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1. Introduction 
1.1 Introduction to Ashden and the Let’s Go Zero campaign 
Ashden is a UK charity that works with organisations, communities and policymakers to 
accelerate climate action and support a faster, fairer transition to net zero. Within the education 
sector, Ashden leads the Let’s Go Zero campaign, which brings together schools, 
multi-academy trusts, local authorities and sector partners around a shared commitment to 
decarbonise the education estate by 2030. The campaign aligns closely with government policy 
priorities for education in England, including the Department for Education’s (2022) 
Sustainability and Climate Change Strategy, which calls for all educational settings to have a 
climate action plan and to reduce their environmental impact while strengthening education for 
sustainable development. 

Let’s Go Zero provides free, practical support to schools, colleges and nurseries in England 
through its team of Climate Action Advisors, who work with school leaders and staƯ to develop 
Climate action plans and take forward decarbonisation across estates, operations and the 
curriculum. While schools across the UK can sign up to support the campaign’s policy goals, the 
climate action support that is the focus of this study is delivered to schools in England only. 
Since 2023, Let’s Go Zero has supported several thousands of schools to take climate action, 
with over 3,200 schools currently being supported by the programme. Through this work, 
schools are addressing energy use, transport, food, waste and nature, alongside wider cultural 
and educational change linked to climate and sustainability. 

 

1.2 Introduction to the evaluation  
Although reducing carbon emissions is the core aim of Let’s Go Zero, Ashden recognises that 
climate action in schools may also generate a wider range of additional benefits, or co-benefits, 
for pupils, staƯ and school communities. These may include improvements to wellbeing, 
teaching and learning, attendance and retention, financial resilience, and the physical and 
social school environment. While there is strong evidence of some outcomes, such as energy 
and cost savings, Ashden identified a lack of robust evidence that captures the breadth, nature 
and distribution of these wider impacts across diƯerent school contexts. To complement this 
evaluation, Ashden simultaneously commissioned a research team from the University of York 
to investigate how school leaders experience climate change, and how they access and engage 
with information about climate action. That study (forthcoming) describes school leaders’ 
experiences of climate action barriers and enablers, the ways they negotiate barriers and the 
structural and systemic support needed to scale up school climate action. 

To address this evidence gap, Ashden commissioned a research team from University College 
London to evaluate the co-benefits of working to take climate action, with support from the Let’s 
Go Zero team. The evaluation also examines how co-benefits are experienced by diƯerent 
stakeholders, including pupils, teachers, school leaders and support staƯ, and how these vary 
across schools. By generating systematic, policy-relevant evidence, the evaluation aims to 
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strengthen understanding of the broader value of school decarbonisation, inform the future 
development of the Let’s Go Zero programme, and contribute to national conversations about 
the role of climate action in improving educational environments and outcomes. 

 

1.3 Research questions  
The evaluation focused on the below questions: 

Q1: What is the nature and extent of the co-benefits of taking climate action, for Let’s Go 
Zero schools?ௗௗ  

Q2: How and why do co-benefits diƯer amongst schools?ௗ  

Q3: How are co-benefits experienced diƯerently amongst school community 
stakeholders?ௗ  

 

1.4 Research Team 
The evaluation was delivered by researchers based at the UCL Institute of Education, a 
world-leading centre for education research, teacher education and policy engagement. The 
project brings together expertise from two specialist research centres within the Institute: the 
Centre for Climate Change and Sustainability Education and the Centre for Teachers and 
Teaching Research. 

The Centre for Climate Change and Sustainability Education is internationally recognised for 
research, professional development and policy engagement in climate change and 
sustainability education. Its work focuses on supporting schools to embed sustainability across 
curriculum, culture and the school estate, and on understanding the wider educational impacts 
of climate action. The Centre for Teachers and Teaching Research brings extensive experience in 
evaluating educational initiatives and policies, with particular strengths in research on teaching, 
teacher retention and school environments. Together, the partnership combines expertise in 
climate and sustainability education with expertise in school and policy implementation 
research. 

Dr Alison Kitson is Co-Principal Investigator and Programme Director at the Centre for Climate 
Change and Sustainability Education, specialising in curriculum and teacher development, with 
a strong track record of researching whole-school approaches to climate change and 
sustainability. 

Dr Mark Hardman is Co-Principal Investigator and Associate Professor in the Centre for 
Teachers and Teaching Research, with a strong track record of leading large-scale and 
policy-relevant educational evaluations. 
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Dr Joy Perry is a Research Fellow based at the Centre for Climate Change and Sustainability 
Education, specialising in the co-benefits of climate and sustainability education for wellbeing, 
equity and learning. 

Dr Alessandra Palange is a Research Fellow based in the Centre for Climate Change and 
Sustainability Education, specialising in participatory and qualitative methods with a focus on 
climate change education and environmental politics. 

Dr Richard Sheldrake is a Senior Research Fellow with the Centre for Climate Change and 
Sustainability Education, who provided specialist support on survey design and quantitative and 
statistical analysis for this report. 

Professor Nicola Walshe, Executive Director of the Centre for Climate Change and 
Sustainability Education, is a leading national and international authority on climate change and 
sustainability education.  
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2. Key Findings 
 

Educational settings undertake a wide range of climate actions, including gardening clubs, 
uniform recycling, improving management of heat and electricity, advancing sustainability 
education, promoting active travel, and incorporating climate considerations into procurement 
and catering. This evaluation shows that climate action in schools, colleges and nurseries 
across England generates a wide and interconnected set of benefits that extend well beyond 
emissions reduction. Across case study and national survey data, educational settings report 
positive impacts for students, staƯ, organisations, families and local communities. Climate 
action is therefore not simply an environmental activity, but a powerful driver of educational 
improvement, organisational development and community engagement.  

These findings are based on a multi-stage approach. The evaluation began with engagement 
with existing literature, climate action plans, and the accumulated knowledge of the Let’s Go 
Zero programme to identify five domains of co-benefit (see Figure 1). These domains were then 
explored in depth through ten case study schools, selected because of their well-established 
climate action work and to reflect a diverse range of phases, contexts and communities across 
England. A national survey of school staƯ was subsequently used to examine the extent and 
variation of co-benefits across these domains, allowing patterns observed in case studies to be 
tested and validated at scale, and to provide a robust evidence base.  

 

Figure 1: The five co-benefit domains 
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Key Finding One: Co-benefits of climate action in schools are common and wide-ranging  

A central finding is that co-benefits of climate action in schools are common, broad and shaped 
by how climate action is enacted over time. 129 distinct co-benefits emerged across our study, 
grouped into sub-domains (see Figure 2), and demonstrate how positive impacts are distributed 
across diƯerent aspects of school life and community engagement. Across the survey, large 
majorities of staƯ reported positive outcomes in key areas with 93% agreeing that students 
develop transferable skills, 91% agreeing that schools foster a culture of sharing and reuse and 
89% agreeing that students adopt healthier behaviours. 

Figure 2: Co-benefit domains and sub-domains  

 

Some benefits—especially those linked to learning, wellbeing and everyday practices—appear 
to be widely experienced. Others, such as financial savings or stronger external partnerships, 
were more evident in the case studies than in the survey responses, which is likely to reflect 
diƯerences in how far climate action has been embedded. Overall, the evidence indicates that 
while core co-benefits are widespread, their depth and interconnectedness increase as climate 
action becomes more established.  

Key Finding Two: The co-benefits of climate action are connected and mutually reinforcing 

Rather than operating separately, the co-benefits of climate action are closely connected.  
Improvements in wellbeing are linked to engagement and participation, which in turn support 
learning and skill development. These processes strengthen organisational culture and extend 
into community engagement. Financial and resource eƯiciencies, while less consistently 
reported, help sustain and scale this activity over time.  
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Case study evidence illustrates how these connections are experienced in practice. For 
example, outdoor learning contributes simultaneously to wellbeing, engagement and 
curriculum delivery. This highlights how climate action becomes most eƯective when it is built 
into everyday school life, rather than treated as an additional activity.  

Key Finding Three: Successful climate action is integrated across all aspects of school life 

Successful climate action is not a single initiative, but rather connects teaching, leadership, 
school environments and community relationships. Survey data supports this, with 87% of 
respondents agreeing that a clear strategy influences day-to-day practice. In schools where this 
is most developed, climate action becomes part of normal routines. As one headteacher stated, 
‘it is just normal for us… it’s just what we do'. 

This helps explain why, although our findings broadly align with co-benefits frameworks in other 
sectors, the co-benefits in educational contexts are particularly wide-ranging. Climate action 
works through the structures and relationships that already underpin school life, enabling 
multiple outcomes to be realised simultaneously. Schools are using climate action not only to 
respond to environmental priorities, but also to address local needs, including wellbeing, cost 
pressures, access to nature and community cohesion. This makes climate action both 
immediately relevant and strategically valuable. In this sense, climate action provides a 
practical bridge between global challenges and everyday school experiences.   

Key Finding Four: The co-benefits of climate action increase over time 

A further key message from the evaluation is that the co-benefits of climate action increase the 
more it is embedded and sustained. Survey findings indicate that schools at earlier stages are 
more likely to report uncertainty about impacts, particularly in relation to finance and 
community engagement. In contrast, case study schools with longer engagement show more 
extensive and integrated co-benefits across domains.  

This reflects the cumulative nature of the work. Activities are often developed through cycles of 
planning, action, reflection and improvement. Structured plans can help schools to get started, 
leading to culture shifts as participation increases and practices become routine. As one senior 
leader described it ‘It’s one thing that we all do together… it’s just building this culture, this way 
of life’ (Director, All Saints School). 

Case study data suggests that although these culture shifts are not immediate, much can be 
achieved in a surprisingly short amount of time. 

Key Finding Five: Participation drives change 

Participation by students, staƯ and communities is a central mechanism through which co-
benefits are realised and sustained. Case study evidence demonstrates how this participation 
reshapes relationships within schools and strengthens agency, while survey results show that 
87% of respondents felt students had more opportunities to take on leadership and decision-
making roles. As participation increases, the school community’s sense of ownership grows, 
reinforcing motivation and enabling sustained cultural change.  
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This active involvement also creates positive feedback loops. As people see improvements, they 
are more motivated to get involved, which leads to further innovation and progress. Over time, 
this helps to create a culture where sustainability becomes part of everyday life within school. 
There are also indications that these eƯects extend beyond the school itself with one parent 
describing how their child had become an advocate for recycling at home: ‘my six-year-old is 
constantly telling me that we have to label our bins… he can tell me exactly why it matters.’ 

Key Finding Six: Supporting system-level change 

The Department for Education’s Sustainability and Climate Change Strategy (2022) is helping to 
establish climate action as an expectation for schools, colleges and nurseries, while climate 
action plans provide a practical structure for aligning activity across domains and embedding 
sustainability into everyday practice.  

The translation of this policy direction into meaningful change is strongly enabled by support 
organisations. Programmes such as Let’s Go Zero provide guidance, expertise and structured 
support that help schools develop coherent, sustained approaches. This support allows 
schools to connect activity across domains, build confidence, and maximise co-benefits over 
time. As one senior leader shared, Let’s Go Zero ‘really got to understand where we are 
currently, where we want to be, what are the barriers to getting there’ (Principal, Chelmsford 
College).  

Conclusion 

Climate action in educational settings produces high-value, system-level change. This 
empirically grounded study found compelling evidence that it can enhance wellbeing, learning, 
organisational development and community partnerships. In doing so, it aligns educational 
practice with policy priorities, while contributing to wider environmental goals.   
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3. Methodology 
3.1 Overview of the approach 
Our study proceeded through four iterative stages of categorising co-benefits, exploring their 
presence in case study settings and then evaluating their prevalence and variation across 
England.  

 

Figure 3: The four stages of the project 

 

 

Phase One: Discovery  

The discovery phase used indicative analysis of existing literature, documents from Let’s Go 
Zero and schools, as well as the experience of Climate Action Advisors, to develop an initial 
typology of co-benefits. This included: 

I. A rapid evidence review of existing literature on climate and sustainability co-benefits, 
drawing on policy, urban and industrial research to identify established definitions and 
typologies, and to assess their relevance and limitations for application within school 
contexts. 

II. Analysis of a range of examples of co-benefits shared by the Let’s Go Zero team, from 
their extensive database of Climate Actions in Schools and existing ‘impact gems’. 

III. Evaluation of a sample of five Climate Actions Plans produced by schools with Let’s Go 
Zero. These were chosen to represent a wide range of diƯerent contexts. 
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IV. Four parallel co-production workshops with Let’s Go Zero Climate Action Advisors, 
focused on identifying and mapping co-benefits within defined domains and linking 
these to the climate actions being implemented in the schools they support. 
 

The findings from this phase of the evaluation are discussed in section four of this report. 

Phase Two: Fieldwork  

In this phase, ten schools were recruited using information provided by Climate Action Advisors 
about schools engaged in climate action, with the intention of exploring the broadest possible 
range of co-benefits during fieldwork. The sampling approach prioritised diversity rather than 
representativeness, and the inclusion of primary, secondary and post-16 settings, urban and 
rural contexts, and schools in more and less socio-economically advantaged areas (using the 
Income Deprivation AƯecting Children Index (IDACI) as a proxy). We chose schools who had 
been engaged with Let’s Go Zero for at least nine months. 

Contextual data were gathered for each school and its community prior to fieldwork, including 
publicly available information from the Department for Education (DfE), school websites, Ofsted 
reports, climate action plans and sustainability audits. Researchers communicated with school 
leaders and sustainability leads to gain further contextual information (both verbally and 
through sharing newsletters, media, governors reports and other internal documentation as 
appropriate). Interview protocols were developed to build from consideration of personal 
experiences to broader community eƯects, while exploring the domains of co-benefits devised 
in Phase One of the projects. Common elements of the protocols supported later comparison of 
cases, whilst each was tailored to the actions, priorities and contexts visited. Early case studies 
were conducted jointly by two researchers to align approaches to data collection. 

Although adapted to each setting, data collection included student and teacher focus groups, 
as well as walking interviews (Springgay & Truman, 2018) with key staƯ members (for example 
ground staƯ, sustainability leads, school leaders and catering managers). Walking interviews, 
complemented by further observations (for example of lunchtime, playtime, gardening clubs), 
allowed researchers to understand and document (through photographs and audio) the role and 
impact of place and space within school climate actions.  

Phase Three: Survey  

The case study data was used to generate a series of hypotheses about a range of potential co-
benefits under five headings: wellbeing of staƯ and students, local community and environment, 
knowledge and skills, organisational benefits and cost savings and resources. These hypotheses 
were then tested out with a broader sample of schools through a survey (see Appendix Three).   

The survey was distributed by Let’s Go Zero across schools who have created climate action 
plans with the support of Climate Action Advisors, working either on an intensive, one-to-one 
basis, or engaging in other ways, for example through workshops.  In the first part of the survey, 
data about the schools’ characteristics was captured through the school name and postcode 
and data about the role of the respondent was also collected.  Those schools who had worked 
intensively with Climate Action Advisors to write a climate action plan were also asked how long 
they had been working with Let’s Go Zero.  
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The survey gathered responses about the perceived co-benefits across the five areas outlined 
above.  Under each area, prefaced by ‘Please indicate how far you agree that each of the 
following benefits have resulted from your school’s sustainability initiatives and working with 
Let’s Go Zero’, respondents were given four statements with response options of ‘Strongly 
agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’. Within each area, respondents were also invited to 
provide further details in open text boxes with the prompt ‘Please share at least one example of 
these or other benefits to the school community in terms of wellbeing / local community and 
environment / knowledge and skills / organisational benefits / cost savings and resources’. At 
the end of the survey, respondents were provided with a final open text box and the prompt 
‘Please use this box to record any other benefits to your school resulting from sustainability 
initiatives and working with Let’s Go Zero’. Finally, staƯ were asked ‘Would you recommend that 
other schools work with Let’s Go Zero?’ with response options of ‘Yes’ and ‘No’. 

Phase Four: Analysis and Reporting  

Case Study Analysis 

Following the majority of case study visits, the team mapped initial reflections from each case 
study against the typology of co-benefit domains derived during Phase Two of the project). From 
this, an initial coding grid was derived including subdomains, which formed the basis of 
thematic analysis (Braun & Clarke, 2021; 2013). Coding of all case study data was completed 
using Nvivo15 software, with each researcher adding additional codes inductively where 
necessary.  Data were coded for co-benefits, climate actions and the type of evidence 
presented. 

Case study data were then combined and an inductive process undertaken of rationalising and 
combining codes until distinctive subdomains of co-benefits remained. Nvivo software was 
used to interrogate the data through queries and visualisations ahead of reporting. 

Researchers also compiled ‘snapshots’ of each case study school, identifying primary climate 
actions and the most significant perceived co-benefits in each case. These are available in a 
separate document alongside this report. 

Survey Analysis 

Quantitative analysis considered whether the patterns of responses for perceived benefits 
(across ‘Strongly agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’ responses) were similar or diƯerent 
across respondents from schools with diƯerent circumstances, through cross-tabulations with 
chi-squared tests. When the analysis revealed an overall diƯerence in the patterns of 
responses, further tests were applied in order to gain greater understanding into the meaning of 
the pattern of diƯerences. This involved considering whether there was a diƯerence around 
benefits being perceived or not (involving agreement rather than disagreement via staƯ selecting 
‘Strongly agree’ or ‘Agree’ rather than ‘Disagree’), and whether there was a diƯerence around the 
extent of any benefits when they were perceived (involving extents of agreement via staƯ 
selecting ‘Strongly agree’ rather than ‘Agree’). The quantitative analysis produced indicators of 
the magnitude of any diƯerence (Cramer's V values) and the statistical significance of any 
diƯerence (p values). For brevity, the results sections describe statistically significant 
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diƯerences (p < .05) and relevant percentages to inform understanding around any patterns of 
diƯerences; the details of the similarities and diƯerences in patterns of responses (across 
‘Strongly agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’ responses) are appended. 

Using qualitative thematic analysis, researchers analysed 1,515 narrative responses from 
respondents. While these were already loosely grouped into distinctive co-benefit domains due 
to the survey structure, responses within a single text box often referred to more than one co-
benefit domain and were consequently coded manually to ensure that every type of perceived 
benefit was captured.  Following the manual coding, the text responses were analysed for 
emerging themes, drawing on the co-benefit domains used in the case study. 

Synthesis and Reporting  

This report follows a broadly chronological reporting structure in order to show the progression 
of the typology of co-benefits derived. Section Four describes the development of co-benefit 
domains from literature, evidence from the work of Let’s Go Zero and school climate action 
plans. Section Five shares findings from case study schools and survey findings are reported on 
in Section Six, where hypotheses around co-benefits were tested and their prevalence within 
diƯerent schools explored. Section Seven was written only once these other sections were 
completed, through synthesis of evidence across datasets.   

