society

e Researching and communicating information about one’s own environment
e Improving one’s own environment: act responsibly

e Crntical reflection on the quality of environmental developments

As a drama educator, I recognised that many of the words and phrases appearing in the
documentation pertaining to SDE were also used to describe learning in and through
drama. In particular, aspects of sensitivity to social problems and issues, exploration of
1ssues, decision-making, communication and critical reflection are recognised as
playing a central role in drama education (Neelands, 1984; O’Toole and Haseman,
1987; O’Neill, 1995; Winston, 2000). The research in this study focused on discovering

the teaching and learning potential of drama in SDE.

A vision for education for sustainable development (ESD) is set out by UNESCO for
the 2005 — 2014 The Decade of Education for Sustainable Development. Its goal is to

“encourage changes in behaviour that will create a more sustainable future in terms of
environmental integrity, economic viability, and a just society for present and future

generations” (UNESCO website). Educators are challenged to find interesting and
meaningful ways of helping young people to develop the knowledge, skills and values
they will need to become actively involved in building a more sustainable future. This

research sought to discover if drama could help to meet this challenge.
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Educational Drama

The term used to denote drama in the context of this research is ‘educational drama’.
This drama 1s not based on acting for performance, although many theatre techniques
and conventions are used, but on the theories and techniques developed from the work
of Dorothy Heathcote by practitioner-researchers such as Gavin Bolton, (1984, 1998),
and Cecily O'Neill (1995). They use the terms “drama in education’ and "process
drama" to describe a type of improvised drama which allows the participants to explore
situations and events using dramatic conventions and out-of-role discussion. In the
context of the Scottish curriculum, the dominant term 1s “educational drama” or
sometimes simply “drama” (LTS website, 2004). This way of teaching drama often
employs the strategy of teacher-in-role. It is concerned with exploring ideas, issues and
feelings, looking at different perspectives, and group problem solving. Inrole, and
through the use of drama techniques and conventions, both teacher and pupils actively
recreate and adapt their perceptions of the world and the people in it. Out of role,

reflection and analysis of the drama endeavour to help the participants to extend and
deepen their understanding of aspects of the work they have undertaken. Educational
drama, then, could be a useful learning tool in helping to equip children with the

attributes listed earlier, on page 2.

This research has a Scottish focus, based as it is on principles of sustainable

development education derived from the Scottish Executive’s sustainable development
strategies and education policies. The research was conducted in Scottish schools and is
located within the Scottish education system. Nevertheless, sustainable development is
a global concern. Therefore, although the context is Scottish, it is intended that the
ideas and principles will be of relevance to a wider audience. On a point of
terminology, it is important to note that, in 2004, the Scottish Executive’s Sustainable
Development Education Liaison Group (SDELG) adopted ‘sustainable development
education’ (SDE) as the preferred term and, because this research is set in a Scottish
context, it is this designation that is used to describe the work undertaken with the
children. The wider term “environmental and sustainable development education” is

used in more general discussion of the field.
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From Acting to Action: A Synopsis of this Research Study
This thesis 1s presented in eight chapters.

Chapter One

The aim of this review is to explore and uncover the extent of philosophical and
pedagogical parallels between environmental and sustainable development education
and drama as a learning medium, both from a broad educational perspective and, more
specifically, as they relate to primary education. An extensive trawl of research
literature revealed that there are limited research studies that demonstrate an articulation
between the two fields within the primary school sector (or elsewhere). The chapter
begins with a brief history of environmental education from its inception 1948. It
continues by examining the literature pertaining to environmental and sustainable
development education for the 21 century. In this section I have identified six
common pedagogical themes in the literature, which I have used to organise and
synthesise the core concepts and directives relating to environmental and sustainable
development education. These are that effective environmental and sustainability
education should be: holistic; active and participative; based on and in the environment;

values focused; based on competence to take action; and systemic.

In the latter sections of this chapter, these themes are used to demonstrate, through a
review of the theories and research pertaining to drama education, an articulation
between SDE and drama: that drama pedagogies may provide opportunities to meet the
aims of these environmental and sustainable development education themes by allowing
learners to think creatively, to make connections, to problem solve, to develop complex

skills and to examine values, all through the use of multiple modes of learning (for

example, visual, aural, vocal and kinaesthetic).

Finally, the chapter sets out the three questions, emerging from the literature review,
that form the basis of this study.

Chapter Two

This chapter details the selection and description of the research methodology through
which I gathered data to find possible answers to the three research questions set out at
the end of the Chapter 1. The decisions for the use of a reflective practitioner,
qualitative approach are explained and justified. The main section of the chapter, which

gives an overview of the research design, is divided into two sub-sections: the practical

4



Introduction

decisions and the methodological decisions. The first of these, describes the selection
of subjects for the research and the drama-SDE contexts. I worked with children and

teachers in three upper primary school classes (designated and Classes A, B and C) to
implement two sets of drama lessons based on two SDE issues: a local issue, in The
Dump Drama, and a global issue, in The Rainforest Drama. A set of specific Teaching
Aims and Learning Outcomes, linked to knowledge and concepts, skills and attitudes in
SDE was designed to accompany each set of lessons. Data were collected that might

provide evidence of leaming linked to the drama-SDE lessons.

The methodology selected was an ethnographic case study employing a multi-case
approach and this is explained and justified in the next sub-section of the chapter, after
which the methods of data gathering and instrumentation are described. Five methods
of data gathering were used during the course of the study: teacher-observers’
observations of the lessons; children’s evaluations; a series of interviews with observers

and children; children’s written and drawn work; practitioner-researcher reflective field
notes; and the video-taping of the drama-SDE lessons. Instrumentation included semi-

structured observation schedules, questionnaires, semi-structured interviews and video

recording equipment.

Chapter Three

The purpose of this chapter is to provide an overview of the research data and of the
processes by which those data were gathered, sorted and displayed. It explains the
decisions concerning how the data were analysed and presented in ways that would

develop a theoretical framework linking drama and SDE. The chapter begins with a

brief account of the implementation of the drama-SDE lessons carried out with Classes
A, B and C. The timescale is set out, and deviations from the original plans are
explained. There follows an account of the data collection and, again, variations from

the original plans, set out in Chapter 2, are explained.

The next section of the chapter explains and justifies the decisions about how the data
from interviews, evaluations and children’s work were counted, coded, categorised and
displayed in terms of how they facilitated the subsequent analysis set out in Chapters 4
and 5. It describes the designing of specific matrices and the use of vignettes to
facilitate the analysis process. The chapter concludes with an explanation of the steps

taken 1n the analysis of the video recordings of the lessons, the subject of Chapter 6.
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The selection of extracts for transfer to DVD is justified in terms of their usefulness in

illustrating pivotal moments in the drama lessons and making links to learning in SDE.

Chapter Four
This 1s the first of the three chapters dealing with the analysis of the data and the

development of a theoretical perspective linking educational drama to SDE. Each

chapter deals with one of the three research questions set out at the end of Chapter 1.

In the previous chapter, the data amassed during this research were listed and the
decisions about the analysis process, that is, about how the data was to be sorted, listed,
categorised, coded and displayed, were explained and justified. This chapter moves the
thesis on by exemplifying that process, presenting the analysis of the data that provided
evidence of the children’s learning in SDE in relation to the two sets of educational
drama lessons set out in Chapter 2. The purpose of this analysis was to provide answers
to research Question 1. The chapter is presented in four sections. Section 1 pertains to
the analysis of data from the first set of drama-SDE lessons, The Dump; Section 2
pertains to the analysis of the data from the seconds set of drama-SDE lessons, The
Rainforest, and Section 3 pertains to the analysis of the data from Class C, whose
teacher undertook the teaching and data collection independently. In each of these

sections the analysis of the data is presented in a series of matrices that list the key
themes emerging from the analysis, together with illustrative examples from each set of

data. These are linked with the proposed Teaching Aims and Learning Outcomes for

each set of lessons. Each matrix is followed by an analytical discussion of the results.

Section 4 provides a summary of the evidence from the analysis. Based on the analysis
of the data, this chapter argues that there was substantial evidence from all of the
sources that the main teaching aims and learning outcomes, in terms of the knowledge
and concepts, skills and attitudes were met. Specifically, the children demonstrated
awareness of the social and environmental impact of both inappropriate waste disposal
and deforestation. There was evidence to suggest that engaging in drama helped the
children to practise and develop some of the skills necessary to take action in and for

the environment. In addition, the context of the drama seems to have been useful in
allowing the children to express positive attitudes towards the environment and in

helping them to express personal views, both in and out of role, about the nature of the

environment and about the role that people can play in taking care of it.
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Chapter Five

This chapter sought to answer Research Question 2. The chapter is divided into three
sections. The first section pertains to the analysis of The Dump lessons. It sets out, in a
reflective narrative, the development of the drama-SDE story that took place in the
lessons with the children. For each scene, the drama conventions and teaching
strategies are described, and the themes and issues in each scene that relate to learning
in SDE are identified. These themes and issues are then related to the children’s
development of knowledge, skills and attitudes in SDE, identified in Chapter 4.
Extracts from my field notes and the notes and interview comments from Mrs B. of
Class C, provide reflective comments based on our first-hand accounts of the teaching
and learning processes. Each described scene is linked to evidence of learning, derived
from the children’s evaluations and written work and from the teacher-observers’

interview comments, presented in Chapter 4. In section two of this chapter, the same

process 1s undertaken for The Rainforest lessons.

The final section of the chapter suggests pedagogical links between the teaching
strategies and drama conventions employed within the episodes of the drama lessons
and specific SDE learning. Firstly, the conventions are analysed in terms of the four
classifications of dramatic activity identified by Neelands and Goode (2000). The

analysis 1s then presented within the chapter in two summary matrices. The chapter

continues by identifying the characteristics of the teaching strategies used in the drama-
SDE lessons that, I suggest, were most relevant in facilitating the children’s learning in

SDE. Evidence is drawn from my research field notes, the interviews with Mrs B. and

the analysis of the data from the children and the teacher-observers. This analysis
moved the investigation forward as it not only established pedagogical links between
the drama and SDE but it also revealed that a common theme was emerging from the
data: that the teaching strategies and the relationships they allowed, between the
children and between the teacher and the children, were instrumental in the

development of learning in SDE.

Chapter Six

This Chapter sought to answer Research Question 3. It builds on the evidence,
presented in Chapter 5, that the specific dramatic conventions, and the associated
teaching strategies, employed within the drama-SDE lessons, provided the conditions in
which the children’s concepts and knowledge, skill and attitudes in SDE were able to

7
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develop. This chapter aims to move the research on by focusing on examples of the

specific actions and interactions between the participants during the drama lessons.
These were captured in the video tape recordings of the two sets of SDE-drama lessons.
This close analysis examined and uncovered aspects of the nature of the responses,

interactions and communication between the pupils in small and larger groups, and
between the teacher and pupils, and suggests why these might have been useful in the
development of learning in SDE.

The chapter 1s presented in three sections. The first section explains and justifies the
decisions made about the selection of the video evidence, the transcription of the
extracts and the analysis of the discourse of the drama. The second section comprises
two sets of matrices, The Dump and The Rainforest. Each matrix sets out a
transcription and an interpretive commentary for each of the selected dramatic episodes.
The dramatic episodes are to be found on the two DVDs accompanying this thesis. In
the final section of the chapter, the analysis of the DVD drama-SDE lesson extracts
reveals the emergence of four themes pertaining to the children’s learning in SDE: the
children’s building of the fictional context of the drama; the children’s supportive and
organising behaviours; the children’s personal and affective involvement in the
dramatic roles and context; and the teacher’s participation in the learning contexts. The
changes of status afforded to the children through the participation in the dramatic

contexts were deemed to have offered the children ways of interacting with each other

and with the teacher that were outside the normal conventions of classroom interaction,

thus promoting learning in SDE.

This chapter, in conjunction with Chapters 4 and 5, reveals the basis for the
development of a pedagogical model that could offer practical assistance to teachers and
educators wishing to use drama in their work in global citizenship and sustainable

development education.

