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Preface

The UN Sustainable Development Summit held in New York in September 2015
has led to the adoption of a new sustainable development agenda, which builds on
the eight Millennium Development Goals. Even though reaching a quality educa-
tion is the foundation to improving people’s lives and sustainable development, and
despite the fact that much progress has been made towards increasing access to
education at all levels, lifelong learning for sustainable development is not yet as
developed as it should be.

It is based on the perceived need to explore and present concrete case studies
which illustrate how lifelong learning for sustainable development can be realised
that the “Handbook of Lifelong Learning for Sustainable Development” has been
produced.

This book contains a set of papers from the “World Symposium on Lifelong
Learning for Sustainable Development” held in Malta in March 2017. The event
was jointly organised by the University of Malta, Manchester Metropolitan
University (UK), the Hamburg University University of Applied Sciences
(Germany) and the Inter-University Sustainable Development Research Programme
(IUSDRP), in cooperation with various UN bodies, government offices and
authorities, universities, enterprises, NGOs and grassroots organisations from
across the world. Consistent with the need for more cross-sectoral interactions
among the various stakeholders working in the field of lifelong learning for sus-
tainable development, the aims of the “World Symposium on Lifelong Learning for
Sustainable Development” were as follows:

I. to provide research institutions, universities, NGOs and enterprises working
with lifelong learning for sustainable development with an opportunity to
display and present their works in this field;

II. to foster the exchange of information, ideas and experiences acquired in the
execution of projects on lifelong learning for sustainable development,
especially successful initiatives and good practice;

III. to discuss methodological approaches and experiences deriving from case
studies and projects;

IV. which aim to show how lifelong learning for sustainable development may
be implemented in practice; to network the participants and provide a plat-
form so they can explore possibilities for cooperation.
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Last but not least, a further aim of the event was to document and disseminate
the wealth of experiences on lifelong learning for sustainable development available
today, which takes place via this publication.

The “Handbook of Lifelong Learning for Sustainable Development” focuses on
“strengthening capacity building in lifelong learning for sustainable development”,
meaning that it will serve the purpose of showcasing experiences from research,
field projects and best practice in lifelong learning for sustainable development,
which may be useful or implemented across the world.

Education and sustainability researchers from a wide range of countries have
contributed to this publication, and we thank all authors for their efforts. Their
works help to reiterate the potential of lifelong learning for sustainable development
and its contribution to the sustainable development agenda.

Hamburg, Germany/Manchester, UK Walter Leal Filho
Msida, Malta Mark Mifsud
Msida, Malta Paul Pace
Winter 2017–2018
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Lifelong Learning for Sustainable
Development—Is Adult Education Left
Behind?

Violeta Orlović Lovren and Katarina Popović

Abstract
The adoption of the SDGs in 2015 was welcome as the truly global agenda that
should meet the challenges related to people and the planet and ensure
sustainable peace and prosperity. For the first time, lifelong learning is
adequately incorporated and elaborated as an important part of SDG4. On the
other hand, adult education is not even mentioned, except as a peripheral
addition to the indicator providing the number of people that should acquire new
skills, and in the literacy target. This paper argues the thesis that lifelong learning
is adopted as the frame, concept, and learning philosophy, but adult education,
within the field of practice and as an inherent part of the implementation of this
concept, is highly neglected. The fact that adult education has also “disappeared”
from other major international documents and programs influences not only the
achievements of the educational goals, but jeopardizes the implementation of all
other SDGs. A various aspects of the relations between adult education and
sustainable development are analyzed in this paper. The argument is that
sustainable development on the local, national, and global level is not possible
without acknowledging the intersectoral character of adult education. That
requires an adequate place in contemporary policy creation as well as the
attention of experts in adult education and sustainability, in order to provide
solid and just conditions for achieving the agreed upon goals.
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Department for Andragogy, Faculty of Philosophy,
University of Belgrade, Čika Ljubina 18-20, 11070 Belgrade, Serbia
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1 Introduction

After several years of consultations, involving many participants and organizations,
the “post-2015 Agenda” has been developed and global goals for the future adopted
in 2015. Between the “era” of Millennium Development Goals (MDGs, 2000–2015)
and the Sustainable Development Goals (SDGs, 2015–2030), humanity is still facing
the some old challenges, such as poverty, increased social gaps among countries,
which includes the impact of pollution and climate change. Lessons learned through
implementation of the MDGs have increased awareness of the world’s complexity
and of the gaps and contradictions between efforts made and effects achieved.

Based on the experiences from the MDG application, as well as on analyses of
ongoing development processes, members of the Leadership Council of the Sus-
tainable Development Solutions Network (SDSN) foresee specific trends which will
mark the “SDG period”: “(i) the feasibility of ending extreme poverty in all its
forms, (ii) a drastically higher human impact on the physical Earth, (iii) rapid
technological change, (iv) increasing inequality, and (v) a growing diffusion and
complexity of governance” (SDSN 2014). Facing a possible future of uncertainty
and inequality—despite the positive changes and projections inspired by improved
technological and scientific power—there is a lot of space for skepticism, a need to
rethink the dominating paradigm and values, and the appeal for radical changes in
both global and national policies and everyday life.

The rethinking of sustainability brings new light to its conceptualization. The
vision of the model has been expanded through the additional “pillars of sustain-
ability,” such as cultural (diversity and values), political (institutional), and spiritual
(Filho et al. 2015). From the perspective of the academics and scientists convened
through the SDSN, “there are four interdependent dimensions of sustainable
development: economic, social, environmental, and governance (SDSN 2014).” For
many authors, lifelong learning is seen as a “technology of governmentality”
(Kinnari and Silvennoinen 2016; Popović 2014) with various discourses of lifelong
learning accompanying political, economic, and social changes.

In the “post-2015” development agenda, a central place is given to education.
The recognition of the importance of lifelong learning is now incorporated within
recently adopted sustainability goals and related documents. However, among the
concepts and priorities agreed upon, it is difficult if not impossible, to discern what
the role of adult education is—and whether it is still considered an inherent part of
the education goals that will lead to sustainability.

Following the notions of the authors who rightly remind us that “sustainable
development requires that humanity learns to rethink its ways of learning and thinking
about politics” (Gough and Scott 2008), we claim here that the same applies to policy.

2 V. Orlović Lovren and K. Popović
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Our intention, therefore, is to contribute to that process by analyzing the status and role
envisaged for adult education in policy documents and recommendations, from the
perspective of its historically close relations with the concept of lifelong learning
(LLL) and for the sake of sustainable development for all.

2 From MDGs to SDGs—Searching for Adult Education

The direct notion of education in MDGs was only indentified in the second goal,
“Achieve universal primary education.” In its target 2.A, neither adult education nor
adults as a potential priority group were mentioned (UN 2002).

Though globally presented as progress in both youth and adult literacy,
achievements made during the implementation of the MDGs that are described in
official reports still focus on youths only: “The literacy rate among youth aged 15–
24 increased globally from 83% in 1990 to 89% in 2010. This improvement was
largely a result of increasing attendance in primary and secondary school among
younger generations” (UN 2015a, b).

At the same time, documents focusing on adult learning and education
(ALE) contain a series of research evidence illustrating the effects of activities
which involve adults as a target group. Evaluation and research of the relationships
between participation in adult literacy and achievements in MDGs clearly
demonstrate multiple improvements in upgrading productivity, entrepreneurship
skills (MDG 1), decisions to send children to school (MDG 2), health and nutri-
tional practices of the families (MDG 4), as well as increased awareness of the need
to protect the environment and readiness to take action for it (UIL 2010).

Despite the convincing evidence of the positive effect of investments in adult
literacy and education, not only on individuals, but also at the family and com-
munity level, as well as the obvious implications recorded in relation to all the
MDGs, none of relevant strategic documents takes adult education as a powerful
mechanism into account. As pointed out, “the absence of adult education as an
MDG strategy, despite overwhelming evidence of its transformative power, is
astounding” (Ibid.).

In reviewing the “MDG period,” reports show progress but also remaining chal-
lenges related to education of adults. The 2015 Global Monitoring Report (GMR1)
makes clear that the adult literacy goal (EFA4) of halving the number of adultswithout
literacy by 2015 was the overall EFA goal on which least progress was made
(UNESCO 2015). Recent data illustrate that there are still about 758 million adults,

1The Global Monitoring Report is the main instrument for assessing global progress toward
achieving the EFA goals. It is an analytical, evidence-based report monitoring progress toward
EFA and education-related Millennium Development Goals. It tracks progress and identifies
effective policy reforms and best practice in all areas relating to EFA. In May 2015, GMR received
a mandate from the World Education Forum to begin monitoring the post-2015 education goal and
targets, adopted by the UN, and since then, it has changed its name to the Global Education
Monitoring Report.
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including 115 million people aged between 15 and 24, who cannot read or write, of
which two-thirds arewomen (UIL 2016a, b). Obviously, the same age has been treated
differently in the global reports on MDG achievements (youth) and documents ana-
lyzing this process from the point of view of ALE (adults).

As a result of the failure overall to make progress on EFA 4, “the impact of
development investment in a number of other areas covered by the Millennium
Development Goals was inhibited. This is because the informed consent and
engagement of adults, which literacy secures, is necessary for the success of
measures to provide access to clean water, to secure improved maternal healthcare
and declining infant mortality, to reduce the incidence of HIV and AIDS, and for
measures to respond effectively to climate change and to improve sustainability”
(Tuckett and Popović 2015).

3 Education and Sustainable Development Goals—What
Is New for Adult Education?

Taking the lessons learned from the MDG implementation into consideration, the
development of the SDGs brought at least two important changes: First, it now
tends to target all countries, “…not what the rich should do for the poor, but what
all countries together should do for the global wellbeing of this generation and those
to come” (Sachs 2012); second, and essentially important for our perspective, it
incorporates current education and lifelong learning as a much broader and
appropriate framework, in comparison with the MDG focus on “universal primary
education.” But what is worrying is the fact that “The post-2015 euphoria is not
taking into account the fact that the majority of the factors and reasons that influ-
enced the implementation of MDGs and EFA are not just still present, but they have
actually worsened” (Popović 2015).

Box 1: Goal and targets of the SDG 4 Goal 4. Ensure inclusive and
equitable quality education and promote lifelong learning opportunities
for all

• 4.1 By 2030, ensure that all girls and boys complete free, equitable, and
quality primary and secondary education leading to relevant and effective
learning outcomes,

• 4.2 By 2030, ensure that all girls and boys have access to quality early
childhood development, care, and preprimary education so that they are
ready for primary education,

• 4.3 By 2030, ensure equal access for all women and men to affordable and
quality technical, vocational, and tertiary education, including university,

4 V. Orlović Lovren and K. Popović
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• 4.4 By 2030, substantially increase the number of youth and adults who
have relevant skills, including technical and vocational skills, for
employment, decent jobs, and entrepreneurship,

• 4.5 By 2030, eliminate gender disparities in education and ensure equal
access to all levels of education and vocational training for the vulnerable,
including persons with disabilities, indigenous peoples and children in
vulnerable situations,

• 4.6 By 2030, ensure that all youth and a substantial proportion of adults,
both men and women, achieve literacy and numeracy,

• 4.7 By 2030, ensure that all learners acquire the knowledge and skills
needed to promote sustainable development, including, among others,
through education for sustainable development and sustainable lifestyles,
human rights, gender equality, promotion of a culture of peace and non-
violence, global citizenship, and appreciation of cultural diversity and of
culture’s contribution to sustainable development,

• 4.a Build and upgrade education facilities that are child, disability, and
gender-sensitive and provide safe, nonviolent, inclusive, and effective
learning environments for all,

• 4.b By 2020, substantially expand globally the number of scholarships
available to developing countries, in particular least developed countries,
small island developing states and African countries, for enrollment in
higher education, including vocational training and information and
communications technology, technical, engineering, and scientific pro-
grams, in developed countries and other developing countries,

• 4.c By 2030, substantially increase the supply of qualified teachers,
including through international cooperation for teacher training in devel-
oping countries, especially least developed countries and small island
developing states.

(UN 2015a)
A more comprehensive list of new goals (17) also comprises additional targets

related to education. The formulation of the SDG 4 itself, Ensure inclusive and
equitable quality education and promote lifelong learning opportunities for all,
at the first glance reflects a shift in approach compared to the MDGs. As stated,
“SDG 4 clearly mirrors and deepens the second MDG ‘Achieve universal primary
education’ by adding important considerations concerning inclusiveness, equity,
and a continuous process of education throughout a life-time (e.g. life-long learn-
ing)” (Pisano et al. 2015). The new agenda has added and strongly emphasized two
elements, claiming that they are based on lessons learned from MDGs (although it
is not really research-based): unlimited trust in the power of the use of technology
and ICT (“Technology can help us to fundamentally transform education deliv-
ery”—Cann 2015) and an absolute, almost obsessive belief that monitoring and

Lifelong Learning for Sustainable Development: Is Adult … 5
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measuring progress is crucial for implementation (“Evaluation: A crucial ingredient
for SDG success”—Schwandt et al. 2016). But “this approach risks viewing each of
the 17 goals as nothing more than the sum of its separate targets and indicators and
can be measured accordingly. By counting the trees, therefore, this approach risks
hiding the forest” (Adams et al. 2016). Adult education is now “dominated by
paradigms of inputs and outputs, measures and indicators, competition, perfor-
mances, and achievements—paradigms and concepts that are imported and some-
times uncritically applied in the field of adult education. It is also marked by huge
trust in technology as the solution for many educational problems, in ICT as a
universal recipe and the means that will replace all others” (Popović 2016) This
approach is reflected in the new global agenda, especially in the discussion of
targets and indicators, which might diminish the importance of the discussion on
the means of implementation.

As is pointed out by authors of the Global Report on Adult Learning and
Education (GRALE) and of the seven targets under Sustainable Development Goal
4, the following are directly related to adults: 4.3 (to ensure access to technical,
vocational and tertiary education); 4.4 (to provide more people with the skills they
need to find decent jobs); 4.5 (to eliminate gender disparities in education); 4.6 (to
ensure that ‘all youth and a substantial proportion of adults achieve literacy and
numeracy); and 4.7 (education for sustainable development, human rights, gender
equality, peace, and global citizenship) (UIL 2016a, b). It is also emphasized that
SDG targets capture all the relevant fields of learning (literacy, continuing training,
professional development, and active citizenship) recognized by the Adult Learning
and Education Recommendation (UNESCO and UIL 2016a). It is therefore esti-
mated that the Agenda for Sustainable Development 2030 has a stronger focus on
ALE than the MDGs (UIL 2016a, b).

From the perspective of adult education, one can agree that wider space and
more opportunities are now open globally for improving competences and meeting
the needs of people of all ages, not only in terms of education, but within all fields
covered by the SDGs. However, adults as a target group have been directly men-
tioned only in target 4.6—related to achieving literacy and numeracy, with very
vague success indicators (“a substantial proportion of adults…”). The adult edu-
cation approach within the EFA was criticized because of the “discourse that
accommodated adult learning only in terms of adult literacy or skills training”
(Almazan-Khan 2000). That fact was, unfortunately, ignored in the MDGs. The
new agenda does not create a significant change in this approach. What message
may that send to the national and local policy and decision makers? Will they all
easily recognize what has been written “between the lines” or read only what has
been clearly stated in the global documents? In the worst case scenario (unfortu-
nately, not so difficult to imagine), they might relate adults as target groups for
literacy and numeracy programs only, and adult education as the process and
practice in charge of the development of these competences alone.

Looking at other relevant documents, we may come to similar conclusions. In
the Roadmap for implementing the Global Action Program on Education for
Sustainable Development (UNESCO 2014), adults are again mentioned literally
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once—within the one of four priority action areas (promoting the whole—institu-
tions approach), as users of programs established in nonformal education institu-
tions (UNESCO 2014). When focusing on the capacity development of educators
and communities that are among the priority groups in achieving sustainable
development through education, the authors of the document also never mention
adult education, in spite of the clear connection of these education fields to its scope
and potentials.

One of the most important products of the post-2015 process and one of the
cornerstones of the new agenda, the Incheon declaration, is that it is strong in
preprimary, primary and secondary education, equity, quality, and gender equality.
Adult education is recognized within a lifelong learning approach, which includes
adult literacy, adult education and training, nonformal and informal education, life
skills, TVET, and higher education. After the concept of functional literacy was lost
from global policy discourse, the Incheon declaration is embracing it: “We further
commit to ensuring that all youth and adults, especially girls and women, achieve
relevant and recognized functional literacy and numeracy proficiency levels and
acquire life skills and that they are provided with adult learning, education, and
training opportunities” (UNESCO et al. 2015). But other than that, adult education
is not explicitly mentioned even once.

4 Adult Education and LLL: “Lost in Translation”

So, what has happened to adult education in the global perspective? The usual
narrative simply replaces “adult education” for “lifelong learning”—a change that
was welcomed by various actors and many of those who were in favor of adult
education. Lifelong learning offered a broad frame for various kinds of learning
activities, continuous, unlimited by age, all-encompassing. It fulfilled the aim to put
the person, the learner, in the center. It stressed out-of-school activities and non-
formal education. That was the promise from the early age of lifelong learning. But
analysis shows that the promise was not kept. By encompassing all life stages,
lifelong learning enabled unbalanced prioritization of children and youth education.
Putting the person in focus and insisting on individuals, it ended up as the full
personal responsibility of adults (most notably the financial one) for their learning
and has diminished the responsibility of the state. The emphasis on nonformal
education and on learning generally (instead of education) has weakened educa-
tional structures and institutional support and put educational outcomes high on the
agenda (at the same time neglecting educational structures and processes). Thus,
lifelong learning remained an empty frame in which adult education disappeared.
Marginalization of this sector gained a powerful instrument, an excuse supported by
the high-level policy approach. Still, lifelong learning continues to pop up as a
convenient, elastic term, whose flexibility and plasticity enabled using, adapting,
and twisting it depending on the context and purpose. As various authors have
stated, it is a “chameleon-like” term, a “slippery term” (Johnston 2000), an “elastic
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concept tailorable to any needs” (Dehmel 2006), or, according to Gilroy, a “lan-
guage game in search of its rules” (Gilroy 2012).

Surprisingly, at the EU level, the lifelong learning concept has made a fast career—it
has been widely accepted, even in countries with strong adult education and a popular
education tradition. “The EU therefore embraced the idea of lifelong learning, sys-
tematically translating it into documents, communications, and programs. However, it
narrowed its scope from the broad conception of education (lifelong and life wide) to a
narrower, more instrumental version” (Mohorcic Špolar and Holford 2014), estab-
lishing that it is “based on an individualist, neoliberal philosophy, with a technocratic–
managerial ethos and a social adaptation agenda” (Popovic and Maksimovic 2016).
Numerous scholars have brought forth arguments that have revealed the true nature of
the lifelong learning concept, which has had devastating effects on the field, including
its professionalization, financing, and recognition. As Edward explains, “Central to the
effects of discourses of lifelong learning has been de-differentiation, or breaking-down,
blurring, and increasing permeability of traditional boundaries and norms. […] Within
adult education assumptions about what constitutes the field, its values and purposes,
have all been questioned and the bounding metaphor of the field has itself become
problematic. […] Where education binds, learning fragments. Adult education is then
increasingly displaced by lifelong learning as the locus of study, practice, and policy”
(Edwards 2007).

Although lifelong learning became a concept très à la mode (Duchs 2013), it has
not shown a clarity, consistency, and usefulness for its implementation—widely
accepted in the rhetoric, with a low level of operationalization. It has had hardly an
impact on adult education practice, since it has become a “concept within which
adult education was yet to fight for its identity (and its share of the budget). When
adults eventually got their “right of vote” within this concept and were recognized as
an important category (now with the appropriate budgetary support), the pendulum
swung the other way and they ended up being reduced to “workforce,” “employees,”
“employable,” “human resources”—and other objects of professional training, all
for the purpose of economic development” (Popovic and Maksimovic 2016).

Therefore, it is not surprising that lifelong learning, with its fluid conceptual-
ization, has found its place in recent policy agendas. The majority of the policy
papers and many programmes of the European Commission use lifelong learning as
the title and narrative, but analysis shows that it is not translated into national
policies and practices, at least not as adult education, except in terms of labor
market-driven learning, skills development, and recognition of prior learning,
especially for the purpose of employment. Thus, an economic paradigm has replaced
the educational one, and instead of covering only one part or one aspect of adult
education and learning, it has “occupied” the whole area, removing thus all other
aspects. The recent (Paris, October 24–25, 2016, UNESCO) Regional Consultation
Meeting on SDG4-Education 2030 for Europe and the North America Region dis-
cusses “Skills and Competencies for Life and Work in a Lifelong Learning Per-
spective,” giving the central role in lifelong learning to “Adult up-skilling and
reskilling in fast changing labor markets,” based on the European skills agenda,
moving far away from the basic preassumptions of the lifelong learning concept.
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The Incheon declaration recognizes “We reaffirm that education is a public good, a
fundamental human right, and a basis for guaranteeing the realization of other rights. It
is essential for peace, tolerance, human fulfillment, and sustainable development. We
recognize education as key to achieving full employment and poverty eradication. We
will focus our efforts on access, equity and inclusion, quality and learning outcomes,
within a lifelong learning approach (UNESCO et al. 2015).”But this recognition of the
importance of education is missing in the noneducational part of the agenda, and
finally—it does not automatically imply adult education.

Investment and funding are often taken as a “reality check” of policymaking, and a
budget reveals the real paradigm behind rhetoric and real policy approaches behind
the narratives. They show clearly that adult education is underfunded on both national
and international levels, in the budgets of individual countries, in European funds, in
Official Development Assistance. Hence, the failure to recognize and invest in adult
literacy and adult education dramatically decreases the possibility that these other
goals will be achieved—missing adult literacy and education means missing poverty
reduction, gender equality, and sustainable development.

In its recent document “Rethinking education: Toward a global common good?”,
UNESCO enhances the vision provided by the two historical publications that have
marked the development of this field for a few decades: “Learning to Be: The world
of education today and tomorrow” (1972), often referred to as the Faure Report, and
“Learning: The treasure within” (1996), or the Delors Report. The vision and
understanding of education in these documents is much broader than in the new
agendas, although adult education still has a low visibility, as is the “case in all
international plans and initiatives” (Torres 2016), with “two reductionisms: adult
education reduced to literacy, and literacy understood as initial, basic literacy”
(Torres 2016). Further on, “the book highlights lifelong learning as the paradigm
and organizing principle of education in the twenty-first century. However, it does
not contribute to deepen its understanding… As much as LLL continues to be
associated with adults and adult education, it will not be understood as such and it
will not be incorporated as a new paradigm for education” (Torres 2016).

Benefits of the lifelong learning concept for adult education

An inclusive and flexible concept, encompassing a broad range of issues

Stresses out-of-school activities and nonformal education, thus broadening the field

The person, the individual learner, is at the center of the process (and not the institution); his/her
autonomy and responsibility is crucial

Freedom of individual choice of learners and individual preferences in learning are important

More actors included and shared responsibility

LLL provides the basis for establishing an integral system of education that would include all
types of institutions and organizations

Easier inclusion in global agendas is enabled

Losses and risks of lifelong learning concept for adult education

Blurring the line between adult education and other areas
(Holford and Milana 2014)

(continued)
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(continued)

Losses and risks of lifelong learning concept for adult education

LLL is a nice vision, but does not have content
(Gustavsson 1995)

Because it is empty of specific content, LLL—when translated from the global level to national
policy—loses meaning and the commonalities and power to take action

It is unclear how LLL links broad social goals and individual learning; there is a gap that requires
additional research and explanation
(Schuller and Watson 2009)

Losing specific characteristics of the field of adult education
(Holford and Milana 2014)

Individual freedom within LLL is an illusion and a pretense, since the student does not take part
in defining the goals and the agenda
(Biesta 2006; Popović 2014)

Withdraws the state from the education process and the field of adult education, shifting
responsibility (esp. financial) to the individual
(Barros 2012)

LLL neglects the social and political dimensions of adult education as a social phenomenon and
focuses on learning as an individual process
(Torres 2002, 2004)

“LLL” is perceived as a “Nordic” and “Western” concept imposed on the South, which prefers
“adult education”
(Torres 2004)

Difficulties are raised for categorical and conceptual differentiations and scientific analysis,
jeopardizing the scientific discipline of adult education and andragogy
(Edwards 2007; Field 2000)

One approach and discourse (LLL) replaced the whole field of practice (ALE); the concept
replaced the system
(Nicoll and Edwards 2004)

Dumping the efforts for the professionalization of adult education
(Field 2000)

Weakening of educational structures for adult education and institutional support
(Field 2000)

Multiperspectivity (in methodology and content) and polyvalence of adult education are reduced
(Popović 2014)

LLL is the result of international policy diffusion and transfer and not an expression of the
awareness about the internal needs of the states; it is a product of modernization and not of
necessity
(Jakobi 2009)

LLL became a technology of governmentality in various political rationalizations
(Kinnari and Silvennoinen 2016; Fejes 2006)

The focus is shifted from the purpose and functions of adult education to services and activities
related to the provision of LLL
(Milana et al. 2014)

LLL has enabled the massive penetration of economic concepts and approaches into the field of
education
(Milana 2012; McLaren 1999; Boshier 1998; Borg and Mayo 2005)
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5 Adult Education and Sustainability: Natural Allies

The integration of sustainability into adult education has been promoted by inter-
nationally relevant documents since the 1990s (Orlović Lovren 2015), as “…more
than a right…a key to the twenty-first century….both a consequence of active
citizenship and a condition for full participation in society,” and “a powerful
concept for fostering ecologically sustainable development, for promoting
democracy, justice, gender equity, and scientific, social, and economic develop-
ment, and for building a world in which violent conflict is replaced by dialogue and
a culture of peace based on justice” (UIL/UNESCO 1997). That “tradition” further
on continues in the acknowledgement of the importance of adult education “…for
building equitable, tolerant, sustainable and knowledge-based societies,” by the
next global conference on adult education (UIL 2010).

The human rights-based approach has been, by no means, deeply embedded in
SDGs; the two concepts are, as claimed, “…tied together in a mutually reinforcing
way” (Danish Institute 2016). What about the rights of the millions of people “left
behind” in their levels of literacy and numeracy—not to mention those who are
functionally illiterate? Even if we accept that literacy and employability are the
most desirable competences for adults in the twenty-first century, is that really a
satisfactory precondition to “ensure that by 2030, all learners acquire the knowledge
and skills needed to promote sustainable development” (SDGs, target 4.7, UN
2015a).

The multidimensional, mutual influences between adult education, poverty
reduction, gender equality, personal and family health, the building of peaceful and
inclusive societies as well as of sustainable economic growth have been evidenced
in the previously mentioned analyses and lessons learned from the implementation
of MDGs. As shown by the evaluation studies, “higher levels of education for
women have been shown to increase their knowledge of HIV-AIDS prevention,” as
well as “…higher self-esteem and confidence in their own abilities,” while a study
of the social and personal benefits of learning in the UK demonstrates “strong
influences on health (cancer prevention up and smoking down), improved racial
tolerance and increased civic participation among the least educationally qualified,
even when the courses taken are primarily for leisure purposes” (Feinstein et al.,
according to UIL 2010). These and other similar examples illustrate once more the
power of adult education programs in achieving all the MDGs, not only those
related to literacy and working skills.

The desired paradigm shift and active citizenship—as some of the key ideals of
education for sustainable development—cannot be achieved only by developing
skills to survive or programs of “learning for earning” (Summer, according to:
Clover, Hill (eds), 2003). Though still moderate, the contributions of authors
focusing on the relationships between adult education and sustainability reflect on
huge potential—if programs are based on principles of the interdisciplinary,
life-wide, and integrative, instead of focusing only on a lifelong, perspective.
Especially if the “lifelong” is reduced from its original meaning, focusing on
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reading and writing only, or on activities toward “finding decent jobs” in the adults’
life.

The issue of the environmental literacy of adults has been considered for a years
as a natural segment of functional literacy—both by global policy and by experts in
the field. More than 25 years ago, environmental literacy was defined by UNESCO
as “…no small part of effective, functional literacy, indeed on the very essentials for
a nation’s sustainable development” (UNESCO 1990). Therefore, as Clair rightly
remind us, being active as citizens in the twenty-first century requires more than
“the ability to read a bus timetable”; it should rather grow into “…awareness of the
implications of varying transport policies upon atmospheric degradation” (Clair
2003). Even if education itself is not always a guarantee of social action, there is a
necessity to give the opportunity—or ensure the right—to adults, as well as to
children and youth, to become environmentally literate in the sense defined above.
The constant changes in environmental issues and the expectations that all citizens
take responsibility for sustainable development are only two of the numerous
reasons why adults should be provided with this segment of functional literacy in
the modern world (Ibid.).

Facing the growing dominance of neoliberal, global corporative influences in all
segments of life, those authors inspired by Freire’s social theory, by the transfor-
mative and socio-ecological perspective, approach adult education as a process of
emancipation from neoliberal pressures and dehumanization, calling for the par-
ticular attention of policy makers and adult educators to issues of environmental
justice and degradation. In the vision of these authors, adult education includes “…
the social, cultural, discursive and political spheres as well as the ecological sphere”
(Clover et al. 2010).

As stated by others, adult education has a significant role in developing political
leadership and citizens’ responsibility (Lindberg 2009). Responsibility for educa-
tion or social change, however, cannot be left to individuals alone. Contradictions
between values of collectivism and equity, promoted by these and similar theories,
and individuality and competitiveness—brought into education at all levels by
neoliberals and productivists—create one of the key barriers in the implementation
of sustainability.

While the vocational education of adults is important for their individual and social
development, it cannot be reduced to “training-for-growth” and “skills-for-work,”
locked into the “culture of productivism” (Anderson 2008). A broader concept is
needed to “ensure that students and workers develop a different, wider set of eco-
nomically related knowledge, skills, and attitudes….in economic literacy, sustainable
production, sustainable consumption, and small business management” (Fien and
Maclean 2009). The equally powerful functions of adult education in this fieldmay be
recognized in the contribution of this concept to intrapersonal and interpersonal
competencies in the specific life and social contexts.

The inevitable power of adult education in fostering participation in all spheres
of life has its specific dimension in the context of community. Not only has
community been seen “…as a teacher and site of learning,” but, “as in all forms of
adult education, environmental adult education had to begin where people were at,
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tap into their rich store of ecological knowledge and build on that through active
engagement” (Clover et al. 2010). Studies on the interrelation between biodiversity
and cultural diversity show that in as many as 95% of examples, there is a geo-
graphic overlap between high biological and cultural diversity (Alcorn, according to
Clover et al. 2010). Yet, valuable sources of traditional local knowledge are not
fully appreciated or widely shared and improved within the organized education
programs—though they may have a strong influence on the resilience of a com-
munity in many ways, including prevention or reduction of the growing risks of
natural disasters, often related to climate change effects. Another paradigm shift—
from vulnerability toward joint development of “enabling community”—is hard to
achieve without the participation of adult citizens in education programs and
activities (Orlovic Lovren and Pejatovic 2015).

Developing adult education from an integrated and intersectoral perspective
means responding to the diversity of needs of people and communities, as well as
contributing to all, not only to targets defined by the SDG 4.

6 Conclusions

With the adoption of the SDGs, both the concept of sustainability and LLL have
been globally reaffirmed and promoted. The framework for the “post-2015 Agenda”
places education among its key goals; however, in spite of the lessons (learned?)
from the MDG implementation, the SDG agenda has embraced the shift from adult
education to lifelong learning in even more obvious ways: While lifelong learning
“holds” the high position as SDG 4, adult education is taken off the agenda. Only
adult literacy and vocational education are excerpted as clear targets related to
adults (and part of the target related to gender equality), which puts at risk the entire
SDG agenda, since achieving (in a sustainable way) several other goals does
depend on extensive use of adult education.

Some possible causes—and risks—of such an approach can be found in the
often criticized, broad, and abstract nature of both concepts. Both sustainability and
lifelong learning serve as terms and conceptions that are turned into general slogans
and “promoted as policy instruments, typically for the end purpose of enhancing
economic competitiveness…being incapable of operationalization solely through
the action of governments” (Scott and Gough 2003). The existence of different and
often contradictory ideas within these general concepts may seriously affect their
implementation (Orlović Lovren 2012).

Along with the general requirements for the reevaluation of sustainability, moving
from “rhetoric to action” (Filho et al. 2015), there is an obvious need to reexamine the
scope and meaning of lifelong learning in relation to adults, their complex roles and
needs in modern society. “It is important to note that adult education, according to the
‘lifelong learning’ approach recognized in the SDGs, is essential to ensure that ‘no
one is left behind’” (Adams et al. 2016), but more steps are needed to make sure that
this will be recognized in policy, financing, and implementation.
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The goals themselves are unwieldy: While some targets are defined in extremely
precise language, others are absolutely vague. There are no mechanisms to make
sure that they will be embedded into national policies, and there are so signs of
serious discussion about the resources for the implementation of the agenda—in
times when overseas aid has decreased, while many countries are still struggling
with huge debt. Neither lifelong learning nor sustainable development can be
perceived and improved without critical reflection on the whole process and on
crosscutting issues. Adult education and lifelong learning can accompany the
process both in supporting implementation and in reconsidering the presumptions
and mechanisms for implementation.

Some of directions that might be taken with that in mind should include the
following:

– Reconceptualize lifelong learning within the SDG agenda and secure the posi-
tion of adult education within the lifelong learning concept;

– Reaffirm adult education as the value per se and as the key action for the success
of the entire agenda;

– Integrate sustainability into lifelong learning at all the levels and in all the fields,
but—as suggested by the Roadmap for implementation of the Global Action
Program for Education for Sustainable development (UNESCO 2014)—inte-
grate education and learning into all agendas and programs promoting
sustainability;

– Include various kinds of data into the existing monitoring schemes, especially
qualitative data;

– Change the balance between efforts to monitor/measure learning outcomes and
efforts to support implementation and improve educational processes, in favor of
the latter;

– Improve the formulation of the SDG targets related to LLL, so that it incor-
porates adult education, captures its importance, includes its actual character-
istics, and reflects its relationship to other goals;

– Bridge the gap between global and local perspectives through the “translation”
of strategies and policies to “local languages” (Orlovic Lovren and Pejatovic
2015);

– Assure the responsibility of the state in educational provision for all, including
adults, in the most important levels and fields of education;

– Strengthen global, national, and donors’ support to institutional and financial
organizations in charge of adult education.

If implementation of these and the accompanying tasks and measures toward
assuring the deserved status to adult education in the implementation of SDGs is not
possible through the governmental and policy instruments alone—there is high
responsibility and need for experts to contribute to the clarification of concepts and
implementation of targets. The policy and government have power to support them
and provide conditions for improvements. Is there a willingness—that is the
question of realistic prospects for the achievement of sustainability.
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Teacher’s Competences
in Sustainability During Lifelong
Learning
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Abstract
Incheon Declaration considers lifelong learning (LLL) as a driving force for
development and achievement the Sustainable Development Goals 2030. These
goals and targets will stimulate actions over the next 15 years and will demand
new teacher’s competences because some aspects of “green economy” and
“circular economy” are the new not only for citizens and students but for
teachers too. The aim of the article is to consider different competencies in
sustainability required for teachers in their communication with students and
colleagues and development of these competencies during LLL. Competences
for strategic knowledge, practical knowledge, and collaborative clusters are
considered in the article. The study focuses on the development of practical
knowledge and collaborative competences which help teachers, university staff,
and students in their communications during the increasing mobility process and
research following the accession of the Republic of Belarus to the Bologna
Process.
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1 Introduction

In recent years, new approaches to the development of world order have been sug-
gested. At the UNConference on Environment and Development (UNCED) (Agenda
1992) the twenty-first century was defined as a century of sustainable development, at
the United Nations Conference on Sustainable Development (Rio+20) (Conference
2012) the concept of “green economy” was suggested, and then the transition to
“circular economy” was announced (Action Plan 2015). All this requires teachers of
any discipline to improve their competences in economy, environment, and society.

One of the requirements of the Bologna Process is to ensure the necessary
competences (Bologna Declaration 1999). Russia has joined the process in 2003,
while Belarus was adopted only in 2015 with the need to meet certain conditions in
the three-year process.

Ten-year period of development of education for sustainable development
(2005–2014) confirmed the need to develop teacher’s competences for sustainable
development (Evaluation Report 2016).

In 2005, the UNECE Strategy for Education for Sustainable Development
(2005–2015) was adopted. Some objectivities of this strategy were (UNECE 2005):

1. Promote sustainable development through formal, non-formal, and informal
learning;

2. Equip educators with the competence to include sustainable development in
their teaching.

Decision (2006) establishes a program for the European Community action in
the field of lifelong learning, the general objective of which was the development of
the Community as an advanced knowledge-based society through lifelong learning.

The need of LLL is defined by a number of factors:

1. Globalization;
2. Technology Development;
3. Demographic shifts;
4. Development of IT, which largely provides development of manufacturing

technologies; and
5. Competition in the global labor market.

Incheon Declaration defined a new vision for education (Education 2016):

To transform lives through education, recognizing the important role of education as a main
driver of development and in achieving the other proposed SDGs.

Agenda for Sustainable Development (2015) defined 17 goals for SD. Goal 4
refers to quality education: “Ensure inclusive and quality education for all and
promote lifelong learning”. One of the targets of this goal is: “By 2030, ensure that
all learners acquire the knowledge and skills needed to promote sustainable
development, including, among others, through education for sustainable
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development and sustainable lifestyles, human rights, gender equality, promotion of
a culture of peace and non-violence, global citizenship and appreciation of cultural
diversity and of culture’s contribution to sustainable development”.

Yang and Valdés-Cotera (2011) pointed that “In the knowledge-based global
economy of the twenty first Century, future prosperity and security as well as peace,
social harmony and nurturing the environment will depend on people’s access and
capacity to make choices, to adapt to rapid change and to find sustainable solutions
to pressing challenges”.

Guide (2013) underlines that “clustering units of competency for learning and
assessment can help registered training organization to produce strategies that
address the points above as well as realize significant efficiency benefits for their
organization”.

These objectivities demand the development of people competences in different
areas of sustainability, and the aim of the article is to consider different competences in
sustainability required for teachers in their communicationwith students and colleagues
and development of these competencies during LLL. Competences for strategic
knowledge, practical knowledge, and collaborative clusters are considered in the article.

2 Methodology

Using methodology includes the study of research articles connected with com-
petence development, normative and legislative basis of sustainable development,
changing of the learning process.

3 Lifelong Learning

Lifelong learning (LLL) is connected with formal, informal, and non-formal edu-
cations. Use the definition of these types of education given in the Final Report
(2014) “Shaping the Future We Want”:

Formal education is carried out in school, college and university systems and is based on
an established curriculum and on approved teaching and assessment methods.

Non-formal education occurs outside the formal system, but through other organized
learning settings (e.g. youth groups, women’s associations, zoos and museums, community
organizations and adult literacy classes).

Informal education results from daily life activities related to work, family or leisure, and
is provided within families, religious organizations, community groups and traditional
culture, as well as by news organizations, social media and various forms of entertainment.

At the Evaluation Report (2016), the implementation of the SD principles into all
these types of education is considered. For formal education “all responding
member States report they are explicitly addressing key sustainable development
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themes in curricula (97%) and explicitly addressing broad competencies and
learning outcomes supportive of sustainable development (92%)”. This report also
pointed “that formal education alone is not sufficient to support a transition to more
sustainable societies”.

Singh (2015) considers the interplay between formal education and training and
the recognition of non-formal and informal learning as a particularly important
element, and as a means of redressing past inequalities in the provision of access to
formal education, training, and employment opportunities.

Hence, non-formal and informal educations are very important and SD themes
should be included in them.

It’s clear that people are included in all these processes of education during life.
Starting from informal education in the family, everybody gets a formal education
then and received new knowledge via informal and non-formal educations—dif-
ferent seminars, conferences, writing articles, self-education, etc. In many cases
such education demands teacher’s presence, especially for formal and non-formal
educations. Hence, these types of educations are closely interconnected and add
each others.

Lindroos (2015) writes that “Lifelong learning is often defined as a set of
activities provided outside the mainstream education. However, the situation is
changing and in the future university level lifelong learning should rather be seen
as an integrated part of university education. With external pressure, such as
unemployment, needs of upgrading skills, and broadening participation, lifelong
learning is moving higher up on strategic agendas of IIHE”. That is, formal and
non-formal educations will merge.

Four pillars of education were considered in different works starting from Report
(1996):

• Learning to know;
• Learning to do;
• Learning to live together, learning to live with others;
• Learning to be.

One has to learn during lifetime. In the Act (2001), European Commission
promoted the establishment of strategies and specific activities for lifelong learning,
with a view to achieving a European area of lifelong learning.

At the same time, Leal Filho and Manolas (2012) consider several problems
connected with the implementation of sustainable development at universities:

1. Lack of training of teachers to handle matter related to education for
sustainability;

2. Lack of specific materials which may facilitate its handling in the classroom;
3. Limited provisions for continuous education in the field of education for sus-

tainable development;
4. Limited availability of institutions which specialize in education for SD an can

provide advice on the ground;
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5. Difficulties in evaluating education for SD;
6. Lack of coordination between countries and institutions of education for SD;
7. Lack of continuous political support for education for SD beyond the political

discourse at international level

The article confirms needs in development of competences for sustainable
development.

4 Competences for Education for Sustainable
Development

A Europe of Knowledge is now widely recognized as an irreplaceable factor for social and
human growth and as an indispensable component to consolidate and enrich the European
citizenship, capable of giving its citizens the necessary competencies to face the challenges
of the new millennium, together with an awareness of shared values and belonging to a
common social and cultural space (Bologna Declaration 1999).

What was the basis for education for sustainable development? Noguchi et al.
(2015) write that there are two roots for ESD:

• The Education for All (EFA) movement;
• The movement for environmental education.

These permits tell about two big groups of competences in ESD—pedagogical
and environmental. If pedagogical aspects of education are developed rather well—
from classic interaction “teacher tells—student listens” to problem base learning
(PBL), which helps to get critical thinking, environmental aspects of ESD are more
complicated. There are several reasons for this:

• The environmental aspects closely interact with other aspects of sustainable
development, economic, and social, and often define these aspects;

• The environmental science, as the sustainability science as a hole, is quickly
developing and teachers don’t know their results. This trend to the problems
described by Leal Filho and Manolas (2012, see above);

• There are no special educating centers directed to sustainability teacher training
(formal and non-formal). Hence, teachers should be researchers and take part in
informal education. Problem of teacher education in SD is very serious and
demands special consideration.

Considering the pillars of education, Nan-Zhao (n.d.) defined the specific
competences for their implementation:

• Competence in collecting, selecting, processing, and managing information;
• Competence in mastering instruments of knowing and understanding;
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• Competence in effectively communicating with others;
• Competence in adapting oneself to changes in life;
• Competence in cooperatively working in teams;
• Competence in resolving conflict through peaceful dialogue and negotiation.

The Recommendation (2006) defined the demands to key competences for
lifelong learning which are the combination of knowledge, skills, and attitudes
appropriate to the context. There are eight key competences:

1. Communication in the mother tongue;
2. Communication in foreign languages;
3. Mathematical competence and basic competences in science and technology;
4. Digital competence;
5. Learning to learn;
6. Social and civic competences;
7. Sense of initiative and entrepreneurship; and
8. Cultural awareness and expression.

First four competences refer mainly to formal base education, whereas next four
refer to non-formal and informal education. Assessing these key competences,
Communication (2012a) does next conclusion: “It is clear that evaluation and
assessment systems need to keep up with the evolving goals of education. Thus, a
strategy should build on continuous research and systematic collection of evidence.
As the stakes of assessment are high for many stakeholders, it is vital to involve, not
only policy makers and research, but teachers and their representatives, parents
and students themselves in the development of assessment strategy”.

Considering different models of competence clustering, Brundies et al. (2010)
suggested model, which includes three clusters of key competences:

1. The strategic knowledge cluster, which “integrates systemic, anticipatory, nor-
mative, and action-oriented competences”;

2. The practical knowledge cluster, which “involves competences, oriented on
linking knowledge, and action for sustainable development”;

3. The collaborative cluster, which content “competences needed to work in teams
and different knowledge community”.

The advantage of this model is that it may be related to any field of human
activity.
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5 New Demands for Teachers in Sustainable
Development—Two Sides of Teacher’s Competences

One of the requirements for high school teachers in Belarus and Russia is a regular
training. Areas of training are usually defined by area of teaching activity and
pedagogical and psychological aspects of the activity. This training is conducted in
special faculties and institutions and belongs to non-formal education. Teachers get
official documents on re-training.

Teaching the different aspects of sustainable development imposes certain
requirements for the competence of teachers. Here, we must proceed from the fact
that sustainable development in accordance with the concept of the Triple Bottom
Line includes three areas—economy, environment, and society. Therefore, in the
field of sustainable development a teacher must possess a wide range of compe-
tences than the teacher of the subject.

The role of SD teacher is changing during a time. He/she becomes a facilitator of
students learning and expert teacher. At the same time “a majority of faculty
members in sustainability programs experiences the paradoxical situation of being
responsible for training students in areas in which they themselves have not trained”
(Brundies et al. 2010). Consequently, the role of teacher’s educator increases. As
for teaching, as for teacher’s educating the researches in sustainability should be
attracted.

As was mentioned by Leal Filho and Manolas (2012), there are seven main
problems connected with the implementation of sustainable development at uni-
versities (see above). Additionally to this for Russian and Belarusian conditions, it
is necessary to add one more problem—lack of good knowledge of foreign
language.

Communication (2012b) writes “In a world of international exchanges, the
ability to speak foreign languages is a factor for competitiveness. Languages are
more and more important to increase levels of employability 9 and mobility of
young people, and poor language skills are a major obstacle to free movement of
workers. Businesses also require the language skills needed to function in the global
marketplace”.

In accordance with Brundies et al. (2010) communicative competence should be
referred to the collaborative cluster of competences, but it is also an essential
component of other clusters of competences, i.e., the strategic knowledge cluster
and the practical knowledge cluster. The development of the communicative
competence allows realizing one of the directions of lifelong learning and involves
teachers of older generations in the process of academic mobility.

It should be noted the specific role of teachers of foreign languages in Russian
and Belarusian universities. These teachers often work with students of different
specialties and specializations that require them to be competent in the areas of the
future student profession. The development of knowledge in professional fields
requires from teacher of foreign languages developing the competences throughout
his teaching activity because knowledge is changing rapidly.
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Another important competence of foreign language teachers is to prepare stu-
dents, teachers, researchers, and university administrators to academic mobility. If
students are prepared for such mobility in the learning process, then the teachers
and researchers, taking part in mobility must be taught in foreign language courses.
The need for such training is due to the fact that only a small part of the teachers
and staff are able to express themself in a foreign language, prepare articles and
reports, participate in conferences.

This discussing permits to suppose next competences needed for SD teachers.
For SD teachers:

1. Competence in different areas of sustainable development. The teacher should
be able to establish causal relationships between phenomena and explain it. In
accordance with Brundies et al. (2010) this competence corresponds the
“strategic knowledge cluster”. Such competence can be received via non-formal
and informal educations.

2. Research competence. The teacher must take part in the sustainability research,
what permits him knows last achievements and developments. This competence
corresponds the “practical knowledge cluster” (Brundies et al. 2010) and can be
obtained by non-formal and informal educations too.

3. Competence in the facilitating of students learning. The teacher should be able
to coordinate student activity during learning. This competence corresponds
both the “strategic knowledge cluster” and the “collaborative cluster” (Brundies
et al. 2010) and can be realized by non-formal and informal learning.

4. Competence in foreign language (spoken, listening, writing). This competence
helps teachers in their communication with foreigner partners, in their partici-
pation in conferences, writing a research article and preparing and realizing
international projects. This competence refers to the “collaborative cluster”
(Brundies et al. 2010) and can be realized by non-formal and informal learning.

For foreign languages teacher:

1. Competence in different areas of sustainable development. The teacher should
be able to understand and explain specialized texts in different areas of student’s
specializations. In accordance with this competence corresponds to the “col-
laborative cluster”. Such competence can be received via non-formal and
informal educations.

2. Competence in professional language based on the established consistent
vocabulary used for studying and teaching in foreign universities, participation
in conferences, and for talks with business partners. The need for this compe-
tence is due to the involvement of teachers of foreign languages to interpretation
and translation of various documents, writing scientific articles and their par-
ticipation in international conferences. This competence corresponds to the
“collaborative cluster” and can be reached via non-formal and informal edu-
cations. Sometimes this may require formal education.
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6 Conclusion

The aim of the article was to consider different competencies in sustainability
required for teachers in their communication with students and colleagues and
development of these competencies during LLL.

To reach this aim, the basis of LLL was considered. The reasons that led to the
inclusion of LLL in education for sustainable development were considered. It was
shown that education for sustainable development demands new teacher compe-
tences, especially for teachers who specialized in sustainable development.

The competences of foreign language teachers were considered. The need of this
consideration is determined by the role of foreign language in international coop-
eration and international mobility.

Suggested competences were considered in accordance with model of Brundies
et al. (2010). But these competences correspond to Nan-Zhao (n.d) model and
Recommendation (2006) model.
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Empowerment for Sustainability
in a Community Context: Lifelong
Learning and the Story of the BIG 5
Community Tourism Forum,
Koffiekraal/Brakkuil (South Africa)
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Abstract
During a community asset mapping (CAMP) workshop in 2012 in the villages of
Koffiekraal/Brakkuil (Northwest Province, South Africa), tourism was identified
as a potential asset for community empowerment, development and poverty
alleviation. As a result, a learning strategy was designed and implemented to
create an awareness of the tourism resource potential of the local area. This
strategy intended to empower community members to develop and successfully
implement an authentic, local tourism product in sync with a sustainability
agenda. The approach so far, and foreseen for subsequent phases, is in line with
the post-development ethos of community development that is characteristic of
CAMP. The idea is not to enforce pre-set conceptualisations of tourism on
community members, but to lead them by self-discovery to awareness of
resources for tourism at their disposal within the local context. This paper
reviews the progress achieved so far with this project and critically reflects on
the initial formal classroom sessions, transect walks through the village to
identify possible attractions and the trail runs of a day tour that has subsequently
been designed by community members. Despite the numerous challenges
involved to translate the classroom theory to the reality of a grassroots designed
and driven tourism tour, feedback by community members confirms that the
process thus far triggered significant host awareness and learning, with notable
gains for sustainable development in the local context and community context.
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1 Lifelong Learning as the Key to the Reduction
of Poverty and Inequality

Since the end of apartheid in 1994, South Africa has implemented development
programmes to address continued levels of poverty and inequality. The overall goal
of these programmes is to “develop social cohesion and development and the
creation of vibrant and more equitable and sustainable rural communities” (Nicolau
2013). The most recent plan to eliminate poverty and reduce inequality in South
Africa is the National Development Plan (NDP). The NDP has key targets that will
assist communities and other stakeholders in the elimination of poverty and
reduction of inequality in the country by 2030 (National Planning Commission
2011).

The principle of community-driven change is incorporated into the NDP by
advocating that communities’ capabilities must be developed in order for com-
munities to improve their own lives through education, skills development and
self-employment (National Planning Commission 2011). This is in line with the
World Bank (2013) that advocates the application of community-driven develop-
ment programmes that encourage communities and households to manage their own
resources. Nicolau and Delport (2015) describe a community-driven approach to
development as a process that empowers communities to lift themselves out of
poverty.

In line with the NDP, the authors (all four affiliated to the Department of
Geography, University of South Africa—Unisa), in collaboration with a non-profit
organisation, commenced with an engaged community project that aimed at the
application of a community asset mapping programme (CAMP) that would guide
the authors in sharing their knowledge, expertise and skills with adult community
members. CAMP was designed as a post-development tool to assist communities in
driving their own sustainable development through an intensive skills training
programme designed by the community for the community. The purpose of CAMP
is to empower communities through adult learning, to create sustainable
self-employment opportunities that will help communities to drive their own
development. The aim of this chapter is to share and reflect on the progress of the
application of a learning strategy linked to a CAMP in rural South Africa. The case
study focusses specifically on a community-based tourism project in a South
African rural community as an example of the powerful action that lifelong learning
has in achieving sustainable development.
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2 Community Asset Mapping Programme (CAMP)

When embarking on the project, the authors and staff of a non-profit organisation
made a conscious decision to follow an asset-based community development
approach as opposed to a more needs-based approach. The former focusses on
community strengths and assets (Schenck et al. 2010), and the assumption of the
authors was that by focussing on a community’s assets, the community as a whole
would focus on the positive attributes of the community. This approach accepts that
by “focusing first on the strengths and small triumphs, and by implication the
positive, it will create a snowball effect that will [positively] influence other sectors
of the community” (Nicolau 2013: 72). CAMP that was used in the community in
this case study (Koffiekraal/Brakkuil, North West Province, South Africa) was
developed through participatory interaction in rural communities across South
Africa over six years.

CAMP (Fig. 1) consists of a four-day empowerment programme for community
members to identify sustainable entrepreneurial projects. This is followed by dis-
cussions between community members and external stakeholders on the develop-
ment of a lifelong learning strategy that will assist community members in driving
their own sustainable development linked to their specific projects.

During the CAMP workshop in Koffiekraal/Brakkuil in August 2012, commu-
nity members expressed their desire to form a community-based tourism group as a
way of creating self-employment opportunities. The needs expressed by community
members to become involved in community-based tourism as a strategy for sus-
tainable self-employment is similar to the needs expressed by a variety of com-
munities elsewhere in the world. An evaluation of the linkages between lifelong

Fig. 1 Community asset mapping programme (CAMP). Source Nicolau (2013)
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learning and sustainable development with a specific focus on community-based
tourism provides an important context for the case study presented in this chapter.

3 Exploring the Linkages: Lifelong Learning,
Community-Based Tourism and Sustainable
Development

3.1 Sustainability, Tourism and Learning

Dangi and Jamal (2016) highlight the parallel pathways of sustainable development
and sustainable tourism, while simultaneously participating in joint initiatives
towards common goals. In Agenda 21, adopted in 1992 at the UN Conference on
Environment and Development (UNCED), tourism was identified as an industry to
achieve sustainable development (Graci and Dodds 2010). Subsequently, Agenda
21 for the Travel and Tourism Industry was developed (WTTC, UNWTO and EC
1995), emphasising the need for travel and tourism to be sustainable and providing
priority areas and objectives to comply with Agenda 21 (UNCED). More recently,
the sustainable development goals (SDGs) were endorsed in 2015 as part of the
2030 Agenda for Sustainable Development. The SDGs focus on addressing climate
change, fighting inequality and injustice and ending poverty and impinge on aspects
related to tourism (Baum et al. 2016).

Education is recognised as a driver of sustainability from the local to the global
scale (Noguchi et al. 2015). Various initiatives have been implemented in the
educational sector over the past two decades to empower people in support of
sustainability, leading to emergence of education for sustainability (EfS). The UN
Decade of Education for Sustainable Development (UNDESD), 2005–2014, pro-
vided many stakeholders with opportunities to get involved with EfS. The con-
clusion of the UNDESD was marked with commitment to the Global Action
Programme (GAP) on EfS “through inclusive quality education and lifelong
learning via formal, non-formal and informal settings” (UNESCO 2014a). In this
context, local communities emerged as a priority for advancement of EfS
(UNESCO 2014b), with realisation that local community empowerment provides a
foundation for sustainable development (Noguchi et al. 2015).

3.2 An Integrated Approach Towards Sustainable
and Community-Based Tourism

Despite the anticipated common ground between sustainable tourism and
community-based tourism, the literature points towards parallel but disparate
development paths for these two approaches, characterised by diverse definitions,
interpretations and practices (Dangi and Jamal 2016). In moving towards an inte-
grated framework for sustainable tourism and community-based tourism, one must
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consider the different origins and evolution of the two approaches. Firstly, sus-
tainable tourism is conceptualised on a scale larger than the local, with its discourse
criticised as Eurocentric with dominant business interests (Goodwin 2011). In
contrast, in the Global South (South America, Asia and Africa), community-based
tourism originates as local and grassroots development that maximises the benefits
for community stakeholders (Kayat 2014).

Despite differences, the focus on environmental sustainability in sustainable
tourism has been counteracted with more emphasis on sociocultural impacts of
tourism and the overall well-being of local communities (Dangi and Jamal 2016). In
addition, the focus of sustainable tourism shifted from global to the implementation
at regional and local levels (Muangasame and McKercher 2015). In terms of
community-based tourism, equally important shifts occurred, enabling incorpora-
tion of a longer-term horizon for sustainability, while recognising the need for more
local input in terms of using and managing environmental resources more
responsibly. The differences between sustainable tourism and community-based
tourism thus started to diminish with emergence of examples showcasing the
integration of these two approaches. Despite the integration, issues related to ethics,
justice and good governance still lack attention in the application of sustainable
tourism and community-based tourism, and this could result in certain limitations in
research in either field.

3.3 Sustainable Development Through Host Learning
in Community-Based Tourism

Community-based tourism (or community-based rural tourism) depends on the
involvement of community members to facilitate community-related tourism
activities. These may contribute to the well-being of communities and promotion of
culture (Kayat 2014). Sustainability is ensured through empowering the local
community by strengthening their social fabric, educating tourists about local
culture, improving livelihoods with benefits derived from tourism and by focussing
on environmental and cultural preservation. The main actors are community
members who are willing to participate in tourism activities in their communities.
Capacity building is crucial to ensure sufficient understanding of the process to
develop and sustain the tourism product (Abdul Razzaq et al. 2012). Capacity
building continues once the tourism product has been implemented, thus resonating
strongly with the notion of sustainable lifelong learning.

Although community-based tourism occurs in varied contexts, benefits as sus-
tainable livelihoods, poverty alleviation and capacity building provide a common
denominator (Cole 2006). The importance of training to ensure that community
members have the required understanding, motivation and capability to develop and
maintain a community-based tourism product with sustainability gains cannot be
emphasised enough (Bhuiyan et al. 2011). Once the initial training is completed, a
cycle of continuous learning and improvement is initiated, with feedback and host
learning taking place before, during and after every opportunity for interaction with
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tourists. The value of this learning lies in its transformative potential to improve the
lives of community members in a sustainable way and to reinvigorate local and
indigenous knowledge (Noguchi et al. 2015).