All participating case study schools were given an opportunity to comment on and approve their 
representation within the report and the relevant snapshot prior to the report and snapshots 
being published. 

 

3.2 Participants  
Workshops with Climate Action Advisors 

32 Climate Action Advisors, working across all regions of England, worked with us to exemplify 
and expand our original typology, during face-to-face co-construction workshops which took 
place in London in December 2025. The advisors were organised into four groups each focusing 
on two domains of co-benefits. 

School Case Studies 

The case studies were drawn from across regions in England and included primary, secondary, 
further education and special schools. See Appendix One for more information about the 
schools chosen.  Schools’ actual names are used throughout this report with their permission. 
Figure 4 below shows the location of the schools. 
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Figure 4: Location of case study schools 

 

 

Survey Responses 

Responses were received from 377 staƯ across schools and equivalent educational institutions. 
265 (70%) of these responses were from schools who have worked intensively with Let’s Go Zero 
and received individualised support, and 112 (30%) of responses were from schools that have 
engaged with Let’s Go Zero in other ways such as workshops. The staƯ from institutions with 
intensive support reported varying lengths of time that they had been working with Let’s Go Zero, 
from less than one year (38% of those who answered this question), between one and two years 
(54%, 137), and two years or more (9%, 22). 

Respondents reported holding various and, in some cases, multiple roles, of which 
Sustainability Lead or Senior Leader were most common (see Table 1). In terms of location, 
respondents’ schools were spread across England (see Table 2). 
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Table 1: Survey respondents by role 

 Respondents Percentage 

Sustainability Lead 225 60% 

Senior Leader 204 54% 

Other 106 28% 

Teacher 93 25% 

Estates 23 6% 
 

Notes: The table shows responses from 376 staƯ who answered the question about their role; staƯ could 
report that they hold multiple roles. 

 

Table 2: Survey respondents by region 

 Respondents Percentage 

South East 62 17% 

London 57 15% 

Yorkshire and the Humber 48 13% 

East Midlands 45 12% 

West Midlands 44 12% 

North West 33 9% 

East of England 32 9% 

South West 32 9% 

North East 15 4% 
Notes: The table shows responses from 376 staƯ who answered the question about their role; staƯ could 
report that they hold multiple roles. 

 

Respondents’ schools were located within areas covering the range of most deprived to least 
deprived areas via the Income Deprivation AƯecting Children Index (IDACI) from the wider Index 
of Multiple Deprivation across England as of 2025. 26% (94 of 367) of respondents were from 
schools located within the most deprived areas (regions classified with IDACI deciles 1-3), 47% 
(174 of 367) from institutions located in less deprived areas (regions classified with deciles 7-
10), with the remainder located within areas closer to the middle of the regional deprivation 
scale across England (27%, 99 of 367, regions classified with deciles 4-6). 



 
 
 

 

 

18

4. Co-benefits from literature and practice 
4.1 Review of existing literature 
In the climate and sustainability literature, co-benefits are commonly understood as the 
additional positive eƯects that arise from actions primarily intended to mitigate or adapt to 
climate change, beyond their direct emissions impacts. For example, reducing transport 
emissions by walking also has health co-benefits, or enhanced green spaces have co-benefits 
of improved wellbeing and biodiversity. The Intergovernmental Panel on Climate Change (IPCC) 
defines co-benefits as the positive eƯects of climate policies on objectives other than those 
directly targeted, while also recognising the potential for adverse side-eƯects (IPCC, 2014, 
p. 23). Similarly, the Organisation for Economic Co-operation and Development (OECD) 
highlights that climate mitigation policies can simultaneously deliver improvements in energy 
security, air quality, public health, and biodiversity (OECD, 2015, p. 24). 

A substantial body of literature has developed typologies to systematise these eƯects, largely 
focused on cities, infrastructure, and economic sectors. Influential urban-focused syntheses 
argue that co-benefits are particularly salient at the local level, where citizens can directly 
observe improvements in daily life, such as cleaner air, healthier mobility, and improved 
wellbeing (Floater et al., 2016, pp. 4–7). Floater et al. further emphasise that co-benefits vary in 
scope, intentionality, and scale, and distinguish between mitigation co-benefits, adaptation 
co-benefits, and integrated policy outcomes, highlighting the diƯiculty of developing 
comprehensive yet usable taxonomies for decision-makers (Floater et al., 2016, pp. 12–15). 
Complementary narrative reviews map co-benefits onto issues of public concern, including 
health, employment, equity, and quality of life, arguing that these links can increase political 
and social support for climate action (Jennings, Fecht, & De Matteis, 2020, pp. e426–e428). 

Recent work on UK industrial decarbonisation provides one of the clearest operational 
typologies in the literature. Abbas etௗal. (2025, pp.ௗ2–3) classify co-benefits into four clusters: 
environmental and health gains; energy cost savings and productivity improvements; 
innovation, skills and employment; and energy security and system resilience. They also 
underline that much of the current evidence base remains weighted towards research and early 
deployment stages, meaning that many co-benefits are anticipated rather than realised, and 
contingent on enabling policy, infrastructure, and market conditions (Abbas etௗal., 2025, pp.ௗ3–
4). 

By contrast, there is relatively little literature that explicitly conceptualises or evaluates 
co-benefits as they arise within schools as institutional settings. Research on sustainable 
schools programmes has documented a wide range of environmental, educational, 
organisational, and community-related outcomes, including changes to school culture, 
professional practice, student engagement, and resource use (Rickinson et al., 2016, pp.ௗ360–
364). However, these outcomes are rarely framed explicitly as co-benefits of climate or 
sustainability action, nor are they systematically linked to the typologies developed in wider 
climate and urban policy research. Instead, Rickinson etௗal. argue that research on sustainable  
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schools has focused predominantly on whether programmes have impacts, rather than on how 
and why they generate influence in particular contexts (Rickinson etௗal., 2016, pp.ௗ368–370). 

Taken together, the reviewed literature suggests that while robust definitions and typologies of 
co-benefits are well established in climate, urban, and industrial policy research, they have yet 
to be meaningfully adapted to consideration of co-benefits in schools.  

 

4.2 Developing an initial typology from Let’s Go Zero data 
and climate action plans 

Building on the above review of the literature, we adopted an approach in which typologies 
identified in the wider literature were examined alongside a practice-based list derived from 
examples of co-benefits compiled by Let’s Go Zero from their database of school climate 
actions and impact case studies. These sources were brought together to form an initial 
integrated list, which then required further refinement. To assess whether key areas had been 
overlooked, we undertook document coding of the Let’s Go Zero examples themselves, followed 
by coding of a sample school to explore more speculative and forward-looking co-benefits 
anticipated as a result of planned actions. We then reviewed a further small sample of climate 
action plans produced by Let’s Go Zero schools, selected to represent a wide range of contexts, 
in order to iteratively expand, test, and tidy the emerging typology ahead of subsequent 
co-production work. 

Co-production and further refinement of the domains were then undertaken through four 
parallel workshops, each led by a member of the research team with a quarter of the Climate 
Action Advisors. In advance, groups were allocated two domains derived from the earlier coding 
of examples and action plans. Advisors were first asked to generate examples of co-benefits 
drawn from their experience of working with schools, and then to link these explicitly to the 
climate actions from which they emerged. Prompts were given around the pillars of climate 
action used within Let’s Go Zero processes, and by the Department for Education: 

 Decarbonisation and Energy EƯiciency 
 Climate Adaptation and Resilience 
 Biodiversity and Green Infrastructure 
 Climate Education, Green Skills and Careers 

 
Groups were subsequently asked to reorganise the generated examples of co-benefits and 
associated actions to produce a more granular and detailed typology. Finally, they were invited 
to evaluate and critique the domains themselves, considering the extent to which domains 
overlapped or omitted relevant examples. The research team then met to collaboratively 
interrogate the outputs of the workshops, using these discussions to further refine, clarify, and 
consolidate the domains. 
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An example of part of the output of one of the groups is included in Table 3 below. 

 

Table 3:  Example of actions and co-benefits generated, focusing on community and local environment 

Climate action in school Illustrative co-benefits identified 

Establishment of a new 
community garden 

Strengthened community relationships, including with care homes, 
increasing participation by grandparents in school activities; 
increased social connection across generations 

Introduction of composting as 
part of a garden or food project 

Reduced waste disposal costs; educational benefits linked to circular 
economy and food systems 

Development of Forest School 
or outdoor learning space 

Additional income stream from renting these spaces to other schools; 
increased uptake of students; strengthened links between schools 

Adoption of an active travel 
initiative 

Improved air quality around the school; increased social interaction 
among families; reduced local traƯic congestion 

Installation of community 
energy infrastructure 

Community engagement around local energy generation; improved 
understanding of energy issues beyond the school 

Installation of an EV charger on 
school site 

Additional income stream for the school; staƯ transition from petrol or 
diesel vehicles to EVs 

Introduction of an active or 
simplified school uniform policy 

Reduced costs for families; fewer clothing purchases and washes; 
lower indirect household energy use 

Implementation of 
heat-adaptation policy 

Reduced behavioural issues during hot weather; reduced need for 
extra staƯing to manage behaviour and attendance. 

Engagement with local 
environmental or conservation 
groups via Let’s Go Zero 
contacts 

Increased volunteer capacity for local groups; enhanced care for the 
local environment 

 

4.3 Co-benefits typology  
For the iterative processes described above, a mapping was produced in which domains, 
subdomains and examples were linked. For clarity of sharing, and for use in fieldwork, we 
produced an infographic (see Figure 5) which is a simplified version of the version shared in our 
Key Findings. 
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Figure 5: Infographic of co-benefit domains shared with research participants 
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5. Co-benefits in case study schools 
5.1 Body and Mind 
28 distinct co-benefits emerged in relation to physical and mental co-benefits across our case 
study data. Through inductive engagement with the coded data, we consolidated them into the 
typology below.  

 

Subdomain Included Co-benefits 

Positive self-
perception and agency 

Increased pride; Increased confidence; Increased sense of 
purpose; Increased satisfaction; Feeling more valued; Enhanced 
personal development; Increased autonomy; Increased 
intentionality 

Engagement, 
enjoyment and 
motivation 

Increased engagement; Having fun at school; Enthusiasm; 
Experimenting and openness to try new things 

Belonging, ownership 
and inclusion 

Increased sense of belonging; Increased sense of ownership; 
Reduced social pressure to conform 

Wellbeing, regulation 
and emotional safety 

Increased calmness; Sensory benefits; Improved behaviour; Better 
emotional regulation; Increased sense of safety; Reduced eco-
anxiety; Teachers developing eco-anxiety strategies 

Physical health and 
activity 

Increased physical activity; Healthier lifestyle choices; Feeling 
more refreshed 

Connection to nature Greater connection to nature 

Environmental 
conditions and 
comfort 

Improved comfort; Increased focus 

 

Climate action across the case study schools is consistently associated with a wide range of 
physical and mental co-benefits, most of which are experienced directly by students, but are 
also evident among staƯ. These co-benefits appear across diƯerent types of climate action and 
are closely interconnected, with strong relationships between enjoyment, belonging, wellbeing, 
and developing a sense of purpose. 

A repeated pattern across the data is the development of positive self-perception and agency 
among students. Participation in climate-related activities frequently generates a sense of pride 
and achievement, particularly where students can see tangible outcomes from their work. At All 
Saints School, students involved in construction and community projects developed 
independence and confidence through authentic engagement with workplace practices, 
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including being trusted to use machinery and contribute to local infrastructure. These 
experiences often extend into leadership contexts, where presenting to governors or organising 
eco council activities provides opportunities to influence decision-making, described by staƯ as 
a ‘massive confidence boost’ (Sustainability Lead, Brindishe Green). 

At Reid Street Primary School, this relationship between agency and wellbeing is made explicit, 
with staƯ emphasising that participation in climate action reduces feelings of helplessness. As 
the sustainability lead explained, children ‘think they are changing the world for the better… and 
that removes that kind of ‘it’s all hopeless’ feeling.’ At The High School Leckhampton, similar 
dynamics are evident, with students describing how taking action enables them to feel they are 
‘making a diƯerence,’ which ‘stops that climate anxiety from looking in’.   At All Saints School, 
climate education is explicitly used to address eco-anxiety, with staƯ emphasising the 
importance of ‘embracing it… and thinking about what you can do’ as a way of reducing fear and 
fostering a sense of control. For staƯ, these approaches also contribute to improved mental 
wellbeing, particularly where sustainability work reduces feelings of frustration or 
powerlessness and creates a sense of collective progress. 

For staƯ, parallel processes operate at a professional level. Engagement in sustainability 
initiatives contributes to increased job satisfaction and a stronger sense of purpose, particularly 
where personal values align with institutional priorities. 

Closely linked to this is the role of climate action in increasing engagement, enjoyment and 
motivation. Activities associated with sustainability are frequently described as motivating, 
hands-on, and distinct from routine classroom learning. Students participate enthusiastically in 
activities such as gardening, sustainability weeks, Forest School sessions, and environmental 
competitions. At Bugle School, outdoor learning is embedded through Forest School provision, 
with staƯ observing that ‘it just comes to life as soon as you're outside,’ particularly when 
students engage in sensory and practical activities such as mud play or habitat creation. 
Students at Sale Grammar School similarly emphasised that engagement is closely tied to how 
sustainability activities are structured. Competitive and creative formats were identified as 
particularly motivating, with one student noting that the Young Green Briton Challenge ‘was like 
a competition so you wanted to get through so you put in that extra eƯort,’ highlighting how 
challenge-based learning can increase motivation. 

At Brindishe Green, eco council participation and related projects create opportunities for 
students who may be less engaged in traditional academic tasks to experience success. This 
finding is repeated at The High School Leckhampton, where students who might otherwise 
struggle in classroom settings were described as highly engaged in environmental activities 
such as practical outdoor conservation work, with staƯ noting that they ‘couldn’t get them oƯ 
the hill’ when involved in hands-on tasks. The Sustainability Lead at King Edward VI Academy 
referred two members of gardening club who ‘predominantly didn't take part in clubs and 
certainly were not as confident in social situations. And it gave them a diƯerent sort of activity 
they could take part in.’  In one case, a student who finds social situations very diƯicult was 
interacting with younger children and telling them what to do leading to the observation that ‘I've 
known her an entire time here, and it's sort of the most open I've seen her with others’. 
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These patterns of engagement are also visible among staƯ, where initiatives such as running 
clubs, yoga sessions, or sustainability competitions contribute to increased enthusiasm and 
participation in school life. 

Experiences of engagement are closely associated with a growing sense of belonging, 
ownership and inclusion. Climate action initiatives often create shared goals that bring 
together students, staƯ, and the wider community, resulting in collective identity and pride in 
school spaces. At All Saints School, the development of recycling systems and shared routines 
around waste reinforced a sense of collective responsibility, with students maintaining systems 
in school while also transmitting these practices into their home lives. At King Edward VI 
Academy, the students in the gardening club grow food that they sell to staƯ which creates a 
positive ethos of community and shared endeavour:  

‘We had some spicy rocket salad leaves last year and they loved giving those out 
to staff and watching their faces as they tried it…[the] staff are brilliant at praising 
the kids and saying how fantastic it was what they were doing. So it’s definitely, 
there was a real positive with that and seeing them interact with the students and 
the students loved telling them what they were doing and how they were doing it 
and why certain things had to be that way.’ (Sustainability Lead) 

At The High School Leckhampton, this sense of belonging is explicitly framed in inclusive terms, 
with sustainability described as a ‘unifying’ aspect of school life in which all students, 
regardless of background or attainment, are able to participate meaningfully. Participation 
structures such as eco councils, leadership groups, and community projects provide students 
with opportunities to influence their environment, reinforcing a shared sense of ownership. This 
is further supported by practices that reduce barriers to participation, ensuring that 
sustainability initiatives are accessible across the school community. A central outcome of 
these combined processes is enhanced wellbeing, regulation and emotional safety. Every 
case study school reported activities related to the sensory benefits of outdoor spaces and/or 
the use of more natural material indoors and the benefits of this to students, especially those 
with Special Education Needs and Disabilities (SEND). At Bugle School, for example, the 
introduction of emotionally regulating classrooms, including natural materials, reduced lighting 
and sensory spaces, was associated with a significant reduction in behavioural incidents. 
Outdoor environments play a key role in this, providing spaces where students can regulate 
emotions through interaction with nature. Similar benefits were visible at Lenthall Infant and 
Nursery School where the improved self-regulation of children, especially in the nursery, was 
associated with outdoor or semi-outdoor play areas and calming spaces full of natural 
materials: 

‘We've got a number of high needs profile children across the school that…..don't 
stay regulated within a normal classroom …[some] of the children across school 
that you're seeing are awaiting special needs schools and you can see that their 
desire when the internal spaces have become too much for them, they seek those 
outdoor spaces. And….we've got staƯ then that can enable that and facilitate 
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activities outside for them to stay regulated. So we're not seeing a lot of 
dysregulated children who then need to access our internal kind of sensory 
spaces because actually we're using the bigger and wider grounds. You know, 
sometimes children just need to be outside and just need to run and they just 
need to feel that fresh air….we're actually finding an influx of parents who are 
coming to Lenthall Infant and Nursery School to bring their child with SEND 
because obviously they know that this is an area where they can thrive.’ 
(Headteacher, Lenthall Infant and Nursery School.) 

The positive eƯect of better outdoor spaces was echoed across the schools, for example at 
Bugle School: 

‘I've had times when there's been a child who's dysregulated and we've been able 
to use those spaces to just be in nature, to connect with nature, to do activities 
where we're actually using mud and diƯerent textures and we've made mud pits, 
like you said, take shoes on top and stand in the mud, standing, we put warm 
water in, cold water in. So all diƯerent senses. It just comes to life as soon as 
you're outside.’  (Forest School Lead, Bugle School) 

These benefits were by no means restricted to primary schools however, with new sensory 
outdoor spaces planned in several case study schools including Chelmsford College Further 
Education College.  In Sale Grammar School, where all students go outside at break and 
lunchtime and the SEND students have their own outdoor area, the Headteacher explained that 
the school is now fundraising and seeking additional grants  to ‘create more of a sensory space 
there, a calmer space’ and is exploring how they can use the outdoor space to further support 
their students, for example through other therapies such as gardening. 