Chapter Seven

In Chapter 1 of this thesis, three questions were posed about the nature of the
relationship between teaching and learning strategies in educational drama and learning
opportunities in sustainable development education. In the first section of this chapter,
the three research questions are revisited and the main outcomes from the analysis, in
terms of educational drama and SDE links, are brought together and summarised in

order to provide an overview of the research assertions. Each of the three research
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questions 1s addressed individually. The intention, here, is to demonstrate the

cumulative weight of evidence in support of the claim that drama is a useful tool in the

teaching and learning of SDE.

In the second section of this chapter, a synthesis of the analysis of data presented in
Chapters 4, S and 6 is used to produce a pedagogical model that could help primary
teachers and non-drama specialists to use educational drama when planning and
implementing SDE. Central to this model are the four aspects of relationships within
the drama-SDE lessons: the relationships between and among the children; the

relationship between the teacher and the children; the relationship between the drama
participants and the fictional context and the relationship between the children and their

learning. This model demonstrates how all four combined to facilitate learning in the

drama-SDE lessons.

The final section of this chapter maps the relationship between the teaching and
learning in the educational drama undertaken in this research and effective SDE as
identified in current literature and research. In the Literature Review in Chapter 1, an
analysis of the literature pertaining to the effective delivery of Sustainable Development
Education in the school curriculum revealed SDE to be underpinned by six pedagogical
themes. These are, that effective environmental and sustainability education should be:
holistic; active and participative; based on and in the environment; values focused,;
based on action competence; and systemic. The findings of this research suggested that

the drama was effective in developing the children’s learning in these areas of SDE.

The discussion is informed by existing literature in the areas of experiential learning,

the imagination in learning and story and narrative as a way of learning.

Chapter 8
This research sought to demonstrate a pedagogical link between the strategies and
conventions of educational drama and learning in education for sustainable

development. Three questions were posed and the data gathered in answer to these

provided evidence that engaging in certain aspects of educational drama allowed the
children in the study to develop and practice a range of knowledge, skills and attitudes
pertaining to sustainable development education. This chapter summarises the
contribution that this research has made to the field of sustainable development
education: that the pedagogies underpinning educational drama may be used to support
the educational context and so may facilitate a range of learning in SDE. It goes onto

9
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describe and suggest ways in which the research will be used to develop the field of

drama education in the teaching of SDE.

10
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Chapter 1

Review of the Background Literature

Summary

The aim of this review is to explore and uncover the extent of philosophical and
pedagogical parallels between environmental and sustainable development education
and drama as a learning medium, both from a broad educational perspective and,
more specifically, as they relate to primary education. An extensive trawl of research
literature revealed that there are limited research studies that demonstrate an
articulation between the two fields within the primary school sector (or elsewhere).
The chapter begins with a brief history of environmental education from its inception
1948. It continues by examining the literature pertaining to environmental and
sustainable development education for the 21 century. In this section I have
identified six common pedagogical themes, which I have used to organise and
synthesise the core concepts and directives relating to environmental and sustainable
development education. These are that effective environmental and sustainability

education should be: holistic; active and participative; based on and 1n the

environment; values focused; based on competence to take action; and systemic.

In the latter sections of this chapter, these themes are used to demonstrate, through a
review of the theories and research pertaining to drama education, an articulation
between SDE and drama: that drama pedagogies may provide opportunities to meet
the aims of these environmental and sustainable development education themes by
allowing learners to think creatively, to make connections, to problem solve, to
develop complex skills and to examine values, all through the use of multiple modes
of learning (for example, visual, aural, vocal and kinaesthetic). Finally, the chapter
sets out the three questions, emerging from the literature review, that form the basis of

this study.
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The Scope of this Literature Review

The aim of the literature search was to uncover common educational themes in the
published research and associated theoretical literature that might link educational
drama as a medium to environmental and sustainable development education. The
methodology adopted here was a systematic review approach, in the tradition of
curriculum research by, for example, Hamilton (1990) and Krindel and Newman
(2003). Strategies included: setting review goals; conducting a wide literature search
using library resources, academic search engines and searches of a wide range of

SDE-related and drama-related websites as well as NGO and government websites.

Research literature pertaining to SDE and Drama

An extensive search of the relevant sources revealed a wide body of literature
associated with both the evolution and implementation of environmental and
sustainable development education and the teaching and development of educational
drama. The discussion and synthesis of ideas from these forms the basis for this
chapter. However, there were only two research papers that explored or examined
specific links between learning in and through drama and learning in environmental
and sustainable development education: Appleby (2001) and Lotz-Sisitka and Burt
(2002). In order to set the scene in terms of the available knowledge, these are
discussed here, as a preamble to the main sections of this chapter. There were further
handbooks and articles that set out practical drama lessons and activities relating to
environmental and sustainable development education, for example: Tandy, 1999;
Balwin, 2004; MUNDYI, 2002; McNaughton, 2004a; McLauchlan, 2006. However,

these were practical teaching materials, and none made explicit links to research

pertaining to learning processes or educational outcomes.

Appleby’s paper, Dramatic Empowerment — Education, Citizenship and the Earth,
was presented at an Australian Association for Environmental Education (AAEE)
conference and sought to examine the potential of educational drama to address some
of the challenges in environmental citizenship education. The paper offers a useful
overview of the principles underpinning the development of environmental
citizenship education and cites many of the key writers in the field of SDE and
citizenship, for example, Gough, 1997, Fien, 1993, Stevenson, 1987 and Hart, 1997.
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The focus in the first half of the paper is a useful discussion of the “characteristics of
empowering pedagogies in the primary classroom” (p.4). Appleby argues that the
literature suggests that environmental citizenship education in primary schools would
be best served by the adoption of approaches that were democratic and dialogic, that
allowed children to learn though participation and that provided opportunities for
constructing their own meanings though both scientific and expressive forms of
learning. The goals of environmental citizenship education, she asserts, were not, in
2001, “being fully realised in schools” (p.7). No evidence was offered to support this
claim. Inthe second half of the paper Appleby sought to examine “the potential of
drama as an empowering pedagogy for environmental citizenship education” (p.8).
Claims for the usefulness of drama as a learning medium in SDE are set out (O’Toole,
1992; Errington, 1992; Wagner, 1995; Wilhelm, 1998) in terms of the empowerment,
the critical approaches and constructivist learning made available through the
“artistic-aesthetic dimension of drama” (p.9). However, this section does not make
explicit the possible pedagogical parallels between the drama being described and the
earlier discussion of environmental citizenship education. Thus, the alignment
claimed in the introduction is not made clear. However, the paper was very useful in
alerting me to a range of pertinent environmental and sustainable development
literature, especially from Australia. This is cited during the review of principles of

environmental and sustainable development education in this chapter.

Lotz-Sisitka and Burt (2002) focus on the writing of environmental education texts.
Burt’s contribution is of relevance here as its subject is the use of theatre for
environmental education in schools as part of a Masters programme completed in
1999. The goal of the research was, “to turn the practice of theatre into an effective
tool for the comprehension of social and personal problems (Boal, 1995)” (p.136).
Her study, based in schools in the Eastern Cape, South Africa, used a series of theatre
workshops to explore development for environmental education. Her findings
indicate that the processes of drama allowed the participants to engage in reflection
and decision making as they “moved towards learner-centred, constructivist
pedagogy” (p.136). However, the focus of the paper is not Burt’s research findings
but the roles played by her as a researcher and as a participant in the research process:
“a methodologist, an analyst, writer, thinker, interpreter, inquirer and co-

learner”(p.137). Although the context and aims of Burt’s project (rural secondary
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pupils working towards producing a theatre piece with an environmental theme) differ
from my research, her narrative on the processes involved in conducting action
research in educational drama, what she terms “reflexive research” (p.138), was
helpful in focusing my understanding and use of reflective narrative, in the later

chapters of this work.

Environmental and Sustainable Development Education: A Brief History

This section sets out a brief history of the development of environmental and
sustainable development education in order to set the context for the subsequent
discussion of the implications for the development of SDE pedagogy. Because this
research is located within the context of the Scottish education system, the

terminology used throughout this thesis is the preferred Scottish term, sustainable

development education (SDE). Its use 1s explained by the Sustainable Development
Education Liaison Group (SDELG), (2006) thus:

There is a distinct difference between education about sustainable development
and education for sustainable development. The first is about awareness and the
second is the use of education as a tool to achieve sustainability. Within the
literature on sustainable development education, there are at least three terms
that are used interchangeably. These are: education for sustainable development
(ESD), or education for sustainability (ES), and sustainable development
education (SDE). ESD is the term used in the majority of international
documents. However, here in Scotland the preferred term is SDE precisely
because it is an inclusive term where both education about and for sustainable
development are integral to its meaning. (p.4)

Environmental Education

The term environmental education was coined during the 1948 Union for the
Conservation of Nature and Natural Resources (IUCN) conference in Paris and has
been in use in the UK since the 1960s as a way of describing education about and for
the conservation of the natural environment and the countryside. The 1968
conference of the United Nations Educational, Scientific and Cultural Organisation
(UNESCO) called for the “development of curricular materials relating to the
studying of the environment at all levels of education...and the stimulation of global

awareness of environmental problems” (Palmer, 1998, p.5). In 1970, an

IUCN/UNESCO international working meeting constructed what Palmer (1998)

describes as the ‘classic’ definition of environmental education:
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Environmental education is the process of recognising values and clarifying
concepts in order to develop skills and attitudes necessary to understand and
appreciate the inter-relatedness among man, his culture and his biophysical
surroundings. Environmental education also entails practice in decision-making

and self-formulation of a code of behaviour about issues concerning
environmental quality. (p.7)

In the 1970s, three major conferences continued to raise the profile and to refine the
definitions of environmental education: the United Nations Conference on the Human
Environment, Stockholm, 1972; an International Workshop on Environmental
Education, Belgrade, 1975; and the UNESCO First Inter-governmental Conference on
Environmental Education, Tbilisi, 1977. Of these, the Tbilist conference 1s
considered to be of historic significance (Sterling, 1992), as it defined three goals of
environmental education: to foster awareness of and concern about, economic, social,
political and ecological interdependence; to provide every person with opportunities
to acquire knowledge, values, attitudes, commitments and skills needed to protect the
environment; and to create new patterns of behaviour of individuals, groups and

society as a whole towards the environment (UNESCO, 1977).

The 1980s was a time of consolidation, leading to, in 1987, the UNESCO/UNEP

(United Nations Environment Programme) Tbilisi Plus Ten conference which advised
that the quality of the environment could only be improved by widespread public
awareness though environmental education (UNESCO, 1987). The publication of
curriculum documents at that time, for example, in Scotland, Curriculum Guidelines
for Environmental Education (SEEC, 1987) and in England and Wales,
Environmental Education from 5 — 16 (HMI, 1989) sought to move environmental
education toward a more official status (Palmer, 1998). The concept of sustainable
development gained worldwide currency with the publication of Our Common Future
by the Brundtland Commission in 1987, which offered the now widely used

definition:

Development that meets the needs of the present without compromising the
ability of future generations to meet their own needs. (WCED, 1987)
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Sustainable Development and Education

Our Common Future provided the main agenda item for the 1992 Earth Summit in
Rio (the United Nations Conference on the Environment and Development -
UNCED) (Sustainability-ed, 2006). The summit, in Agenda 21, Chapter 6,
emphasised the central role of education in helping young people to understand world
problems. It charged the international summit members to provide education that
would equip their young people with the skills and attitudes needed to take action to
alleviate those problems. Scotland’s response to the Rio summit was Learning for
Life (SOEnD, 1993), which is regarded as a seminal document for the development of
environmental education in Scotland (Lavery and Smyth, 2003). Its aim was to
propose a strategy for environmental education in Scotland for the next ten years. It

recommended that environmental education in schools should provide pupils with

opportunities to develop knowledge and understanding about the environment, to
develop skills and gain experience necessary for working in the environment and to

develop values and attitudes and to take action for the environment. Throughout the

1990s and beyond, although educational policy and practice documents were
produced by many of the participating nations, the progress of SDE was uneven
(Lavery and Smyth, 2003; Chapman, 2004; McNaughton, 2007; Scott, 2003) and
there seemed to be little general enthusiasm for the adoption of SDE as a process or as
a focus area in curriculum planning. The prevailing UK view was that sustainable
development was a ‘fringe’ issue with little real status or relevance (Borradaile,
2004). This perspective coincided with the introduction of the National Curriculum
in England in 1988 with its increasing emphasis on exam-results league tables and a

political rhetoric focused on raising of standards and back to basics: a response,
perhaps, to the more “progressive” education policies of the 1970s (Lavery and Smith,
2003). Two research reports (SESR, 2006; SDELG, 2005) found that this uneven
progress was mirrored internationally. Meanwhile, there was a growing media

interest in and public awareness of sustainable development issues and concerns
(UNESCO, 2005).