4 Community-Based Tourism: South African Case Study

In response to the need identified by the community during CAMP, the authors
developed a learning strategy that included the transfer of knowledge within a
classroom situation that aimed at increasing the basic awareness among community
members of the resource potential of their local living environment in terms of
community-based tourism. At the end of the classroom phase of the learning
strategy, two prominent groups emerged that were interested in developing
community-based tourism opportunities in their respective villages of Koffiek-
raal and Brakkuil. During 2014 to 2015, these groups had the opportunity to
develop and have trial runs of the village tours that they had designed from the
knowledge learnt in the classroom. In 2015, the two groups merged and formed the
BIG 5 Community Tourism Forum (hereafter referred to as the Forum). The tours
offered by the Forum are community-driven, with the authors presently acting in an
advisory capacity. As the Forum becomes more confident, the authors’ presence
will minimise. The development and growth of the Forum members are mapped
and reflected upon, firstly in terms of the classroom phase and secondly in terms of
the village tour trial runs which were subsequently conducted.

4.1 Lifelong Learning Through the Classroom Transfer
of Knowledge of Community-Based Tourism

The first phase of the learning strategy applied in Koffiekraal/Brakkuil was based on
readings from the literature (Sect. 3). Classroom activities were developed and
presented in the form of a workbook. Four major themes were covered in the
workbook:

• basic introduction to tourism;
• forces of attraction for tourism;
• marketing and packaging of tourism products; and
• operational considerations for tourism.

A variety of teaching and learning strategies were followed to involve partici-
pants. Participants had the opportunity to introduce themselves and share their
expectations of the training with the group. This activity was aimed at practicing
public speaking, a skill that is often required of a tour guide. Video clips, marketing
material, tourism maps and articles on examples of community-based tourism
projects were used to expose participants to a variety of possibilities relating to
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community-based tourism. One of the biggest limitations of the impact of learning
strategy was that the majority of participants had never visited a tourist destination,
and this necessitated a more visual approach to provide participants with a basic
understanding of the fundamentals of tourism.

Two South African case studies, Cata Village (Du Toit 2011) and the Hlan-
ganani Route (Marcus 2008), formed the background of in-depth discussions
throughout the classroom phase of the training. During the learning process, par-
ticipants were expected to compare the case studies with their local area. This
allowed the participants the opportunity to identify their own potential resources for
tourism. In line with CAMP, the questions “What do we have that is similar to what
they have?” and “What can we do with what we have?” were answered in terms of
the natural/cultural environment, services and events.

The six Hs’ of tourism (Habitat, Hospitality, History, Heritage, Humans and
Handicraft) were used as a theoretical framework in lectures, discussions of video
clips, PowerPoint presentations, local field excursions and transect walks. Based on
this framework, participants provided examples from their local context (Table 1;
Fig. 2).

As many participants had never actively experienced any form of tourism,
classroom activities were supported by participant’s observation in field excursions.
The participants were taken on a field trip to local tourist destinations. Despite the
close locality, none of the participants had visited these tourist destinations before.
The classroom reflection after this excursion indicated that the excursion provided a
valuable learning experience as participants could now generate a number of
examples in their own communities that could be considered as a tourist attraction.
The participants were able to experience a local heritage site as a tourist and in this
way obtained first-hand experience how tour guides and tourists interact. Sharing
knowledge, skills and experiences with tourists is important for the development of
a tourism product.

Transect walks were conducted in the villages of Koffiekraal/Brakkuil, and
possible tourist attractions were identified. Participants acted as local guides, and
told each other (and the authors of the chapter) stories about their history, cultural
setting, natural environment, and could demonstrate the purpose of a number of
artefacts. During these walks, the participants realised that they need to find out
more about their own heritage in order to be in a position to provide interesting
information to potential tourists.

On completion of the first phase of the training programme, the following
comments were shared with the authors:

• My brain is touring now. I want know more about tourism.
• I will travel a bit further than the village to see many things I haven’t noticed

before.
• The community can make their own business to entice people to come to your

place and to make money by giving other people experiences.
• I learned that we can use things around us to develop ourselves and making a

living out of it and that tourism involves lots of things and tourism is big.
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• … when the time is right I can get involved in this field and work with some
private business to attract tourists to come and see what we have ….

The community members (27) that attended and successfully completed the first
phase of the programme were awarded attendance certificates issued by Unisa at the
end of 2013.

Table 1 Application of the Hs’ of tourism by community members in Koffiekraal/Brakkuil

Hs’ of 
Tourism

Visual examples 
provided by community 
members reflecting their 
community

Hs’ of Tourism Visual examples provided 
by community members 
reflecting their 
community

Handicraft

Handcrafted goods for sale in 
Koffiekraal

History

Cemetery in Koffiekraal

Hospitality

Traditional Open Fire Cooking 

Heritage

Traditional Utensils

Habitat

Housing in Brakkuil

Natural Environment between 
the Villages

Humans

Traditional Dancing

Football (“Soccer”) Match 

Source Adapted from participant workbooks; Photographs: Department of Geography, Unisa

36 M.D. Nicolau et al.

zench@tut.by



Fig. 2 Participation in the classroom activities changed the perception of participants about their
place. Source: Authors and participant workbooks
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4.2 Practical Application of Knowledge and Skills

Subsequent to the classroom training phase, ten community members from the
Koffiekraal/Brakkuil villages requested the opportunity to be guided in applying the
knowledge that they obtained in the first phase by creating their own village tours.
The authors then decided on the best way to assist them with this endeavour. To
facilitate communication between community members and the authors, a tourism
forum was established, and over the following three years, the groups for these two
villages developed and presented experimental tours with the intention of eventu-
ally launching their own village tour package as part of a self-employment initia-
tive. The aim of the village tours is to reach out to people through innovative ways
and to provide visitors with an authentic, memorable and unique cultural experi-
ence. The villages are located in an area known for its historical and cultural
significance that would play a significant role in the village tour offering. Various
heritage-related attraction sites and experiences were identified through village
walks during the initial training phase and while the experimental tours were
conducted. These attractions include visits to the historical graveyards, authentic
kraals and living spaces, remains of historic architecture, community food gardens,
trees with traditional value and observance of different traditional and
non-traditional building styles. One of the highlights of the village tour is the
traditionally prepared cuisine served to tourists. Cuisine can play various roles in
different contexts, but as part of the village tours—and rural tourism in general—it
forms an emblem of culinary heritage which is considered an identity marker and
distinguishing feature of a social group (Bessière 1998). The foodstuff served in the
Koffiekraal/Brakkuil villages is true to the heritage of this area and relies on
resources obtained from their natural environment in combination with primarily,
locally produced animal-derived products. The meal is accompanied by traditional
dancing and other musical entertainment provided by local school learners.

The authors participated in the trial village tours as ‘tourists’ who observed and
managed the conversion of the passive classroom training to the practical application
of actual village tours. Local villagers were also present at the trial tours and assisted
the Forum members with information when required. After each of the experimental
tours, the authors led a feedback session with the Forum which allowed for valuable
reflection on challenges experienced and opportunities for improvement. Reflection is
a critical component of lifelong learning which encourages competency building
through the eyes of the learners themselves (Medel-Añonuevo et al. 2001). Under the
auspices of the authors, a number of domestic and international tourists also attended
the experimental tours which added valuable “outsider” feedback for enhancing the
tourism experience (Chambers 2013). Some of the responses from the domestic and
international tourists include:

• … getting a great view of the culture and a little bit of the people and the places
where they are staying …

• … the graveyard was really interesting, with some having big tombstones, while
some just put stones over the grave …
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• … completely different to anything we know …
• … will recommend to anyone who wants to experience rural South Africa …
• … interesting because it is a mixture of so many different things …
• … a truly authentic experience, unlike some other tours which hide realities

from tourists …

4.3 Challenges and Solutions

The creation of the village tours was not without challenges and limitations, the
most important of which was experienced during the experimental phase when
community members presented their tours and their initial lack of confidence was
evident to the authors. It was observed that they struggled to articulate their
indigenous knowledge while presenting the attractions to the visitors. This is partly
due to the fact that the younger members of the Forum are not as familiar with the
history of their villages (Colton and Harris 2007), and this presented a major
limitation to any success in the learning strategy. During the trial tours, the Forum
experienced a number of logistical challenges (Table 2), all of which could be
resolved through communication between the Forum and authors.

Challenges experienced by the Forum are normally addressed through reflection
exercises at the end of each tour. Forum members are encouraged to provide their
own solutions for the challenges experienced with intervention from the authors
when required. Problem solving is at the heart of lifelong learning which relies on
the capacity and motivation of individuals to take care of their own learning
(Tuijnman and Boström 2002).

Table 2 Challenges and Solutions experienced during the development of village tours

Challenges Solutions

The remote geographical location meant that
the Forum has little access to communication
and transportation networks which present
difficulties in the tour preparation

This has been overcome through timely
planning and the use of social media to keep
in contact with the authors and marketing

Reliability of the community members
(dancers; musicians and crafters) to entertain
tourists was problematic

Forum members communicated the necessity
of reliability to these groups

Transportation of tourists through the villages
relies on a tractor-and-trailer or donkey carts
which were not arranged well in advance and
led to unnecessary stress for the Forum
shortly before the start of each tour

The Forum ensures that the tourists are kept
entertained through enjoying refreshments or
knowledge sharing of a typical homestead
until the transportation arrives

Initially, there were internal disagreements
and struggles within the Forum. The failure to
appoint a leader for the Forum leads to
differences in opinion on the roles and
responsibilities of each group member

The Forum, with the assistance of the authors,
developed a Constitution and thus the Forum
now have a Chairperson, Treasurer and
Secretary, and roles and responsibilities have
been clarified
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4.4 Preparations for the Launch of the Village Tours

The Forum has progressed to the point of preparing a formal launch of their village
tours (in Koffiekraal/Brakkuil) in November 2016. To assist the Forum, the authors
embarked on further training sessions that specifically targeted various aspects
related to public speaking, marketing, project management, budgeting, financial
management and bookkeeping to ensure that the Forum starts its small business
opportunity on sound sustainable principles. The flyer for the Koffiekraal village
tour designed as part of this training is reflected in Fig. 3.

Fig. 3 The marketing flyer front and back covers for the Koffiekraal village tour, offered by the
Forum
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4.5 Personal Growth and Indicators of Success

Despite the numerous challenges in translating the classroom theory to the practical
presentation of a culturally driven tourism experience, feedback received from the
Forum confirms they are convinced that the training they received will allow them
to reach their eventual goal which is to deliver a sustainable local,
community-driven entrepreneurial endeavour. Table 3 reflects some of the senti-
ments of the Forum in terms of their growth as a result of the learning strategy
presented after CAMP.

During the final stages of training, the authors requested the members of the
Forum to reflect on their vision for their future:

• We want to see ourselves giving back to the community
• We want to see our group making a lot of money
• We want our Forum to be recognised as a successful organisation
• We want to employ people
• We want many people to visit our community.

The above is very succinctly reflected in the Forum slogan (Fig. 4) that marks
the tractor that transports tourists: “Forward Forever, Backward Never”. The
experience of the authors is that the training opportunity provided to the members
of the Forum enhanced their individual self-worth, self-confidence and most
importantly provided each of them with hope for their futures. The reflection of the
individuals in the group provides some indication to the authors that lifelong
learning for a sustainable future is possible.

Table 3 Selected reflections on the individual growth of the members of the Forum

Before training After training

We had ourselves Now we have a group

We had limited knowledge We have knowledge … we have tourism skills
We now have skill to put knowledge together and
create a tourism package

We did not know tourists would
come to our village

Tourists from overseas have visited our village

We did not know our history We know more about our history and we are proud
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5 Conclusion

In South Africa, apartheid limited rural community’s access to education and
training and actively discouraged the establishment of employment (and
self-employment) opportunities within the rural areas. This has largely contributed
to the present patterns of poverty and inequality that continues to plague the country
after two decades of democracy. While CAMP can assist rural communities in
driving their own agenda of transformation, it is hoped that the tool will play a
major role in the realisation of the government programmes to eradicate poverty in
the country. The tool provides a valuable platform to facilitate lifelong learning in
vulnerable communities to craft a more sustainable future. A post-development
approach to the provision of lifelong learning means that the transfer of knowledge
and skills is relevant to the needs and aspirations of communities and thus sub-
scribes to the overall objective of an “education for sustainable development”. The
case study shows that the transfer of knowledge and skills can contribute to sus-
tainable change in communities in the Global South. The narrative presented in this
chapter reflects that lifelong learning through the development of a
community-based tourism business opportunity can have benefits related to sus-
tainable livelihoods and poverty alleviation. Despite the numerous challenges and
limitations involved in translating classroom theory to the reality of a grassroots
designed and driven tourism tour, feedback by community members and a limited
number of domestic and international tourists confirms that the process thus far has

Fig. 4 The slogan of the BIG 5 Community Tourism Forum
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triggered significant host awareness and learning, with notable gains for sustainable
development in the local and community contexts. The launch of two village tours
in November 2016 will showcase the opportunities and possibilities that lifelong
learning provides to rural communities to drive their own sustainable development
to reduce levels of poverty and increase the quality of life of individual benefactors
of lifelong learning.
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Education for Sustainable
Development in Non-formal Set-Ups:
Diagnosing a Culture of Inertia

Alan Pulis, Maria Brown and Alexia Georgakopoulos

Abstract
State and civil society should play a crucial role in the promulgation of education
for sustainable development (ESD) and implementation of related national
policy at grassroots level, beyond formal education set-ups, within the lifelong
learning (LLL) process. This paper discusses findings of research with political
parties, religious organizations, local councils and select government entities in
Malta, as part of broader research targeting informed formulation of Nurturing a
Sustainable Society: A National Strategy on Education for Sustainable
Development for Malta (NSESD). Questionnaire and interview response rates
and accessibility to data for documentary analysis were encouraging. There is
evidence of ESD initiatives, such as community activities and development
projects. However, findings testify to barriers, such as sporadic use of resources
and mayhem in the conceptual understanding of ESD. Despite recent efforts,
such as formalizing ESD within Malta’s National Curriculum Framework
(NCF), interdependency and coordination within and between state and civil
society are weak. A perceived organizational “culture of inertia” must be
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challenged. Ultimately, ESD remains a political issue; grassroots efforts need the
commitment of the political class and an appropriate legislative framework.

Keywords
Education for sustainable development (ESD) � Organizational culture of inertia �
Conceptual mayhem � Civil society/social movements � Lifelong learning �
Policy

1 Introduction

1.1 Setting the Scene

The background supporting this study1 manifests the need for a clearer conceptual
understanding of LLL, Sustainable Development (SD) and ESD in view of their
mitigation potential against NIMBY attitudes, confusion, mayhem and misunder-
standings. Such potential is maximized when conceptual understanding is collab-
oratively corroborated between stakeholders through formal, informal and
non-formal educational initiatives.2 This study also dwelled on an understanding
of education as a process by means of which knowledge is acquired through a
relational procedure (Biesta 2005, 2006). This infers that all those involved have the
potential for agency, thus capable of generating and imparting relevant knowledge.
In this sense, education differs from learning since the latter underrates learners’
agency (Biesta 2005, 2006). In so doing, the researchers also challenged and were
challenged by mainstream understanding and practices of LLL that allow “an
understanding of education as an economic exchange between a provider and
consumer” (Biesta 2005, p. 55), thus widening the gap between LLL and education
(Brown 2014). Instead, the researchers were interested in education and LLL
practices that testify to

learning for democracy… transforming communities; the struggle for…rights and civil
liberties; becoming aware of environmental hazards…(whereas conventional). Lifelong
learning’s concepts and practices seem to obscure the fact that life is more than the labor
[sic] market (Lucio-Villegas 2009, p. xiv).

SD is and implies going beyond the labour market. Indeed, economic vitality,
justice, social cohesion, environmental protection and sustainable management of

1This study is part of a project targeting informed formulation of NSESD (NSESD Board of
Governors 2016).
2Fuzzy distinctions exist between formal, informal and non-formal education (Eshach 2006) and
debates on the accreditation of informal and non-formal education (Gallacher and Feutrie 2003).
The latter is understood as “planned but highly adaptable” (Eshach 2006, p. 173), engaged within a
community-based scenario (p. 173), featuring a flexible curriculum (Zaki Dib 1988, p. 301) where
time is “not a pre-established factor” (p. 301).
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natural resources are SD indicators (United Nations Economic Commission for
Europe’s (UNECE) 2005), where development is what “meets the needs of the
present without compromising the ability of future generations to meet their own
needs” (World Commission on Environment and Development (WCED) 1987,
p. 41).

However, effective practice may only be achieved if actors are educated to
understand the values that underpin SD (Briguglio and Pace 2004). In fact, the
United Nations Education, Scientific, and Cultural Organization (UNESCO 2014)
clearly acknowledges multiparty agency and reciprocity implied in education when
stating that “ESD allows every human being to acquire the knowledge, skills,
attitudes and values necessary to shape3 a sustainable future”.

ESD builds on the three pillars of SD: economic development, environmental
responsibility and social progress (UN 2005). Environmental issues are best
addressed through effective cross-sectoral citizen engagement and knowledge dis-
semination is crucial to achieve further involvement and responsibility from all
(UNEP 2003). Only then will ESD serve as conveyor belt to address poverty
eradication, the greatest global challenge facing the world today (UN).

Citizen engagement is not tension-free. Nonetheless, a disjointed approach
would result in missed opportunities for improved and better implementation (Hill
and Hupe 2009). UNECE (2005) recommends multi-stakeholder partnership
between government and local authorities, non-governmental organizations
(NGOs) communities and also indigenous people. Media is proved an effective
non-formal environmental educational tool to inform and widen public opinion
(Georgakopoulos 2011).

Education is not politically neutral (Freire 2005, 2004) let alone ESD. Politi-
cization can work in favour of certain interest groups (Sevic 2001). Malta’s
microcosm, politico-administrative interrelationships ought to be contextualized in
terms of “group, clan, tribal and other similar micro-interests dominate the policy
process” (p. 69).

1.2 A Culture of Inertia?

Social scientists have borrowed the concept of inertia from natural sciences. Rel-
evant to this paper is the notion of “bureaucratic inertia” that is systematically
deployed, with vested interest to perpetuate an organization and/or a role—even
when its purpose has been fulfilled (Weber 1978). Recently, bureaucratic inertia has
been identified in “boomtowns”, where “rapid growth can pose intense pressures
and demands for infrastructure, resources, and services in resource regions” (Hal-
seth and Ryser 2016, p. 107). Their evidence points towards a “hollowing of senior
government support for boomtowns despite their interest in resource development
projects to support regional and national economic growth” (p. 107). The authors
also dwell on the work of Dufty-Jones and Wray (2013) to explain how this policy

3Italics by authors.
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shift takes place under the guise of local governance by means of short-term
funding programs. This literature is relevant to the understanding of state and civil
society engagement with ESD in Malta by reference to “organizational inertia”.

Another relevant reference to “inertia” lies in the work of symbolic interac-
tionists. George Herbert Mead saw inertia as induced by and exercised through
culture (Fallding 1982). Mead argues that inertia is the by-product of a social order
that gives individuals a

disposition to engage in a whole range of activities that are coordinated and integrated with
one another…Overtly each individual goes on to enact only the part assigned him, but
covertly, in the attitude, he has a readiness for all the parts (p. 727).

Furthermore, Goffman (1990, 2005) states that the presentation of the self as
favourable and competent can motivate ritual behaviour and trigger the inertia of
learning. Goffman (1967) explains ritual as a “perfunctory, conventionalized act”
(p. 114) underpinned by attribution of value.

Schön and Rein (1994) draw on Goffman’s work on frames (1986) to discuss
how, during mediation, entities draw on frames to typify situations, problems and
adversaries. Kaufman and Smith (2002) explain how, during negotiations, frames
often yield to a significant load of inertia—amongst other risks, some of which (this
paper’s authors argue) are also related to inertia, such as blind spots, premature
foreclosure and predispositions.

In social science therefore, inertia is appended to values and conventions
directing action and learning, thus allowing the inference of a culture; its inherent
components and processes; as well as its potential relation to LLL.

This paper explores the notion of “culture of inertia” to explain conceptual
mayhem about ESD together with arising shortcomings in strategy implementation.
A schematic model is also proposed.

2 Methodology

2.1 Fieldwork

Case study methodology was preferred to investigate state and civil society
engagement with ESD in Malta during 2010–2017.4 Research design deployed
mixed methods: semi-structured interviews, documentary analysis and online
questionnaires.

The research population amounted to 196 civil society organizations5 and 9
Maltese environment-related government entities and agencies. The researchers

4This timeframe was established by the commissioning entity; yet engaged within a flexible
manner to maximize data collection potential.
5Distributed as follows: 3 political parties; 5 regional councils; 68 local councils; 115 Catholic
institutions and organizations; 4 (non-Catholic) Christian organizations and 1 non-Christian
(Muslim) organization.
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responded to the diverse nature of state and civil society organizations by formu-
lating two independent questionnaires. For the documentary analysis, content
concerning civil society engagement with ESD was sampled online in an unre-
stricted manner (Fricker 2008) and snowballed from questionnaire and interview
responses.

Seventy-five civil society organizations, two ministries and seven government
agencies participated in the quantitative component. The three main political parties
in Malta (Alternattiva Demokratika—The Green Party (AD), Partit Laburista
(PL) and Partit Nazzjonalista (PN)) participated in semi-structured interviews.

Piloting shed light on the challenge of recruiting representatives of government
entities for an interview; the research tool for this cohort was revised to a structured
online survey. Piloting of civil society organizations’ questionnaire revealed the
need for simplified wording. The relevance of using researchers’ networks to boost
response rates also became evident.

The final response rate for interviews was 100%; questionnaires’ summative
response rate was an encouraging 40.1%. The latter slightly exceeds recommended
standards for online questionnaires [33% (Nulty 2008); 40% (The University of
Texas at Austin 2007)].

2.2 Data Analysis

Due to challenging access, ministries and government agencies’ questionnaire was
intentionally simplified to enhance response rate. Standardized responses were
tabulated and descriptively analysed to visually represent response frequencies.

The more kaleidoscopic civil society questionnaire responses were analysed
using the Statistical Package for the Social Sciences (SPSS) to retrieve descriptive
and analytic statistics (Schutt 2012).6

Qualitative data from documentary analysis and interviews were analysed using
thematic analysis to infer interpretations and meanings.

6The chi-square test was run to assess associations. The null hypothesis specified no association
between any two variables and was accepted if the p value exceeded 0.05 level of significance
(Schutt 2012). The alternative hypothesis specified that there is a significant association between
any two variables being tested and was accepted if the p value was less than the 0.05 criterion
(Schutt 2012). Cross-tabulations were used to compare some quantitative data by colliding one
question against another question (Azzopardi 2011).
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2.3 Ethical Considerations

Probity, pursuit of truth (Pring 2000), informed consent (Burton and Bartlett 2009),
confidentiality, use of data for research purposes and accountability were given due
consideration. Names of individuals representing ministries, government agencies
and political parties are not disclosed.7 Recruitment emails/letters and consent
forms pragmatically reinforced these measures.

2.4 Potential Shortcomings and Mitigating Measures

Potential shortcomings include researcher’s bias (Calmorin and Calmorin 2008)
concerning which questions were asked, how data were interpreted and why.
Mitigating measures included open-ended questions in the interview schedule; as
well as open-ended questions and options (including open-ended options) in
multiple-choice questions in the civil society questionnaire. Particularly during
interviews, participants’ awareness of participating in a research study might have
distorted responses to some extent due to the Hawthorne Effect (Schutt 2012).

The inflexibility of ministries and government agencies’ questionnaire and
limitations to pilot8 it is acknowledged, yet deemed as the unavoidable response to
the failed attempt of using telephone and Skype interviews with this cohort. Despite
the risk of lack of data validity, close-ended questionnaire eased the process for the
respondent, as (partly9) testified by its 89% response rate.

Another limitation is questionnaires’ and interviews’ data analysis of respon-
dents’ engagement with ESD relying on perceptions of the representatives partic-
ipating on behalf of their respective organizations. Moreover, it was impossible to
acquire all information existence of which became known during fieldwork. Some
respondents failed to forward related documentation within the allocated timeframe.
Hence, the relevance of mixed-methods research that includes documentary anal-
ysis to crosscheck questionnaires’ and interviews’ data validity.

Recruitment through personalized emails and reminders proved time-consuming
yet worthwhile as they allowed tracking of respondents.

The next section delves into the presentation, analysis and discussion of research
findings.

7Personal anonymity is maintained across all research deliverables to mitigate potential
associations possible due to respondents’ public profiles.
8Small cohort, limited access and time restrictions prevented piloting of the ministries’ and
government agencies’ questionnaire. The researchers, however, had an inkling of this sampling
frame from initial attempts to use interviews.
9Researchers also drew on networks to boost response rates.
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3 Findings and Discussion

3.1 Mayhem on the Concept of ESD

The overarching finding is the conceptual mayhem of ESD in Malta, particularly
evident in the initial reactions of various entities during data collection, such as
responses by government entities stating they were not the ESD competent
authority (Georgakopoulos 2015).

Similarly, a significant 49.33% of community organizations did not identify any
relationship between their organizations’ policies, regulations, procedures and SD
aspects specified by UNECE (Brown 2015, p. 26). Government entities generally
declared that sole responsibility for ESD should prevail within entities whose
portfolio covers education (Georgakopoulos 2015). This contrasts with the Rio
Declaration Agenda 21 spirit (Chapter 36) that endorses non-formal education as
necessary to educate and change people’s attitudes, values, raise environmental and
ethical awareness, skills and behaviour for effective public participation (UNEP
2003).

Evidently, findings show that irrespective of participating entities’ awareness
and understanding of ESD, entities are unclear about, if not oblivious to, their role
in its implementation. Findings also indicate the dominant role that the formal
educational setup still holds in Malta. The authors’ considered judgment is that
bridging the gap between formal and non-formal education is a major challenge that
must be overcome with ESD implementation: “culture of inertia” is the void
between the two.

This analysis is enriched through feedback from different political party repre-
sentatives. This has broadened researchers’ understanding of SD by encapsulating
insights from Malta’s mainstream political agenda (Brown 2015, p. 31). Hence, the
relevance of giving equal and intertwined weighting to the pillars of environment,
economy and social community (UN 2005).

On a positive note, despite difficulty to gauge the extent to which each pillar is
given importance, indications show that to some extent all are being given attention
by the government entities under study. Embryonic yet significant efforts include
educational campaigns related to waste and beach management (Georgakopoulos
2015). Furthermore, ESD initiatives are also evident within community organiza-
tions through activities such as Mġarr Local Council’s “Festa Frawli” and devel-
opment projects such as Birżebbuġia Local Council project targeting the protection
of residents from Malta Freeport overdevelopment (Brown 2015).

In sum, pivotal close-to-grassroots initiatives that may catalyse a more intensive
ESD process have been identified. However, more needs to be done.
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3.2 Inertia and Siloing

Findings show that ESD is being hampered by organizational inertia, that is, forces
inside an organization that cause resistance to change; a phenomenon that, argu-
ably, stems from the individual level (Louw and Martins 2004). Entities that could
flex their muscle more towards the promotion of ESD don’t—unless ESD
momentum is already ingrained within their governance system. Within govern-
ment agencies, this momentum typically takes the form of policy and legislation,
but there is not enough indication that this translates into concrete ESD (Geor-
gakopoulos 2015).

Findings depict “inertia” as increasing the higher up the echelons of governance,
as revealed in the response from bureaucratic government entities (Georgakopoulos
2015), whereas less inertia is discernible in the closer-to-grassroots local councils
and less bureaucratically structured Catholic organizations (Brown 2015). The total
indifference by one Ministry coupled to the slack response from the other (Geor-
gakopoulos 2015), in contrast to a broader feedback from civil society organiza-
tions (Brown 2015), points in that direction (Fig. 1).

In relation to findings (discussed earlier) inferred from claims that ESD exclu-
sively belongs to the remit of education authorities, such “silo” mentality not only
impedes the development of a more collaborative, multi-disciplinary approach from
a purely administrative perspective (Boxelaar et al. 2006), but also accentuates the
inertial forces that already militate against the successful implementation of ESD
policy. Such concern is voiced in Malta’s National Lifelong Learning Strategy
2020 (MNLLL2020) (MEDE, n.d., p. 13). Whereas the majority (5 entities out of 8)
of government entities state they do not provide any training programmes to the

Fig. 1 Schematic model describing inertia and the interplay between various stakeholders.
“Interactions” refers to the direct grassroots engagement with the various governance levels to
satisfy personal and societal needs and wants. “Dynamics” are the links amongst stakeholders that
determine the decision-making process across the various governance levels
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general public (Georgakopoulos 2015, p. 17)—thus suggesting a poor level of
outreach with grassroots communities—all initiatives by community organizations
comprise engagement with the community to varying degrees (Brown 2015).

3.3 In Context with Malta’s National Lifelong Learning
Strategy 2020?

Data retrieved from this study may partly explain recognition that the MNLLL2020
(MEDE, n.d.) gives to the contribution of local councils, political parties and
community organizations in the provision of adult learning. Findings also shed light
on lack of acknowledgement of the contribution by government departments and
agencies directly related to environmental issues, since these do not feature among
the identified contributors (Fig. 2).

It is difficult to gauge the exact weight of ESD within the overall LLL process,
but this study suggests that, despite their limitations, concurrent ESD practices
especially at closer-to-grassroots levels may stimulate broader LLL. Research
findings suggest that engagement with LLL by state entities identified in the
MNLLL2020 (Fig. 2) and other state entities (forming part of the research sample)
may combine interdepartmental cooperation to multi-stakeholder cooperation
(Georgakopoulos 2015, p. 10), as recommended by UNECE (2005). Indeed, one of
the government entities participating in this study stated that cooperation also takes
place with the general public (Georgakopoulos 2015).

Fig. 2 Institutions and organizations engaged in the provision of adult learning. SourceMEDE, n.
d., p. 22
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In fact, the variety ofESD initiatives identified in this study gobeyond “basic literacy
and foreign language teaching” (MEDE, n.d., p. 40) identified by theMNLLL2020, as
mentioned by local councils’, political parties’ and community organizations’ ESD
initiatives (Table 1). There is some overlap between local councils’, political parties’
and community organizations’ESD initiatives and ESD initiatives that the government
entities under study engage with, since the latter comprise in-house training, courses,
seminars and conferences (Georgakopoulos 2015).

Most ESD initiatives have a fixed and/or pre-programmed structure and/or
assessment and/or certification; developed by and humanly resourced from the
community (Brown 2015). Such findings resonate with MNLLL2020’s (MEDE, n.
d.) recommendation that “(t)he community must not be a passive recipient of
centrally-developed programmes, but must serve as a learning enhancing
resource…” (p. 40) (Table 2). Furthermore, initiatives identified in this study also
beacon the way of implementation of other parts of MNLLL2020 that highlight the

Table 1 Types of ESD initiatives by civil society/with the involvement of civil societya

Types of initiatives

Answer
options

Activity Course Development
project

Research
project

Other Response
count

Initiative 1 10 2 5 0 4 21

Initiative 2 6 3 2 1 0 12

Initiative 3 4 2 2 0 0 8

Total counts 20 7 9 1 4 41

Total percentage 48.78 17.07 21.95 2.44 9.76 100.00

Source Brown (2015, p. 35)
aInitiatives 1, 2 and 3 (Table 1) refer to a questionnaire prompt to community organizations to
identify three main ESD initiatives

Table 2 Role of the organization within the specified initiatives

Organizer or Participant?

Organized initiative Participated in
initiative

Total

Types of organization

Local council Count 14 2 19

% of total 34.1 12.2 46.3

Political party Count 5 1 6

% of total 12.2 2.4 14.6

Catholic organization Count 13 3 16

% of total 31.7 7.3 39.0

Total Count 32 9 41

% of total 78.0 22.0 100.0

Source Brown (2015, p. 35)
p = 0.817
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need to develop community learning centres, thus making multifunctional and more
sustainable use of Malta’s limited resources.

Findings locate the trend in ESD along the continuum between formal and
non-formal education. Initiatives (Table 1) do not form part of a formal, graded
system but are hierarchically structured and intended for specific learning groups
and objectives (Coombs et al. 1973; Fig. 3).

Fig. 3 Attitudes and skills resulting from the identified initiatives Source Brown (2015, p. 39)
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Learning outcomes of the scrutinized ESD initiatives indicate a synoptic
engagement with aspects of ESD identified by UNECE (2005):

We deal with the topics discussed on a regular basis, including justice, social inclusion,
sustainable development and environmental protection…business ethics, and food ethics…I
have also initiated some youth into hydroponics, and new ideas related to sustainable food
production (Navitas—Catholic organization, as cited in Brown 2015, p. 37).

Such findings further testify to these entities’ precursory of MNLLL2020’s
(MEDE, n.d.) recommendation on how “(l)ifelong Learning helps people to achieve
goals other than those aimed at increasing earnings, including taking an active part
in civic life, leading a more sustainable lifestyle, improving health and wellbeing
and active ageing” (p. 9).

Furthermore, data on local councils’ contribution to ESD further justify
MNLLL2020’s (MEDE, n.d.) recommendation to develop “a participatory social
budget” (p. 47) specifically for popular educational purposes. However, findings
confirm that MNLLL2020’s (MEDE, n.d.) recommendation to use public broad-
casting channels for adult and general public education is still not being adopted.
This would only be the tip of the communications’ strategy required: websites,
social media and campaigns are “prominent strategies used to raise public aware-
ness” (Georgakopoulos 2015, p. 15). Indeed, MNLLL2020 (MEDE, n.d.) recom-
mends to “(c)ollect, organize and disseminate existing information on institutional
and central LLL activities to local councils through social media channels” (p. 41).

Although premature, blemished in some aspects and comprising only a small
segment of a highly contested LLL panacea—state and civil society ESD contri-
butions under study are significantly untouched by “the discursive shift (that)
renders Education and Learning matters of individual rather than social responsi-
bility” (Brown and Mayo 2016).

4 Conclusions

Organizational inertia stands out as the major hurdle to surmount towards the
successful implementation of ESD framed by LLL. Looking into community
organizations may be useful to consider what approach government could adopt for
more effective ESD implementation.

Further training, strengthened partnerships, economic incentives, improved
communication avenues and resources should aid the development of ESD as a
concept and bring about significant change. In so doing, Maltese national author-
ities would be dwelling on the “vital role” of indigenous people, their communities
and other local communities “in environmental management and development
because of their knowledge and traditional practices” (UNEP 2003).

‘Corrective actions’ for “organizational transformation” (Louw and Martins
2004) could be translated into a portfolio of ESD measures promoting “corporate
ESD responsibility”. Further research in this regard is recommended.
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Ultimately, ESD remains a political issue. The success of ESD policy requires
political institutions to adopt a broader vision beyond piecemeal actions shaped by
the exigencies of the electoral cycle. The option to strengthen ESD through pro-
visions embedded within Malta’s national legal framework, even beyond the Sus-
tainable Development Act (Laws of Malta 2011) should be explored. Malta’s
Education Act as amended (Laws of Malta 2015) is notoriously deficient on ESD
but its review currently underway could be an opportunity.

Malta’s political class faces a litmus test—will it rise to the occasion?
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Lifelong Learning for Poverty
Alleviation and Sustainable
Development in Pakistan
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Abstract
The paper analyses Pakistan’s commitment to lifelong learning policy and
discusses how it can help the state achieve its vision for sustainable
development. In the light of the global challenges facing us, lifelong learning
has emerged as one of the keys to improving the quality of life in the twenty-first
century. It is no longer sufficient to have a sound initial education: one must
continue to acquire new knowledge and skills to benefit from the new
opportunities that advances in science and technology bring, and to cope with
the difficulties of life in world of change. The evidence confirms that investing in
learning pays off for both individuals and nations, in terms of income,
employment, productivity, health and other benefits. Adopting the principle of
lifelong learning does demand a new vision, one that shifts the emphasis from
education to learning; one that moves to a more seamless and user-friendly
system; one that recognizes the diversity of ways in which knowledge and skills
can be acquired in the information age outside of the formal system. In
particular, if progress is to be made in reducing poverty and ensuring
development is sustainable, governments and the international community will
need to meet their commitments and take the steps needed to make lifelong
learning for all a reality.
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1 Introduction

The idea of lifelong learning became a central theme in UNESCO’s work with the
publication of Learning to Be (UNESCO 1972). The report argued that lifelong
learning needs to be the keystone or organizing principle for education policies, and
that the creation of the learning society should become a key strategy for facilitating
learning throughout life for individuals and societies. In embracing all forms of
learning from ‘cradle to grave’, lifelong learning (LL) is sometimes referred to as
being ‘lifelong and life-wide’. The definition used by the European Union (2000) is
typical and one of the most widely accepted definitions among researchers and
policy makers: lifelong learning is defined as:

all purposeful learning activity undertaken throughout life with the aim of improving
knowledge, skills and competencies within a personal, civic, social and/or
employment-related perspective.

Generally, learning is classified into three types: formal, non-formal learning and
informal. The notions of formal, non-formal and informal learning not only
demonstrate the vertical dimension of learning (learning throughout life), but also
its horizontal dimension (life-wide learning). Life-wide learning helps to facilitate
learners to acquire and integrate various sets of knowledge and skills in order to
apprehend, advance or even invent new knowledge and skills (Ouane 2009).
Lifelong learning has become something of an umbrella term. As a slogan, it has
contributed to considerable confusion and debate about its meaning and implica-
tions for research, policy and practice. As a principle, lifelong learning has rarely
been given the prominence it merits: we need to close the gaps between the rhetoric
of lifelong learning and what happens in practice. While the focus in lifelong
learning is generally on the individual, one of the characteristics of successful
organizations and communities is their capacity to continue to learn. Not only do
they encourage research and innovation, they make optimal use of the diversity of
ways in which their members share knowledge, skills and ideas to improve pro-
ductivity and to ensure that development is sustainable and equitable.

Acceptance of the principle of lifelong learning by governments, corporations
and communities means that individuals can expect to be supported in their efforts
to acquire and update the latest knowledge and skills that are essential to their daily
and work lives, whenever and wherever they need them. This not only facilitates the
personal development of learners, but also enhances their employability, social
mobility and capacity to be effective in participating in activities designed to
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improve the quality of life in the community. The lifelong learning perspective goes
beyond formal education and training to include ‘skills development’. This is used
to describe the wide variety of ways in individuals who are seeking work or who are
in employed continue to learn, to acquire the skills and competencies influencing
employment and earnings. Adams (2010) points out that the measuring and tracking
the skills acquired at later stages of the lifecycle is difficult, given the variance in the
competencies sought by employers, the diversity of ways in which skills and
competencies are acquired, and the variations in duration, level and quality of the
training being given. Certainly reliable and comparable statistics on within industry
training are difficult to find.

In developing countries, field studies suggest that effective programmes respond
to the expressed needs of the poor and are closely linked to income-generating
activities and provide training in entrepreneurship and practical knowledge of
science and technology (UNESCO 1997; Mahbub ul Huq 1997; Sachs 2005). In
developed countries, education and skills levels are strongly related to a person’s
employability and productivity. Persons who have higher language and quantitative
skills are not only more likely to find work, to earn more and to be more productive,
and they are less vulnerable to long-term unemployment (OECD 2005). The evi-
dence suggests in many countries, governments and formal education institutions
give little attention to the unmet learning needs of disadvantaged and vulnerable
young people who are not in school—their needs are generally left to NGOs
(Muhbab ul Huq 1997; UNESCO 2010). Many initiatives exist to reach youth and
adults who are poor through non-formal vocational skills training, but they are often
locally based, short-lived, under-funded and not part of a comprehensive national
strategy for the alleviation of poverty and for sustainable development. Reviews of
skills development suggest that countries can begin to design national skills
development strategies only if there is adequate information on the learning needs
in disadvantaged communities, programme providers, course content, duration and
cost effectiveness (IIZ-DVV 2004; UNESCO 2010).

The social benefits of education and training are usually measured in terms of
‘social internal rates of return’, that is, as the sum of the private and public benefits.
Given the limitations of the national data and international indicators being used,
estimates are available only for a handful of countries. The estimated long-term
effect on economic output of one additional year of education or training in OECD
countries generally falls between 3 and 6% (OECD 2005). Learning throughout life
leads to improved human capital and labour productivity, and this in turn is the
major contributor to economic development (Banks 2008).

To be successful in the global knowledge economy, public and private organi-
zations and industries need information-age workers. Knowledge is growing at an
exponential rate: employers need managers and employees who are creative
problem-solvers, innovators who are constantly updating their knowledge and
expertise, reflecting on what can be done to improve productivity, seeking to be at
the cutting edge of knowledge in their field, and are good team players. Successful
organizations take the notion of lifelong learning for their employees and the
organization seriously (Ordonez and Maclean 2006). As a general rule, the payoffs
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from investment in basic skills training for the masses are highest in low-income
agricultural economies and those still in the early stages of industrial development
(UNESCO 1997). It also seems that investing on lifelong learning for all raises the
productivity of the whole workforce, and also contributes to a lowering of fertility
and infant mortality rates, and to increases in social capital (UNESCO 1997, 2010;
OECD 2005).

2 Lifelong Learning (LL) and Poverty Alleviation

The wider social benefits of education in terms of poverty alleviation have been set
out in the literature since the early 1980s. For developing countries, in terms of
formal education and specifically primary education, there is ample evidence that
provided primary schooling is inclusive, a good quality and the focus in teaching is
on learning, completion of primary education contributes to productivity and thus to
the alleviation of poverty (Power 2007; UNESCO 2010). For girls, basic education
(particularly if it extends to the secondary level) translates into lower birth rates and
lower mortality (Klasen 2002; Jha 2009; Sachs 2005; Power 2007).

What evidence there is on female literacy suggests that continuing to develop
skills and learning about the Facts for Life (UNICEF et al. 1992) also pays off in
terms of improved health, nutrition and family stability. Literate, educated women
have fewer and healthier children and better health themselves than those with little
or no education. Moreover, the higher the education and skill level of the mother,
the more likely it is that her children will stay on to complete their formal education
and perform well (Power 2007; UNESCO 2010). Many education and development
policies are based on the assumption that literacy and primary education play a key
role in poverty reduction, while higher education is crucial for economic devel-
opment in the global knowledge society. While both are true, the evidence is also
mounting that all levels of education and types of training (formal and non-formal)
can contribute to both, that is, learning throughout life is the ‘master key’ to
sustainable development and poverty alleviation. For example, recent analyses of
Pakistan and cross-national data indicate that higher education not only contributes
to economic development in Pakistan, but it also makes a significant contribution to
the reduction in absolute as well as relative poverty (Tilak 2007). When higher
education institutions use their expertise to work with poor communities and act as
their advocates, progress can be made in combating poverty, raising the basic skill
levels of both children and adults, improving crop yields, health and nutrition (Arini
et al. 2007; Power 2007).

The key issue, however, is whether it is that exposure to initial formal education
that makes a difference, or whether it is continuing to develop skills and learning
about the Facts for Life which ‘pays off’. One suspects that both are important.
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3 Poverty Alleviation and Sustainable
Development in Pakistan

In Pakistan, for 25 million out-of-school children, gaining education is a quest that
involves insurmountable hurdles. It comes as no surprise that so many people do
not choose to get education. More than half (57%) of all out-of-school children
come from the poorest homes in the country. Their only chance of getting education
is through government schools. These parents have to choose between not sending
their children to a school and sending them to a school that is not going to provide
quality education. There is one teacher for every 37 children in Pakistan.
Government school teachers are pulled in many directions, and on a typical day,
18% of government teachers are absent from their class rooms. Often children put
themselves into harm’s way when they go to a government school, since 65% of
government schools do not have boundary walls and 55% operate in dilapidated
structures. This is in addition to the daily discomfort children face in absence of
basic facilities—58% schools do not have toilets and 64% schools do not have
running water. The responsibility of bringing 25 million children in the schools lies
with the government.

What it means to be poor and the measures that need to be taken to address
poverty issues depend very much on the context (Power 2007, 2010). Poor families
are concentrated in nations and communities caught in what Sachs (2005) calls the
‘poverty trap’. The key problem is that when poverty is extreme, the poor do not
have the ability by themselves to get out of the trap. In particular, girls and women
in most poor parts of the world are locked into a cycle of poverty and early
marriages, with illiterate mothers bring up illiterate daughters who are married off
early into yet another cycle of poverty, illiteracy, high fertility and early mortality.
Breaking this cycle requires more than educational interventions: it demands a
comprehensive development programme that transforms the basic conditions of
rural and slum community life. Learning throughout life, and especially literacy,
needs to be part of this transformation (UNESCO-UIE 2010), but providing other
basic infrastructure elements (water wells, fuel supply, health clinics, roads, etc.)
are also necessary, not to speak of micro-credit, improved employment and income
earning opportunities (Power 2007).

3.1 Sustainable Development

The major issue facing the world today is that of learning how to live and work in
ways that are sustainable, so that the reasonable needs of people from all walks of
life and in all countries can be satisfied, without so over-exploiting the natural
resources upon which all life depends that the ability of future generations to meet
their needs is threatened (UNESCO-UNEVOC 2004). The threats stemming from
global warming and climate change have been brought into sharp focus by the 1992
UN Conference on Environment and Development, the Kyoto Protocol, Al Gore’s
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advocacy (An Inconvenient Truth), Stern Review, the Intergovernmental Panel on
Climate Change, and the UN Decade of Education for Sustainable Development
(2005–2014). The effects of global warming are showing up with increasing
intensity: destruction of forests and species habitats, acidification of oceans, loss of
wetlands, bleaching of coral reefs, rapid and continued loss of biodiversity, to name
a few. As climate change accelerates, hundreds of millions of people are likely to be
deprived from access to water, and millions more will be displaced as sea levels
rise, floods and droughts become more prevalent and crops fail. In some parts of the
world, it is predicted that there will be sharp rises in death toll from climate-induced
diseases (Commonwealth Foundation 2007). Learning how to live and work in
ways that are sustainable includes, but necessarily goes beyond, formal programs
for education for sustainable development (ESD): the principles of sustainable
development need to be installed in all levels and to cover all types of education.

The challenge to nations, industry and communities is to take decisive and
urgent action of key issues relating to sustainable development. Acting on SD is not
a mere question of ESD, it is, rather, an issue of political will. As Sen (2007) and
Power (2010) have noted, the major issues to be faced in meeting the MDGs are
‘unaffordability’ and the lack of ‘political will’. To these, Adams (2010) adds the
need for reforms in governance, finance reforms, market and school reforms.
Governments are likely to act only if there are strong pressures within and from the
international community to do so. One of the key tasks of the re-engineering of
education systems being called for is that of empowering all, but especially
marginalized groups, with the knowledge, skills and confidence to join the struggle
to create a better world, a global community committed to ensuring development is
sustainable and the rights of all to health, education, justice and security are
respected (Campbell et al. 2006). It will be ‘people power’ that forces governments
to introduce the tough measures needed to reduce greenhouse emissions, to erad-
icate poverty and to provide quality education for all. But to generate that power, all
young people and adults (including politicians, the media and corporate leaders)
need to understand what it means to be poor, why poverty persists, and how global
warming will affect them and their families. Moreover, throughout their lives they
will need to learn and how to learn, updating and extending their knowledge and
skills so as to better cope with change, generating the capacity and confidence to
participate in the struggle to build a better world.

4 Lifelong Learning: A Developmental Perspective

From a lifelong learning perspective, the providing a good beginning for devel-
opment during the early years of life is of crucial importance. The emerging
research field known as ‘foetal origins’ suggests that the 9 months of gestation may
constitute one of the most consequential stages in human development. The
expansion of early childhood care and development activities, including family and
community interventions, especially for poor, disadvantaged and disabled children
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has been an integral part of the EFA agenda for the past 20 years. The evidence
confirms that the important contribution that quality ECCD makes to cognitive and
social development for children from all backgrounds, but particularly for the poor
and the least advantaged (UNESCO 2010). The developmental tasks for children of
primary school age seem at first glance to be fairly straightforward, at least so far as
formal education and non-formal learning programmes for out-of-school children
are concerned. Obviously, one needs to get the foundations for subsequent learning
and development right. In practice, this boils down in primary schools to a focus on
basic learning needs, bearing in mind that the learning needs and life circumstances
of children do vary, and that some children will need much more support and help
than others.

A key challenge facing primary schools is determine what is important now,
what can be left to other stages in the learning cycle, and how best to involve
parents and the local community and to make effective use of their resources to
supporting learning. With the onset of puberty, the scope and nature of the
developmental tasks facing the young people assume a somewhat different char-
acter. Secondary education, the ‘crossroads of life’ should be ‘the time when the
most varied talents are revealed and flourish’ (UNESCO 1996). Meeting the basic
learning needs of adolescents is of particular importance in facilitating the transition
from childhood to adult life. As secondary education for all becomes a reality, it
becomes increasingly difficult to meet the learning needs of all young people
attending a high school. Preparing young people for higher education can no longer
be the primary purpose of secondary schooling, and thus the emphasis shifts to
preparation for adult life, and particularly for the world of work; hence, the
increasing ‘vocationalization’ of secondary education (Lauglo and Maclean 2005).

5 Desirable Future Directions

To achieve the goals of lifelong learning for poverty alleviation and sustainable
development, it is suggested that the governments of Pakistan:

1. Establish a Lifelong Learning Task Force or Commission responsible for
making recommendations to government on policies, strategies and changes that
need to be made in order to promote a culture of lifelong learning, to set national
targets and to develop and implement integrated action plans and strategies for
poverty reduction and sustainable development.

2. On the basis of the recommendations made by the Task Force, develop a
coherent policy and set of strategies for awareness-raising and to support the
re-engineering of existing systems of formal and non-formal education and
involve stakeholders and the media in promoting of lifelong learning for poverty
alleviation and education for sustainable development.

3. Request all authorities within the public and private sectors of the education and
training to undertake a review of the extent to which existing policies and
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practices is consistent with the principles of lifelong leaning, to submit their
findings to the Task Force, and work with it to identify priories for action.

4. Provide much greater support for non-government and voluntary organizations
active in providing non-formal education and training and to enable them to
better assess and report on view the contribution that their organization is
making to the creation opportunities to continue to learn throughout life for all,
and particularly those whose needs have not, or not being adequately met by the
formal system.

5. Request employer and community groups and other stakeholder groups to
identify skills gaps in the labour market and unmet learning needs of disad-
vantaged groups in the communities in which they work, giving special atten-
tion to the poor and to education for sustainable development for all.

6. Provide the Task Force with the funds and authority to commission reviews of
the research and to undertake additional studies to assess the effectiveness of
education and training programmes for children, youth and adults for poverty
alleviation and sustainable development, and to examine issues of articulation
within and between sectors, recognition of non-formal education and training,
and the reorientation of accreditation, qualifications frameworks and quality
assurance mechanisms in accordance with the principles of lifelong learning.

7. Support professional development and training programmes for key educational
and training personnel to facilitate their efforts to develop strategies within the
framework of lifelong learning for poverty reduction and sustainable
development.

6 Conclusion

Pakistan has missed the Millennium Development Goals (MDGs) target of uni-
versal primary education. If Pakistan does not fix its education system at all levels
urgently, it is unlikely to fare any better with the Sustainable Development Goals
(SDGs) it has committed to achieving at the UN General Assembly in 2015. No
progress is possible without fixing how the school system is administered, and this
conversation begins at the district level. Education is critical to the development and
prosperity of Pakistan. With more than 25 million children are out of school (Ailaan
2014), the scale of reform required to improve student enrolment, retention and
learning output difficult to grasp.

Pakistan’s out-of-school children are stuck in a vicious cycle that is impossible
to break without the government’s help. Although poverty and other problems at
home play a role in keeping children out of schools, the biggest hurdles are outside
the home and can be removed by the government. Pakistan’s current education
budget does not cover the nation’s educational needs. The most worrisome aspect
of the current education expenditure is the high proportion of teachers’ salaries. It is
an unsustainable trend that is having an enormous impact on the entire education
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sector. The biggest failure of public education schools is quality of education.
Government school teachers are often perceived as unimaginative and inefficient.
But teachers are not the only ones to blame. In most cases, teachers do not receive
training for years; there are no accountability measures in place either.
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Empowering Youths: An Alternative
Learning Pathway for a Sustainable
Future

Sheryl Green and Stephanie Mamo Portelli

Abstract
In 1992, Agenda 21 sparked the need to educate youths on sustainable
development. The declaration “Transforming our world: the 2030 Agenda for
Sustainable Development”, presented in 2015, also reinforced the fact that
young people are the keystones for a better sustainable world. Bearing these
principles in mind and the need to enforce Malta’s National Education for
Sustainable Development Strategy, the NGO Higher Youths was set up. The
organisation’s ethos is that of empowering youths to further their education and
employment skills by exposing them to a variety of learning methods through
informal and non-formal education, thus making their learning personalised and
relevant. The organisation creates alliances with other NGOs and promotes
active citizenship and sustainable awareness by exposing youths to memorable
experiences. This paper provides an overview of the Erasmus + Project PECT
(Protecting the Environment through Conservation Techniques) for Future
Generations, which took place in Tarnava Mare Natura 2000, Transylvania,
Romania. Sixteen Maltese and Romanian youths worked together with local
community members for 2 weeks. The hands-on activities and workshops
encouraged youths to be self-motivated and, apart from increasing their chances
of employability locally and overseas, empowered them with the realisation of
the need to act and live sustainably.
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Abbreviations
ADEPT Agricultural Development Environmental Protection in
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CV Curriculum vitae
DESD Decade of Education for Sustainable Development
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TTSE Two-Tiered Sustainability Equilibria
UNCED United Nations Conference on Environment and Development
UNDESA United Nations Department of Economic and Social Affairs
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1 Introduction

In 1992, the United Nations held a Conference in Rio de Janeiro on Environment
and Development. This led to Agenda 21: an action plan for environment and
development in the twenty-first century which expanded the definition of Sus-
tainable Development (SD). It was also Agenda 21 that ignited thoughts concerning
the need of Education for Sustainable Development (ESD). Education, public
awareness and training have been pushed to the forefront ever since.
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The UNESCO document of 2000 Dakar Framework for Action: Education for
All—Meeting our Collective Commitments recognised education as the basis of
sustainable development, peace and stability in/between countries. Education for
Sustainable Development was further promoted by the UN resolution on the
Decade of Education for Sustainable Development 2005–2014. In recent years,
UNESCO developed a Global Action Programme (GAP) on ESD, which was
launched at the World Conference on Education for Sustainable Development in
Aïchi-Nagoya in November 2014. The GAP provides a scaling up action in ESD in
order to accelerate overall progress towards sustainable development. It marks an
important contribution to the global post-2015 development agenda. GAP also
formulated a declaration which recognises that people, including youths, are at the
centre of sustainable development.

The latest declaration “Transforming our world: the 2030 Agenda for Sustain-
able Development”,1 was presented at the UN Sustainable Development Summit
held in New York in September 2015. This affirmed that educating for SD still
needs a holistic approach and a well thought-out framework to be able to create a
better quality of life with long-term benefits.

Attaining a quality education has been determined as the foundation to improve
people’s lives and SD, with many national policymakers supporting Lifelong
Learning (LLL), as one of the priorities with regards to education. LLL not only
enhances active citizenship, social inclusion and personal growth, but it also targets
competitiveness, employability and self-sustainability (Watson 2003).

LLL is a type of education that aims at improving quality of life by allowing
personal development of individuals to help them cope with changes in society.
Learning, therefore, needs to be part of life, taking place at all times, in all places.
LLL means that adequate recognition is given to a person’s competences and
knowledge, irrespective of how these have been achieved. It is a concept that
applies to all forms of education: formal and informal, and it promotes well-being at
all levels of SD:

1. Environmental (climate change, natural disasters, biodiversity, pollution),
2. Social (gender equity, health, access to education),
3. Economic (urbanisation, rural development, food security),
4. Culture (engagement and identity, diversity, belief, creativity).

As educators, the authors believe that sustainability should address a dynamic
process which requires decisions on SD in the present to allow the possibility to
form decisions on SD in the future. The Two-Tiered Sustainability Equilibria
(TTSE) model of sustainable development indicates that for purposeful sustainable
development to occur the main pillars of sustainability should fully overlap to form

11 At the UN SD Summit on 25 September 2015, more than 150 world leaders adopted the new
2030 Agenda for SD, including the SD Goals (SDGs) which replaced the MDG during the
Rio + 20: The United Nations Conference on Sustainable Development, 20th–22nd June 2012.
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the “first tier sustainability equilibrium” (FTSE; Lozano 2008; p. 1841) as shown in
Fig. 1.

Since this model was presented prior to 2010, the cultural aspect is omitted.
However the underlying principles still hold. This first step implies interdependence
amongst economic, environmental and social (and cultural) aspects at a single point
in time. The second step includes the time dimension. Placing too much emphasis
on the present or the future impacts the ability to achieve sustainability. There is a
dire need to educate the younger generation with lifelong skills to be able to address
this kind of sustainable thinking and approach.

LLL is also given priority on a European Level. All European citizens have the
right to equal opportunities allowing them to adapt to the demands of the
socio-economic changes and challenges currently being experienced. They are also
entitled to actively participate in creating a better Europe for the future, by having
access to all types of education throughout their life. The Lifelong Learning Pro-
gram for European Union is primarily indicated in Decision No. 1720/2006/EC of
the European Parliament and of the Council of 15 November 2006. Being an
Erasmus+ funded project and involving students in higher education institutions,
the project being is presented in this paper falls under heading 1b of Article 3 of this
decision.

In Malta, LLL for SD is not as yet developed as it should be. Malta’s National
Strategy for Education for Sustainable Development (NSESD), in fact, still needs to
be formally adopted. It is being compiled in line with the MSESD and the UNECE
strategy. Currently, as stated in the consultation document,

ESD at the post-secondary level is very limited probably because of the importance given to
examinations… Although there are some student-led ESD related initiatives, these are still
very sporadic and a strategic plan for a whole institution approach is lacking (NSESD
Board of Governors 2016, p. 10).

The consultation document also remarks that ESD should feature in educational
programmes for higher education and that ESD should move beyond formal edu-
cation settings to provide youths with experiences within the non-formal and
informal sectors.

Fig. 1 Two-tiered
sustainability equilibria model
of SD (Lozano 2008)
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2 Establishing an NGO: Higher Youths

Bearing in mind that ESD should promote the aforementioned initiatives and
provide an education that allows youths to contextualise their learning to the
realities that surround them, two-sixth form educators together with eight students
set up the NGO Higher Youths. The organisation’s ethos is that of empowering
youths to further their education and employment skills by exposing them to a
variety of learning methods through informal and non-formal education,
thus making their learning personalised and relevant. For such an education to be
meaningful, there is the need to shift the focus from solely transmitting information
to providing novel experiences that incorporate sustainability principles, concepts
and approaches. As educators, the authors felt the need to create an appropriate
learning environment to enable young people to access LLL as this is a way to
create a more inclusive higher education system.