Alongside these aƯective impacts, climate action contributes to physical health and activity, 
particularly for students. Sustainability initiatives often promote more active lifestyles through 
both structured programmes and everyday practices. At Brindishe Green, campaigns promoting 
walking, cycling, and scooter use led to noticeable increases in active travel to school, while 
outdoor learning and Forest School provision at Bugle School ensured regular opportunities for 
movement and physical engagement. This is echoed at The High School Leckhampton, where 
walking and cycling are actively encouraged as part of school policy, contributing both to 
environmental goals and to student health. Among staƯ, similar patterns emerge, with 
increased participation in walking, cycling, and other forms of physical activity linked to broader 
cultural shifts around sustainability and health.  For example, staƯ at Sale Grammar School are 
encouraged to consider alternative ways to travel to meetings, for example by using the local 
tram network or walking if possible. This, alongside other schemes such as the cycle to work 
scheme are providing staƯ with additional wellbeing and health benefits. 

Underlying and linking many of these outcomes is an increased connection to nature, which 
functions both as a distinct benefit and as a driver of other co-benefits. Across case study 
schools, students engage directly with natural environments through gardening, Forest School, 
wildlife projects, and outdoor learning. At Bugle School, this is explicitly intentional, with staƯ 
encouraging students to use natural environments as a way of understanding emotions and 
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developing calmness. At The High School Leckhampton, this connection extends beyond the 
school site through activities such as conservation work and nature-based learning, reinforcing 
both environmental awareness and emotional engagement with place. Students themselves 
describe this connection in aƯective and ethical terms, noting that engagement in 
environmental activities makes them feel ‘more connected to nature’ and ‘relieved knowing that 
we can make a diƯerence’ (Student focus group, Bugle School). This is particularly significant for 
students with limited access to nature outside school, making these experiences both novel 
and highly impactful: 

‘We've got a high proportion of disadvantaged students here. So many of them 
won't have those opportunities outside, and not just because they have special 
educational needs, but for many other diƯerent reasons, for their vulnerabilities. 
And having them to go outside and do things is fantastic. We mentioned earlier 
about the teamwork, that it's built up because they're working together to come to 
this common goal.’  (Head of Science, King Edward VI Academy) 
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5.2 Local Community and Environment 
We identified 20 distinct co-benefits relating to the environment in which the school sits and the 
people and organisations which interact with it through climate actions. These co-benefits are 
closely interconnected. Through iterative analysis they were clustered into subdomains: 

 

Subdomain Included Co-benefits 

Behavioural Transfer Transfer of school actions into home life; Reduced traƯic; 
Increased outreach eƯorts 

Environmental 
Improvement and 
Place-Based Impact 

Improving quality of environment (school grounds); Improving 
quality of environment (outside the school grounds) 

Community 
Engagement and 
Relationships 

Increased family engagement in school life; Stronger parent 
relationships; Stronger staƯ relationships; Increased use of 
facilities by community; Engagement with alumni 

Social Inclusion, 
Equity and Cohesion 

Increased inclusivity; Engagement of diverse or hard-to-reach 
communities; Integrating deprivation alleviation and climate action; 
Increased sense of community cohesion 

Partnerships, 
Collaboration and 
External Networks 

Partnership with local organisations (community groups, charities); 
Using or supporting local businesses; Working with external 
organisations (national and local); Engagement with local experts; 
Increased engagement with local authorities; Collaboration with 
other schools 

 

A central and widely evidenced process is behavioural transfer, where sustainability practices 
developed in school extend into home life and wider social contexts. This is strongly reflected in 
the way sustainability learning reshapes behaviours, knowledge, and interactions within 
families. In Brindishe Green, for example, parents described how children directly influence 
household practices: 

‘my six-year-old is constantly telling me that I have to label our bins the colours 
that they have in her classroom. No, honestly, she's amazing. …And they explain 
to kids why there are meat-free days... my son can explain to me exactly why it's 
meat-free. He can explain exactly why it matters’ (Parent, Brindishe Green). 

At Bugle School, this transfer extends into shared practices and relationships within families: 

‘We learn how to plant trees and how to plant like flower beds one time and the 
safe kind of mud to make a mud mask. I did it out in Forest School and then I did it 
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back at home and me and my mum did gardening together and I showed her that I 
know how to make [a mask]’ (Student, Bugle School). 

At Sale Grammar School, behaviours include the reduction of packaging and purchasing, with 
refill shop products taken home in reused plastic containers.  

Across schools such as Hollinswood Primary School and Nursery and The High School 
Leckhampton, these processes become embedded within everyday routines and wider social 
networks, generating what was described as a broader ‘ripple eƯect’ across communities, 
where the actions and behaviours of students, families and other community members 
influences the behaviour of others. In some cases this extended into civic engagement, 
including student involvement in local campaigns around green space and transport. 

This connects closely to environmental improvement and place-based impact, which is 
evident in both the transformation of school grounds and engagement with environments 
beyond the school site. At King Edward VI Academy, this transformation was described as a 
fundamental shift in the character of the school environment: 

‘it looks more looked after… children are no longer in a concrete jungle… we’ve 
planted greenery and they’re actually surrounded by nature’ (Operations Manager, 
King Edward VI Academy). 

Such changes enhance both wellbeing and learning conditions, and are often linked to 
behaviour change. Beyond the school site, students at King Edward VI Academy take active 
roles in environmental stewardship, for example through litter picking in local areas or working 
with local tradespeople to build bat boxes from scrap materials. In these cases, environmental 
improvement becomes part of a wider culture of contribution and responsibility. 

These developments are closely intertwined with community engagement and relationships, 
where sustainability initiatives increase family involvement and deepen connections between 
schools and their communities. At Lenthall Infant and Nursery School, parents contribute their 
time and growing expertise to grow fruit and vegetables with the children which they all prepare 
and eat together: 

‘We had blackberries that day as well, because we put the blackberries in the 
water. So when the kitchen group, me and the kids, went back up to the allotment 
group, we went up with a jug of water, so they all had some blackberry water, 
some potatoes, some carrots and some pak choi.’ (Parent, Lenthall Infant and 
Nursery School) 
 

Engagement can also spread organically among families: 

‘it starts to spread… suddenly I had parents approaching me asking if we could do 
with stuƯ… you can see that this community is really growing and growing’ 
(Parent, Brindishe Green). 

At Bugle School, relationships are further strengthened through everyday interactions around 
sustainability activities at the end of the day: 
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‘parents wander down… and we’ll just start talking about the things that they’ve 
been doing… things they’ve seen… and that builds relationships’ 
(Forest School Lead, Bugle School). 

At Sale Grammar School, refill shop activity provides further opportunities for interaction 
between students, teachers and parents, contributing to ongoing engagement and informal 
conversations. Across cases, these dynamics support stronger parent relationships and 
increased use of school spaces by the community, often positioning schools as local hubs. They 
also support relationship-building between parents themselves, particularly through low-
threshold, inclusive forms of participation: 

‘it allows you to connect with other parents in a joyful way… we were collecting 
materials for reception to use for their art project … it's a friendly way of involving 
people, not always just asking them for money all of the time’ 
(PTA Focus Group, Brindishe Green). 

These relational processes intersect strongly with social inclusion, equity and cohesion, 
where sustainability initiatives are used to broaden participation and address disadvantage. At 
Bugle School, staƯ explicitly acknowledged local inequalities in access to outdoor space: 

‘[some pupils] have no access to any outdoor space… so we have to do whatever 
we can to mitigate that… exposure to the natural world is a really, really significant 
thing for us’ (Headteacher, Bugle School). 

At King Edward VI Academy, climate action is intentionally aligned with equity and targeted 
provision: 

‘We brought in some soil that they could sniff…and they just loved it. Some of our 
students, we might be 20 minutes from the beach but haven’t been to the beach. 
We’ve got some students that have never been to a river, some of them have 
never been to a major city. The sort of the deprivation/disadvantage issues, if we 
can bring little snippets in there just to inspire them and show them this big world. 
(Humanities Lead, King Edward VI Academy) 
 

King Edward VI Academy also runs a second-hand uniform initiative called ‘Kevinted’ which is 
run by year 11 students. All profits go towards the year 11 leavers party which motivates the 
students (who develop valuable leadership and teamworking skills at the same time).  No item 
costs more than £2 and most are much less, saving parents money, including parents whose 
children may have been excluded from other schools and have to face the cost of buying a 
different set of uniform.  
 
At Reid Street Primary School, similar practices operate through a ‘sharing shed’, supporting 
families while reducing waste. Inclusivity is also reflected in culturally responsive practices: 

‘We've got 28 languages going on in school now. So we lean into that really heavily 
and we do a lot of work around that….This year we're doing a competition around 
recipes that have come from diƯerent countries and then linking that to food 
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waste and cooking for families and can we bring those skills back and so on. 
And... we all sang…What a Wonderful World but we did it in all diƯerent languages 
and then they stitch it together as a giant film with lots of schools across the North 
East and so we use that to talk about the planet and eco and so on.’ (Principal, 
Reid Street Primary School) 

Through these processes, climate action contributes to a stronger sense of community 
cohesion. At All Saints School, this is described in terms of shared practices becoming 
embedded in everyday life: 

‘it’s one thing that we all do together… ‘don’t put it in there, put it in there because 
that’s what we do’… it’s just building this culture, this way of life’ 
(Director, All Saints School). 

Similarly, at The High School Leckhampton, climate action is unifying and fundamentally 
inclusive: 
 

‘So it's very unifying, it's very accessible for a very inclusive school… So that's a 
really positive impact on all children because they see all children being able to 
get involved in activities regardless of prior attainment and those kind of things. So 
it sends a message to everybody that this is important, everybody can do it. It's a 
positive message, it's a unifying message. It's all the things we're trying to do in a 
school. It's really, really important.’ (Headteacher, The High School Leckhampton) 
 

At Hollinswood Primary School and Nursery, this shared activity contributes to a broader sense 
of belonging: 

‘it brings everybody together… people who come and they literally know no one… 
and actually school becomes a hub… it is about developing that sense of 
belonging… everybody working together’ (Headteacher, Hollinswood Primary 
School and Nursery) 

Finally, co-benefits extend through partnerships, collaboration and external networks, 
embedding schools within wider systems. This includes engagement with local authorities 
through both advocacy and collaboration, such as students writing to councils at All Saints 
School or contributing to clean air campaigns at Reid Street Primary School. Schools also work 
closely with local organisations and businesses, often through co-produced projects. At 
Chelmsford College, this is described as mutually beneficial: 

‘It’s a benefit to both sides… rather than having a large corporation… building 
those [local] relationships mean we do it together.’ (Chelmsford College, Site 
Manager). 

Schools also draw on external expertise to enrich learning, as seen at Bugle School: 

‘we had lecturers and scientists and people that came as an actual panel for the 
children to talk to’ (Teacher, Bugle School). 
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Collaboration between schools further supports the sharing of knowledge and practice, for 
example at Brindishe Green: 

‘a group of primary schools in the local area all working together… certain people 
went on the training and then we came back… and disseminated it to the rest of 
the staƯ’ (Brindishe Green, Teacher). 

These findings show that benefits for communities and the environment don’t happen on their 
own. They build up through everyday actions that connect together, such as changes in 
behaviour, improvements to local places, working with the community, bringing people together, 
and linking the school with wider systems and organisations. 
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5.3 Knowledge and Skills Development 
Through coding of case study data, we arrived at 40 diƯerent co-benefits for the knowledge and 
skills that are developed by students, teachers and other stakeholders as co-benefit of climate 
actions. We then grouped these thematically to provide a more manageable set of co-benefit 
subdomains for consideration.  

 

Subdomain Included Co-benefits 

Cognitive and 
Analytical 
Development 

Systems thinking; Data collection and interpretation; Critical thinking; 
Interdisciplinary learning; Problem solving; Research skills; 
Understanding school organisation; Maths skills 

Applied and 
Experiential 
Learning 

Hands-on / practical learning; Horticultural knowledge and skills; 
Learning linked to real-world contexts; Observational skills; Using 
everyday products as learning resources; Bike riding skills; Cooking 
skills; First aid knowledge and skills; Fine motor skills 

Transferable and 
Future Skills 

Presentation skills; Independent learning; Collaboration skills; 
Teamwork; Entrepreneurial thinking and business skills; Creative 
thinking and practice; Awareness of sustainability-related careers; 
More reading opportunities; Digital literacy; Greater awareness of local 
job opportunities 

Agency, 
Leadership and 
Participation 

Leadership skills; Advocacy and campaigning skills; Public speaking; 
Project planning and delivery; Networking skills; Motivation and 
persuasion skills; Advocacy and accountability skills; Pupil-led learning 

Climate and 
Sustainability 
Literacy 

Climate and environmental literacy; Climate literacy; Awareness of 
supply chains and ethical sourcing; Emerging energy literacy and 
awareness; Awareness of town planning 

 

Evidence across the case study data suggests that climate action consistently supports 
cognitive and analytical development among students, largely through embedding 
sustainability into curriculum subjects and through inquiry-based learning, where students 
engage with evidence, interpret data, and think critically about complex environmental systems. 

At All Saints School, for example, sustainability was incorporated into computing through data-
based decision-making tasks in which Year 9 students: 

‘had to choose a location they wanted to live in the world… based on data… 
including climate change and emissions’ (Joint Sustainability Lead, All Saints 
School). 

This illustrates how disciplinary knowledge is applied to real-world contexts. Similarly, at 
Brindishe Green, teachers described a shift in students’ reasoning abilities, noting that 
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students developed critical thinking skills through spotting patterns around global 
warming. 

Adults also develop analytical capacities, particularly in curriculum design and subject 
knowledge. At Hollinswood Primary School and Nursery, the sustainability lead works closely 
with the curriculum lead to embed knowledge from reliable sources across the school curricula. 
At Bugle School, teaching staƯ similarly emphasised the importance of framing complex 
knowledge appropriately, noting that ‘children understand so much more… if you can give them 
age-appropriate facts and time and a safe way of learning about it’. At The High School 
Leckhampton, this process is supported by a whole-school commitment to sustainability, 
where staƯ across roles, including catering and site teams, contribute to embedding knowledge 
and practice, reinforcing the idea that adult learning underpins student learning. 

A co-benefit that we saw frequently within our dataset was the use of applied and experiential 
learning, with activities frequently taking place beyond the classroom in outdoor, practical, or 
community contexts. These experiences allow students to engage physically with their learning 
and to connect abstract concepts to tangible activities. 

At Bugle School, Forest School provision exemplifies this approach, where every class gets a 
half-term series of sessions in the Forest School, which often utilise and refer to skills and 
knowledge taught during classroom learning across science, history, English, and maths topics.  
The Forest School Leader also provides specific Experience Days that give curriculum learning a 
real 'lived' experience in the various outdoor learning areas, such as Stone Age, Anglo-Saxon 
and Roman topics (history), forces and habitat building days (science) and storytelling (English). 
Here, experiential learning enables interdisciplinary application while also supporting 
engagement and embodiment. At Reid Street Primary School, experiential learning was invoked 
when students in a focus group described how learning about food waste was reinforced when a 
visiting biofuels expert presented waste processing, including memorable smells! 

At The High School Leckhampton, experiential learning is closely tied to student-led activity. 
Students described engaging in projects that extend beyond the school, including working with 
local councils, presenting funding proposals, and delivering sustainability initiatives such as 
active travel campaigns. These experiences required students to apply knowledge in real-world 
contexts, often involving external stakeholders and resulting in tangible outcomes such as 
funding for infrastructure improvements. Even younger students in key stage one can 
demonstrate leadership as demonstrated by the ‘Green Gang’ at Lenthall Infant and Nursery 
School who meet regularly around a ‘board table’ donated by a local bank:  

‘It was very much a case of, as we started to fundraise to develop the outdoor 
areas, the Green Gang would then come and sit with me and use catalogues to 
choose the equipment’ (Early Years and Science Lead, Lenthall Infant and Nursery 
School). 

Adult learning is less prominent in our data but still present, particularly in pedagogical 
adaptation. Teachers across many schools, including King Edward VI Academy, Bugle School, 
and Lenthall Infant and Nursery School, described developing confidence in using outdoor 
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spaces and integrating experiential methods, while staƯ at All Saints School highlighted the 
coordination developed to facilitate such opportunities. 

Climate action activities also support the development of transferable and future-oriented 
skills among students. These skills are often embedded implicitly in project-based learning, 
group work, and real-world applications rather than explicitly taught. 

At All Saints School, sustainability initiatives were closely tied to structured, community-facing 
projects that required students to apply vocational skills beyond the classroom. Students 
worked in collaboration with external organisations on construction-based projects, designing 
and building benches and planters for community spaces, while also engaging local businesses 
to secure resources. These activities extended curriculum learning, particularly in construction 
education, by providing opportunities to use tools, work with machinery, and experience 
workplace practices in authentic settings. Importantly, students completed multiple projects 
with visible outcomes, reinforcing a sense of contribution as well as skill development: 

‘There are a couple of natural leaders which you will get to know quite quickly, but 
they are so excited by it… alongside the fact that they're working on… eco 
sustainability things, what they're learning is skills around leadership, around 
managing their own activities… they like to go round with their clipboards and 
check… we don't go with them, we say, oƯ you go… they are just utterly delighted 
to have that level of responsibility.’ (Operations Manager, All Saints School) 

At Brindishe Green, transferable skills were developed through internally organised but similarly 
structured activities, particularly via eco council work and school-wide initiatives. Students 
were involved in planning and delivering presentations to governors, parents, carers, and peers, 
as well as contributing to decision-making around school practices. These processes required 
coordination, preparation, and communication across diƯerent audiences, creating conditions 
in which students developed organisational and collaborative skills. Meanwhile, students at 
Bugle School took on ongoing responsibility for monitoring school practices such as energy use 
and recycling systems, developing autonomy and self-management through sustained, day-to-
day roles within the school and thereby developing sustainable habits from a young age. 

Future-oriented skills were also closely linked to careers. At King Edward VI Academy, the 
Humanities Lead is also the careers lead and invites peoples in to talk about green careers ‘and 
we talk about what’s the impact of businesses on the environment as well’.  At Chelmsford 
College, students have an hour a week of life skills with sustainability threaded throughout and 
also dedicated weeks on particular topics because students ‘need to know, they need these 
skills for their careers, but also for independent living, travel, [it] covers so many aspects of their 
lives, especially moving forward, but in the now as well’ (StaƯ Focus Group).  The headteacher 
went onto to explain: 

‘So in terms of the knowledge and skills, we now have a fairly comprehensive 
green skills curriculum that focuses on retrofit and renewables… and then the 
third bit… is to give every single student an awareness of climate change… Why 
will it aƯect jobs? Why will it aƯect future careers? Why will it aƯect your livelihood 
and your life eƯectively.’  (Principal, Chelmsford College) 
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Adults, particularly staƯ leading sustainability initiatives, also reported developing transferable 
skills such as coordination, leadership, and stakeholder engagement. These were typically 
framed as the professional development of existing roles. 