Sustainable Development Education in the 21* century
UNESCO has designated 2004-2015 as The Decade of Education for Sustainable
Development (DESD) with a vision for “a world where everyone has the opportunity

to benefit from quality education and learn the values, behaviour and lifestyles
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required for a sustainable future and for positive societal transformation”(UNESCO,
2005). Education, it advises, should be interdisciplinary, values-driven, participatory
and multi-method, including creative experiences. The DESD has provided the
impetus for governments and NGOs to produce sustainable development education
policies and programmes (SESR, 2006). Within the UK, for example, Scotland’s
response was Learning for our future: Scotland’s first Action Plan for the UN Decade
of Education for Sustainable Development (SDELG, 2006), which emphasised the
government’s commitment to SDE, asserting that it can help teachers to deliver the
UNESCO objectives “within a whole-school approach” (p.6). In a review of SDE in
Scotland (McNaughton, 2007), I argued that opportunities now exist “to fully

integrate sustainable development into the curriculum” (p.635).

The following section focuses on a review of the research literature pertaining to
environmental and sustainable development education within the formal school
sector. The thematic approach adopted emerged as a result of analysis of the
literature. Its use seeks to provide a coherent overview of the key ideas and to
facilitate articulation with the review of literature pertaining to educational drama

later in the chapter.

Terminology

In this review, the use of the term ‘environmental and sustainable development
education’ pertains to general principles dating from the 1940s to the present day.
‘SDE’ is used more specifically to refer to sustainable development education from

the mid-1990s, into the 21 century.

The Pedagogy of Environmental and Sustainable Development Education: Six
Themes

The aims and visions of environmental and sustainability education, as articulated by
the major writers and practitioners in the field, can also be viewed as being based on
the promotion of a model of good generic educational practice, applicable to many
contexts and education systems (Huckle, 1991; Stevenson, 2007). Good SDE, it may
be argued, is grounded in and reflective of good pedagogy. From an analysis of the

key research literature on SDE in relation to the formal education sector (Sterling,
1992, 2001; Huckle, 2002; Fien, 1996; Rauch, 2002; Gough, 1987; Palmer, 1998;
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Wooltorton and Marinova, 2006) and the statements and reports from governments

and NGOs (UK and Scottish parliaments and education bodies, WWF, Eco-Schools,
UNESCO), six key educational themes emerged. These themes are that

environmental and sustainability education should be: holistic; active and
participative; based on and in the environment; values focused; enabling learners to
be competent to take action for the environment; and systemic. Although the six
themes are discussed below, the list is not hierarchical, nor is each aspect a separate
unit. Rather, it might be useful to consider the analogy of six sides of a cube.
Together they form a whole that might describe a paradigm for progressive,
transformative, sustainable education (Sterling, 2001). However, the literature
suggests that although, at the beginning of the 21 century there is movement towards
this model of education, nationally and internationally, there 1s still some way to go

before many of the goals are achieved (Gruenewald and Manteaw, 2007; Stevenson,
2007).

Holistic

The integrated, holistic nature of learning is a recurrent theme in environmental and
sustainable development educational research (Rauch, 2002; Wooltorton, 2006;
David, 2007; Sterling, 1992, 2001). Learning for Life (SOEnD, 1993) envistoned a
model of the curriculum in which learning in environmental and sustainability
education would be an integral part of the learning and teaching programmes of all
schools and would permeate the whole curriculum. Indeed, Brady and Brady (2004)
aver that not giving pupils a framework for linking knowledge, ideas, skills and
values about the environment is the major failure of modern education. An integrated
curriculum crosses the boundaries imposed by traditional subject groupings and
allows students to move across disciplines as they learn about their world. Barr and
McAndrew (1998) urged schools to “promote a heightened understanding of the
interconnectedness of the world and to help the pupils see their place in it" (p.35).
However, Birley (2001) reported an increasing trend to segment and apportion
percentages of time to discrete subjects within in the primary school curriculum.
Reasons for this were cited as the emphasis on raising standards in basic skills,

increased accountability and ease of management. Wide-ranging international
research on SDE (SDELD, 2005) found that this trend was mirrored in the eleven
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countries surveyed. Changing political focus and the UNESCO DESD, they suggest,

appear to be heralding a change in direction toward cross-disciplinary approaches.

In the Scottish context, 4 Curriculum for Excellence (SECRG, 2004) states that
successful learners should be able to make links and to apply different kinds of
learning in new situations that may span several disciplines. One of the key targets for
improvement in the curriculum review, identified in Learning for Our Future
(SDELG, 2006) 1s, “the coherence between cross-cutting elements such as education
for citizenship, environmental education, outdoor education, international education
and education for the global perspective and to integrate them as fully as possible
with learning in curricular areas and subjects” (p.7). Nonetheless, Borradaile (2004),
in a survey of teachers and educational managers, found that there was often a general
lack of understanding of cross-curricular, process-based learning, and an over-
emphasis on subject-based teaching. Huckle (2002) advises the use of a more topic-
based, cross-curricular approach, especially in the primary and lower secondary years.
Many teachers, he suggests, may need help to gain (or to rediscover) the knowledge,

skills and confidence to teach in this way.

Active and Participative

The discourse of environmental and sustainable development education places the
emphasis on pedagogical strategies that can encompass a wide range of active,
participative experiences: pupils should engage in critical, investigative, discursive,
open-ended tasks that will challenge them intellectually and engage them emotionally
(Gough, 1987; Palmer, 1993; Sterling, 1992). Learning contexts should focus on
local perspectives and build towards global environmental issues, with emphasis on
both knowledge and values (Hicks, 2004; LTS, 2002; UNESCO, 2005). There 1s an
emphasis in A Curriculum for Excellence (SECRG, 2004) on the provision of active,
participative learning experiences. The four capacities described in the Scottish
curriculum document, “successful learners, confident individuals, responsible citizens
and effective contributors” (p.15), are predicated on the education system including
young people in personal decision-making about and in their learning. Schools are
encouraged to develop teaching and learning strategies that include an open,
participatory ethos. Learning for our Future (2006) recognised the scope of SDE to

provide a wide range of contexts for active engagement with ideas, for example in
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exploring concepts, asking questions, investigating options and suggesting

alternatives.

This pedagogical position is not exclusive to SDE. Selley (1999) suggests that, in all
aspects of learning, learners must be allowed to construct their knowledge and
understanding through active participation, where they have the opportunity to
discover facts, ideas and meanings, although he argues that the principles of
constructivism are not easily reconciled with “traditional transmission teaching
typified by the lecture and the textbook™ (p.3). Silj6 (1979) classifies school learning
into hierarchical categories from passive, rote knowledge acquisition and memorising
to the ability to use facts to make sense of the world and to comprehend, reinterpret
and actively construct knowledge and ideas. However, it is recognised that the
transition to the provision of active, participative and pupil-centred learning

opportunities of SDE is not always straightforward. Stevenson (2007) states that:

Principles that frame the sustainability discourse (such as biodiversity and
equity) need to be translated into curriculum and pedagogical practices that will
intellectually and emotionally engage students in developing deep meaningful

understandings and enduring dispositions — by no means a simple or easy task
for teachers. (p.269)

However, the traditional dissemination model of teaching and assessment is
embedded in the principles and practice of many teachers (Borradaile 2004; Huckle,
2003), and is reinforced by government targets that focus schools’ agendas on pupils

acquisition of facts and mastery of skills in discrete areas such as science, language
and mathematics (Stevenson, 2007; Huckle, 2002; Laing and McNaughton, 2001;
Sterling, 2001).

Based On and In the Environment
Education outside of the classroom, in the environment, 1s identified as a basic
principle of environmental and sustainable development education. Regular direct

experience in the school grounds, the local areas and outdoor programmes further
afield were all identified as rich resources for developing observation skills and for
learning about, caring for and interacting with the environment, thus providing

enjoyable and effective learning (Smyth, 1993). The 5-14 Environmental Studies
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(SOED, 1993, 2000) document also advised that first-hand experience though
fieldwork for pupils was central to the methodology of Environmental Studies.
Hungerford and Volk (1990) structured a three-stage model of Environmental
Citizenship predicated on access to and work in the environment. In the Entry Level
stage, learners begin to develop an awareness and sensitivity to the environment
though positive experiences outside the classroom. Problems and environmental

threats would be raised and learners would be able to declare themselves ‘ready to do
something’. In the Ownership stage, learners would have in-depth knowledge about
issues and would see issues as relevant and of personal concern. They might make a
personal commitment to resolving an issue. In the final stage, Empowerment,
learners would have a sound knowledge base, the skills to use appropriate strategies,

would be confident in their purposes and be ‘ready and willing to act’.

The 2002 Scottish discussion paper on education for citizenship (LTS, 2002)
recommends that pupils are “involved in link activities with the wider community,
including environmental and community projects” (p.18). Learning for our Future
makes specific mention of education outside of the classroom setting, stating that it
must be considered as part of a rounded and rich educational experience, and that
schools should develop a whole-school approach to the use of the immediate local

environment, including the school grounds as well as on visits further afield.

Values-focused

At the heart of sustainable living there must be a set of values, held by individuals and
by society, by which they try to live and make choices (Wells and Scott, 1992;
UNCED, 1992). Powney et al (1995) state that, “values include but go beyond the
religious and moral areas of belief: “values” refers also to other aspects of how our
lives are sustained, organised and experienced” (p. vii). Scott and Oulton (1998)
suggest that a consideration of values has always been part of environmental and
sustainable development education (NCC, 1990; IUCNUNEP/WWF, 1980, 1991).
But, they argue, there are two positions: the liberal stance in which all education is a
process that allows learners to develop understandings, personal positions and
worldviews with attendant dispositions and values; and the achievement of externally

decided goals, so that schools deliver social goals and support “behaviour
modification techniques” (Hines, et al., 1986-89, p.6). This echoes Caduto (19385),
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who expressed concern that certain strategies in environmental values education
might result in didactic, behaviour modification approaches rather that a more open-
ended learner-centred approach. Scott and Oulton (ibid) cite an example of children
being punished for dropping litter but not being encouraged to discover what happens
to the litter after it 1s put into the bin. Their research suggested that many teachers

avoided what they recognised as controversial issues (p.216).

In Learning for Life (SOEnD, 1993), the school ethos and values system, the hidden
curriculum, was viewed as having an important influence on the effectiveness of

environmental education in both local and global issues. An ethic for sustainable
living was also central to Caring for the Earth IUCN/UNEP/WWF, 1991), which

recommended education that could encompass care and respect for the community of
life. Ethical dilemmas, for example the right to meet human needs and wants versus

the preservation of natural resources, can and should be addressed through education

at all levels and over a range of subjects (Fien, 1996; Sterling, 2001).

A Curricﬁlum for Excellence (SECRG, 2004) charges the Scottish government and

educational providers with delivering an education system that helps young people to
develop a range of positive values about themselves as learners and as future citizens.
However, Gillies (2006) notes that the prime value on which the new curriculum 1s to

be based — “excellence” — is never referred to in the document and suggests that this 1s
symptomatic of “a certain imprecision over values in the report” (p.31). He suggests
that the Curriculum Review Group’s failure to open up the initial report to public
consultation resulted in a loss of opportunities to analyse and define the underlying
educational values that would fit the recipients of the new curriculum for the
challenges of the 21* century. Gillies suggests that this lack of precision may not
bode well for enquiry-based approaches to values and issues-focused education.