Higher Youths aims at tackling Malta’s problem of Early School Leavers (ESL).
At 20.9% in 2013, Malta had the second highest rate of ESL in the EU as indicated
in the Final report on the Thematic Working Group on Early School leaving by the
European Commission. The EU targets to reduce this rate to less than 10% by 2020.
In addition to this, the Hon. Minister of Education Evarist Bartolo stated in the
Strategic Plan for the Prevention of Early School Leavers that:

As a nation we should […] do our best so that education and schooling become meaningful,
engaging and relevant to students… Schools as organizations must look beyond the school
perimeters and rethink themselves as teaching and learning organizations within and for the
community (2014, p. 2).

The NGO Higher Youths targets teaching beyond the classroom, creating a
dynamic teaching environment which addresses the learning needs of each par-
ticular student within the LLL concept. As such, the organisation Higher Youths
strives to create alliances with other NGOs, to create unique experiences that allow
critical reflection, exposure to alternative sustainable lifestyles, promote active
citizenship and allow all participants to develop a good quality of life based on
respect and care for the community and the environment. The NGO also feels that it
should target youths as it strongly agrees with Priority Action Area 4 in the Global
Action Programme (GAP) on Education for Sustainable Development. This con-
siders youths as having the “potential to propel sustainable development more
widely and urgently” because they are “the generation that must not only cope with
the consequences of unsustainable development today, but also bear the brunt of
unsustainable development tomorrow” (UNESCO 2014a, b, p. 22).

The first successful venture which the organisation was involved in was an
Erasmus + Project co-ordinated by Maltese and Romanian youths entitled PECT
(Protecting the Environment through Conservation Techniques) for Future Gen-
erations. The NGO worked with Romanian-based partner organisations Funda-
tia ADEPT and Operation Wallacea.
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This Erasmus+ Project enabled youths to understand that the issue of sustain-
ability is essentially one of resource degradation, scarcity or damage. Due to the
population boom in recent years, the resource limitations and resultant disruptions
to natural cycles (Bates et al. 2008) have led to various human tragedies worldwide
such as negative impacts on poverty and malnutrition (Hecht et al. 2012), human
health and well-being (Pimentel et al. 2007) and social system interferences
(Wilkinson and Pickett 2009). This placement in Romania allowed the participants
to observe SD practices in action and conservation management techniques that
have allowed farmer societies to reduce significant resource loss whilst benefiting
from biodiversity protection and naturally regeneration.

2.1 PECT for Future Generations: An Overview

This 5-month project involved a 2-week placement in a conservation area run by
Fundatia ADEPT in collaboration with Operation Wallacea at the foothills of the
Carpathian Mountains within the Tarnava Mare Natura 2000 region in Transylvania,
Romania. Fundatia ADEPT is a charity organisation that aims at protecting Transyl-
vania’s unique farmed landscapes, the farming communities and the rich biodiversity in
the area. These landscapes are of extreme importance due to their various benefits like
their provision of employment and productivity; and acting as sanctuaries for threatened
fauna andflora.The genuinely sustainable use of the landprovides food security and has
given rise to populations of natural predators that are used for sustainable pest control. In
its 10-year report presented in 2014, Fundatia ADEPT recognises that these “areas can
only be preserved by the farmers who created them in the past and live within them
today” (p. 2) and so, since 2004, it hasworkedwithmany different stakeholders in order
to solve the range of problems threatening their survival.

Prior to this placement, the Maltese and Romanian groups formulated an activity
program which consisted of a variety of tasks. Planned activities focused on:

(a) Data Collection

Teaching and learning were designed in an interactive, student-centred way so as
to empower the individual learners to reach their full potential.

(b) Farm Surveys

These activities introduced the learners to the importance of SD through dis-
cussions and hands-on experiences. It provided them with the opportunity to play a
tangible role in implementation of SD practices.

(c) Social Structures and Culture

The main values which SD addresses are based on respect for human rights of
all people throughout the world mainly through the eradication of poverty and
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social injustices; respect for future generations; respect and care for natural life with
all its diversity; respect for cultural diversity and building a culture of peace and
tolerance (Briguglio and Pace 2004). Briguglio and Pace argue the
above-mentioned traits can only be successfully realised if the participants are
educated to understand the values underlining SD and to participate in appropriate
action conducive to this principle.

(d) Job Opportunities in the EU

In 2013, the European Commission’s ET2020 (Education and Training 2020)
Thematic Working Group on Early School Leaving outlined 12 key messages for
successful policies against ESL. One of these was to “strengthen guidance to ensure
young people are aware of the different study options and employment prospects
available to them” (p. 5).

Figure 2 provides a summary of the various activities involved in PECT for
Future Generations.

3 Methodology

Sixteen youths were involved in this project. The eight Romanian youths all
attended the Environmental Science and Engineering Faculty at University of
Babeș-Bolyai, Cluj-Napoca, Romania. The Maltese participants finished their
studies in A’level Biology at Giovanni Curmi Higher Secondary School in Naxxar,
Malta and have started first year at the University of Malta. When a call of interest
was made for the project, every youth who applied was called for an interview.
Questions were asked in order to make sure applicants were really interested in such
an experience. All the youths stated they regarded this as an opportunity to learn
informally through hands-on activities and to consolidate what they are focusing on
in their studies. It also provided an opportunity to enhance their employability, learn
about different cultures and make friends.

Life experiences mould the way youths view the world and therefore, also their
understanding of SD. The identification of concept development and understanding
of SD required a research design that enabled the live experience of the process to
be explored over the 2-week placement. The approach most suited to this position
was qualitative, utilizing direct observation by the authors of this paper and also
conversational learning, collected through individual and group discussions.

Baker et al. (2005) define conversational learning as a “process whereby learners
construct new meaning and transform their collective experience into knowledge
through their conversations” (p. 412). Conversational learning allowed the authors
to view how the participants were constructing meaning among themselves, as well
as within themselves. In this case, these were informal conversations to allow the
youths to feel at ease expressing their views and newly formed mindset. One-to-one
and group discussions were held with the participants both during and after the
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placement. It allowed the authors to gather information that could determine whether
the participants had transformed their collective and individual experiences—both
unspoken and explicit—into knowledge, skills, values, attitudes and behaviour.

Feedback was also collected through the use of checklists to determine whether
participants had reached predetermined objectives. Since the experience gave
importance to tailor-made education that centred around the learner, they were also
encouraged to add their own objectives prior to commencement of the placement
and to finally determine whether their targets were reached.

Participants were asked to respond to a Likert-scale questionnaire, where
respondents specified their level of agreement or disagreement for a series of
statements. Thus, the range captures the intensity of their feelings for every given
statement targeting acquisition of LLL skills and attitudes towards SD.

3.1 Limitations of Methodology Employed

Since this method of data collection is prone to personal bias by the observers,
measures were taken to reduce prejudice:

• Youth leaders compared and analysed their personal observations regarding
transformations in the participants;

• A good relationship based on trust was built between the leaders and the youths
to create a comfortable environment for discussion;

• Youths were guided on how to reflect on their personal growth and were
encouraged to keep a journal of their experience, which provided less biased
feedback;

• A better understanding of the overall effect of the project was provided by
people close to the participants (parents and friends);

• Finally, some quantitative data was also collected from the participants through
checklists and questionnaires.

The sample of participants is very small. However, it was not the scope of the
study for the survey results to be regarded as representative. Rather, the aim of this
paper is to give an example of how LLL in the field of SD can be achieved
especially when students are moved from the confines of the classroom into the
world at large. There is an unmatched learning potential that can be achieved when
youths learn about the world from the “real world”.

Determination of meaningful learning through observation and analysis of dis-
cussions is not a straightforward task that provides sufficient satisfactory results.
Meaningful learning also depends on the idiosyncrasies of each person (e.g. prior
knowledge, experiences, self-efficacy, beliefs) and the participants’ intrinsic desire
to find meaning (Ausubel 2000; Novark 2010). As such, achievement of learning
outcomes was also observed through the skills participants gained and applied
during the hands-on activities, their willingness to participate in all types of activities
during and after the placement and observable improvement in their soft skills.
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4 Results and Data Analysis

ESD is designed and implemented with a view to develop all aspects of learning
and encouraging changes in behaviour for a sustainable society and more equitable
society. The project’s results, obtained through both qualitative and quantitative
data collection, show that the projects have managed to achieve this.

4.1 Impact on Participants

The effects of the project on the participants were compiled in several ways. First
and foremost, youths’ journals were for personal use, but participants were invited
to share excerpts. LLL gives recognition to prior knowledge and allows youths to
realise they are increasing this knowledge. Those that shared their personal journals
allowed the youth leaders to see first-hand the youth’s journey of personal growth.

Knowledge, skills, values and attitudes were impacted through all the main types
of activities the youths were involved in as presented here:

(a) Data Collection

Apart from helping the participants gain a variety of skills, the hands-on
activities also had an impact on their attitudes. By observing the behaviour of
scientists and by being instructed to take measures to cause the least amount
of stress possible on the organisms they were studying, they developed a sense of
respect towards all life-forms:

What amazes me is the gentle way they handle the organisms – even the tiniest bug
deserves respect! (Male, 23).

After the experience,many of the participants pointed out that they nowunderstood
better how development can actually occur within the limits of nature. Learning about
conservation and sustainability by actually seeing it being put into practice impacted
the participants much more than merely reading about it through school books.

(b) Farm Surveys

These activities enabled the youths to learn in highly effective ways while
helping a community address its needs since survey results are used by ADEPT to
develop projects that are deep-rooted in local communities and to link economic
and social benefits with biodiversity conservation through policy changes and
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improvement of farmers’ access to grants and incentives. Student personal growth
was extensive, whether it was through problem-solving skills, improved critical
thinking, leadership development or enhanced social responsibility.

Journals revealed that the youths became more aware of the negative effect they
are having on the environment and how this can be reduced:

When people were talking about nature preservation, I was thinking ‘why should I do it?’
Now it makes sense and I want to keep doing it (Male, 18).

It also enabled them to appreciate how communities can live sustainably,
combining social and economic benefits of conserving biodiversity and safe-
guarding agricultural techniques that are over 400 years old. Various youths
commented in their journals that visiting farms and talking to farmers helped them
realise the importance of integrated, innovative approaches and on-going education
of citizens.

(c) Social Structures and Culture

These activities provided the youths with a holistic approach to SD which leads
to a better quality of life within a long-term time frame. Participants not only
acquired new knowledge and appreciation for diversity, but also improved their
ICT skills whilst preparing videos and presentations for these sessions. Different
experiences enabled the youths to appreciate different cultures:

We’ve been here appreciating diversity in butterflies and birds… so why not appreciate the
diversity in humans? It is these differences [referring to the dances, food and other cultural
aspects] that make us so beautifully unique and interesting! (Male, 17)

This was also an opportunity to improve their public speaking skills:

Although it was difficult for me, I’m glad I accepted the challenge [to give a presentation]
cause it helped me overcome my shyness… In fact I was more willing to go up and present
our group’s workshop result after that (Female, 17).

(d) Job Opportunities in the EU

The mobility exposed the youths to job opportunities offered by the EU and at least
half of them felt the experience increased their chances of entering the labour
market both locally and abroad.

This project targeted training and learning for productivity, efficiency and
competitiveness. These are all important strategies for keeping youths engaged and
motivated to learn. Apart from increasing the participants’ awareness regarding the
various employment opportunities, such an educational experience, is a great asset
to include in their CV.

Through discussions on EU values and opportunities participants became
familiar with measures taken by the EU with regards to conservation, and they
became aware and inspired by the job opportunities available to EU citizens:
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I don’t feel restricted to a maximum of 3 possibilities anymore. He [British person living
and working in Romania] has been an inspiration. I can really see myself doing that! I really
need to think this through! (Female, 18)

Youths were also awarded the Youthpass which allows the showcasing of
learning outcomes and competences that would have otherwise not been
acknowledged at all through the normal educational system.

Furthermore, in view of the fact that the number of women active at work or
engaged in LLL is low, this project was highly valuable since 60% of the partic-
ipants were female.

Empirical data was collected from the participants through checklists and sur-
veys. Table 1 summarises the results.

The eagerness of the youths to join in follow-up activities, mainly their
involvement in disseminating knowledge obtained and encouraging others to pri-
oritize environmental awareness and protection, was also an excellent indicator on
what impact such an experience had on their attitudes and values.

Table 1 Showing Participants’ responses to survey targeting LLL skills and attitudes towards SD
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4.2 Impact on Participant Organisations

Higher Youths is hopeful that more people, both at a local and national level, will
become conscious of the importance of sustainability. The youths have spoken to
the media about their experience, prepared a video, written articles regarding the
benefits they attained from the project, and they have also set up their own website2

to share resources and knowledge attained. The aim of Higher Youths is to
encourage public policies to prioritise the involvement of youths in programmes
targeting sustainable development.

The pedagogical aspects of LLL should be developed through teacher training.
Although acting as youth leaders during this project, the authors who are also
educators, strongly feel that the impact on values and knowledge obtained through
this experience greatly exceeds that obtained through years of teaching in the
classroom. It is therefore in the best interest of schools and government to adopt a
strategy that gives teachers the opportunity for such experiences. Didactical training
is also required in order for teachers to promote LLL and develop interventions on
SD with learners at the centre of their teaching. As indicated in Priority Action Area
3 in the NSESD consultation document,

In most documents pertaining to ESD, educators and trainers are referred to as “change
agents”. Knowing the subject matter is not enough to ensure effective ESD that target more
than just the acquisition of knowledge. Competence-building of educators and trainers is
necessary at all levels of formal, non-formal and informal education to ensure effective ESD
(NSESD Board of Governors 2016, p. 12).

5 Conclusion

The overall analysis of the project PECT for Future Generations provided com-
mendable results. These support the agenda that educational strategies, with
emphasis on informal and non-formal methods, can foster resonance between
learning about SD and putting into practice the need to live sustainably.

Higher Youths is guided by professional educators, which is not always the case
with NGOs in general. As such, other NGOs have approached the organisation
requesting to collaborate and assist in organising similar events, as the NGOs
strength comes in forming partnerships with educators who have been trained to
facilitate reflection and inner readiness for learning.

The positive feedback provided by the youths maintains that the whole expe-
rience allowed a suitable environment to promote the choice to learn meaningfully,
and it successfully targeted not only knowledge and skills, but also values and
attitudes.

2http://higheryouths.wixsite.com/hy-malta/pect-for-future-generations.
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Malta’s educational approach needs to become more capable of meeting the
country’s demand for efficient, adaptable, highly skilled workers with a conserva-
tionist attitude. Though not an easy task, the authors believe NGOs should be at the
forefront with schools and Government to spearhead a further improvement in
education. This should help steer the country on a sustainable pathway—one that
allows the economy to flourish whilst taking into consideration the needs of the
Maltese society and ensuring that such accomplishments are not to the detriment of
the ever diminishing environment. The project PECT for Future Generations has
proven that NGOs contribute to LLL experiences that target learning beyond the
classroom and that nurture an appreciation of SD, by presenting unique, flexible
and challenging experiences.
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Empowering Youths as Lifelong
Learners Through Education
for Sustainable Development:
A Critique from the Perspective
of Maltese Youths

Clinton Cassar and Vincent Caruana

Abstract
This study aims to analytically investigate youths’ knowledge, awareness and
skills and how these can serve as a catalyst to lifelong ESD. The study is
motivated by the following research question: ‘To what extent does Education
for Sustainable Development help youths develop knowledge, attitudes and
skills to be lifelong learners?’ This research question serves as the underpinning
of the quantitative methodology employed, which consists of 475 questionnaires
distributed to youths from 18 to 30 years old, using proportionate stratified
random sampling on the basis of gender and location. Results show that youths
are fairly informed about sustainable development. Youths either defined it
through previous renowned definitions or either gave a personalised one,
depending on their ambiences or personal experiences. Overall, youths showed
positive attitudes towards the environment, which are linked to the ideology of
the emerging paradigm. Moreover, youths also believe that the little actions in
everyday life followed by the attainment of various skills help in promoting
ESD. Based on the results, an overview of some techniques and strategies is
recommended in order to provide ESD opportunities for lifelong learning in
formal, informal and non-formal settings. Hence, adopting lifelong learning
opportunities within ESD requires a transformative and critical vision that
teachers, ESD experts, youth workers and local councils might find useful in this
paper.
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1 Lifelong Learning: A Definition

Frequently referred to in academic discourse, lifelong learning has been attributed
with the ‘from cradle to grave’ philosophy (UNESCO 2010) which embraces the
notion of continuity in learning, starting from one’s early existence till death.
However, this utopian vision seems a far cry from reality, since rather from birth,
this term has often been linked with what happens after completion of compulsory
schooling till death.

The European Commission (2001: 9) describes it as being an ‘all-purposeful
learning activity undertaken throughout life with the aim of improving knowledge,
skills and competencies within a personal, civic, social and/or employment-related
perspective’.

This definition seems to be more goal-oriented rather than a ‘self-motivated
pursuit’ as postulated by Jarvis (2007: 99):

Every opportunity made available by any social institution for, and every process by which,
an individual can acquire knowledge, skills, attitudes, values, emotions, beliefs and senses
within global society.

Hence, lifelong learning initiates a twofold effect, as it not only enhances one’s
professional achievements such as competitiveness and employability, but it even
boosts personal accomplishments such as social inclusion and active citizenship
(ROCARE 2011b: 3).

2 Lifelong Learning and Education for Sustainable
Development (ESD): A Historical Perspective

Both lifelong learning and ESD have emerged primarily from the cultural and
political situation prevalent at the time of their genesis.

It was the UN Conference on the Human Environment (UNEP 1972) which
initiated the development of environmental education, through the UNESCO/UNEP
International Environmental Education Programme (IEEP) by inserting it in the
Belgrade Charter (UNESCO 1975) and gaining further momentum at the Tbilisi
Declaration (UNESCO 1977).
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ESD can be said to have come as a result of a paradigm shift that happened from
the conference at Stockholm to that of Rio. It included a change, which moved
away from environmental protection to include more the needs of the society and
the environment:

The major difference between the Tbilisi statements and those contained in Agenda 21 is
that where “environment” was used in Tbilisi, “environment and development” have been
substituted in Agenda 21.

(Gough, 1997 as cited in McKeown and Hopkins 2003: 120)

The 1980s and 1990s brought about more holistic perspectives which could be
seen especially through Agenda 21 (UNCED 1992). The three pillars of environ-
ment, society and economy were engrained in the development of ESD’s four
thrusts:

1. Improving the quality of and access to basic education;
2. Reorienting existing education to address sustainable development;
3. Developing public understanding and awareness;
4. Training.

(UNCED 1992)

Agenda 21’s Chapter 36 focused on education that ‘would respect and nurture
the natural environment’ (UNCED 1992). This was further enhanced in the
Johannesburg Plan of Implementation (JPOI) as it included ‘social justice and the
fight against poverty as key principles of development that is sustainable’
(UNESCO 2004 as cited in Gough 2006: 74).

The JPOI (UNESCO 2002) delineated that schooling and teaching are essential
for ESD and reinforced both the Millennium Declaration Goal of achieving primary
education and also the elimination of gender-biased issues in education as stated in
the Dakar Framework (Kaivola and Melén-Paaso 2007). All this fulfils a ‘new
vision…. that is deeper, more ambitious way of thinking about education’
(UNESCO 2002: 8–10).

This vision conforms to that of lifelong learning, which was conceptualised in a
time when educational settings were being challenged. The Faure Report
(UNESCO 1972) emphasised on how ‘lifelong education’ is at heart of ‘the lifelong
society’ by reinventing and renewing education, in order to be transformed into
learning.

Coombs and Ahmed (1974) state that the formal, informal and non-formal
educational settings are ‘analytically useful’ but need to be strengthened to create a
flexible overall learning system. This gives learning a vertical dimension
(throughout life) and horizontal dimension (life-wide learning).

On the other hand, the Delores Report (UNESCO 1996) developed such ideas
but focused on the benefits of lifelong education as an economic, scientific and
cultural function. While the Faure Report (UNESCO 1972) highlighted the
importance of renewing education, this report delved more on catering for change,
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adapting to new trends in society, enhancing its relation with the state and pro-
moting the values of peace in view of globalisation (Cuellar Reyes 2006).

Despite this, Sancho Gil (2001) states that this report does not provide any
mechanisms on how to bridge the gap between the situation at the time and the ideal
state of education, which alas was far from innovative, as it stemmed from the
ideology of Dewey, Freire, Piaget and Vyogstky.

It also emphasised on the ‘four pillars of education’ which are linked to the
acquisition of knowledge, skills and values through learning to be, learning to
know, learning to do and to live together, which later also emerged in the principles
of Jomtien (UNESCO 1990) and Dakar (UNESCO 2000).

Even though these two reports have inarguably provided insights on lifelong
education, their main difference is the contexts in which they were written; hence,
they also do not reflect the context we are living nowadays.

More recently, in September 2015, the 2030 Agenda for Sustainable Develop-
ment was adopted as an ambitious and universal agenda ‘to wipe out poverty
through sustainable development by 2030’ (UNESCO n.d.a, para. 1). It was hereby
recognised that education was essential for the success of the 17 goals then defined,
as highlighted in Goal 4 which aims to ‘ensure inclusive and equitable quality
education and promote lifelong learning opportunities for all’ (UNESCO n.d.a,
para. 3). The agency entrusted to coordinate and lead the education agenda is
UNESCO, whose mandate through the Education 2030 Framework for Action
reaches from early childhood learning to youth and adult education. Furthermore of
relevance here is the Global Action Programme (GAP) on Education for Sustain-
able Development (ESD)—the follow-up to the United Nations Decade of Edu-
cation for Sustainable Development (2005–2014)—that seeks to scale up concrete
actions in ESD and mobilise its stakeholders through a detailed implementation
Roadmap (UNESCO n.d.b).

3 The Development of ESD in the Maltese Islands

ESD in Malta has gone a long way—from its awareness phase in the 1960s, which
consisted in sporadic activities organised by NGOs (Pace 1996, 1997) to a more
strengthened effort from different stakeholders. This resulted into the establishment
of CEER in 2004 (Centre for Environmental Education and Research) and the
implementation of ESD as a cross-curricular theme within the National Curriculum
Framework (Ministry of Education and Employment 2012) which however needs to
be translated concretely across and within subjects (Ministry for Education and
Employment and Ministry for Sustainable Development, The Environment and
Climate Change 2016).

The National Environmental Education Strategy (NEES) (University of Malta
1995) even though not implemented laid the foundations for the National Strategy
for Education for Sustainable Development (NSESD) (Ministry for Education and
Employment and the Ministry for Sustainable Development, the Environment and
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Climate Change 2016). This strategy together with the Sustainable Development
Act (MSEDC 2012) clearly delineates the need for lifelong ESD, which spans from
early childhood to adulthood. The former adds that the early years are essential in
the formation of values, attitudes and lifestyles.

Despite the efforts and positive results, there seem to be loopholes between the
formal, non-formal and informal education settings since the NSESD (Ministry for
Education and Employment and Ministry for Sustainable Development, The
Environment and Climate Change 2016) postulates the lack of ESD adult courses
and community-based programmes, which when available seem to cater for the
‘general public’ rather than targeting specific groups within society.

4 Lifelong Learning, ESD and Youth: How are They
Related?

Lifelong learning and ESD do not seem to share common characteristics. However,
Scott and Glough (2003) point out that both terms are considered as policy
objectives and instruments to achieve economic competitiveness through citizen
involvement and participation. They also question how such slogans or buzzwords
have become means to ends or ends in themselves.

Power and Maclean (2011) explain that lifelong learning was crucial for poverty
alleviation and the Millennium Development Goals (MDGs). In fact, Arini et al.
(2007) and Power (2007) state that when lifelong learning opportunities were
provided to poor communities, it helped in reducing poverty and improving peo-
ple’s basic skills.

Lifelong learning is often interchangeably used or referred to as adult learning
(Mayo 2007; Ministry for Education and Employment 2014). In doing so, this
seems to exclude other members of society, such as children and youths. This is not
the mantra of ESD. In fact, UNESCO (2005: 6) points out clearly the importance
that each member of society has to serve towards ESD through lifelong learning:

Education for sustainable development is for everyone, at whatever stage of life they are. It
takes place therefore within a perspective of lifelong learning, engaging all possible
learning spaces, formal, non-formal and informal, from early childhood to adult life. ESD
calls for a re-orientation of educational approaches. Spaces for learning include non-formal
learning, community-based organizations and local civil society, the workplace, formal
education, technical and vocational training, teacher training, higher education educational
inspectorates, policy-making bodies and beyond.

In a similar vein, the Gothenburg Recommendations (Davis et al. 2008) state that
lifelong learning opportunities should be easily accessed by all members of society
and should start from early childhood. The Bonn Declaration (UNESCO 2009)
affirms all this and defines the positive effects of lifelong learning and ESD by
achieving ‘economic and social justice, food security, ecological integrity, sus-
tainable livelihoods, respect for all life forms and essential values that foster social
cohesion, democracy and collective action’.
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This emphasis is strengthened and given a sharper focus through the GAP
implementation Roadmap that identifies five priority action areas to advance the
ESD agenda, one of which is priority action area 4 on ‘Empowering and mobilising
youth’ that seeks to multiply ESD actions amongst youths (UNESCO n.d.c).

Thus, given the opportunity, youths have a lot to offer to be the agents of change
towards achieving sustainable development. Education should not only be bound
within compulsory schooling, since, according to Sterling (2004), it ‘does little to
sustain the “whole person” the spirit, head and hands’. Therefore, UNECE (2005:
5) states that ‘ESD is a lifelong process from early childhood to higher and adult
education and goes beyond formal education’.

Sterling (1998 as cited in UNESCO 2004: 96) states the salient objective is to
‘not so much to reorient education but to collectively learn to change our percep-
tions about the purpose and role of education towards a system based and sus-
tainability oriented paradigm’.

Jickling and Wals (2008) seem to agree with Sterling, stating that ESD is often
seen as an instrument, creating a form of ‘big brother sustainability’ where its
educative purpose is to change attitudes in people. They suggest more of an
emancipatory regime where other tools, besides education, should be utilised to
initiate attitude change. This includes reinforcing legislation, promoting economic
incentives and initiating marketing strategies.

The crux of ESD, according to them, is to develop ‘dynamic qualities’ (Posch
1991 as cited in Corcoran and Osano 2009) that can make people critically reflect
upon their choices and ideas. Jickling (1992) seems to have different views from
Tilbury’s (1995) description of education ‘for’ the environment, since according to
him education should not be ‘for’ anything but for one self.

One must not view education as an end product but rather as a symbiosis with
sustainable development used in everyday life. This is especially important for
lifelong education, as ‘both learner and educator engage in a process of learning
from the context of the everyday. It occurs because the learning is of immediate
significance to those involved, rather than derived from a pre-established curricu-
lum’ (Batsleer 2008: 5).

5 Methodology

Taking into account the literature consulted, the following research question was
formulated:

To what extent does Education for Sustainable Development help youths develop knowl-
edge, attitudes and skills to be lifelong learners?

This research question served as the underpinning of the descriptive approach
used in this study, which focused on the knowledge, attitudes and skills of youths
towards sustainable development through a survey in the form of a questionnaire.
The results serve fruitful to understand what future lifelong ESD opportunities
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would be needed to fill any present lacunae for the present youths, who will
eventually be the adults of tomorrow.

The population was determined through the 95% confidence level and at 5%
confidence interval using stratified random sampling consisting of ‘an equal
probability of selection method, which means that every individual in the popu-
lation has an equal chance of being included in the sample’ (Johnson and Chris-
tensen 2014). The entire youth population in the Maltese Islands at the time when
the research was conducted consisted of 74,705, and the targeted population sample
for this study was of 382 youths. Eventually, more questionnaires were distributed,
amounting to 475.

The proportionate stratifications included gender (male or female) for every age
from 18 to 30 and regions [locations as per Local Administrative Unit
(LAU) classification] within the islands (Refer to Tables 1 and 2). This was done to
make sure that the sample was similar to the entire youth population in the Maltese
islands, thus increasing representativeness.

Table 1 Stratified random sampling on the youth population based on age and gender

Age Total number
of males

Male
sample size

Total number of
females

Female
sample size

Total
population

18 2762 14.1 2637 13.5 5399

19 2840 14.5 2713 13.9 5553

20 2883 14.7 2720 13.9 5603

21 2966 15.2 2921 14.9 5887

22 2960 15.1 2841 14.5 5801

23 2850 14.6 2740 14.0 5596

24 2987 15.2 2658 13.6 5645

25 2957 15.1 2.828 14.5 5.785

26 3000 15.3 2842 14.5 5842

27 3036 15.5 2897 14.8 5933

28 3024 15.5 3058 15.6 6082

29 2.891 14.8 2883 14.7 5774

30 3021 15.4 2781 14.2 5802

Total 38,177 195 36,519 186.6 74,705

Table 2 The distribution of questionnaires based on the island’s different regions

Region Total number of
youths

Percentage Number of questionnaires
distributed

Southern harbour and
south-eastern

31,787 29.8 113.8

Northern harbour and
northern area

50,761 47.5 181.5

Western 16,043 15.0 57.3

Gozo 8183 7.7 29.4

Total 106,774 100 382
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Data collection process was held as Sapin (2013: 42) suggests ‘at varying times
of the day to explore diverse areas [that] will help to identify different groups of
young people’. The various locations were chosen on the basis, as Sapin (2013: 41)
states ‘where young people ‘hang out’ in unsupervised or detached groups and the
location of the shopping areas, cafés or streets where young people socialise or find
entertainment’.

6 Results

6.1 Knowledge About Sustainable Development

Question 1 How informed do you feel about the term ‘sustainable development’?

The results show that 36% of respondents are ‘fairly informed’ followed closely by
the ‘well-informed’ option by 33% of respondents. The least ranked was the ‘very
well-informed’ option, which scored 8%. This shows that more exposure to sus-
tainable development is needed so that youths could be better informed (Table 3).

• Gender

The p value of the chi-square test (0.760) exceeds the 0.05 level of significance,
which indicates that the proportion of males and females in any ‘knowledge about
sustainable development category’ are comparable. This implies that there is no
overall significant gender discrepancy, even though females scored higher in the
‘well informed’ and ‘not informed at all’ categories, while males seem to be more
‘very well informed’ than females (Table 4).

• Age

Since the p value is 0.036, it indicates that there is a significant discrepancy in
the age categories. This is mostly seen in the ‘well-informed’ category where the
18–21 age group is higher than the other two age groups. This is reversed in the
‘poorly informed’ and ‘not informed at all’ categories. This might indicate that the

Table 3 Respondents’
knowledge of sustainable
development

Level of knowledge of sustainable development Percentage

Very well informed 8

Well informed 33

Fairly informed 36

Poorly informed 9

Not informed at all 14
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younger age groups are either being more exposed to ESD practices or their
remembrance of the term is clearer than the older age groups. (Table 5).

• Region

The p value is 0.420, indicating that there is no significant association. What is
most striking about such results is that Gozitan youths seem to be the least ‘well

Table 4 Level of knowledge about sustainable development by respondents’ gender

Level of knowledge about sustainable
development

Gender Total

Male Female

Very well informed Count 22 15 37

Percentage 9.3 6.3 7.8

Well informed Count 75 80 155

Percentage 31.8 33.5 32.6

Fairly informed Count 86 87 173

Percentage 36.4 36.4 36.4

Poorly informed Count 22 21 43

Percentage 9.3 8.8 9.1

Not informed at all Count 31 36 67

Percentage 13.1 15.1 14.1

Total Count 236 239 475

Percentage 100.0 100.0 100.0

v2(8) = 1.869, p = 0.760

Table 5 Level of knowledge about sustainable development by respondents’ age

Level of knowledge about
sustainable development

Age Total

18–21 years 22–25 years 26–30 years

Very well informed Count 13 9 15 37

Percentage 9.0 6.0 8.3 7.8

Well informed Count 58 49 48 155

Percentage 40.0 32.7 26.7 32.6

Fairly informed Count 56 50 67 173

Percentage 38.6 33.3 37.2 36.4

Poorly informed Count 8 16 19 43

Percentage 5.5 10.7 10.6 9.1

Not informed at all Count 10 26 31 67

Percentage 6.9 17.3 17.2 14.1

Total Count 145 150 180 475

Percentage 100.0 100.0 100.0 100.0

v2(8) = 16.507, p = 0.036
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informed’ and the most ‘not informed at all’ from participants. This indicates that
more ESD practices should be implemented in Gozo, even though there is exposure
to sustainable measures such as the Eco-Gozo campaign. This tallies with the
experiences of one the authors (Caruana) whose participation in different European
fora led him to conclude that in various EU countries too many efforts are focused
on cities and major regions since they are considered ‘engines of the economy,
places of connectivity, creativity and centres of services’ (European Commission
2011) to the detriment of less reached areas (Table 6).

• Level of education

Results demonstrate a significant association (since the p value is 0.001) and that
the higher level of education indicates more knowledge of sustainable development.
Those who completed secondary school are the least knowledgeable, while the very
informed category ranked highest amongst those who attended or completed a
postgraduate course (Table 7).

Question 2 How would you describe the term sustainable development?

For most respondents, the meaning of sustainable development means a concern
for future generations as 35% referred to directly or indirectly to the intergenera-
tional equity. Other respondents (24%) reckon that the term is only based on the
environment and its protection followed by 18% that link it with natural resources
and their preservation. These last two results show that more understanding of the
term is needed, which encompasses not only the environment, its resources or green

Table 6 Level of knowledge about sustainable development by respondents’ region

Level of knowledge
about sustainable
development

Region Total

North harbour and
northern region

South harbour and
southern region

Western
region

Gozo

Very well
informed

Count 17 13 5 2 37

Percentage 8.0 8.8 7.6 4.1 7.8

Well
informed

Count 65 53 21 16 155

Percentage 30.5 36.1 31.8 32.7 32.6

Fairly
informed

Count 79 50 28 16 173

Percentage 37.1 34.0 42.4 32.7 36.4

Poorly
informed

Count 26 9 5 3 43

Percentage 12.2 6.1 7.6 6.1 9.1

Not
informed at
all

Count 26 22 7 12 67

Percentage 12.2 15.0 10.6 24.5 14.1

Total Count 213 147 66 49 475

Percentage 100.0 100.0 100.0 100.0 100.0

v2(12) = 12.325, p = 0.420
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measures, but other aspects such as the other pillars, which were mentioned by only
4% of respondents.

6.2 Attitudes Towards Sustainable Development

Question 3 How would you rate the following characteristics?

This question is a modified version of the New Ecological Paradigm (NEP) scale,
displaying six statements. The categories ‘every organism has a particular role and
needs to be preserved’ (3.232) and ‘nature is balanced and severe human impact can
damage it’ (3.194) are not significantly different, since the respective 95% confi-
dence intervals overlap. All other cases are significantly different since the
respective 95% confidence intervals are disjoint.

One needs to point out, however, that the option ‘People have the right to take
over nature and change it according to their needs’ shows a negative attribute when
compared to the other statements. This was left in such a way to conform to the
NEP scale and other similar studies. Had the statement been placed in an posi-
tive environmental attribute (‘People do not have right to take over nature and
change it according to their needs’), then it would have probably achieved a higher
rating score.

Moreover, this option is below half the rating score indicating that respondents
are against negative impact and dominion towards the nature, whereas nearly all
the other columns are above the mean rating score showing the need for respect and
balance in nature (Fig. 1).

6.3 Skills Towards Sustainable Development

Question 4 Suggest ways or skills how you as an individual or/and as youths
together can contribute to achieve sustainable development.

The majority of respondents (49%) believe that by doing simple things they can
promote or implement sustainable development and this involves a change in
attitude and behaviour. Many mentioned reducing waste through the 3R’s or
switching off lights, amongst others. This is then followed by organising events
(19%) and attending or promoting educational strategies (17%), which indicates
that various events such as a youth day or educational campaigns, could promote
sustainable development better. (Table 8).
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7 Answering the Research Question

In this section, a discussion and analysis of findings will be carried out, answering
the research question stated in Sect. 5.

• Knowledge

It seems that ESD practices in schools are effective in transmitting knowledge to
youths, which is partly credited to Ekoskola (Ecoschools programme) and the
National Curriculum Framework (Ministry of Education and Employment 2012).

Fig. 1 Respondents’ attitudes towards the environment

Table 8 Respondents’ opinion on skills or ways that contribute towards sustainable development

Ways or skills that contribute to achieve sustainable development Percentage

Change in attitudes and behaviour 49

Effective communication strategies 10

Effective educational strategies 17

Informing others 5

Organising events 19
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The older age groups, that is the 22–25 age group and 26–30 age group, are the
least informed. This might indicate that lifelong ESD opportunities in their work-
place are needed through training. In fact, the school ranked the lowest option
amongst the 26–30 age group, while work, television/radio and personal experi-
ences ranked higher.

Moreover, there are some regional differences especially in Gozo, where youths
are the least knowledgeable about the term, even though the natural environment is
more accessible than Malta. On the other hand, respondents from the southern
harbour region and southern region are the most informed. This might implicate that
knowledge of sustainable development is higher where environmental concern is
involved, since in the southern part of the island there is an agglomeration of
anthropogenic activities such as the sewage treatment plant, the power station and
the Freeport.

Results also show that a higher level of education reflected in more knowl-
edgeable respondents. This is also strengthened in other earlier local studies such as
Darmanin (1997) and Mifsud (2009) and international ones such as Kohut and
Shriver (1989) and Vining and Ebreo (1990) as cited in Mainieri et al. (1997).
However, being knowledgeable does not mean that one knows the underlying
message for sustainable development, as it surfaced that most youths studied the
Brundtland Report’s definition by heart just for examination purposes.

• Attitudes

Overall, youths showed positive attitudes towards the environment, which
indicates the emergence of a new paradigm where the environment is given a high
value as opposed to the old paradigm which tended to devalue nature and the
environment. Yet one needs to interpret such a result with caution, as the rela-
tionship between attitudes and behaviour is complex and positive attitudes towards
the environment do not automatically translate to more responsible behaviour.
However, some research indicates that the focus of ESD has increased on the
construction of attitudes (Eilam and Trop 2012).

• Skills

Changes in attitude and behaviour and organising events are individual or col-
lective means/skills that youths find important in implementing sustainable devel-
opment. This indicates that organisational skills are required to disseminate ESD by
youths for other youths.

Connell et al. (1999) state that even though youthsmight perform these little actions,
they cannot do much to help, which they refer to as ‘action paralysis’, since youths’
concern for the environment does not result into action. This is due to ambivalence and
cynicism from their side in leaving their imprint onto sustainable issues.
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8 Recommendations

Based on the results achieved, listed below are some recommendations that involve
the different stakeholders:

• ESD experts and professionals

ESD experts should find ways how to inform youths about sustainable devel-
opment and encourage change in attitudes through effective communication, such
as the social media. Even though communication strategies did not rank high in
the questionnaire results, these could be successful if linked with the ‘little things’
youths can do every day. Specific ESD courses, as postulated by NSESD (Ministry
for Education and Employment and Ministry for Sustainable Development, The
Environment and Climate Change 2016), should be organised to different members
of society—youths, housewives and pensioners to initiate awareness and the
acquirement of skills.

• Educators

Educators should try to infiltrate ESD as a cross-curricular theme within their
curriculum. Moreover, training needs to be provided to educators as regards ESD,
in order to adopt issue-oriented and problem-solving pedagogies that meet the
learners’ cognitive capabilities (Mayo et al. 2008). Such pedagogies ought to be
transformative in a way that youths are not ‘depositories’ where they are ‘receiving,
filling and storing deposits’ within a banking type of education (Freire, 1972 as
cited in Schweisfurth 2013: 28). Thus, what is acquired during compulsory
schooling has to be extended within informal and non-formal settings, even after its
completion.

• Youth workers

Youth workers need to liaise with ESD experts and teachers to attain techniques
how to attract early school leavers (22.6% in 2012) or low achievers who usually
resist most efforts in formal settings. Thus, the infromal ambience should help in
attracting these youths and adults.

The strength and pitfalls in formal education should serve as a lesson to informal
settings. Various leaders and youth workers are encouraged to build upon what is
being done in the formal education sector to bridge the gap between the formal and
informal education practices, especially in ESD.
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• Local councils

Local councils should not only cater for infrastructural needs within the locality,
but even consider the social needs of the locals, youths and adults alike, by
implementing concrete measures, such as Local Agenda 21, through consultation
with the government. Formosa (2010) states that local councils are encouraged to
serve as learning hubs that bring all the ‘providers (public, private and voluntary )
together, to coordinate resources, consult older people (current and potential
learners) and promote learning amongst older people’ (McNair 2009: 17). Mayo
(2012) adds that local councils could serve as a Community Learning Centre
(CLC). This has also been referred to in the National Minimum Curriculum
(Ministry of Education 1999), the National Curriculum Framework (Ministry of
Education and Employment 2012) and the Malta National Lifelong Learning
Strategy 2020 (Ministry of Education and Employment 2014). It could be a good
idea if local councils liaise with the various youth hubs through Aġenzija Żgħażagħ
(a local agency which promotes and assists the interests of youths) to create as
Mayo (2007); Chadwick and Stannet, 2000; Taylor and McKinley Parrish, 2010 as
cited in Mayo 2012) state the idea of community museums. Despite financial costs
being problematic, this idea would be a platform to disseminate knowledge and
attitudes related to ESD. In this respect, ESD experts and educators would be
needed to provide its set-up and running.

Liu and Constable (2010) point out that CLCs can be successful. In fact, such
concept has provided learning opportunities for the Bahzu community in Diqing in
China, through building capacity and enhancing knowledge. As a result, a new
community-government cooperation influenced changes in the curriculum which
led to the formulation of an ESD course at the Diqing Vocational School for Ethnic
Minorities. This practice could be applied in Malta to reap its benefits and
strengthen ESD locally.

• Agencies and Organisations

Aġenzija Żgħażagħ and other NGOs could be pivotal in organising events or
promoting intergenerational contact between youths and older learners. Formosa
(2010) and Mayo (2012) seem to agree that old people’s homes are an important
sector of lifelong learning which is many times forgotten. Opportunities for
reciprocal and intergenerational learning will have a twofold effect—the elderly
would provide and share their experiences, while youths can learn from them,
increasing their cultural baggage. Such activities, as Formosa (2010) points out,
should not be limited to school visits but need to encourage active citizenship
through debates, film screenings and community work, related to ESD.

Moreover, NGOs must provide continuous and innovative ESD opportunities or
activities that not only happen when development threatens the environment of the
community (Calleja and Ellul 2007; Cilia 2005; Psaila 2004 as cited in Mayo et al.
2008). Yet it is imperative that those NGOs related to the field of education are
prepared professionally to do so. Caruana (2016) has already argued elsewhere
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that while ESD can be crucial in bringing about educational, social, political and
economic change, it can only expand if trusted to suitably qualified people with a
passion for a sustainable future.

9 Empowering Youths Towards ESD: A Way Forward

The study has helped in obtaining a clear picture of youths’ insights about sus-
tainable development. Dissemination of knowledge and transmitting ethical values
for sustainability is essential. Utilising a transformative and critical approach with
other members of the community is recommended to promote lifelong learning
through the three facets of social learning (Keen et al. 2005 as cited in Liu and
Constable 2010):

• Learning partnerships with various institutions such as the University of Malta,
CEER, schools, NGOs, ministries and other stakeholders is required to establish
ESD across the community and lifelong opportunities. This includes training of
youth and such stakeholders, in particular in the light of the GAP priority 4 to
multiply ESD actions amongst youth. As per this priority, the expected out-
comes could include ‘youth participating in and contributing to ESD advocacy,
policy development and implementation at local, national and international
levels’ (UNESCO, n.d.d, para. 4). Interestingly, GAP envisages youth as both
beneficiaries and drivers of this Priority Action Area.

• Learning platforms, through the establishment of CLCs and the social media, are
essential to promote learning spatially—through local, regional, national and
global initiatives.

• Learning ethics consolidate the learning process by identifying the values which
are considered important across generations. This involves increasing the focus
on the construction of positive attitudes and understanding better the context of
the complex relationship between attitudes and behaviour. In doing so, the
ultimate goals of ESD would be fulfilled in intiating positive behaviour towards
the environment and to develop active citizenship.

Furthermore, authors such as Eilam and Trop (2012) have challenged the pre-
vailing belief that individual acquisition of responsible environmental behaviour
can drive changes on the global political scale. The lack of ‘community organising’
and ‘advocacy’ links is required to help scale up the necessary change towards a
paradigm that privileges a new sustainable relationship with our environment, both
individually and collectively. Further studies should focus on such links, to guide
youth-related organisations in ensuring mass mobilisation of youth towards sus-
tainable development as mandated by GAP priority action 4.
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Why We Should Start Early with ESD
for Lifelong Learning
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Abstract
Early childhood is characterised by the greatest and most significant period of
human development. It has been recognised by the international early childhood
community as the foundation towards lifelong learning for sustainability. This
paper is located in the field of early childhood education for sustainability
(ECEfS) and has particular focus on Malta. It sought to gather insights into
young children’s perceptions of environmental sustainability and the influences
that shaped these perceptions, particularly in the context of the family and the
school. This qualitative multiple case study comprised 12 children (aged
between three and seven years), 10 parents, five teachers and a head teacher.
Data were generated through observations in two State primary schools and one
household; conversational interviews with children; children’s interpretations of
photographs; children’s drawings and interpretation of them; interviews with
parents, teachers and head teacher; a researcher’s journal and document analysis.
The findings are meaningful for lifelong learning for sustainability in that they
show that children’s perceptions of the environment and environmental
sustainability started at an early age; were influenced by context; and were
socially and culturally constructed. Children were able to discuss issues related
to environmental sustainability at a basic level by drawing on personal
experience. This paper will be useful to academics, researchers and
policy-makers interested in expanding and improving ECEfS.
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1 Introduction

Early childhood, between birth and eight years of age (Sollars et al. 2006; United
Nations Educational, Scientific and Cultural Organization [UNESCO] 2014a), is
characterised by the greatest and most significant time of human development. It is
regarded as the foundation on which the rest of life is built (Organization for
Economic Co-operation and Development [OECD] 2006; National Scientific
Council on the Developing Child 2007). Stated simply, stimulating early experi-
ences may lay the foundation for later learning if followed by more sophisticated
and diverse experiences later in life.

The United Nations International Children’s Emergency Fund [UNICEF] (2013)
acknowledged that children under age 18 represent approximately one-third of the
world’s population, and they have a right to a sustainable future. They will inherit
the problems resulting from the unsustainable practices of previous and current
generations. Should these practices persist, children and life systems on Earth will
have the most to lose because they will experience the impacts for longer. There-
fore, children need to be equipped with skills to face these challenges in the future.
Children also need to be equipped to work alongside adults to create improvements
wherever possible.

2 Early Childhood Education for Sustainability

Sustainability relates to all aspects of our lives, and therefore, learning for sus-
tainability must be a lifelong process (UNESCO 2005). Education is believed to be
a key to achieving a sustainable future. The Muscat Agreement (UNESCO 2014b)
proposed that the main goal of education after 2015 should be to “ensure equitable
and inclusive quality education and lifelong learning for all by 2030”. The Open
Working Group (United Nations General Assembly [UNGA] 2014) proposed
inclusive and equitable quality education and the promotion of lifelong learning
opportunities for all. Likewise, the Aichi-Nagoya Declaration (UNESCO 2014c)
marked a commitment to a Global Action Programme (GAP) on Education for
Sustainable Development (ESD) through good quality education and lifelong
learning via formal, non-formal and informal settings.

Good quality Early Childhood Education (ECCE) can reap significant returns
later on in life, both for the individual and for the community (Davis 2010;
Pramling Samuelsson 2011). Indeed, there is growing recognition among
policy-makers that the early years of a person’s life can lay the foundation of
lifelong learning and ESD (UNESCO 2008, 2014a). The Gothenburg Recommen-
dations on Education for Sustainable Development (UNESCO 2008), which was
the first time that ECCE was included in an international ESD document, included
specific recommendations for the integration of ESD in ECCE (UNESCO 2008,
pp. 25–32).

110 J. Spiteri

zench@tut.by



The need to introduce ESD to young children has given rise to a new and
emerging field of education known as early childhood education for sustainability
(ECEfS) (Davis and Elliott 2014; Pramling Samuelsson and Kaga 2008). The role
of ECEfS is not to eliminate or replace play and learning experiences that are
characteristic of ECCE, with those exclusively focused on environmental and
sustainability issues, but to use these characteristics as the building blocks to teach
young children about environmental sustainability issues. ECEfS does not mean
that young children should be responsible for solving the environmental problems
created by adults. Rather young children need the tools and skills to be able to think
critically and grasp concepts such as “what is sustainable” and “what is unsus-
tainable”. ECEfS across the curriculum can help children develop values; partici-
pate in democratic decision-making skills; and collaborative action-oriented
learning in order to:

• build upon the everyday experience of children;
• provide curriculum integration and creativity;
• support intergenerational problem-solving and solution-seeking;
• promote intercultural understanding and recognition of interdependency;
• involve the wider community;
• support active citizenship in the early years; and
• aid in the creation of lifelong cultures of sustainability (UNESCO 2014a, p. 75)

By working along adults, such as teachers, families and communities, children
learn to seek solutions and take action to make a difference, mostly within their
local context.

Despite uptake of environmental research by other educational sectors, ECEfS
has been slow to engage with thinking on, and practice of, sustainability (Davis
2009, 2010; Elliott and Davis 2009; Johansson 2009; Pramling Samuelsson and
Kaga 2010; Tilbury 2011). Indeed, ECEfS is an area of educational research that is
still under-resourced, under-researched (Davis 2010, 2013; UNESCO 2014a),
under-evaluated (UNESCO 2014a) and under-theorised (Cutter-Mackenzie and
Edwards 2013).

In this paper, I argue for ECEfS as the foundation for lifelong learning for
sustainability. Research on ECEfS is largely absent in small islands, especially in
Malta. Malta is particularly interesting because of its geographical size and isola-
tion, ecology, religion, human–environment interactions and colonial history. Using
Malta as a case study provides the opportunity to critically examine ECEfS while
also covering new ground in areas of study relating to ECCE and broader studies
related to ESD and environmental sustainability. In so doing, this paper makes
some valuable contributions to ECEfS. It explores how young Maltese children
perceive environmental sustainability,1 and how their perceptions are influenced by
the contexts of home and school. It asks:

1Environmental sustainability permits the use of the natural environment for the benefit of
humanity, provided that people do not degrade it to a level where it will not sustain itself.
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1. What perceptions of environmental sustainability do young Maltese children
hold?

2. What are the contextual influences upon children’s perceptions of environmental
sustainability?

Specifically, this paper aims to illustrate that lifelong learning for sustainability
can be implemented in practice in ECCE.

3 The Maltese Context

The Republic of Malta is a small State which consists of an archipelago of three
islands (Malta, Gozo and Comino) making up an area of approximately 316 km2

(National Statistics Office [NSO] 2014). With a population of about 417,432, it has
a relatively high population density of around 1321 persons per km2 (NSO 2014).
Malta’s strategic geographical position in the middle of the Mediterranean, between
Europe and Africa, has attracted successive colonisers for centuries, including the
Phoenicians, Carthaginians, Romans, Aragonese, Normans, Arabs, Byzantines,
Knights of St. John, French and British. Malta had its first Maltese governor in
1921, while it was still under British rule. In 1964, Malta obtained self-rule from the
British and became a Republic in 1974. Malta is a member of the Commonwealth.
In 2005, it became a member State of the European Union.

Malta’s unique and complex colonial history has left some distinguishing marks
on contemporary Maltese society. Decisive influences on Maltese society have been
identified by Sultana and Baldacchino (1994), including: British traditions, the
Roman Catholic Church, and Malta’s geographical isolation and its tight knit
community. These influences have created insularity that tended to smother the
individuality of the Maltese people and their sense of adventure from a young age.

The Maltese education system is split between compulsory and non-compulsory
education (see Table 1). The Ministry of Education and Employment is the
Government agency responsible for formal education in Malta (European Com-
mission Directorate-General for Education and Culture [EURYDICE], 2011a, b).

Table 1 Maltese education system

Compulsory or non-compulsory Age (years)a Type of education

Non-compulsory education 3–5 Kindergarten

Compulsory education 5–11 Primary

11–16 Secondary

Non-compulsory education 16–18 Further

18+ Higher

Source Ministry of Education and Employment (2012, 2013)
aEntry into each year group is on a birth-year basis, meaning that there could be an 11-month
difference between the youngest and eldest child in each classroom
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Schooling is compulsory for Maltese children aged five and 16 years (Chapter
327 of the Laws of Malta 1988). It comprises of six years of primary education and
five years of secondary education. ECCE refers to the education of children
between birth and eight years of age (Sollars et al. 2006) and is split between
kindergarten education and primary education. Kindergarten education, which is
non-compulsory, is provided for Maltese children aged 3–5 years, and parents can
choose not to send their children to kindergarten schools.

The Maltese education system is bureaucratic (Pace 2009). It emphasises com-
petitive academic achievement and suppresses creativity (Mifsud 1993, 2012; Pace
2009; Borg, C. in Vella and Tedesco 2015; Wain 1995). All schools in Malta are
obliged to follow the same National Minimum Curriculum (NMC) (Ministry of
Education 1999) and to abide by all the regulations as listed in the Education Act
(EURYDICE 2011a; Ministry of Education and Employment 2013).

4 Methodology

Guided by the interpretive paradigm and qualitative methodology, a qualitative
multiple case study approach (Stake 2006) was used to underpin this study.

5 The Participants

Twelve children, aged between three years four months and seven years six
months, who returned their consent forms, were the main participants in the study.
While they were recruited from particular age groups, this was not necessarily
indicative of their experience or maturity. Ten parents, five teachers and one head
teacher agreed to participate. Pseudonyms for the participants were used for con-
fidentiality. Since children were the main focus, adults’ perceptions sat alongside,
rather than in front of the children’s. For this reason, adults’ perceptions were used
to help illuminate children’s responses.

Data were collected in two primary State schools and one household. Both
schools were engaged in the Eco-Schools programme (Malta Environmental &
Planning Authority [MEPA] 2008) and had already obtained the Green Flag Award.

Since children are considered as the least powerful participants in research
(Barratt Hacking et al. 2013), ethical principles guided the interactions between the
participants and me. The fundamental ethical principle in this study was that the
children’s welfare was a priority over the research.
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6 Data Collection Methods

Data collection methods included:

• a researcher’s journal;
• observational field notes;
• conversational interviews with the children, which included photograph inter-

pretation, children’s drawing and interpretation of them;
• semi-structured interviews with the head teacher, teachers and parents; and
• document analysis.

Since the issue under study is difficult for adults to understand, let alone chil-
dren, a hand-held puppet was used during the children’s interviews. The puppet
served as a creative and constructivist research tool to assist children to describe and
analyse their experiences, and give meaning to them. As a research tool, the puppet
encouraged another level of engagement between the children and myself as a
researcher that would be fun and enjoyable for children. The personality of the
puppet was developed by me, and I acted as both a voice and an interpreter of the
puppet.

7 Data Analysis and Reporting

The process of data analysis was continuous and simultaneous, and took place
iteratively throughout the study. It commenced from the conceptualisation of the
research through the entire data collection phase, and well into the interpretation
and writing phases. Seven phases of analysis were adopted, as shown in Table 2.

A final list of three major themes emerged: children’s perceptions of the envi-
ronment; children’s perceptions of environmental sustainability; and the contextual
influences upon children’s perceptions. These will be discussed below.

Table 2 Seven phases in
qualitative analysis

1. Organising the data

2. Immersion in the data

3. Coding the data

4. Writing analytic memos

5. Generating categories/themes

6. Offering interpretations and searching for alternative
understandings

7. Writing the report

Source Adapted from Marshall and Rossman (2011, pp. 209–
224)
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8 Triangulation

Triangulation was used in the study for validity and reliability reasons. Two types
of triangulations were employed: methodological triangulation and data triangula-
tion (Denzin 1978). Methodological triangulation was assured by the use of mul-
tiple methods (multiple case study approach and multiple data collection tools).
Data triangulation was assured by collecting data from multiple sources (children,
parents, teachers, head teacher, researcher and documents).

9 Findings and Discussion

9.1 Children’s Perceptions of the Environment

Children conceptualised the environment as synonymous with nature. As shown in
Figs. 1, 2 and 3, descriptions of nature were varied and dynamic. Their perceptions
of the environment as nature often included lists of elements from the natural
environment, such as trees, birds, bees, butterflies, flowers and the sun, and
sometimes they included humans. Thus, indicating that children had positive
awareness of the natural environment around them and were able to refer to certain
elements of the natural environment appropriately when articulating an idea.

The perception of the environment as nature might have been in part influenced
by the use of the term “environment” in the NMC (Ministry of Education 1999),
which was oriented towards the idea of the environment as nature, and as separate
from people; and by the majority of school activities and teachers’ pedagogy, which
often implied the notion that the term “environment” was limited to the natural
environment.

Children did not see the environment as devoid of human development, or
intervention, but rather people were seen as part of nature. In their drawings (Fig. 4)
and in their conversations, children implied a relationship between people and

Fig. 1 T’s (age four years nine months) drawing of the environment as nature, which she
described as, “There is the sun, the trees, the animals and the worms”
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nature in the sense that the environment was characterised as providing relaxation
and well-being to humanity.

Y: The environment for me is the trees, plants, the sea, and like that and the people can
enjoy nature and it helps people live.

J: Nature is a very nice place to be in for me.

It appeared that an anthropocentric view of the environment as both a necessity
and a commodity that meets and sustains human existence on different levels,
ranging from essential items (like food and shelter) to other necessities (like
recreation), was also expressed by children.

Fig. 2 A’s (five years six months) drawing of the environment as nature, which she described as,
“This is the environment with the sun, the grass and a flower”

Fig. 3 DZ’s (four years five months) drawing of the environment as nature and including people,
which he described as
DZ: That’s me but I cannot move on this paper
Puppet: What would you do if you could move?
DZ: I would go outside and walk here and there and see the trees and the flowers and collect some
fruit to take home
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S: Because they (trees) give us food.

J: Because they make grapes and we take grapes in a bag and we eat them when we go to
the beach.

S: People need to build houses.

Puppet: And do people need trees to build houses?

S: Yes!

While children at this age might have limited understanding of nature as an asset,
their comments showed some awareness of the relationships between people and
nature. Such comments indicated an appreciation of a relationship regarding food
and nature as a provider of resources, suggesting limited understanding of the
complex relationships inherent in the environmental sustainability scenarios. Per-
haps more critically, children conceptualised a relationship with, and felt connected
to, the environment in a cognitive sense.

A sense of place refers to an individual’s connection to a place, which constitutes
cognition, affection, meanings and values attributed to it (Farnum et al. 2005).
Some children appeared to relate the natural environment as a sense of place in a
geographical manner, an idea which was influenced by their personal experiences.
In their descriptions of the environment, children included both their local envi-
ronment, such as their neighbourhood and local places; and the global environment,
such as foreign countries.