In parallel to findings within other domains around student voice, our case study data reveal 
extensive examples of how climate action fosters student knowledge and skills around agency, 
leadership and participation. Students are often positioned as active contributors, with 
opportunities to lead initiatives, influence decision-making, and engage with communities: 

‘So we have leadership groups every Friday… so we’ve got student council, 
diversity, eco leads… they are putting themselves forward… bringing back those 
ideas from those meetings, sharing them with the class… so it’s given everyone 
that chance.’  (Operations Manager, All Saints School) 

‘We like spoke to the council and also Dragon’s Den to raise money for 
changemakers… and go to Shire Hall to raise money for Active Travel 
Ambassadors… This year [our aim] was to buy pedometers to use for Walk to Win.’ 
(Student, The High School Leckhampton) 

At All Saints School, student agency was also evident in how pupils were supported to initiate 
and act on ideas through structured opportunities such as leadership groups and community-
focused projects, including organising initiatives, engaging with external partners, and 
influencing local practices.  At Sale Grammar School, student-led initiatives extend into several 
enterprise activities. Students involved in the school’s refill shop described taking responsibility 
for branding, pricing, and operations, developing ‘business skills, communication skills and 
organisation,’ while working collaboratively with staƯ in a semi-professional context. At The High 
School Leckhampton, student leadership is embedded in initiatives such as the Changemakers 
programme, which are largely student-led, with adults acting in facilitative rather than directive 
roles. Students described these activities as opportunities to develop leadership and influence, 
including engaging directly with external organisations and contributing to local 
decision-making processes. 

School climate action also contributes to the development of climate and sustainability 
literacy for both students and adults, with learning emerging through interaction between 
curriculum design and everyday practice. For students, this literacy involves developing 
understanding of environmental systems, resource use, and ethical consumption. For adults, it 
often involves acquiring new subject knowledge and rethinking how sustainability can be 
embedded across teaching and school systems. This process is typically distributed across 
subjects, activities, and institutional practices. 
 
At All Saints School, staƯ learning was central to enabling this process. A whole-school 
curriculum audit required teachers to integrate sustainability into their subject areas, prompting 
them to engage with new content and reconsider how climate-related issues could be 
meaningfully incorporated into their teaching. This staƯ development directly shaped student 
learning, as sustainability concepts became embedded across multiple disciplines rather than 
isolated in specific units. At Brindishe Green, a similar pattern was evident, where teachers 
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emphasised the need to research and understand environmental issues themselves in order to 
guide students. As a result, students were engaged in exploring topics such as supply chains, 
environmental impacts, and pollution, learning to investigate causes and consequences and to 
build informed understandings of sustainability issues. 

At Bugle School, literacy development was supported through both tools and practices that 
linked knowledge to action. Digital platforms such as Energy Sparks made energy use visible 
and interpretable, helping both students and staƯ understand otherwise abstract concepts. At 
the same time, students developed practical environmental knowledge through everyday 
routines, such as managing recycling or monitoring energy use, which reinforced their 
understanding of how to act sustainably in context. These practices also required adults to 
interpret data, support student decision-making, and embed sustainability into daily school 
operations. 

Adult learning also extended into personal and professional development. StaƯ reported that 
engagement with sustainability initiatives reshaped their own understanding and behaviours. In 
this way, sustainability literacy is something that students and staƯ develop together, each 
shaping the other’s understanding. 
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5.4 Organisational co-benefits 
Across the dataset, climate action is associated with a wide range of organisational co-benefits, 
particularly in relation to agency, leadership, culture, strategy, and collaboration. We identified 
25 distinct co-benefits within this domain. These co-benefits are closely interconnected and, 
after further iterative analysis can be grouped into a set of overlapping subdomains: 

 

Subdomain) Included Co-benefits 

Agency, Leadership 
and Professional 
Development 

Increased student agency and decision-making; Increased staƯ 
agency and initiative-taking; Distributed leadership across school 
community; StaƯ leadership opportunities; Career opportunities; 
Career development opportunities; Leadership across a trust 

Culture, Relationships 
and Inclusion 

Whole-school culture change; Stronger staƯ relationships; Closer 
bonds between students and staƯ; Improved staƯ student 
relationships; Closer friendships among students; Increased 
inclusivity 

Strategy, Policy and 
Organisational 
Direction 

Clear strategy shaping everyday school practice; Clearer strategic 
direction; Development of new policies; Positive feedback loop; 
Boosting sustainability activities 

Collaboration and 
Organisational 
Connectivity 

Increased cross-departmental collaboration; Greater whole-school 
collaboration 

Innovation and 
Operational EƯiciency 

Innovation in school practices; Streamlining processes 

Reputation, Visibility 
and External 
Positioning 

Enhanced school reputation; Increased visibility in community 

Workforce Stability 
and Retention 

StaƯ retention 

 

One of the most prevalent features across the case studies is the development of agency, 
leadership and professional development, particularly among students. This is not only of 
personal benefit to the students and staƯ, but a valuable asset to schools as organisations. In 
many schools, students are positioned as active contributors to decision-making and 
institutional change. At All Saints School, this was expressed clearly by the school’s Director: 
‘it’s their school so therefore they have a voice in everything we do here’. 
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Students take on meaningful leadership roles through eco councils, pupil parliaments, and 
project teams. At Brindishe Green, for example, eco council students conduct audits across 
energy and waste, working with staƯ and external partners to gather information and shape 
school priorities. At Bugle School, this sense of agency is embedded in structured 
responsibilities: 

‘they like to go round with their clipboards and check if lights are on, if windows 
are closed over this, that and the other. They've recently gone round and put 
thermometers in all the rooms and chosen where those are going to go’ 
(Headteacher, Bugle School) 

At Sale Grammar School, student voice is key to ensuring eƯective waste systems operate 
across the school, along with staƯ across roles increasingly innovating in this area. At 
Chelmsford College, a large Climate and Sustainability Committee distributes leadership 
across staƯ, while across many of the case study schools, including Hollinswood Primary 
School and Nursery, King Edward VI Academy and The High School Leckhampton, operational 
roles such as catering and site management are actively involved in sustainability processes. 
These patterns create opportunities for leadership development and career progression. 

Running alongside these developments is a shift in culture, relationships and inclusion, where 
sustainability becomes embedded within everyday norms and interactions. In several schools, 
sustainability is described not as an additional initiative but as an established way of working. 
The Director of All Saints School told us that ‘it is just normal for us… it’s just what we do’. 

A similar alignment is evident at The High School Leckhampton, where sustainability is 
consistently embedded across curriculum, routines, and enrichment activities. These shared 
practices contribute to stronger relationships across the school community. At Brindishe Green, 
sustainability work has brought together staƯ, students, parents, and governors around shared 
goals: 

‘I would say there is more of a collective achievement across the school from all 
the stakeholders, from staƯ and the parents and governors have been involved 
,and the children. So there's been a collective, more collaboration around Let's Go 
Zero.’ (Headteacher, Brindishe Green) 

Across schools, working collectively on sustainability contributes to stronger staƯ relationships, 
closer interaction between staƯ and students, and the development of friendships among 
students. These activities also tend to broaden participation, with initiatives designed to include 
those who may otherwise be less engaged, supporting a more inclusive school environment. 

These cultural changes are supported by clearer strategy, policy and organisational direction, 
often facilitated through engagement with Let’s Go Zero. The development of climate action 
plans provides schools with a framework for action, helping to translate ideas into coordinated 
practice. At Chelmsford College, the benefits of working Let’s Go Zero included the 
development of a bespoke climate action plan that provided a clear pathway for change: 

‘And I think what was really, they literally came in and spent two days with us and 
spoke to Gary and many of the people you're talking to today, and spoke to the 
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students, looked around the campus, did all of that, and really got to understand 
where we are currently, where we want to be, what are the barriers to get into 
there.’ (Principal, Chelmsford College) 
 

This increased activity often leads to the development of new policies, for example in 
procurement, energy use, and curriculum planning. Over time, these processes appear to 
reinforce themselves, with visible progress encouraging further engagement. At All Saints 
School, improvements in recycling were described as generating enthusiasm among staƯ, 
illustrating how positive feedback loops can sustain momentum. 

Climate action also strengthens collaboration and organisational connectivity, both 
internally and across wider networks. Within schools, sustainability creates shared priorities 
that cut across departmental and role boundaries, supporting both cross-departmental and 
whole-school collaboration. In addition, schools increasingly connect with one another through 
networks and trusts, sharing learning and resources in ways that support implementation and 
scaling. 

Alongside this, there is evidence of innovation and operational eƯiciency, as schools develop 
new approaches to managing resources and embedding sustainability into practice. This 
includes innovations in curriculum delivery, procurement systems, and infrastructure, as well as 
practical changes such as bulk ordering, reduced printing, and coordinated delivery systems. 
These developments streamline operations while also contributing to environmental goals: 

‘we've streamlined our processes and procedures to make sure that we do it 
once, not just to be eƯicient, but to save money, to save time, to save delivery 
drivers and servicing contracts, all of that kind of thing so that people turn up once 
and not three times.’ (Business Manager, Brindishe Green) 

‘We've changed our ordering system, so now I put all the orders through and I do 
them once a week. If staff haven't got their order in, unless it's something they 
desperately need, orders go in on a Tuesday, because actually it limits the 
amount of times that delivery drivers are having to come. Toilet rolls and things 
are now all done in bulk, yes, so we have to store more, right, but actually it will 
reduce the number of deliveries that we have coming across….so we're looking at 
procurement, we're looking at local, sustainable.’ (Director, All Saints School) 

 
Externally, these changes contribute to reputation, visibility and external positioning. Schools 
report that sustainability work increases their profile within the community and beyond. At 
Brindishe Green, for example, presenting the school’s carbon footprint to parents helped 
foreground sustainability as a central priority: 

‘focused… attention on ‘wow the school is putting this front and centre’’ 
(Parent, Brindishe Green) 

Events such as school fairs further extend this visibility, generating positive engagement from 
families and reinforcing local reputation. At Chelmsford College, visibility is also enhanced 
through partnerships and external recognition, including participation in industry initiatives. In 
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some cases, this extends to leadership beyond the individual school, with staƯ contributing 
expertise across trusts or wider networks. 

Finally, across these interconnected developments, there are indications of workforce stability 
and retention. Through interviews with staƯ, we found indications that opportunities to work in 
nature, the sense of taking action and feelings of collective progress around climate action 
contributed to staƯ job satisfaction and intention to stay as illustrated by this and other 
interviews: 

‘I came here for promotion as head of department and thought two years and then 
I'll go somewhere else. And it's now four years later. And every time I kind of look 
to see what's out there, I just think actually I'm giving up so many things if I move 
schools…Even within our trust, there's a job…which would be a school which is 
only 30 minutes from my house. This school is an hour, 20 minutes drive. So I do 
make a sacrifice in that regard….[The other school is] in the same trust. It's the 
same syllabus, but they're not where we are in our journey and I'm not prepared to 
do that change yet because of everything else we've got going on.’  (Head of 
Humanities, King Edward VI Academy) 
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5.5 Costs and Resources  
After an inductive process of combining codes, we found evidence of 16 diƯerent co-benefits 
related to costs and resources. As with the other domains, these were then grouped through 
further iterations of engagement with data. We were however mindful of keeping funding 
categories distinctive in order to be useful in relation to school budgets.  

 

Subdomain  Included Co-benefits 

Resource EƯiciency and 
Circular Systems 

Reusing / repurposing materials; More eƯicient use of existing 
resources; Increased durability of resources; Growing food 
and reducing waste 

Operational Cost Reduction 
(Utilities and Consumables) 

Reduced energy costs; Reduced water costs; reduced 
printing costs; Cost savings from plant-based choices 

Procurement and 
Operational EƯiciency 

Savings from procurement changes; Reduced labour and 
time 

External Funding and 
Resource Acquisition 

Securing grants and funding 

Income Generation and 
Fundraising 

New income streams (e.g. reselling IT, EV chargers); Savings 
from community fundraising and resource sharing 

Cost Redistribution and 
Reinvestment 

Reduced personal costs (families); Reduced personal costs 
(e.g. staƯ incentives, tax benefits); Reinvesting savings into 
school (buildings, activities, resources) 

 

Co-benefits of resource eƯiciency and circular systems were evident across our dataset, 
where schools maximise the use and lifespan of existing resources while reducing waste. The 
repurposing and reusing of materials were particularly prevalent within this. Sharing resources 
and investing in more durable goods also reduce the need for new expenditure. At Sale 
Grammar School, donated textiles from local businesses are incorporated into teaching and 
enterprise activity, while at Hollinswood Primary School and Nursery and Lenthall Infant and 
Nursery School, book swaps and uniform reuse schemes keep items in circulation, lowering 
costs for both schools and families. At Brindishe Green, Parent Teacher Association (PTA) led 
initiatives rely heavily on recycled materials, while at Bugle School, outdoor learning 
environments are constructed using reclaimed or locally sourced materials. Chelmsford 
College further demonstrates this approach by redistributing equipment across departments or 
other institutions, ensuring continued use. In several schools, including Brindishe Green and 
Lenthall Infant and Nursery School, a deliberate shift toward more durable materials reduces 
longer-term replacement costs. These practices are often integrated with circular approaches to 
food and waste, such as composting and growing, where waste is repurposed to support 
production. 
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Alongside this, schools report clear examples of operational cost reduction, particularly in 
relation to utilities and consumables. At All Saints School, reductions in paper use have 
significantly lowered printing costs, while energy-saving measures such as LED lighting, heating 
controls, and charging systems reduce overall energy expenditure. Chelmsford College uses 
building management systems to regulate heating and air conditioning, ensuring eƯicient use of 
energy, and at Hollinswood Primary School and Nursery, improved shutdown procedures 
contribute to measurable savings. Water-saving systems, including low-flow and sensor-based 
infrastructure, further reduce costs across multiple schools. Changes to food provision, 
including shifts towards more plant-based options, also contribute to reductions in catering 
costs over time. These savings are often recurrent and therefore particularly significant within 
ongoing school budgets. 

A further dimension involves procurement and organisational eƯiciency, where sustainability-
driven changes to purchasing systems and operational processes reduce both financial and 
administrative burdens. At All Saints School, centralised ordering and bulk purchasing reduce 
delivery frequency and associated costs, while also saving staƯ time. Chelmsford College 
demonstrates how working with local suppliers can lower costs and improve responsiveness, 
and Brindishe Green benefits from federation-wide procurement systems. At Lenthall Infant and 
Nursery School, sourcing furniture and materials through local donation networks reduces 
expenditure significantly. Across these examples, eƯiciency gains arise not only from lower 
prices but also from reduced labour and time, highlighting the organisational as well as financial 
implications of these changes. 

In parallel, many schools benefit from external funding and resource acquisition, which 
allows them to expand sustainability initiatives beyond their core budgets. Bugle School 
provides a strong example, drawing on multiple funding streams to support environmental 
infrastructure and learning spaces: 

‘I got the funding from that through, I think they're called the Carbon Footprint 
Limited… corporations will pay them to find people who need trees planted and 
things and then so the company's basically ticking a box that they're oƯsetting 
some of their carbon by donating more trees to be grown and then people like us 
get trees for free… so I was able to get 200 trees for free.’ (Forest School Lead, 
Bugle School) 

Hollinswood Primary School and Nursery has secured funding from organisations such as 
Veolia and local businesses for projects including orchards and transport initiatives, while 
Brindishe Green and King Edward VI Academy have accessed support for specific 
environmental developments. In several cases, relationships with external partners and 
networks, including those facilitated through Let’s Go Zero, play a key role in unlocking these 
resources 

Schools also generate value through income generation and fundraising, often linked to 
sustainability initiatives. At Brindishe Green, PTA-led fundraising using reused materials 
generates significant income at low cost. The recycling and resale of IT equipment at the same 
school has also generated substantial returns. At King Edward VI Academy, second-hand 
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uniform sales both raise income and support aƯordability for students, while at Chelmsford 
College and The High School Leckhampton, infrastructure such as Electric Vehicle (EV) charging 
creates opportunities for longer-term revenue generation alongside cost savings for staƯ. 
Community engagement plays an important role here, with partnerships and shared initiatives 
often supporting both resource acquisition and income generation. 

These financial processes are closely linked to cost redistribution and reinvestment, where 
benefits extend beyond the school budget and are fed back into the school system. Across 
many case studies, sustainability initiatives reduce personal costs for families, for example 
through uniform reuse, sharing schemes, and access to low-cost or free resources. At King 
Edward VI Academy, low-cost uniform models reduce ongoing expenditure, while at Bugle 
School and Lenthall Infant and Nursery School, redistribution systems provide food, clothing, 
and household items in accessible and stigma-free ways. In some instances, staƯ also benefit 
directly, for example through schemes that reduce commuting costs or provide financial 
incentives. 

At the same time, schools frequently reinvest savings and income into improving provision.  For 
example, at Brindishe Green, fundraising and resale income have contributed to developments 
such as new library facilities. At Sale Grammar School and Hollinswood Primary School and 
Nursery, savings generated through reduced energy use, improved procurement, and waste 
reduction are reinvested into buildings, resources, and further sustainability initiatives. These 
processes create a reinforcing cycle, where initial eƯiciencies generate additional capacity for 
improvement as demonstrated at King Edward VI Academy School: 

‘In trust budget meetings...we're being praised and recognised and celebrated for 
reducing our energy use. And then, as the year progresses and we've got money 
left, and we're able to spend that on making the site nicer…it sounds crude to save 
the money, but that does have other benefits…some of that surplus budget spend 
last year, we dug the pond… so it's like compounding interest, isn't it? We save 
that money through reducing our energy. We then spend it on more nice things like 
the extra hydration station, like the litter pickers, which further... raise the visibility 
and the profile of sustainability and climate change’. (Headteacher, King Edward 
VI Academy) 
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6. Co-benefits in schools across England  
The survey responses were used to explore the prevalence and extent of particular co-benefits 
emerging from the case studies across a wider sample of schools as summarised in Table 4. 

Table 4: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement.
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The school environment, including outside spaces, is
more comfortable and engaging for staff and students.

The quality of the surrounding natural environment, within
or beyond the school grounds, is improved.

Students develop transferable skills (e.g., leadership,
teamwork).

The school is fostering a culture of sharing and reusing
resources.

Students have more opportunities for leadership and
decision-making.

Sustainability is connected to learning across subjects.

The school has reduced energy or resource use.

There is a clear strategy shaping everyday school practice.

The school has secured external funding or resources for
sustainability initiatives.