More positively, in Learning for Our Future (2006), the aim of SDE is described as
that which will inform people’s values “through an exploration of the fundamental

principles of the way we live our lives now and the impact our lifestyles have on the

environment and society” (p.1).

Competent to Take Action
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Central to the goals of environmental and sustainable development education is that it
should enable learners to be competent to take action, and that the success of any
educational strategy should be judged by its effect on the capacity and willingness of
people to take action for the environment (Jensen and Schnack, 1997). The concept of
action competence proposes that pupils are empowered, through education, not just to
learn about the environment but also to have the disposition and ability take action to
sustain it. A recurring view in environmental and sustainable development education
1s that pupils should be encouraged to be active participants in the care and
stewardship of the local and global aspects of the world in which they live (Smyth,
1993; SOED, 1993; 2000; Hart, 1997). Laing and McNaughton (2001) proposed a
model of environmental action competence (after Jensen, 1995) wherein teachers and
educators are offered strategies to enable pupils to have knowledge and insight about
sustainability issues, vision and commitment to the issues and, ultimately, can take

action in regards to the issues. These included helping children to clarify the context
of an issue, facilitating discussion, debate and decision-making and facilitating

prediction of and reflection on the effects of their planned environmental action.

Barrett Hacking, Hacking and Scott (2007) describe a small but growing international

literature and research on how to engage children in local environment and
community action (Hart, 1997; Barrett Hacking et al 2006; Hicks and Holden, 2007).

International and national policies (UNICEF, 1995) require children to be viewed as
stakeholders in their environment. Research suggests that even from a young age,
children are aware of many aspects of their environment and are able to express
opinions on and concerns about perceived issues and problems (Roe 2007). However,
Roe, in interviews with children aged 6-11 who were involved in landscape planning,
found that the children felt disempowered as a result of their views and action being

ignored or undervalued by the adult decision-makers with whom they were working.

Chawala and Flanders Cushing (2007), when examining research into education for
developing strategic environmental behaviour, found that, although there were
“hundreds of empirical studies” (p.439) few of these focused on young people and the
environment, Survey-based studies (Chawala, 1998; Palmer and Suggate, 1996;
Sward, 1999) found that young people’s early experiences in the environment (for

example, activities in the natural environment or witnessing environmental successes
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or problems) gave them a later interest in or concern for environmental issues and that
this, in turn, made them more likely to act for the environment. They suggest that the
role of interested adults is a key “entry-level variable” (p.440). (See Hungerford and
Volk, 1990, above.) The few quasi-experimental studies identified by Chawala and
Flanders Cushing (Zelezny, 1999; Rickson et al, 2004) found that educators can
influence “students’ opportunities to gain knowledge, form positive attitudes about
the environment and practice action skills” (p.441). Most critical, here, was that the
young people could see that their efforts were being taken seriously by others, and

that they were able to carry though at least some of their ideas into action.

A review of Scottish education in 2000, preceding the development of a Scottish
curriculum to meet the needs of the 21% century, resulted in a parliamentary order
listing five National Priorities for Education (Scottish Executive, 2000). The fourth
of these priorities, Values and Citizenship, made links between citizenship education
and SDE. A key indicator of success for Priority 4 was identified by the HM
Inspectorate as the involvement of schools in the Eco-Schools programme and the
achievement of an Eco-Schools award (Eco-Schools, 1995). The stated aims of this
scheme are to help schools to move from simple class and school activities using

ideas from structured packs and lesson plans, through stages towards a whole school
ethos of action for sustainable living. A more critical view might be that the nature of

the scheme must remain essentially top-down, with general, external standards and
measures being applied to school communities. Pupils (and adults) might be expected
to display extrinsically motivated “good environmental behaviour” without being
encouraged to interrogate the underlying issues and values (Gillies, 2006).
Comparisons may be drawn with the more robust European “Environment and
Schools Initiatives” (ENSI) described by Rauch (2002). Here, the focus is on a
holistic environmental approach, with an emphasis on pupils being “empowered to
make active and constructive contributions to sustainable development” (p.49). If the
goals of SDE are to be achieved in terms of action competence, then the adoption of
liberal, holistic and critical pedagogies would appear to be essential. Through
initiatives such as Assessment is for Learning (LTS, 2006), teachers are being given
strategies to enable pupils to be more pro-active in their learning and to engage in
self-evaluation and reflection on what they can do and what the next steps in their

learning will be. However, a key barrier to progress in the achievement of more
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critical, action-based teaching and learning is the lack of systematic and sustained in-
service education. Rauch (2002) acknowledges this: “teachers need greater
willingness and ability to handle learning processes which are not a priori structured”
(p.45). Realistically, current half-day or one-day “familiarisation” courses cannot

achieve fundamental changes in attitude and understanding.

Systemic

Crucial to current systems thinking in relation to SDE is the work of Sterling (2001,
2004, 2005) who describes an ecological paradigm for education that applies three
contextual levels to whole-systems thinking: the educational paradigm, which re-
orientates thinking about the purposes of education and how this relates to society and
the biosphere; organisation and management of learning environments, which reflects
how the whole management system views policies and practice towards education and
the environment; and learning and pedagogy, which describes how practices are
redesigned to put into practice a participative, integrative model of learning and
teaching. Sterling’s analysis corresponds with Smyth’s (1993) view in Learning for
Life that suggests that for environmental and sustainable development education to be
implemented successfully, then the whole system, that is, government and 1ts
agencies, commercial and voluntary sectors, education bodies and schools, must work
in partnership. Central to this is that there is consideration of the status afforded to
learners as participants in the learning process, with the adoption of negotiated,
inclusive, critical and reflective pedagogies. However, Deuchar (2007) cites
international evidence (Burke and Grosvenor, 2003; Forrester, 2003) that “schools are
still hierarchical structures and that classrooms still tend to be dominated by
authoritarian approaches to teaching” (p.69). The research evidence suggests that
there is still a substantial gap between the rhetoric of active, participative learning and

the learning experiences offered in many classrooms.

From 2004, the Scottish curriculum body, Learning and Teaching Scotland (LTS) has
produced documents, statements and web-based information on SDE, signifying an
increase in the status of SDE in the curriculum based on pupil-centred approaches.
However, Learning for our Future (SDELG, 2006) identifies a need for training and

awareness raising in order that policy makers, especially at local level, (for example,
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Local Authortties and schools) have the skills, knowledge and understanding to
deltver and support SDE. This view is iterated in an extensive piece of international
research commissioned by the Scottish Executive (SESR, 2006), which found that, in
terms of delivery of sustainable development (including education), there were,
“manifest gaps in the knowledge base”, “inconsistencies in delivery pathways” and
“policies in place but no action is taken” (p. 2) in some or all of the national and
international practices addressed in the review. Politicians and policy makers, with an
eye on votes and, in particular, “accountability”, were described as being reluctant to
commit to programmes that might be viewed as radical or different. Chapman (2004)
identifies lack of political backing as a major cause of the failure of SDE initiatives in
Australia. In Scotland, too, there has been a mismatch between a curriculum viewed
in terms of discrete subjects and SDE, described as a “permeator” (AGSD, 1999).
Ultimately, on the one hand, there are traditional ‘hard’ attainment targets, goals and
improvements to be met: and, on the other hand, there is the ‘soft’ curriculum that
does not fit easily into a plan-teach-assess-report model and yet may be seen as a
more accurate model of the “real world” — messy, connected, wide-focused and values
driven. David, (2007), citing Flutter and Rudduck (2004), suggests that, the
transformative potential of active pupil participation (in sustainable development
education) will be lost if established structures within the education system stop this

pedagogy from taking root and flourishing (p.434).

Comment
The recurring leitmotif in this review of the research and literature pertaining to

environmental and sustainable development in the formal school sector is the guif
between the principles and pedagogy underpinning a progressive, pupil-centred model
of primary education and the dominant educational paradigm of the late 20" and early
21% century. Sustainable Development Education: an International Study (SDELG,
2005) suggests that in most of the eleven countries studied, including Scotland, there
remains what Palmer (1998) described as the “fundamental curricular and pedagogical
differences between environmental education and schooling” (p. 96). Problems arise
when trying to reconcile a problem-solving, action-based, approach such as that
required by SDE, with a school curriculum focused on the acquisition of knowledge
and the mastery of skills and concepts: that is, a process-based rather than a product-

based pedagogy. However, the educational outcomes relating to SDE also include the
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acquisition of and critical reflection on knowledge and concepts, the development of
skills and the consideration and interrogation of the values and responses to
sustainability issues (Rauch, 2002). But there is a lack of research evidence that
establishes, conclusively, the most beneficial ways of developing and delivering a
systematic, progression-based yet process-based SDE curriculum (Stevenson, 2007).
This is indicative, perhaps, of the complex nature of SDE. The many overlapping
skills and concepts, together with the emotional/affective dimensions and the elusive
nature of ‘values’ do not match themselves to an objectives-based, cognition and
skills model of progression. This might be summed up in this statement by Margolin
(2005, p.68): “When you teach someone something you’ve robbed them of the

experience of learning it”.

It is also important to mention that even in the most recent environmental and

sustainable development education papers pertaining to children and the environment,
notably the Environmental Education Research journal special issue on “Childhood
and the Environment” published in September 2007, there are few reports of research

investigating specific pedagogical strategies. There are also very few examples of the
voices of children or their teachers within the research. This seems to be contrary to
the UNESCO (2005) directive for research into the development and evaluation of

teaching and learning strategies conducive to interdisciplinary, values-driven,

participatory and multi-method and creative learning experiences.

In the following section, possible pedagogical parallels between drama and SDE are
set out and discussed. This literature informed the research undertaken for this
project by developing my understanding of the pedagogical theory linking the two
fields.

Educational Drama and Sustainable Development Education

Many parallels with the philosophy and pedagogy fundamental to SDE are found in
the writing of drama practitioner-researchers, for example, Neelands (2002, 2006,
2007) and Winston (1998, 2000, 2005). The previous sections of this chapter
highlighted the dichotomy between process and product models of education.
Neelands (2002) asserts that the English school system “has become obsessed with
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curriculum and assessment at the expense of pedagogy” (p.9). This fits with Sterling’s
critique of the prevailing educational paradigm. Like Sterling (2001), who rejects
mechanistic planning and target setting in favour of “organic, participative, open,
iterative and evolving” pedagogies (p.80), Neelands urges drama educators to move
beyond defining drama within a narrow range of skills and to “reclaim the
pedagogical heart of drama” (2007, p.3). Neelands, (2002) presents a model of a
“pedagogical contract for human leaning” (p.8) in which he proposes a set of
dialectics. Learners, he suggests, are best served when opportunities are offered for
dialogue between “mindfulness and playfulness; planned and lived experiences;
necessary constraints and necessary freedoms; and imagination and knowledge”.
Similarly, Sterling (2001, 2005) presents an “ecological” educational paradigm,
central to which are “critical and creative inquiry; process, development and action;

responsibility and democracy; and valuing of intuition, intellect and capability”

(p.59).

Key Ideas in Educational Drama

In my research, I wanted to examine the possibility that learning outcomes in
sustainable development education might be able to be addressed through the teaching
and learning strategies employed in educational drama. Heathcote (in Wagner, 1979)
used the term “drama as a learning medium”. The ‘drama’ referred to in my research
is not based on pre-written scripts or performance. Rather, it is based on the theories
and techniques of Heathcote and of international practitioner-researchers such as
Bolton (1984, 1992), O’Neill (1984, 1995) and Neelands (1984, 1992). Drama in
Education (Bolton 1984), Process Drama (O'Neill, 1995) or, in the Scottish context,
“educational drama” (LTS website, 2004) is not principally focused on performance
outcomes, is mainly improvised and often employs the strategy of teacher-in role. It
is concerned with exploring ideas and feelings and looking at different perspectives.
Working in role, both teacher and pupils are actively recreating and adapting their
perceptions of the world and the people in it. Out of role, reflection on and analysis
of the drama extends and deepens understanding of what might be termed, the human
condition (Bolton, 1998). Although educational drama employs many of the
conventions of theatre, unlike theatre, there is often no external audience for the work.