JL: The environment is nature and the whole world, for example the place where you live,
such as Australia or Malta. That’s the environment.

L: Malta, the most beautiful place on the face of the Earth.

Children mostly valued their local natural environment, with the global envi-
ronment as second preference. Indeed, their personal interest in their home country
contributed to their sense of place and place attachment. Children’s past

Fig. 4 F’s (seven years six months) drawing of the environment as nature and place of
well-being, which he described as,
“This is nature, with lots of trees, flowers and butterflies. It is nice to be in it”
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experiences of human–environment relationships (both positive and negative) could
have influenced the way in which some of them perceived quality of their place.

9.2 Children’s Perceptions of Environmental Sustainability

While no child specifically used the terms “sustainable”, “sustainability” or “en-
vironmental sustainability”, there were numerous comments articulated by children
that suggested that they had some ideas about environmental sustainability. A rea-
son for not using the terms could include the difficulty of pronouncing the term in
Maltese (which is complicated for adults to pronounce, let alone young children).

Children generally conceptualised environmental sustainability as an activity by
humans, for humans and for the environment. Adopted a strong sustainability
perspective (Ang and Van Passel 2012; Davies 2013), children believed that the
natural environment should be looked after and implied that the value of natural
capital should not decline.

J: Take care of the trees and flowers.

T: Taking care of the trees and not kill birds and worms.

A: Keeping the Earth clean.

Y: People should keep the world clean.

F: People must use natural resources wisely.

Children demonstrated awareness of the detrimental effects human intervention
in nature can bring. Indeed, they expressed concern for the natural environment and
talked about their fears in relation to the eventual loss of nature.

J: They (people) are killing nature bit by bit because they (people) do not care.

J: If fishermen catch all the fish, there will be no more fish for us and for others to eat.

F: I am afraid. If we chop down a lot of trees, animals may die forever.

F: If we chop down a lot of trees, animals may die forever.

Children expressed a sense of danger in relation to nature which was related to
fear of harm to nature from human intervention rather than the sense of nature as a
threatening place. This finding is important for several reasons. First, whenever
children expressed fear it was fear for the degradation of nature rather than fear of
nature. Specifically, they viewed the natural environment as a threatened place, and
fear was expressed in relation to the negative impact of human activity on nature
rather than fear of nature, or natural elements. It appears that children were con-
cerned that others could selfishly use something belonging to humanity, which
would result in poorer quality of life for them, their families and other people.
Second, it indicates that children expressed a sense of the temporality of nature and
did not see it as a static place, but as finite, or a place that would change with human
intervention. Third, they were aware of the harmful consequences of human
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intervention in nature and saw the environment as needing care and attention.
Fourth, children expressed positive images of nature, indicating bio-centric and
eco-centric worldviews, particularly when they understood that nature needed to be
protected. Fifth, this finding is inconsistent with the theories of Piaget (1952), who
identified young children in the pre-operational stage as being inherently egocen-
tric. An egocentric child might not take someone else’s view, but these children
were able to take different perspectives and think in terms of the harmful effects of
human activity on the environment and the well-being of living creatures (partic-
ularly people and animals) and the permanent destruction of natural resources. In
such instances, they exhibited both altruistic and biospheric value orientations. This
is a significant finding for ECEfS for lifelong learning for sustainability, because as
suggested by Steg et al. (2005), environmental messages can be tailored to meet the
individual’s value orientation as values direct attention to value-congruent infor-
mation. While definite conclusions cannot be drawn, it appears that children’s
perceptions of the environment and environmental sustainability were not fixed and
changed according to the context they talked about, and according to their interests
and past experiences in nature. This finding is not surprising given that the science
involved in understanding the environment and sustainability is complex, and
children were at an early stage in developing their scientific understandings. What is
surprising though is the fact that children defined environmental sustainability in a
context of relationships between humans and nature, who through their presence
and activities, contribute to shaping nature.

Of significance is the fact that children were able to think of the consequences of
human actions on the environment. This view is in line with UNESCO’s (2002)
view of sustainability, which stated that people must learn how to think of the
consequences of their own actions, envision a sustainable future and create the steps
needed to achieve this vision. It is also in line with ECEfS, which as Davis (2010)
asserted, focuses on how people think about environmental sustainability, the
interactions between these relationships, and how these relationships affect the
environment and its functioning. Specifically, this finding shows that in ECEfS
literature there is a gap related to children’s attribution of responsibility towards the
environment and environmental sustainability.

Even though at times children’s perceptions of the environment were largely
based on a utilitarian and anthropocentric worldviews towards resource use, they
declared that it was important not to degrade the environment. Indeed, the idea of
sharing natural resources fairly among humans and other living creatures was
expressed by children.

A: I re-use paper to save trees and for other people.

L: Fishermen should catch three sharks a day to feed people?

Me: Why three sharks?

L: Because sharks eat people and we do not need them and sharks are big so fishermen
feed a lot of people and let the other fish live.
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J: If fishermen caught say only five fish a day, they could let the other fish live and they (the
fish) will have babies and we will have more fish to eat. But then we cannot allow all the
fish to live.

Puppet: Why cannot we let all the fish live?

J: Because otherwise there will be so many fish that the sea will be full of fish and they, the
fish, will not have room where to swim in the sea.

Y: People should only use materials as much as they need, and they do not waste them.

Children recognised the need to maintain natural resources at appropriate levels
to maintain the well-being of the planet rather than permitting their continued
overuse and decline. This idea also suggests that their notion of environmental
sustainability is related to the need to maintain the natural environment in order to
ensure the continued survival of nature and different species, thus indicating their
awareness of the essential reciprocal relationship between humans and nature.
Therefore, it might be suggested that even if children did not always articulate
sustainability as a reason for protecting nature, such notions may be deduced.

Litter and air pollution were major issues of concern for children. Consequently,
they suggested simple local solutions based on first-hand experience, such as
recycling and walking as a means of transport.

JL: … by recycling, children are leaving a better world for other people… otherwise they,
the other people, would cry because they would not have anything left.

D: We [i.e. he and his family] get stuck in traffic every day.

T: Cars are not good because yesterday we were going to grandma’s house and there was
a lot of traffic and we got stuck for a long time. When we got there, there was no parking
space and we had to go back home.

A: But cars are not good either.

Puppet: Why?

A: Because they make the air dirty.

Puppet: How do they do that?

A: With their exhaust. The exhaust makes the air dirty.

Puppet: What happens if the air gets dirty with this exhaust?

A: We breathe in the dirty air from cars and we get sick.

Y: We can do something else from that material (recycling). For example, we can make
tissues from used paper and so on.

F: Solar panels are clean energy and do not cause pollution.

Of significance, here is the fact that recycling and air pollution are two important
environmental issues associated with environmental sustainability in Malta. While
recycling is not a politicised issue in Malta, air pollution is highly politicised and
controversial. Furthermore, while both issues affected these children’s daily lives,
recycling was relatively easy for them to understand because they experienced its
impacts daily and it was integrated into school practices. While this finding might
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sound too simplistic, it could be pre-conditional to the development of abstract
concepts, such as environmental sustainability.

Inanimate objects, such as vehicles and power stations, were associated with air
pollution by children.

D: Pollution from the power station and it is going to kill us. People need to stop this.

Interestingly, however, inanimate objects were not attributed to the role of the
polluter. People operating these machines were named as responsible for the
environmental damage caused by inanimate objects. Of significance here though is
the fact that when people were mentioned, it was primarily as contributors to
environmental problems, and, therefore, the polluters. Indeed, few children placed
people in a positive role as protectors of the environment.

Despite children’s negative comments about human behaviour in relation to the
natural environment, they did offer a range of solutions such as personal respon-
sibility and law enforcement.

F: Give people a fine for damaging the environment.

L: We need law for the environment.

Most importantly, children recognised that the issue of environmental respon-
sibility was a complex one and indicated in their responses that environmental
responsibility could rest in several people, including themselves, parents, adults and
the Government.

D: Mums and Dads should take care of everything.

J: Children need to care for it.

F: Children, adults and the Government are responsible.

Different people were assigned environmental responsibility by children
depending on the situation and on the issue being addressed, indicating that they
were in some ways aware of their connection to the environment, and most felt
responsible and able to contribute to significant environmental improvements by
changing their personal lifestyle. In so doing, children exhibited altruistic and
biospheric value orientations in that as well as being interested in their own welfare,
they were interested in the welfare of others, the ecosystem and the biosphere. This
finding is in line with the Sustainable Development Solution Network [SDSN]
(2014) vision of different generations working together for social development in
order to achieve sustainability.

The connection between local and global environmental issues was mentioned
by two children.

Y: It (exhaust) makes the Earth dirty, causes a lot of pollution and the ice in the North Pole
melts.

Puppet: Why does this happen?

Y: Because car exhaust, the smoke from it I mean, melts the ice.
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Puppet: So is it only exhaust from cars that melts the ice in the North Pole?

Y: No, all smoke does that (melts the ice).

Puppet: Why does the ice melt?

Y: Because the smoke is very hot and it melts the ice. Because then the smoke goes up to the
North Pole and the North Pole is very cold. And hot things make cold things melt.

Puppet: And then what happens when the ice in the North Pole melts?

Y: We get global warming.

F: There is no war in Malta but war causes damage to the world.

Puppet: How?

F: By causing pollution everywhere.

This finding may point to the fact that global environmental issues did not have
the same local effect on children. Most children either did not know about global
environmental issues or felt uncertain about how to act in relation to them. This
appears to suggest that children are better able to identify, and act on, local envi-
ronmental issues rather than on global issues. Overall, children’s concrete processes
highlighted their personal experiences within their local physical environment,
while abstract processes highlighted their affection towards the environment, such
as feelings, attitudes and imaginative thought. It might be argued that focusing on
local solutions is a weakness; however, I argue that by looking away and addressing
only problems elsewhere children and communities neglect their country’s envi-
ronment and therefore, starting with a focus on local environmental solutions could
act as a stepping stone for the exploration of global environmental solutions.

Political, social, cultural and economic factors related to environmental sus-
tainability were least understood by children. While some children appeared to have
been developing some understanding of certain scientific phenomena relating to the
environment (e.g. pollution and extinction of species), and they were aware of and
were able to discuss certain environmental issues (e.g. resource depletion and
global warming), they lacked the broader understanding of social, political, cultural
and economic issues (e.g. overpopulation, poverty and social equity) that are
essential to the development of a broad view of the factors involved in many
environmental sustainability issues. A possible explanation could be the fact that
children found these elements of environmental sustainability difficult to under-
stand, or perhaps they have never been exposed to these ideas yet.

Indeed, an awareness of the impact of human intervention on environmental
sustainability issues would be deemed difficult to be understood without a broader
understanding of political, social, cultural and economic issues involved. This
concern has been addressed by Fien (1997) who argued that environmental edu-
cation needed to abandon its preoccupation with the natural environment and it
needed to include concepts of sustainability, including the issues of human rights,
gender, racial equity, social equity and nature conservation. Based on the evidence
from the data, Fien’s concern appears to remain prevalent in the Maltese education
system, where environmental learning revolved around environmental issues rather
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than addressing their causes and, therefore, did not tackle economic, political, social
and cultural elements of environmental and sustainability issues. Overall, children’s
and adults’ data suggested that teaching about environmental sustainability issues
continues to remain problematic, especially since such issues are influenced by
different sociocultural, political and economic phenomena.

9.3 Contextual Influences upon Children’s Perceptions
of Environmental Sustainability

Overall, children’s data seemed to support the impression that their perceptions of
environmental sustainability did not exist in isolation but were socially and cul-
turally constructed in different contexts.

Collective cultural values can contribute to environmental sustainability, since it
is believed that these are transmitted when the child interacts with other members of
the community. Children’s perceptions of environmental sustainability were framed
by notions of personal worldviews, first-hand experiences of everyday events,
family background, school background, and cultural traditions that occurred within
their local contexts. Other significant contributors to children’s perceptions of
environmental sustainability included their extended family, books, the Internet,
films, television, politics, culture and religion. Thus, indicating that children formed
their perceptions of environmental sustainability based on what they did and knew,
suggesting that they engaged in sociocultural processes in order to construct their
understandings. This posits that their environmental learning was a function of an
activity, and the context and culture in which it occurs. Very often such learning
was unintentional, as opposed to classroom learning which was usually deliberate.
While I acknowledge that such analysis may be limited and open to alternative
interpretations, it contributes to the discussion on the link between environmental
sustainability, local environmental issues and direct experiences.

Adults played major roles in supporting children when they took
pro-environmental actions and often acted as role models for children. This finding
resonates with Rogoff’s (2003) concept of guided participation, which takes place
when children’s learning needs are understood within particular cultural and social
contexts. Guided participation assumes that children and adults are partners in the
learning process. Through guided participation from their parents and teachers,
children had common experiences with the members of their community and
learned mostly about water and energy conservation.

F’s mother: I teach my son to recycle and save energy at home and outside of the home.

S’s mother: I am proud both my children recycle like I do.

Head teacher: I emphasise that children need to recycle for the benefit of our environment.

The role of adults as those modelling co-operative support strategies, as more
experienced people in the community, supported children’s perceptions of envi-
ronmental sustainability and guided children’s participation towards shared
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understanding of pro-environmental behaviour. Therefore, I argue that adults who
share experiences in environmental sustainability with young children may have the
greatest impact on lifelong dispositions towards the environment. Nevertheless,
data showed that not only adults but also children had an important role to play in
environmental sustainability by demonstrating care for the environment.

Political decision-making impacted ESD activities in schools. Most concerning
is the fact that ECEfS did not feature in the NMC (Ministry of Education 1999)
which was used at the time of the fieldwork. A review of the new curriculum
framework (Ministry of Education and Employment 2012) showed that despite The
Gothenburg Recommendations on Education for Sustainable Development
(UNESCO 2008) to teach children about sustainability in the early years, it did not
feature ECEfS. The NMC (Ministry of Education 1999) could have influenced
teachers’ decision to focus their pedagogies on environmental issues rather than
addressing their causes in relation to political, social, cultural and economic situ-
ations. This finding has been supported by local research (Bezzina and Pace 2004;
Mifsud 2012; Mayo et al. 2008; Pace 1995, 2007, 2009). Teachers indicated that as
Government employees, they were reluctant to deal with the political aspect of
environmental sustainability as it might have led to a threat to their employment and
future prospects. This point has been taken forward by Mifsud (2012), who reported
that the Maltese tend not challenge their superiors and the status quo for fear that
there would be repercussions for their families, particularly with respect to the
future employment of their children. This perspective is counter-productive to
ECEfS and lifelong learning for sustainability. Only by looking at the different
reasons underlying environmental issues can children learn how to deal with these
issues and eventually create change. Maintaining the status quo could lead to more
harm in terms of environmental degradation for two reasons: first, children do not
learn how to critically deal with an environmental issue, and second, it would steer
away from the true meaning of ESD which is aimed at fostering critical thinking
skills in citizens, even in young children. Possibly, this is an example of the culture
of resistance to change described by Pace (2007), which might also have led to the
under-training of teachers in ECEfS. Indeed, teachers requested teaching resources
for successful implementation of ECEfS because they felt under-trained and
believed that resources for the effective implementation of ESD were difficult to
produce an attitude which undermines teachers’ professional status.

Ms. A: I did not have the training and resources to include ECEfS in my teacher training.
I would be happy to have resources.

Ms. P: I don’t know how to include ECEfS. I need trainging and hmmm … maybe books
too.

This finding is also supported by local research (Bezzina and Pace 2004; Mifsud
2012; Pace 2009). It is also by UNESCO’s (2014a) international report, which
reported that teachers and primary caregivers in different countries worldwide
lacked the capacity to incorporate ESD in the early years.

Roman Catholic religion featured as an influence in some parents’ data who
perceived the environment as including natural elements created by God.
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S’s mother: Nature is the environment that was created so perfectly by God and is ruined
by people.

Y’s father: The environment that God created, such as nature; and the environment that
people create.

L’s mother:… the nature around us that God created and humans are messing it up. That’s
a sin!

The perception of God as the creator of nature was absent from their children’s
data. This does not mean that religion was not an influential factor for children. To a
certain extent, religion may have been an indirect influential factor in children’s
views of nature as an asset. Indeed, ethics of Roman Catholic religion, which are
embedded in the belief that nature exists only for the benefit humans, where God
created humans to rule, reproduce and establish dominance over the Earth, could be
concealed within the children’s anthropocentric worldviews. Such a belief system
sustains the Western anthropocentric worldview and is exploitative to the environ-
ment because only human needs and interests are considered as essential, thus
propagating a destructive attitude towards the natural environment. A coun-
ter-argument, however, has been offered by Kellert (1993), who suggested that there
might be a biological basis to anthropocentric worldviews, particularly the need for
survival. Thus, a concern for nature could ultimately be “driven by a profound sense
of self-interest and biological imperative” (Kellert 1993, p. 60). Consequently, it
would be both fascinating and valuable to explore potential relationships between
religions, religiosity and children’s conceptions of environmental sustainability.

10 Conclusion

This paper has provided a number of new insights into children’s perceptions of
environmental sustainability and the contextual influence upon these. Overall,
children’s responses highlighted the need to encourage pro-environmental practices
that can make a positive difference to the environment. Positive changes in attitudes
and behaviours on the part of individuals and society are required to ensure lifelong
learning for sustainability.

This paper is not intended to act as a checklist for generic solutions for ECEfS.
Given the limitation of a small number of case studies such as this, findings cannot
be generalised to other countries, or indeed to other schools in Malta. It is
important, however, to acknowledge that for ECEfS to contribute to the broader
ESD for lifelong learning vision, it must contribute to a rethink and transformation
of the Maltese education system. Policy-makers and teachers need to work together
to resolve the tensions identified in this paper and recognise the potential contri-
bution of ECCE can make to ESD for lifelong learning. This process of rethinking
and transforming ECEfS needs to informed by, and respond to, a rapidly changing
society, which calls for new ways of teaching and learning that aim to constantly
renewal knowledge and skills for ESD.
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Cross-Cultural Experiential Learning
During the Short-Term Non-formal
Educational Activity

Judita Tomaškinová and Ján Tomaškin

Abstract
The purpose of this paper is to present experiences in the context of a
multidimensional approach for educating based on Kolb’s experiential learning
theory, as explored during the youth exchange project “Empowering youths
towards a sustainable future”. The skills for cross-cultural learning are becoming
increasingly relevant in today’s globalized world. The framework to develop
skills and to increase cultural awareness used existing intercultural training
models: the self-awareness model of training (or “human relations” model), the
cultural awareness model, the area training model (the in-country “field training”
model) and the intercultural communication workshop (ICW). This approach has
cognitive, affective and behavioural goals and is both culturally specific and
culturally general. The multidimensional model integrated all the dimensions
with the experiential learning cycle. This form of education aimed to improve
social relations by fostering cross-cultural learning skills, such as interpersonal
skills (CE), information skills (RO), analytical skills (AC), action skills (AE), to
provide important opportunities for identifying and critically reflecting on one’s
own culture and valuing people of different cultures. The training design
reflected these essential elements by involving 21 participants (20–28 years old)
and 4 leaders of three nationalities (Slovak, Maltese, Lithuanian) during 12 days
(14–25 October 2015). A cross-cultural environment exposed each participant
(including leaders) to action learning in problem-solving within the international
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community which required understanding other cultures. This paper reports on a
questionnaire survey (a pre–post-questionnaire) among project participants using
an assessment tool to measure the attainment of international cross-cultural skills
through different initiatives (International Cross-Cultural Experiential Learning
Evaluation Toolkit). The results show that participants tend to learn from their
own experiences through proximate, specific situations. The conclusions that
were drawn refer especially to this finding, specifically that those competencies
associated with interpersonal skills and building human relationships (CE skills)
may be of fundamental importance for successful cross-cultural learning.

Keywords
Cross-cultural learning � Experiential learning cycle � Multidimensional model

1 Introduction

Education for sustainable development (ESD) is an essential tool for achieving a
vision of sustainable future that seeks to balance human and economic well-being
with cultural traditions and respect for natural resources. ESD is therefore in essence
education for the twenty-first century. According to the United Nations Economic
Commission for Europe, ESD promotes sustainable thinking and acting. Similarly,
the mission of Learning for a Sustainable Future (LSF) is to inspire a new generation
of responsible citizens by promoting, through education, the knowledge, skills,
values, perspectives and practices essential to a sustainable future. In fact, UNESCO
established a Commission on Education for the twenty-first century and has
repeatedly called for the integration of education, public awareness and training in
the context of ESD into all educational programmes at all levels, as well as guide-
lines for the development of key competences for ESD. The progress has been made
in creating Strategy for ESD aims to equip people with knowledge, skills, under-
standing, attitude and values compatible with sustainable development by UNECE.

The need for sustainable development is clear, and education should play an
important role in enabling people to live together in ways that contribute to sus-
tainable development. The development of a sustainable society should be seen as a
continuous process of learning and change, involving a variety of actors providing
guidance and leadership in formal, non-formal and informal learning. To this end, it
calls specifically for the development of a set of categories of competences in ESD
that reflect a wide range of learning experiences: learning to know (the learner
understands…); learning to do (the learner is able to do…); learning to live together
(the learner works with others in ways that…); learning to be (the learner is
someone who…). The key competences in ESD described in Strategy for ESD are
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not a “minimum standard” to be met by all learners, but rather a goal to which all
learners should aspire and should go beyond the basic skills that an individual
would have to have (United Nations Economic Commission for Europe 2012).

One of the priorities of this document is to educate learners to work across
cultures because we are losing the ability to enjoy “the comfort” of working solely
within our home culture because of globalization. Practical cross-cultural experi-
ences occur in many forms: encounters with individuals of different cultures, jaunts
to overseas customers or suppliers, short visits to international divisions and
long-term immersion in a new host culture have become an expected, even
required, aspect of management success (Mintzberg and Gosling 2002). The
internationalization of management education and learning means that many part-
nerships and networks should be established and supported as an important strategy
for developing and practicing the key competences for ESD. These could be not
only at the local, regional and national levels but also at international levels. This
opens a need to develop various skill sets including skills for living and working
together with different cultures in the globalized and globalizing world. We need to
prepare learners not only for employment in a sustainable economy, but also to
have the skills and values that will allow them to live and work with others in ways
of integrative thinking and practice (e.g. actively engage different groups across
generations, cultures, places and disciplines) and help them clarify their own and
others’ worldviews through dialogue, and recognize that alternative frameworks
exist. This entails encouraging strong personal development. Learners are more
likely to “learn from experience” when they are prepared for the experience, engage
in educational activities during the experience and evaluate the experience.
Cross-cultural experiential learning provides learners with opportunities to learn
with and from people and/or places of cultures different from their own. This form
of learning brings the skills, attributes and understandings that are becoming
increasingly relevant in education for the twenty-first century and aims to:

• improve social relations by fostering cross-cultural competencies;
• provide important opportunities for identifying and critically reflecting on one’s

own culture.

2 Methods and Methodology

A total of 21 participants and 4 leaders who were enrolled in the Erasmus + project
“Empowering youths towards a sustainable future”, a project focused on education
for sustainable development, participated in this survey. Participants came from
various grade levels of education (12% Doctoral degree, 20% Master’s degree, 24%
Bachelor’s degree, 44% secondary school finishers). Female participants were
predominant (60%), and the following races and ethnicities were represented in the
sample: 40% Slovak, 36% Lithuanian, 24% Maltese. Participants’ average age was
26.08 (median = 24, SD = 7.58, CV = 29.09%). One of the most important project

Cross-Cultural Experiential Learning During the Short-Term … 131

zench@tut.by



topics was to develop competencies for learning from cross-cultural experiences and
help learners to learn with and from people and places of different cultures through
cross-cultural experimental learning activities based on Kolb’s experiential learning
theory (ELT). We implemented a multidimensional model based on three aspects
(cognitive, affective, behavioural), which integrates all the dimensions with the
experiential learning cycle during the everyday short-term non-formal educational
activities (12 days, from 14 to 25 October 2015) which took place in Malta. We used
as a guide The International Cross-Cultural Experiential Learning Evaluation
Toolkit (created by the American Association of Colleges Universities (AACU
2010) which provides materials to help educators to develop assignments that
strengthen cross-cultural skills through experiential indoors and outdoors learning
activities. As an assessment instrument to determine the level of cross-cultural skills
of the participants in our project and to measure skills gained during the project’s
period, we used pre- and post-questionnaires (at the start and the end of the project
activities). The questionnaires were developed to ascertain demographic informa-
tion: their previous experiences with cross-cultural opportunities, such as study
abroad, language study, growing up outside the home culture. The questionnaires
also provided opportunities for learners to rank their current cross-cultural activity,
for example the frequency with which they watch foreign language films, hang out
with students from another culture. There were also items that assessed the other
factors that might be related to intercultural skills and awareness, such as languages
spoken at home, ethnic origin of parents and national and international travel and
activities. After a brief explanation of the questionnaire survey (‘pre–post’-ques-
tionnaires), the respondents were asked to reflect on what they have learned from the
experiences within intercultural meetings and also connect the experience to project
content and to other outside experiences during the project period. We also asked
them to think critically and examine how the experiences have impacted them and
their attitudes towards others. Our final step was to achieve an empirical validation
for the impact of the cross-cultural activities on the learner’s behaviour as a result of
the cross-cultural interactions during the youth exchange. A total of eleven items are
rated on a 4-point scale, one indicating “not applicable” and four indicating “had
great effect”. The instrument has been used in the education field to assess learners’
(participants’) competences as to what extent participating in project activities
(education activities, international mixed group interactions, readings and other
project-based activities) had an impact on their behaviour.

After completion of the cross-cultural experiential learning activities (after the
end of the international project), only 19 project participants (Slovak and Lithua-
nian) were asked to participate in an adapted assessment rubric created by AACU
for our institutional-level use in evaluating and discussing learner learning for the
evaluation of the effect of travelling to another country and not being on one’s own
culture/environment. We have evaluated parameters for a total assessment rubric of
intercultural knowledge and competence, as well as assessed the following ele-
ments: openness, cultural worldview and knowledge, general connection of expe-
rience to personal growth, connection of cultural experiences to academic context,
cultural self-awareness, general transfer of knowledge and skills, effective
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teamwork, effective communication. The rubric articulates fundamental criteria for
each learning outcome, with performance descriptors demonstrating progressively
more sophisticated levels of attainment. A total of seven elements are rated on a
4-point scale (one indicating the lowest rating and four indicating the highest rating
and a “0” score (no information) when a rubric element was not observed). For the
participant efficacy self-analysis, participants were asked to write down their
self-analysis of efficacy change by comparing their pre- and post-questionnaire
responses. The following instructions were given to all participants at the end of
their personal development learning: add your scores for each subscale of the
post-questionnaire and analyse your sense of self-efficacy, especially by comparing
your scores from the beginning of your learning and now.

For final evaluations, we used statistics (even the sample size was small (25 and
19 respondents): Descriptive Methods—Summary Statistics (M = mean, SD =
standard deviation, median, cv = coefficient of variation), and a paired samples
t test was conducted (d.o.f = degrees of freedom, the critical value, the absolute
value) (software STATGRAPHICS Vers. 5.0).

3 Theoretical Framework of the Study

Experiential learning is an important approach within the theoretical tradition of
adult education. David Kolb’s four-stage model of learning (1984) is regarded as
classical and as a foundation for experiential learning (EL). New knowledge, skills
or attitudes are achieved through confrontation among four modes of EL. Experi-
ential learning describes “a holistic process of adaptation to the world” (Kolb 1984,
p. 31). Learners, if they are to be effective, need four different kinds of abilities:
concrete experience abilities (CE), reflective observation abilities (RO), abstract
conceptualizing abilities (AC) and active experimentation abilities (AE). That is,
they must be able to involve themselves fully, openly and without bias in new
experiences (CE). CE emphasizes the ability to employ feeling, intuitive under-
standing of the present reality and sensitivity towards other people’s emotions and
values. They must be able to reflect on and observe their experiences from many
perspectives (RO). RO emphasizes using reflective understanding to uncover how
and why things happen. They must be able to create concepts that integrate their
observations into logically sound theories (AC). AC abilities require thinking,
analysing and building general theories, and they must be able to use these theories
to make decisions and solve problems (AE). AE abilities emphasize actively
influencing people and changing situations. AE focuses on practical applications
and pragmatic focus on what works (Kolb 1984, p. 30). Each of the four learning
abilities relates to a particular set of learning skills. Individuals strong in CE
abilities excel at relating to people with an open mind, value interpersonal relations
and perform well in unstructured and ambiguous situations (interpersonal skills:
relationship-building, leadership, helping and understanding people). Those strong
in RO excel at imagining the meaning of situations and ideas, seeing things from
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different perspectives and appreciating different opinions (perceptual skills:
sense-making, information-gathering and information analysis). They value
patience, impartiality and, considered, thoughtful judgment. Individuals with strong
AC abilities are good at making systematic plans, manipulating abstract symbols
and using quantitative analysis (information integration and technology skills).
Those with AE abilities are willing to take risks, to get things done and to take
responsibility for accomplishing objectives. Individuals with a strong AE style are
good at taking actions to influence their external environment and like to see results
(behavioural skills: goal-setting, action and initiative-taking). The relationship
between the EL dimensions and their related learning skills is shown in Fig. 1.

We present a person-cultural congruence model of cross-cultural learning in
Fig. 2. The model depicts a graphic relationship between culture, competencies,
learning and cross-cultural adaptation.

Kolb (1984, p. 38) presents a working definition of learning as a process
whereby knowledge is created through the transformation of experience. The core
of his model of EL is a simple description of a learning cycle—how experience is

Fig. 1 Learning dimensions and skills (based on Kolb’s learning styles, 1984)
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translated into concepts, which in turn are used as guides in the choice of new
experiences (Kolb 1976, p. 21).

Cross-cultural experiential learning has characteristics in common with experi-
ential education in general. According to Wallace (1977, p. 27), the experiential
education will achieve its educational goals to the extent that it is characterized by
these four objectives: planned, affective, individual and thoughtfully evaluated.
There are, at least, these ways in which cross-cultural experiential learning can be
justified for learners:

• learning itself is a cross-cultural encounter;
• cross-cultural experience aids self-development;
• cross-culturally effective persons have characteristics desirable for effective

learners in twenty-first century;
• cross-cultural experience leads to global perspectives necessary for global

education.

As a result of cross-cultural experiential learning, a learner can begin to gain an
attainable global perspective. It means that he/she will have a point of view that
takes in facts and interrelationships from all around the world. So for the learner in
the twenty-first century, it is necessary to gain a global perspective. Global edu-
cation is interdisciplinary and is everybody’s business.

4 Results

Our real main task was to incorporate cross-cultural experiential learning into
project education through a multidimensional model that builds from introductory
to developmental to intensive experience. We used a hierarchy of intercultural

Fig. 2 Person—culture congruence model of cross-cultural learning (Yamazaki and Kayes 2014)
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experiences to direct participants. We used a hierarchy of intercultural experiences
to direct participants, it means that the participant had to move from the level of
dabbler (trying participants’ national food for the first time) to student (taking a
history lesson on the Maltese islands), to observer (attending the virtual heritage
presentation series during participants’ national day/learning about a culture which
is not one’s own), to friend (knowing international participants from two different
nationalities), to participant (immersion in another culture, such as learner in
international mixed group).

To explore the impact of the cross-cultural experiential learning on participants’
behaviour and development of their skills and knowledge, a paired samples t test
was conducted. There was a significant difference in scores for the
pre-questionnaire (M = 2.65, SD = 0.30) and the post-questionnaire (M = 3.56,
SD = 0.25); t = −10.06, p < 0.001, d.o.f = 10. The critical value for t with degrees
of freedom = 10 and a = 0.001 is 4.587. The absolute value of the calculated
t exceeds the critical value (10.0639 > 4.587), so the means are significantly dif-
ferent (see Table 1). Each item in Table 1 was evaluated separately in order to
determine what significance respondents credited to particular expectations or

Table 1 Comparisons of pre-questionnaire survey and post-questionnaire survey for participant
efficacy scale score in the field of learning and expectations for an intercultural experience within
the short-term non-formal education activities

Pre-questionnaire Post-questionnaire

M Median SD cv (%) M Median SD cv (%)

Growth in interpersonal skills 2.64 3 0.62 24.15 3.8 4 0.48 13.16

Learning to adapt to new
situations and surroundings

2.48 2 0.50 20.56 3.92 4 0.27 7.06

Learning and understanding
other ways of seeing the world

2.44 2 0.50 20.76 3.56 4 0.70 19.99

Growth in self-awareness 2.32 2 0.47 20.52 3.6 4 0.63 17.93

Intellectual stimulation and
development

3.28 3 0.66 20.68 3.84 4 0.37 9.74

Growth in maturity and
self-confidence

2.64 3 0.48 18.56 3.48 4 0.70 20.52

Greater understanding of
different cultures

3.16 3 0.78 25.32 3.76 4 0.51 13.90

Increased ability to
communicate in a foreign
language

2.6 3 0.63 24.83 3.2 4 0.89 28.53

Gain a different perspective on
mine own culture

2.48 2 0.50 20.56 3.24 3 0.76 24.04

Learn about my country of
origin

2.48 2 0.50 20.56 3.28 3 0.66 20.68

Understanding how to interact
with people from different
cultures

2.64 3 0.49 18.56 3.44 4 0.64 18.91

1 = not applicable; 2 = had no effect; 3 = had some effect; 4 = had great effect
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impact of his or her behaviour. During the evaluation, we based on the degrees of
the scale, where 1 = not applicable, 2 = had no effect, 3 = had some effect, 4 = had
great effect.

In fact, our survey of 25 participants involved in international project activities
found that 48% of participants were cooperated with culturally different people.

These results suggest that cross-cultural experiential learning within the project
education through a multidimensional model does have a significant positive effect
on learners’ behaviour, knowledge and skills. However, one-way analyses revealed
no significant differences at p < 0.05 for the impact of the cross-cultural activity on
the learner’s (participant’s) behaviour against the independent variables of sex and
grade level of their education. The effect of interpersonal skills development on
participants had great effect on 84% of respondents, and for 12% had some effect. It
had no effect for 4% of respondents.

The followed questionnaire survey was characterized as learners’/participants’
interpersonal skills in the field of intercultural knowledge and competence
enhancement through travelling to another country and being in another
country/environment. Developing a solid foundation of intercultural knowledge and
competences through the project activities and travelling abroad seemed to posi-
tively affect learners’ development in the field of key competences for ESD
(openness = open to new perspectives; cultural worldview and knowledge = how
culture contributes to one’s view of the world; general connection of experience to
personal growth = connects cultural experiences to their personal lives and culture
to personal growth and development; cultural self-awareness = having insight into
own cultural rules and biases; general transfer of knowledge and skills = transfers
skills and knowledge learned in one cultural context to apply to another cultural
context; effective teamwork = ability to cooperate effectively in an international
mixed group, including contributing to team meetings, fostering constructive team
climate, responding to conflict; effective communication = ability to communicate
effectively across cultures, including the use of relevant technology) (see Table 2).

Many participants (74%) interpreted their high ratings (M = 3.08, SD = 0.29,
cv = 10.14%) as the outcome of their knowledge gain through the opportunity to
travel abroad and spent some time in the different cultural environment. During

Table 2 Assessment rubric of two national groups (Slovak and Lithuanian) which travelled to
another country

Element M SD Median cv

Openness 2.95 1.09 3 38.31%

Cultural worldview and knowledge 3.21 1.05 4 33.77%

General connection of experience to personal growth 3.58 0.67 4 19.35%

Cultural self-awareness 3.05 0.60 3 20.35%

General transfer of knowledge and skills 2.79 0.61 3 22.61%

Effective teamwork 2.68 0.46 3 17.70

Effective communication 3.32 0.73 3 22.60%

0 = no information, 1 = benchmark, 2 and 3 = milestones, 4 = capstone
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12 days in Malta, participants were engaged in intercultural activities and discus-
sions with local people. Some outdoor and indoor intercultural and heritage edu-
cation exercises were focused on the national history, traditions, food, songs,
dances of the host country (Malta). We implemented “open doors” methodology
which means learning about a new culture (understanding a new culture) directly in
the cultural and historical environment of the host country. By this method, we
provided important opportunities for identifying and critically reflecting on one’s
own culture and valuing people of different cultures. We also observed learners in
order to compile success factors for expatriate adaptation to a new culture during
each activity (see Table 3).

Below are some examples of self-analysis comments:

I did not expect such change [of participant behavior]. I really thought as I was completing
the Post questionnaire that my scores would be the same. After I tallied my points, I looked

Table 3 Review of Slovak and Lithuanian success factors for expatriate adaptation to a new
culture

Group Sample
size

Home Host Significant skills and abilities

1. n = 10 Slovakia Malta – Building interpersonal relationships

– Intercultural sensitivity

– Interpersonal flexibility and respect

– Patience and tolerance

– Abilities to adapt a different physical and
cultural environment

– Sense of humour and ability to use humour

– Willing to communicate

– Observing host culture

– Listening skills

– Working effectively with other people

– Making sense of new experiences

– Empathy for difference

2. n = 9 Lithuania Malta – Initiative

– Self-confidence

– Frankness

– Sense of humour and ability to use humour

– Willingness to communicate

– Listening skills

– Observing host culture

– Working effectively with other people

– Interpersonal respect

– Social orientation

– Self-control under stress

– Creativity
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back at my Pre questionnaire scores and I have increased in all seven elements… I believe
the reason I have developed my intercultural knowledge and competences is because I feel
I’ve been given some very useful information and have been in the international mixed
group and that the project activities didn’t take place in my own country/environment so I
could observe different nationalities and Maltese culture, as well as possibly be immersed in
cultural traditions that are interwoven into everyday scenarios in Malta yet possibly taken
for granted by the “locals”… Male participant, 23 year old with some intercultural
experience.

I believe that the reason my development [of participant intercultural knowledge and
competences] is so high is that I learned so many concrete things about different cultures
and have been able to travel to another country and have learnt “in situ”… This experience
provided insights into social situations and traditions that were different from mine. I plan
to gain understanding and new perspectives which will lead to the ability to connect more
readily on a personal level if/when the opportunity arises again. I look forward to meeting
people from different nationalities and learning how they do business, how they live, how
they celebrate, and what they strive for in life… Female participant, 21 year old, without
any intercultural experience.

5 Conclusion and Discussion

The main focus of this study was to examine whether the multidimensional
approach for educating based on Kolb’s experiential learning theory and travelling
to another country and being in another country/environment had an effect on
her/his intercultural learning, and to identify competencies of each evaluated group
for successful cross-cultural adaptation in the host country during the short-term
non-formal education activities. Our questionnaire survey has shown that partici-
pant’s personal development effort does have a positive effect on participant’s
behaviour and gaining new intercultural knowledge was generally positively related
to participant development of his/her international cross-cultural skills. The results
show that participants tend to learn from their own experiences through proximate,
specific situations. The conclusions that were drawn refer especially to this finding,
specifically that those competencies associated with interpersonal skills (CE skills),
especially with building human relationships and valuing people from different
cultures and also with reflective observation (RO skills), especially with listening
and observing, may be of fundamental importance for successful cross-cultural
learning. Intercultural knowledge and competence is “a set of cognitive, affective,
and behavioural skills and characteristics that support effective and appropriate
interaction in a variety of cultural contexts” (Bennett 2008; Kolb et al. 2001).

These findings, which are aligned with past research conclusions, illustrate that
building relationships with others and caring for, respecting and understanding
people of different cultures comprises an important component of intercultural
learning. These competencies have been described as developing relationships with
locals and colleagues, possessing relational skills or abilities, possessing social
orientation, cultural empathy, interpersonal respect, intercultural sensitivity,
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extra-cultural openness and greater sensitivity to the needs of others (Hawes and
Kealey 1981; Sinangil and Ones 1997; Tung 1998). Boyatzis and Kolb (1991)
demonstrated an empirical relationship between the CE mode and the skills related
to the clusters of building relationships and valuing people of different cultures.
Also, adaptability and flexibility are regarded as important abilities for expatriates’
successful adaptation. Hawes and Kealey (1981) have described these competencies
as interpersonal flexibility, ability to adapt and cultural flexibility. Rakaiova Survey
(2016, in verb.) concluded that there are most required skills (as ability to gain
access to and maintain relationships with members of host culture; empathy for
difference and sensitivity to diversity; know cultural history and reasons for certain
cultural actions and customs) and communication abilities (as a willingness to
maintain contact with people even when communication is difficult; initiates and
engages in open conversation with friends and colleagues about host culture) which
are the most important for adult learners successful cross-cultural adaptation in host
culture. There are also significant differences for the positive impact of the short
cross-cultural activity (during job-shadowing or internship, from 2 weeks until
1 month) in the host country on the adult learner’s behaviour that provides
important opportunities to develop competences as valuing people from different
cultures and to identify and critically reflect on one’s own culture. Also consistent
with Rakaiova’s (2016, in verb.) view, the findings in this study showed overall
higher development of learner intercultural knowledge and skills through concrete
experiences and reflective observation in host culture.

Based on our study, we have concluded that the skills most related to successful
cross-cultural adaptation are two ELT competencies: CE and RO. They are gen-
erally critical for cross-cultural adaptation, regardless of the particular host or home
country. The study shows some developments of students’ intercultural knowledge
and competencies during the short-term cross-cultural experiential learning. Stu-
dents have developed interaction with people from different cultures, a different
perspective on their own culture, adaptation to new situations and surroundings,
reflections, other ways of seeing the world, ability to communicate in a foreign
language. During the short-term non-formal cross-cultural education process,
learners’ interest became more oriented to experiential learning and more oriented
to openness. There was a general connection of experience to personal growth, and
interests became wider. There is reason to believe that inclusion of educational
action through a multidimensional approach for educating based on Kolb’s ELT has
a positive influence on the previously mentioned developments of key competen-
cies in the context of education for the twenty-first century.

A real challenge for educators in the twenty-first century is persuading learners
to take advantage of existing cross-cultural learning opportunities. There is no
better way to encourage conversion than by requiring cross-cultural experiential
learning, inside and/or outside an extraneous culture, for all learners (in each age),
since experience not only enlarges the mind but also the heart.
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Social Media and Lifelong Learning
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Abstract
The United Nations’ sustainable development goals cover a broad range of
global problems and reaching those goals will require effort and education.
Lifelong learning has become an essential part of modern life with rapidly
changing technology, globalization, and increased urbanization, as well as
environmental changes and the rise of green careers. Given the importance of
sustainable development and global changes, it is important to identify effective
ways of educating toward the UN’s goals. Lifelong learning, whether formal
through programs and institutions or informal through self-direction, is
increasingly important as a way of providing education for change, but also as
a force for social justice and can be an important support for reaching these
goals. The rise of the Internet and social media provides a conduit for delivery of
lifelong learning that can transcend time and place, and harnessing its power can
support the UN’s goals for sustainable development. This paper will identify
various ways that social media can support lifelong learning in relation to
sustainable development. Using a four-stage model of self-directed learning, the
authors will outline how social media can support each stage. In addition, the
authors will provide suggestions for application of social media for lifelong
learning within the social movements of environmentalism and gender equality,
two aspects of sustainable development.
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1 Introduction

In 2015, the United Nations proposed seventeen goals for sustainable development
(United Nations 2016) in response to a wide range of world problems. The sev-
enteen identified objectives represent issues that have raised high levels of concern
around the world. At the same time that our planet is struggling with this broad
range of problems, we are living in a globalized world that features rapid changes in
fields of knowledge and technologies. It is a challenge for those in the Western
world to keep up, but even more of a challenge for those in developing countries to
catch up.

Lifelong learning (LLL) is the process of continual development and change
over the lifespan in response to a host of motivators from environmental change,
vocational needs, life challenges, health crises, to curiosity and interest. Given all
the possible motivators for learning, it is not surprising that there are varied
approaches to LLL and contexts in which it can occur.

This paper reviews how social media can and does support LLL in support of
sustainable development, in particular within social movements. Social media
represent a vast array of opportunities for learning. Given the depth and breadth of
problems the world is facing, understanding and especially harnessing the power of
social media for learning is an important task.

1.1 Lifelong Learning

Hojat et al. (2003) defined LLL as a set of self-directed activities (behavioral
aspect), combined with information-seeking skills that are initiated with sustained
motivation (predisposition) to learn and the ability to self-identify personal learning
needs (cognitive aspect). One basic tool of LLL is self-directed learning (SDL),
particularly outside structured educational settings. Self-direction enhances moti-
vation to learn during problem solving (Leotti et al. 2010) and increases the effi-
ciency of learning through allowing learners to focus attention and effort on specific
goals for knowledge that are currently needed (Markant and Gureckis 2010), as
well as providing support for control of the timing of learning, spacing of learning,
and the order of information (Voss et al. 2011). Exploration and curiosity, asso-
ciated with self-direction, have been found beneficial to learning (Wittmann et al.
2008; Kaelbling et al. 1998).

The Personal Responsibility Orientation Model of SDL (PRO-SDL; Brockett
and Hiemstra 1991) consolidates many of the previous viewpoints on SDL into two
dimensions, one related to the learning process, and one related to personality. The
Personal Responsibility Orientation to Self-Direction in Learning Scale (Stockdale
and Brockett 2011), based on the PRO-SDL model, found four factors associated
with self-directed learning including self-efficacy (confidence in taking action),
initiative (taking the first steps, with or without guidance), motivation (the energy to
continue working), and control (monitoring progress and adjusting as necessary).
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Lifelong learning has become an essential part of modern life and the type of
knowledge and skills necessary include much that it outside of formal education.
For example, UNESCO (Faure 1972) expanded on what may be seen as the typical
curriculum for structured education and proposed four pillars of learning that
include: learning to know, learning to do, learning to live together, and learning to
be. This deeper type of learning is important for the depth of change necessary for
sustainable development.

Lifelong learning can also be a social activity. The PRO-SDL model and others
have been criticized for insufficient attention to the environments in which they
occur, particularly the social environments (Song and Hill 2016). According to
Merriam and Caffarella (1999), learning in adulthood is often shaped by the social
and cultural contexts in which it takes place and is best considered within that social
context. Within situated cognition theory (Brown et al. 1989), social interaction is a
key aspect of the learning process. Learning and thinking are inherently social
activities (Taylor and Hamdy 2013) that are influenced by the tools available in the
learning environment. One of those tools that is gaining importance is social media.

2 Social Media, Lifelong Learning, and Social Movements

Information and communication technologies (ICTs) have expanded greatly with
both advances in sophistication, reduced costs, and wider availability (Rainie and
Poushter 2014). New forms of communication and opportunities for learning have
arisen in parallel with these technologies. Rapid growth of online access, particu-
larly in developing countries, has about 40% of the world’s population able to log
in and learn (http://www.Internetlivestats.com/Internet-users/). In fact, learning to
use these new technologies and maintaining currency in their uses is one form of
LLL that accompanies these innovations.

One feature of the Internet that has also grown exponentially over the past
decade is social media sites. Merriam-Webster (2016) defines social media as
“forms of electronic communication (such as Web sites) through which people
create online communities to share information, ideas, personal messages, and other
content (such as videos).” Two of the most prominent social media Web sites are
Facebook and Twitter. Twitter originated as a group of employees from a pod-
casting company in 2006 (Jenkins 2009), but in the past decade, it has grown to
320 million users per month (Kerby 2016). Facebook, as the king of social media
Web sites, has an estimated 1.59 billion users as of December 2015 (Kerby 2016).

Social media has been identified by researchers as a new and vital way that people
are being mobilized for social activism and social movements (Obar 2014; Warren
et al. 2014), based on its ability to organize, communicate, and educate others. The
interactive nature of social media, where ideas can be shared, questions asked, and
goals for learning identified are some of the features of social media that support its
use as a learning environment (Kind and Evans 2015). Peers and mentors can assist
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with activities and provide for practice and improvement, as well as ongoing support
for continued activities. Various kinds of terms have been applied to these kinds of
group supports including scaffolding, mentoring and Vygotsky’s zone of proximal
development (Vygotsky 1978). All provide support for new learners until compe-
tence and confidence increases. The ZPD has been expanded to include the idea of a
group zone of PD by Wells (1996, cited in Kilgore 1999) who wrote that group
learning context provide these same learning supports thought interactions among
participants who are jointly engaged in the learning. Diversity of membership can
help with this, with participants supplying pieces of needed expertise when others
are uncertain about needed information or input. Online environments provide new
opportunities for these types of support (Ramasubbu 2016).

Social media learning is about collective learning. Kilgore (1999) proposed a
theory of collective learning that can be applied to social media contexts. She
suggests that social learning environment may have benefits for the individual that
impact identity, consciousness, sense of agency, sense of worthiness, and sense of
connectedness, while the group itself also can develop a collective identity, group
consciousness, solidarity, and organization. Many of these latter aspects may be
what holds groups together to continue to facilitate the individual benefits.

Sustainable development can be considered a broad social movement and within
the seventeen SDGs of the United Nations there are a range of more specific social
movements. Education has been a key part of these social activities related to
change, as recognized by Dewey (1939) and Freire (2000). In fact, Kim (2011)
found learning in social movements takes on three forms. The first includes skills
and knowledge about the movement, as well as how to organize activities. The
second form includes understanding participation and interaction with other
members of the movement. The third type of learning was about the important of
the activities and the movement itself. These three types of learning, according to
Kim, correspond to Habermas’ (1971) three types of knowledge (Table 1).

3 Social Media, Lifelong Learning, and Gender Equity

In the context of global media, the Internet and social media in particular, have been
used in significant ways to advance the social justice cause of gender equality. One
example is the UN’s HeForShe campaign that aims to gain support from men and
boys for the rights of women, framing gender equality as a struggle that affects both
genders and is an issue for everyone to address. It advocates for gender equality by
asking for specific commitments and then actions by the people who sign on to be
part of this movement, contributing to its participatory learning potential. The
current Web site tracks 1.3 billion conversations, 1.1 million commitments, and
177,610 events that focus on equality for women worldwide. Events focus on issues
of education, health, identity, work, violence or politics. The structure of this
particular campaign and its action oriented approach contributes to it providing for
all these types of learning mentioned above.
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Parasocial role models such as Emma Watson, actress of Harry Potter fame,
increase the impact of a campaign like HeForShe, supporting opportunities for both
knowledge/skill learning, but also and perhaps more important, getting at Habermas’
third type of learning, that related to meaning and power. The research on parasocial
relationships, defined as relationships people have with prominent media personae
with whom one has not interacted in person, and that are not reciprocated (Stever
2013), indicates that parasocial role models play a significant place in development
and inspire activism and philanthropy in audience members (Stever 2010). Twitter
becomes an important way for media celebrities to communicate with followers
(Stever and Lawson 2013) and thus contribute to LLL in social movements.

The importance of role models for LLL in social movements can also be seen in
the work of Malala Yousafzai, a young woman who became well known after she
was attacked by Taliban members for trying to go to school in her home country of
Pakistan. On October 9, 2012, they shot her through the head at point blank range
because she had been writing a blog about education for girls and they found out
her true identity (the blog had initially been written under a pseudonym). She and
her father had received repeated death threats for speaking out about education for
girls in her county. She survived the attack and went on to be awarded the Nobel
Peace Prize. As described on her Web site (www.malala.org), “Malala accepted the
Nobel Peace Prize on 10 December, 2014 with Indian children’s rights and edu-
cation advocate Kailash Satyarthi. Malala contributed her entire prize money of
more than $500,000 to financing the creation of a secondary school for girls in
Pakistan.”

Table 1 Social media, social movements, and lifelong learning based on Habermas’ (1971) three
types of knowledge and learning

Type of learning Manifestations Examples

Knowledge and
skills

Self-directed learning
Using role models

News
Information (text, graphics, video)

Participation–
communication—
interaction

Collaboration
Competition
Shared decision making
Feedback
Affiliation
Companionship
Acceptance
Teaching others
Mentoring others
Being mentored

Interactions via:
Text (messaging)
Blog commentary
Social media commentary
Sharing news
Sharing concerns
Responding to news
Attributions on content (“liking” or
“favoriting”)

Meaning and
power

Social justice (need for an
ethical world for self and others)
Social justice (need for equal
access to opportunities and
resources)
Safety
Respect
Appreciation

Celebrations of success
Calls to action (signing petitions, taking
part in political messaging,
demonstrations, contributions, etc.)
Recognition of contributions and
success
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In both the cases of Malala and Watson, these prominent young women become
role models and advocates for gender equality for other women as well as girls.
Their work illustrates how through the Internet and social media combined with the
reach of these role models is extended to countries throughout the world. The role
of social media in developing nations cannot be overestimated. Brossman, citing
Rainie and Poushter (2014) says: “Internet use is widespread throughout the world,
and in recent years, developing countries have been catching up to the U.S.—both
in their adoption of mobile technology as well as their use of social media…
Evidence shows that compared with the U.S., Internet users in developing countries
are relatively advanced in their use of social media! In fact, despite having less
online users than other, more developed countries; emerging nations demonstrate
that those who do go online are early adopters/users of social media by compari-
son.” (https://www.linkedin.com/pulse/social-media-developing-countries-martin-
brossman). Because of increasing access to Internet, specifically social media, in
developing nations, the reach of people who stand for education for all becomes
even more important. Social media then becomes a link to content like that found
on www.heforshe.org or www.malala.org.

4 Social Media, Lifelong Learning, and Environmental
Sustainability

Changing lifestyles may be one key factor (Blewitt 2006) in moving toward more
sustainable development with LLL as a key piece of that change. For example,
efforts to educate about the simple life (Alexander 2012), as well as dematerialism
and immaterialism (McKibben and McKibben 2011; Brown 2006) have used social
media sites such as Facebook, Twitter, Pinterest, and Instagram to communicate
about these ideas. As well, environmental activists have developed a variety of uses
for social media in order to educate and influence attitudes, beliefs, and actions of
the public and their audiences. According to Cox (2013), environmental advocacy
includes a focus on questioning and denouncing behavior, policy, values, and
ideology related to the environment in some fashion. In fact, sustainability advo-
cacy goes beyond concern for the natural world and expands to consider economic
and social justice issues that are represented in the UN’s SDGs.

Kim (2011) studied local groups involved in environmental activism and eval-
uated the LLL that took place around specific goals such as protection of a nature
area. Social movements such as environmental sustainability may or may not
include smaller groups, such as those studied by Kim, with specific local goals. In
this respect, they could be considered “loose” social movement groups (SMGs), in
that members participate through individual and independent actions such as sus-
tainable living. In contrast, more goal-organized groups that have regular interac-
tions might be considered “tight” SMGs. Support for each type of social movement
membership can be facilitated by social media, but may take different forms.
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While social media such as Facebook and Twitter can provide wide exposure
across a broad range for SMGs, the ability of the second type of learning identified
above, participatory, may be limited in the loose structure of the larger movements
due to several factors. For example, the default actions for responding to a Twitter
message is either sharing it with others or indicating you support the message with a
“favorite” designation. Interactions among those who read the message is limited,
which would limit the participatory learning potential available. Characteristics of
the “Tweeter” (individual or group that posts a message) may also constrain the
opportunity for interaction outside of the social media form. For example, actor
Leonardo DiCaprio has 17 million followers on Twitter. During the announcement
of Clean Power Plan legislation in 2015, the one tweet he posted was forwarded to
others by 1726 of his followers and was favorited by 3096. DiCaprio uses Twitter
almost exclusively for his pro-environmental activity and the sheer number of those
who follow his messaging suggests interest in what he writes. However, in terms of
social movement and participation, there is limited opportunity for interaction
between his followers and those who read his message. In contrast, the Sierra Club,
an organization with local face-to-face opportunities, who have specific projects
and goals related to protecting the environment, had hundreds of Twitter messages
following the announcement, many of them with a celebratory nature. In this
respect, social media is functioning in different ways for an organized group like the
Sierra Club versus an environmental activist like DiCaprio (Lander, manuscript in
preparation).

Facebook as a social medium may also limit interaction between followers,
given there are settings on Facebook pages that can limit the ability of others to post
comments. Cultures of participation also exist about whether those who read
Facebook postings should write responses. For example, the Children and Nature
Network is an organization that promotes contact of children with nature. On its
Facebook page, responses or comments on information posted is rare. In contrast,
the International Association of Nature Pedagogy uses its Facebook page in a much
more participatory way where it is not uncommon for followers to post questions to
other members, answer questions, make comments, exchange visits at each other’s
educational facilties, etc. In this way, their use of social media is much better at
supporting Habermas’ (1971) second type of learning given it provides for a
broader range of types of interaction.

5 Recommendations for Social Media to Support
Sustainable Development

With close to half the world having access to the Internet, there are vast opportu-
nities for using social media to support LLL as part of social movements. The most
basic recommendation, though, is to continue to expand access in terms of
equipment, Internet availability, and training on how to use the hardware, software,
and navigate the Internet.
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While social media sites and groups have evolved for a range of reasons and
operate autonomously to a great extent, it may be possible to augment their ability
to enhance LLL by taking into consideration and supporting aspects of SDL,
particularly related to the knowledge and skills acquisition. For example, the four
part model of SDL (Stockdale and Brockett 2011) includes an earlier phase with
self-efficacy and initiative coming first in the learning process and cycles of
motivation and self-regulation ongoing throughout. A learning environment con-
nected to social media that was supportive of LLL would provide for each of these
components. A series of recommendations are given below on how these four
aspects of SDL might be better supported in a social media setting.

6 Initial Phase: Self-Efficacy and Initiative

Social media can provide the following:

• Role models (celebrities or otherwise)
• Narrative and stories that inspire
• Collaboration on first steps
• Guidance for first steps from mentors or teachers
• Social support and encouragement for first steps

6.1 Action Phase: Motivation and Self-Regulation

• Providing or organizing mentors and teachers for the learning process
• Providing access to learning materials free or at low cost
• Supporting options for different styles and pace of learning
• Support transformational learning where changing attitudes and belief may

trigger temporary discomfort
• Providing social support for encouragement (motivation)
• Provide feedback on new learning

Given the ideas above, studying the ways that social media is supportive of
learning can provide opportunities for more explicit designs to enhance what
normally takes place. The goal of this approach is not to control the ultimate
outcome, but to ensure that as many people, as possible, can maximize the benefits
of their participation. For example, to put these approaches into actions, organizers
of a campaign using social media to support LLL and one of the SDGs could find
mentors for learners, rather than wait for those relationships to develop informally.
Role models and inspiring stories could be clearly separated out from news feeds on
these sites and made easier to find. Processes could be explicitly identified to
request mentorship or feedback on learning. Even a tutorial on how to use social
media to better find information, locate others with similar interests, or secure either
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temporary or longer term mentorship could be beneficial in more explicitly sup-
porting SDL in social media.