Staff develop new professional knowledge and skills.

Students exhibit greater pride in the school.

Students appreciate how sustainability relates to future
jobs and careers.

The school has saved money.

The school community has a stronger shared sense of
purpose.

Students are adopting healthier lifestyle habits and
behaviours.

Connections with the local community (e.g., parents,
businesses, alumni and local councils) are strengthened.

Families and the wider community engage with school
sustainability activities.

The school has an improved reputation in the local
community.

Staff (including non-teaching staff) feel better recognised
for, and motivated in, their work.

School initiatives have reduced the financial burden on
families.

Strongly agree Agree Disagree I don’t know
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Overall, many findings from the survey responses accorded with insights from the case studies 
providing helpful corroboration of our initial findings. 

The following sections cover findings within each domain. Further details (including the 
underlying similarities and diƯerences across schools with diƯerent characteristics such as 
primary and secondary schools) are appended (Appendix Four). 
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6.1 Body and mind 
Across all twenty statements in the survey, the wellbeing statement ‘Students are adopting 
healthier lifestyle habits and behaviours’ was one of the most endorsed areas with 89% of 
respondents agreeing. The same percentage of respondents also agreed with ‘The school 
environment, including outside spaces, is more comfortable and engaging for staƯ and 
students’, which also involved one of the highest percentages of ‘Strongly agree’ responses 
given across the survey. These findings corroborate similar findings from the case study schools. 
Nevertheless, responses to the statement ‘StaƯ (including non-teaching staƯ) feel better 
recognised for, and motivated in, their work’ involved one of the highest levels of uncertainty 
across the survey, with 27% selecting that they did not know.   

Table 5: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement within the ‘Body and Mind’ domain. 

 Strongly 
agree 

Agree Disagree 
I don’t 
know Responses 

The school 
environment, 
including outside 
spaces, is more 
comfortable and 
engaging for staƯ and 
students. 

32% 57% 5% 6% 284 

Students exhibit 
greater pride in the 
school. 

20% 67% 4% 9% 283 

Students are adopting 
healthier lifestyle 
habits and 
behaviours. 

18% 71% 2% 8% 284 

StaƯ (including non-
teaching staƯ) feel 
better recognised for, 
and motivated in, their 
work. 

11% 53% 10% 27% 283 

 

Across the statements in this domain, the patterns of responses were similar across 
respondents from schools within more and less deprived areas but varied across respondents 
from schools covering primary and secondary phases of education, with respondents from 
primary schools conveying higher levels of agreement. For example, 91% of respondents from 
primary schools agreed with ‘Students exhibit greater pride in the school’ compared with 72% of 
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respondents from secondary schools. Similarly, 69% of respondents from primary schools 
agreed with ‘StaƯ (including non-teaching staƯ) feel better recognised for, and motivated in, their 
work’ compared with 43% of respondents from secondary schools. Respondents from primary 
schools were also more likely to strongly agree with both statements and with ‘Students are 
adopting healthier lifestyle habits and behaviours’ (see Appendix Four).   

There was also some variation in patterns of responses across respondents from schools in 
rural and urban locations, with those in rural areas being more likely to strongly agree with 
‘Students are adopting healthier lifestyle habits and behaviours’ (26% of staƯ from schools in 
rural areas selected ‘Strongly agree’ compared with 16% from schools in urban areas) and 
‘Students exhibit greater pride in the school’ (29% of respondents from rural areas selected 
‘Strongly agree’ compared with 18% of respondents from urban areas). 

Narrative responses given through the survey further corroborated case study findings that 
healthier lifestyle choices are associated with initiatives including healthier meals (‘Vegan 
lunches are now available every day which was not happening previously’, ‘Children are 
choosing healthier menu choices’) and active travel (‘Children and parents are recognising the 
benefits of walking to school more’, ‘More children and adults coming to school on foot or 
cycling’). 

Respondents also aƯirmed our case study finding that feelings of pride are perceived to arise 
from climate action (‘The staƯ and children have great pride in the achievements and agency in 
making positive changes which this has given them so far’) and from the opportunities for 
increased student autonomy: 

‘Our sustainability work has had a very positive impact on wellbeing across the 
school community. Pupils have developed a real sense of ownership and pride 
through initiatives led by our Eco Warriors, such as improving our outdoor spaces, 
creating a sensory garden, building bug hotels and developing quiet reflection 
areas.’ 

The strong evidence from the case studies regarding physical and mental co-benefits of 
spending more time outdoors in improved spaces was reinforced through the survey (‘We are 
interacting more with the outdoors, and working in a natural environment positively supports 
pupil wellbeing. They tell us that they value this and enjoy their school experience more as a 
result’). Responses also suggest a growing awareness of the potential of nature to benefit 
wellbeing (‘Teachers and pupils are more aware of the benefits to being outside whether that be 
walking to school or having outdoor lessons’). Specifically, natural areas were perceived to be 
especially calming, supporting evidence of the benefits to emotional regulation in the case 
studies (‘The garden areas…are lovely calming spaces for people to spend time’).  

Respondents further conveyed that climate action in other aspects of the school infrastructure, 
such as attention towards passive heating and cooling, were relevant to physical and mental 
wellbeing by improving comfort (‘Heat reflective film applied to certain windows to reduce glare 
/ retain heat - makes rooms more comfortable and an improved environment’, ‘Greater thought 
and planning as to natural shade for children and staƯ at playtime’). 
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6.2 Local community and environment 
Across all areas of the survey, some of the greatest overall (and strongest) agreement occurred 
for the community and environment item of ‘The school is fostering a culture of sharing and 
reusing resources’ (where 91% of respondents agreed with 28% strongly agreeing). Similarly, 
‘The quality of the surrounding natural environment, within or beyond the school grounds, is 
improved’ also involved some of the strongest agreement across the survey, with 31% of 
respondents strongly agreeing and 87% agreeing overall. While ‘Families and the wider 
community engage with school sustainability activities’ involved a relatively high proportion of 
disagreement and uncertainty, 75% nevertheless agreed overall.   

 

Table 6: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement within the ‘Local community and environment’ domain. 

 Strongly 
agree 

Agree Disagree 
I don’t 
know Responses 

The quality of the 
surrounding natural 
environment, within or 
beyond the school 
grounds, is improved. 

31% 56% 7% 6% 282 

The school is fostering 
a culture of sharing 
and reusing 
resources. 

28% 63% 4% 5% 283 

Connections with the 
local community (e.g., 
parents, businesses, 
alumni and local 
councils) are 
strengthened. 

18% 61% 9% 13% 282 

Families and the wider 
community engage 
with school 
sustainability 
activities. 

14% 61% 15% 10% 281 

 

Across the statements in this domain, there was some variation across respondents in primary 
and secondary schools. Respondents from primary schools were more likely to agree with 
‘Families and the wider community engage with school sustainability activities’ than 
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respondents from secondary school (where 81% of staƯ from primary schools conveyed 
agreement compared with 50% from secondary schools). Similarly, 92% of respondents from 
primary schools agreed with ‘The quality of the surrounding natural environment, within or 
beyond the school grounds, is improved’ compared with 75% from secondary school 
respondents. The statement ‘The school is fostering a culture of sharing and reusing resources’ 
attracted high levels of agreement across all schools, but agreement was especially high 
amongst primary school respondents, where 94% agreed compared with 80% from secondary 
schools. 

Narrative responses from respondents noted that some activities have improved the quality of 
the environment beyond the school (‘The school has worked closely with the parish council to 
clear pathways near the school which were previously overgrown and unusable’). As in the case 
study schools, several activities have strengthened parent relationships (‘We have developed 
a well-attended after-school gardening club and have a number of parents supporting’) and 
responses supported our case study finding that a degree of behavioural transfer from school 
to home is taking place (‘We have taken part in various initiatives which have meant families can 
be involved too, including - Cut Your Carbon Month, Big Bird Watch and Walk to School Week’). 
Some developments were also designed to involve or benefit communities (‘Through working 
with Let’s Go Zero we have expanded our gardening and developed a wasted patch of land to 
make a community garden where our local community can share in vegetables that we grow’). 

Respondents conveyed that many activities involved and/or were enabled through 
collaboration with external organisations including local charities and environmental groups: 

‘We have made links with other schools and been invited to join their events. We 
have made connections with local sustainability organisations and local bus 
companies. A local swift expert and some local bat experts have been in to advise 
on environmental improvements for these species.’ 

As in the case studies, a culture of sharing and reusing resources through reusing uniforms 
(‘We have established a pre-loved school uniform swap rail, where parents/carers can help 
themselves to any uniform they may need’) was notable across many responses: 

‘Uniform recycling has supported numerous families - 71% of parents who 
responded to [a] survey in Feb 2026 said they use the PTFA uniform recycling 
service.  Doing this in the name of sustainability has removed some of the barriers 
some parents felt with the stigma of ‘being seen to need hand-me-downs.’ 

Respondents also noted how their schools are becoming a place for recycling and repurposing 
(‘Pupils have been pleased to see the installation of electric vehicle chargers and wider 
recycling facilities within school’).  
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6.3 Knowledge and skills 
Across the survey ‘Students develop transferable skills (e.g., leadership, teamwork)’ was one of 
the most endorsed areas (where 93% of respondents agreed, including 30% strongly agreeing). 
Indeed, the first three statements in this section attracted between 87%-93% agreement (Table 
7). While the statement ‘Students appreciate how sustainability relates to future jobs and 
careers’ had the highest proportion of disagreement within the domain (where 13% selected 
that they disagreed), 73% of respondents agreed overall. 

Table 7: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement within the ‘Knowledge and skills’ domain. 

 Strongly 
agree 

Agree Disagree 
I don’t 
know Responses 

Students develop 
transferable skills 
(e.g., leadership, 
teamwork). 

30% 63% 3% 4% 283 

Sustainability is 
connected to learning 
across subjects. 

25% 63% 7% 5% 282 

StaƯ develop new 
professional 
knowledge and skills. 

22% 65% 5% 8% 283 

Students appreciate 
how sustainability 
relates to future jobs 
and careers. 

19% 54% 13% 14% 283 

 

Narrative responses from school staƯ highlighted that staƯ and students were perceived to gain 
knowledge and skills around environmental sustainability, including awareness of the 
importance of sustainability and what can be done at school and everyday life (‘The school 
community including staƯ, children and parents are beginning to understand what sustainability 
is and the daily actions/habits we can take to be more greener.’). 

Respondents also felt that students developed leadership and decision-making skills through 
sustainability initiatives and activities (e.g. ‘Our children are able to lead topics using creative 
ideas with adults to support and scaƯold rather than being adult led’) alongside opportunities to 
collaborate within teams. 

‘Pupils, particularly those involved in the Eco Council, have developed strong 
leadership, teamwork, and communication skills by leading projects such as 
recycling campaigns, litter picking, and whole-school events like Earth Day.’ 
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Respondents also conveyed that students gained topical knowledge and skills from activities 
such as gardening (‘Children have learnt new vocabulary and gained skills in caring for plants’). 

Responses indicated that staƯ also developed new professional knowledge and skills in 
relation to climate action (‘StaƯ develop new skills in how to write a climate action plan as well 
as knowledge and experience in regard to actioning interventions’), and in relation to their 
professional pedagogies and other teaching activities (‘StaƯ are exploring ways to take their 
learning outdoors. As a result, children feel happier and more engaged’). 

Similarly, some responses referred to endeavours to connect sustainability to learning across 
subjects, although this could be at varying stages of development (‘Whilst sustainability is very 
prominent within the Science and Geography curriculums here, we are in the early stages of 
trying to link sustainability across all subjects, we have appointed a lead teacher to identify 
where these links can be made’). 

‘StaƯ received a short session of training about climate change. They were then 
asked to ensure that all year groups now incorporate climate change within their 
teaching. This could be a reading comprehension about climate change, art using 
recycled materials, looking at the impact of plastics in the oceans. This is 
ensuring that the message is repeated at various times, so that the children are 
reminded about it.’ 

Additionally, careers activities were mentioned (‘We now run an annual ‘green’ careers fair with 
a specific focus on job opportunities in the sector’) and respondents highlighted the related use 
of external visits (‘Some children have visited recycling centres to look at careers’) and visitors 
(‘As part of our careers week, we have asked all our visitors to discuss how sustainability and 
environmental concerns play a part in their work. this will hopefully show that it should be on 
everyone's agenda and impacts all employment sectors’). 
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6.4 Organisational benefits 
Across the survey, ‘Students have more opportunities for leadership and decision-making’ was 
one of the most endorsed areas, where 87% of staƯ conveyed agreement. Nevertheless, some 
of the most uncertainty across the entire survey occurred for ‘The school has an improved 
reputation in the local community’, where 29% of staƯ selected that they did not know. 

Table 8: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement within the ‘Organisational benefits’ domain. 

 Strongly 
agree 

Agree Disagree 
I don’t 
know Responses 

Students have more 
opportunities for 
leadership and 
decision-making. 

26% 61% 3% 10% 283 

There is a clear 
strategy shaping 
everyday school 
practice. 

24% 63% 6% 7% 282 

The school 
community has a 
stronger shared sense 
of purpose. 

19% 63% 6% 13% 281 

The school has an 
improved reputation in 
the local community. 

14% 49% 8% 29% 283 

 

Across this domain, the patterns of responses were similar across respondents from schools in 
rural and urban areas, and across schools within more and less deprived areas, although there 
was some variation between respondents from primary and secondary institutions. Specifically, 
respondents from primary schools were more likely to agree with the statement ‘The school has 
an improved reputation in the local community’ (where 66% conveyed agreement) than 
secondary school respondents (48%). Similarly, 86% of primary school respondents agreed that 
‘The school community has a stronger shared sense of purpose’ compared with 69% of 
secondary school respondents. 

The narrative responses conveyed through the survey aligned with the case study findings 
around perceptions of whole school culture change and an increased sense of purpose 
(‘Being environmentally friendly is starting to become a part of the way we think’). This culture 
change appears to be driven by increased distributed of leadership across the school 
community in many cases: 
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‘All students and members of staƯ understand that sustainability is a long-term 
commitment, one that requires us to work together as a community. Teachers and 
students alike are taking the lead in driving forward new suggestions and 
initiatives.’ 

This distributed leadership includes increased student agency and decision making, in 
groups focused on climate action and environmental sustainability and also more widely across 
schools: 

‘Our new Eco Council is really making a diƯerence in school and those children 
are encouraging others to take pride in their environment and is caring for our 
environment. The eƯect is trickling out to other children in the school and the 
wider area.’ 

There were also responses that recognised the potential for increased inclusivity through and 
as a result of climate action: 

‘This initiative oƯers children who live in overcrowded homes without gardens, or 
who rarely have the chance to visit parks, the opportunity to spend meaningful 
time outdoors, engaging in hands-on activities and learning to care for the 
environment around them.’ 

One of the direct benefits of working with Let’s Go Zero in many responses was the development 
of a clear strategic direction for schools’ work around sustainability. This was particularly 
evident in the final open text box in which schools could note ‘any other benefits to your school 
resulting from sustainability initiatives and working with Let’s Go Zero’. The majority of the 230 
responses highlighted the role of Let’s Go Zero in developing and strengthening the schools’ 
climate action plans (‘The plan was much easier to present to SLT than just random information’; 
‘Having a count of our carbon was eye opening and being able to share this with staƯ and 
students was invaluable.  It made it a lot easier to drive forward initiatives to help reduce our 
carbon footprint.’).   

‘Working with Let’s Go Zero has been truly transformative for our primary school. 
They have been instrumental in guiding us towards greater sustainability—
supporting us in creating meaningful climate action plans, signposting clear next 
steps, and always being just an email away with expert advice. Their team 
consistently goes above and beyond, researching initiatives, grants, and 
opportunities, and providing hands-on support whenever needed. From 
empowering our sustainability team to confidently lead change, to delivering 
engaging workshops that help children understand how solar panels work and 
why they matter, their impact has been felt across our entire school community.’  

The support of Let’s Go Zero was also felt to have benefitted the sustainability lead personally by 
enhancing their agency to lead and eƯect change (‘Working with someone with knowledge 
around sustainability and contacts has been incredibly helpful. I really wouldn't have known 
where to start without the support’, ‘support on call - I'm not expected to do ALL the work'). 
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6.5 Cost savings and resources 
Across the questionnaire, some of the lowest levels of agreement and highest levels of 
disagreement occurred for cost and resource areas. The strongest level of agreement in this 
domain occurred for ‘The school has reduced energy or resources use’, with 75% of respondents 
agreeing.  A majority of respondents also agreed with the statement ‘The school has saved 
money’ although the level of uncertainty was relatively high (where 23% conveyed that they did 
not know).  

Across the survey, some of the lowest levels of agreement and highest levels of disagreement 
occurred for ‘The school has secured external funding or resources for sustainability initiatives’ 
and ‘School initiatives have reduced the financial burden on families’, which also prompted one 
of the highest levels of uncertainty. The extent of uncertainty tended to be lower for staƯ with 
leadership roles: 14% of senior leaders did not know if the school saved money compared to 
32% from other respondents and 20% of senior leaders did not know if ‘School initiatives have 
reduced the financial burden on families’ compared to 37% with other respondents.  

Table 9: Percentage of respondents selecting ‘strongly agree’, ‘agree’, ‘disagree’ or ‘I don’t know’ for each 
statement within the ‘Organisational benefits’ domain. 

 Strongly 
agree 

Agree Disagree 
I don’t 
know Responses 

The school has 
reduced energy or 
resource use. 

25% 51% 9% 16% 282 

The school has 
secured external 
funding or resources 
for sustainability 
initiatives. 

24% 37% 30% 10% 282 

The school has saved 
money. 

19% 48% 10% 23% 280 

School initiatives have 
reduced the financial 
burden on families. 

9% 34% 29% 28% 279 

 

The patterns of some responses varied across respondents from primary and secondary 
schools, with respondents from primary schools more likely to agree that ‘The school has 
reduced energy or resource use’ (where 77% agreed) than secondary school respondents 
(where 69% agreed). Similarly, although ‘School initiatives have reduced the financial burden on 
families’ attracted relatively low levels of agreement across all respondents, 50% of primary 
school respondents agreed compared with 22% of secondary school respondents. 
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Respondents from schools in more deprived areas were more likely to agree with ‘The school 
has secured external funding or resources for sustainability initiatives’ (where 79% agreed) 
compared with to respondents from less deprived areas (where 53% agreed). 