In the process of participating in the drama, and during the reflection and evaluation,
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the participants “live through” the drama and are both actors and audience (Heathcote,
in Bolton, 1998).

Kitson and Spiby (1997) suggest that drama provides learners with opportunities to
operate in both cognitive and affective states, sometimes simultaneously. Because of
this, it 1s in a position to provide a balance of the rational and the aesthetic. A range
of ideas and values, for example, may be explored through the medium of drama.

Norman, (1999) states that:

Drama is uniquely suitable for use by those who perceive themselves as
educators rather than subject experts - those who wish to provide learning
opportunities across a wide range of personal, social, political, ethical, moral
and historical topics. (p.9)

However, although drama may be seen as a method of teaching across the curriculum,
it is also an art form, with its own unique conventions, languages and methods of
expression. Neelands and Goode (2000) have adapted and developed many drama
and theatre conventions into techniques that can be used by teachers and pupils to
enhance drama in education while remaining true to the uniqueness of the art form. A
still image, thought tracking (listening to the "inner thoughts" of one or more of the
drama participants) or an extended piece of role-play can offer the learners insights
into a range of perspectives on an issue, or provide opportunities for physical and

vocal expression of ideas or emotions (Taylor, 2000; Nicholson, 1999).

Educational Drama and the Six Pedagogical Themes of SDE

The first part of this chapter suggested six pedagogical themes that emerged from a
review of literature pertaining to environmental and sustainable development
education. In this section, these themes are revisited and related to an examination of
the literature related to drama as a learning medium. Potential pedagogical links
between drama and SDE are discussed. Key, here, are the theoretical perspectives
and the research studies that focus on the active, participative and reflective nature of
dramatic learning experiences and studies examining issues-based learning in drama.
Related areas include the place of story and narrative as part of the dramatic teaching

and learning process, and the role of the imagination in educational drama.
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Holistic
Scotland the Sustainable (ADSD, 1999) described a "new vision" for education. In

this, education would be holistic, based on cross-disciplinary approaches and on
making connections. The document refers to this as "joined up learning". The
document also emphasised the need to enable learners to develop skills of critical
analysis - "joined up thinking" (p.5). It is, they claim, just as important to focus on
what people think and do as on what they know. This fits with the work of Baldwin
and Hendy (1994) who describe the use of drama in cross-curricular approaches 1n the
primary school and suggest that, “drama is an infinitely adaptable medium, providing
a range of contexts and opportunities for stimulating and facilitating meaningful
learning” (p.5). Norfolk County Council and National Drama’s s large-scale action
research project, involving sixty schools across all sectors, Drama for Learning and

Creativity (D4LC) (2006 — cont) was initiated when Norfolk’s Deputy Director

Education noticed that:

Drama methodology had something to offer teaching and learning generally. An
ability to teach and use drama can equip all teachers with a powerful way of
working that is highly motivational to children and can be used creatively across
the curriculum. (p.3)

Although there was no particular focus on SDE, some of the lessons planned by the
teachers had a sustainability theme. In a report of the project, Simpson (2007)
describes how initial findings indicate that as a result of being involved with the

project, teachers were using drama to develop pupils’ thinking and skills across

curriculum areas:

Examples from three project schools showed that pupils take part in
speculation, hypothesis making and testing, searching for reasons and making
justifications rather than looking for the ‘right’ answer. (p.31)

All of these skills have been identified as necessary for undertaking environmental

stewardship and for responding to environmental and sustainability concerns (Huckle,
2002;Palmer, 1998).

Smyth (1988) states that environmental education should help us to "look round the
back of things" (p.54) and to find out how one thing affects another. A goal of
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sustainable development education, then, might be to produce people who are
imagtnative, creative and who can think in flexible ways in order to find ideas and
solutions to environmental problems. When asking learners to examine problems and
propose solutions, drama requires the participants to envision possibilities and
alternatives. Weininger (1986) observed young children engaging in imaginative
dramatic play. He noted that the children speculated about possibilities and outcomes
when trying to find solutions to problems arising from the drama. He described this
as the "What if...?" function of the imagination. In classroom drama, "what if...?"
questions often play a central role in the creation of dramatic situations, and these

may relate to sustainable development issues: What if we are thrown off our land?

What if the water rises and there is a flood? What if we build another road here?

Jensen (1995) described a model of environmental learning in which learners would
“vision the future”. Laing and McNaughton (2001) used this model to devise a series
of group-based activities through which primary school children were able to use
evidence, draw conclusions, make inferences and formulate recommendations

concerning their “visions for the future” (p.178). In drama the participants are
sometimes able to move beyond visualisation and verbalisation to express their ideas
physically and creatively. Nicholson (1999) describes how, in her research, drama
allowed the participants to communicate using different "languages" - "visual, aural,
kinaesthetic/tactile and verbal" (p.37). In enabling learners to dramatise ideas,
situations or issues, using a holistic pedagogy and different modes of expression,
Nicholson suggests that drama offers a particular experience that allows learners to

explore present and future possibilities.

Active and Participative

While in SDE active, participative experiences are recommended, in educational
drama it is almost impossible for there not to be active involvement by the
participants, both the children and the teacher, at some stage during a drama session.
Of the seventy-one examples of available theatre and drama forms and conventions
described by Neelands and Goode’s (2000), derived from extensive research and
practice, only two, writing in role and still image, could be undertaken by participants
working alone. Drama and theatre, they state, are social and collective form that

depends on the creative interaction between the skills of the participants (p.96). In
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addition to active participation, drama requires participants to engage in reflection on

the events taking place within the fictional context of the drama and on their own
learning (Neelands, 1992; Winston, 2000).

Data from children’s reflections on their drama experiences was analysed by Simpson
(2006), who describes research she undertook with Scottish primary school children
exploring citizenship issues through drama. The drama, based on the story of two
rival princes who lived in a kingdom divided by wall, engaged the children in a range
of shared dramatic activities such as miming, still image and extended role play,
sometimes with the teacher in role. Later interviews with the children revealed that
they were aware of some of the issues that were causing divisions and tensions
between the two sides in the struggles in the kingdom. Simpson suggests that the
drama may have allowed the children to display “a great desire to come up with
solutions™ (p.21) and to develop understandings that they will need for positive
citizenship. While this was a small-scale study, and the data was drawn principally
from interviews with the children, the evidence did suggest that one of the Scottish
citizenship learning outcomes was addressed: “As a result of their learning
experiences, young people should become progressively more able to identify and

frame their own questions and problems and suggest possible solutions” (LTS, 2002,
p.10). This evidence suggests there is potential for similar outcomes in learning for

drama with an SDE context.

The active-reflective nature of drama allows the participants to be active in the
construction their own knowledge and understanding (Bolton, 1998). Livingstone
(1997) states that, “knowledge is considered to be metacognitive if it is actively used
in a strategic manner to ensure that a goal is met” (p.1). Drama participants engage 1n
what Bolton (1984) terms ‘As if...” behaviour. Each member of the group engaged in
a willing suspension of disbelief in order to make the drama ‘work’. This striving to
inhabit both the real world and the imagined world, and being aware of both,
demonstrates metacognition. Barnes (1992) states that, “each of us can only learn by
making sense of what happens to us through actively constructing a world for
ourselves” (p. 123). In drama, a constructivist approach is employed both in the in-
role, active, narrative mode and in the out of role, discursive, reflective mode. Drama

is also a social process and, in order to participate effectively in classroom drama,
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pupils need to listen to and be concerned about the ideas of others Booth (1994). The
dramatic process relies on individuals being willing and able to collaborate in their
understanding to recreate or to make an event or a situation. Many of the skills
necessary for successful collaborative negotiation and concept building in drama are

also the skills needed to be effective members of the local and global community
(Baldwin, 2004).

Based on and in the environment

As discussed in the earlier section, being in the environment, observing, questioning,
participating and enjoying the experience is an essential element of environmental and
sustainable development education. This review is not, in any sense, suggesting that
the learners’ experiences in drama are an alternative to experience outside the
classroom in the environment. However, even if the drama 1s not taking place in the
actual environment it is set very much in a fictional environment; a place, a time, a
situation (Millar and Saxton, 2004; Winston and Tandy, 1999; Fleming, 1997)).
Within the fictional context of a drama, the participants are able construct
understandings of places where they cannot go, and of people that they will never be

able to meet, on school field studies trips: in remote villages; in distant cities; in
space; in the past or future (Booth, 1984; Baldwin and Hendy, 1994). Bolton (1998)

defines this capacity of drama thus:

Acting behaviour is an act of fiction making involving identification through
action, the conscious manipulation of time and space and a capacity for
generalisation. (p.258)

Bolton (1992) suggests that when engaging in ‘as if’, activities, the drama participant
does more than imitate social events. There is, he states, an existential quality to the
experience of a social event - the participant must be ‘inside’ it. This existential
quality is a feature of educational drama. The children have to ‘give themselves’ to
the experience. If this is the case, then, two social contexts exist simultaneously; the
real one involving the people working together to make the drama and the fictional
one that they are making. Boal (1995) refers to this as metaxis, which he describes as
the participation of one world in another. This metaxis is a central feature of drama.
Bolton (1998) states that, "the power and the fun of the experience of drama stems

from fully recognising that one is in two social contexts at the same time" (p.151).
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The participants are ‘living’ the event, not just copying it. O'Neill (1995) agrees,
suggesting that the enjoyment of drama comes from the participants being "in a
continual state of tension between representing an experience and being in an

experience. They actively inhabit both the real world and the imagined world"

(p.125). It 1s this process of metacognition which allows learning to take place.

Jensen and Schnack (2006) identify criticisms of “simulations, games, role plays etc.
and their artificial ’as if” situation” (p. 435) as the reasons that many schools now
favour an environment-based, action-orientated perspective in SDE. There are, they
claim, “increased demands to authenticity and thus, also, for participation in the
reality of society as part of teaching”(ibid). These criticisms of drama come, perhaps,
from lack of understanding of the complex critical and reflective nature of drama.

The conceptual link between sustainable development education and drama may be
made through the areas of experiential learning and imagination in learning. Kolb
(1984) avers that experiential learning is holistic and integrated, combining
"experience, perception, cognition and behaviour” (p.10). Learning is a process
whereby concepts are derived from and modified by experience. Participants
experience ‘living through’ drama within the fictional contexts created by the drama
story (Heathcote, in Bolton, 1998) in which they improvise in role in imagined
situations. For Egan (1992) the imagination is "the ability to hold alternative concepts
in the mind and assess their adequacy or appropriateness” (p.43). It is, he says, the
development of the "narrative capacities of the mind" which are so central to our
general capacity to make meaning out of our experiences. Henry, (2000) suggests that
in drama, the emersion in the imagined worlds created by the learner allows that

learner to develop their own understandings and sensibilities about that world and this

has the capacity to transform thinking and feeling about the real world.

The flexibility of drama as a learning medium is noted by Winston and Tandy (1999)
who point out that “drama has to be about something”(p.53). Caduto and Bruchac
(1998, in Winston, 2000) used traditional folk tales to plan teaching materials that
would develop “a sense of being part of the lives of other people and the earth and ot
wholism and interdependence”(p.7). However, in planning and preparing for drama
within an environmental or sustainable development context, the teacher must be

aware of which facts and information the children may need to know before
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beginning the drama lesson, which ones they will gain during the lesson and which
ones will be learned after the lesson, possibly as result of questions raised during the
drama. Heathcote (in Wagner, 1979) planned drama that allowed children to develop
expertise in the chosen context using the convention of ‘mantle of the expert’. She
insisted that, in drama, it is crucial that the children (and the teachers) do not
construct and develop misconceptions about, for example, geographical or scientific
facts. The teacher will not allow for example, the rainforest to be in the desert nor
Superman to fly in and remove all of the pollutants. In drama, as in any good
teaching, the children must base their work on sound knowledge and what they do not
know, they discover through appropriate research or teaching. If they are going to be
scientists, they must know what their work is about. If they are going to be explorers,
they must know where they are going, what they are looking for, what equipment they
will need. This knowledge may be researched prior to the drama, may take place

within the drama or may happen after, as a result of questions asked in the drama.