Social media may be especially useful for learning related to sustainable
development given the controversial nature of some of the changes necessary and
which may be contrary to current practices or in opposition to large corporations,
governments, or those in power. The ability of the Internet to reach diverse audi-
ences and bring them together has both bonding and bridging powers, as Putnam
(2001) asserted which can make it a powerful force for change. For example, those
educators or programs that wish to increase gender equity can provide role models,
such as Emma Watson and Malala Yousafzai to encourage self-efficacy for change
and taking those first steps, as well as providing resources for education through
materials or building schools. Environmental activists can use social media to
provide information, role models, case studies, mentors and provide other view-
points on controversial issues, and a range of social supports.

One potential limitation of social media for lifelong learning and SMGs becomes
the constraints on interaction between followers within the social medium, as
mentioned above. While social media can be used to organize demonstrations or
more interactive participation, it does not, in and of itself, get at the depth of
participatory learning that Kim (2011) found and Habermas (1971) described. It is
possible that loose SMGs may engender “loose” types of participation, which may
or may not be useful to a social movement, an issue that needs further research.
However, for those movements that require more intense participation for success,
moving beyond social media to more interactive activities, some of which could be
mediated through conference calls (audio and/or video) or other online, interactive,
but mediated modes of interaction, as well as face-to-face activities may be
important for the movement to reach its goals.

In fact, membership in a loose SMG group may, for some individuals, be part of
a developmental path with stages or depths of investment in the action/participatory
learning that eventually leads to more specific and local action. This is an issue that
also needs further research. In this respect, those who follow a cause via social
media may be in training and those who provide information about the social
movement when they post content on social media may be seen as recruiters for
social movement participation. For example, following news about a social
movement may lead to more concrete actions such as sharing news, signing peti-
tions, contacting politicians, making contributions, or taking part in demonstrations.

Educators and others who wish to augment existing work with social media or
build social media programs for LLL and sustainable development should consider
more explicit supports for program design, assessment, and to improve effective-
ness. For example, using the four components of the PRO-SDL model (Brockett
and Hiemstra 1991), programs that wish to encourage gender equity, environmental
sustainability, or other SDGs, can assess whether they have included pieces that
will support self-efficacy, initiative, motivation, and self-regulation. More explicit
consideration of the limits on participatory learning is also important to consider
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when using social media and methods of providing for other interaction may be
necessary to support the full range of LLL within the social movement or for that
group to reach its goals.

7 Conclusion

It is not the intent of this paper to describe all the possible ways that social media
can be used to support LLL for sustainable development and within SMGs, but to
show its potential value, particularly if used more deliberately and thoughtfully.
One of the real strengths of social media in relation to SDGs is its ability to unite the
world around important issues, transcending boundaries and providing social
affordances that can move the world toward more sustainable practices. Individuals
who need support can find like-minded people in other parts of the world for
collaboration and social learning opportunities that support LLL. Given how far we
have come with social media and that there are powerful and successful models of
its use with demonstrated benefits to millions, further developing the power of
social media has great value.
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MOOCs and International Capacity
Building in a UN Framework: Potential
and Challenges

Laurent A. Lambert and Hisham Hassan

Abstract
This chapter highlights the high potential and challenges involved with
developing Massive Online Open Courses (MOOCs) for capacity building and
climate-friendly technology transfer within the United Nations (UN) system.
The paper begins by providing a short introduction to the world of MOOCs and
their rapid rise in recent years. The second section explores why sustainable
development-oriented international organizations (IOs) have arguably not used
this resource to its full potential. It does so with a case study of a MOOC
proposal on ‘ecosystem-based climate technologies for adaptation to climate
change’ that was discussed between representatives of academia at the UN, and
executives from the UN’s Climate Technology Centre and Network (CTCN).
A concept note from Oxford University academics, requested by the
above-mentioned UN centre, had suggested a free and short MOOC (the
standard format of a four- to six-week long course), focusing on high-visibility
adaptation technologies. Despite several positive academia-/-UN exchanges, the
MOOC never materialized as the funds needed were substantial and not
immediately available. Additionally, a previous UNEP MOOC had shown that
MOOC costs involving a UN organization—with heavy procurement and
administrative constraints—could potentially run significantly higher than what
MOOC platforms indicate for universities. Eventually, the UN’s CTCN chose to
propose a series of webinars on climate technologies and host the recorded
material on its website.
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1 Introduction to MOOCs: How Relevant
Are MOOCs for the CTCN?

The rise of Massive Open Online Courses (MOOCs) has repeatedly been presented
as a paradigmatic shift in the global education landscape towards enabling truly
open and free access to quality education for all. MOOCs have even been termed
‘the future of education’ for its potential to proliferate quality educational content
on a scale never seen before, including in areas deprived of most modern education
facilities. For least developed countries (LDCs) in particular, rapid improvements in
Internet connectivity make it possible to leapfrog in adoption of advanced tech-
nologies, including those related to sustainability. Recognizing this potential for
capacity building, some international organizations (IOs) have lately tried to
develop MOOCs and webinars that are of strategic value to their mandates.

Despite the MOOCs’ strong potential for capacity building, technology transfer
and lifelong learning, this paper explains why MOOCs have been relatively
under-exploited, if not neglected, by the agencies of the United Nations and most
international organizations, with few exceptions. Based on data collection from
various MOOC platforms, grey literature and a case study of a MOOC proposal for
the United Nations Environmental Program (UNEP) and Climate Technology
Centre and Network (CTCN), this paper will shed light on why the UN has not
developed more MOOCs for capacity building and lifelong learning in the field of
sustainability. This paper will begin with an introduction to the realities of MOOCs
and MOOC platforms, and provide commentary on major trends, industry players
and notable successes. Subsequently, the paper will juxtapose the high potential of
MOOCs for climate technology transfer against its current practical limitations. To
do so, it will explore a case study of a proposal for a MOOC that was discussed
among academics and the UN’s Climate Technology Centre and Network (CTCN)
but never materialized. Taking into account the specificities of how UN bodies and
IOs more generally function, this paper finally makes policy recommendations that
could lead to greater success with MOOC-related ventures in the future.

2 MOOCs, Their Rapid Rise and Recent Trends

Massive Open Online Courses (MOOCs) are Internet-based courses consisting of
video lectures, essential readings, pedagogic quizzes and/or exercises that are all
available for free. A paying option is also available to obtain a certified course
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certificate (after successful completion of the final exams) for a cost generally
averaging 50–90 USD for the whole course (generally between 1.5 and 3 months).

Generally, MOOC providers, also called ‘MOOC platforms’, propose online
courses as well as an integrated online forum to build a community of learners. In
recent years, there has been an explosion in the number of such courses being made
available. By late 2016, there has been an estimated 6850 MOOCs produced by
over 700 universities, almost a third of which (2600) were new courses added in
2016.1

In order to better monetize their essentially free offerings, since 2014, MOOC
platforms have been increasingly building new ‘specializations’, i.e. a series of
complementary courses that lead to specialized knowledge in particular subject
matters.2 The cost to users for acquiring these certified qualifications can range from
hundreds to thousands of USDs. However, the underlying course content usually
remains accessible to any user for free, though not with personalized certificates.
This commitment to a culture of promoting open access, collaboration and shared
knowledge has not gone unappreciated. Globally, MOOC enrolments have grown
by nearly two-thirds in 2016 alone to reach a staggering 58 million students.3

Coursera and EdX, the two largest MOOC platforms, had an enrolment base of 23
and 10 million students, respectively, that same year.4

Initially, MOOC platforms banked on the appeal of offering free learning
material and certificates from highly prestigious universities in the Ivy League and
Russell Group. This led to early and impressive rates of enrolment, especially in
countries where English is a national language, as shown in Fig. 1.

In the last couple of years though, there has been yet another dramatic shift in the
industry coming from the rapid rise of regional MOOC providers, e.g. in India,
China and Latin America. According to recent estimates, roughly one in four
first-time MOOC registrants in 2016 were enrolled with regional providers.5

Demand for non-English MOOC platforms is expected to keep rising; for example,
the Chinese MOOC platform XuetangX has become the third largest MOOC
provider in terms of number of registrants with six million users.6

Over the past decade, MOOCs have, thus, grown very rapidly, changing from ad
hoc, non-interactive courses which only explored new technologies for a few
hundred students, to interactive courses available on sophisticated platforms for
sometimes over a hundred thousand students per course. The first paradigmatic shift
occurred in 2006 with an organized free series of mathematics tutorial videos on the

1Shah (2016).
2See e.g. https://www.coursera.org/specializations.
3Global MOOC enrolment jumped again last year (2016).
4Ibid.
5Ibid.
6Ibid.
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popular video website YouTube.com, which gained rapid popularity, leading to the
launch of the non-profit ‘Khan Academy’.7 In late 2011, the MOOC industry
experienced its deepest transformation, after a course on artificial intelligence
proposed by Stanford University garnered 160,000 registrants worldwide.8

Although the number of students who completed the whole course and final exams
reached ‘only’ 20,000, this figure deserves to be compared to the number of stu-
dents taught by an average university professor in his entire career: ca. 10,000.

These 2006 and 2011 watershed MOOCs, and the subsequent thousands of
online courses on science and/or technologies that they inspired, show that there is a
strong demand for free online education opportunities in the field of sciences,
technologies and mathematics (STEM), including climate-friendly technologies
(Fig. 2).

Although un-coordinated and generally performed on an ad hoc basis, several
top tier universities and leading NGOs have co-produced (in partnership with
MOOC platforms) successful MOOCs in scientific and technological fields directly
relevant to sustainability capacity building and lifelong learning: e.g. sustainable
agriculture, geographic information systems (GISs), renewable energy technolo-
gies, smart grids, smart cities, inter alia, as can be seen on the screen capture
(Fig. 3).

Fig. 1 Distribution of the
Coursera.org students as of
late 2013. Source Nature,
2013

7Adams (2013).
8Leckart (2012).
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Fig. 2 MOOC on solar energy proposed by Delft University on EdX. Source www.edx.org/
course/delftx/delftx-et3034tux-solar-energy-70#.U0R4m61dVzh

Fig. 3 Screenshot illustrating the breadth of relevant offerings on one of the four mainstream
MOOC providers (Coursera). Note also the limited non-English language availability of MOOCs
on the left, as of April 2014. Source https://www.coursera.org/courses?orderby=upcoming&cats=
energy
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3 Current Limits to the Use of MOOCs for Technology
Transfer in the UN System

(a) The language issue

Despite the emergence of new MOOC platforms in the global South, language
may still constitute one of the main barriers to accessibility: our own estimation
across MOOC platforms shows that over 90% of the MOOCs are only available in
English and/or only accessible through platforms in English. To date, these issues
have limited the potentially transformative impact of MOOCs in the global South
where English is not or little learnt, such as Western and Central Africa, Central
Asia and the Maghreb, inter alia. In response, MOOC platforms have begun a
process of translating some of their MOOCs into various key languages through
utilizing professional translators and teams of online volunteers. The MOOC
platforms in Chinese, French and Spanish are also participating to a truly global
expansion of the MOOCs, yet the anglophone MOOC platforms such as Coursera
and Edx remain the world’s most utilized ones and most MOOCs will never be
translated due primarily to economic factors.

(b) International organizations’ late interest and limited investment

As of 2017, the transformative potential of the MOOCs in terms of North-South,
South-South or triangular technology transfer and capacity building appears to have
been relatively under-exploited, by most international organizations (IOs). There
are only few relative exceptions such as the International Labour Organization and
the above-mentioned World Bank.9 Several years after the universities started this
dynamic of free online courses, the US universities from the top 50 institutions of
the country have offered an average of 21 MOOCs. By contrast, the United Nations
Institute for Training and Research (UNITAR), for instance, like most IOs, did not
provide any MOOC at all until 2015. Since then, only two MOOCs were proposed
by the UNITAR, while international training, continuous education and capacity
building constitute its main mission.

The UNITAR hosts an online training system whose offer is fully subsidised for
participants from the least developed countries (LDCs), yet its platform caters only
to a limited number of participants for its online training sessions. At the core of this
issue is that its financial model relies partly on charging fees for courses, the rest
coming from donor countries. The UNITAR has, thus, the imperative to charge for
almost all its courses. The UNEP, by contrast, receives its entire budget from donor
countries—either directly or through the UN system–and thus does not suffer as
much from such a structural barrier to offering a larger set of free courses. However,

9The platform of the World Bank’s Open Learning Campus is available at: https://olc.worldbank.
org/. The platform of the ILO is available at: https://ecampus.itcilo.org/.
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it has only offered two MOOCs so far.10 It has recently joined forces with other UN
bodies to propose courses through the recent United Nations Information Portal on
Multilateral Environmental Agreements (MEAs), which offers many free intro-
ductory online courses on MEAs, though with limited video contents, no discussion
forum for the community of learners, and more importantly, no strong visibility or
massive participation that could raise it to the level of a MOOC.11

Outside of the UN system, the World Bank, for instance, has been the de facto
leader among IOs in the use of small MOOCs for capacity building on diverse
development and sustainability issues: e.g. climate change, risk management,
Public–Private Partnerships (PPPs), development economics, disaster risks reduc-
tion, inter alia. For this, it has been utilizing either mainstream MOOC platforms
like Coursera.org and edX.org for a few courses, or its own online platform. It is
worth noting though, that even in the case of the World Bank, the overall preference
for online learning events is given to webinars. The latter far outnumbers MOOCs,
although webinars cannot last more than a few hours and thus offer very
time-constrained learning opportunities. Why is it that the best universities prefer
MOOCs, while IOs prefer webinars?

(c) Human resources requirements and the high upfront costs of MOOCs

MOOC production process can require several hundreds of hours for the pro-
gram design, recording, mounting, programming, live sessions’ staffing, etcetera,
depending on the availability and internal cost of the human resources. Collabo-
rations with major MOOC platforms, on the other hand, help optimize and
streamline the whole production process and benefit from external expertise,
know-how and scale economies, especially for long MOOCs and/or a series of
complementary MOOCs.

MOOCs nevertheless require high upfront costs for a standard MOOC. For a
typical six-week high-quality MOOC made in the UK, the upfront cost oscillated
around USD 30,000–40,000 in mid-2014 according to the Coursera platform, but
significantly higher according to independent researchers, between USD 152,830
and 244,000, according to Hollands and Tirthali (2014, p. 144).12 After this initial
investment, however, unit costs fall as the number of students taking the course can
increase without limit, for very little additional cost. The economies of scale can,
therefore, be impressive. A majority of MOOCs on the large MOOC platforms
receive between 5000 and 30,000 participants, and a few MOOCs have received

10The UNEP offered in 2015 ‘The E-Waste Challenge’ MOOC and subsequently the MOOC
‘Disasters and Ecosystem: Resilience in a Changing Climate’. Nothing has been announced since
then.
11The United Nations Information Portal on Multilateral Environmental Agreements is available
at: https://www.informea.org/. Based on several Website traffic measurements, its total visits were
estimated at only 619 visits over the past six months, of as of 29 March, 2017. See, e.g. https://
www.similarweb.com/website/e-learning.informea.org#overview.
12Hollands and Tirthali (2014).
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well over 100,000 participants; however, on smaller platforms, the MOOCs gather
sometimes less than a thousand participants in total.13

(d) The case of a failed project of a UN MOOC on ecosystem-based adaptation

This section illustrates challenges associated with MOOCs for international
capacity building within a UN framework, with the case study of a MOOC proposal
that failed to materialize. During the 3rd and 5th Advisory Board (AB) meetings of
the UN’s Climate Technology Centre and Network (CTCN),14 in 2013 and 2014,
attending delegates from the constituency of ‘Research and Independent
Non-Governmental Organizations’ (RINGOs) expressed the idea that organizing a
MOOC on climate-friendly technologies for the purpose of international capacity
building would be completely in line with the CTCN’s mandate. Following
informal expressions of interest from both CTCN mid-level management staff and
UNEP CCAU and following an analysis of the MOOC sector at that time, a concept
note for a CTCN MOOC proposed the following key elements:

• A free and relatively short MOOC (e.g. a four- or six-week long course) on
ecosystem-based adaptation to CC, with a possibility for an ID-verified cer-
tificate option, since it has been shown to increase the rate of course completion.

• To select ‘high-visibility’ ecosystem-based adaptation technologies such as
agroforestry and/or permaculture and/or low-impact development. They
had not yet been the object of online events (only webinars then), and there was
no free and available MOOC in these sub-fields.15

• A cooperation with a high-profile university (such as Oxford University)
and/or a specialized institution with recognized expertise in the field (e.g.
the ICRAF or the Permaculture Research Institute), so that the MOOC can be
seen as a source of technical expertise. It would, thus, avoid running the risk of
appearing as yet another ‘awareness MOOC’ (with low pedagogic ambitions)
related to CC that would drive actual practitioners away.

• The selected platform for this could be a leading MOOC platform such as
Coursera or EdX, because of their higher technical quality and greater
visibility, in terms of subscribers.

• For a 4–6-week course, a budget of UK pounds 25,000–35,000 was esti-
mated based on 2014 data from Coursera, to be spent essentially on video
recording and programming.

13ILO Crowdfunding for Development Massive Open Online Course Report (2015). Retrieved
from https://issuu.com/itcilo/docs/cf4dev_evaluation_of_a_massive_open.
14One of the two authors of this chapter, Dr. Laurent A. Lambert, was then a representative of the
global research community at the AB meeting of the CTCN and one of the two Oxford University
authors of the MOOC concept notes for a CTCN MOOC.
15The World Bank’s two online courses on climate-smart agriculture at that time had only focussed
on other aspects, namely soil carbon monitoring and sustainable land-water management. See
http://einstitute.worldbank.org/ei/.
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• Encourage the translation of strategic MOOCs or provide translated sub-
titles into key languages for the CTCN (i.e. French, Arabic, Portuguese and/or
Spanish).

Several exchanges of emails and phone meetings followed this concept note.
However, the UNEP executives explained that at least six months would be needed
to be able to obtain sufficient funding. Furthermore, the above-mentioned cost
indicated by the platform Coursera.org, and on which researchers from Oxford
University had based their estimations, seemed also significantly lower than the
undisclosed cost that a branch of the UNEP had just financed for a relatively similar
course. In partnership with a German university, but using a lesser known Euro-
pean MOOC platform, the previous environmental MOOC of the UNEP could not
benefit from the same scale economies than MOOCs available on the main MOOC
platforms, such as Coursera, EdX or Udacity. Last but not least, staff from the
CTCN informally explained that the costs would remain high in any case, as United
Nations costs of staff and the lengthy procedures to pursue a new project tend
always make project costs higher within the UN than without.

In the absence of available funding and support from the UN side, the academics
left the project’s responsibility to the UN side. Around two years after, no MOOC
has even been produced by the CTCN, which has instead opted for a less expensive
option. The CTCN invites diverse specialists to produce series of webinars on
various climate technologies for adaptation and/or mitigation, and hosts the
recorded material on its website.16 Given this development and the overall limited
impetus from UN institutions for launching MOOCs in 2017, especially when
compared to universities, it seems that webinars are replacing the ‘future of edu-
cation’, at least in the UN system.

4 Conclusion

MOOCs represent a very special possibility to reach and share with vast audiences’
scientific, technological and environmental knowledge and expertise in unprece-
dented ways. Most environmental TV programs never had much substantive depth
beyond raising awareness, while traditional online programs never allowed the
scale of audiences and quality of interaction that a MOOC forum and its community
of learners provide. At the same time, and as paradoxical as it may seem, free
education comes at a price. Only the best—and best endowed—universities can
propose several MOOCs a year, and rerun the most successful several times,
thereby benefitting from very significant scale economies and image benefits. By
contrast, the organizations with more limited budgets (be they universities or
research departments or centres of international organizations) that are probably
more used to engaging students and youth with more limited means, are unable to

16See https://www.ctc-n.org/news-multimedia/recorded-webinars.
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compete in the MOOC arena. Upfront costs remain too high and, in the advent of
available funding, their own visibility on the main MOOC platforms is not guar-
anteed, amidst hundreds of new MOOCs from prestigious universities being pro-
posed every year. For such less well-endowed institutions, within the UN and
without, webinars have become the preferred solution as it can cost-effectively help
communicate on niche topics, even if the learning outcomes are limited and only
reach a small audience. For the most part, webinars are usually conceived to update
professionals on latest sustainability trends, rather than truly building capacities.
The idea of a series of webinars seems then to be a good solution, particularly if the
power of social networks is skilfully used to create the community of learners that
MOOCs often successfully manage to cultivate. MOOCs create indeed epistemic
communities that can generate a learning momentum of its own, that can sometimes
survive the end of a MOOC. With regard to the equally unprecedented sustain-
ability challenges of today and tomorrow, as well as the recent cuts in the budgets
of important environmental institutions in a few countries, all these various and
arguably complementary strategies (i.e. MOOCs, MOOC specializations, webinars
and series of webinars) will be needed to be able to accelerate the scientific, cultural
and technological paradigmatic shifts that our planet and human species urgently
require.
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An Analysis on the Effectiveness
of the Lifelong Learning Through
Nature Programme

Mark Mifsud and Hannah Chisholm

Abstract
Young people are becoming more detached from nature through a number of
causes, including their increased use of digital media. This detachment from
nature results in a lowering in the sense of ownership of the land and its
resources and subsequently results in less motivation to conserve it. In order to
reverse such behaviours and attitudes, a new programme termed ‘Lifelong
Learning through Nature’ (LLN) was devised. This study is an analysis of the
LLN programme and its potential for making links between outdoor learning,
fieldwork and education for sustainable development. These results shed light on
the effectiveness of the programme in influencing knowledge and attitudes and,
in turn, lead to formulate a way forward in the programme’s evolution. Outdoor
education is an essential element of Education for Sustainable Development
(ESD) which is key to address the current situation for a sustainable future. The
data was collected through a number of focus groups with students from a
number of different schools from the Maltese islands. Each group of students
was researched through a pre-activity focus group and a post-activity focus
group. The data was then transcribed and translated and subsequently analysed
through a structured thematic analysis. The results revealed a great sense of
detachment in the young students and eventually a greater sense of pointlessness
in the older students. The post-focus groups indicated excellent improvement in
knowledge and a perceptible change towards a more positive attitude across the
ages. This study reveals that the LLN programme does have an influential role in
the knowledge and attitudes of school children towards nature. This study
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continues to uphold the vision that outdoor education should be considered as a
main activity which involves and results in ESD. In response to these findings, a
model illustrating the emerging links between the LLN programme and various
factors is presented. This paper directly illustrates how university research in
teamwork with non-governmental organisations can impact the local community
and the study will be useful to anyone interested in carrying out effective
programmes and research into the links between ESD and outdoor education.

Keywords
Lifelong learning � Education for sustainable development � Mixed methods
framework � Outdoor education � Applied university research

1 Introduction

This research was developed in order to study the effectiveness and analyse a new
educational programme termed ‘Lifelong Learning for Nature’ which is a collab-
orative partnership project between BirdLife Malta, the Ministry for Education and
Employment (Malta), the Royal Society for the Protection of Birds (UK), Bird-
Watch Ireland, and the Polish Society for the Protection of Birds.

The main objectives of the study included the following;

• To analyse the current perceptions of youth with regard to the environment.
• To study the effectiveness of the resources produced by the programme.
• To study the effectiveness of the LLN programme in moulding current youth

perceptions.
• To study whether the programme is having an impact on student understanding.
• To study possible links between an increased connection with nature and health,

well-being and education.
• To use the feedback in an ongoing way to improve the delivery and effective-

ness of the programme.

The LLN programme is a new environmental education programme being
piloted by BirdLife Malta. A study on such a programme and the young students
and teachers involved will be of benefit to the environment in this particular geo-
graphic location. Additionally, not much is known about the perceptions of young
people in the Maltese islands. Published research (Mifsud 2011) indicates a number
of elements that are responsible for the acquisition and development of environ-
mental perspectives in young people in Malta, including outdoor education.
However, the extent to which these elements can foster a sense of environmental
responsibility and action towards sustainable development in a small island state
still need to be investigated.
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2 Youth and Environmental Perceptions

The perception of environmental issues, as represented by the environmental
actions, attitude and knowledge of young people is of great importance for a
number of reasons:

• Knowing what students think about environmental issues will help to establish
better pro-environmental education among them (Pawlowski 1996).

• The involvement of youth in environment and development decision-making
and in the implementation of programmes is critical to the long-term success of
Agenda 21 (UNCED 1992).

• In the near future, they will have a great influence on the running of business
(Bynoe 2005).

• College students are an important segment of society and warrant attention in
terms of studying environmental attitudes, as they have been the leading cru-
saders in the modern environmental movement. For example, the huge success
of Earth Day 1970, in the USA, was largely attributed to college students when
approximately 1500 colleges participated in the campaign (Harper cited in
Thapa 2001).

• As most environmental attitude studies focus on adults, Gough (1999) stresses
the need for studies of environmental sensitivity in youth, stating that ‘working
with young people who have chosen to be environmental activists/educators is
much more meaningful for replicability of significant life experiences than
working with old people’.

• ESD is now specifically mentioned in the Maltese National Curriculum
Framework (NCF) as a cross-curricular theme, and teachers will be given the
opportunity to introduce ESD concepts in each lesson. This is crucial in order to
put ESD on top of its national agenda as proposed during the UN Decade of
Education for Sustainable Development (2005–2014).

3 Overarching Research Framework

This research moves beyond the quantitative/qualitative debate as both types of
research are useful. The aim of the methodology in this research is to maximise the
strength of the traditional qualitative and quantitative methods and minimise their
weaknesses.

The methodology for this study included a mixed method approach employing a
combination of empirical/analytical and constructivist/interpretivists approaches.
This complementary research activity promotes a ‘multiparadigm’ research in
which each methodological approach can contribute in meeting valid research goals
of Environmental Education (Connell 1997). Nonetheless, the qualitative study
only is considered within the parameters of this paper.
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The planning of the research process started off with the examination of the LLN
project description to understand its aims and required outcomes. Following this
‘desk study’ process, a plan of action with regard to research was set up. Having
already considered the importance to use both of qualitative and quantitative
research, a number of focus group questions already used in the field (Mifsud 2012)
were examined, relevant new focus group questions were drafted, and a focus group
was piloted.

Six pre-activity focus groups and six post-activity focus groups were held in
different schools in both the primary and the secondary sectors. The focus groups
were transcribed in the original language (usually Maltese) and eventually trans-
lated into English. The scripts were then examined thematically. More details on the
focus group structure can be found in the qualitative part of this report.

A focus group could be defined as a group of homogeneous people in social
interaction as a group, brought together by a moderator, to collect qualitative data
from a focused discussion (Krueger and Casey 2000). Focus groups were used due
to their complementarity to the questionnaire survey, in providing deeper levels of
meaning and feeling, using respondents’ own words.

One of the novel features of this study was the open-ended nature of the qual-
itative inquiry. Participants were asked more general questions, and this allowed the
formation of a wider range of possible answers from the participants, with little or
no direction from the moderator, other than a selection of the questions.

The main structure of the initial questions for the focus group interviews (for both the pre- and
the post-test)

1. What do you understand by the term ‘environment’?

1b Eventual Prodding—What do you think on the local Maltese environment?

2. What do you think are the causes of environmental problems?

2b Eventual Prodding—Can you describe an example?

3. Do you think there are any possible solutions to environmental problems?

3b Eventual Prodding—Can you describe an example?

4. How do you get informed about the environment?

4b Eventual Prodding (only with older children)—Do you believe the information? Why? Is the
information reliable? Why?

5. What do you do to protect the environment?

5b What actions do you think you can possibly do? What helps/stops you from doing more or
less?

Twelve focus groups were used to collect data during this work. Six of these
groups were pre-test while six were post-test with the same classes and same
students. The first focus group was utilised as a pilot group and was examined by
my colleagues at the university. Their main concern was that notwithstanding the
rich data collected, my presence and interventions as a moderator needed to be
decreased and limited to allow students to express themselves in more detail and
without ‘guidance’ from me. I accepted their comments, and throughout the
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subsequent focus groups, I was consciously aware of this issue and I actively
worked to reduce my intervention.

Transcript 6 was a short initial recording, which was stopped because of noise. It
was redone immediately a therefore named Transcript 7. Transcript 6 did not
provide any data, but the numbering sequence was kept to ensure consistency.
Analyses of the focus groups were done during and after the data collection. This
was carried out to ensure that data analyses were taking place concurrently with
data collection.

A total of 8–10 participants in each focus group were chosen due to their
involvement in the LLN programme coordinated by BirdLife Malta. I personally
acted as the moderator or interviewer in all the groups and tried to ‘create a
permissive and nurturing environment that encourages different perceptions and
points of view, without pressuring participants to vote, plan or reach consensus’
(Krueger and Casey 2000).

Each focus group followed a similar format. The participants responded to a
series of questions related their experiences and perceptions of the Maltese envi-
ronment. The participants brought a variety of socio-economic backgrounds to the
discussions and represented a broad range of different ages both from the primary
and secondary. In the quotations and text, the names of individual participants and
schools have been removed, in order to protect the identity of the participants. The
discussions revealed many similar experiences and perceptions among the students
although, at times, an issue applied mainly to one person.

4 Focus Group Analysis

The next part of this analysis takes the form of a narrative report. It introduces the
various participants of the focus groups, reviews the main themes and provides
extensive quotations and paraphrases from individual participant responses, meant
to illustrate and support each theme. Comparisons are made between the pre-test
focus groups and the post-test focus groups. In some instances, whole parts of a
dialogue within the focus group were used to better to illustrate participant thoughts
and opinions about various issues, in addition to individual participant responses.

5 Main Themes

From the focus group study, a number of categories started to emerge, and after
further analyses, the general student responses were categorised in the following
main themes:

• Detachment
• Personal Actions
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• Me, Us and Them
• Education, schools and the fall of the TV
• Hope
• The Outing—Post-Mortem.

6 Detachment

Students appear to be detached from the natural environment and the natural world.
They spend too little time in natural surroundings, and this is making them loose
contact with the natural world. The less they know about the natural world and the
less they are present in it the less they are interested in it and the less they care about
it. Sometimes it is because the parents either do not have time or because they prefer
to take their children to non-natural locations:

Moderator: Do you go out in the countryside?

Student 1: Yes, we go out, but not in the countryside

Moderator: Is there a reason why you do not go in the countryside.

Student 2: There is nothing I can do about it.

(Transcript 9)

A number of participants who were rather detached from the reality of the
environment took part in most of their extra-curricular activities at home, typically
with digital machines. They do recognise that this is not always ‘healthy’.

Moderator: Do your parents take you out in the countryside?

Student 1: Not really as they are always working. Moderator: Do you think this is
important?

Student 1: Yes, we cannot always stay inside, to take fresh air. And it is not good for us to
always play on tablets and staying on it all the time. It would be good for health too.

(Transcript 2)

Few participants do go out in the countryside, but in most cases it is to large
man-made recreational parks or gardens. Outings with schools to nature reserves
appear to be somewhat limited. Due to this limited experience, the students that do
go with their parents to places like Buskett Woodland do not always find it pleasant.
Interestingly enough, one student was doubting whether the plants in Ta Qali
National Park are real.

Moderator: Have you ever been to a nature reserve with your parents?

Student 1: Never been.

Moderator: Maybe with your family?
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Student 2: Yes, to Buskett, and we take a cover to protect us from the sun.

Moderator: How was the experience?

Student 2: I do not like insects!

Student 3: We go to ta Qali mostly.

Moderator: Is there a difference between ta Qali and Buskett?

Student 3: In ta Qali, the grass is not real, in Buskett it is, there is little left and they are not
taking care of it. Not enough bins, and there is garbage everywhere.

(Transcript 9)

7 Personal Actions

A common comment was that most of the participants mentioned that they do not
throw litter in the streets as being something they do personally for the environ-
ment. Following with this trend, participants added that most if not all recycle in the
hope of helping the environment. Nonetheless, it was apparent that the only pos-
sible action students could think of was of rubbish disposal. Separating waste and
not throwing litter in the countryside is a rather superficial way of interacting
positively with the environment. The detachment felt from the environment has
probably influenced the actions taken by most students in this way.

Moderator: Do you do anything for the environment?

Student 1: If there are dustbins, I do not throw rubbish on the floor.

Student 2: I separate waste and do not throw garbage on the floor.

Moderator: Is there someone who does something else?

Student 3: My mother has lots of paper and we throw them properly in the bins.

(Transcript 2)

Many participants reported very few other personal actions they perform for the
environment. Nonetheless many of these actions do not actually cost anything to
do, or have a minimal cost. The main cost was one’s time. The majority of personal
actions reported, involved separating waste into different streams or perhaps using
reusable items.

Student 1: We have many bags at home. We fill them up with paper and then we go to
recycle them.

Student 2: We keep our foodstuffs and containers till Saturday and then we go to give the
caps so we can recycle.

Student 3: For example, when we go to the sea we throw our garbage in dustbins.

(Transcript 2)
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8 Me, Us and Them

When discussing what the environment means for them, a number of students
mentioned both the rural and the urban environment. Nonetheless, it is clear from
their replies that they are now accepting to the seemingly inevitable state of the
current environment, which lacks in plants and natural habitats.

Moderator: What is the Maltese environment. What comes to your mind first?

Student 1: The only thing that comes to my mind is Buskett because it is the only forest in
Malta.

Student 2: I do not think much about the greenery—more about cars and traffic.

Moderator: What else comes to your minds?

Student 3: I think about pollution and cars; we do not have a lot of nature.

Student 4: We have a lot of buildings, Malta is small and nature is being destroyed.

(Transcript 8)

When asked about their perception of politicians, students were very much in
agreement that in the majority, the environment is very low on the agenda of
politicians and the main thrust seems to be buildings for money.

Moderator: What do you think of politicians and the environment?

Student 1: Perhaps a few are interested in the environment, but most of them are interested
in power.

Student 2: They mostly want and love buildings mainly because of the money.

(Transcript 9)

Another student commented on the way some natural areas are removed and
destroyed, hinting at a sense of futility with regard to the common citizen and the
authorities:

Student: Before we had lots of trees where I live. Now they removed everything to make
way for swings. We told them not to but they still did it.

(Transcript 2)

Some students were aware that most of the time, the main issue that tends to
destroy the environment is the need or greed for more money.

Student 1: The environment is not as it used to be because we are losing lots and lots of
fields due to buildings, because people make more money from buildings rather than fields.

Moderator: Why do they want money?

Student 1: I do not know. Perhaps to feel happy and to have a place where to live.

(Transcript 4)
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A large number of students mentioned cars in a number of different contexts
especially in air pollution and that cars create other types of unwanted disturbances
like noise. However, in the same conversation, some students appear to be rather
concerned about traffic and associate it with those that do not care about the
environment.

Student 1: We use cars that do not pollute but perhaps use another fuel. There is too much
traffic.

Students: Yes. Very true.

(Transcript 4)

Yet when asked what will be the first thing they buy when they start working—
there was near total consensus—a car. The following conversation illustrates the
ambivalent position students find themselves in when discussing cars: on the one
hand, they know they cause pollution while on the other they want to own one as
soon as possible, in the process becoming ‘traffic’. The main reason for this being
the inefficiency of the current public transport system.

Moderator: What are the main environmental problems Malta is facing?

Student 1: Pollution from cars

Student 2: Hunting in the sea and for other animals

Student 3: Noise pollution

Student 4: Too many people using cars

Student 5: Too many people using cars

Student 6: Foreigners are adding to the traffic as when they come to Malta, for example
from France or Africa they come by car and they are increasing our traffic problem

Student 1: Traffic is a big problem in Malta, and also factories that throw out a lot of
pollution and greenhouse gases.

Moderator: What would you buy first when you become adults?

Students (all): A car!

Moderator: Why?

Student 3: Because it’s easier than public transport and faster than walking

Student 4: Public transport is very slow

Student 5: You need to wait or if you’re in a hurry, better drive a car.

(Transcript 12)

A number of students commented on the differences they see between them-
selves and people who throw litter outside and generally damage the environment.
They tried to present an image of ‘us and them’, in the sense that they are doing the
right thing and the ‘others’ are not.
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Student 1: They leave a lot of litter on the floor especially close to the beaches

Moderator: Why do you think they do it?

Student 1: Because they are lazy and they think that if they throw their litter outside
someone will eventually collect it.

Student 2: In the sea there are people who do BBQ’s and they throw everything in the sea
and therefore the turtles eventually die.

Student 3: Lots of animals do not have a place to live because of people.

(Transcript 8)

9 Education, Schools and the Fall of the TV

Participants described the schooling process as being generally positive in the
provision of environmental information, but lacking when it comes to actual or
effective environmental action. Sometimes the provision of information in the
schooling process was considered to be a very important aspect of schooling. In the
following conversation, it is apparent that students really believe the information
they receive from teachers and the school. They consider it to be trustworthy unlike
that coming from TV. The Internet is also mostly used for playing rather than for
other purposes, specifically in this case for environmental information.

Moderator: From where do you learn about the environment?

Student 1: From school

Moderator: From a particular teacher or from the whole school?

Student 2: No. From the school

Moderator: Why is that. Why from the school?

Student 1: Because in Social Studies we always learnt about the sea and about pollution

Student 3: Sometimes they do a lesson on the environment at school

Student 4: We have learnt from Eco schools on the environment and on water

Moderator: How about your family and friends or perhaps any other way you gain infor-
mation about the environment?

Student 5: Sometimes we receive some papers at home

Moderator: What about TV or the Internet?

Everyone: We use them to play.

Moderator: Do you believe the information you get from school?

Student 2: If he is a teacher, he should know and say the truth.

Moderator: What about if you hear the same thing on TV?

Student 2: Less
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Moderator: Why?

Student 2: Because on TV they lie a bit so as to appear nice.

(Transcript 2)

When discussing other means of information and trust, students were mostly in
agreement that information from teachers is trustworthy but not from other sources,
especially TV.

Moderator: Do you trust this information?

Students: If the information is coming from a teacher it is definitely true. On TV it is
different. They lie a little bit on TV.

(Transcript 4)

Other students specifically mentioned the subjects that are linked with envi-
ronmental information, while in the same discussion the importance of learning
from fieldwork activities was discussed by a particular student.

Moderator: From where do you get information on the environment?

Most students: Everyone, social studies, chemistry, biology

Student 1: When we talk on air pollution we usually mention it in chemistry.

Moderator: So most of the information you get from school only?

Student 2: You even learn from the environment. When we went to Buskett we learnt a lot
about the environment, about the animals that live there and the types of trees and habitats
that can be found

(Transcript 4)

The Internet appears to be an as yet an untapped resource. Students use it mainly
for gaming and social media, and only use it sporadically to gather information on
the environment. Nonetheless they do sometimes go through the posts that end up
on their ‘wall’ even if they are environment related. TV appears to be a dying
medium for this generation that can have video on demand on the Internet.
Additionally, TV is not seen as being very trustworthy because of its connections to
politics and political parties.

Moderator: Do you get environmental information from the Internet?

Most students: No, not that much.

Student 1: I mostly use it for some H.W.

Student 2: Sometimes I scroll Facebook and view something about the environment.

Moderator: So you do not actively seek to find environmental information? But you just
chance encounter them?

Most students: mhm

Moderator: Do you trust the information?

An Analysis on the Effectiveness of the Lifelong Learning… 175

zench@tut.by



Student 2: On Facebook not always, even on TV because usually they say what is good for
them to say. If something is wrong with the environment they do not say it, so everything
appears to be fine.

(Transcript 5)

10 Hope

Various focus group participants had a number of comments about the environ-
mental future of the Maltese islands. They expressed their concern on the way the
construction industry and transport system have managed to destroy the little they
sometimes know of the natural world. Nonetheless the students were asked what
they would do with regard to the Maltese environment. There were a large variety
of responses, but in their majority, the replies centred on the issues of traffic and
construction indicating that students are deciphering the main environmental issues
which are plaguing Malta through their lived experiences. The students did try to
come up with some solutions to these issues indicating a probable ‘existence value’
in the natural world even though they are exposed to it in quite a limited way.

Teacher: If I had to ask you how we can solve some main environmental problems, what
would you do?

Student 1: We make more use of carpooling so we can reduce traffic, in that way the
pollution from one person is divided amongst more people.

Student 2: For example, you walk to the supermarket rather than use the car…depending
where you live, worth it.

Student 3: Make more signs not to litter, even though they still throw rubbish near the sea.

Student 4: We should make Malta bigger

Student 2: Like the Freeport at Birzebbugia

(Transcript 8)

Nonetheless, following the Nature visit as part of LLN, a number of students
started to increase the variety in their replies and include ways to safeguard bio-
diversity through all its ramifications.

Teacher: If I had to ask you on how we can solve some main environmental problems, what
would you do?

Student 1: I would convince more people to walk rather than use the car.

Student 2: We should put stray animal inside.

Student 3: I would plant trees and plants, also try to increase carpooling as much as
possible.

Student 4: We are four in the family and when we went to Salini, where they were selling
some seeds. We bought the seeds and we have planted them in the garden and out in the
countryside.
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Student 2: We invent a game were the one who finds most litter, collects it and puts it in its
rightful place.

(Transcript 8)

A number of students commented on what can be done with current vacant or
abandoned property. This student in particular discussed the possibility of removing
buildings and replanting trees.

Student 1: When I see some buildings that are not being used I try to ask myself what can
we do. How can we reduce it? For example, there are some factories that are not used
anymore like the Sunshine snack one, they can remove it and plant trees instead.

(Transcript 1)

Alternative sources of energy were mentioned by quite a number of students
both in the transport industry and also as a means of generating electricity and
reducing air pollution.

Student 1: We can build more electric cars.

Student 2: And where do we get the electricity for them?

Student 1: I do not know.

Moderator: Through their use, electric cars may still be burning fuels in a power station.

Student 1: Then we can use solar panels to have energy and we can reduce pollution.

(Transcript 4)

11 Outing Post-Mortem

When commenting on the outing, the students were allowed to say whatever they
wanted with the least prompting possible so as to not influence in any way their
replies. In their vast majority, the students enjoyed the outing, had words of praise
for the organisers and loved the idea of being a ‘bit’ close to nature—considering
the very urban lifestyle some of the students are experiencing this was probably a
very welcome change.

Some students in particular talked about how they understood more about bio-
diversity or soil erosion following the outing:

Moderator: Did you experience any change after the outing to the environment?

Student 1: I used to be afraid of spiders, I am not afraid anymore because of the harvestman.

Student 2: I really understood soil erosion—before Foresta 2000 started there were a lot of
cars and no trees and the soil used to be lost. Now because of all of the trees the soil is
staying in place.

Student 3: If I have children I want them to grow in natural surroundings not in buildings
and technology.
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(Transcript 9)

A number of participants took a holistic approach towards the experience and
managed to link the outing with other physical elements including the sun and the
air.

Moderator: Did the outing have any effect? What do you remember most?

Student 1: The environment was beautiful and you could breathe fresh air.

Student 2: I had fun seeing lots of animals, although I did not like the mosquitoes

Student 2: There was a place to sit down in the shade…and I liked that because I do not like
the sun.

(Transcript 3)

A number of students reported an increase in knowledge about the natural
environment and its biodiversity. This was also augmented by increased enthusiasm
when talking about biodiversity and nature reserves as noted by the moderator. The
importance of Foresta 2000 sites was also highlighted.

Moderator: Did you learn anything from the outing?

Student 1: We have learnt a lot about animals and plants.

Student 2: We have learnt a lot about nature and that nature is decreasing, because there are
few trees in Malta and we need more natural environment.

Student 3: That the Maltese environment is beautiful but there is lots of building. Habitats
to animals are provided thanks to the Foresta 2000 sites.

Student 4: We learnt about habitats and also how to calculate plant numbers through the use
of quadrants.

Student 5: That there are lots of shrubs and mushrooms that grow only in Malta.

(Transcript 5)

Most students provided much more detail regarding biodiversity than the
pre-focus group. In pre-focus groups, the students tended to us the generic terms
‘animals’—(annimali) or ‘plants’ (haxix/sigar).

Moderator: So how was your day at the nature reserve?

Student 1: When we went inside Simar there were many birds and we did some bird
watching and also used the magnifying glass to observe insects.

Student 2: We saw the eggs of a particular spider and we also saw the Chameleon.

Student 3: We did some type of fieldwork and we wrote our sightings about birds, reptiles
and the insects that we saw.

Student 4: We saw a bird called the Kingfisher.

(Transcript 7)
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Students also appeared to be somewhat amazed by the cycle of life and various
biodiversity adaptations they experienced during the outing. Their understanding
was not only simple recall of the various organisms and habitats, but they seem to
have been able to make the connections required to understand the complexities
present in the natural world.

Student 1: I didn’t know that from a tiny seed it could grow to a tree.

Student 2: Migration of birds and adaptations, example… the birds have to get used to
different temperatures when they migrate.

Moderator: Do you know of a bird that does this?

Students (some): Sparrow

Students (some): The Robin

(Transcript 14)

When directly asked about the experience, some students reported that they had
learnt a lot and that the activity was good fun.

Student 1: We learnt about the types and species of birds and the types of trees and also
learnt about the salt in the water.

Student 2: We walked about 1 km and then we were divided into four groups, and to see
birds we had to stay very quiet.

Moderator: Did you have fun?

Students (all): Obviously!

Student (some): It was a great experience.

(Transcript 7)

Quite a number of students pointed out that a lot of people do not appreciate
nature and the link between people and nature. They came up with such statements
only following the outings in the post-activity focus groups—giving increased
importance to the awareness raised during the activity itself.

Student 1: A lot of people do not appreciate nature; they do not understand that we cannot
live without it. In restaurants you always see people with tables…not communicating. Why
don’t they go in nature to have fun and breathe some fresh air?

(Transcript 3)

Students were mostly supportive of the view that their value system was changed
following the outing. This perhaps happened to a small degree, but it is indicative of
the potential of such outings in cultivating pro-environmental values. These value
systems were also influenced by the BirdLife Malta guides on site. The students
perceived the guides to be dedicated and passionate about what they do.

Moderator: So, if I ask you if some of your views or feelings have changed?

Student 1: Yes, personally, that I have to give more care to the environment specially to
places like Simar that help these birds come here as otherwise there are too much buildings.
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Student 2: The guides over there told us that the ducks were there before we arrived but
they had left to migrate. The guides do a great service to the animals.

(Transcript 7)

Students were also asked about the actual experience and its organisation and if
they would change anything.

Moderator: If you had to change anything from the outing, what would you change?

Student 1: The handouts, because when we were walking we could not manage and it was
rather difficult to see some animals and plants. In groups however you learn more.

(Transcript 3)

The outing to the garden inside the school was an interesting activity for the
youngest students who had a different kind of visit. Although the data is rather
limited, as only one class was involved, the difference it makes appears to be at a
lower level than that involving the full outing to the nature reserves especially
regarding values, but still it is a positive experience. It does get the students to think
about biodiversity and linked mechanisms.

Moderator: Did you enjoy the activity?

Students (all): Yes

Moderator: What did you do?

Student 1: We went and did bird noises to find worms. And I caught five.

Student 2: I do not remember.

Student 3: I found twenty-two, but I do not know what they were.

Moderator: Which coloured worm did you find most easily?

Student 2: You cannot find the green ones that quickly as they were camouflaged.

Moderator: Interesting. So what did you like most?

Students (all): Catching worms

Students (some): And making bird noises.

(Transcript 11)

12 Conclusion and Recommendations

This report is a comprehensive analysis of the new educational programme termed
‘Lifelong Learning for Nature’ which is a collaborative partnership project between
BirdLife Malta, the Ministry for Education and Employment (Malta), the Royal
Society for the Protection of Birds (UK), BirdWatch Ireland, and the Polish Society
for the Protection of Birds.
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The main results indicate that:

• Generally, students enjoyed the outing, had words of praise for the organisers
and loved the idea of being closer to nature and learning by actually doing.

• Most students had increased understanding of a number of biological and
environmental concepts including biodiversity and soil erosion.

• The outing was an enlightening experience to a majority of the participants,
which changed their views in a positive way.

• There was a spill over effect of the enthusiasm of students to their parents to
increase or start visiting similar locations.

• Students are using a large amount of time on digital media for example playing
games and also use up a lot of time on respective social media such as Facebook
ending up ‘detached’ from the natural world.

• The students’ experience of the natural world appears very limited especially if
they are coming from an urban environment.

• The lack of awareness may lead to a laissez affair attitude towards the envi-
ronment from such students.

• Not many of the participants knew other ways, besides recycling, to personally
benefit the environment.

• Participants are aware of the traffic chaos in Malta, yet at 18 their first priority
would still be to buy a car.

• Participants have a sense of futility when they talk about politicians.
• Most participants, were very frustrated by the fact that media in Malta is

manipulated to a great extent by political parties.
• The focus group participants were very positive about the truthfulness and

relevance of schools with regard to the provision of environmental information.
• Teachers have a very high trust rating when it comes to environmental issues.

The programme appears to be having a positive effect on students and teachers
and is definitely a worthwhile experience for all the participants involved. Addi-
tionally, it is clearly having an effect on both environmental knowledge and
environmental attitudes to a different extent. A number of recommendations can be
found throughout the text of this report when the results are focused on a particular
issue and warrant such a response. The following are general recommendations for
the further improvement of the programme:

• Ensuring that the potential of this activity to become a ‘significant life experi-
ence’ is achieved through better streamlining of the activities according to age,
locality and gender.

• One day is not enough. Either increase the number of outings or even better
consider spreading the outing on two days.

• Increase curricular links with more varied topics especially for secondary
students.

• Improved logistics to cater for younger students.
• More physical resources to be divided by smaller groups of students.
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• Increase links between the natural world, the social world and the economic one
in the experience as a whole.

• Increase the variety of activities to cater for different interests. A special focus
on games especially with the younger students and an increased focus on hands
on activities.

• On-going monitoring and data collection to be fed to the programme in an effort
to continuously improve in a dynamic world.
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Education for Solidarity: A Case Study
at PUCPR
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Abstract
As a broad topic, sustainability challenges companies, universities, and society
to work on their financial, ecological, and social frontiers. Many higher
education institutions have implemented the principles of sustainability in
various ways, but not always with effective results. In this context, the Pontifical
Catholic University of Paraná (PUCPR) is developing a broader program of
education for solidarity, enabling lifelong learning and sustainable development
for its students. This paper aims to describe the methodology and present the
main results of PUCPR’s education for solidarity program. This study employs
in-depth interviews and document analysis from the certification institution and
from PUCPR. It also discusses the primary topics and actions taken by the
institution. Study results illuminate a pathway for developing education for the
solidarity implementation process at universities. Outcomes from this study may
support further studies on the topic. More importantly, it may provide
universities in other Brazilian regions and countries with a consistent method-
ology to implement education for solidarity programs.
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1 Introduction

Contemporary society faces systemic challenges that threaten every life on the
planet. These challenges are manifested in several arenas, including the monopo-
lization of knowledge, imposition of a monoculture mind, unlimited growth on a
finite planet, and excessive corporate power. According to Hathaway and Boff
(2012) as well as O’Sullivan (2004), these aspects bring with them social and
ecological impacts, such as increased poverty, inequality, social exclusion, alien-
ation, and ecological destruction. This destruction is reinforced by media manip-
ulation, widespread consumerism, oppressive education systems, and artificial
environments that isolate us from nature.

We stand at the threshold of a planetary transition that must be transposed by a
process of metamorphosis, a movement that is both individual and collective. To
achieve success in this sense, it is fundamental that the human species recognize
itself as a “common unity,” where all living beings fit. Although there are apparent
external differences between the human race and the biosphere, we are essentially
composed of primordial structures, the same elements, and anima (99.9% of our
genes are identical). From a genetic perspective, we are truly one human family
(Anastacio 2016).

Despite the magnitude and diversity of today’s global problems, we must also
recognize that we have never had access to so many powerful technological and
financial resources. With regard to education, we must envisage a form of education
capable of contributing to the necessary planetary transformation. Education can
turn into reality the intention to move minds and attitudes toward an empathic,
cooperative, restorative, sustainable, and unified worldview.

In this sense, educators have a responsibility to reflect on the paradigms they
have adopted because many formal educational processes aim to maintain a status
quo that threatens the very continuity of life. Ultimately, education should seek to
achieve precisely the opposite, leading students to question the status quo and
propose changes that generate collective well-being.

With the mission of producing and disseminating knowledge, higher education
plays a fundamental role in meeting the demands of the contemporary world
(Anastacio 2016). It also holds the primary task of forming future leaders for society
(White 2014). These leaders need to reinvent themselves in search of ways that
enable them to act as effective agents of positive social transformation—not as mere
maintainers of the unsustainable status quo ubiquitous in contemporary society.
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With these ideas in mind, this article describes the methodology and presents the
main results of the elaboration process for an education program for solidarity at the
Pontifical Catholic University of Paraná (Brazil)—PUCPR. This process followed
an international accreditation methodology in education for social transformation at
higher education institutions.

2 Theoretical Base

The prevailing educational matrix subscribes to values based on competition,
individualism, and progress without limits (Anastacio 2016). Such values need to
be reassessed so that education can positively contribute to humanity’s successful
transition. Thus, it becomes apparent that there is a need to reflect on the current
circumstances of educational systems at the global and local levels; indeed, we must
reconsider the role of higher education itself in the contemporary scenario, as
education needs to be visionary, transformative and capable of instilling into
learning beings a new way of thinking, feeling and acting on life. Learners need to
be able to critically reflect on the realities into which they have been inserted, rather
than merely reproducing behaviors that are unsustainable for planetary life main-
tenance (Anastacio 2016).

O’Sullivan (2004) considers it necessary to transform the educational matrix for
the twenty-first century by developing an education that enables conditions for the
survival and evolution of the human species and the planet. Such an education
rejects the past domination and appropriation of nature and other human beings.
Education, thus, is understood from the perspective of “planetary consciousness,”
which allows an evolution away from anthropocentrism to participatory biocen-
trism. The central thesis of O’Sullivan (2004) proposes an education that fights
against consumerism and exploitation, and advocates “for a sustainable planetary
habitat for interdependent living beings” (O’Sullivan 2004, p. 26). To this end, he
proposes that education for the twenty-first century should be based on transfor-
mative learning.

Transformative learning enables students to use their knowledge and imagina-
tion to develop sustainable social innovations. In this environment, universities take
on new importance, promoting a culture of social innovation focused on the
common good. According to O’Sullivan et al. (2003), transformative learning
involves an understanding of how we relate to ourselves, to other human beings, to
nature, and to the transcendent. This paradigm also encompasses the way we
understand class, race, and gender structures, provides alternative visions of life and
power relations, and encourages a sense of peace and social justice.

Anastacio (2016) furthers the discussion by pointing out that the accelerated
imbalance of social structures threatens nature and life on the planet. These
structures exist within educational systems held together by ideologies that are
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incompatible with the demands of the contemporary world. Bearing in mind the
complexity of our current scenario, it is necessary to choose a specific reference
point in the system to leverage for transformation. As Morin (2006) makes clear,
systemic transformations begin at a marginal point in the system, from which they
spread.

By their very nature, higher education institutions (HEIs) constitute powerful
organizations that embody and disseminate the metamorphosis necessary in con-
temporary society. HEIs have a critical influence over social structures, holding the
power to develop leaders who will act in the world. Today more than ever such
institutions have an urgent responsibility to encourage transformation (Anastacio
2016).

While there is a diversity of education systems in the world, our epoch has
witnessed the globalization of education problems. The tensions experienced in
various countries are symptoms of the disharmony between the values and the
realities of our planetary condition. Universities, as transformation agents, must
focus on effectively contributing to the necessary transition (Nicolescu 1997).
Higher education institutions, thus, are called upon to promote an education capable
of generating transformation processes in individuals and societies as well as social
and natural ecosystems (Anastacio 2016).

The ultimate task of education in this transitional period must be to support
individuals in raising their intrinsic degree of “wisdom and imagination.” Referring
to the essential vocation of teaching and learning processes, Brandão asserts that
wisdom is “everything that, before conforming us as only wise specialists, dares to
form us as aspirants to be wise” (2012, p. 98). He goes on to say that “it is not only
the minds with which we think, but it is the heart of the human being that we must
touch … and change” (Brandão 2012, p. 98).

It is no longer possible for education to focus primarily on knowledge pro-
duction (Anastacio 2016). Rather, it needs to raise learners’ consciousness levels,
providing them with something more meaningful and edifying than any knowledge
in and of itself. Though there is an enormous amount of knowledge available today,
knowledge alone has not shown itself capable of solving the great questions and
challenges we face as a planetary community. In solving these questions, we seem
to lack the individual development, capacity for collective development, wisdom,
and imagination to use what we already have at our disposal. With this point of
departure, it is imperative that educational institutions become aware of their
powerful role, demonstrating a willingness to be part of the transition process.

3 Methodology

As its level of analysis, this qualitative research has the PUCPR organization,
including its campuses in Curitiba, Londrina, Maringá, and Toledo. The units of
analysis are the teaching, research, and socio-environmental (extension) projects
offered by the diverse university bodies, while the research method follows a case
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study approach. Because the analytical categories were investigated between 2015
and 2016, the study perspective is longitudinal with transversal section. In the first
phase of the selection process, the certification institution established six categories
of analysis.

The analysis in this study focuses on the first phase of the accreditation process
(which in turn is subdivided into other subphases). This phase includes mapping the
social innovation ecosystem of PUCPR and diagnosing the university’s current
stage of development. Based on the diagnosis, this research defines actions to
increase and strengthen its internal ecosystem of social innovation.

The population for this study included individuals at the Pontifical Catholic
University of Paraná, Curitiba, Brazil. We worked with different samples according
to the established layers defined by the certifying institution. This study uses an
intentional non-probabilistic sample, guided by known characteristics of the total
educational context and the certifying institution’s indications. The sample includes
representatives from various levels: at least three different fields of knowledge and
student topics, at least one socio-environmental partner institution of PUCPR, at
least two students with different graduation dates and social entrepreneurs.

The first instrument applied was an electronic form available on the certification
institution’s virtual platform. It was addressed to 30 people participating in the
sample group, and 24 people responded.

From this group, the certifying institution individually interviewed four people
via teleconference and held a conference with a focus group of 12 people. The
certifying institution analyzed these procedures and generated a report. Based on
the results of this last report and questionnaire, individuals in the sample were
invited to six biweekly meetings lasting approximately 2 h and 30 min each (be-
tween June and September 2016). These meetings had the objective of reflecting on
the report’s results and producing a plan to increase PUCPR’s social innovation
actions. The content of the meetings generated a report that was sent to the certi-
fying institution. Once submitted, this report underwent an analysis based on a set
of specific criteria, generating a new analysis regarding the university’s future
positioning in relation to strengthening the social innovation ecosystem and
expanding relevant university actions. The specific criteria were as follows: create
(university unit dedicated to social entrepreneurship), build (social innovation in all
university ecosystems), support (enable long-term development), and extend impact
(capacity to make a lasting difference).