The cost savings that were highlighted in narrative responses commonly related to 
infrastructure costs, such as  improved energy monitoring, eƯorts to reduce/save water and 
energy, changing lighting, installation of heat pumps and solar panels, insulation and reduced 
energy/resource use during holidays (‘Energy eƯiciency measures have saved carbon and 
money, helping the school finances’, ‘reduced energy bills through improved eƯiciency 
measures, such as installing LED lighting, upgrading heating systems, or improving insulation.’, 
Saved in excess of £100K in utilities in past couple of years’). Respondents pointed to the 
reduction of waste that had led to cost savings, including food waste and reduced 
photocopying. 

‘One of objectives from our climate action plan was to reduce and make cost 
savings in electricity and gas. Let's Go Zero signposted us to enrol in the Great 
British Energy’s solar programme and we had 28 solar panels installed on our roof 
in October 2025. We also introduced a range of initiatives across the school to 
help the school community understand the importance of reducing electricity use 
and in 2025 we have reduced our electricity use by 35% and our gas use by 28%, 
saving our school over £50,000 in energy costs.’ 

Some respondents referred to successful grant applications for activities or items including 
beekeeping, gardening tools and trees and larger projects such as solar panels and low energy 
lightbulbs (‘School has applied for external funding from charities and been successful on 3 
occasions’). The role of Let’s Go Zero in raising awareness of these opportunities was noted in 
many cases. 

 

6.6 Recommending Let’s Go Zero to other schools 
When asked if they would recommend Let’s Go Zero to other schools, 280 out of 281 
respondents that answered this selected that they would. Accordingly, similarities or 
diƯerences across schools with diƯerent characteristics could not feasibly be considered.   
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7. Discussion 
7.1 What is the nature and extent of the co-benefits of 
decarbonisation for Let’s Go Zero schools?ௗௗ 

 
Domains and subdomains of evidenced co-benefits 

Across the evaluation, decarbonisation and wider climate action in Let’s Go Zero schools were 
shown to lead to a broad set of co-benefits spanning students, staƯ, school organisations, 
households, and local communities. These co-benefits are highly interconnected and emerge 
through specific actions associated with Climate Action Plans as well as continuous innovation 
by multiple stakeholders in each setting. 

Whilst detail of the coded co-benefits within each domain is included in Section 5, the domains 
and subdomains of co-benefits evidenced across our dataset are set out in Table 10 below. 

Table 10: Coded subdomains in each domain 

Body and Mind 
Positive self-perception and agency 
Engagement, enjoyment and motivation 
Belonging, ownership and inclusion 
Wellbeing, regulation and emotional safety 
Physical health and activity 
Connection to nature 
Environmental conditions and comfort 

Local Community and Environment 
Behavioural transfer 
Environmental improvement and place-based impact 
Community engagement and relationships 
Social inclusion, equity and cohesion 
Partnerships, collaboration and external networks 

Knowledge and Skills Development 
Cognitive and analytical development 
Applied and experiential learning 
Transferable and future skills 
Agency, leadership and participation 
Climate and sustainability literacy 

Organisational co-benefits 
Agency, leadership and professional development 
Culture, relationships and inclusion 
Strategy, policy and organisational direction 
Collaboration and Organisational Connectivity 



 
 
 

 

 

57

Innovation and Operational EƯiciency 
Reputation, Visibility and External Positioning 
Workforce Stability and Retention 

Costs and Resources 
Resource eƯiciency and circular systems 
Operational cost reduction (utilities and consumables) 
Procurement and operational eƯiciency 
External funding and resource acquisition 
Income generation and fundraising 
Cost redistribution and reinvestment 

 

Nature of co-benefits 

Analysis of case study data supported our typology of major domains of co-benefit (listed 
above).    

At the level of students and staƯ, climate action is strongly associated with improvements in 
wellbeing, engagement, and sense of purpose. Participation in sustainability activities 
contributes to increased confidence, pride, and motivation, alongside greater connection to 
nature, improved emotional regulation, and enhanced physical activity. These outcomes are 
frequently linked to opportunities for agency and meaningful participation, suggesting that 
co-benefits emerge from active involvement in change processes. 

In relation to knowledge and skills, climate action supports a wide range of learning outcomes, 
including cognitive and analytical skills, applied and experiential learning, and transferable 
competencies such as teamwork, leadership, and communication. These are developed 
through curriculum integration and hands-on activities, often linked to real-world contexts. 
Climate action also contributes to the development of sustainability literacy, for both students 
and staƯ, embedding understanding across subjects and everyday school practices.  

At the organisational level, co-benefits are characterised by shifts in leadership, culture, and 
strategic practice. Schools demonstrate increased student and staƯ agency, more distributed 
forms of leadership, and stronger collaboration across departments and roles. These dynamics 
contribute to whole-school culture change, where sustainability becomes embedded in 
everyday routines and decision-making. Organisational development is further supported by 
clearer strategic direction, new policies, and innovation in practices, alongside improvements in 
staƯ relationships and retention.  

Co-benefits also extend beyond the school to the local community and environment, where 
climate action strengthens relationships with families, local organisations, and external 
partners. Schools act as hubs of activity, generating increased engagement, collaboration, and 
community cohesion. Environmental improvements are visible both within school grounds and 
in the wider local area, while behavioural transfer into households reinforces the reach of 
school-based initiatives. These processes often intersect with inclusion and equity, with 
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targeted activities supporting disadvantaged groups and increasing access to resources and 
opportunities.  

Climate action also generates financial and resource co-benefits, including cost savings, 
eƯiciency improvements, external funding, and new income streams. These arise through 
practices such as reusing materials, reducing energy use, and adapting procurement systems. 
Importantly, financial benefits are often reinvested into school provision, creating reinforcing 
cycles of improvement. At the same time, redistribution mechanisms such as uniform reuse 
and sharing schemes contribute to reduced costs for families.  

Extent of co-benefits 

Survey findings indicate that these co-benefits are widely experienced across Let’s Go Zero 
schools, with strong levels of agreement across most domains (see Section 6).  

Some of the most widely perceived co-benefits relate to learning, behaviour, and school 
culture. For example: 

 93% of staƯ agreed that students develop transferable skills 

 91% agreed that the school is fostering a culture of sharing and reusing resources 

 89% agreed that students are adopting healthier lifestyle habits 

 89% agreed that the school environment is more comfortable and engaging 

Similarly, strong agreement was observed for environmental and community impacts, including: 

 87% agreement that the quality of the natural environment is improved 

 75% agreement that families and communities engage with sustainability activities  

Organisational co-benefits are also widely reported: 

 87% agreement that students have more opportunities for leadership and decision-
making 

 87% agreement that there is a clear strategy shaping everyday practice 

These findings indicate that co-benefits related to learning, behaviour, environment, and 
organisational practice are both widespread and strongly perceived across diverse school 
contexts. 

However, the extent of co-benefits is uneven across domains, particularly in relation to 
financial outcomes and some external impacts. For example: 

 only 43% agreed that initiatives reduce financial burden on families 

 61% agreed that schools had secured external funding, but this was also associated 
with high disagreement (30%) 
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 financial and reputation-related benefits showed higher levels of uncertainty, with up to 
29% of staƯ selecting ‘I don’t know’  

This pattern suggests that while many co-benefits are directly experienced and visible in 
everyday school life, others, particularly financial and reputational outcomes, appear to be 
more unevenly recognised. One possible interpretation, drawing on insights from the case 
studies and the wider project, is that variation in reported extent reflects not only whether co-
benefits occur, but also how they are experienced and who is positioned to observe them within 
school systems.  

Co-benefits that are closely embedded in daily practices and widely shared across roles, such 
as changes to curriculum/teaching, student participation, school environments, and routines, 
tend to generate stronger and more consistent agreement in our survey data. By contrast, co-
benefits that are mediated through more specific processes, such as financial management, 
external partnerships, or strategic planning, may be less visible to staƯ whose roles do not 
directly engage with these processes. Alternatively, it could simply be that these more ‘visible’ 
co-benefits are the ones more readily achieved in schools. Some co-benefits may take longer to 
materialise, or may only become apparent once systems and practices are more fully 
embedded. Others may be context-dependent, reflecting diƯerences in leadership capacity, 
resource availability, or local engagement opportunities. For example, community engagement 
and external partnerships appear strong in some case study schools but less developed or less 
visible in others, which may account for more variable perceptions across the survey. 

 

7.2 How and why do co-benefits diƯer amongst schools? 
All schools are complex and context-specific systems, shaped by distinct histories, internal 
dynamics, and external conditions. As a result, co-benefits are not experienced uniformly but 
vary in both their presence and extent. Evidence from the survey and case studies suggests that 
these diƯerences arise from a combination of structural factors, processes of change, and the 
ways in which climate action is developed and embedded within each setting. This finding is 
consistent with wider literature, which emphasises that co-benefits of climate action are highly 
context-dependent and shaped by local conditions, policy environments and implementation 
pathways rather than arising uniformly across settings (IPCC, 2014; OECD, 2015). 

Survey findings indicate that co-benefits are more likely to be reported in primary schools than 
in secondary schools and other settings, including in relation to student pride, staƯ motivation, 
community engagement, and environmental improvement. One possible interpretation is that 
primary settings may oƯer greater potential for whole-school integration. An evidence review 
from the National Institute for Health and Care Excellence (NICE, 2022) emphasises the 
importance of coherence across curriculum, routines, relationships and school culture in 
enabling eƯective whole-school approaches. It also highlights that primary settings often 
provide greater opportunities for holistic and integrated teaching and learning. In practice, the 
smaller organisational scale and less complex departmental structures typical of primary 
schools may make it easier to achieve such coherence across elements of school practice. Our 
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findings are consistent with this interpretation, with co-benefits more frequently reported in 
primary contexts. This suggests that organisational scale may play an important role in shaping 
not only the implementation of climate action, but also the extent to which its wider co-benefits 
are realised and recognised. 

Fewer diƯerences are associated with levels of deprivation, with the exception of one survey 
item, ‘The school has secured external funding or resources for sustainability initiatives’, where 
respondents in more deprived areas were more likely to agree than those in less deprived areas. 
While this may reflect diƯerences in need or prioritisation, it also resonates with wider research 
suggesting that access to and realisation of co-benefits is shaped by structural inequalities and 
enabling conditions, including access to funding, networks and institutional capacity 
(Helgenberger & Buss, 2025; Lowe et al., 2025). This highlights the importance of considering 
not only whether co-benefits occur, but how they are distributed across diƯerent contexts. 

The evaluation also suggests that variation is shaped by the context-specific nature of climate 
action plans. These are developed through audits and tailored to each school’s starting point, 
priorities and capacity. Schools therefore begin their climate action journeys from diƯerent 
positions, reflecting varying histories of environmental awareness, curriculum integration and 
prior initiatives. DiƯerences are further influenced by the composition and experience of staƯ 
teams, where particular individuals or groups act as drivers of change, shaping both the pace 
and focus of implementation. This aligns with findings from sustainable schools research that 
the impact of whole-school initiatives depends less on their formal design and more on how 
they are enacted within specific institutional contexts (Rickinson et al., 2016). Evidence from 
both the case studies and the survey suggests that the tailored support provided by Climate 
Action Advisors is an important enabling condition in this process. 

Wider geographical and community contexts also play a role. Schools operate within diƯerent 
local ecosystems of opportunity and constraint, including variation in access to funding, 
availability of partnerships, and opportunities for engagement with local authorities and 
community organisations. Survey findings indicate that some co-benefits are perceived more 
strongly in rural settings, particularly those relating to student behaviour and engagement. This 
may reflect diƯerences in access to outdoor space, patterns of travel, or the visibility of 
environmental change. More broadly, this supports findings from urban and regional climate 
research that co-benefits are often most visible and salient at the local level, where changes to 
environment, behaviour and wellbeing can be directly experienced by communities (Floater et 
al., 2016; Jennings et al., 2020). In this sense, variation is not only a feature of implementation, 
but also of perception and lived experience. 

Beyond these contextual factors, evidence from case study analysis suggests that variation is 
closely linked to how climate action is enacted over time. Co-benefits appear more extensive in 
schools where climate action is: 

 embedded across multiple aspects of school life 

 supported by broad participation across students, staƯ and stakeholders 
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 connected across domains including knowledge and skills, organisational practice, and 
local community and environment 

 developed iteratively through cycles of planning, action, reflection and refinement 

Within such schools, there are indications that cultures of sustainability emerge over time. 
While often initiated through climate action plans, practices evolve through the agency of 
students, staƯ and communities, with feedback processes reinforcing and extending these 
developments. These findings reflect wider literature on co-benefits, which emphasises their 
emergent and systemic nature, arising through dynamic interactions across multiple domains 
rather than as direct outputs of individual interventions (Lowe et al., 2025; Helgenberger & Buss, 
2025). 

This is consistent with the finding that schools engaged in climate action over longer periods 
tend to show greater integration across domains of co-benefit. In these cases, impacts relating 
to body and mind, knowledge and skills development, organisational practice, community 
engagement and resource use are more interconnected, suggesting a more established and 
embedded culture of action. This extends existing co-benefits frameworks by demonstrating 
how integration across domains develops over time within institutional settings, rather than 
being assumed as a precondition of successful implementation. 

Conversely, where climate action is at an earlier stage, more narrowly focused, or less widely 
shared, co-benefits may be more limited or less visible. Survey responses indicating 
disagreement or uncertainty, particularly in relation to financial impacts or community 
engagement, may partly reflect these diƯerences in stage and depth of implementation. Some 
respondents explicitly noted that their schools were at an early stage, and therefore that 
evidence of impact was still emerging. This temporal dimension is also reflected in wider co-
benefits literature, which highlights that some benefits are delayed or contingent on enabling 
systems reaching suƯicient levels of maturity (Abbas et al., 2025). 

Taken together, these findings suggest that variation in co-benefits is shaped by the interaction 
of context, leadership, participation, and time. Co-benefits appear strongest where schools 
adopt a whole-system, iterative approach, in which climate action is progressively embedded, 
reinforced through feedback, and adapted to the specific conditions of the school and its 
community. In doing so, this study both confirms and extends existing literature by 
demonstrating how co-benefits are not only context-dependent, but also relational and 
developmental, emerging through ongoing processes of organisational and cultural change. 

 

7.3 How are co-benefits experienced diƯerently amongst 
school community stakeholders?ௗ 

The case study and survey data show that co-benefits of climate action are widely distributed 
but unevenly experienced, reflecting stakeholders’ roles, responsibilities, and proximity to 
decision-making or day-to-day practice. While there is a strong shared narrative of collective 
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purpose, different groups experience co-benefits in distinct clusters: organisational/strategic, 
pedagogical, financial, affective, and community-facing. 

Students: wellbeing, agency, and skills 

Students experience co-benefits most intensely at the level of lived experience in the form of 
increased wellbeing, agency, and skills. 

Across the case studies and the survey, a consistent pattern is enhanced physical and mental 
wellbeing, especially through outdoor learning, green spaces, and participation in 
environmental activities. Examples include improved emotional regulation, reduced playground 
incidents, and increased enjoyment of school spaces.  

Students also report increased agency and sense of impact. They are not passive recipients but 
active contributors—designing initiatives, leading eco committees, writing to councils, and 
influencing school practices. This generates feelings of pride, confidence, and belonging.  

A particularly distinctive co-benefit is the mitigation of climate anxiety. StaƯ explicitly link 
climate action to giving students a sense of making a diƯerence rather than feeling 
overwhelmed by the climate crisis.  Participation also develops skills linked to future transitions, 
such as teamwork, communication, and practical skills such as construction, gardening, and 
energy monitoring.  

Teachers: workload relief, professional learning, and renewed purpose 

Teachers experience co-benefits primarily through professional and organisational gains, 
alongside aƯective benefits linked to motivation and wellbeing. 

A dominant theme is workload reduction and clarity. The co-production of action plans, access 
to expert guidance, and structured frameworks saves time and makes presenting ideas to senior 
leadership teams easier.  This reflects a shift from fragmented or ad hoc sustainability activity to 
coherent planning supported by external expertise, particularly from Let’s Go Zero. 

Teachers also report substantial knowledge and skills development, both subject-specific (e.g. 
integrating sustainability into curriculum areas) and personal (e.g. rethinking resource use and 
consumption habits). This extends beyond technical knowledge to pedagogical innovation, such 
as embedding sustainability across subjects via curriculum ‘pledges’ and outdoor learning 
approaches.  

Importantly, many teachers describe a renewed sense of motivation and professional identity, 
with sustainability framed as meaningful work rather than an additional burden. This includes 
feelings of being supported, challenged and motivated, and part of something purposeful. There 
was evidence in some of the case studies that this was having a positive impact on staƯ 
retention, particularly, though not exclusively, for those teachers directly involved in 
sustainability initiatives.   
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School leaders: strategic coherence, accountability, and cultural change 

School leaders (including headteachers and sustainability leads) experience co-benefits at a 
more strategic and organisational level. The development of clear, structured climate action 
plans are perceived to create coherence across disparate initiatives and enable monitoring, 
accountability, and prioritisation. Leaders highlight that this transforms climate action into 
something manageable and realistic. Leaders also benefit from external validation and 
expertise, particularly through partnerships – such as with Let’s Go Zero - that provide 
benchmarking, advice, and connections to funding or organisations.  

Another distinctive co-benefit is whole-school cultural change. Leaders emphasise embedding 
sustainability as ‘the norm’, shaping everyday practices and long-term organisational culture.  

Finally, climate action strengthens distributed leadership and stakeholder engagement, as 
pupils, staƯ, and governors are drawn into decision-making processes. 

Site and catering staƯ: operational eƯiciency and environmental impact 

Although less foregrounded in the data, site managers, cleaners, and catering staƯ experience 
practical and operational co-benefits. 

A key theme is improved systems and eƯiciency, especially in waste management and energy 
use. For example, reductions in waste volumes (e.g. ‘12 bags… down to one’) reflect both 
environmental gains and operational simplification.  

Catering staƯ are involved in menu changes (e.g. plant-based options) and food waste 
initiatives, which influence both environmental impact and student health behaviours.  

Parents: financial relief, engagement, and community connection 

Parents experience co-benefits in ways that are both economic and relational, often mediated 
through PTA activity and school–home interactions. 

Financial co-benefits are particularly salient. Initiatives such as second-hand uniform schemes, 
reuse projects, and reduced-cost materials help families manage the cost of living. In some 
cases, sustainability practices explicitly reduce financial pressure and increase accessibility.  

Equally important are opportunities for engagement and participation. Parents contribute 
expertise, materials, and labour (e.g. helping with gardens or grant applications), leading to 
increased ownership of school initiatives.  

Sustainability activity also enhances social capital. PTA activities based on reuse and creative 
materials foster new relationships and networks among parents, including those who might 
otherwise remain disengaged.  