The teacher may work in role to guide the children in the learning. Barton and Booth
(1990) describe how, on observing that they are haphazard and slipshod in their
packing as scientists preparing for a trip to the Amazon, the teacher in role of group
leader said, "I can't let you start this expedition if you're not fully equipped. It's more
than my job, or my life, is worth." Thus, she encouraged more thoughtful and

realistic work. They cite Heathcote’s statement that the job of the teacher is to help
the learner to "reveal what they know and to give them opportunities to care about
learning more" (p.63). The usefulness of drama, in this example, is that can give
children intrinsic reasons and purposes for learning facts and for understanding how
things work or why events happened as they did. Drama, the literature suggests,
encourages the children to engage with their learning, to make a personal
reconstruction of knowledge and thus come to a fuller and more meaningful

understanding of their environment.

Values focused

Opinions on and values about the environment and the role that human beings play in
using and sustaining it are central to SDE. Drama may be particularly useful in the
areas of exploring values and expressing feelings and beliefs. Nicholson (1999)
describes her view of drama's place in the curriculum. Drama, she suggests, is not in

itself about fact-gathering or skills acquisition:
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Rather, drama is about the artistic representation of ideas. It uses different
languages to symbolise different cultural events, it creates feelings, it invites the
interpretation of and encourages the re-shaping of, individual experiences,
thoughts, ideas. It enables beliefs and values to be challenged or affirmed. It
allows for both self-reflection and for identification with others. (p.39)

Booth (1994) describes a drama in which, in role as council employees, children and
the teacher were working together to build houses on what was, earlier in the drama, a
play area. The pupils were able to suggest ways of resolving conflicts and coming to
solutions and compromises. They began to understand the residents' needs for new
homes. In drama participants often put themselves ‘in others' shoes’. They try to act
like another person, in another situation at another time. They say what that person
might say and they try to imagine how that person might respond or feel. Out of
drama, they reflect on what has happened and evaluate the ‘truthfulness’ of the
meanings and messages they have constructed in their work. How did the people in

the drama story feel? Why did they behave as they did? How do we feel about the
problem? What do we believe? Booth suggests that, "this type of

emotional/cognitive experiencing, followed by reflective distancing, is the hallmark
of drama" (p.27).

One of the tenets of drama is the exploration of human experience and viewpoints
(Neelands, 1992): in sustainable development education these would be issues about
the environment and how we use (and misuse) it. Environmental Studies 5-14
(SOED, 1993, 2000) states that pupils should "understand conflicts of interest in the
social, physical and natural world" (p.10). Children must be able to analyse 1deas
from different perspectives in order to develop informed attitudes. Drama 1s driven
by tensions or conflicts or problems or complications (Neelands, 1984; Baldwin and
Hendy, 1994; Bolton, 1984, etc.) and therefore can be effective for exploring different
viewpoints on the same issue. Children can take roles on one side, then change sides
and prepare just as convincing arguments on the opposite side. Activities following

the drama can help the children to reflect on the range of perspectives and take an

informed stance (Simpson, 2006).
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The use of the narrative form in drama may contribute to its usefulness in SDE.
Cultures across the world engage in story and play as a way of teaching, passing on
information and enabling the understanding of important events and issues (Feldman,
1990). Winston and Tandy (1998) suggest that drama uses story to explore issues of
human significance. They suggest that drama brings together two basic human
activities, play and storytelling, and that, "it is through achieving the distance afforded
by fiction that we can reflect more securely upon issues which have significant effects
upon our lives" (p.vii). In drama, the children are not passive recipients of the story

but are, instead active participants in the events, tensions, problems and solutions.
Bruner, (2003) claims that:

While we have learned a very great deal indeed about how we eventually come
to construct and “explain” a world of nature, in terms of causes, probabilities

and space-time manifolds, etc. we know altogether too little about how we go
about constructing and representing the rich and messy domain of human
interaction. (p.43).

O’Toole and Haseman, (1988), suggest that drama may provide structures with which
to examine the stories of human relationships and interactions. Winston (2000) uses
the phrase “the moral power of the enacted narrative” (p. 94) when describing how

the teacher can use to help pupils to engage with key themes underpinning moral

education. Many of these themes, for example, concern for others, respect and social
justice, are also the central themes of SDE. Winston describes how, within the
imagined context of the drama, and often as a result of the challenges set by the
teacher while in role, ideas and values were considered and explored. From the
evidence presented in Winston’s research, it might possible to suggest that engaging
children in the stories behind environmental and sustainable development facts and
issues might help them to examine their values and behaviours, and those of others, 1n

relation to the environment and sustainable living.

Competent to Take Action

Scotland the Sustainable (SEEC, 1998) states that sustainable development education
should take learners beyond facts and ideas and equip them with the skills and
dispositions necessary to be able to take action that will enable them to live more

sustainably. Some of the skills and dispositions match those identified by Clark and
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Goode, (1999) (in the context of speaking and listening) that can be promoted through
drama, including: negotiating; selecting appropriate language; identifying dilemmas;
and contributing effectively to critical evaluation of their own work and that of others
(p.22). Jensen (1995) suggests that in order to be competent to take action for the
environment, people should be able to be competent to interrogate their own beliefs
and behaviours and those of others. They should be able to ask: How could this issue
affect the future quality of life - for me and for others? What type of
environment/lifestyle do we want? What could/should happen in ten years time?
There are parallels here with Taylor (2003) who, in the context of applied theatre,
suggests that drama can be “a medium for action, for reflection, but most important,
for transformation” (p.xxx (30)). Jensen and Schnack (2006) in reviewing Jensen’s

action competence model from 1993, state that:

The relevant answers to environmental problems are not only a matter of
quantitative changes (less consumption of resources, less transport by car, etc.)
but also (and maybe more so) of qualitative changes. The aim of environmental
education is to make students capable of envisioning alternative ways of

development and to be able to participate in acting according to these
objectives. (p.472)

Drama may allow children to rehearse and develop those capabilities in a safe and
non-threatening situation: capabilities compatible with active, sustainably focused
citizenship. Drama and citizenship is explored by Braveman (2002), who presents a
framework for developing dramatic performances with secondary school pupils, based
on citizenship themes and values. Although this is a useful practical text, based on
action-research, there is little reporting of the evidence of the success of the strategies
in terms the participants’ learning. However, in the narratives of the development of
the project, there is evidence of the participants’ use of knowledge of democratic
processes, and their competence to use citizenship skills, within the fictional,

dramatic contexts.

Neelands (2004) draws a parallel between “the public and social theatre of active
democracy” and drama, in that they both hold “the same potential for us to listen to
and be moved by stories and claims of others who hold different values, purposes and

traditions from our own” (p. 35). This echoes Booth (1994) who states the drama is a

social process and in order to participate effectively in classroom drama, pupils need
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to listen to and be concerned about the ideas of others. Participants, he reports, were
required to confront and overcome their differences to work together to one common
purpose - to make the drama ‘work’. The dramatic process relies on individuals being
willing and able to collaborate to recreate or make an event or a situation. Many of
the skills necessary for successful interaction in drama are also the skills needed to be

competent to take effective action as members of the local and global community
(Braveman, 2002; D4LC, 2006).

Systemic

The UNESCO General Conference in 1999, saw the launch of the International
Appeal for the Promotion of Arts Education and Creativity at School and the creation
of Links to Education and Art (Lea International), an international network of experts
and practitioners, with a view to strengthening the role of arts teaching in general
education. The growing interest in arts education is reflected in the recent publication
of nation cultural policies and strategies by many countries. Scotland’s national
cultural strategy, Creating Our Future...Minding Our Past (Scottish Executive,
2000), begins with the definition of culture set out by the UNESCO:

In its widest sense culture may now be said to be the whole complex of distinctive
spiritual, material, intellectual and emotional features that characterise a society or
group. It includes not only the arts and letters but also modes of life, the
fundamental rights of human beings, value systems, traditions and beltefs. (p.3)

Each child in Scottish schools now has an entitlement to arts and cultural education.
The UNESCO World Conference on Arts Education held in Lisbon in 2006 produced

a Roadmap for Arts Education the aim of which are stated as being to: uphold the
human right to education and cultural participation; develop individual capabilities;
improve the quality of education; and promote the expression of cultural diversity.
Many of the pedagogical principles and philosophical perspectives to be found in the
language of arts education correspond to those of sustainable development education.

In drama education writers and researchers, particularly in the field of applied drama,
(Taylor, 2003; Neelands, 2004; Nicholson, 2005; Etherton and Prentki, 2006) focus
not only on theatre skills but also on concepts, values, traditions, rights and
responsibilities: in sustainable development terms, on what it means to co-exist with

humans, and with the other species with whom we share the planet, as global citizens.
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Citizenship, in this context, should go beyond that of which Winston (2007) urges
caution: an institutionalised subject within an education system in which “coercion as
well as enlightenment and a particular ethical/political vision is strongly at play”
(p.269). The practioner-researchers listed above suggest that the open, participative
pedagogy of educational drama can allow participants to interrogate the ethics and

politics attending sustainable development policy and practice.

In writing about the teaching of and for global citizenship, Massey (2003) described a
style of ‘democratic teaching’. The characteristics of a democratic classroom are
defined as those which offer learners opportunities to: participate in decisions; think
freely, express their views and discuss various perspectives; experience a positive
classroom climate; and learn how to be active contributors to class, community and
society. The context of drama lessons can help the participants to look explicitly at
ways of living and can explore issues, often from different perspectives. The teacher
1s not at the centre as a knowledge-giver, but works alongside the learners,
facilitating, participating and often reflecting on the quality of the learning
experiences being provided. This way of working is fundamental to drama in
education and is demonstrated clearly by Taylor (1998) in Redcoats and Patriots, his

detailed, personal and reflective account of his work using process drama in a social
studies class. Although throughout Taylor’s account, the depth and quality of the

children’s learning is evident, the focus of the research is the quality and depth of
learning afforded to him as a teacher, through the process of critical reflection on the
pedagogical processes afforded by the drama. This spiral process of action and
reflection is identified by Schon (1987) as being a quality of the extended
professional: a quality deemed essential in teachers for the 21 century (Scottish
Executive, 2001).

A Curriculum for Excellence (SECRG, 2004) advises that, in a new curriculum,
“Young people should find their learning challenging, engaging and motivating.” It
also lists the purposes of the curriculum including that pupils should have

opportunities to “develop and demonstrate their creativity” and should be encouraged

to have a “commitment to participate responsibly in political, economic, social and
cultural life” (p.12). Christie and Boyd (2005) in review of research informing the

new curriculum identified the principles that were to underpin the provision of
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learning environments the pedagogical approaches. These included: respect for the
learner; experiential learning; relevance; active engagement; co-operative and
collaborative learning; and pupil involvement in sharing learning processes and goals.
These match the pedagogical approaches identified in this review as pertaining to
both sustainable development education and educational drama. The new curriculum
in Scotland seeks to exemplify 21% century paradigm for progressive, transformative
education. Within this, there are important pedagogical roles for sustainable

development education and drama in the education of our young people.

Huckle (2002) suggests that modern primary education should be about helping

children to gain the “enlightenment “ they will need to live in a rapidly changing
world. He states that, “above all, it should be an education linked to realistic
narratives of hope: stories of communities finding ... routes to sustainability”(p. J).

Engaging the children in the story behind the environmental facts may put the ideas in
context and give them a ‘particular’ on which to focus. This may then be extended

out to general facts and understandings.