The questions required the participants to commit to another seven meetings of
about 2 h and 30 min each. Also, seven semi-structured interviews (of about
45 min) were conducted with members at the strategic level of PUCPR and their
teams. These interviews sought answers to questions regarding the evaluation cri-
teria of the certification institution.

Other data techniques (or resources) included documentary analysis,
semi-structured interviews, questionnaires, discussion groups, and co-creation. The
procedures for applying these resources are described below. The data collected
were of two types: primary (data first collected by researchers) and secondary (data
available in various documents and reports from 2015 and 2016). We began by
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analyzing the secondary data (documents from the certifying institution) because
these documents served as a way to understand the proposed methodological
design.

Secondary sources included guiding documents from the certifying institution;
partial analysis reports prepared by the certifying institution; strategic planning of
the Marist group; strategic planning of PUCPR; the graduation development plan;
documents from the PUCPR Entrepreneurship Program; a report from the perma-
nent evaluation committee of PUCPR; meeting minutes of the working group;
information from the PUCPR Web site; and internal resolutions from PUCPR.
Secondary data were analyzed using the documentary analysis technique, under-
stood as “an operation or a set of operations aiming to represent the content of a
document in a form different from the original one, in order to facilitate further
study, its consultation and referral” (Bardin 1988, p. 45).

The primary sources used included semi-structured interviews, questionnaires,
discussion groups, and co-creation. The interviews were qualitatively analyzed in
each category, using the content analysis technique with a directed approach.

The results of the interviews and the content of the produced reports were
analyzed during a workshop in order to establish relationships between them,
particularly regarding the categories of analysis listed by the certifying institution.

The research used multiple sources of evidence (documentary analysis,
semi-structured interviews, discussion groups, co-creation, and questionnaires) in
order to enable the triangulation process. According to Trivinos (1987) and Yin
(2001), the triangulation technique aims to provide greater clarity to the meanings
under study or the internal validity of the constructs. Through varied and redundant
sources of data, triangulation expands our description and understanding of the
phenomenon under analysis.

4 Results and Analysis

This section provides an overview of the empirical study following the procedures
described in the methodology. Its purpose is to present the methodology and main
results of the education program at the Pontifical Catholic University of Paraná
(Brazil). This program is based on the contributions of an international accreditation
methodology for social transformation directed to institutions of higher education.
This section first introduces PUCPR before presenting and analyzing the identifi-
cation phase. Finally, the key elements are presented and analyzed.

4.1 Case Study—The Pontifical Catholic
University of Paraná (PUCPR)

PUCPR is present in the following cities of the state of Paraná: Curitiba, Londrina,
Toledo, and Maringá. It currently has about 30,000 students (78% are
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undergraduates), distributed in three levels of education: undergraduate (bachelor,
licentiate, and technology courses); postgraduate lato sensu, and graduate studies
stricto sensu (masters and doctorate). It operates in eight areas of knowledge
organized by school: architecture and design; communication and arts; life sciences
(agrarian, veterinary medicine, health, and biosciences); law; education and
humanities; medicine; business; and polytechnics.

PUCPR is linked to the International Marist Institute, a Catholic religious
congregation focused on education present in 79 countries. Marist institutions are
committed to students’ entire education based on ethical, Christian, and Marist
values. These values include the conception of education for solidarity. The edu-
cational project for solidarity at PUCPR seeks to align with the primary Marist
institutional documents on the subject: the Guidelines of the Marist Solidarity
Network, the Guidelines for a Pastoral School, and recently, the Guiding Principles.
These principles support the presence of and options for Marist solidarity in the
Americas. For these reasons, it is not possible to approach education for solidarity
and sustainability in PUCPR only from the prism of the university, which exists in a
much broader institutional context.

Thus, the PUCPR solidarity education project is part of the Marist Institute’s
intention to explicitly incorporate solidarity into its educational projects interna-
tionally. The university, in turn, also has a strong commitment to its institutional
mission and strategic planning in terms of the sustainable development of society
and social justice.

Implementing education for solidarity is not a simple task for the universities,
and many that have tried to implement it have found it impossible. After working
with the Communitarian Project for 15 years, PUCPR embraced more than 80,000
students with the objective of engaging “new horizons and new challenges,
including the qualification for citizenship,” providing an education for social
responsibility (PUCPR 2016).

With the engagement of so many students, the university reached a point where
it needed to design and implement an education for solidarity, with the aim of
enabling lifelong learning for sustainable development. For this goal to become a
real and effective program at the university, many actions must be taken. The
university has to evolve so that the students and communities involved become
agents of social transformation.

4.2 Identification Phase—Results

To start the process, it was necessary to identify everything that the university was
doing. As such, all management groups were involved initially to promote
awareness of the university’s goals with the education for solidarity program and
what this commitment meant for the future. At this point, the rector asked each dean
to choose two representatives from their respective schools to participate in the
group. Deans participated only in the first meeting in order to understand the
working group’s purpose and goals.
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At PUCPR, the group initially included 30 people: two from each school,
administrative coworkers, students, and members from the external community.
Participating in such a group can be very difficult, as each participant has his or her
own perspective about solidarity. To recognize these differences, participants were
invited to share their backgrounds and experiences at the beginning of the early
meetings. In addition, the meetings included a reflection on education for solidarity.
Only after these important activities did meeting topics begin to be discussed. The
content of the early meetings included discussion of social innovation as well as
roles and actions within the working group and university. However, the focus was
mainly on which concept of education for solidarity should be adopted at a Catholic
and Marist university.

4.3 Identification Phase—Analysis

This process involved a combination of two fundamental components. The first was
the identification of already existing activities, projects, research studies, and
activities. The second was the creation of interest and motivation in multiple
departments, getting professors and students excited about education for solidarity.
During this process, idea exchanges occurred without much effort from the
university.

These findings were important in terms of financial considerations. Obviously,
education for solidarity requires investment: Classrooms sometimes have to be
redesigned, faculty members have to be trained, and the university environment has
to become more collaborative and innovative. Importantly, the findings from the
identification and motivation process verified that the university had already made a
substantial investment in this arena, meaning only minor investments would be
necessary.

As a result, this process contributed to a systematic pathway toward a common
direction for the entire university. It made clear the university’s current position, its
proximity to the HEI mission, and next steps in creating a concept and structure. In
the end, it formed a reflexive, practical, and unifying core. Defining this pathway is
necessary to motivate students to become agents of social transformation, which is
the most important target for the future.

4.4 Key Elements Diagnosis—Results

The pathway to implement an education for solidarity includes key elements that
have to be organized. As shown in Fig. 1, these elements include changemaker
leadership, changemaker team, curriculum, extra curriculum, campus culture and
community involvement, coordination and structure, and research.

The changemaker leadership is a small group that supports the changemaker
team and reports to the rector and deans. At PUCPR, the changemaker team was a
group of 15 people with the goal of creating indicators for the action plan,

190 F. Frankenberger et al.

zench@tut.by



articulating topics related to education for solidarity at participants’ respective
schools or departments, and indicating actions to be developed inside the university
and with the community. As a result, it was expected that this team would be able to
encourage a social innovation culture at PUCPR and contribute to the strengthening
and expansion of this process.

Curricula had to be adapted to include topics related to sustainability, social
innovation, and social entrepreneurship, at both the undergraduate and graduate
levels. The university also has an academic support structure, which includes the
Clinic and Center for Social Inclusion as well as the Communitarian Project. The
university also hosts the Judicial Assistance Service, Center of Practice in Psy-
chology, Dentistry Clinic, Center for Sociotechnical Practices and Entrepreneurship
for Sustainable Development (SEEDS, from Portuguese Núcleo de Práticas
Sociotécnicas e Empreendedorismo para o Desenvolvimento Sustentável), and
Interdisciplinary Center for Sustainability (NIS, from Portuguese), among others.
The Communitarian Project is a 30-h obligatory discipline for all undergraduate
courses. This discipline has no formal evaluation and is purely experiential. This
project promotes activities in multiple areas, such as culture, education, entertain-
ment, digital inclusion, health, citizenship, environment, and income generation.
This project aims to involve students with the community in such a way that they
can experience and help people in different socio-environmental situations.

The extra curriculum includes several activities developed by the university and
students to develop and create actions with the community. Some of these activities
include the following: SEEDS Game Jam which aims to develop educational games

Changemaker 
Leadership 

Research 

Changemaker 
Team 

Curriculum Extra Curriculum 

Campus Culture 
and Community 

Involvement 

Coordina on and 
Structure 

Fig. 1 Key elements of education for solidarity implementation. Source Authors (2016)
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focusing on solving socio-environmental problems; projects in partnership with the
civil defense; the Center for Studies on Education and Ethnic Relations; a social
entrepreneurship extension course; and others. Human rights are particularly
important for PUCPR, reflecting a tradition of Marist values and solidarity activi-
ties, especially in the care and defense of the rights of children and teenagers.

Campus culture and community involvement relates to the communication from
all the developed and achieved actions. Printed material and Web sites have to be
developed in order to promote accomplishments. Another target of this phase is to
further develop the already existing MASA—Annual Mapping of Social and
Environmental Activities. Research is already in place at all schools, but with the
education for solidarity process, further research is required. For example, the
PIBEP scholarship for entrepreneurship and research could be used to encourage
social innovation projects.

Coordination and structure is the final point, and it is necessary to ease into the
process of education for solidarity. In the first year, it is expected that the change
leader and one assistant will work on the project for 15 h per week each. In
addition, eight professors and three coworkers will dedicate 2 h each every week. In
the second year, with more activities in place, this weekly base structure should be
revised to 40 h for the change leader and 20 h for the assistant. Professors and
coworkers would not have any change in their time commitment for the project.

4.5 Key Elements Diagnosis—Analysis

Identifying and analyzing the key elements was necessary in defining actions to
realize the education for solidarity program at PUCPR. This action plan has nine
main objectives, which resulted in several specific actions to be accomplished in
either 1, 5, or 10 years. These main objectives are identified in Fig. 2.

Objective 1, sensitize internal agents, includes actions like introducing the topic
during the teacher training process and broadcasting positive actions and results to
teachers, students, and communities. Objective 2, potentiate the topic in the cur-
riculum proposal, involves actions like offering interdisciplinary workshops and
learning routes toward education for solidarity. Objective 3, develop knowledge
about the topic, means creating research groups with a focus on education for
solidarity, as there is currently little literature in Brazil about the topic. Objective 4,
promote internal integration of action, involves integrating activities at PUCPR,
developing a virtual channel to communicate the results while maintaining teachers’

Fig. 2 Objectives of the action plan. Source Authors (2016)
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professional development via dedicated hours for projects related to education for
solidarity. Objective 5, invest in support structure requires establishment of
strategic external partnerships and social co-construction. Objective 6, stimulate
and reward actions from the internal community, includes developing a Change
Maker Prize and identifying and developing internal talents related to social
entrepreneurship. Objective 7, create an extension founding for social
entrepreneurship, means developing a complete support structure while monitoring
and registering the projects. Objective 8, broaden extension education for students
and community, involves addressing research for social impact. Finally, objective
9, spread the topic to other HEIs, involves actions, such as the development of
distance learning with national and international partners focusing on education for
solidarity.

All of these actions place emphasis on teachers who seek to learn and take
actions toward education for solidarity. They also focus on students who wish to
develop real innovative entrepreneurship projects through hackathons, entrepre-
neurial internships at companies, innovation labs, scientific initiation projects,
incubation, and/or start-up acceleration.

5 Conclusion

With the diversity and magnitude of global problems, our society is challenged to
think and act sustainably. Education is a key element enabling this change in
mindset. Going one step further, higher education has the power to change para-
digms and meet the contemporary demands of our society. Since the beginning,
higher education has been built on values such as competition, individualism, and
progress without limits. In order to change this paradigm, transformative learning
must take place.

PUCPR, a university linked to the International Marist Institute, is located in the
state of Paraná, in Brazil. For more than 15 years, the university has been working
with a Communitarian Project that has embraced more than 80,000 students. The
university now is working to incorporate solidarity into its educational projects,
allowing PUCPR to develop agents for social transformation. To reach this goal, an
identification phase first had to take place in order to verify already existing uni-
versity projects and their structures. Following this phase, the key elements could
be verified throughout the university, enabling establishment of an action plan.

As for adopting education for solidarity proposals at HEIs, managers must
understand the underpinnings of education. In turn, a minimum of practical con-
ditions must be met to make this education systemically feasible: articulation
among projects, integration with society by focusing on the challenges of our
contemporary world, and the design of institutional or organizational processes
adjusted to the demands of teachers, students, and society. Systematic institutional
actions enable more effective results in terms of students’ transformative learning.
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Ecologist and cultural historian Berry (2010) calls our current historical moment
the “terminal state”; at the same time, he adds that we can ascend to a “grace state”
because the transition is full of opportunities. Fully conscious of the challenges
faced by institutions, we believe that these obstacles must become social action.
Universities ultimately have a role in developing a sense of civic duty and public
service. It is our hope that higher education institutions can contribute as agents of
change, empowering the transformation of our society and planet.
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Education for Sustainable
Development: Vision, Policy,
Practices—An Open or Closed
‘Doorway’ for Teachers and Schools?

Athanasia Chatzifotiou

Abstract
This paper examines two English policy documents and sets two major questions:
(a) what kind of support/input these policy documents provide practitioners
(primary school teachers) in relation to EfSD and (b) how effectively this
support/input is communicated to teachers via the language used and the practices
suggested. This way the study also aims to acquire insights into the interface
between Environmental Education (EE) and Education for Sustainable Develop-
ment (EfSD). These two documents are the: ‘Cross-curricular dimensions—a
planning guide for schools’ (QCA in Cross-curricular dimensions—a planning
guide for schools, 2009a, Action—a curriculum planning guide for schools,
2009b) and the ‘Sustainable development in action—a curriculum planning guide
for schools’ (QCA 2009a, b). A critical discourse analysis method is employed
and examines these two documents in relation to a specific context relevant to
EfSD as delineated by: (a) the three important parts of Education for Sustainable
Development (EfSD), namely content, active/constructivist pedagogical
approaches, values and (b) the former Environmental Education (EE) as one of
the major predecessors of EfSD that also addressed aspects relevant with the ones
mentioned above (content, pedagogical approaches and values). The results of this
analysis identified three gaps, namely a gap between what these policies put
forward and teachers’ practices; a gap in the interface between EE and EfSD and a
gap between what teachers are asked to do and how children learn about these
issues. Thus, a discontinuity is highlighted in the rhetoric of policies that addressed
EE and EfSD which can reflect and account for discontinuities in teachers’
practices of EfSD.
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1 Introduction

Education for sustainable development has gained a prominent status in the inter-
national and national literature. It links environmental, social and economic
dimensions, and one of its major predecessors (among others such as development
education) is considered to be Environmental Education (EE).

The interface between EE and ESD is one that is not totally clear. In a similar
manner that EE was differentiated from its own predecessors, namely nature study,
outdoor education, conservation education etc., during the 1980s and early 1990s
and considered to be something more than just nature studies or outdoor education,
EfSD has also been discussed as something different to EE. The first major step
towards the notion of sustainability which later contributed to the differentiation
between EE and EfSD came in the late 1980s when the Chair of the World
Commission on Environment and Development (WCED), Gro Harlem Brundtland,
claimed that: ‘The ‘environment’ is where we all live; and ‘development’ is what we
all do in attempting to improve our lot within that abode. The two are inseparable.
Further, development issue must be seen as crucial by the political leaders who feel
that their countries have reached a plateau towards which other nations may strive.
Many of the development paths of the industrialised nations are unsustainable’
(1987, p. 12). The notions of environment and development came together and
were presented as essential components of the term ‘sustainable development’ (SD).
The most well-known definition for SD given by Our Common Future (WCED
1987) states that: ‘Sustainable development is development that meets the needs of
the present without compromising the ability of future generations to meet their
own needs’ (1987, p. 43). There were more developments following this definition
which led education scholars and policy makers to view EE in the context of EfSD.
These efforts have been culminated in UNESCO’s declaration of the United
Nation’s Decade of Education for Sustainable Development. In this document, the
overall aim is to integrate all the principles, values and practices of sustainable
development into all aspects of education and learning, with a view to address the
social, economic, cultural and environmental problems we face in the twenty-first
century. Likewise, the definition for EfSD according to UNESCO Web page (http://
www.desd.org.uk/) is: ‘Education for Sustainable development (ESD) is a vision
that aims to inclusively empower all people to take charge, cooperate and create a
sustainable future’.
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2 Rational for the Study

The study set two major questions: (a) what kind of support/input these policy
documents provide practitioners (primary school teachers) in relation to EfSD and
(b) how effectively this support/input is communicated to teachers via the language
used and the practices suggested. This way the study aims to examine also the
interface between EE and EfSD as a potential tool employed to facilitate practices
in EfSD. The way policies are interpreted, facilitate or hinder teachers’ practices,
has not been widely researched (Aikens et al. 2016). Van Poeck et al. (2014, p. 695)
argued that: ‘Empirical studies analysing actual policy processes and outcomes
remain rare…’.

When considering the differentiation between EE and EfSD, it is worth noting
that there are varying ideas in the literature whether EE and EfSD are the same or
different (Foster 2001; Jickling 2001; Young 2001). More recently, Marcinkowski
(2010) argued that: ‘Although EE has had a longer history than Education for
Sustainable Development…ESD is much broader in scope than EE. As such, ESD,
like SD, seeks to address social goals (e.g. access to food and water, healthcare,
and education; basic literacy), economic development goals (e.g. alleviating pov-
erty, improving living standards), and technological developments (e.g. cleaner
and more efficient technologies to serve local needs), as well as environmental
goals’ (2010, p. 41). Marcinckowski (2010) presents a table where he shows a
thematic overlap as well as a divergence between EE and EfSD issues. He presents
three themes: the environmental, the developmental and the social/economic.
Within the environmental theme, there are topics on natural resources, environ-
mental quality and biodiversity; within the development theme, there are topics on
potable water, sanitation and food and energy resources. Finally, within the
social/economic theme, there are topics on poverty, health care and basic literacy.
Thus, these distinctions that Marcinkowski made seem to indicate that EE and
EfSD are two distinct areas where one can argue that EfSD encompasses EE.

The necessity to move further from EE and include a wider range of topics has
also been shown by Ardoin et al. (2012) who have found that many researchers and
authors within environmental education emphasised the connections that need to be
made between learning and socio-economic and ecological aspects of EE. Simi-
larly, Tilbury et al. (2005) referring to the Australian context highlighted that
education for sustainability constitutes a new approach to EE and that it should not
be seen as an extra add-on in the curriculum but it should come in with a significant
shift in current curriculum practice. While the learning for sustainability report of
the One Planet Schools Working Group (2012) in Scotland also emphasised that the
term learning for sustainability is not limited to the environment and ‘green issues’,
but it also encompasses wider aspects that demonstrate the inextricable links
between environmental, social and economic issues.

Thus, is EfSD something new? Is it a continuation of EE? Is it an education
aspect that shares common features with EE? Answers to these questions may not
be easy. A number of scholars have examined the interface of EE and EfSD (e.g.
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Reid and Scott 2006) and have argued that this interface reflects a tension between
social justice and environmental protection issues; this tension has implications
upon teachers’ practices and renders the aforementioned questions important for
practitioners. It is worth exploring how practitioners (primary school teachers) are
supported in their practices of EfSD, and more specifically, how they are supported
in relation to the particular content, pedagogies and values of EfSD.

3 Methodology and Analysis

The study followed a qualitative methodology employing critical discourse anal-
ysis. This method aims to investigate both the surface meaning and the deeper
meaning through the researcher’s interpretative understanding (MacDonald 2005).
While the latter is a limitation to the study due to its subjective nature, the specific
context within which the study examines these documents should help counteract
this. Gee (2005) when talking about discourse analysis argued that its aim is to
contribute towards deeper thinking about the meanings of other people’s words.
The analysis of the two documents is based on Gee’s distinction between little ‘d’
discourse that refers to the grammar of what is said and big ‘D’ discourse that refers
to the ways of representing, believing and valuing (Rogers 2011).

Both documents (‘Cross-curricular dimensions—a planning guide for schools’
and the ‘Sustainable development in action—a curriculum planning guide for
schools’) delineate the specific context within which the study took place and refer
to the kind of support and help primary school teachers can have. The former
document presents the overall philosophy of the cross-curricular issues in the
English National Curriculum (where environmental education always had a niche in
one way or another), while the latter focuses on the cross-curricular dimension
relevant to sustainability and it puts forward ideas about the implementation of
education for sustainable development which link to the aspects of content, peda-
gogies and values. These documents have been selected because they are relatively
recent. Both documents were analysed based on the language used and the
meanings, values, practices they aimed to convey to practitioners. Thus, the anal-
ysis took into consideration the specific context of EfSD as delineated by: (a) the
three important parts of EfSD, namely content, active/constructivist pedagogical
approaches, values and (b) the former EE as one of the major predecessors of EfSD.

The analysis showed that EfSD is presented as something new without making
clear links to its predecessors (EE in this instance); thus, these documents represent
policies that do not seem to ‘build’ on teachers’ previous practices.

The first document examined—‘Cross-curricular dimensions—a planning guide
for schools’ (QCA 2009a, b)—addresses a discontinuity that teachers may expe-
rience in relation to EE practices (one of the former predecessors of EfSD). The
second document—‘Sustainable development in action—a curriculum planning
guide for schools’ (QCA 2009a, b)—identifies a multi-definitional approach to
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sustainable development that can contribute to the aforementioned sense of dis-
continuity and to a sense of confusion over EfSD.

4 Analysis and Findings

4.1 ‘Cross-Curricular Dimensions: A Planning Guide
for Schools’ by QCA (2009a, b)

This QCA publication presents the cross-curricular dimensions of the curriculum,
namely: identity and cultural diversity, healthy lifestyles, community participation,
enterprise, global dimension and sustainable development, technology and the
media and creativity and critical thinking. Its overall aim is to help schools plan
their projects and curriculum. At the start of this document, the Director of Cur-
riculum, QCA, Mick Waters stated that: ‘We want young people to understand,
consider and influence the world in which they live. The curriculum has to help
them to explore key dimensions by bringing their learning together around key
issue that affect our changing society’. These cross-curricular aims were also pre-
sent in the National Curriculum of 1995 in one form or another (termed ‘strands’
back then), and they were intended to promote education’s fundamental purposes
and objectives along with the other subjects of the National Curriculum. The
strands were meant to interrelate and overlap with each other because they could
initiate discussions about the values and beliefs concerning the individual and the
community. Curriculum Guidance 3 (NCC 1990) referred to the cross-curricular
elements as: ‘…ingredients which tie together the broad education of the individual
and augment what comes from the basic curriculum’ (p. 3).

This ‘historic’ parallel has been drawn because the sections of the 2009 QCA
publication that address cross-curricular dimensions employ a similar language to
the foregoing EE document from the 1990s. In particular, the 2009 QCA document
uses words and phrases such as: ‘unifying areas of learning’, ‘aspects of learning
that should permeate the curriculum and the life of a school’, ‘not curriculum
subjects’, ‘not a statutory part’, ‘compelling learning experiences’. All these
words/phrases, however, are meant to point to an aspiring integrated nature of the
school curriculum where learning occurs via projects, playful activities and is based
on children’s interest (Bredekamp 1990).

The QCA publication’s guideline to ‘compelling learning’ reflects such issues as
children taking ownership of their learning as their learning experiences are led by
children’s interests. The QCA (2009a, b) publication on this point states: ‘Learning
becomes compelling when young people take an active engagement with and
responsibility for their own learning, increasing the impact and potential for future
development’ (p. 8). The stress placed on active engagement is significant because it
does reflect pedagogical characteristics relevant to both EE and EfSD practices. The
importance of active engagement though can be questioned when one considers that
most teachers hardly have such flexibility because of the targets they need to reach
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and the exams they need to prepare their pupils for. Stevenson (2007, p. 14) argued
that: ‘In environmental education rhetoric students are active thinkers and gen-
erators of knowledge, but in schools students are usually in the passive position of
spectators and recipients of other people’s knowledge and thinking’.

Thus, while a ‘compelling learning experience’ is a very attractive feature of a
cross-curricular format that ties well both with the EE and the EfSD rhetoric, there
are very real practical limitations that inevitably affect the ways in which teachers
can implement such flexible and active-orientated aspects of the curriculum.

The QCA report attempts to address the foregoing problem by stating that:
‘Every school will find its own way to build the dimensions into the curriculum’
(QCA 2009a, b, p. 9). It asks teachers to consider three questions that can enable
them implement these cross-curricular dimensions into the discipline-organised
curriculum. These questions are: ‘What are you trying to achieve?’, ‘How will you
organise the learning?’ and ‘How well are you achieving your aims?’ These
questions reflect the conventional form of practices in a school setting where
coverage of particular content is fixed, taught and assessed accordingly. Teachers
need to devise, specify and plan in advance the particular content for each
cross-curricular dimension in order to complete it and assess it. In other words,
these questions show that the cross-curricular dimensions are essentially the sole
responsibility of the teachers, while children’s active input as envisaged by con-
structivist pedagogical approaches seems to be put aside. In Western, mainstream
school contexts, educational practices are structured on distinct disciplines that
reflect acquisition of concepts/content which need to be taught and assessed
accordingly; EE and EfSD do not fall under one such distinct discipline and so
teachers’ practices cannot be facilitated in this sense. This is an issue that had been
highlighted as a barrier to EE before. Stevenson (2007, p. 150) argued that: ‘A
problem-centred or interdisciplinary curriculum, as entailed in environmental
education, creates problems for teacher in curriculum organisation, pedagogical
control…and the assessment of student learning…’.

4.1.1 Global Dimension and Sustainable Development
The cross-curricular topic that aims to encompass EfSD is entitled: ‘Global
dimension and sustainable development’. The term ‘Global dimension’ is different
to the term ‘Global education’. The latter had gained prominence in the 1980s and
encompasses a variety of educational aspects like peace education, human rights
education, global and development education. According to Bourn et al. (2016,
p. 9), the term ‘Global dimension’ is: ‘…associated with a specific initiative in
England’ which included eight distinct concepts, namely: global citizenship, sus-
tainable development, values and perceptions, interdependence, social justice,
diversity, conflict resolution and human rights. There seems to be a mix of terms
where ‘global education’, ‘global dimension’ and ‘sustainable development’ are
presented either as separate entities or as part of each other (e.g. sustainable
development as part of global dimension but also forms part of the title of the
cross-curricular dimension).
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These concepts are meant to provide teachers with frameworks within which
their EfSD teaching can be planned and delivered. The term itself (Global
dimension and sustainable development) and these eight concepts that embraced,
do not bear a strong relationship to the EE term. The word ‘education’ has been
eliminated, while the term ‘sustainable development’ has been put side by side with
the phrase ‘global dimension’. This is important to mention because teachers who
delivered EE and other educational forms like development education may perceive
this as a totally new educational development by which they can be intimidated.
The phrase ‘Global dimension and sustainable development’ does not clearly
indicate ideas about content, pedagogies or values. So, the sheer change of the term
seems to create a sense of ‘discontinuity’ in teachers’ practices because it does not
take into consideration teachers’ past practices.

For every cross-curricular dimension, the publication offers a number of ques-
tions that can help teachers integrate these dimensions to the curriculum. In relation
to the ‘Global dimension and sustainable development’ cross-curricular dimension,
there are three questions that the authors pose to help teachers organise such pro-
jects. These are:

What are the biggest challenges facing our planet and how might they alter its future?

How can I enjoy a good quality of life, without transferring problems to people in other
parts of the world? and

How can I become an active global citizen and help look after the planet for future
generations?

These questions reflect mainly a ‘content’ aspect, relevant to EfSD, while the
‘values’ and the ‘pedagogical approaches’ are not as prominent aspects. The first
question is one that relates mostly to ‘content’ linked to EE as it has been known
mostly thus far, that is, content that focus on ‘pure’ environmental issues, including
pollution, use of natural resources, biodiversity, etc.; the second question relates
mostly to ‘content’ in terms of development issues (such as sanitation, food and
energy sources, potable water) which are issues shared between EE and EfSD. In
this instance, values education can be surmised because the language used focuses
on words like ‘quality of life’ and not ‘transferring problems to people in other parts
of the world’. Finally, the third question relates to ‘content’ in terms of issues of a
socio/economic nature (such as poverty, health care) which are issues primarily
within the EfSD realm; here, again values education is insinuated because the topics
address wider issues like poverty. Admittedly, these questions can help teachers
focus their activities towards particular topics. The ‘content’ seems to have the
biggest part, followed by ‘values education’, while the active, constructivist ped-
agogical approaches are not shown. At the same time and rather implicitly, there
seems to be a merge between EE and ESD with no particular distinctions made,
while the ‘global’ dimension in these questions is not discussed in relation to
‘sustainability’. Presenting and discussing the ‘Global dimension and sustainable
development’ cross-curricular dimension in relation to EE could have potentially
helped teachers see the relevance of all these new elements to their current
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practices. Such an approach would not only enhance continuity, but could also
further promote EfSD since teachers would not necessarily see it as something new
for which they would have to start afresh. Considering that there are no apparent
boundaries delineating EfSD as there have been with EE (education for, in and
about the environment) which may have been helpful for teachers to focus on
different aspects of EE, one can only wonder how the apparent disconnect between
EE and EfSD as evinced by the aforementioned may compromise teachers’ prac-
tices; teachers’ practices are very important in delivering EfSD. The Bourn et al.
report (2016) has highlighted that in all four UK nations, England, Wales, Scotland
and Northern Ireland, EfSD is relied upon enthusiastic individuals in schools
(teachers, head teachers, etc.) that promote EfSD. The practices of such enthusiastic
individuals can also be compromised and differ between the four nations based on
the priority and provisions given to EfSD. For instance, in Scotland there are
initiatives like the learning for sustainability report of the One Planet Schools
Working Group (2012) that discussed the importance of teacher training in sus-
tainability, and pledged that every practitioner, school and education leader should
demonstrate learning for sustainability in their practice; in the English context
though, a UNESCO brief policy report (2013) highlighted that the teaching agency
responsible for English school teachers does not have any interest in sustainability.
In the light of such variation in training, teachers in England may find themselves in
disadvantage when it comes to EfSD.

Overall, the QCA publication ‘Cross-curricular dimensions—A planning guide
for schools’ (2009a, b) does not seem to promote EfSD in teachers’ practices
because firstly its rhetoric on compelling learning experiences contradicts the tight,
subject-based nature of the curriculum’; secondly, there seems to be an imbalance
between ‘content’, ‘values’ and ‘active pedagogical approaches’ in terms of com-
municating to teachers what they are supposed to be doing; thirdly, EE and EfSD
do not exist in this document, not least as terms already familiar to teachers from
their practices and from previous governmental publications that aimed to promote
them.

4.2 ‘Sustainable Development in Action (SDA): A Curriculum
Planning Guide for Schools’, QCA (2009a, b)

I now turn to the SDA document published in 2009; this document aims to help
schools and teachers of all subjects in primary and secondary schools to develop
sustainable development (SD) in their curricula. I focus on the first part of this
publication because it provides an introduction to SD and discusses its importance
and relevance to school curricula. The other three sections cover practical activities,
case studies and how to get further support.

Under the section ‘Purpose of this guide’, the publication presents sustainable
development as: ‘…a wide-ranging concept with implications for the whole edu-
cation and children’s services sector’ (QCA 2009a, b p. 1). This part here focuses
on the term ‘sustainable development’. This is a very short and general presentation
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that conveys a message of urgency and importance, inferring that everyone needs to
be aware of SD’s implications because education and children’s services are rele-
vant to its implementation. This message then is further promoted by providing
teachers with a framework within which they can start thinking how to implement
SD in their schools. This framework comprises three parts, namely: ‘A commitment
to care’, ‘An integrated approach’ and ‘A selection of sustainability themes or
doorways’.

These three themes represent three different aspects. The first part represents
values and it mentions that: ‘A sustainable school helps learners care about
themselves, each other and the environment’ (QCA 2009a, b p. 1). The second part
represents more of a pedagogical tool promoting the notion of an integrated
approach to the curriculum that: ‘…explores sustainable development through its
learning (curriculum); in its values and ways of working (campus); and in its
engagement of local people and partners (community)’ (QCA 2009a, b p. 1). The
third part represents potential content for SD. It explains that the themes or
‘doorways’ are entry points for issues that have been established nationally as
priorities for sustainable development, namely food and drink, energy and water,
travel and traffic, purchasing and waste, buildings and grounds, inclusion and
participation, local well-being and global dimension. The message conveyed to
practitioners is that EfSD can be a number of different things. More specifically, it
can be about values and teaching values, it can be about a different way of
approaching and delivering the curriculum or it can even be about particular content
areas. While all these three aspects form the ‘DNA’ of EfSD, they can be confusing
for teachers and may be considered as a ‘big leap’ for teachers who see their
practices usually focusing on a set curriculum, while at the same time they’re asked
to devise, plan and implement cross-curricular dimensions. Even though the SDA
publication was meant to provide teachers with opportunities to enrich the cur-
riculum, the message about enrichment seems to rely only on teachers’ efforts,
while not much is given in terms of what the enrichment entails and how it can be
achieved.

Moving on, the publication makes a ‘bigger leap’ by trying to link the role of
learners with achieving sustainable futures. This point is made most clearly in the
section that addresses the definition for SD which reflects that from Our Common
Future (WECD 1987); that is, present and future generations’ needs and rights need
to be taken into consideration. Here, the language used to talk about SD in this part
of the publication is quite general and distanced from educational practices. The
curriculum’s overall aims (successful learners, confident individuals and responsi-
ble citizens) are also presented, and it is argued that these aims should be realised
via embedding SD in the curriculum. Achieving this, children can become creative
and resourceful citizens with secure values and beliefs that can sustain, improve and
change things for the better. There is nothing in particular to indicate how SD can
be embedded in the curriculum which could further contextualise the ‘active ped-
agogical approaches’. These aims are also strikingly similar to those given in the
National Curriculum in the 1990s when ‘strands’ were to be the glue that would tie
together statutory and non-statutory parts of the curriculum in order to achieve
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better values for individuals and their communities. One can wonder, apart from
rhetoric what else has been changed to this end in relation to core subjects and
cross-curricular dimensions.

In the light of the New Curriculum that has been implemented from September
2014 in England, the Expert Panel Review mentioned that the curriculum needs to
contribute to environmental stewardship and this should be included as one of the
five overall aims of the new curriculum. Apart from this statement, there is nothing
else to suggest how environmental stewardship is to be conceptualised—that is how
‘content’, ‘values’ and ‘active pedagogical approaches’ can be facilitated in the
curriculum.

The SDA publication goes on to offer some quotes from learners in primary and
secondary schools who participated in SD projects. Their quotes highlight mainly
what they have learnt rather than how empowered, confident and responsible they
may have become. For instance, some of these quotes mentioned that they learnt
about energy and how to save it, and they learned how to help the planet and about
green things; one of these quotes actually talked about how this learning helped a
pupil see things changing and being able to become part of this change. No one
denies the importance of all the above mentioned by the learners but EfSD needs to
address learning as a process rather than just a nice outcome. Most recently, the
Bourn et al (2016, p. 7) report claimed that: ‘Merely promoting learning about
these themes is not enough. Alongside any form of promotion of learning about
issues such as climate change, global poverty and gender equality, there needs to
be consideration of how children learn about them, what influences their views and
behaviours, and how a more critical and engaged approach towards learning can
be promoted and sustained for both teachers and learners’. That is, focusing only
on the ‘content’ is not enough; the other two aspects—‘values’ and ‘active peda-
gogical approaches’—are necessary for achieving effective EfSD.

Then, the SDA document moves on to present the big picture of sustainable
development. Another definition of SD is put forward. This time SD is ‘…a way of
thinking about how we organise our lives and work—including our education
system—so that we protect our most precious resource, the planet’ (QCA 2009a, b,
p. 4). The section goes on to talk about overuse of resources, making choices for
future generations to live in a fairer world, climate change and finding solutions to
slow down climate change by holding for instance carbon—free days. These sec-
tions cover primarily potential ‘content’ and secondly, values that pupils need to
develop in a societal context much wider than the educational one. An example is
given of an Indian school working on climate change and natural disasters. While it
is a very interesting example, it is nevertheless taken from a social and educational
context quite different to the UK. Teachers in India and in the UK need to be
dealing with different issues when planning their curriculum activities.
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5 Discussion

While these two documents are aiming to help primary school teachers, it is
questionable how much this is achieved. EfSD does not seem to be clearly reflected
in these guidelines. Teachers read about sustainable development and sustainable
futures, and they are asked to see sustainable development as a dimension that can
be used as a content, as a pedagogical tool and as a set of values for teaching pupils.
This multi-definitional approach may confuse rather than helping teachers work
towards EfSD. Admittedly, all these features (content, pedagogical tool and values
for future generations) are important and do constitute the main ‘DNA’ of EfSD.
The question is how these can be presented to teachers in a manner that make sense
in terms of what they have been doing so far and what they need to be doing in
future.

The majority of information presented in these policy documents focus on what
teachers need to do without any particular consideration of how children learn about
these issues. Further testament to all the above is an Office for Standards in Edu-
cation (Ofsted) report in 2008 which showed that in most schools (a selection of
primary and secondary schools) the promotion of sustainable development was
characterised as inconsistent and uncoordinated where sustainable development was
a peripheral issue (within extra-curricular activities—involving only a minority of
pupils). Similarly, the Sustainability and Environment Education (SEED) organi-
sation commissioned Schoolzone to investigate barriers and motivators for adopting
sustainability programmes in schools. The author of the Schoolzone report Collie
(2008) said that: ‘Unfortunately, levels of understanding about what sustainability
means results in teachers and leaders finding great difficulty in anticipating an
answer to this question’. These reports reflect the difficulties that teachers face
when addressing sustainable development. Their knowledge about sustainability is
limited, and as a result there is not any coherence in implementing EfSD. These
results also show the imbalance between the content, pedagogy and values of EfSD.

The documents presented in this paper aim to help and empower teachers to
deliver EfSD but they present a cross-curricular theme on sustainability and
globalisation that is remote from teachers’ practices. This remoteness was further
evinced in the response to the proposed National Curriculum for England in 2014
given by the WWF-UK. They argue that while there is a clear need for a core
knowledge base, the National Curriculum needs to do more and reflect better EfSD.
In particular they claimed that: ‘…the aims set out here represent a very limited
vision of what education should be about, with no explicit mention of skills or
values or sufficient reference to key concepts for our time, such as sustainable
development and the need to address climate change’. (www.wwf.org.uk/what_
we_do/working_with_schools/our_response_to_the_national_curriculum_review.
cfm). The WWF-UK also asked for the retention of the 2000 National Curriculum
aims where the terms environment and sustainable development are clearly men-
tioned, while they also commented on the actual draft programmes of study where,
for instance, there was no explicit mention of climate change in science before Key
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Stage 3. Within formal education, a UNESCO brief policy paper (2013) for EfSD in
the UK argued that: ‘This reduced government focus on sustainable development
has resulted in increased uncertainties amongst educational institutions and
practitioners about how much emphasis to place on sustainability within teaching
and learning’ (2013, p. 17). So teachers not only have limited preparation for
sustainability issues in education but also feel uncertain as to how to go about
addressing sustainability.

This study identified three gaps which the aforementioned reports from Ofsted
and SEED further enhanced. These are: a gap between the policies examined here
and teachers’ practices; a gap in the interface between EE and EfSD; and a gap
between what teachers are asked to do and how children learn about these issues.
These gaps need to be addressed in a clear manner. For instance, the progression or
the change from the term ‘EE’ needs to highlight commonalities and differences in
‘content’, ‘values’ and ‘pedagogies’ in order for practitioners to ensure consistency
and continuity in their practices. It is still not clear whether there has been a
transition from one term to another (environmental education to education for
sustainability) or whether a new term (e.g. education for sustainability) replaced
another (environmental education) or others for that matter (environmental edu-
cation, development education, human rights, education, peace education, etc.); this
lack of clarity needs to be addressed in policies and hopefully help teachers enhance
their practices.

However, very recently the Bourn et al (2016) report acknowledged that with the
2010 change of government in UK, the global citizenship and sustainability aspects
almost disappeared from the curriculum. This same report highlighted the use of
another term—‘fundamental British values’—that from January 2015 needs to be
actively promoted in primary and secondary schools as a new framework within
which teachers are asked to think, plan and practice their teaching in general and in
EfSD as well. That is, another platform, another term that teachers need to
reconfigure, adjusts and links with what they have been doing thus far.
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Knowledge, Attitudes and Behaviour
Towards the Environment
of Secondary School Teachers

A. Cini and Mark Mifsud

Abstract
This study attempts to analyse the environmental knowledge, attitudes and
behaviour of secondary school teachers. Factors affecting environmental knowl-
edge, attitudes and behaviour were also identified. Furthermore, the importance
that teachers give to Environmental Education in their lessons was analysed. This
research involved the use of both quantitative and qualitative modes of inquiry.
Two hundred and thirty eight questionnaire respondents and seven interviewees
took part in the research. Statistical and thematic analysis of the data obtained from
the questionnaires and interviews was carried out respectively. Triangulation of
data was also done. The analysis revealed that secondary school teachers have an
overall good level of environmental knowledge, yet lacking some detail; and an
overall positive attitude and behaviour towards the environment. A significant
relationship between the environmental attitudes and behaviour as well as the
environmental knowledge and behaviour was identified. The implementation of
EE by secondary school teachers was characterised by a strong influence of the
curriculum. In addition, they also incorporate EE through pro-environmental
behaviour, particularly concerning waste issues. The main restrictions that limit
secondary school teachers from including EE are time constraints and the negative
feedback they receive. With regards to the grounding offered to teachers related to
EE, secondary school teachers described the teacher training courses as beingmore
theoretical rather than focusing on practical applications. In light of these findings,
this research puts forward suggestions for a better structure of teacher training
courses.
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1 Introduction

The influence teachers have in the life of their students is of utmost importance.
This study focuses on the kind of environmental education that teachers are giving
to their students. The latter spend the majority of their time at school therefore
teachers have the opportunity to make a difference in the lives of their students. As
Ortiz stated, the teachers can be considered to be ‘the greatest public servants’
whose aim is to educate their students for a better future (Ortiz 2006). This study
aims to investigate the knowledge, attitudes and behaviour that secondary school
teachers in Malta have towards the environment. In this way, the study will analyse
what knowledge is being passed on to the students and what are the attitudes and
behaviours that are being presented by the teachers to the students. The research
also focuses on the factors that affect the knowledge, attitudes and behaviour
towards the environment of secondary school teachers, and aims to investigate the
importance that the teachers are giving to environmental education in their lessons.
An overarching general aim that follows from the collection of the data will be to
propose a better structure for teacher training courses.

2 Literature Review

The hard and precious work done by teachers can influence young people in some
positive environmental attitudes in the future. Fien and Tilbury (1996) point out that
the urgent need to include EE in teacher training programmes has been recognised
by a great number of international and intergovernmental organisations and agen-
cies. These include the International Union for Conservation of Nature and Natural
Resources (IUCN) Environmental Conference (1971), the International Belgrade
Workshop (1975), the Tbilisi Conference (1977) and the United Nations Confer-
ence on Environment and Development, the Earth Summit (1992). In the
UNESCO-UNEP International Environmental Education Programme, teacher
preparation has been described as the ‘priority of priorities’ (UNESCO-15 UNEP
1990, p. 1). UNESCO’s interpretation about the importance of teacher education in
order to prepare individuals, who are ethically responsible towards the environment,
shows an international and intergovernmental need to train teachers.
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3 Local Focused Actions Targeting Teacher Training

In 1978, the Faculty of Education in Malta offered its first degree level course in
education. The course consisted of five major components one of which was
Curriculum studies, which included two-course units dedicated to Environmental
Studies, a unit dedicated to Social Studies and groundwork of Geography with
special reference to the Maltese Islands and culture (Ventura 1996). These units
provided an environmental dimension to the teaching course, giving the prospective
teachers aspects of knowledge and skills regarding the environment. Science stu-
dents did not follow the same units. For them, the environmental dimension was
covered through some units of Integrated Science and Earth Science (Ventura
1996). Biology specialists followed further units including Environmental Biology,
which also served as an environmental dimension in their course. By the
mid-1980s, especially in 1987 which was close to the UNESCO-UNEP Moscow
Congress, the Faculty of Education staff emphasised the idea of an interdisciplinary
EE. This new dimension of EE was expressed in the first National Training
Workshop on EE in Malta, organised by the Institute of Design for Environmental
Action [IDEA] (Ventura 1996). In this workshop, new ways and ideas on how to
implement EE were proposed. However, as Pace (1997) argues, the ideas proposed
in this workshop were ideal and were not actually put into practice. Another step
which helped teachers implementing EE in the classroom was a UNESCO funded
project run by the Faculty of Education of the University of Malta. This project was
aimed to produce a teachers’ manual for primary teachers (both experienced
teachers and student teachers) with practical ideas on how to include EE as a
cross-curricular theme (University of Malta 1991). In 1993, there was another
publication by the Science Centre of the Education 16 Division which consisted of
a teacher’s manual on how to put EE in practice and in connection with the
curriculum (White 1993). Some of the latest developments in the scenario of the EE
in the Maltese islands are: the formation of the Maltese Association of Environ-
mental Educators (MAEE) formed in April 2002, the formation of the Centre for
Environmental Education Research (CEER) in 2004, the introduction of the Young
Reporters for the Environment (YRE) programme in 2008 and the introduction of
the first Masters in Education for sustainable development at the University of
Malta in 2011 (Mifsud 2012). If one takes a look at the present courses offered by
the Faculty of Education at the University of Malta, not all prospective student
teachers are given an environmental dimension in their course. Clearly, this would
not help to instil environmental awareness among the prospective teachers in order
to include EE as part of their teaching. In the B.Ed. (Hons.) Primary programme the
students have three study units concerning EE. In the B.Ed. (Hons.) Secondary
programme, it depends on the individual area of study. Students within the Geo-
graphical and Science areas receive a number of study units on EE, while students
within the area of study of the languages, Technical Design and Technology,
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Mathematics, Computing and Physical Education do not have any type of envi-
ronmental dimension in their course. In the Post Graduate Certificate of Education
(PGCE) programme, there are very few optional study units that specifically have
an environmental dimension (University of Malta 2013).

4 The International Scenario

International surveys analysing initiatives in pre-service teacher education provision
for EE in several parts of the world reveal a pattern of growing interest but little
co-ordination (Bowman and Disinger 1980; Coon 1980; Peyton and Hungerford
1980; Stapp et al. 1980; Williams 1985, 1988, 1992; Mishra et al. 1985; Simpson
et al. 1988; Ballantyne and Aston 1990; NIER 1993; Education Network for
Environment and Development, n.d., as cited by Fien and Tilbury 1996). After
making a deep analysis of the work done in pre-service teacher training courses
with regards to EE efforts, Fien and Tilbury (1996, p. 39), state that they ‘vary
greatly not only from nation to nation but also from institution to institution within
nations’. As Selim (1997, as cited by Fien and Tilbury 1996, p. 39) discusses, both
developed and developing countries are regarded to experience a ‘gap between a
clearly perceived international commitment and an inadequate degree of practical
implementation’ Clearly this ‘gap’ is shown in the situation where teacher training
was indicated by nations of every region of the world to be the most intense EE
need and priority, in response to a UNESCO questionnaire preceding of the Bel-
grade workshop (UNESCO-UNEP 1990). Yet, as Fien and Tilbury (1996, p. 39)
state, ‘there is a critical worldwide shortage of teachers with necessary compe-
tencies to incorporate the environmental dimension into education effectively’. Up
till the present situation, as Pace (2010, p. 5) mentions, ‘environmental education
failed to deliver what it promised’ and because of this various literature is justifying
the idea of shifting towards education for sustainable development (ESD). Yet, in
spite of the work done by educators and 18 environmentalists, ‘ESD is still far from
universally implemented’ (McKeown 2002 as cited by Yang and Lam 2009, p. 23).

5 Methodology

In this research, a mixed methodology of quantitative and qualitative modes of
inquiry was used. This type of methodology was chosen to deal with the objectives
of the research from different aspects.

As a quantitative mode of inquiry, a questionnaire was chosen as the instrument
to analyse the environmental knowledge, attitudes and behaviour of secondary
school teachers. As a qualitative mode of inquiry, an individual, semi-structured
interview was conducted with seven secondary school teachers. The interview
contributed to go further than just analysing the environmental knowledge, attitudes
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and behaviour of the teachers. This mixed method research was done sequentially.
In such research, the quantitative part preceded the qualitative one, and influenced
the objectives of the latter research.

A structured questionnaire was designed with the majority being closed-ended
questions, and a final open-ended question. A structured and closed questionnaire
enables comparisons to be made across groups in the sample (Oppenheim 1992,
p. 115 as cited by Cohen et al. 2011, p. 382).

One of the main targets of this study is to compare groups whilst attempting to
identify the factors that affect the knowledge, attitudes and behaviour towards the
environment of secondary school teachers. A final open-ended general question
regarding the participants’ comments about the Maltese environment was included.
This type of question would enable the participants to explain and qualify their
responses without limitations of pre-set categories of response (Cohen et al. 2011,
p. 382).

The questionnaire focused on 5 main environmental topics. These are waste, air,
energy, biodiversity, water. Multiple choice items were chosen as the type of
questions to analyse the participants’ environmental knowledge. A Likert scale type
of response was chosen for the questions analysing the environmental attitudes and
behaviour. The questions about environmental attitudes were designed with a 5
point Likert scale ranging from ‘Strongly Disagree’ to ‘Strongly Agree’. The
questions about environmental behaviour were designed with a 5 point Likert scale
ranging from ‘Always’ to ‘Never’. In other words the participants were required to
mark the likelihood of performing that particular behaviour. The questionnaire was
tested by doing a pilot study, during which the pilot questionnaire was distributed to
a representative sample of the total number of participants.

With regards to the qualitative part of the research, semi-structured interviews
were conducted with a number of secondary school teachers. ‘A major advantage of
the interview is adaptability’ (Bell 1999, p. 135). During the interviews, the
interviewees were probed accordingly and the responses were clarified immedi-
ately. The interviews were an extension of what was being investigated in the
questionnaires. Whereas the questionnaires focused on the teachers per se
(in relation to their environmental knowledge, attitudes and behaviour), the inter-
view questions moved a step further and analysed what was actually being done by
the teachers in the classroom. The interviews were conducted after the question-
naires were analysed. Thus the questions were designed after analysing the ques-
tionnaires, by reviewing similar past dissertations and through consultation with the
tutor. The interviews were recorded and then transcription for each response was
done.

The first step when choosing the appropriate sample size was to identify the
number of secondary school teachers in Malta. For the 2012/2013 scholastic year,
the total number of secondary school teachers in Malta resulted to be approximately
3197. When choosing the sample size for the quantitative part of the research, it was
kept in mind that having a large sample implies having a better confidence interval
and confidence level. The time limit to finalise this research was also taken into
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consideration. Therefore the best compromise between the two was found.
The sample size for the questionnaires was chosen to be 200. This implies that
taking a confidence level of 95%, the confidence interval will be 6.71. These values
were calculated using a Sample Size Calculator (Surveysystem.com 2014). A total
of 238 complete questionnaires were collected instead of 200. This implied that
taking a confidence level of 95%, the confidence interval resulted to be 6.1 (Sur-
veysystem.com 2014). With regards to the sample size for the pilot questionnaire, it
was decided that 30 questionnaires were enough to provide a good insight of the
changes that needed to be done.

In the qualitative research, a much smaller sample size of secondary school
teachers was chosen due to the fact that it was a mixed method research (where the
interviews were not the only mode of inquiry).

One pilot interview was conducted and analysed. Eventually, seven further
individual interviews were conducted with secondary school teachers coming from
different school sectors (State, Church and Independent) and type of school (BSS,
GSS and Co-ed). A representative sample from the actual cohort of teachers was
chosen.

Limitations in the study included the fact that when answering the knowledge
questions, the participants might have researched the answers from different sour-
ces. Another issue is that environmental issues are very vast, so this study might
have provided a limited view of the whole idea of environmental knowledge,
attitudes and behaviour of secondary school teachers.

6 Results

6.1 Quantitative Analysis

Upon analysing the sample, the majority of those who responded were females
(67.8%) with the remaining 32.2% being males. The most popular age range of the
sample was that between 30 and 39 years of age. Following that, there were the
20–29, 40–49, 50–59 years and the 60+ year group respectively.

Upon analysing the sources of environmental knowledge, it resulted that the
participant teachers acquired most of their environmental knowledge from the
Internet. The least source of information resulted to be ‘Friends and Family’.

The knowledge questions were analysed by giving a weighing score with the
value of one for every ‘Correct’ answer and a weighing score with the value of zero
for every ‘Incorrect’ or ‘Don’t Know’ answer. This study shows that the participant
teachers’ general knowledge about the environment had a mean score of 9.26 (out
of 15). The standard deviation for the total knowledge score of each participant
resulted to be 2.68, which means that the scores varied slightly. A variation was
noticed between the five subtopics. The participants were most knowledgeable
about ‘Waste’ with a mean score of 2.32 (out of 3). Following closely, the par-
ticipants obtained a mean score of 2.13 in the questions about ‘Air’. Further down
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the participants obtained a mean score of 1.87, 1.49 and 1.45 in the questions about
‘Energy’, ‘Biodiversity’ and ‘Water’ respectively.

Tables 1, 2, 3, 4 and 5 illustrate the results obtained in each subtopic for each
individual question.

Environmental attitudes were analysed using the Likert Scale, where each
statement was given a weighing score. The statements were divided into positive
and negative statements, where a positive attribute towards the environment was
given the highest weighing score. Table 6 indicates how the positive and negative
statements were given a weighing score accordingly.

Table 1 Descriptive statistics—environmental knowledge: subtopic—waste

Subtopic: waste Number of respondents Correct (score) Correct (%)

Q9: Hazardous waste 237 196 82.7

Q16: Disposal of energy
saving light bulbs

237 126 53.2

Q19: Bring-in sites 238 231 97.1

Table 2 Descriptive statistics—environmental knowledge: subtopic—air

Subtopic: air Number of respondents Correct (score) Correct (%)

Q10: Greenhouse gases 237 204 86.1

Q11: Purpose of the ozone layer 237 140 59.1

Q12: Depletion of the ozone layer 237 162 68.4

Table 3 Descriptive statistics—environmental knowledge: subtopic—energy

Subtopic: energy Number of respondents Correct (score) Correct (%)

Q13: Renewable energy resource 237 210 88.6

Q14: EU targets for renewable energy 237 47 19.8

Q15: Fossil fuels 236 187 79.2

Table 4 Descriptive statistics—environmental knowledge: subtopic—biodiversity

Subtopic: biodiversity Number of respondents Correct (score) Correct (%)

Q17: Endemic organisms 238 109 45.8

Q20: Biosphere 238 155 65.1

Q21: Keystone species 238 91 38.2

Table 5 Descriptive statistics—environmental knowledge: subtopic—water

Subtopic: water Number of respondents Correct (score) Correct (%)

Q18: Treatment of sewage water 238 122 51.3

Q22: Main source where water is found 238 149 62.6

Q23: Availability of water 237 75 31.6
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Table 7 summarises the total attitude scores for each statement. The statement
with the highest positive environmental attitude resulted to be Statement 28 (1136
scores from 237 participants) which stated that the waste should be separated. This
was followed very closely by Statement 32 (1136 scores from 238 participants)
which stated that the issue of protecting the environment is a very important issue.

Table 6 Weighing scores for positive and negative statements

Positive statements Weighing score Negative statements Weighing score

Strongly agree 5 Strongly disagree 5

Agree 4 Disagree 4

Not sure 3 Not sure 3

Disagree 2 Agree 2

Strongly disagree 1 Strongly agree 1

Table 7 Descriptive statistics—total attitude scores

Frequency of
participants

Total
score

Statement 24: The issue of climate change and global warming is
just a myth

237 1072

Statement 25: Products containing CFC’s and other harmful
chemicals should be banned from being used

237 987

Statement 26: Photovoltaic panels/solar water heaters should be
installed in our homes

236 1057

Statement 27: Energy efficient light bulbs should be used instead of
the classic filament bulbs

237 1096

Statement 28: The waste should be separated 237 1136

Statement 29: The current public transport system should
encourage people to make use of public transport instead of their
own personal car

238 508

Statement 30: Climate change is a relatively slow process, so I do
not need to worry that much

237 1032

Statement 31: It is OK to harm the environment as long as there is a
reason behind it

238 1094

Statement 32: The issue of protecting the environment is a very
important issue

238 1136

Statement 33: I feel very worried about the environmental
problems that are present (e.g. pollution, depletion of the natural
resources, global warming, etc.)

238 1033

Statement 34: As an individual, I can play a role in protecting the
environment

238 1053

(continued)
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This study resulted that the participant teachers had an overall positive attitude
towards the environment, with a mean score of 61.95 (out of 75). The standard
deviation for the total attitudes score of each participant resulted to be 4.38, which
means that the scores vary slightly.

Environmental behaviour was also analysed using the Likert Scale, and each
statement was given a weighing score. The statements were divided into positive
and negative statements, where a positive behaviour towards the environment was
given the highest weighing score. Table 8 indicates how the positive and negative
statements were given a weighing score accordingly.

Table 9, summarises the total scores for each environmental behaviour.
From this study, one can observe that the participant teachers have an overall

positive environmental behaviour, with a mean score of 73.39 (out of 100). The
standard deviation for the total environmental behaviour score of each participant
resulted to be 8.62, which means that the scores vary quite considerably.

Table 8 Weighing scores for positive and negative statements

Positive statements Weighing score Negative statements Weighing score

Strongly agree 5 Strongly disagree 5

Agree 4 Disagree 4

Not sure 3 Not sure 3

Disagree 2 Agree 2

Strongly disagree 1 Strongly agree 1

Table 7 (continued)

Frequency of
participants

Total
score

Statement 35: The big polluters (corporations and industries)
should be mainly responsible for protecting the environment

238 440

Statement 36: Environmental problems have an effect on your daily
life

238 1054

Statement 37: Educating people regarding the environment and its
problems will serve as a way how to solve environmental problems

238 1063

Statement 38: The government should invest more money in
protecting the environment, even if this means less money is spent
on other areas

238 983
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6.2 Qualitative Analysis

Seven individual semi-structured interviews were carried out; four interviews with
teachers from state schools, two interviews with teachers from church schools and
an interview with teachers from an independent school. As shown in Table 10,
teachers with different characteristics were chosen as the interviewees.