Governors and trust-level actors: oversight, legitimacy, and scaling 

Evidence for governors is less extensive, but survey and case study material indicates co-
benefits in governance and system-level coordination. 
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Governors gain from having clear frameworks and evidence (e.g. action plans and impact 
reporting) to support oversight and decision-making. The sustainability agenda also enhances 
institutional legitimacy, signalling that the school is forward-looking and values-driven.  

At trust level, there is evidence of scaling and alignment, with multiple schools adopting shared 
approaches and increasing collective leverage around resources and partnerships.  

Local community groups and businesses: partnership, visibility, and mutual benefit 

External stakeholders, including community organisations, charities, and businesses, 
experience co-benefits through collaboration and reciprocal exchange. 

Schools provide opportunities for community engagement and volunteering, such as building 
projects, environmental initiatives, and shared events while local businesses benefit from 
economic participation and visibility, for example through supplying services, donating 
materials, or hosting school visits. 

Cross-cutting co-benefits 

Across all groups, three cross-cutting co-benefits emerge: 

 Increased awareness and behaviour change (students, staff, families) 
 Enhanced collaboration and shared purpose (whole school community) 
 Improved environments and wellbeing (physical and social) 

The data demonstrates that co-benefits are not uniformly experienced but depend on particular 
roles within the school ecosystem. Climate action produces a multi-layered set of outcomes, 
from individual wellbeing and agency to institutional transformation and community 
engagement. 

Crucially, the strength of the model lies in its ability to generate complementary benefits across 
stakeholder groups simultaneously. While each group derives diƯerent value, these benefits are 
mutually reinforcing, contributing to a shift toward a whole-school culture of sustainability, 
ownership, and collective responsibility. 

 

7.4 Conclusions 
This evaluation shows that climate action in schools generates a wide and interconnected set of 
benefits that extend well beyond emissions reduction. Across case studies and survey data, 
educational settings report positive impacts for students, staƯ, organisations, families, nature 
and local communities.  

These findings reinforce co-benefits frameworks developed in other sectors, while showing that 
in school, college and nursery contexts co-benefits are realised through integrated educational 
and organisational processes. In this sense ‘co-benefits’ might be considered to be occurring 
together, rather than being framed as consequences of action primarily focused on addressing 
climate change. Climate action is not a discrete intervention but is embedded across the 
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domains identified in this study: body and mind, knowledge and skills development, 
organisational practice, local community and environment, and costs and resources. Benefits 
arise through alignment across these domains rather than through isolated activities. Across 
these domains, co-benefits form a mutually reinforcing system. Climate action supports 
wellbeing, engagement and sense of purpose, alongside the development of knowledge, skills 
and agency. It strengthens organisational coherence, collaboration and strategic direction, 
while enabling schools to act as anchors within their communities through environmental 
improvement, behaviour change and strengthened relationships. Financial and resource-
related benefits, while more unevenly reported, help sustain and scale these processes. 

National policy is now playing a key role in shaping this landscape. The Department for 
Education’s Sustainability and Climate Change Strategy has both galvanised educational 
settings that are already acting and is establishing climate action as an expectation across the 
sector. Climate action plans are emerging as a vehicle for culture change, aligning activity 
across the five domains and embedding sustainability into everyday practice. Over time, 
however, school cultures develop beyond the plans themselves. As students, staƯ and 
communities participate in climate action their agency is reinforced, leading to shared norms 
and practices that sustain and deepen change. 

Schools increasingly recognise that young people need not only to learn about climate action, 
but to experience it directly. This is most visible in the domains of knowledge and skills and body 
and mind, but also reinforces wider organisational and community practices. Many initiatives 
also respond to local needs such as cost of living, access to nature, inclusion and wellbeing, 
demonstrating how climate action can address immediate educational and community 
priorities. 

Support from organisations such as Let’s Go Zero is critical. By helping schools develop 
coherent climate action plans and sustained approaches, and also providing knowledge, links 
and positive feedback, it enables them to maximise co-benefits across domains and link 
environmental action with educational and community aims. 

Co-benefits are strongest where climate action is embedded over time. Feedback loops emerge 
as visible improvements generate further motivation and participation, while ripple eƯects 
extend into households and neighbourhoods. Local improvements in wellbeing, environment 
and resource use act as both outcomes and drivers of wider change, linking everyday 
experience to global action. 

This research contributes to knowledge by providing an empirically grounded account of how 
co-benefits emerge, interact and vary across domains within school settings. It shows that 
these outcomes often function not only as co-benefits, but as central drivers of engagement. 

Climate action in schools, therefore, represents a high-value, system-level intervention. 
Supporting it, including through mechanisms such as Let’s Go Zero, is likely to generate 
substantial benefits across domains while enabling schools to address local needs and 
connect them to global responsibility. 
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7.5 Limitations and suggestions for further study 
We developed the research project to be appreciative of the widest range of possible co-
benefits of working with Let’s Go Zero toward climate actions. This informed our methodological 
decision making, including drawing on data from Let’s Go Zero and the Climate Action Advisors 
to generate initial typologies of potential co-benefits, and our selection of ten case studies 
which were deemed to be well developed in their climate and sustainability work, and 
representing a diverse range of contexts and actions. Whilst seeking the broadest range, the 
case study and survey phases of the research sought to gain evidence to support the presence 
of co-benefits in diƯerent settings. 

In our analysis of case studies we coded the types of evidence presented (qualitative, 
documentary, quantitative and external evidence). However, the majority of evidence was 
reported qualitative evidence from walking interviews and focus groups. As with all qualitative 
research, the domains and subdomains identified reflect an interpretive framing of the data. 
While these were developed iteratively through engagement with literature, practitioner 
knowledge and empirical data, alternative framings and groupings of co-benefits would be 
possible. There is therefore an inherent tension between themes emerging inductively from the 
field and those shaped by prior conceptual frameworks, and the typology presented here should 
be understood as one analytically useful representation rather than a definitive or exhaustive 
categorisation. 

To further substantiate and evidence the co-benefits identified, more extensive data gathering 
would be required than was possible within this study. Furthermore, whilst we had originally 
hoped to consider social return on investment, or other metrics to compare co-benefits, the 
nature of this study did not support quantification. Such research could build on our 
identification of domains, subdomains and co-benefits to focus on fewer of the latter in more 
involved and systematic ways, including comparative or longitudinal designs. 

A further consideration is that the design of the study foregrounded the breadth of potential co-
benefits across domains. While this provides a comprehensive mapping, it also means that the 
analysis is less focused on refining or prioritising between diƯerent benefits. The survey data 
presented in Section 6 begins to address this by examining the prevalence and variation of co-
benefits across a larger sample of schools, identifying areas where benefits are widely reported 
and others where they are more uneven or uncertain. However, this analysis remains shaped by 
the structure of the survey itself, which was derived from the initial typology. As a result, while 
the survey provides important evidence of distribution and variation, it does not fully resolve 
questions about the relative significance or comparative weight of diƯerent co-benefits. 

Relatedly, presenting a broad array of co-benefits risks implying equal weighting across 
domains. In practice, it is likely that climate action plans and associated activities give diƯering 
emphasis to particular areas, for example curriculum and learning, student wellbeing, or estate 
and infrastructure changes. While the survey provides some insight into variation in reported 
benefits, it does not examine the relative intensity or prioritisation of activity across domains 
within schools. Further research could usefully explore how diƯerent emphases shape the 
distribution, strength and visibility of co-benefits over time. 
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A further hope at the initial conception of the project was to be able to trace clear lines of 
causality between specific climate actions and co-benefits. To this end, we coded all case 
studies for climate actions, as well as co-benefits and types of evidence. This is a rich dataset 
that warrants further inquiry. Again, such inquiry would require focus on a much smaller number 
of co-benefits and more meticulous examination of the co-occurrence of specific benefits. 

However, our analysis to date suggests that co-benefits transcend specific climate actions. For 
example, increased agency, connection, sense of pride and cost savings can be achieved in 
relation to many diƯerent climate actions. This is not to say that co-benefits are path 
independent, but rather that they are emergent, arising through complex and interacting 
processes within schools as institutional settings. This points to the need for further theoretical 
and empirical work that conceptualises co-benefits as system-level and relational phenomena 
rather than as direct outputs of discrete interventions. 

As well as findings from case studies and qualitative analysis, the survey warrants consideration 
in terms of limitations. It was designed during early stages of case study analysis and was 
intended to test and extend emerging hypotheses about co-benefits across a broader 
population of schools engaged with Let’s Go Zero. The survey needed to be short to support 
return rates and therefore necessarily captured a limited number of items. While open response 
fields provided additional depth, some potential co-benefits may not have been captured within 
the structured items, and responses may have been shaped by the framing of those items. 

The quantitative analysis of the survey considered similarities and diƯerences in patterns of 
responses from staƯ from schools with diƯerent circumstances, such as phase of education. 
These circumstances were considered in isolation rather than in intersection, in order to allow 
suƯicient frequencies per response categories for cross-tabulation analysis. However, observed 
diƯerences may reflect or be influenced by combinations of factors not captured in this 
analysis, including diƯering levels of engagement with Let’s Go Zero, leadership capacity or 
local context. As such, observed diƯerences across school circumstances should be 
interpreted with caution and do not demonstrate independent causal influence. 
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9. Appendices 
 

Appendix 1: Case study schools 
 

School name Phase Region Urban / Rural IDACI / FSM-aligned 
disadvantage status * 

All Saints School Primary and Secondary 
(SEND) 

East of England Rural / Coastal Not classified ** 

Brindishe Green Primary London Urban Mixed 

Bugle School Primary South West Rural Disadvantaged 

Chelmsford College Post 16 East of England Urban Advantaged 

Hollinswood Primary 
School and Nursery 

Primary West Midlands Urban Disadvantaged 

King Edward VI 
Academy 

Secondary East Midlands Rural Disadvantaged 

Lenthall Infant and 
Nursery School 

Primary East Midlands Semi urban Disadvantaged 

Reid Street Primary 
School 

Primary North East Urban Disadvantaged 

Sale Grammar School Secondary North West Urban Advantaged 

The High School 
Leckhampton 

Secondary South West Semi urban Advantaged 

 
* Disadvantage was defined using the Income Deprivation AƯecting Children Index (IDACI), with schools classified as 
disadvantaged where the majority of pupils live in IDACI deciles 1–3, mixed in deciles 4–6, and advantaged in deciles 7–10. FSM 
rates are used as a secondary confirming indicator. 

** Specialist SEND provision is not classified using IDACI or FSM due to placement-based intake. All Saints School receives 
both private and Local Authority funding. 
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Appendix 2: Case study participants 
 

School name Interviews with adults 
Teacher focus group 

participants 
Student 

participants 

All Saints School 4 (Director, sustainability lead, operations 
manager) 

6 10 (two groups) 

Brindishe Green 
  8 (headteacher, sustainability lead, 
business manager, premises manager, 
administrator, three parents) 

 4 12 (two groups) 

Bugle School 
4 (Headteacher, OƯice manager 
Curriculum lead, Forest School lead 

 5  10 (two groups) 

Chelmsford 
College 

 2 (principal, operations manager)  3  5 

Hollinswood  
Primary School 
and Nursery 

 6 (Headteacher, Eco lead, Business 

Manager, Chef, Gardening Club Lead, 

Governor) 

 

 6 (two groups)  12 (two groups) 

King Edward VI 
Academy 

 6 (operations manager, sustainability 
lead, humanities lead, science lead, trust 
sustainability lead, headteacher) 

 5  6 

Lenthall Infant 
and Nursery 

6 (headteacher, early years lead, science 
lead, two parents, governor) 

 n/a  6 

Reid St Primary 
School 

 5 (principal, sustainability champion, 
premises manager, chair of governors, 
executive principal, director of school 
improvement) 

 6  11 (two groups) 

Sale Grammar 
School 

 2 (principal, business manager)  4  6 

The High School 
Leckhampton 

 5 (headteacher, sustainability lead, 
kitchen manager, operations director, 
governor) 

 3  5 
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Appendix 3: Survey 
 

Understanding the Benefits of Climate Action in Schools 

Introduction 

Dear colleague  

We are a research team from University College London, commissioned by Let’s Go Zero to 
explore how climate action benefits schools and specifically their students, staƯ and wider 
community. This research will help build a stronger evidence base to demonstrate why climate 
action in schools matters, and to inform future policy, funding, and support for the sector. 

‘Climate action’ can include eƯorts to reduce carbon emissions, but also work related to 
climate adaptation, biodiversity, and curriculum development. 

As part of this research, we are inviting schools who have worked with Let’s Go Zero to write a 
Climate Action Plan to complete a short online survey. 

Your perspective is genuinely valuable to this research; every experience helps us build a more 
complete and representative picture of what is happening across the sector. 

The survey will take approximately 15 minutes to complete. By taking part, you will be 
contributing to evidence that can strengthen the case for climate action in education. 

We are asking for the name and postcode of your school to enable us to look at patterns across 
diƯerent types/locations/phases of schools. All responses will be treated in strict confidence: 
findings will be analysed and reported in aggregate form only, and no individual school will be 
identified in any publications or presentations. 

Data protection privacy notice 

This research has been approved through UCL ethics and data protection review processes: 

Ethics approval number: REC2309 

Data protection number: Z6364106/2025/11/142 

The controller for this project will be University College London (UCL). The UCL Data Protection 
OƯicer provides oversight of UCL activities involving the processing of personal data, and can be 
contacted at: data-protection@ucl.ac.uk  

This ‘local’ privacy notice sets out the information that applies to this particular study. Further 
information on how UCL uses participant information from research studies can be found in our 
‘general’ privacy notice for participants in research studies here: https://www.ucl.ac.uk/legal-
services/privacy/ucl-general-research-participant-privacy-notice     

The information that is required to be provided to participants under data protection legislation 
(GDPR and DPA 2018) is provided across both the ‘local’ and ‘general’ privacy notices. The 
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lawful basis that will be used to process any personal data is: ‘Public task’ for personal data and 
’Research purposes’ for special category data.  

If you have any questions about this survey, please contact the Principal Investigators Alison 
Kitson (a.kitson@ucl.ac.uk) or Mark Hardman (m.hardman@ucl.ac.uk). 

By clicking ‘Next page’, you are agreeing to these statements: 

I have read and understood the information about the research.  

I understand that taking part is voluntary and that I can stop completing the survey at any time 
before submitting my answers.  

I understand that the survey is anonymous and that my responses cannot be linked back to me.  

I consent to my anonymous responses being used in research publications and reports. 

 

Context 

Name of school 

________________________________________________________________ 

 

Postcode of school 

________________________________________________________________ 

 

Region 

 East Midlands  
 East of England  
 London  
 North East  
 North West  
 South East  
 South West  
 West Midlands  
 Yorkshire and the Humber  

 

Your role (tick all that apply) 

 Senior Leader  
 Sustainability Lead  
 Estates  
 Teacher  
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 Other (please state) __________________________________________________ 
 

How long have you been working with Let’s Go Zero? 

 Less than one year  
 Between one and two years  
 Two years or more  

 

Benefits 

Wellbeing of staƯ and students 

 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

Students are adopting 
healthier lifestyle 
habits and 
behaviours. 

o  o  o  o  o  

Students exhibit 
greater pride in the 
school. 

o  o  o  o  o  

StaƯ (including non-
teaching staƯ) feel 
better recognised for, 
and motivated in, their 
work. 

o  o  o  o  o  

The school 
environment, 
including outside 
spaces, is more 
comfortable and 
engaging for staƯ and 
students. 

o  o  o  o  o  

 

Please share at least one example of these or other benefits to the school community in terms 
of wellbeing: 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 
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________________________________________________________________ 

________________________________________________________________ 

 

Local community and environment 

 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

Connections with the 
local community (e.g., 
parents, businesses, 
alumni and local 
councils) are 
strengthened. 

o  o  o  o  o  

Families and the wider 
community engage 
with school 
sustainability 
activities. 

o  o  o  o  o  

The quality of the 
surrounding natural 
environment, within or 
beyond the school 
grounds, is improved. 

o  o  o  o  o  

The school is fostering 
a culture of sharing 
and reusing 
resources. 

o  o  o  o  o  

 

Please share at least one example of these or other benefits to local community and 
environment: 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 
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Knowledge and skills 

 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

StaƯ develop new 
professional 
knowledge and skills. 

o  o  o  o  o  

Students develop 
transferable skills 
(e.g., leadership, 
teamwork). 

o  o  o  o  o  

Sustainability is 
connected to learning 
across subjects. 

o  o  o  o  o  

Students appreciate 
how sustainability 
relates to future jobs 
and careers. 

o  o  o  o  o  

 

Please share at least one example of these or other benefits in terms of knowledge and skills: 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

Organisational benefits 

 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

The school has an 
improved reputation in 
the local community. 

o  o  o  o  o  

There is a clear 
strategy shaping 

o  o  o  o  o  
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 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

everyday school 
practice. 

The school 
community has a 
stronger shared sense 
of purpose. 

o  o  o  o  o  

Students have more 
opportunities for 
leadership and 
decision-making. 

o  o  o  o  o  

 

Please share at least one example of these or other benefits related to organisational benefits: 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

Cost savings and resources 

 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

The school has 
reduced energy or 
resource use. 

o  o  o  o  o  

The school has saved 
money. 

o  o  o  o  o  

The school has 
secured external 
funding or resources 
for sustainability 
initiatives. 

o  o  o  o  o  
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 Strongly 
agree 

Agree Disagree 
I don’t 
know 

Responses 

School initiatives have 
reduced the financial 
burden on families. 

o  o  o  o  o  

 

Please share at least one example of these or other benefits related to cost savings and 
resources: 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

Please use this box to record any other benefits to your school resulting from sustainability 
initiatives and working with Let’s Go Zero. 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

________________________________________________________________ 

 

Would you recommend that other schools work with LGZ? 

o Yes  

o No  

 

Thank you for completing this survey! Please click 'Next page' to submit your answers. 
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Appendix 4: Survey results 
 

Quantitative analysis considered whether the patterns of responses for perceived benefits 
(across ‘Strongly agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’ responses) were similar or diƯerent 
across respondents from schools with diƯerent circumstances, through cross-tabulations with 
chi-squared tests. When the analysis revealed an overall diƯerence in the patterns of 
responses, further comparisons were applied in order to gain greater understanding into the 
meaning of the pattern of diƯerences. This involved considering whether there was a diƯerence 
around benefits being perceived or not (involving agreement rather than disagreement via staƯ 
selecting ‘Strongly agree’ or ‘Agree’ rather than ‘Disagree’), and whether there was a diƯerence 
around the extent of any benefits when they were perceived (involving extents of agreement via 
staƯ selecting ‘Strongly agree’ rather than ‘Agree’). The analysis produced indicators of the 
magnitude of any diƯerence (Cramer's V values) and the statistical significance of any 
diƯerence (p values). 