The stories on which dramas are based may also be viewed as metaphors for life
(O’Neill, 1996). A drama about people living near a dump, for example, is a story in
itself, but it may also be a metaphor for situations where people feel ‘dumped upon’
or are made uncomfortable because of the actions of others. A drama about people in
the rainforest being evicted, for example, is a story in itself, but it may also be a
metaphor for the displacement and disaffection felt by the many thousands of people
worldwide who, under a variety of circumstances, suffer persecution or are made

homeless every day. The art form allows us to go beyond the literal to explore the
connotative meanings created through the verbal and physical engagement with 1deas.
The power of the drama is not that it teaches facts about sustainability but that the
underlying issues are explored in a more holistic multi-faceted way. Universal
concepts such as oppression, dispossession and the misuse of natural and human

resources lie at the heart of educational drama in sustainable development education.
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Research questions

Having examined the literature pertaining to sustainable development education and
educational drama, and having identified possible complementary pedagogies, this
research sought to discover if the strategies and conventions of educational drama
might promote learning in education for sustainable development and if so, which
drama strategies might be particularly effective. The literature pertaining to both
areas emphasised their active and interactive pedagogies. My research questions
signal that I might seek ways of examining responses and relationships, not as an
external observer, but from within the drama, using a reflective practitioner approach.
Specifically, this inquiry sought to answer the following research questions. In the

context of the work in upper primary education:

1. Which specific sustainable development education outcomes in terms of
knowledge and concepts, skills and competences, values and positive

attitudes, may be addressed through the medium of drama?

2. Which drama conventions and associated teaching strategies may be employed

in order to help children to explore issues and extend their learning in

sustainable development education?

3. What do the actions and interactions of the participants (both pupils and
teacher) within the drama-SDE lessons indicate about how and why drama
may be a useful tool in teaching and learning in sustainable development

education?

The following chapter sets out and justifies the methodology developed to

address these questions.
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Chapter 2
Research Design and Methodology

Summary

This chapter details the selection and description of the research methodology through
which I gathered data to find possible answers to the three research questions set out at
the end of the Chapter 1. The decisions for the use of a reflective practitioner,
qualitative approach are explained and justified. The main section of the chapter, which
gives an overview of the research design, is divided into two sub-sections: the practical
decisions and the methodological decisions. The first of these, describes the selection
of subjects for the research and the drama-SDE contexts. I worked with children and
teachers in three upper primary school classes (designated and Classes A, B and C) to
implement two sets of drama lessons based on two SDE issues The Dump, and a global
issue, The Rainforest. A set of specific Teaching Aims and Learning Outcomes, linked
to knowledge and concepts, skills and attitudes in SDE was designed to accompany
each set of lessons. Data was collected that might provide evidence of learning linked
to the drama-SDE lessons.

The methodology selected was ethnographic case study employing a multi-case
approach and this is explained and justified in the next sub-section of the chapter, after
which the methods of data gathering and instrumentation are described. Five methods
of data gathering were used during the course of the study: teacher-observers’
observations of the lessons; children’s evaluations; a series of interviews with observers
and children; children’s written and drawn work; practitioner-researcher reflective field
notes; and the video-taping of the drama-SDE lessons. Instrumentation included semi-

structured observation schedules, questionnaires, semi-structured interviews and video

recording equipment.
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Selection of the Research Approach

Having formulated the three research questions set out at the end of the last chapter, the
next step was to select the most appropriate methodology for providing possible
answers to them. Miles and Huberman (1984) suggest that, “knowing what you want to
find out leads inexorably to the question of how you will get that information” (p.42).
Two approaches were considered: quantitative and qualitative. In a predominantly
quantitative approach, a survey method might provide large amounts of information
about the use of educational drama in SDE in primary schools. This could be followed
up with selected interviews to provide supplementary qualitative data. However, the
literature review and inquiries into current practice in Scottish primary schools
indicated that responses to a survey would provide scant data, as there was little
evidence of drama-based SDE methodologies to be found in current primary drama-
SDE practice. I also discounted an experimental approach, in which an experimental
group would be subjected to a drama ‘treatment’ in the context of SDE, while a control
group would be taught using other methods. I predicted that using this approach in the
context of my research could present difficulties in controlling variables. In addition,
the framing of the research questions gave no indication of the need for a comparative
study of teaching methods. Finally, I knew that in this research, I wanted to put myself
in the middle of the research, both as the researcher and as the teacher, as described by
Burt and Lotz-Sistaka (2002). I also wanted to examine the potential of drama in SDE,
not from the viewpoint of an independent observer but from the perspective of my own
practice, in the manner of Taylor (1998) and Winston (1998). In both of these studies, a
reflective practitioner approach afforded the researchers opportunities to explore
possibilities for learning, the children’s and their own, allowing these to emerge from

the analysis of and reflection on the data. Therefore, for me, this qualitative approach

was both a desirable and workable option.

Having reached a decision about my approach, my intention was that I would work with
a class of primary school children using drama based on sustainable development
themes. This would be action research (McNiff, 1988): the teaching itself would be the
‘experiment’ and I would act as both researcher and teacher. During my teaching
sessions I would gather data from my work with the children, and the analysis of this
would provide me with answers to my research questions. As I began to plan, the

various aspects of the process on which I was about to embark became more apparent.
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Research Design

At the beginning of this research there were two different but complementary sets of
decisions to be made. There were the practicalities of teaching the drama-SDE lessons:
whom would I teach; should I teach the lessons to more than one class; what was the
drama going to be about; how many lessons would be involved? There were also
decisions to be made about the research methodology and data collection: what would
be the principal methodology; what methods would be selected for the gathering of

data; would any kind of instrumentation be required; how would I know when I had

enough data? The processes by which these questions were answered and decisions

were made are explained in the following sections.

Practical Issues 1: Finding Subjects for the Research
I wanted to carry out the research with children in the upper stages of the primary

school. I felt that their relative maturity would enable them to consider different

perspectives and articulate a range of responses to sustainability issues. I had also

decided to undertake the research, if possible, with two classes of similar ages. If all
went according to plan, this strategy would provide me with ‘double’ sets of data. If the
research failed with one class for reasons outwith my control (say mass absence through
illness) it would ensure that the study would not have to be postponed or abandoned.

As a university lecturer working in teacher education, I did not have the direct access to
classes of children that I had had as a teacher and later as a staff tutor. However, I
visited schools regularly both to assess teaching students and to deliver in-service
courses. Because of this, I was able to identify and approach two schools (known 1n the
research study as School A and School B), both of whom I knew to have an interest in

being involved in research and innovation. Their flexible approaches to the curriculum

allowed me to plan and work with the class teachers in a way that would not have been
possible under more strictly timetabled systems. It was agreed that I would work with

an upper primary class (Primary 6/7) in each of the schools.

Discussion with the head teachers resulted in the identification of the two sample

classes (Class A and Class B) for my lessons. A number of factors determined the final
selection. These were:

. the age/stage of the children (upper primary);
. the ability of drama-SDE contexts to fit in with the class and school teaching
and learning plans;
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o the willingness of the class teachers to participate: agreeing to have someone
work with their classes; observing the lessons and completing observation
notes during the lessons; engaging in the follow-up class tasks;

. the willingness and ability of the teachers to participate in interviews

involving critical discussion about pedagogical processed involved.

Having identified the two classes that I would be teaching, I then spent a half-day with
the teacher in each of the classes during their normal routines, building my
understanding of the contexts for the lessons, gaining initial impressions of the children

and allowing them to do the same with me.

Class C

A comment from one of the teachers, that any positive results would probably occur

because I was teaching the lessons, caused me to rethink and extend the scope of the
research. I negotiated for the lessons to be replicated by a teacher from a third school
(Mrs B.) with her class — Class C. Mrs B was a member of the East of Scotland
Primary Drama Association. She had experience of teaching primary drama, and she
was teaching an upper primary class. I had extended an invitation to the association
members and Mrs B volunteered and stayed with the project until the end of the data
collection and analysis. She undertook the drama-SDE lessons with her class in the
term following my work with Classes A and B. Flick (1998) advises putting in place
processes that might detect and minimise bias. By asking another teacher to
independently teach and evaluate the lessons, I hoped to reduce the possibilities of bias
in later analysis of the children's learning in SDE.

Practical Issues 2: the drama-sustainable development contexts and lessons

It was important to select appropriate themes for the drama-SDE lessons. Initially, I
conducted a survey of the range of possible learning contexts for environmental and
sustainable development education proposed in the National Curriculum Guidelines
(SOED, 1993, 2000) and in current literature (for example, SEEC 1993; AGSD; 1999;
Palmer 1998). In consultation with the head teachers and the class teachers, two themes
were selected: one local issue, Waste, and one global issue, Rainforests. Both of these
fitted with the schools’ learning objects of the “raising awareness of environmental and
sustainable development issues”. It was decided that the drama lessons with each class
would take place within the normal time allocated for drama lessons, about one hour per

week and in the usual drama space (dining hall/gym hall). Like Winston (1998), 1
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“wished to work as far as possible within the same constraints of curriculum, time and
space as faced by the class teachers with whom I was working” (p.93). I worked with
the children for a total of eight weekly sessions (the limit of their drama timetable for
that term). Armed with the knowledge of the time available, each class’ prior
experience of drama (Class A, a little, Class B, more, but in a limited range of
strategies) and the classroom-based SDE activities that the teachers wanted to build into

the topics, I set about the planning. Two stories around which to set the drama were

devised (Booth, 1994). A range of educational drama conventions and strategies (from
Baldwin and Hendy, 1994; Neelands and Goode, 2000; Winston and Tandy, 1999) were
examined in order to select ones which would fit with the drama stories and which
might help the children to achieve certain learning outcomes in sustainable development
education. Two sets of lessons with suggested follow-up activities were designed. The

lesson plans are to be found in Appendix 1 and Appendix 2.

The Lessons
The first set of lessons were based on a local environmental issue - illegal dumping of
rubbish and waste or "fly-tipping" - and the effects that this has on a small community.
In the drama story, the residents living across from the dumping site experience
increasing levels of discomfort. They appeal for help to the local council, but with
limited success. Eventually, they make plans and take action to deal with the problem
for themselves. The lessons look at, and act out, the problem from different
perspectives. It is asked why people dispose of waste inappropriately, and the children

research ways of dealing with waste 1in a more sustainable way.

The second set of lessons were based on a global environmental issue, the destruction
of the rain forests. These lessons were based on drama ideas devised by Baldwin and
Hendy (1994). The drama views the issue from the perspective of a group of villagers
whose homes are threatened by deforestation. Dramatic encounters occur between the
villagers and a messenger from another tribe, a forest worker and a representative from
the forest clearing company. Various meetings take place and finally the "villagers”
must decide whether or not to leave the forest. The lessons explore the feelings and

responses of the people whose way of life is being threatened and consider the human

cost of global expansion and development.

In the two weeks preceding the beginning of the data collection, I undertook two pilot

drama lessons with each class on themes unrelated to either of the research drama
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themes. The purposes of this were: to allow the children to become familiar with my
way of teaching: to allow me to develop a relationship with the children; to familiarise
the children with some drama conventions; to check their level of experience of and
engagement with drama; to allow the teacher-observers opportunities to become

familiar with the drama strategies and with using an observation schedule.

Teaching Aims and Learning Qutcomes in SDE (see Tables 2.1 and 2.2)
I planned a series of teaching aims and learning outcomes for each set of drama-SDE
lessons. These statements focused on the range of concepts and knowledge, skills and
attitudes relating to sustainable development education that I proposed would be
addressed through the drama lessons. These teaching aims and learning outcomes are
set out in Tables 2.1 and 2.2. The first column of each table lists the general statements

of teaching aims and learning outcomes for each set of lessons. Column 2 lists sets of

specific statements that provide a breakdown of the proposed knowledge, skills and
attitudes, linked to the aims and learning outcomes, that would be used as a checklist of
evidence of learning. Each of these statements was assigned a code and these are set
out in column 3. In the initial stages of analysis, these codes were assigned to relevant
aspects of the data as way of identifying possible learning in SDE that occurred in the
drama lessons. This top-down approach was one strategy for analysis. Other strategies

were related to codes and themes emerging from the data. These are explained in detail
in Chapter 3.
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Table 2.1
Proposed SDE Outcomes Linked to Aims and Learning Outcomes

The Dump drama
Aims and Learning Outcomes Concepts and Knowledge

Aim 1
Increase the children's awareness of the

social and environmental impact of
inappropriate waste disposal

Inappropriate disposal of domestic waste
can have a social impact.