Table 9 Descriptive statistics—total behaviour scores

Frequency of
participants

Total
score

Statement 39: I leave the appliances on standby mode when they
are not in use

236 871

Statement 40: I turn off the lights after I go out of a particular room 236 1095

Statement 41: I put hot food inside the fridge 235 1104

Statement 42: When I am doing tea/coffee, etc. I only boil the
amount of water which I will need

236 1033

Statement 43: I buy products that are of a good efficiency grade,
even if they are a bit more expensive

236 956

Statement 44: I report polluting vehicles by sending a text message
with the car’s registration number to Transport Malta’s emission
alert number 50611899

234 389

Statement 45: I buy local products and food in order to reduce the
carbon footprint (the amount of carbon dioxide released into the
atmosphere as a result of the activities of a particular individual,
organisation, or community)

234 768

Statement 46: I collect rain water in a well in order to be reused 234 757

Statement 47: I have dripping taps at home 234 1090

Statement 48: I prefer taking a short shower instead of a bath 236 1078

Statement 49: I do my best to keep myself updated about the
environment

236 875

Statement 50: I separate waste 236 1047

Statement 51: I print on both sides of the paper 235 926

Statement 52: I recycle or refill printer cartridges instead of buying
new ones

231 759

Statement 53: I take into consideration the amount and type of
packaging when buying a particular product

236 602

Statement 54: I take part in litter cleanup activities 235 429

Statement 55: I try to use public transport or go on foot for short
distances instead of using my car

236 657

Statement 56: I make sure that the tires are properly inflated and
maintained at the proper pressure in order to reduce fuel
consumption

236 884

Statement 57: I remove excess weight from my car and remove
unused roof racks or bike carriers, which cause drag

235 913

Statement 58: I make use of energy saving light bulbs 235 1086
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After analysing the responses obtained from the interviews, the following main
themes emerged:

• The curriculum
• The school’s ethos
• Constraints
• Teachers’ attitude towards EE
• Teachers’ knowledge about the environment
• Teachers’ views and perceptions about teacher training and support related to

EE
• Trends in teachers’ pro-environmental behaviour

The curriculum: It was noticed that all the teachers justified themselves
regarding the amount of environmental dimension included in their lessons,
according to what is included in the curriculum of the subject that they teach. When
they were asked how they include EE in their lessons, most of the answers always
referred to specific units in the curriculum.

Participant 3 (History and Art teacher + link teacher of Eko Skola): During History les-
sons, the environment is not that included. However, when it comes to Art, we participate
in different competitions and I encourage my students to use recycled material as much as
possible. So it is more through Art that I try to include EE. During the History lessons, I
can’t.

The school’s ethos: Three teachers mentioned that the school has an influence
on EE. Two of the teachers remarked that they receive support by the school which
helps them include EE during their lessons. On the other hand, the other teacher
remarked that the lack of support from the school administration and staff was not
supporting the implementation of EE.

Participant 5 (Mathematics teacher): At my school, the Rector himself is all the time
telling us that EE is important and should be implemented in the curriculum.

Table 10 Characteristics of interviewees

Subject/s that they
teach

Gender Age Years of
teaching
experience

School
sector

Type of
school

Participant 1 Physics Female 45 20 Church Boys

Participant 2 Geography Female 32 10 State Girls

Participant 3 History and Art
(+Eko-Skola link
teacher)

Female 28 6 Independent Co-ed

Participant 4 English Female 38 15 State Girls

Participant 5 Maths Female 28 5 Church Girls

Participant 6 Biology Male 35 12 State Boys

Participant 7 Maltese and Italian Male 55 32 State Boys
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Constraints: The main constraints that the teachers mentioned while imple-
menting EE in their lessons were time and the response that they receive from the
students and parents. One of the participants particularly mentioned that sometimes
the older the students are, the less interest they would have in activities concerning
the environment.

Participant 6 (Biology teacher): The syllabus is so vast. We try to do our best in the time
span that we have.

Participant 4 (English teacher): Normally the problem would be coming from the lack of
support that the students receive from home. For example, we made a project consisting of
recycling things that the students had to get from home. One of the students told me that her
mother objected as this would cause her a lot of hassle. So she preferred throwing away the
things as usual in the bin at home.

Participant 3 (History and Art teacher + link teacher of Eko Skola): … the older the
students are, the less is the interest. I am not going to do certain things with the Form 3’s,
4’s and 5’s because they will be lost and they would not pay attention either.

Teachers’ attitude towards EE: Overall all the teachers attributed a positive
attitude towards the importance of implementing EE at school.

Participant 6 (Biology teacher): The students are the future of our country. Therefore EE is
a must.

Participant 1 (Physics teacher): The preservation of the environment is a very important
issue that should concern every citizen.

Teachers’ knowledge about the environment: Overall the teachers interest
themselves in environmental issues and have certain environmental knowledge.
However, some of the teachers admitted that they lack certain details and that EE is
a very vast topic. Teachers with a non-science background stated they are not fully
informed about certain aspects of the environment, since this in not their area of
study.

Participant 2 (Geography teacher): I teach Geography, so I make it a must to keep updated
about certain environmental issues.

Participant 4 (English teacher): Regarding certain issues such as recycling and things like
that I think I am quite informed. Regarding alternative forms of energy…it depends. So
overall I think it depends on the issue.

Participant 7 (Maltese and Italian teacher): It depends. There are certain technical details
about what causes harm to the environment, why, and what can we do, which I think I am a
bit lacking about them. I never studied Biology or Chemistry.

Teachers’ views and perceptions about teacher training and support related
to EE: Most of the participants mentioned that Eko-skola provides a good input of
EE, through which the teachers receive guidance of how to include it.

Participant 3 (History and Art teacher + link teacher of Eko Skola): With regards to EE,
I think that we receive support mainly through Eko-Skola. We have various incentives and
activities that encourage us to include EE during our lessons. However, it is up to the
teacher whether to include these activities or not.
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On the other hand, most of the teachers describe the teacher education pro-
grammes as being theoretical rather than providing support towards the inclusion of
EE.

Participant 5 (Mathematics teacher): The course at University was more theory based,
rather than focusing on practical issues such as topics related to the environment. Then,
once you start working you learn through experience. Nonetheless, the course was useful
because you learn certain skills and become more mature. However, what we learn at
university is not always relevant to the reality that you face in class.

Trends in teachers’ pro-environmental behaviour: When analysing the main
concrete actions performed by teachers at school, through which they include EE,
some teachers mentioned that they do this through their example, with special
reference to pro-environmental behaviours related to waste issues.

Participant 7 (Maltese and Italian teacher): I believe that actions speak louder than words.
Rather than preaching I opt to give a good example to the students such as throw waste in
the bin or if possible separate it, etc.

Participant 3 (History and Art teacher + link teacher of Eko Skola): During Art lessons, we
make use of recycled materials as part of our resources.

7 Discussion

• Environmental Knowledge

In the questionnaire, the participant teachers obtained a mean knowledge score
of 9.26 (out of 15). Converting this score into a percentage, the participants got an
overall mark of 62%. This shows an overall good level of environmental knowl-
edge. However, the participants seemed to be lacking a certain amount of detail.
This was particularly noticed in Question 14 (which was about the EU targets for
renewable energy) and Question 23 (which was about the availability of water). The
internet (91.1%), followed by the television (71.3%) resulted to be among the
highest source from where participant teachers obtained their environmental
knowledge. The result contrasts with a study analysing among student teachers,
who noted to have obtained the most environmental knowledge from television,
with the internet being a minor source (Pe’er et al. 2007).

• Environmental Attitudes

Results from the questionnaire showed that the participant teachers showed a
positive attitude towards the environment with a mean score of 61.95 (out of 75.00).
A positive environmental attitude could also be seen in all the participants inter-
viewed. This is similar to other international studies which also reported positive
environmental attitudes among teachers (Milpha and Manyatsi 2005; Olawepo and
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Jekayinfa 1999). A local study also reported an overall positive environmental
attitude of secondary school teacher (Grech 2006). Contrary to this, another study
reported a low level of environmental attitudes amongst Nigerian secondary school
teachers (Mansaray et al. 1998).

• Environmental Behaviour

The participant teachers resulted to perform positive actions towards the envi-
ronment, where the mean score of environmental behaviour resulted to be 73.39
(out of 100). Similarly, in a similar study (Milpha and Manyatsi 2005), it was
reported that teachers perform positive environmental behaviours within the school
itself.

This research shows that teachers possessed a good level of environmental
knowledge and positive environmental attitudes and behaviour. However, when it
comes to actual implementation of EE during the lessons, there seemed to be a
number of restrictions which need to be tackled. These are:

– Limited environmental knowledge, especially with teachers having a
non-science background.

– The strong influence of the curriculum particularly caused by tests and
examinations.

– Teacher training courses that focus on theory rather than practical applications.
– Not all student teachers complete a unit related to the environment and EE.

These four main ideas present the need of a teacher training course that includes
more units with an environmental dimension to all student teachers.

These units will: Provide student teachers with an element of environmental
knowledge, especially for those student teachers coming from a non-scientific
background. Emphasise more on the idea of EE as a cross-curricular subject, which
can be included in every subject and not just limited to particular curriculum units.
Focus on practical applications of EE. These would provide tangible examples to
student teachers on how to include an environmental dimension during the lessons.
This would provide a supportive environment for teachers to include EE in their
teaching. This links with the idea posed by Redman (2013, p. 19): to develop
pre-service as well as in-service training focused on novel sustainability curricula
which would likely develop ‘deeper knowledge and acceptance of sustainability
and subjective ways of knowing.’

8 Conclusion

This research analysed the environmental knowledge, attitudes and behaviour of
secondary school teachers. Factors affecting environmental knowledge, attitudes
and behaviour were also identified. Furthermore, the importance that the teachers
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give to EE in their lessons was also highlighted. The study was carried out through
qualitative and quantitative modes of inquiry, having a structured questionnaire
with closed a final open-ended question, as well as individual semi-structured
interviews. The following are the main findings that emerged from this research:

– Secondary school teachers have an overall good level of environmental
knowledge, although lacking a certain amount of detail.

– The area which the teachers resulted to be most knowledgeable was that con-
cerning Waste issues, while the least knowledgeable was about Biodiversity and
Water.

– Teachers with a non-scientific background feel less informed and confident
about certain aspects of environmental knowledge, hence finding it more
challenging to include EE during the lessons.

– Secondary school teachers have an overall positive environmental attitude and
behaviour.

– The relationship between environmental knowledge and attitudes of secondary
school teachers is not significant.

– There is a positive and significant relationship between the environmental
attitudes and behaviour of secondary school teachers.

– There is a positive and significant relationship between the environmental
knowledge and behaviour of secondary school teachers.

– From the qualitative study, it was concluded that science teachers have better
environmental knowledge compared to teachers of different subject areas. On
the other hand, in the quantitative study, there appeared to be a trend that science
teachers have better environmental knowledge, but was not significant.

– There is no significant difference in the environmental attitudes and behaviour
amongst secondary school teachers of different subject areas.

– Teachers tend to be strongly influenced by the curriculum, hence limiting the
amount of EE input during their lessons.

– Time limits and a particular negative response from some students and/or par-
ents are the two main constraints that secondary school teachers face when
including EE.

– Teachers feel that the teacher training courses seem to be more ideal and the-
oretical rather than focusing on practical applications.

Emerging from the above ideas, the following suggestions were proposed
to provide a better structure for teacher training courses that include more
units with an environmental dimension to all student teachers. These units
will:

Provide student teachers with an element of environmental knowledge,
especially for those student teachers coming from a non-scientific
background.
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Emphasise more on the idea of EE as a cross-curricular subject, which can
be included in every subject and not just limited to particular curriculum
units.
Focus on practical applications of EE. These would provide tangible
examples to student teachers on how to include an environmental
dimension during the lessons.

Further research on the environmental knowledge, attitudes and behaviour of
secondary school students could be made in order for a comparison to be made with
the findings of this study. The effectiveness of the teaching units at the university
can be obtained by comparing the environmental knowledge, attitudes and beha-
viour of the student teachers prior and after taking a study unit/s that encompasses
an environmental dimension. The research would provide an analysis of how such
study units would be effective to the student teachers.
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Building Capacity for Sustainable
Development Through
Community-Based Education
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Abstract
This article offers an overview of the process and outcomes of a participatory
action research undertaken in Ahmedabad, India, over the course of 2 months.
The research process focused on improving opportunities for lifelong learning at
different levels within the local community. Advancing evidence of the guiding
principles and success stories of community-based education programs run by a
local NGO, the study contributes to a needs-based approach to sustainable
development. Following the principles of participatory action research, the
research process included a capacity building intervention tailored in response to
professional development needs expressed by grassroots workers who deliver
supportive educational programs in urban slum areas. Finally, the paper includes
a critical reflection on available tools which can benefit development
practitioners in order to increase the impact of grassroots interventions and
contribute to lifelong learning and sustainable development at the heart of
vulnerable communities.
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1 Introduction

Community-based education is increasingly seen as one of the important drivers of
sustainable development, bridging the needs of local contexts with the commit-
ments of global goals. In achieving the global agenda for sustainable development,
education plays a key role in promoting economic, social and environmental pro-
gress (UNESCO 2016). Unfortunately, access to quality education and lifelong
learning opportunities remains scarce for many individuals and communities around
the world, particularly those belonging to vulnerable groups. However, the potential
of lifelong learning, including through community-based education, to contribute to
the development of human capital and social development has long been
acknowledged by international actors (World Bank 2003; Victorino-Soriano 2016).
More research and analysis of the conditions and mechanisms that ensure the
success of community-based education is needed, in order to adapt and scale up the
good practices and innovations that have been developed to sustain and advance
education across developing countries, particularly at community level.

This research project set out to inquire about the process and impact of
community-based education initiatives that emerged at community level in the early
1990s, in Ahmedabad, India. The paper is a result of a two-month long qualitative
research project, based on the participatory study of educational programmes car-
ried out by an NGO operating at grassroots level since 1990 under the name of
Manav Sadhna. The organization’s mission and values are targeted at uplifting and
improving the livelihoods of people living in poverty or facing other forms of social
exclusion or disadvantage, particularly children, but also other vulnerable groups
facing social and economic hardship, particularly women and elderly people. The
research process was coupled with a capacity building intervention targeting the
educational staff of the NGO, which required an important contribution and
involvement on the part of the researcher. This approach seemed best served by a
participatory action research methodology. The researcher brought her professional
skills drawn from the complementary fields of educational psychology and inter-
national development, to build the capacity of Manav Sadhna community
educators.

The aim of building capacity of the adult staff delivering educational pro-
grammes to both children and elders in the community was achieved through
training and facilitation of structured learning processes aimed at adult learners
who, in turn, contributed their skills and knowledge back to the community,
ensuring the opportunity to overcome some of the inequalities incurred by poverty.
Ensuring equal opportunities and access to education for the most underprivileged
communities have been at the core of Manav Sadhna’s programmes, in line with the
values of other development stakeholders, such as the World Bank, which states
that “Education is one of the most powerful instruments for reducing poverty and
inequality and lays a foundation for sustained economic growth”.
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The implications of low access to education in communities affected by poverty
are manifold: precarious health and hygiene, gender inequality, poor environmental
sustainability, obstacles to peace and stability, as well as low labour market access,
competitiveness and skills (Schuller et al. 2004). Despite the recognized importance
of education, about 263 million children and youth were out of school in the school
year ending in 2014, according to data collected by the UNESCO Institute for
Statistics (UIS). In India alone, 2.9 million children of primary age are out of school
(UNESCO 2016). The data becomes ever more worrisome when including accounts
of the number of adolescents and young adults who are currently out of school;
according to available data collected by the UIS, the population of compulsory
school-aged children in India—boys and girls, exceeds 195 million, while com-
pulsory education in India accounts for 8 years of study. In fact, many children
affected by poverty either remain out of school, or have low attendance rates, and
their participation and academic progress are disrupted by the need to financially
support their family.

Development interventions promoted at community level across developing
countries point out that lifelong learning programmes can play an important role in
improving livelihoods and advancing sustainable development practices by shaping
day-to-day experiences. In operating programs fit to respond to the needs of
poverty-affected communities, we find great contributions already being made by
non-governmental organizations addressing needs as diverse as education, health,
nutrition, family planning, or microfinance, among others. To grassroots workers and
development professionals, understanding the resources needed to further develop
local capacity of such organizations may provide better quality services for local
communities. In turn, this will reduce the negative impacts of poverty and inequality
and bring us closer to the goal of ensuring a life of dignity and prosperity for all.

Building local capacities for effective community-based interventions, particu-
larly in the field of education has been the goal of international and local actors
alike. Many have created programmes and interventions of their own—some
proving more successful than others in building human capital and contributing to
sustainable development. This paper covers the delivery of educational programmes
in community settings, building on good practices developed at grassroots level and
delivered in community learning centres by Manav Sadhna, an NGO based in
Ahmedabad, India. Development practitioners, together with local communities and
other stakeholders, can contribute their expertise to contribute to social and human
development in contexts where it is most needed and improve the capacity of
community-based initiatives to promote sustainable development. Starting from a
needs-based approach, community-based education can offer lifelong learning
opportunities that cater to different groups, improving livelihoods across the world.
In order to advance sustainable development, practitioners need to build effective
partnerships at policy level and find leaders and multipliers from the local com-
munity willing to shape their current practices by continuous professional devel-
opment and lifelong learning opportunities.
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Among disadvantaged communities, challenges in ensuring effective, quality
education are substantial, when it comes to scores on standardized tests or the
enrolment in tertiary education which is especially poor among girls. Such foun-
dational competences are dubbed by the necessity that education should instill
prosocial values, which are closely linked to sustainable development education
(Kappor and Jordan 2009). In this context, creating opportunities for those children
who are outside of formal educational institutions has been taken up as a priority by
a number of organizations. So, what can be done to secure the learning and
development for children who do not attend school?

In response to this need, several global stakeholders, including UNESCO, have
invested resources into developing value-based education programmes at commu-
nity level, developing curricula that deal with contemporary issues and attempt to
equip both educators and children with strategies to promote lifelong learning and
help develop adaptive skills that help solve adaptive problems (McNeil and
Woolcock 2004). This endeavour requires changes in attitudes, perceptions, values
and behaviours and aims to modify the day-to-day responses of vulnerable social
groups to adversity. Such subtle changes bear great impact on livelihoods of the
poor, and their amplitude relies heavily on education—covering not only cognitive
skills, but also social and emotional dimensions. In the urban slum areas of
Ahmedabad, this model of value-based education has been taken up by grassroots
workers and non-governmental organizations who decided to make a lasting con-
tribution, as in the case of Manav Sadhna.

The present research aimed to understand the educational model of successful
community-based educational programmes which strive to build foundational skills
to contribute to human and social development—such as learning to learn, which is
considered to be a central component to lifelong learning. Rather than focusing on
standardized measures of academic competence, community-based education
delivers overarching competences, offering opportunities for individual learning as
well as community development. The use of participatory action research reflected
an additional dimension to community-based education, by encouraging joint
efforts of capacity building among teachers and community leaders, together with
the researcher, in order to update and improve their practices in delivering foun-
dational skills for lifelong learning at the heart of the community.

2 Methodology

Following an initial one-week orientation in the activities of the organization, the
researcher conducted a participatory needs assessment process aimed at enhancing
professional competence and skills, as well as the personal well-being and
self-development of research participants. In this context, adopting a participatory
research approach yielded the advantage of allowing the researcher to immerse into
the community whose needs were addressed and offered a context to overcome
existing challenges and advance the learning of both researcher and research
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participants. Such endeavour is bound to lead to sustainable outcomes in building
capacities to stimulate community development on the long term, by placing the
focus on capacity building for lifelong learning.

Participatory action research (PAR) differs from other approaches to research by
two key features, as shown by its denomination: on one hand, it is participatory by
nature—which means that the research process is co-created together with the
participants, and on the other hand, it is driven by action—that is, it stems from
practical, professional interventions that are required on-site, in response to a need
of the community of research informants. As Somekh (2005) describes it, PAR is
valuable because it allows us to “research into the process of development in order
to deepen understanding of the enablers of, and barriers to, change. It is a means
whereby research can become a systematic intervention, going beyond describing,
analysing and theorizing social practices to working in partnership with partici-
pants to reconstruct and transform those practices”. Besides, it “promotes equality
between researchers from outside the site of practice and practitioner–researchers
from inside, working together with the aspiration to carry out research as profes-
sionals, with skilful and reflexive methods and ethical sensitivity” (Somekh 2005).

Another feature that recommends PAR as a suitable research methodology in
development settings is that it was created in the Global South (Kappor and Jordan
2009). The attempt of development professionals to respond to challenges often
faced in intercultural settings made it difficult to intervene effectively in the absence
of input from local professionals, whose work was deeply rooted in the local
context. This conferred a significant advantage which attracted the interest of a wide
range of stakeholders, including government agencies, IGOs, NGOs, as well as the
private sector (Kappor and Jordan 2009). Building on this advantage, researchers
now use PAR as a source for contextualized knowledge that leads to more effective
problem-solving in development settings. Similarly, during the period of con-
ducting the research, the author also faced the necessity of providing solutions for
day-to-day challenges faced by community members. In the absence of prior
experience with the country context of India, the author needed to build support
from the local staff and community members in contextualizing the knowledge that
could then be adapted and delivered to meet the needs at the local level.

The practice of PAR, termed as participatory by Kemmis and McTaggart quite
recently (2006, apud Stake 2010), relies on a rapport of trust and cooperation
between co-owners of the research process. The entire process is based on a
co-learning approach, where each of the research protagonists capitalizes on their
individual strengths at the advantage of the research subject. In order to do so, they
co-actively construct research objectives, by sharing relevant knowledge to be used
for generating new understanding of their approach—in our case, to education,
which in turn shall be used to conceive and implement an action plan with the
support of the researcher (Cornwall 1996). According to Greenwood and Levin
(2005), action is what confers the validity of PAR: “the core validity claim centres
on the workability of the actual social change activity engaged in, and the test is
whether or not the actual solution to a problem arrived at solves the problem”
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(p. 55). Bearing this in mind, the actual research process relied on continuous
feedback and an action plan that consistently guided the participatory process.

2.1 Research Design

Ensuring a quality research process required the triangulation of data sources used.
Most qualitative researchers and authors recommend triangulation of data collection
methods (e.g. Leech and Onwuegbuzie 2008), referring to the corroboration of
varied data sources and methods, in order to increase the accuracy of findings and
interpretation. In line with these recommendations, as well as with the particular
characteristics of the PAR methodology, the research process was continuously
informed by data collected at different stages of the research. In total, 22 in-depth
interviews with volunteers and staff members were conducted and analysed,
together with three focus groups with teachers and community workers, seven
workshop sessions offered by the researcher, in addition to the participatory
observation notes collected from the field.

The preliminary stages of the research relied heavily on the author’s observation
of the context, in order to become acquainted with the common educational prac-
tices, the structure of projects and activities of the NGO, etc. All these observations
were discussed with coordinators and staff members, in order to propose a common
framework for action and a research and intervention plan. As Stake (2010)
describes, “Action research […] starts with evaluation; [it] usually starts with a
practitioner realizing things could be better and setting out to look carefully in the
mirror” (p. 158).

This research report is based specifically on the analysis of the findings of the
interviews and focus groups that were conducted. It is worth noting that the
observation notes and workshop outcomes have been included in both interview
and focus groups guides, in accordance with the research aim and objectives. All of
the participatory observation notes were translated into topics for teacher training
workshop sessions, and later on processed and included as focus groups and
interview topics, and therefore discussed and reflected upon together with research
participants. The highly adaptive and flexible nature of the participatory action
research methodology requires researchers to constantly engage with the outcomes
of their action, virtually at all stages of the research process. This allows for a
continuous integration of feedback into the research design and implementation and
challenges the researcher to engage with in-depth analysis of the data. PAR is
known for its quality as “research that intentionally integrates participants’ life
experiences into the research process” (McIntyre 2008).

Rather commonly for participatory action research settings, the feeling of
building shared accounts of a commonly experienced reality lead to sharing rele-
vant narratives by participants with the researcher. For the current analysis, we have
analysed these narratives in the light of one of the classic forms of analysis of
qualitative data, namely narrative analysis. Narrative analysis helps the researcher
interpret the individual and collective stories of participants, by “considering the
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potential of stories to give meaning to individuals’ lives” (DeVault 1994, apud
Leech and Onwuegbuzie 2008). According to the same authors, narrative analysis
allows for the participants’ own evaluation of their experience, treating data as
stories and allowing researchers to build on them (ibidem).

Before presenting the research findings, it is important to briefly outline the main
assumptions underlying the action research process, making use of the tool of
reflexivity that is considered an important asset to any qualitative research process.
One of the central assumptions that guided this research process is that education is
a right of all children, and it should be delivered with a high level of profession-
alism, in order to ensure the quality of both teaching inputs and educational out-
comes—regardless of the children’s socio-economic status. Based on the author’s
observations and experience with the local context and services, another important
assumption that emerged was that any service provider, including NGOs operating
either at large scale or grassroots levels, needs to evaluate their work against the
impact they produce and is expected to bring about sustainable development within
the local community; this goal can best be reached through lifelong learning and
continuous professional development.

3 Results

One of the dominant narratives uncovered by our analysis was the needs-based
approach in the programmes and interventions of Manav Sadhna at community
level. Unsurprisingly, learner-centred practices were at the heart of the organiza-
tion’s educational programmes, yet one of the community leaders contributed to
framing the promotion of lifelong learning in the community, as a long-term,
community-based intervention which can be planned around the participation of
children in education: “If you want to connect with the community, with the fam-
ilies, you can start with the children, because the children are the key to get to the
family (…) When you connect with the children, they will take you to their family”.
This narrative provides evidence of the underlying values that still anchor the
activity of the organization. Nurturing children’s learning and development can
open the door towards education and lifelong learning among all community
members, according to teachers and coordinators of the community learning centres
who participated in the research.

This philosophy also serves as a bridge to develop a common ground between
the organization and the community it operates in: similar values, shared faith in
God, the transparency of intentions, strong beliefs, confidence, and focus are the
assets by which the “community can understand us”. It also allows community
members to trust and relate to the mission of the organization, swiftly responding to
projects and initiatives: “here [in Manav Sadhna] it’s a different experiment, it’s an
organic experiment that says <lets’ first connect; relationships first>… based on
those relationships there’s a collective logic, instead of logic there’s needs that we
understand, that need to be fulfilled, let’s fulfil them and then the projects come
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from there”. Such approach yields the sustainable dimension of the interventions
for community development.

On the other side of things, in India, as in many other parts of the world where
entire communities suffer from severe poverty and social exclusion, there is a
certain level of mistrust around development policies and interventions: govern-
ments are accused of corruption, NGOs are accused of manipulating the public
opinion to secure funding, service providers are accused of serving themselves
rather than their beneficiaries, and so on. One of the guiding principles of Manav
Sadhna, which is also central to the success and good reputation of the organization,
was to start from the needs of the local community and being sensitive to the
context when planning any kind of interventions, projects or operations.

Research findings include the assets, the challenges and the obstacles that
slum-dwelling children and their families face in their daily reality, which often
suffers from poor access to basic facilities, including quality education. These
assets, challenges and obstacles, in turn, affect the adequacy of educational pro-
grams delivered in both formal and informal settings—by schools and supportive
education initiatives run in community centres, for instance. Understanding the
reality of underprivileged communities and deeply connecting to their needs seems
to be key in conceiving lifelong learning programs that are genuinely responsive
and inclusive, which are rooted in local context for the benefit of their end recip-
ients: “Education in the world – this is always interesting. People think schools are
the solution to education. I met very real situations, when water would come at the
very same time as government schools start. So, I remember we had put all these
kids in school, and one mom asked: <What do I do, do I send my kids to school or
do I take the water for the day?> And of course you’re gonna fill the water. And
those are real issues!”

For most slum dwellers, daily life seems to be a struggle for which education has
few direct implications. There is a perceived conflict between education and the
need for survival: “In order for kids to be able to go to school, they still need to
support themselves and their family […] Even if you are opening schools, they will
not be sending their kids, because the kids are earners for them”. Most narratives
touch upon this need for catering to immediate necessities that explains the lack of
community understanding of long-term benefits associated with receiving a good
education, particularly among parents who have been themselves deprived of
education: “the parents do not have that much vision that <OK, I will let my kid
study for ten years; he will become a good person and earn more>. That vision is of
course not there, because they are living on hand-to-mouth, so they cannot think
that far”.

The need to educate parents and communities alongside of the children is part of
the broader vision of Manav Sadhna’s educational programs. Most of the learning
they address refers to basic life skills and literacy, the acquisition of prosocial
values and the development of foundational capabilities. Many times, what is
required is the ability to learn simple health or sanitation behaviours, or basic
reading and writing skills. Within a community where such basic skills are lacking
in both children and parents, the cycle of poverty and illiteracy is difficult to break.
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One of the fundamental needs is to reach the children who will later grow into the
parents of a new generation, which will be better equipped with broader skill sets,
better habits and constructive behaviours, as well as positive, prosocial attitudes:
“Children will eventually grow up and they’ll have their own families, so things like
the problems that they face, like cleanliness, hygiene, the cultural problems will
hopefully thin down in the future”.

Establishing an initial contact in the community, with the help of children,
allows education to happen on multiple levels, creating what many respondents
called “a ripple effect”. A simple example of such positive contagion is provided by
one of the volunteers working with kindergarten children: “Many times I have told
them that <wash your hands before you eat and after you come back from playing>
and then many parents came and told me that <now our children are telling us to
wash our hands before we eat and when we come home>”.

Responding to real needs of the community implies understanding those needs
thoroughly, in order to advance solutions. By many slum dwellers, education is
perceived as a luxury which they cannot afford, rather than a necessity for their
children, despite evidence that some parents are being supportive of their children
to study. The community needs powerful examples, success stories of people who
have “made it”: “[one of the teachers] she’s the first girl in the community here who
has graduated – no one allows their girls to study further (…) so through her life
she is contributing; and the confidence she got with us, she’s kind of an example for
other girls that they can do everything: they can work, they can still study and they
can take care of the house also”.

This need for relevant examples seems to be especially true for girls. It often
happens that beyond a certain age, girls are not allowed to continue their formal
education—most accounts of our research participants place this threshold around
7th grade. In poorly educated families, girls’ access to education tends to be quite
limited and marked inequalities still prevail: “boys are still given a lot of preference
over girls, so getting the families to allow girls the same exposure is difficult; for
those girls who stop – who don’t carry on studying after 7th grade, their parents
will take them into the house and say <look, you got to cook, you got to clean, you
got to wash>”.

Being mindful of the specific challenges and obstacles present at grassroots
levels allows us to activate those assets that build the resilience of the vulnerable
populations that are being addressed by our programs. Surely, education is a key
success factor in uplifting slum communities, but as one of our participants advised,
“taking those 2 extra minutes” to see life and its challenges through the eyes of the
people we are trying to empower, may make the difference between adaptive,
successful intervention, and miserable failure and rejection from the side of com-
munities: “At grassroots level, people cannot afford getting through school and
qualifications comfortably and getting a job at the end of the road. Survival is there
as well - and usually comes first”. Making any less of this immediate need may
result in the successful response to community needs, or in another page in the
black book of unsuccessful development interventions.
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The need for empowering communities by means of education is seen through
the lens of an individual approach, creating a ripple effect in the long term: “You
start from the bottom and then empower people, to develop their own life […] and
then [they will] empower others, giving it back to the community”. In a broad sense,
the social and economic dimensions of sustainable development refer to an
improved quality of life and access to all opportunities that stem from education.
One may think of better jobs, higher income and improved social status as one side
of the coin—the academic returns; but there is yet another side, which focuses on
social relationships and individual capacities such as the skill of lifelong learning.
Operating at grassroots level involves working at the very core of sustainable
development, which entails a great responsibility towards the recipients of the
delivered service. In the long run, it all comes down to vision and commitment:

The idea is not to keep serving people, the idea is to serve hopefully in a more sustainable
way, such that everyone’s life and spirits change and evolve so that there is no more
poverty. I think education plays a big role in that; I think in the initial seeds of children, the
more we are able to plant seeds […] the seeds planted in those kids at that early age will
determine the difference between going in that direction or that direction, you know? And I
think education has that same role, where the more we put our effort into changing that
structure so that children are growing up as curious, questioning, thinking human beings,
then the less we have to worry about developmental issues down the road […] not only
intellect and knowledge, but heart-based, you know, both of these have to be equal pillars
in the educational journey.

Alternative education settings set at the centre of communities, established to
support the education and acquisition of values and basic life skills of underpriv-
ileged children and their parents, can offer a different level of exposure that con-
tributes to the empowerment of communities they serve: “Once they start to really
see the value [of education] and realize the kind of difference it makes, maybe they
will come up with ideas themselves. Even if the community is not directly involved
in it, they see it, you know, they’re somehow part of that process”. In this view, yet
with a broader outlook, creating a coalition at grassroots level to promote social
development is one of the possible ways to advance our discussion on collective
progress of individuals and communities. For achieving this, education is a vehicle
to advance our social practices towards a more equal and inclusive environment.
After all, as one of our participants accurately points out, supporting current per-
spectives on development expressed by different international actors: “Doing
development must be sustainable and inclusive; it has to be bottom up: if the poor
are not benefitting from it, then something is wrong”.

Targeting professional skills and capacity development, as well as the personal
well-being and self-development of research participants—all staff members,
teachers, volunteers and community workers, it became apparent that the educational
programs they deliver on a day-to-day basis gained deeper awareness and quality as
a result of the participatory research process and training phase. Besides, they proved
to be more likely to ensure individual- and community-level advancement among
beneficiaries of the organization: “It made them better equipped to overcome
day-to-day teaching difficulties and challenges; starting with what they already
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know and building on that; to progressively train local leaders to be in charge with
preparing future workshops and encouraging teachers to take part in continuous
training”. Finally, as one research participant illustrated, “working in the field is a
24 hours endeavour, and a daily commitment”. That is why many times community
workers themselves require continuous support with their personal and professional
development, which can help enhance their satisfaction, by commending their effort,
and at times, encouraging them to refresh their perspective and practices. Such an
approach can foster their willingness to contribute further by their work with
communities.

Providing opportunities for lifelong learning that impact the entire community
and building capacity for sustainable development require catering to very diverse
needs of actors involved at many levels. A constructive outlook on the future should
broaden to such extent that it may include more and more needs expressed—or not
—by all relevant stakeholders. Giving a voice to those who have the least space for
expressing their needs has been one of the greatest advantages of using participa-
tory action research methodology.

4 Conclusion

This paper offered an overview of the author’s participatory action research endeav-
our, undertaken in Ahmedabad, India from November 2014 to January 2015, in
Manav SadhnaNGO.As a result of participatory action research (PAR)methodology,
several workshops, focus groups and interviews were conducted, building on the
needs identified by the researcher together with the organization’s staff members and
volunteers. This allowed for a co-owned, participatory and contextual approach to
development that enables theory andpractice to reinforce one another and create added
value at community level. Furthermore, the tool of reflexivity which PAR method-
ology relies on allows for the permanent improvement of the interventions delivered
on-site, in response to the needs and interests expressed by the community and
research participants.

Based on the research findings, one of the first conclusions that emerge is that in
order to ensure sustainable development at the level of vulnerable communities,
development practitioners need to be sensitive to the context, as well as being
equipped with the tools required in order to understand and meet the needs of the
community. This is an important precondition when planning and delivering any kind
of interventions, projects or operations at local level. In order to achieve the desired
impact of interventions, particularly in the field of education, practitioners need to
build the capacity of educators and community leaders to ensure quality lifelong
learning opportunities that may benefit children, parents and elders alike, and prepare
them to face and overcome the vicious circle of poverty and inequality. It has been
pointed out that children, who later grow into the parents of a new generation, may be
better equipped to contribute to sustainable development by broader skill sets, better
habits and more constructive behaviours and prosocial attitudes.
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Building ownership of community members over education and lifelong learn-
ing opportunities that are being offered at community level is an essential factor to
ensuring sustainability of any intervention. One of the good practices identified in
this research was to start from strong relationships that build trust and encourage the
involvement of community members in shaping community-based education pro-
grammes to fit their own needs and priorities. Those communities who are made
vulnerable by their lack of education, by their poor health and unequal access to
basic facilities are the ones who can be empowered to actively seek learning and
development opportunities, in particular children and women living in urban slums
or rural settlements.

The need to educate parents and communities alongside of the children is part of
the broader vision of Manav Sadhna’s educational programs, which is also one of
the keys to their success. Beyond the participation in formal education, which is
often limited by social and economic constraints, the greatest opportunity available
to slum-dwelling children and families was the provision of education and lifelong
learning opportunities that are tailored to their needs and thus make a significant
contribution to community development. Based on the narratives of educators and
community workers, it became apparent that the struggle for basic needs tends to
keep many children out of school. In this context, community-based education
programmes, delivered by community members who become leaders and role
models acting as grassroots workers, appear as a fruitful alternative to support
institutional efforts. Overall, the research has shown that community-based edu-
cation and lifelong learning can provide an alternative to achieving sustainable
results addressing the needs of disadvantaged learners from vulnerable
communities.
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Education for Sustainable
Development and Human Rights

Ivana Savić

Abstract
Education is one of the key drivers and enablers of sustainable development, and
as such it has been prominent in sustainable development agenda. In spite of the
progress made, significant challenges relating to education remain, which are
among other things reflected in the Sustainable Development Goals. The
education is not only a catalyzer of progress in the society, it is also one of the
fundamental human rights. Furthermore, it is considered that enjoyment of the
human rights is one of the prerequisites for the achievement of sustainable
development and that the human rights are one of the tools for the integration of
the three dimensions of sustainable development. Thus, it is necessary to
examine the education for sustainable development from the perspective of the
fulfillment of the human rights. Therefore, the paper examines the education for
sustainable development from a human rights perspective, and particularly in the
context of implementation of Sustainable Development Goals. The focus of
the paper is threefold. Firstly, it focuses on the analysis of the obligations of the
States in ensuring the education for sustainable development, as it is argued that
under the international human rights and environmental law the States have an
obligation to ensure education for sustainable development. Secondly, it
analyzes the education for sustainable development as a part of the right to
education. The third focus of the paper is to examine the education for
sustainable development as a part of human rights education. The paper
concludes with a set of recommendations on the education for sustainable
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development in the context of human rights and implementation of Sustainable
Development Goals.

Keywords
Education � Human rights � Sustainable development � Education for sustainable
development � Lifelong learning

1 Introduction

It is considered that 2015 was a crucial year for the sustainable development
agenda. That year was marked by the adoption of the Sustainable development
Goals (SDGs). The adoptions of the SDGs are of immense importance, as they are
the set of goals that will be guiding the local, national, regional, and international
development until the 2030. They are also important from the perspective of the
identification of the global challenges, and thus development of the appropriate
interventions to address these challenges at all levels.

SDGs once again emphasized the role of education for achieving sustainable
development at the personal and community level. However, the implementation of
the SDGs in all corners of the world requires examination of the regulatory
framework, and particularly what can be called legal and policy preparedness for
the implementation of the SDGs. If the legal and policy framework does not support
and enable the implementation of the SDGs, particularly in regard to protection of
the individuals and communities from the adverse effects of the environmental
degradation, the SDGs than rather a list of wishes, than a list of goals to be
achieved.

There is a vast body of literature on the education for sustainable development,
human rights education, right to education, and rights in education from both legal
and non-legal scholars. However, the review of the literature suggests that very little
attention has been given to the analysis of the education for sustainable develop-
ment from the human rights perspective particularly in the context of achieving
international sustainable development commitments. Therefore, this paper exami-
nes the human rights regulating framework relating to education for sustainable
development and SDGs in order to support all developmental actors in the
implementation of SDGs. This paper could be seen in light of making a first step in
examining the legal and policy preparedness for the implementation of the SDGs
and integration of the education for sustainable development in all policy and
sectoral spheres of the human development.

The paper is divided into three sections. The paper firstly examines the rela-
tionship between education, human rights, and sustainable development and frames
it under the concept of the education for sustainable development. The second
section of the paper analyzes the education for sustainable development as a part of
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the right to education, rights in education and from the perspective of education for
human rights. Finally, the paper concludes with a set of recommendations on
education for sustainable development from the human rights perspective, and in
the context of Sustainable Development Goals.

2 Education, Human Rights, and Sustainable
Development Nexus

Learning and development are at the very core of the human experience and
existence, both at the individual and collective level. The process of learning and
the process of development are two interdependent and interrelated processes and
concepts. They both start from the moment of birth, and last until the moment of
death. In the individual’s life span, an individual learns an array of attitudes,
responses, habits, knowledge, and skills necessary for sustaining her or his life,
making decisions, forming and maintaining the relationship with others, including
adoption of the social and other norms and participation in different aspects and
spheres of community life.

After the Second World War, the international community has entered into the
process of recognizing the basic needs of the individuals, and formulating them as
human rights. They have been also perceived as a problem-solving tool in the
community. Human rights are inherent to all human beings, and they are all
interrelated, interdependent, and indivisible. The need for learning and development
within the international human rights law has primarily been addressed through the
right to education, but also through other rights such as the right to life, survival,
and development, the right to participation, right to access to information, and many
other rights.

Since the industrial revolution, the world has witnessed the scientific and
technological progress. On the one hand, the humanity experienced numerous
benefits from the scientific and technological progress and their application. The
human life span has been extended, numerous diseases have been combated, pro-
vision of the services ensured and extended, and in overall, the quality of life
increased, so as the well-being of individuals and communities. At the same time,
the individuals and society have been experienced the adverse effect of the scientific
and technologic advancements that took the form of the uncontrolled development.
Probably, the most concerning adverse effect of the progress is reflected in the
serious environmental degradation throughout the world, adversely impacting not
only the environment, on which humans are dependent on, but also the economic
and social development. Gross violations of the human rights can be used as one of
the indicators for measuring the adverse impact of the progress on the economic and
social development. sustainable development as developmental paradigm has been
developed by the international community as a means to address the developmental
challenges, for both current and the future generations. As such, the sustainable
development has three functions. First function is to protect the individuals and
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communities from uncontrolled development. The first function is supported by the
second function that is to provide the reference framework for the international
community what is considered to be acceptable development, or in other words,
which adverse effects of development are tolerable and to which extend. This has
lead to the establishment of the accountability and responsibility mechanisms of the
developmental actors for the adverse effects. Finally, the sustainable development
has a conflict resolution function, as it provides the tools for balancing the different
interests within the society, as well as between the environmental, social, and
economic dimensions of development. As such, the sustainable development as a
concept is founded in the principles of the equality and equity, and respect, pro-
motion, and protection of human rights. The latter is explicitly recognized in the
Preamble of the Agenda 2030 that articulates the set of goals to be achieved by the
international community by 2030.

It can be concluded that the human rights system and sustainable development
are both aimed at holistically solving the problems in the community. Although
these two systems take into account different perspectives and have different
operating levels, they are interconnected and interrelated. That means that without
the respect and the protection of human rights, sustainable development is not
possible, and vice versa. Furthermore, in the view of the learning as a basic human
and societal need, the nexus between the education, human rights, and sustainable
development is identified, which is manifested in the concept of the education for
sustainable development.

2.1 Education for Sustainable Development

As for the education for sustainable development, the concept has emerged from the
international sustainable development processes, and it has been built upon the
foundations of the right to education. The roots of the education for sustainable
development could be traced back to 1972 and the so-called Stockholm Declaration
(1972),1 where it was stated:

A point has been reached in history when we must shape our actions throughout the
world with a more prudent care for their environmental consequences. Through
ignorance or indifference we can do massive and irreversible harm to the earthly envi-
ronment on which our life and well being depend. Conversely, through fuller knowledge
and wiser action, we can achieve for ourselves and our posterity a better life in an
environment more in keeping with human needs and hopes. There are broad vistas for
the enhancement of environmental quality and the creation of a good life. What is needed is
an enthusiastic but calm State of mind and intense but orderly work. For the purpose of
attaining freedom in the world of nature, man must use knowledge to build, in col-
laboration with nature, a better environment. To defend and improve the human
environment for present and future generations has become an imperative goal for

1Declaration of the United Nations Conference on the Human Environment, UN Doc.
A/Conf.48/14/Rev. 1 (1973); 11 ILM 1416 (1972).
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mankind-a goal to be pursued together with, and in harmony with, the established and
fundamental goals of peace and of worldwide economic and social development.2

It took 20 years after the Stockholm Declaration to articulate the education for
sustainable development as a concept of education with its unique approach to
learning. In the process leading up to the United Nations Conference on Envi-
ronment and Development3 also known as the Earth Summit, the international
community for the first time provided, although implicitly, the definition of what is
considered to be the education for sustainable development. The constitutive ele-
ments and characteristics of the education for sustainable development could be
found throughout the Agenda 21 (1992)4 that is one of the outcome documents of
the Earth Summit considered to represent a blueprint of the development of the XXI
century. As such, the Agenda 21 is the first international document that compre-
hensively addresses the issue of education for sustainable development.

The Agenda 21 reaffirms the right to education recognized in the international
human treaties, and especially CEDAW, CRC, ICESCR, ILO, and UNESCO
conventions,5 thus emphasizing two approaches to education in relation to sus-
tainable development. The first one is that the realization of the right to education is
necessary for ensuring sustainable development, and the second is that the educa-
tion for sustainable development is within the regulatory framework of the right to
education. The application of these two approaches by the Agenda 21 suggests the
intention of the international community to expand the right to education to include
the education for sustainable development. This intention is also reflected in the
later documents related to sustainable development, including the Sustainable
Development Goals (SDGs) (2015).6 In that regard, it should be noted that only
provisions of the international soft law use the term education for sustainable
development. Although these provisions are not legally binding, on the one hand
they influence the development of the emerging legal and policy frameworks and
on the other influence the interpretation of the existing norms of the international
law, including the provisions of the human rights and environmental treaties. For
example, the Paris Agreement (2015)7 adopted in 2015 in the Preamble acknowl-
edges that the human rights obligations are integral part of the obligations of the
States relating to climate change, reaffirms the importance of education, and finally
in the article 12 recognizes the right to education for sustainable development
through provision of “climate change education, training, public awareness, public
participation and public access to information.” This example demonstrates that
the human rights and environmental treaties impose a set of obligations relating to

2Declaration of the United Nations Conference on the Human Environment, Preamble.
3For more information visit http://www.un.org/geninfo/bp/enviro.html.
4Agenda 21: Programme of Action for Sustainable Development, U.N. GAOR, 46th Sess., Agenda
Item 21, UN Doc A/Conf.151/26 (1992).
5For more information see: Agenda 21, chapters 7, 24, 25, 26, 29 and 31.
6Transforming our world: the 2030 Agenda for Sustainable Development, UN Doc. A/RES/70/1.
7United Nations/Framework Convention on Climate Change (2015) Adoption of the Paris
Agreement, 21st Conference of the Parties, Paris: United Nations.
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education for sustainable development on the States. However, in order to identify
and analyze the content of the States’ obligations relating to education for sus-
tainable development, it is necessary to consider different definitions of education
for sustainable development, as there is no universal definition of the education for
sustainable development.

One of the definitions of the education for sustainable development is that the
education for sustainable development is education that “[…]empowers learners to
take informed decisions and responsible actions for environmental integrity, eco-
nomic viability and a just society, for present and future generations, while
respecting cultural diversity. It is about lifelong learning, and is an integral part of
quality education. ESD is holistic and transformational education which addresses
learning content and outcomes, pedagogy and the learning environment. It
achieves its purpose by transforming society.” (UNESCO 2014, p. 12)

In other words, the education for sustainable development is “[…] a learning
process (or approach to teaching) based on the ideals and principles that underlie
sustainability and is concerned with all levels and types of learning to provide
quality education and foster sustainable human development—learning to know,
learning to be, learning to live together, learning to do and learning to transform
oneself and society.”8

From these definitions of the education for sustainable development, the fol-
lowing characteristics could be identified. The education for sustainable develop-
ment is (1) education, or more specifically concept of education, (2) that is founded
in the principle of sustainable development and thus employs interdisciplinary
approach to learning, (3) with the purpose to inspire, stimulate and enable
achievement of sustainable development at the individual and community level.
Therefore, it can be concluded that the education for sustainable development is not
only enshrined in the right to education, but also in other human rights.

3 Education for Sustainable Development as a Right
to Education and a Part of the Human Rights Education

One of the views of the relationship between human rights and sustainable
development is that the human rights are one of the tools of the integration of the
three dimensions of sustainable development.9 All human rights are interrelated,
interdependent, and indivisible, so are all dimensions of sustainable development.
Based on the analysis of the international documents relating to education for
sustainable development, it can be concluded that the system of the human rights
represents the primary regulatory framework for the education for sustainable

8http://www.unescobkk.org/education/esd-unit/definition-of-esd/.
9For more information see Report of the United Nations High Commissioner for Human Rights:
Analytical study on the relationship between human rights and the environment (2011), UN Doc.
A/HRC/19/34.
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development and its implementation. The right to education recognized in the
international law provides the primary source of information on the content and the
scope of the education for sustainable development. Furthermore, the content and
the scope of the education for sustainable development can be also found in other
rights. This part of the paper provides an overview of the content and the scope of
the education for sustainable development from the human rights perspective,
including the correlating obligations of the States. In addition, the relationship
between the education for human rights and education for sustainable development
is examined.

3.1 The Right to Education

Within the international sustainable agenda, education has been one of the most
prominent Sustainable Development Goals, in addition to being considered as one
of the crosscutting issues and as a means of implementation.10 One of the defini-
tions of the education in the context of sustainable development is

Education is a process by which human beings and societies reach their fullest potential. It
is critical for promoting sustainable development and improving the capacity of people to
address environment and development issues. (UNDESA 2007, p. 55)

The international community has recognized education as one of the fundamental
human rights. Therefore, the education for sustainable development is a part to the
right to education and the rights relating to education. The right to education has
been proclaimed in the numerous human rights treaties. Some of the most relevant
human rights documents and treaties proclaiming the right to education are the
Universal Declaration on Human Rights (UDHR) (1948),11 International Covenant
on Economic, Social and Cultural Rights (ICESCR) (1966),12 International
Covenant on Civil and Political Rights (ICCPR) (1996),13 International Convention
on the Elimination of All Forms of Discrimination against Women (CEDAW)
(1979),14 Convention on the Rights of the Child (CRC) (1989).15

As the education for sustainable development is considered to be enshrined in
the right to education and education-related rights, the content and the scope of the
education for sustainable development corresponds to the right to education and
education-related rights. This means that the right to education for sustainable

10For more information see Agenda 21.
11UN General Assembly, Universal Declaration of Human Rights, 10 December 1948, 217 A (III).
12UN General Assembly, International Covenant on Economic, Social and Cultural Rights, 16
December 1966, United Nations, Treaty Series, vol. 993, p. 3.
13UN General Assembly, International Covenant on Civil and Political Rights, 16 December
1966, United Nations, Treaty Series, vol. 999, p. 171.
14UN General Assembly, Convention on the Elimination of All Forms of Discrimination Against
Women, 18 December 1979, United Nations, Treaty Series, vol. 1249, p. 13.
15UN General Assembly, Convention on the Rights of the Child, 20 November 1989, United
Nations, Treaty Series, vol. 1577, p. 3.
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development belongs to everyone without any discrimination. It begins at birth,16

and lasts throughout the individuals’ life, meaning that everyone is entitled to
lifelong learning about sustainable development. More specifically, there is an
obligation to integrate the education for sustainable development in the early
childhood education, and to continue its integration in the individuals’ learning
throughout the period of childhood, youthhood, adulthood, and old age.17 The right
to education and education-related rights are subjects of the progressive realization,
thus making the education for sustainable development a subject of the progressive
realization. However, the progressive realization of the education for sustainable
development does not absolve the States from undertaking an immediate step to
realize the education for sustainable development. According to the international
human rights law, the right to education should be (1) available; (2) accessible;
(3) acceptable; and (4) adaptable.18 Therefore, the education for sustainable
development also includes the elements of availability, accessibility, acceptability,
and adaptability. Availability of the education for sustainable development means
that the education for sustainable development is available within the sufficient
quantity within the State’s jurisdiction. Accessibility means that the education for
sustainable development is accessible to everyone without discrimination. In that
regard, the accessibility has three dimensions. First one is that education for sus-
tainable development must be accessible to all, and particularly to the most
marginalized and vulnerable groups. The second one is that the education for
sustainable development should be physically accessible, while the third dimension
is that the education for sustainable development should be economically afford-
able. Acceptability of the education for sustainable development means that the
form and the content of the education for sustainable development is acceptable to
the learners and in accordance with the principle of sustainable development.
Finally, adaptability of the education for sustainable development means that it has
to be adaptable to the needs of the learners and their communities, including
different social and cultural settings.

It should be noted that the right to education goes beyond the right to schooling,
and thus entails

the broad range of life experiences and learning processes which enable children, indi-
vidually and collectively, to develop their personalities, talents and abilities and to live a
full and satisfying life within society.19

16UN Committee on the Rights of the Child (CRC), General comment No. 7 (2005): Implementing
Child Rights in Early Childhood, 20 September 2006, CRC/C/GC/7/Rev.1, para 1.
17This implies that the right contains an entitlement on the lifelong learning.
18UN Committee on Economic, Social and Cultural Rights (CESCR), General Comment No. 13:
The Right to Education (Art. 13 of the Covenant), E/C.12/1999/10, para 6.
19UN Committee on the Rights of the Child (CRC), General comment No. 1 (2001), Article 29 (1),
The aims of education, UN Doc. CRC/GC/2001/1, para 2.

250 I. Savić

zench@tut.by



Therefore, the education is not only about the access to learning opportunities, but
also about the content of education. This is the best reflected CRC’s provision
relating to the aims of education, where it was stated that the education is directed to

(a) The development of the child’s personality, talents and mental and physical abilities to
their fullest potential;

(b) The development of respect for human rights and fundamental freedoms, and for the
principles enshrined in the Charter of the United Nations;

(c) The development of respect for the child’s parents, his or her own cultural identity,
language and values, for the national values of the country in which the child is living, the
country from which he or she may originate, and for civilizations different from his or her
own;

(d) The preparation of the child for responsible life in a free society, in the spirit of
understanding, peace, tolerance, equality of sexes, and friendship among all peoples, ethnic,
national and religious groups and persons of indigenous origin;

(e) The development of respect for the natural environment.20

Although the CRC’s provisions do not make explicit references to the education for
sustainable development, the above-mentioned provision establishes the concept of
education for sustainable development under the international human rights law.

The right to education, as well as education for sustainable development, refers
to both formal and non-formal learning environments and curricula.21 As for the
formal learning environment and curricula, the States have an obligation to ensure
free and compulsory primary education for all children, and ensure availability and
access to formal really childhood education, secondary, vocational, and tertiary
education, either provided by the public or private sector.22 In addition, the States
have an obligation to ensure access and availability of the non-formal curricula and
learning environment, such as community centers.23

According to the international law, the principal duty bearer of the right to
education and education for sustainable development is the State. The obligations
of the States fall into three categories of obligations: (1) to respect, (2) to protect
and (3) to fulfill education for sustainable development obligations. The obligation
to respect requires States to refrain from interfering directly or indirectly with the
right to education for sustainable development. This means that States should
refrain from interfering directly or indirectly with the access to and content of
education for sustainable development. This among other things includes that the
States should refrain from withholding, censoring, or misrepresenting environ-
mental or developmental information. The State’s obligation to protect means that
the States have an obligation to provide guarantees and insurance that the non-state
actors do not infringe upon the enjoyment of the right to education for sustainable

20CRC, art. 29, para 1.
21CRC, art. 28, para 1.
22See CRC, ICCPR and ICESCR.
23See for example CRC Committee, Concluding Observations: Japan, UN Doc.
CRC/C/15/Add.231, 2004, para. 50.
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development. Finally, the obligation to fulfill requires States to adopt appropriate
legislative, administrative, judicial, and non-legal measures to fully realize the
education for sustainable development. The appropriateness and adequacy of the
measures to fully realize education for sustainable development depends on the
country’s specific context and some other factors. Thus, the international devel-
opment assistance and cooperation plays a significant role in the realization of the
education for sustainable development, especially in the context of the countries
facing with the serious human rights abuses and environmental degradation.

It should be noted that the education for sustainable development, being a
dynamic concept with the ability to respond to the needs of individuals and com-
munities, complements and builds upon the right to education in at least four ways:

1. The education for sustainable development enables the right to education to be
realized holistically and comprehensively, while specifically addressing the
issue of access to education and educational opportunities in different contexts
such as education for agriculture,24 or in the context of the physical accessibility
to the educational institutions and programs.25

2. It sets the targets for the progressive realization of the right to education. The
SDGs specifically set out the targets for the realization of the right to education
such as ensuring the provision of access to early childhood education for all girls
and boys.26

3. It expands the obligations of the States relating to the realization of the right to
education. For example, the human rights treaties stipulate the obligations of the
States to make primary education compulsory and free for all, while the SDGs
expand the obligations of the States to include the provision of the free and
compulsory secondary education for all girls and boys.27

4. It expanded the interpretation of the aims of the education, influencing the
educational content such through “the integration of environmental education in
the curriculum of primary and secondary schools”28 and educational outcomes
such as empowered individuals and communities.29

3.2 Rights in Education

The human rights law stipulates not only right to education, but also the right in the
education. This way, human rights based approach to education and education for
sustainable development is ensured. Application of the human rights based

24For more information see Agenda 21, chapter 14, section D.
25SDG 4, 4.a.
26SDG 4, 4.2.
27SDG 4, 4.1.
28Agenda 21, para. 12.56.
29Agenda 21, para, 3.7. and 3.8.
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approach to education for sustainable development can be defined as an approach
whereby the normative framework of the education for sustainable development is
based on the human rights standards, while implementation and/or operational-
ization of the education for sustainable development is directed at realization,
promotion and protection of human rights (OHCHR 2006, p. 14).

One of the rights recognized in the education is the right to participation of the
learner in the education, including the education for sustainable development. By
recognizing the right of the learner to participate in his or her education, the learner
is no longer a passive subject of the learning process, but an active agent. This
component is particularly relevant in the context of the prevention, mitigation of the
adverse effect of the, for example, climate change, and potential solution finding. It
is also necessary component for addressing the short-term emergency intervention
such as floods, as well as long-term impacts of degraded environment such as water
and food insecurity, as it addresses those issues within the social protection mea-
sures. This example emphasizes the role of the education and education for sus-
tainable development in provision of protection measures through prevention of the
adverse effects of development. Therefore, education for sustainable development
should also be considered from the perspective of special protection and care.30 In
that regard, the CRC foresees the educational measures to be a part of the measures
that protect children from violence.31 Furthermore, the States have obligations to
provide the support and assistance to parents or legal guardians in the upbringing
and development of the child and to ensure that the institutions, facilities, and
services for the care of children are developed.32 This among other things means
provision of the continuous education for sustainable development to providers of
services and care. Similarly, the States have an obligation to support for the ade-
quate standard of living33 that when is interpreted together with the right to health,
impose the obligations to provide education on safe drinking water, healthy
nutrition, and safe energy services.