 

 



 

UCL Institute of Education 

 

 
 
 
 
 

ucl.ac.uk 

Primary or secondary phase of education 

Overall comparisons 

 Primary institutions Secondary institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

Students are adopting 
healthier lifestyle habits 
and behaviours. 

22% 70% 2% 6% 7% 70% 6% 17% .238 .003 

Students exhibit greater 
pride in the school. 

26% 65% 3% 7% 9% 62% 11% 17% .263 .001 

StaƯ (including non-
teaching staƯ) feel better 
recognised for, and 
motivated in, their work. 

15% 53% 5% 26% 0% 43% 22% 35% .312 <.001 

The school environment, 
including outside spaces, is 
more comfortable and 
engaging for staƯ and 
students. 

33% 59% 5% 3% 28% 52% 7% 13% .206 .015 

Connections with the local 
community (e.g., parents, 
businesses, alumni and 
local councils) are 
strengthened. 

20% 61% 7% 12% 15% 56% 13% 17% .114 .362 
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 Primary institutions Secondary institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

Families and the wider 
community engage with 
school sustainability 
activities. 

19% 63% 12% 7% 4% 46% 30% 20% .317 <.001 

The quality of the 
surrounding natural 
environment, within or 
beyond the school grounds, 
is improved. 

34% 58% 4% 4% 28% 47% 15% 9% .211 .012 

The school is fostering a 
culture of sharing and 
reusing resources. 

31% 63% 2% 4% 15% 65% 11% 9% .243 .002 

StaƯ develop new 
professional knowledge 
and skills. 

23% 62% 5% 10% 11% 72% 9% 7% .148 .145 

Students develop 
transferable skills (e.g., 
leadership, teamwork). 

33% 63% 2% 3% 26% 59% 6% 9% .181 .045 

Sustainability is connected 
to learning across subjects. 

27% 63% 7% 3% 19% 65% 13% 4% .116 .349 

Students appreciate how 
sustainability relates to 
future jobs and careers. 

19% 53% 15% 13% 26% 57% 9% 7% .109 .410 
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 Primary institutions Secondary institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

The school has an improved 
reputation in the local 
community. 

17% 49% 6% 27% 9% 39% 15% 37% .179 .050 

There is a clear strategy 
shaping everyday school 
practice. 

27% 62% 5% 7% 19% 63% 9% 9% .111 .390 

The school community has 
a stronger shared sense of 
purpose. 

22% 63% 4% 11% 13% 56% 13% 19% .192 .029 

Students have more 
opportunities for 
leadership and decision-
making. 

29% 62% 2% 7% 22% 61% 2% 15% .127 .268 

The school has reduced 
energy or resource use. 

29% 48% 6% 17% 11% 57% 15% 17% .201 .020 

The school has saved 
money. 

24% 45% 9% 22% 9% 50% 15% 26% .167 .079 

The school has secured 
external funding or 
resources for sustainability 
initiatives. 

25% 38% 28% 9% 24% 41% 26% 9% .028 .978 

School initiatives have 
reduced the financial 
burden on families. 

10% 40% 28% 22% 6% 17% 39% 39% .236 .004 
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Notes: The table shows responses from staƯ from schools covering the primary phase of education (245 staƯ) and from schools covering the 
secondary phase of education (74 staƯ), although staƯ may not necessarily have answered every question. The table also shows whether the 
overall patterns of responses (across ‘Strongly agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’ responses) were similar or diƯerent across these 
circumstances; the table shows the magnitude of any diƯerence (Cramer's V values) and the statistical significance of any diƯerence (p values). 
Statistically significant diƯerences (p < .05) are highlighted in bold for clarity. 
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Further comparisons 

 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students are adopting healthier lifestyle habits and 
behaviours. 

.124 .061 .140 .037 

Students exhibit greater pride in the school. .200 .003 .135 .049 

StaƯ (including non-teaching staƯ) feel better 
recognised for, and motivated in, their work. 

.328 <.001 .202 .012 

The school environment, including outside spaces, is 
more comfortable and engaging for staƯ and students. 

.053 .414 .011 .876 

Connections with the local community (e.g., parents, 
businesses, alumni and local councils) are 
strengthened. 

.099 .149 .034 .639 

Families and the wider community engage with school 
sustainability activities. 

.259 <.001 .135 .069 

The quality of the surrounding natural environment, 
within or beyond the school grounds, is improved. 

.196 .003 .007 .912 

The school is fostering a culture of sharing and reusing 
resources. 

.202 .002 .124 .066 

StaƯ develop new professional knowledge and skills. .082 .222 .132 .058 
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 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students develop transferable skills (e.g., leadership, 
teamwork). 

.116 .075 .034 .608 

Sustainability is connected to learning across 
subjects. 

.095 .144 .073 .280 

Students appreciate how sustainability relates to 
future jobs and careers. 

.079 .242 .043 .558 

The school has an improved reputation in the local 
community. 

.185 .015 .059 .468 

There is a clear strategy shaping everyday school 
practice. 

.088 .188 .068 .320 

The school community has a stronger shared sense of 
purpose. 

.176 .010 .061 .392 

Students have more opportunities for leadership and 
decision-making. 

.015 .824 .047 .490 

The school has reduced energy or resource use. .142 .043 .183 .013 

The school has saved money. .111 .131 .169 .031 

The school has secured external funding or resources 
for sustainability initiatives. 

.024 .723 .020 .802 

School initiatives have reduced the financial burden 
on families. 

.219 .003 .036 .714 
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Notes: The table summarises further similarities and diƯerences involving benefits being perceived or not (extents of agreement through 
selecting ‘Strongly agree’ or ‘Agree’ rather than disagreement through selecting ‘Disagree’), and further similarities and diƯerences involving the 
extent of benefits when benefits were perceived to occur (extents of selecting ‘Strongly agree’ rather than ‘Agree’). The table shows the 
magnitude of any diƯerence (Cramer's V values) and the statistical significance of any diƯerence (p values). 
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Rural or urban regional classification 

Overall comparisons 

 Rural institutions Urban institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

Students are adopting 
healthier lifestyle habits 
and behaviours. 

26% 56% 3% 15% 16% 76% 2% 6% .187 .021 

Students exhibit greater 
pride in the school. 

29% 53% 8% 10% 18% 71% 3% 8% .172 .042 

StaƯ (including non-
teaching staƯ) feel better 
recognised for, and 
motivated in, their work. 

11% 51% 13% 25% 11% 54% 8% 27% .077 .645 

The school environment, 
including outside spaces, is 
more comfortable and 
engaging for staƯ and 
students. 

38% 57% 5% 0% 30% 57% 6% 7% .135 .169 

Connections with the local 
community (e.g., parents, 
businesses, alumni and 
local councils) are 
strengthened. 

28% 59% 5% 8% 15% 61% 9% 14% .153 .090 

Families and the wider 
community engage with 

18% 67% 10% 5% 14% 59% 16% 11% .127 .215 
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 Rural institutions Urban institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

school sustainability 
activities. 
The quality of the 
surrounding natural 
environment, within or 
beyond the school grounds, 
is improved. 

33% 62% 2% 3% 32% 54% 7% 7% .120 .262 

The school is fostering a 
culture of sharing and 
reusing resources. 

30% 57% 7% 7% 28% 64% 4% 5% .076 .655 

StaƯ develop new 
professional knowledge 
and skills. 

20% 64% 5% 11% 22% 64% 6% 8% .057 .827 

Students develop 
transferable skills (e.g., 
leadership, teamwork). 

30% 62% 3% 5% 30% 64% 2% 4% .037 .945 

Sustainability is connected 
to learning across subjects. 

25% 67% 3% 5% 25% 62% 9% 4% .089 .530 

Students appreciate how 
sustainability relates to 
future jobs and careers. 

18% 56% 18% 8% 20% 53% 11% 15% .116 .292 

The school has an improved 
reputation in the local 
community. 

20% 56% 3% 21% 12% 48% 9% 31% .150 .101 
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 Rural institutions Urban institutions DiƯerence 
 Strongly 

agree 
Agree 

Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

There is a clear strategy 
shaping everyday school 
practice. 

18% 69% 8% 5% 27% 61% 5% 7% .110 .341 

The school community has 
a stronger shared sense of 
purpose. 

21% 59% 3% 16% 19% 64% 6% 12% .082 .608 

Students have more 
opportunities for 
leadership and decision-
making. 

30% 66% 0% 5% 26% 61% 2% 11% .116 .296 

The school has reduced 
energy or resource use. 

26% 49% 11% 13% 25% 51% 7% 17% .079 .628 

The school has saved 
money. 

16% 51% 15% 18% 21% 46% 8% 24% .111 .337 

The school has secured 
external funding or 
resources for sustainability 
initiatives. 

20% 43% 33% 5% 26% 34% 29% 11% .116 .295 

School initiatives have 
reduced the financial 
burden on families. 

8% 46% 31% 15% 10% 31% 28% 32% .175 .039 

Notes: The table shows responses from staƯ from schools in rural areas (80 staƯ) and from schools in urban areas (287 staƯ), although staƯ 
may not necessarily have answered every question. The table also shows whether the overall patterns of responses (across ‘Strongly agree’, 
‘Agree’, ‘Disagree’, and ‘I don’t know’ responses) were similar or diƯerent across these circumstances; the table shows the magnitude of any 
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diƯerence (Cramer's V values) and the statistical significance of any diƯerence (p values). Statistically significant diƯerences (p < .05) are 
highlighted in bold for clarity. 
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Further comparisons 

 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students are adopting healthier lifestyle habits and 
behaviours. 

.050 .426 .143 .024 

Students exhibit greater pride in the school. .114 .071 .144 .026 

StaƯ (including non-teaching staƯ) feel better 
recognised for, and motivated in, their work. 

.084 .234 .014 .854 

The school environment, including outside spaces, is 
more comfortable and engaging for staƯ and students. 

.019 .763 .043 .494 

Connections with the local community (e.g., parents, 
businesses, alumni and local councils) are 
strengthened. 

.073 .259 .123 .069 

Families and the wider community engage with school 
sustainability activities. 

.092 .147 .027 .699 

The quality of the surrounding natural environment, 
within or beyond the school grounds, is improved. 

.106 .087 .020 .753 

The school is fostering a culture of sharing and reusing 
resources. 

.062 .316 .032 .609 

StaƯ develop new professional knowledge and skills. .008 .896 .020 .755 
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 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students develop transferable skills (e.g., leadership, 
teamwork). 

.027 .660 .001 .986 

Sustainability is connected to learning across 
subjects. 

.088 .151 .020 .761 

Students appreciate how sustainability relates to 
future jobs and careers. 

.078 .227 .030 .667 

The school has an improved reputation in the local 
community. 

.121 .091 .063 .402 

There is a clear strategy shaping everyday school 
practice. 

.064 .304 .087 .178 

The school community has a stronger shared sense of 
purpose. 

.050 .439 .037 .579 

Students have more opportunities for leadership and 
decision-making. 

.079 .214 .010 .875 

The school has reduced energy or resource use. .068 .298 .015 .834 

The school has saved money. .087 .207 .058 .429 

The school has secured external funding or resources 
for sustainability initiatives. 

.018 .774 .095 .222 

School initiatives have reduced the financial burden 
on families. 

.037 .599 .100 .273 
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Notes: The table summarises further similarities and diƯerences involving benefits being perceived or not (extents of agreement through 
selecting ‘Strongly agree’ or ‘Agree’ rather than disagreement through selecting ‘Disagree’), and further similarities and diƯerences involving the 
extent of benefits when benefits were perceived to occur (extents of selecting ‘Strongly agree’ rather than ‘Agree’). The table shows the 
magnitude of any diƯerence (Cramer's V values) and the statistical significance of any diƯerence (p values). 
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Greater or lesser regional deprivation (IDACI) 

Overall comparisons 

 Institutions in more deprived areas 
(IDACI deciles 1-3) 

Institutions in less deprived areas 
(IDACI deciles 7-10) 

DiƯerence 

 Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

Students are adopting 
healthier lifestyle habits 
and behaviours. 

20% 72% 1% 7% 18% 71% 2% 9% .054 .898 

Students exhibit greater 
pride in the school. 

25% 67% 3% 5% 21% 63% 6% 10% .117 .431 

StaƯ (including non-
teaching staƯ) feel better 
recognised for, and 
motivated in, their work. 

12% 60% 7% 21% 12% 48% 9% 30% .123 .380 

The school environment, 
including outside spaces, is 
more comfortable and 
engaging for staƯ and 
students. 

40% 49% 4% 7% 30% 59% 7% 4% .137 .281 

Connections with the local 
community (e.g., parents, 
businesses, alumni and 
local councils) are 
strengthened. 

13% 61% 11% 15% 22% 59% 7% 12% .120 .401 
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 Institutions in more deprived areas 
(IDACI deciles 1-3) 

Institutions in less deprived areas 
(IDACI deciles 7-10) 

DiƯerence 

 Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

Families and the wider 
community engage with 
school sustainability 
activities. 

15% 54% 19% 12% 15% 65% 11% 9% .130 .334 

The quality of the 
surrounding natural 
environment, within or 
beyond the school grounds, 
is improved. 

36% 50% 5% 9% 34% 57% 5% 5% .098 .582 

The school is fostering a 
culture of sharing and 
reusing resources. 

35% 59% 1% 5% 26% 60% 8% 6% .157 .169 

StaƯ develop new 
professional knowledge 
and skills. 

29% 62% 3% 7% 18% 66% 5% 10% .146 .229 

Students develop 
transferable skills (e.g., 
leadership, teamwork). 

37% 58% 3% 3% 27% 66% 2% 5% .128 .340 

Sustainability is connected 
to learning across subjects. 

29% 58% 9% 4% 25% 66% 6% 3% .083 .706 

Students appreciate how 
sustainability relates to 
future jobs and careers. 

21% 54% 11% 14% 21% 56% 9% 13% .028 .984 
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 Institutions in more deprived areas 
(IDACI deciles 1-3) 

Institutions in less deprived areas 
(IDACI deciles 7-10) 

DiƯerence 

 Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

The school has an improved 
reputation in the local 
community. 

16% 49% 11% 25% 16% 45% 5% 34% .120 .402 

There is a clear strategy 
shaping everyday school 
practice. 

30% 55% 7% 8% 23% 63% 6% 8% .079 .734 

The school community has 
a stronger shared sense of 
purpose. 

21% 66% 4% 9% 19% 62% 7% 12% .080 .730 

Students have more 
opportunities for 
leadership and decision-
making. 

32% 54% 3% 12% 25% 62% 2% 11% .080 .731 

The school has reduced 
energy or resource use. 

29% 51% 7% 13% 23% 47% 9% 20% .117 .428 

The school has saved 
money. 

24% 49% 7% 20% 16% 44% 13% 27% .153 .194 

The school has secured 
external funding or 
resources for sustainability 
initiatives. 

40% 39% 17% 4% 19% 34% 37% 10% .287 .001 
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 Institutions in more deprived areas 
(IDACI deciles 1-3) 

Institutions in less deprived areas 
(IDACI deciles 7-10) 

DiƯerence 

 Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Strongly 
agree 

Agree 
Disagre
e 

I don’t 
know 

Cramer’
s V 

Sig. 

School initiatives have 
reduced the financial 
burden on families. 

11% 34% 30% 26% 11% 30% 29% 29% .046 .935 

Notes: The table shows responses from staƯ from schools in regions with greater extents of deprivation (94 staƯ; IDACI deciles 1-3) and from 
schools in regions with lesser extents of deprivation (174 staƯ; IDACI deciles 7-10), although staƯ may not necessarily have answered every 
question. The table also shows whether the overall patterns of responses (across ‘Strongly agree’, ‘Agree’, ‘Disagree’, and ‘I don’t know’ 
responses) were similar or diƯerent across these circumstances; the table shows the magnitude of any diƯerence (Cramer's V values) and the 
statistical significance of any diƯerence (p values). Statistically significant diƯerences (p < .05) are highlighted in bold for clarity. 
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Further comparisons 

 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students are adopting healthier lifestyle habits and 
behaviours. 

.039 .594 .015 .838 

Students exhibit greater pride in the school. .077 .292 .019 .805 

StaƯ (including non-teaching staƯ) feel better 
recognised for, and motivated in, their work. 

.077 .349 .036 .682 

The school environment, including outside spaces, is 
more comfortable and engaging for staƯ and students. 

.060 .402 .114 .125 

Connections with the local community (e.g., parents, 
businesses, alumni and local councils) are 
strengthened. 

.074 .325 .102 .199 

Families and the wider community engage with school 
sustainability activities. 

.126 .091 .035 .666 

The quality of the surrounding natural environment, 
within or beyond the school grounds, is improved. 

.018 .803 .041 .584 

The school is fostering a culture of sharing and reusing 
resources. 

.144 .047 .074 .320 

StaƯ develop new professional knowledge and skills. .074 .313 .119 .115 
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 DiƯerences involving benefits being 
perceived or not (extents of 
agreement rather than disagreement) 

DiƯerences involving the extent of 
benefits when benefits were 
perceived to occur (extents of 
selecting ‘Strongly agree’ rather than 
‘Agree’) 

 Cramer’s V Sig. Cramer’s V Sig. 
Students develop transferable skills (e.g., leadership, 
teamwork). 

.036 .616 .107 .140 

Sustainability is connected to learning across 
subjects. 

.057 .423 .060 .415 

Students appreciate how sustainability relates to 
future jobs and careers. 

.023 .763 .009 .915 

The school has an improved reputation in the local 
community. 

.092 .270 .013 .884 

There is a clear strategy shaping everyday school 
practice. 

.007 .924 .085 .259 

The school community has a stronger shared sense of 
purpose. 

.072 .333 .011 .888 

Students have more opportunities for leadership and 
decision-making. 

.010 .889 .084 .266 

The school has reduced energy or resource use. .070 .368 .036 .658 

The school has saved money. .136 .094 .076 .386 

The school has secured external funding or resources 
for sustainability initiatives. 

.241 .001 .152 .089 

School initiatives have reduced the financial burden 
on families. 

.016 .852 .030 .783 
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Notes: The table summarises further similarities and diƯerences involving benefits being perceived or not (extents of agreement through 
selecting ‘Strongly agree’ or ‘Agree’ rather than disagreement through selecting ‘Disagree’), and further similarities and diƯerences involving the 
extent of benefits when benefits were perceived to occur (extents of selecting ‘Strongly agree’ rather than ‘Agree’). The table shows the 
magnitude of any diƯerence (Cramer's V values) and the statistical significance of any diƯerence (p values). 
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