Inappropriate domestic waste disposal
can have an environmental impact.

People dump waste inappropriately
because of a number of reasons.

Learning Outcome 1

Identify a number of factors which
cause people to dispose of waste

Domestic waste consists of a variety of
inappropriately

materials and substances.

People can respond to inappropriate

domestic waste disposal in a number of
ways.
People can take action on waste.

Learning Outcome 2
Research and classify waste in terms of
its potential to be recycled

Aim 2

Develop the children’s skills necessary
for environmental education,
particularly planning, collaborating,

Co-operating (with teacher, with each
other)

o (Collaborating (working together, sharing

communicating ideas and reflecting 1deas)

critically Communicating
Planning
Decision making

Learning OQutcome 3

Create and present a plan which
analyses how they (as residents) could
take action to improve their own
environment

Inferring, speculating
Stating own opinions
Finding information
Presenting information

Aim 3 Willingness to participate in general
Offer the Chi]dr en (as reSidentS) Sympathy/empathy with characters

opportunities to plan and take action to ‘o . _ :
make a positive change to their Recognition of the issue — showing

environment, within the fictional concern

context of the drama Making ethical/value judgements —

about: dumpers; about: waste disposal

Learning Outcome 4 and recycling
Express personal views and take a
stance on the issues of waste and

recycling
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Table 2.2
Proposed SDE Qutcomes Linked to Aims and Learning Outcomes

The Rainforest drama
Aims and Learning Outcomes Concepts and Knowledge

Aim 1
To raise the children’s awareness of the

situation faced by people affected by the
destruction of the rainforests

The lifestyle of people who live in a
rainforest

Problems of rainforest dwellers if
the forest was being destroyed

Consequences for rainforest

Learning Outcome 1

The children will be able to describe the
lives of the tribes people in the forest

: _ dwellers of moving out of the forest
and compare to their own lifestyle

Actions that can be taken to
decrease the extent of deforestation

Learning Outcome 2
The children will be able to identify how
people can take action for the protection
of the rainforests

Aim 2

To develop a drama/narrative that allows
the children to respond to the issues
surrounding deforestation — social,
environmental and economic - from the
perspective of the people of the forest

Using information and imagination
to devise/develop a character

¢ Collaborating (working together,
sharing ideas)

¢ Communicating information and
ideas

e Responding (in role) to news of
forest clearing

o Inferring, speculating in role/out of
role (meanings, consequences)

e Stating own opinions on the issue —
in role and out of role

Finding additional information

Learning Outcome 3

The children will be able to express
views and take a stance on the issue of
deforestation within the context of the
“Rainforest” drama

Aim 3

To encourage the children to adopt
positive attitudes towards the
environment and to express a personal

view on the issues of deforestation and
displacement

Willingness to participate in general
e Sympathy/empathy with characters

e Recognition of the issue — showing
concern

e Making ethical/value judgements —
about the situation faced by the

forest people and about the issue of

deforestation

Learning Outcome 4

The children will be able to identify and
describe the villagers’ thoughts and
feelings about eviction
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Methodology 1: The Nature of the Study

This research study can be described as qualitative action research in that:

o it 1s conducted within a ‘field’ or life situation;

o the researcher's role is to gain a holistic overview of the content;

o the data is collected from ‘inside’ the work;

o most of the analysis is done with words, organised to permit the researcher

to contrast, compare, analyse and find patterns.
(Adapted from Miles and Huberman, 1994)

The research might be considered to be ethnographic in that it is based on observational
work 1n particular settings (Silverman, 2000). Taylor (1996) states that ethnographic
methods are particularly suited to research in the arts and to research in drama
education, and that, “the reflective practitioner design most effectively yields insights
into a specific teaching and learning encounter when ethnographic techniques are
utilised” (p.36). Ethnography is about interpreting and making sense of the world.
However, citing Martin (1987), he suggests that although drama education researchers
may use ethnographic methods “their case studies are not capturing the complete lived
experience of the participants which prevents them from commanding the status of an

ethnography” (p.39). In this research it must be acknowledged that as the researcher,
although I would be central to the drama-SDE lessons and would be part of the class for

those times, those lessons would be somewhat outside the “complete lived experience”
(ibid) of the classroom life of the children. Wilhelm and Edmiston (1998) suggest that
research in drama might be considered to be phenomenological in that that can be used

to describe and interpret the phenomena of personal and lived experiences. They argue
that:

Though drama experiences are imaginary, they can nevertheless be deeply felt
personal lived experiences or phenomenological experiences for the students. Part
of the compelling nature of drama, is the potential for students’ lived through
experiences. (p.91)

This research, then, I suggest, might be considered to be ethnographic in its examination
of the curricular experiences of being a pupil or teacher in a primary school and might
be phenomenological in its examination of the lived experiences of the pupils and

teacher within the fictional context of the drama.
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The main methodology used in this research is case study. It employs a multi-case

approach as the processes (i.e. the drama and SDE process) and the episodes (i.e. the set

of lessons) are repeated on a number of occasions using different subjects (Miles and

Huberman, 1994). In this study there were five sub-cases:

. Case 1 — Lesson Set 1 undertaken by me with Class A
o Case 2 — Lesson Set 1 undertaken by me with Class B
. Case 3 - Lesson Set 2 undertaken by me with Class A
. Case 4 — Lesson Set 2 undertaken by me with Class B

. Case 5 — Lesson Sets 1and 2 undertaken by Mrs B. with Class C

This approach had a ‘rolling’ quality, with the on-going observation and analysis
process enabling the researcher to obtain feedback that informed the next piece of work.
Therefore, although the same lessons were repeated with each of the sample classes the

objective of the research was not solely to seek replication of the outcomes. Rather, it
was planned that, by referring to and learning from earlier lessons, an accumulation of
knowledge about the eftects of the drama would be gained. This feature, along with
participant observation, the focus on descriptive data and the holistic perspective
confirms this study within the scope of action research (Stenhouse, 1975, McNiff,
1993). Winston (2006) identifies that a key tension in the case study approach is that it
could be argued that the findings of the study might be unique to that particular set of
circumstances and so might render dubious any subsequent generalisations. This 1s
countered by Winston, who quotes Stake (1995):

Naturalistic generalisations are conclusions arrived at through personal

engagement in life’s affairs or by vicarious experiences so well constructed that
the [reader] feels as if it happened to them. (p.85)

In this research, the use of two subject schools and the replication of the drama-SDE
lessons and subsequent data collection by the teacher in Class C were designed to

render the analysis and any subsequent hypotheses more robust.

Methodology 2: Data Gathering and Instrumentation

Mason (1996) suggests that researchers engaged in qualitative case studies might “use

different methods or sources to corroborate each other in order to provide
methodological triangulation” (p.25). Winston (2006) describes the concept of

triangulation as “actively seeking perspectives other than one’s own” (p.46) and sets out
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four categories of triangulation based on Stake (1995): data source triangulation;
investigator triangulation; theory triangulation; and methodological triangulation. In

this research, these four aspects were considered when planning the collection and
analysis of the data.

I wanted the voices of all of the participants in the research to be represented in the

data: the teacher-observers (the two class teachers); the children; Teacher C; and myself
as the practitioner-researcher. I also wanted to have a permanent video taped recording

of the lessons in order to be able to re-examine the interactions and responses occurring

during my teaching of the lessons. Standard ethical permission was sought before any
work or recordings of the children began. The methods of data gathering used in the

course of the study were:

o observations of the lessons by teacher-observers using semi-structured

observation schedules (Classes A and B) (Appendix 3);
o evaluation schedules completed by the children (Classes A, B and C)

(Appendix 4)
° semi-structured interviews with the teacher-observers (Classes A and B);
N semi-structured interviews with groups of children (Classes A, B and C);
o semi-structured interviews with Mrs B. (Class C);
. examples of children’s written and drawn activities following the drama
lessons (Classes A, B and C);
o detailed practitioner-researcher field notes (Classes A and B);
o video-recordings of the drama lessons (Classes A and B).

Examples of interview transcripts and the children’s written and drawn activities are to

be found in the appendices relating to Chapter 4. Practitioner-researcher field notes are
to be found in Chapter 5. Extracts from the video-recordings are to be found on the two

DVDs accompanying this thesis and transcriptions of these are to be found in Chapter 6.

The use of this combination of methods addressed both data source triangulation and
methodological triangulation. Silverman (2000) advises that in qualitative research,
especially where there are several questions, the use of different methods is both
necessary and advisable. In this research, Question 1 was addressed principally through
the analysis of the responses of the teacher-observers and the children. In the case of

the teacher-observers, their observations noted during the lessons informed the later
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interviews. In the case of the children, their evaluations and class-based follow-up

work informed the structure of the interviews.

The methods of data collection applied to Class C and its teacher were designed
specifically to extend investigator triangulation: another investigator was invited to
undertake the same work from her particular perspective. With the data from Classes A

and B, these were intended to help to provide an extended account of which learning in
SDE was addressed though the drama lessons. To address Question 2, the data from my

research field notes were viewed in conjunction with the children’s evaluative
responses, the interviews with Mrs B and the lesson plans. Together these were
intended to provide data to identify which drama conventions were helpful in extending
learning in SDE. Question 3 was addressed principally through the analysis of the data
to be found in the video recordings of the lessons. Examination and analysis of the
actions and interactions occurring during the drama lessons was intended to provide
evidence of why drama was useful as a learning tool in sustainable development
education. In seeking answers to Questions 2 and 3, theory triangulation was applied to

enable me to “actively seek out different theories to explain what is happening in the
research event” (Winston, 2006, p.47).

What follows 1s a brief discussion and description of the specific instrumentation

developed for use in this research.

Teacher-observer Observations (See Appendix 3)
The semi-structured observation schedules were designed to help the teachers to focus
on the teaching aims and learning outcomes, using key words and phrases as prompts,
as they observed the lessons. The schedules are fairly open-ended, with headings and
comment boxes rather than tick-boxes. Some aspects of the schedules were completed
during the lessons and some after. The schedules were designed to be an aid memoire
for the teachers rather than as a primary data source. The completed schedules, in
conjunction with the tables of teaching aims and learning outcomes, were used as the

basis for interviews, with each teacher at the end of each phase of teaching.

After the pilot lessons it was decided, in collaboration with the teachers, that, as well as
making general comments and observations about the teaching and the children’s
responses, the teachers would more closely observe two groups from the class during

the drama lessons. Both teachers selected two random samples from mixed ability and
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gender groups. The teachers felt that if they focused on two groups it would be easier

for them to make notes and observations.

Children’s Evaluations (See Appendix 4)
At the end of each of the two sets of lessons, the children were asked to complete an
evaluation schedule. The questions were designed to help them to record their views of

the lessons and to reflect on what they believe they learned during the drama-

environmental work.

Interviews

The interviews with teachers and children were semi-structured (Munn and Drever,
1990). Interviews were conducted after the completion of each set of lessons. They
were not be based on pre-planned interview schedules but instead sought to interrogate
the observation notes, in the case of the teachers, and the evaluation forms, in the case
of the children. The children were interviewed in groups of four or five, in the ‘family’
groups within each of the drama stories. The purpose of interviewing Mrs B. was to
discover what her experiences were of working with the drama-SDE lessons and
ascertain what she judged that the children had learned. All interviews were tape

recorded and transcribed for later analysis.

Examples of Children’s Work
After each drama lesson the children would complete an activity. These activities
included group poster making, group research into alternatives to dumping, writing
individual or group poems and writing speech bubbles giving different perspectives on
the situations explored within the drama. Examples of this work were used to inform

Interviews.

Field notes
My reflective commentaries were an essential part of the action-research approach
(McNiff, 1993). I kept a reflective diary in which I recorded my perspective of the
drama-SDE lessons and on the progress of the research. This process went beyond
descriptive field notes and I recorded my thoughts, feelings, problems, understandings
and questions. The research diary entries were written as soon as possible after lessons
had taken place. Additional entries were made throughout the research and analysis

process.
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Video recordings
Each drama lesson was videotaped. These recordings provided a record of the lessons'
content, structure, timings and interactions. I recognise that any recording is made from
a particul<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>