3.3 Education for Human Rights

Education for human rights represents an important aspect of the realization of all
human rights. The period between 1995 and 2004 was marked by the Decade of
Education for Human Rights.34 The education for human rights is defined as

training, dissemination and information efforts aimed at the building of a universal culture
of human rights through the imparting of knowledge and skills and the moulding of
attitudes, which are directed towards:

30CRC, art. 3, para 2.
31CRC, art. 19, para 1.
32CRC, art. 18.
33CRC, art 27.
34For more information visit http://www.ohchr.org/EN/Issues/Education/Training/Pages/Decade.
aspx.
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(a) The strengthening of respect for human rights and fundamental freedoms;

(b) The full development of the human personality and the sense of its dignity;

(c) The promotion of understanding, tolerance, gender equality and friendship among all
nations, indigenous peoples and racial, national, ethnic, religious and linguistic groups;

(d) The enabling of all persons to participate effectively in a free society;

(e) The furtherance of the activities of the United Nations for the maintenance of peace.35

In 2003, The United Nations General Assembly proclaimed the ten-year period
beginning on January 1, 2005 the United Nations Decade of Education for Sus-
tainable Development,36 which could be interpreted as one type of the follow-ups
on the Decade of Education for Human Rights. The argument is based on the
intersection between the education for human rights and education for sustainable
development that is reflected in the common goals of both concepts of education.
For example, for the Decade for the Education on Sustainable Development, the
General Assembly of the United Nations invited the governments to consider
inclusion of the education for sustainable development in their educational strate-
gies and action plans. In the view that the reasoning for the development of the
educational strategies and actions plans at the national level has been fulfillment of
the obligations of the State in regard to the right to education, it is unfortunate that
the General Assembly did not recognize the right to education as a component of
the pivotal importance for education to sustainable development, nor it did not
make a reference to the Decade of Education for Human Rights. Nonetheless, there
is a strong link between these two concepts of education. In addition, in the later
resolutions the linkages of the Decade of Education for Sustainable Development
with human rights have not been explicit, but rather implicit, through, for example,
formulation of the “learning to live with the risk” that articulated the human rights
and sustainable development education in the context of the Disaster Risk
Reduction.37

4 Conclusion and Recommendations

The word education has roots in two Latin words that represent two aspect of the
educational system: educare, meaning to train, and educere, meaning to provide
leadership (Craft 1984, pp. 5–26). It can be concluded that this two concepts have
been represented in the education for sustainable development, thus making it a
cornerstone of the all developmental policies. This is among other things due to fact
that the education for sustainable development provides the training and transfer of

35Plan of Action for the United Nations Decade for Human Rights Education, 1995–2004, (1996),
UN Doc. A/51/506/Add.1, para 2.
36UN Doc. A/RES/57/254.
37UN Doc. A/RES/59/237.
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knowledge, and at the same time enables and empowers the learners to gain skill for
leadership for problem solving and innovations. Although education for sustainable
development was developed on the foundations of the right to education and rights
in education, in the last 20 years, the connection between these two seems to be
overlooked by human rights and sustainable development community. In addition,
it can be concluded that decision makers, but also relevant bodies in charge for the
monitoring of the implementation of the human rights and education for sustainable
development rarely take into account the intersection between education for sus-
tainable development and human rights. Nonetheless, the human rights standards
are an important tool to be used in the realization, promotion, and protection of the
education for sustainable development. This is particularly evident in the context of
the implementation of the SDGs. Therefore, in order to support the realization of
the education for sustainable development and the implementation of the SDGs, the
following recommendations are given:

• To further examine the human rights legal regime in the context of sustainable
development, and how it can be used to advance implementation of the SDGs as
well as to monitor the progress of the SDGs. This could, among other things, be
achieved through the development of the International Guidelines on the
implementation of the Education for Sustainable Development in the context of
Human Rights and SDGs.

• To reflect the concept of sustainable development in the human rights system,
such as through adoption of the General Comment on the Rights of the Child
and Environment where obligations of the States in regard to sustainable
development and education for sustainable development would be clarified and
elaborated. This would be particularly important for supporting and advancing
the development of the policy and legal framework related to education, but also
implementation and monitoring of the educational policies and norms at all
levels.

• To integrate the education for sustainable development in educational strategies,
staffing, professional learning across all sectors, and the budgets.

• To raise the awareness and build capacities of the all relevant actors, both State
and non-state actors, on the education for sustainable development. This would
include two types of the interventions. The first type of interventions would
focus on the educational content, and learning outcomes of the educational
systems that would be aligned with the aims of education, including the edu-
cation for sustainable development. The second type of the interventions would
focus on the educational systems’ infrastructure, including but not limited to
ensuring that the educational facilities, both formal and non-formal, are envi-
ronmentally sustainable, and environmentally safe.
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Abstract
Women are vulnerable due to limited access to economic opportunities, capital,
land, and skills in rural Bangladesh. In 2005, Kazi Shahid Foundation (KSF), an
independent welfare organization has promoted an innovative “Specialized
Dairy Farming Model” linking with the commercial organic tea plantation,
organic produces, and biogas production to improve the rural community,
particularly women, in the northern part of Bangladesh. The typical dairy
farming models involve exchanging of cash that limits the potential for
sustainable development, whereas KSF Dairy Model provides milking cows and
calves to its women members, and repayment is based on milk and cow dung,
implementing “no cash” microfinance repayment system. This model also
ensures risk minimization through cow insurance and veterinary care. KSF’s
continuous efforts toward enhancing community-based dairy farming have now
become a leading income-generating activity for poor and marginal households.
The model has developed sustainable farming systems to deliver economic
value, environmental benefit, and knowledge sharing with the community. In the
course of innovation and outreach development for entrepreneurial opportunity
through demonstration, commercialization, adopting scientific farming practices,
a significant increase in quality milk production and animal performance has
occurred. It can reduce poverty and improve the economy of an entire
community in a sustainable manner.
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1 Introduction

The development of entrepreneurs has received increased attention recently.
“Entrepreneurship has emerged over the last three decades, as arguably the most
potent economic force the world has ever experienced” (Morris et al. 2013). The
economic progress of any region has been markedly changed through the entre-
preneur. Valerio et al. (2014) argued.

There is a developing enthusiasm for the part that business can play as an
impetus to accomplish monetary and social advancement destinations, including
development, development, work, and value. Business enterprise can show inside
an economy in various ways, and it incorporates both formal and casual monetary
exercises for the motivations behind making riches. In succession, business can add
to monetary advancement through high-growth ventures or, as on account of need
driven enterprise, through endeavors that can fill in as an imperative wellspring of
earnings and work for powerless populaces.

“Entrepreneurs perceive new opportunities and create and grow ventures around
such opportunities” (Markley et al. 2005). In addition, entrepreneurs add to the
economy in markedly different ways than traditional workers might. There is a
strong, positive relationship between the economic growth of a country and a strong
level of entrepreneurial activity (Markley et al. 2005).

Rural areas are home to nearly three-fourths of the world’s poor today, but mass
out-migration to urban areas is happening across the globe (Bennell 2010; Cohen
2006). Rural lands provide much of the world’s food (FAO 2014). But, “by 2030,
demographers predict that around 61% of the world’s population will be living in
urban areas” (Cohen 2006). As out-migration trends have persisted and youth have
flocked to urban areas, an increased strain has been put on many countries already
scarce economic and food resources (Cohen 2006; FAO 2014). Agriculture has
been the mainstay of many living in rural areas worldwide, and investment in the
agricultural sector has been demonstrated to be an effective means to lift groups out
of poverty (Bennell 2010; Diao et al. 2010). Additionally, agriculture has accounted
for 32% of total global employment (ILO 2014).

Panchagarh is a district of Rangpur division in the extreme northern part of
Bangladesh. The poverty level in the Panchagarh area is one of the highest in the
country. Within this backdrop, rural people of this region have a very limited access
to income-generating activities apart from extraction of sub-surface sand and stone.

Kazi Shahid Foundation (KSF) has been executing a contractual dairy program
with a plan to help in expanding earnings and reasonable occupations with a focus
on landless and smallholdings through supporting sustainable agricultural pro-
cesses. A further equally significant aspect of the intervention in KSF’s advance is
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given not just on the premise of abilities and open doors additionally on the
capability to reimburse. In the typical cash advance model, the “smarts” generally
overwhelms the credit procurements, leaving the “less smarts” in their typical
dejected circumstance. The KSF Dairy Model for credit procurement is a wonderful
flight from the conventional microcredit administrations. The exercises of the
venture could be best seen by sub-classifying into three real fragments: cattle feed,
milk, and dung. An essential need for cultivating high-yielding fodder is to nourish
dairy animals with bigger amount and better quality grass, to get maximum yield.

KSF Dairy Model additionally encourages organic tea plantation, natural veg-
etable cultivating and supply, bio-manure creation, and instruction programs. KSF
accepts that by starting and encouraging smallholder dairy creation in the Pan-
chagarh especially among the rural women could be utilized as a capable device for
diminishing destitution, raising sustenance levels, and enhancing the livelihoods of
poor across the country. KSF’s Specialized Dairy Farming Program had turned out
to be an intense apparatus for poverty alleviation.

2 Engaging Women Is Enhancing a Community

The prevalence of child marriage, dowry, polygamy, etc., are higher in Panchagarh
compared to other regions/districts of Bangladesh. Women in Panchagarh, as in
many parts of the country, are particularly vulnerable due to limited access to
alternative economic opportunities, capital, land, and skills. It will not be an
exaggeration if we imply that women have been victims of utter negligence.
Women empowerment is a prerequisite for most development outcomes such as
economic growth and poverty reduction; for this reason, any discussion on
post-2015 development agenda needs to include women empowerment as a
cross-cutting dimension to all development priorities (UN Women Policy Division
2013). The economical, environmental, and cultural conditions enabled the inter-
vention of KSF, an independent welfare organization promoting a “Specialized
Dairy Farming Model” that is linked with commercial organic tea cultivation and
livelihood improvement of the poor people particularly the women and their family.
Due to KSF’s continuous effort toward enhancing community-based dairy farming,
it has now become one of the important income-generating activities (IGAs) for
poor and marginal households in rural areas of Panchagarh. KSF has been imple-
menting “Generation of Employment and Income through Contract Dairy Farming
and Market Linkage” with an aim to contribute in increasing incomes and sus-
tainable livelihoods of the targeted landless and smallholdings through providing
support for good farming practices. The project staff and the small holders are given
training and orientation on improved cow management. It is expected that the
newer communities would be inspired by existing dairy farmers to adapt to a
profitable and sustainable dairy farming to change their lives to a better one. Several
factors in the enabling environment like societal and cultural norms, lack of social
security, social conflicts, lack of employment opportunities, and lack of media

Engaging Rural Women in Entrepreneurship Through an Innovative … 259

zench@tut.by



information also inhibit the women from realizing the importance of their livestock
management activities (FAO 2003; Munawar et al. 2013).

3 Description of Project

3.1 Project Area

The project area is in Panchagarh, which is an impoverished, secluded, and
drought-prone area. Panchagarh is located at the extreme northwest of Bangladesh,
with an area of 1404.53 km2 and bounded on three sides by 286.27 km of Indian
border. Its soil is sandy and alluvial and bears close affinity with the soil of the old
Himalayan basin.

The poverty incidence in Panchagarh is relatively higher than any other regions
of the country. In Panchagarh, nearly 80% of the population is considered as poor.
They are mostly smallholder farmers, landless day laborer, and stone
extractor/breaker. The other human indicators, such as literacy, nutrition, education,
health care, etc., are all below the national average.

Since there are not enough employment opportunities in Panchagarh, people do
not have many options to earn their living. They cannot carry on farming due to the
reduced rainfall and reduced water flow in most of the rivers; insufficient electricity
and the high price of diesel for irrigation in the dry season also make cultivating
crops a significant challenge. Therefore, working in a stone field is the one of very
few options available for the people of the Panchagarh district to generate income.
Under such backdrop, a need for engaging women in income-generating activities
seemed to be a true call of the moment. It has been argued that at least half of all the
estimated 50,000 stone workers stretching from the Mahananda, Dahuk, Karatoa,
and Chawai Rivers and the adjacent areas are women. It is also considered a fact
that women are being paid significantly lower than men doing the same work.

3.2 Innovativeness of KSF Dairy Model

KSF Dairy Model is highly innovative. This model aims to develop innovative
farming systems to deliver economic value and environmental benefit. The model is
implemented entirely through rural women of Panchagarh. In the course of inno-
vation and outreach development for entrepreneurial opportunity (like demonstra-
tion, commercialization, farming practice changing, and so on), significant increase
in the quality milk production and animal performance occurs. The intervention
package entails improved dairy animals supply and cow-comfort awareness, green
fodder cultivation and standard feeding, artificial insemination service, better dis-
ease prevention strategy, availability of drugs at affordable cost, dairy farming
enterprise value chains, risk management fund, and family capital for its women
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members.

3.3 Conventional Approach in Opposition
to the KSF Dairy Model

According to the typical dairy farming models, traditionally involving the
exchanging of cash, limit the potential for sustainable development. Besides, lack of
capital hinders smallholder dairy farmers to employ workers. The other limitations
include farmers’ inability to obtain technical support, risk management, and
inability to choose right varieties of dairy cows.

Furthermore, the purpose of microcredit, apart from financial sustenance of the
economically deprived community, has many multifaceted objectives. Developing
group cohesiveness and triggering a community feeling among the group members
is also one of the important targets of microcredit. The conventional credit mech-
anism practiced today is essentially dividing the groups. The loan is provided not
only on the basis of skills and opportunities but also on the ability to repay.

KSF Dairy Model provides milking cows with calves to its beneficiary, and
repayment is based on milk and cow dung. Moreover, this model enables benefi-
ciaries to enhance improved technical capacity and skills through training. KSF
Dairy Model also ensures risk minimization through introducing cow insurance and
veterinary care.
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4 KSF Dairy Model Features

The KSF Dairy Model is designed to ensure quality dairy cow, proper veterinary
care, animal comfortness, access to right quantity of quality feed and water, regular
breeding, and proper marketing of products and by-products. In addition, poor
households also receive technical and financial management support.

(a) Improved Scientific Dairy Cow Management

Dairy farming support needs to be provided in different forms: hands-on
technical training and demonstrations along with training on business, coop-
erative management, and governance. Apart from knowledge building, the
KSF Dairy Model also put attention on supply of farm inputs, cow comfort
and housing, balance feed and to ensure green fodder cultivation and also
waste management.

(b) Financial Services

KSF Dairy Model includes a procedure to deposit from the sale of benefi-
ciaries’ milk and dung, where they receive 6% incentive known as Family
Savings. Besides, there are provisions for risk management at the rate of 1%
on cost of dairy cows which together with additional 1% matching fund of
KSF cover death insurance of cow. KSF members receive veterinary care
(de-worming, vaccination, and artificial insemination) support through addi-
tional deposit of TK 500.

(c) Technical and Marketing Services

This project was successful in improving feeding, breeding, vaccination, milk
quality, and hygiene as main strategies to enhance dairy cattle productivity and
farmers access to the formal market, i.e., milk chilling plants and value-added
dairy commodity producers. KSF also provides marketing services for the raw
cow dung and processed vermin compost produced by beneficiaries. Recently,
KSF started to supply organic beef cattle directly from the beneficiaries to
Meena Bazar, the largest superstore in Bangladesh. The accomplishment of
the identified project objectives ultimately resulted in a higher and more stable
income, improved nutrition, and livelihoods for the women beneficiaries.

The comparison of the features of KSF Dairy Model and conventional approach
is stated below.
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The Conven onal 
Approach

Tradi onal Credit Mechanism with 
involvement of cash transac on

Only Local Vareity of Cows

Forages are usually natural pastures from 
communal lands and road sides; and crop 

residues i.e. straws

No Concentrated Feed

Low Milk Produc on
i.e. avg. 330 liter/cow/Lacta ng Period

No Technical and Financial Support

KSF Dairy Model

Barter System through milk and dung 
buy-back model

High Yield Improved Vareity of Cows 

kept under zero grazing system and fed 
with home grown  fodder i.e. napier grass

More Concentrated Feed 

Highly Poten al for Milk Produc on
i.e. avg. 862 liter/cow/Lacta ng Period

Proper technical supports
i.e. training, vaccina on, breeding, closed-

call service

Risk management fund and Family savings 
are provided 

VS. 

5 Linking Activities Within the Project

The activities of the project could be best understood by sub-categorizing into three
major segments: quality dairy cow, proper management, and marketing of products
and by-products. A primary necessity for farming a high milk-yielding cow which
is to be fed with adequate quality and quantity of feeds and fodder, to obtain
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maximum output. Hence, KSF’s beneficiaries have extended their activities to
backward integration by growing wide range of improved quality fodder for their
cows. KSF is providing continuous training and other support, as well as empha-
sizing the importance and the significance of the quality grass. Today, the trend has
led farmers producing good quality grass in larger quantities enabling them to sell it
to their neighbors.

A more direct interlinking income-generating activity involves milk production.
One of the core intentions of KSF Dairy Model was to engage farmers in producing
large volume of better quality milk. Today it is standing out as one of lucrative trade
for farmers, as they are able to sell it to KSF’s own milk-processing firms. Besides,
they also sell to individuals processor-producing milk products such as channa,
sweets, curd, ghee.

Cow dung in the initial implementation of the program was considered a
straightforward trade, where farmers traded with Kazi and Kazi Tea who required
fertilizers for their crops. However, KSF trained the farmers the art of vermin
composting, enabling them to generate higher income, than they previously did.
Vermin compost is better quality organic fertilizer that enhances soil fertility,
improves soil health, and reduces requirement of chemical fertilizer, and thus has a
higher demand with greater margin of profit.

6 Demographical Diversity

KSF is still at a very early stage with only 1749 members where they are categorized
into three major classifications; ultra-poor, poor, and micro-entrepreneur. They are
managing 1075 cows, but given its member-friendly approach, KSF envisions a

264 S.A. Chowdhury et al.

zench@tut.by



magnificent growth. KSF is organizing itself to support such strong interest initially in
Panchagarh district and eventually hopes to expand countrywide. The replication of
such a people-friendly model will not only help enterprising the destitute persons, but
also help to mitigate the country’s dire need of good, natural milk and organic fer-
tilizer. It also reduces dependency on harmful chemical fertilizer.

7 Services Offered to Underprivileged People, Especially
Women

In addition to radically increasing the women’s income and assets, KSF also
facilitates organic tea cooperative, organic vegetable farming and supply,
bio-fertilizer production, and education programs. It has now expanded to two more
places: Sirajganj and Savar. KSF believes in steady and sustainable growth, guided
by their value: “we grow only in harmony with nature and society.”

7.1 Contractual Dairy Farming Program

KSF is based on an innovative approach. They provide their beneficiaries dairy
cows instead of cash, and ownership is transferred in exchange for milk and cow
dung. Rural people, especially women, are encouraged in Specialized Dairy
Farming which improves their economic status as well as social status.

7.2 Group Orientation and Training Program

KSF designed various types of training program for its women beneficiaries. These
trainings extensively focused on developing women empowerment and a sharp
sense of equity as well. These include leadership, cow management, vermin
composting, organic farming, and primary health and hygiene factors. A total of
1410 women beneficiaries were trained by KSF eventually.

Training of KSF beneficiaries

Sl. no. Name of training Duration
(days)

Cumulative achievement

Number of
batch

Person

1. Cow and calf rearing 01 61 1401

2. Intensive cow and calf rearing 02 05 100

3. Vermin compost development 01 04 99

Total training received 1600 women
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7.3 Service Delivery Strategy

Smallholders lack the skills to manage their farms as “enterprises”; have poor
access to support services like veterinary services, reproductive care services, and
marketing services; have little or no capital to reinvest with limited access to
finance; and are handicapped by small herd sizes, low milk yields, and poor quality
milk. Therefore, KSF intervenes and crafts certain mechanisms helping them
address of these challenges:

• Group Formation and Development: Formation of contractual dairy farming
groups at each community in the program areas. Working in groups enables
women accomplish their earnings/tasks with higher success rate and at a most
cost-effective manner. The members help each other by providing suggestion,
information, and mental support.

• Dairy Management Services: KSF is also providing animal health and breeding
services and advice on hygienic milk production. Other services include advice
on feed, practice vaccination and de-worming, animal comfort through appro-
priate husbandry, etc., management to the group members.

• Feed Management: Facilitate to establish community-based good quality fodder
and feed management and provide technical support to prepare feed locally
through local feed sellers.

• Market Linkage for Milk and Dung: Provide effective channels and trans-
portation of the milk and cow dung for marketing. By linking up around 1100
farming households directly to the milk processor, KSF Dairy Model demon-
strates significant increases in the profit margin of the beneficiary households.

• Asset Formation Support: Provide milking cow to group farmers from KSF and
help manage improved dairy cow effectively and in coordination with KSF
repayment buy-back system through milk and dung.

• Capacity Building: Provide training and orientation to all group members in
relevant livestock and dairy milk production to improve technical skills of the
group members.

8 Impact of KSF Dairy Model: Analysis of Results

8.1 Quantitative and Qualitative Improvement
of Beneficiaries

Increasing opportunities for women is considered to have a powerful impact on
productivity and agriculture-led growth. Smallholder farmers with less than 20
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decimals of land contribute to almost 90% of agricultural production in Panchagarh
but have very low yields, mainly due to poor knowledge and technologies. Dairy
farming practice is one of the most rudimentary and traditional in Panchagarh
resulting in lower yield income compared to cost of management and production.
KSF-supported Dairy Farming program is one of the key initiatives, which aims at
increasing milk production and rearing of high-yielding cows for farmers. KSF’s
Dairy Farming program is training women to become dairy producers, improving
their incomes and helping to fill up the yield gap in the dairy farms and also buying
this locally produced milk.

8.2 Occupation of the Beneficiaries

The occupation of the beneficiaries before joining KSF was primarily homemakers
(64%). A few were working as agricultural day laborer (18%), stone mining worker
(14%), and small business (4%). The occupation of the beneficiaries has dramati-
cally changed after joining KSF. They all have become entrepreneurs and started
dairy farming and selling milk and compost and earning extra from various others
income-generating activities.

8.3 Income Generation from Dairy Farming

The net profit of farming a local-improved milking cow is approximately BDT
45,000 per year including the value of two calves (BDT 25,000 and BDT 15,000).

A small quantity of the milk is often used by the beneficiaries for their home
consumption, and the rest is sold either to KSF or in the market at an average price
of BDT 37 per liter.

The following benefit and cost framework show that a poor with a credit support
to start dairy farming can have a round the year revenue stream, and at the end of
the year can earn about BDT 45,000.

Engaging Rural Women in Entrepreneurship Through an Innovative … 267

zench@tut.by



8.4 Changes in Income of Beneficiaries After Joining in KSF

Majority of the beneficiaries (particularly female) did not have any income sources
before joining KSF. This has been dramatically changed after the beneficiaries
joined KSF. The chart above shows that the “no-income” among the beneficiaries
has remarkably dropped to “income group”. It is also remarkable that the income
level of the beneficiaries has significantly increased from TK 5000 to TK 10,000
per month.

The distressed women, who lived in utter miseries even a decade ago, are now
leading a better life by taking three meals a day along with other family members
and sending their children to schools. Talking to female dairy entrepreneurs,
including housewives, widows, and divorcees, said they have been able to support
their families financially which has removed their extreme poverty.

“Side by side leading a better life, we are using sanitary latrines, drinking safe
water, preventing child marriages and dowry, taking health care services and living
peacefully because of our earnings,” stated by some of our dairy entrepreneurs.
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8.5 Milk Consumption by Farmers—The Ideal
Diet that Has Been a “Dream Food”

As a nutritious food and a source of regular income, milk plays a key role in the
household food security in many developing nations. In small-scale dairying, milk
is available for the family needs first and surplus milk is marketed. One of the most
important, but often ignored, direct benefits of small-scale milk production is the
immediate nutritional benefit provided to growing children (e.g., calcium and
vitamin A) which greatly contributes to a balanced and nutritious diet. The current
per head consumption of milk is increased to 45 ml per day among KSF’s bene-
ficiaries which is much higher than the national standard of 32 ml milk per day per
head. KSF is working persistently to raise awareness and to promote “A glass of
milk for every person/child in Panchagarh” which aims at eradicating malnutrition
among Panchagarh children.

9 Quantitative and Qualitative Achievements

A review of the development experiences show that the most effective way of
achieving rapid and sustainable improvements in the quality of life of the poor has
been through a two-part strategy. The first element of the strategy is the pursuit of a
pattern of growth that ensures productive use of the most abundant asset, i.e., labor.
This calls for program activities for harnessing market incentives, access to capital,
infrastructure, technology, etc. The second element is widespread provision to the
poor of basic social and development services, especially capacity building and skill
development. The first component provides opportunities; the second increases the
capacity to take advantage of these opportunities.

9.1 Output Level

(a) At the onset of KSF program, there were 77% low productive local cows, 20%
improved cow, and only 3% cross-breed dairy cow. Currently, after 3 years of
LIFT-KSF Dairy Model intervene, proportion of local low productive cow
came down to 32%, proportion of improved local cow increased to 33%, and
proportion of cross-breed dairy cow improved to 35%. It may be mentioned
that this change was not only among the KSF beneficiaries alone but also
among their neighbors and communities.

(b) Artificial insemination service has been adopted among 64% of the dairy cows.
Almost 100% of animals came under preventive veterinary care, e.g., vacci-
nation against FMD, BQ, Anthrax, and also de-worming.
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(c) Many farmers have already adopted vermin compost technology in their
farm-waste management system. About 76 farmers are now using improved
cow-husbandry system. A total of 622 contract dairy farmers are now culti-
vating high biomass-yielding grass (e.g., Napier and Maize) and providing
required concentrate feed to their cows.

9.2 Outcome Level

(a) Average milk production of cow (before intervention) increased from
1.65 L/cow to current 3.18 L/cow. Length of lactation period has also increased
from 161 days to current 210 days.

(b) Introduction of artificial insemination has improved the number of cross-breed
calves in the area. Marketing system of milk and cow dung/vermin compost has
been established across area.

(c) Calving interval of dairy cows reduced from pre-project 18 months to current
15 months. Introduction of preventive veterinary care and improve manage-
ment practice resulted in a decrease of calf-mortality rate 12–5% compared to
the national standard mortality at 25%.

(d) Cow mortality rate reduced from 4% at start to 2% at present. It may be
mentioned that cow mortality at national level is about 7%.

9.3 Impact Level

(a) Monthly income of the ultra-poor KSF beneficiary increased by TK 2877 per
household. Besides, milk intake increased by 45 ml per person compared to our
national standard which 32 ml per person, per day.

(b) Bangladesh largest liquid milk producers: Aarong Dairy and Milk Vita have
established processing unit across the intervention area, due to the bulk
availability of milk specially generated from cross-breed cows.

(c) A recent study has shown that new beneficiaries are participating more on
contractual dairy farming, and existing beneficiaries are practicing KSF Dairy
Model which led to a cumulative milk production of 3,50,000 liters.

(d) Nearly 5200 tons of collected cow dung has overall positive impact on soil
health and land productivity of the area.
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10 Link Between Lifelong Learning from the Innovative
Approach, Sustainable Development,
and Empowerment of Rural Women

10.1 KSF Dairy Model—Evolving a Profitable Farming Model

A model to become sustainable, focused activities on the following key functional
areas are essential. KSF is in the process of developing and standardizing almost all
the key elements to make the model sustainable.

The transition toward more sustainable dairy farming systems is a central ele-
ment on the KSF Dairy Model agenda. This transition process can be supported
with improved insight into the effects of management measures and farming sys-
tems on individual sustainability aspects and overall sustainability.
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10.2 Link Between Sustainable Development
and Empowerment of Women

The KSF innovative model directly raises the income of its female beneficiaries
thereby strengthening their voice in family and community decision-making pro-
cess. These vulnerable and almost destitute women now are more empowered
micro-entrepreneurs. From being utterly dependent on others, they have become
active participants generating income for the family, playing an active role in the
community. They are better able to provide nutritional food for their children and
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send them to school. This has long-run implications for human capital development
of the country. Thus, a by-product of the program is to contribute positively in the
long-run growth and development of the beneficiaries, their communities, and the
country. The innovative model is sustainable as it links the producers successfully
with the supply chain for both input and output. The model provides training on
quality fodder production, established a link for sale of extra or redundant fodder,
milk and milk products to industries and local markets, and even shows ways of
generating income from residual by-product cow dung. The production of green
fertilizer and green waste management contributes to greener and cleaner nature.
Thus, KSF model also promotes environment-friendly but high-yielding production
process.

11 Directions for Future Projects

It is broadly held that the difference between a tolerable quality of life and mere
survival depends directly on the peoples’ ability to work and on their opportunities
to work. Achieving a pattern of development that successfully reduces socioeco-
nomic deprivation requires program interventions that would provide opportunities
to the rural poor and enable them to participate in the profitable economic ventures.

KSF’s Dairy Model is accordingly designed to provide both opportunities and
capacity building in engaging the under privileged people in the profitable wealth
creating economic activity. However, such a new and innovative approach of ini-
tiation requires overcoming certain obstacles.

One of KSF’s primary goals is to facilitate value chain for high-yielding dairy
cows in the local market through strengthening the local market actors. Another
essential focus area involves integrating private sector service provider to energize
the market, develop sustainability, and increase cost efficiency in catering wider
community needs. Addressing social and human indicators for comprehensive
solution to community needs, these communities are identified as KSF beneficia-
ries. Appropriate packaging and branding for vermin compost can create substantial
market opportunity throughout the country. Therefore, it is essential that KSF
device a strategy to exploit the potential opportunity. Linking academic institutions
may also improve the piloting procedures: The extensive laboratory modeling can
be addressed through collaboration with local agriculture college/university to help
in sound and appropriate animal husbandry management through students’
internship, joint research, etc. A vocational and entrepreneurial center can be
developed for the youths and adolescents with a view to develop second-generation
workforce and entrepreneurs. They can learn composting, organic farming, tea
plantation, dairy farming, biogas plant construction, milk processing, social advo-
cacies, gender equality, market facilitation, etc.
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12 Lessons Learned and Conclusion

An effective community engagement and response to improve the present status of
livelihood and quality of life of women and children is not limited merely to the
program design and delivery, but has critical dynamics of true participation of
women and children and a commitment from all levels of people in the family and
community. The most successful results can be harnessed by involving women and
children as well as youth with experience in issues related to livelihood and quality
of life of women and children.

Gradual transition from the subsistence dairy farming to profit-oriented
knowledge-based farming requires consistent and passionate techno-social inter-
vention with market link at farmer’s door step. Barter system dairy financing model
does work when consistent visibility, technical services, and buy-back of dairy
products are ensured at borrower level.

Community people especially women find it hard to identify themselves as
leaders due to persistent neglect and lack of knowledge, skills, and exposure. KSF
should consider their questioning strategy to elicit appropriate information about
availability and access of the different services and ways to improve them through
community participation. KSF may also strengthen and expand linkage with
community institutions and the local service providers to secure collaboration of
those who are dealing with livelihood improvement, capacity building, market
linkage, and so on.

Dairy farming support needs to be provided in different forms: hands-on tech-
nical training and demonstrations along with training on business, cooperative
management, and governance are all essential. Introducing wide-reaching systems
for technical assistance and monitoring of the dairy farmers on their farm are
important. Apart from knowledge building, the supply of farm inputs, tools, and
equipment also requires attention.

A comprehensive development and agribusiness policy support may result in a
successful livestock value chain. In Bangladesh, the small livestock growers for a
long time have been denied a favorable policy support resulting in stagnation of the
livestock sector and increased rural poverty. These policies of neglect stand in sharp
contrast to those of developed nations, which provide farmers with a strong
foundation of government policy support. The competitiveness of agribusiness not
only depends on the functioning of players within a cluster, but most importantly,
on the entire chain at the national level and global level. This means agribusiness in
needs to take globalization into account in order to improve competitiveness. The
very KSF Dairy Model shows that business and poverty relief are not mutually
exclusive. It can relieve poverty in a way that benefits an entire economy, and the
people in it.

Acknowledgements We are thankful to Gemcon Group for the funding of this project, KSF team
members, and the “Learning and Innovation Fund to Test New Ideas (LIFT)”—a Program of Palli
Karma-Sahayak Foundation (PKSF).

274 S.A. Chowdhury et al.

zench@tut.by



References

Bennell, P. (2010). Investing in the future: Creating opportunities for young rural people. Rome:
IFAD.

Cohen, B. (2006). Urbanization in developing countries: Current trends, future projections, and
key challenges for sustainability. Technology in Society, 28(1), 63–80.

Diao, X., Hazell, P., & Thurlow, J. (2010). The role of agriculture in African development. World
Development, 38(10), 1375–1383.

FAO. (2014). Youth and agriculture: Key challenges and concrete solutions. Retrieved from
http://www.cta.int/images/youth_and_agriculture_web.pdf

FAO. (2003). Uplift and empowerment of rural women (farmers wife). Rome: FAO.
ILO. (2014). Global employment trends 2014. Geneva: International Labour Organization.
Markley, D., Macke, D., & Luther, V. B. (2005). Energizing entrepreneurs: Charting a course for

rural communities. Lincoln, NE: Heartland Center for Rural Entrepreneurship.
Morris, M. H., Kuratko, D. F., & Cornwall, J. R. (2013). Entrepreneurship programs and the

modern university. Northampton, MA: Edward Elgar.
Munawar, M., Safdar, U., Luqman, M., Butt, T. M., Hassan, M. Z., & Khalid, M. F. (2013).

Factors inhibiting the participation of rural women in livestock production activities. Journal of
Agricultural Research, 51(2), 213–220.

Valerio, A., Parton, B., & Robb, A. (2014). Entrepreneurship education and training programs
around the world: Dimensions for success. Washington, DC: The World Bank.

UN Women Policy Division. (2013). A transformative stand-alone goal on achieving gender
equality, women’s rights and women’s empowerment: Imperatives and key components. New
York: UN Women.

Engaging Rural Women in Entrepreneurship Through an Innovative … 275

zench@tut.by

http://www.cta.int/images/youth_and_agriculture_web.pdf


Lifelong Music Learning
for Sustainable Development

Yonghyup Oh, Johanna Maria Roels and Peter Van Petegem

Abstract
This paper discusses how lifelong music learning is connected to sustainable
development and shows a case study of the Flanders region in Belgium.
Literature, while still in need of much further development, suggests the
connection can be established. Belgium scores low in environmental sustain-
ability at the world level, which creates a strong demand of policy focus on
sustainable development. The data of music academies of the region reveals that
the demand for lifelong music learning in the area is notably increasing, which
could be an affirmative sign. We demonstrate a method of music teaching as a
supply-side factor that we believe strongly connected to the philosophy of
education following the ideals of sustainable development.

Keywords
Music learning � Sustainable development � Lifelong learning � Policy � Demand
and supply of education

Y. Oh (&)
Club of Rome—EU Chapter, Pannenhuisstraat 40, 2500 Lier, Belgium
e-mail: chejuoh@hotmail.com

J.M. Roels � P. Van Petegem
University of Antwerp, Academy of Heist op den Berg,
St-Jacobstraat 2-4, 2000 Antwerp, Belgium
e-mail: johannamariaroels@gmail.com

P. Van Petegem
e-mail: peter.vanpetegem@uantwerpen.be

© Springer International Publishing AG 2018
W. Leal Filho et al. (eds.), Handbook of Lifelong Learning
for Sustainable Development, World Sustainability Series,
https://doi.org/10.1007/978-3-319-63534-7_19

277

zench@tut.by



1 The Connection Between Lifelong Music Learning
and Sustainable Development

Can we make the connection between lifelong music learning and sustainable
development? In doing so, we need to understand multiple linkages that crosscut to
comprise this connection. Most of all, we need to be clear on the definition of
sustainable development.

The most quoted definition of sustainable development comes from the UN
Brundtland commission (1987), which says ‘sustainable development is develop-
ment that meets the needs of the present without compromising the ability of future
generations to meet their own needs’.

This term evolved to encompass three dimensions: environment–economy–so-
ciety, the three bottom-line pillars of sustainable development (Elkington 1997).
Some researchers (Pearce et al. 1989; Kuhlman and Farrington 2010) emphasize the
link of natural resource depletion to sustainable development to define this term.
These definitions are not exclusive against each other, and in effect enlighten a facet
of the same stone.

We often see the term sustainability which is frequently used in the place of
sustainable development. They differ in that sustainable development signifies a
process towards a higher state of sustainability across environments, economy and
society.

Lifelong music learning means the learning of music that takes place at any age
of a person. The cognitive and motoric functions of a person have different
implications to the maximum level of achievement as well as the speed to reach that
level. The motivation to learn music and the impact anticipated or unanticipated by
the person also would vary with ageing. Lifelong music learning accentuates the
different features of learning along the different age groups in music learning.

The linkage between lifelong music learning and sustainable development
crosscuts several linkages. These include linkages between music and sustainable
development, between music learning and sustainable development, and between
lifelong music learning and sustainable development, let alone linkages between
learning (or education) and sustainable development. In addition, the link between
art learning and sustainable development needs to be addressed as music being an
important art form.

It is rare to find literature on the connection of music to sustainable development.
Kagan and Kirchberg (2016) is a notable exception. They review the related lit-
erature and conclude that the link between music and sustainability is strongly
present and can be either positive or negative. It is worth pointing out that they cite
political manipulations using music under the Nazism and Stalin’s dictatorship as
an example of the negative link. Titon (2009) discusses a sustainability issue of
music of which the context lies in the preservation of music creations in different
cultures. This does not match the context of this paper.
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Learning (or education) and sustainable development, or Education of Sustain-
able Development (ESD), is one of the priority areas in the UN action plans (see the
reference for the link). This connection is suggested in a growing number of sci-
entific literature on education of sustainability, or sustainability education. Probably
the most common definition of sustainability education refers to the education for
ecological, economic and social development of the society that promotes inter-
disciplinary thinking (Sterling 2010; Warburton 2003).

The connection of art learning and sustainable development has been addressed
in a small number of studies. Notably Winner et al. (2013) illustrate the broad
nature of impacts that art education would exert on other disciplines in the general
education system. They do not link their study explicitly to the education of sus-
tainability, but the interdisciplinary nature of art education they stress should be
noted.

The connection of lifelong music learning to sustainable development is an
unexplored area, but the last two linkages cited above are useful to establish this
connection. It seems to be possible to establish the connection of lifelong music
education to sustainable development. Learning refers to the act of the pursuer,
whereas teaching refers to the act of the provider. In the following, we take the case
of the Flanders, the northern Dutch-speaking part of Belgium.

2 Case of Flanders

To give a formal setting to see the state of sustainable development, we use two
categories that indicate sustainable development.

They are,

• Environmental sustainability
• Social and economic sustainability.

Social and economic sustainability is further elaborated into the following two
concepts:

• Inter-generational equity
• Intra-generational equity.

Environmental sustainability, inter- and intra-generational equities are three
ethics of sustainability,1 which represent the core values of sustainable develop-
ment. They refer to the quality of the environment, equities of well-being of people
over different generations, and within any given generation, respectively. The
philosophy behind these ethics is that these three ethics of sustainable development
should not deteriorate over time and be kept within the acceptable levels.

1Author’s own term (Oh).
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Table 1 indicates the present state of sustainable development in Belgium.
Regarding environmental sustainability, Belgium stands within the worst group

in the European Union in terms of ecological footprints and biocapacity, with only
Denmark, the UK, Ireland and Estonia in the worse state. The Environmental
Sustainability Index (NASA 2005) shows that Belgium is ranked at the 112th in the
total of 146 nations in the world and the last among 22 EU nations the study
included.

While Belgium scores well in terms of inter- and intra-generational equities and
it is one of the leading industrialised economies in the world with high income, it
scores badly in terms of environmental factors. This suggests that there is a strong
need of policy focus on sustainable development in Belgium.

Next, we show the other end of the nexus of the lifelong music learning and
sustainable development, namely the state of lifelong music learning in Flanders.

Lifelong music learning in the Flanders region is offered mainly by the
administration of the Flemish Part-time Art Education (PAE), of visual art, music,
word craft and dance (Beeldende Kunst, Muziek, Woordkunst, Dans). The phi-
losophy of this type of education is to offer complementary education of art for all
who want to pursue it. It is offered at low fees ranging 40–202 Euros a year (as of
2014–2015) and is open to all ages from six in most cases. These institutions have a
long history of existence, the foundations of some institutions going back to the
pre-First World War period. See Appendix for a further description on this
institution.

Figure 1 shows a recent data of actual enrolments of adults at these institutions
in Flanders.

From Fig. 1, it is particularly interesting to see that the increase in demand for
lifelong music learning is most remarkable among the four programs offered. This
finding may be far from conclusive, but at least suggestive about the connection
between lifelong music learning and sustainable development. Future research

Table 1 Descriptive statistics on sustainable development of Belgium

Indicator Source

Environmental
sustainability

Per capita ecological
footprint and per
capita biocapacity

At ecological deficits: Footprint
5.7/Biocapacity 1.1 (2006)

Global
Footprints
Network
(2010)

Environmental
Sustainability Index

World ranking: 112th/146, 11th/21
(among high population density
countries), 22th/22 (in the EU)

ESI (NASA)
(2005)

Inter-generational
equity

Growth of real GDP
per capita

Negative growth rates in 1975, 1981,
1993, 2008 and 2012

World Bank

Intra-generational
equity

Gini 30.6 (2004)–27.6 (2012) World Bank

Income share of the
highest 10% (%)

25.14 (2004)–21.96 (2012)

Population below
poverty line (%)

15.1 (2013)
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should confirm whether lifelong music learning is the most responsive field in art
learning in the era of sustainable development.

3 Supply Side of Lifelong Music Learning

The supply of lifelong music learning usually refers to the capacities of musical
institutions or other institutions that offer music training, as well as materials,
teaching methodologies or any social infrastructure to offer learning experiences of
music. The supply side of lifelong music learning concerns both tangible and
intangible materials. Tangible materials would include new supply of classes,
teaching materials, teachers or new administrations. Intangible materials would
include new teaching programs, new teaching methods or new regulatory
frameworks.

While all these would matter in the supply of lifelong music learning, countries
and regions would have very different needs of supply-side improvement.

A starting indicator for a supply side of lifelong music learning would be a
geographical coverage of part-time lifelong education if it is abundant and easily
accessible. In the case of Flanders, training at the DKO institutions as of the school
year 2014–2015 is offered at 1467 sites of 168 institutions called academies (13 art
academies, 90 academies music, word craft and dance, and 65 academies of visual
art). As of September 2015, this type of education is physically present at 272 of the
total Flemish municipalities of 327,2 a coverage rate of 83.1%.
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(Flanders, Belgium) 
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Fig. 1 Enrolments at Flemish academies of music, visual art, dance and word craft by adults
(older than 25 years old). Source Own calculation from the data provided from OVSG
(Onderwijskoepel van Steden en Gemeenten), Ministry of Education of Flanders. We thank
Bernadette Van Kemseke for her generous efforts to provide us with the data

2Including 19 Brussels municipalities.
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As our focus goes to Flanders where the distribution of academies is dense and
the per capita income is one of the highest in Europe, we would dare to say that the
need may be better sought in intangible materials. It is for this reason we introduce
a case study on a teaching method accommodating the philosophy of education of
sustainability. This is the subject of the next section.

4 Children on Wings—A Case Study

In music education, the way of learning was—and still is—monodisciplinary (Roels
2015b). When sustainability education refers to the education for ecological, eco-
nomic and social development of the society that promotes interdisciplinary
thinking (Sterling 2010; Warburton 2003), we can question the following:

• how can we foster interdisciplinary thinking in music education?
• can interdisciplinary thinking in music education evolve into transdisciplinary

thinking or organic learning?
• can transdisciplinary thinking, organic learning, in music education foster

problem-solving and self-regulating learning (soloistic and in group) on the long
term—which could mean a lifelong sustainable development?

Winner et al. (2013) illustrate the broad nature of impacts that art education
would exert on other disciplines in the general education system. So we can
question in how far transdisciplinary thinking in music education can have an
impact on other disciplines in the general education system.

4.1 History of the Flemish Part-Time Art Education

The current Flemish Part-time Art Education (PAE), with its highly trained
teachers, is an appropriate milieu for the acquisition of new insights derived from
professional practice. However, in terms of its origins, the PAE was not set up to be
child-centred. The course was concerned with ‘soloistic excellence’ and everything
revolved around developing the talents of an elite group of musically gifted chil-
dren. It was not until 1990 that the music curriculum, as well as instruction in the
individual instruments, was given a more general educational dimension. Even in
2007, the content of the various PAE programmes in Flanders was still heavily
based on the ‘master–pupil’ model whereby pupils mainly learn to reproduce
existing music and are not usually encouraged to create their own music. In
response to these shortcomings, efforts have been made to introduce innovative
changes and to create artistic objectives that are much more pupil-centred. In 2012,
pilot projects were established by the Flemish Ministry of Education. One of the
projects consists of a cross-disciplinary initiation module which allows children,
aged six, to explore different forms of expression such as music, drama and word,
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dance, image and media and experience how these disciplines can influence each
other. This is, in part, a response to the ideas of the pioneers of child-centred
teaching, but also to the increasing hybridisation of the arts today. The intention is
that the artistic and technical skills which pupils will acquire through play and in an
interdisciplinary context will provide a ‘fertile breeding ground’ for a lifelong
artistic development. Notwithstanding these efforts, the way of music learning is
still monodisciplinary (Roels 2015b).

4.2 Teaching Method Children on Wings: Interdisciplinary
and Transdisciplinary Thinking in Music Learning

In the course of her own practice as a piano teacher, by paying attention to the
creative potential of her students, a situation spontaneously arose in which the
author (Roels, henceforth R) shifted the pedagogical emphasis from learning to
reproducing music towards the creation of music. This began as an experiment has
grown into a method, titled Children on Wings (Roels 2002, 2015a). The method
involves an interrelationship of various dimensions of musicality such as listening,
designing, noting down and performing, and which uses the visual capacity of her
students in such a way that their own drawings constitute a starting point for their
compositions and for the visualisation of music-theoretical concepts.

The act of drawing enables children to communicate their inner perceptions and
experiences to the outside world. Colour pencils and paper can be seen as the
extension of their thoughts, feelings and actions. It is much more difficult to
communicate an inner world to the outside using the relatively abstract material of
music. Therefore, visual expression can be a powerful medium in helping children
find a way into musical syntax. By abstracting from their drawings—which might
be a temporal reading or might be influenced by the act of drawing itself—in order
to give musical meaning, children learn to understand music as a temporal art.
Thus, the instrument, just like pencil and paper, can be the extension of thoughts,
feelings and actions, and this can enable children to apply proportions, forms and
sounds they experienced inwardly. Then, music becomes, more than a discipline to
learn to reproduce, a creative discipline to learn to generate new things, to produce,
such as we find in economic sectors a technological innovation. When generating
material and immaterial innovations, both history and the future are involved and
this innovation can be studied in perspective of evolution, in casu, children’s
authentic musical acting and thinking.

Visual expression, ‘terminological drawing’, can also be used in order to make
music-theoretical concepts more accessible to children. Children learn to place
musical elements in a different context which fosters transmedial thinking. The
examples in Roels (Roels 2002, 2015a, b) and in Roels and Van Petegem (2014,
2015, 2016a, b) show that children draw inspiration from phenomena from nature
and environment. Also in the compositions, children’s sensitivity for natural
structuring emerges. Consciously or not, they use different timescales; the smallest
common multiple; algorithms; a fractal-related structure; a golden section
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proportion; chiasmi and more. This includes that children are ‘in touch with’ the
universe and the living world. Teachers have to be watchful that this sensitivity is
not lost but cultivated. Then, it is more likely that children, later in life, will become
interested in the work of, inter alia, homo universalis Leonardo Da Vinci (Skinner
2010) and other scientists, artists, etc.

Example 1 Ritenuto without diminuendo or crescendo (Jef aged 9) is an illus-
tration of children’s connectedness with nature and their ability to think in a
transmedial way (Fig. 2).

Jef has interpreted this concept as a crystallisation process; a water droplet which
crystallises into a snowflake is a soundless slowing down movement. This is an
example of how a hidden relationship between a musical concept and a natural
phenomenon can be elucidated. This confirms that children draw what they know
rather than what they see, and it points to the importance of generating under-
standing instead of accumulating knowledge (Roels and Van Petegem 2014).

During ‘visual composing’, R observed that the children exhibited very different
behaviour from that exhibited while learning to reproduce existing piano literature.
In reproducing music, children learn to empathise with the music of others, and the
physical, emotional and intellectual involvement has to be taught. Musical skills,
including auditory, kinaesthetic and visual skills, are often developed separately
and asynchronously, as is the case in PAE curriculum in Flanders, where children
begin learning to play an instrument around the age of nine, after having first
completed a year of general musical education. By contrast, when children convert
their own drawings into musical compositions, they can function from an intrinsic
physical, intellectual and emotional involvement, from a synergy and synaesthesia
of their talents and skills (Roels 2015b).

Using the method, R experienced that some children, quite soon after initially
having composed by means of visual expression, began to compose on their own or
with minimal guidance, and without visual references. From observing the com-
positional processes and analysing the children’s compositions, R noticed that
strategies and thought processes were being transferred from the initial composi-
tional process. Many compositions had original, ‘idiosyncratic’ forms, proportions
and sounds because they grew out of physical experiences, from the observation of
the keyboard or from non-musical/non-artistic or elsewhere acquired knowledge
and skills; math, language, chess and more. In terms of content, these compositions
went considerably beyond the practical and theoretical knowledge that the children
had previously acquired. This means that children, beyond merely abstracting from
their drawings and stories, are able to abstract from a learning process, and this
represents an evolution towards self-regulating, problem-solving learning and a
long-term development. It also demonstrates how interdisciplinary learning can
penetrate to the level of transdisciplinary learning and invites to think about the
impact of transdisciplinary learning on learning in general.

Example 2 Traffic Bustle versus Do (Tara aged 10) is an illustration of children’s
ability to abstract from an initial learning process; the transition from
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interdisciplinary to transdisciplinary thinking, the transition from instructed to
self-organising learning.

Traffic Bustle is the transformation of a drawing about a car that is coming up to
the traffic light. The traffic light shouts out that the car has to stop and the car stops
suddenly. Tara depicts the figures she has drawn and imitates their actions. She
expresses this musically in all musical parameters and in syllabic motifs. In a first
version, she gets the traffic light to call out every three bars. On her question if she
can get the car to approach the traffic light she looks for a way of doing this and gets
rid of a few bars from the car motif so that the light shouts after three, two and one
bars. So, by getting rid of bars numerically, she has visualised the car’s approach
(Fig. 3a).

After composing Traffic Bustle, Tara composes the work Do, using her own
game rules as a guideline. She writes: ‘The “Do” game: the “Do” (Fig. 3b) may
NEVER be played! The boys are on one side and the girls on the other. The
“ordinary” Do is the line that they are not allowed to touch or cross. The children
try to get closer and closer to it until the highest or the lowest (leaders) call them
back’. Using motor symmetry, Tara imitates and differentiates the actions of the
imagined figures. This results in a musical structure with contrapuntal character-
istics, asymmetrical rhythm and phrasing. By lengthening the motifs and making
them denser, she has visualised the way of approaching.

A story from a drawn picture becomes a story from a transvisual picture; events
from the first story are transposed into the second (both stories are about movement,
language and time). In Traffic Bustle, both the picture and the interaction with the
teacher have influenced the composition. In Do, Tara has abstracted from her
internal representation, without any interaction with the teacher. In the composi-
tions, we see an evolution from simple-repetitive and visual, to

Fig. 2 Ritenuto without diminuendo or crescendo
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complex-differentiated and abstract (Roels and Van Petegem 2016a, supplemental
data in journal).

4.3 Quality of Collective Life Via Music—Different Age
Groups

Not only children but also adults use problem-solving and self-regulating strategies
in a music learning process by transferring elsewhere acquired knowledge and
skills. As R does not separate children from adult students, R often noted how
adults were inspired by the children’s fantasy and inventions and encouraged to
show their own creative potential. R has a few engineers in her class who transfer
knowledge and skills from their engineering discipline in order to be able mastering
the music material. One of the problems they struggled with was that they had a
‘dyslexia-experience’ by reading the traditional music notation system. As they
developed problem-solving thinking to make the complexity of nature compre-
hensible through mathematical laws and visualizations, they designed their own
scores by means of visual patterns. By doing so, they were able to continue and
finish their studies (a trajectory of at least nine years). This means that when
students are provided with an optimal learning environment—a transdisciplinary
context—frustrations decrease and real learning potential can emerge. Interesting is
that engineers’ problem-solving and visual thinking could help music teachers find
solutions for specific problems—regarding students with learning disabilities such
as dyslexia—or to simplify complex concepts in order to make them more acces-
sible for many students.

Example 3 Zero notation versus colour notation (Richard aged 56) is an illus-
tration of adults’ problem-solving thinking using non-musical material.

In engineering, Richard uses ‘zero notation’ (Fig. 4a). In traditional music
notation system, he missed this reference point (zero), something he experienced as
dyslexia. That is why colour became his reference point (Fig. 4b).

Another aspect of the method is that students (mixed age groups) compose
together. In this context, more than when composing soloistic, they are confronted
with psychological, social and ethical aspects. In elaborating ideas, they have to
accept each other’s ‘learning biography’. A lot of knowledge (musical and
non-musical) can come together because everyone has others’ points of interest and
different already-acquired discipline-related skills. By entering in each other’s
mental and emotional world, using intuition and empathy, students are able to work

b Fig. 3 a Traffic Bustle. b Do. Notes Text in figure is translated as ‘The boys are on one side and
the girls on the other. The “ordinary Do” is the line that they are not allowed to touch or cross. The
children try to get closer and closer until the highest or the lowest (leaders) call them back. The
do-game, the do may NEVER be played!’
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together ‘as one body’. This holistic approach of working in group can have a
positive influence on working and living together in general and on the long term.

Example 4 Nocturne (Katrien aged 12, Tara aged 10, Emma aged 9) is an illus-
tration of pupils’ capacity to function as one body.

Starting point to compose is a drawing and a story about a nightmare. The
students looked for motifs to represent; the night, a bat, a spider, a clock striking
midnight and the dawn. Remarkable is that, by assimilative listening, they were
able to link their motifs organically, and by incorporating time, they created a
golden section proportion. Nocturne is a beautiful example of ‘a shared psychic
perception, a group-ear and the capacity to organise jointly, resulting in a com-
position with a unity of structure, as if it had been the work of a single composer or
an ensemble picture drawn by a single hand’ (Fig. 5) (Roels and Van Petegem
2014, supplemental data in journal).

The method shows that learning can be organic and that there are multiple ways
to transmit knowledge from one area to another. Students can develop a flexible
way of dealing with problems, something which is an integral part of our rapidly
changing world. In solving problems, students’ personal signature is important. It is
much more interesting that they develop an open and attentive mind, which enables
them to find original solutions, rather than providing them with standard ones.
Future generations could enjoy the benefits of this awareness.

Fig. 4 a Zero notation. b Colour notation. Notes We thank Richard Leyland for giving
permission to use his material

288 Y. Oh et al.

zench@tut.by



The method highlights that music learning can contribute to individual and
collective quality of life, to more awareness of phenomena in nature and envi-
ronment, to solve problems on a personal and collective level respecting the
wholeness of persons. It also shows that acquiring knowledge by drawing on both
tradition and their inner resources could mean the beginning of students’ lifelong,
sustainable artistic development. The transcendental dimension of music education
could be of great value to stimulate sustainability in different areas of life.

Kagan and Kirchberg (2016) stress that sustainability cannot be conceived of
without a cultural dimension, and that the relationship between culture and sus-
tainability involves a culture based on an understanding of and respect for life in all
its complexity; a culture supporting people—inclusive human groups who are
disadvantaged—to improve the quality of their life. They point to the importance of
the development of ethical values and the riches of diversity in cultural and artistic
expressions, and herein education and art can play an important role.

According to Kagan and Kirchberg (2016), we can add that creative music
education—not only for talented students but also for those who are less talented or
have learning problems—can evoke the enrichment and diversification of our skills,
competences, reflexivity and ways of knowing reality so that we may be more
inventive and more sensible in reinventing our futures.

Fig. 5 Nocturne
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5 Concluding Remarks

The 17 Sustainable Development Goals of the UN clearly acknowledge education
and well-being as the core areas for global sustainable development. These two
areas are directly pertinent to lifelong music learning that this paper addresses.

As a cross-cut theme of education and sustainable development, lifelong music
learning for sustainable development has strong policy implications. The demand
side of lifelong music learning should be preserved and reinforced, which can be
reflected in fees, accessibility and promotions, among other things. In particular,
this paper proposes new ways of music teaching that would accommodate the
philosophy of sustainable development in education, specifically interdisciplinarity,
transdisciplinarity, collective learning and adaptive teaching for every age group
from very young to very old.

There is much room for future research. Most of all, we will need many research
to give evidence both theoretically and empirically to fill up the connections
between lifelong music learning and sustainable development.
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Local Agenda 21 Processes and Their
Implications for the SDGs

Censu Caruana and Paul Pace

Abstract
Agenda 21 was adopted in Rio during 1992 on the premise that humanity stands
at a defining moment in history, confronted with a perpetuation of disparities, a
worsening of poverty, and the continuing deterioration of ecosystems. A basic
tenet was to work on an action plan for sustainable development, starting from
government level, and moving down to regional and local authorities, and
community groups. Each local authority was to enter into a dialogue with its
citizens and formulate a local plan through consultation and consensus-building.
Since its inception, education was considered linked to virtually all areas in
Agenda 21, with one of the major tasks being reorienting education towards
sustainable development. Progress in the implementation of Local Agenda 21
during the first 10 years was overall slow, and the challenges many, leading to a
call in Johannesburg to move towards Local Action 21, thus highlighting the
need to move from agenda to action and ensure an accelerated implementation of
sustainable development. Yet this new phase failed to capture the interest and
imagination of local authorities on a wide scale, and Local Action 21 failed to
strengthen the Local Agenda 21 movement of local governments to create
sustainable communities as envisaged. The over two decades of Agenda 21
coincided with the Millennium Development Goals (MDGs) that all in all failed
to reduce inequalities both within and across countries. The post-2015 Agenda
led to the Sustainable Development Goals (SDGs), that notably differ from the
MDGs in that the new goals are no longer in the context of Official Development
Assistance (ODA), but rather as a set of goals applicable to every country.
Although in the current post-2015 context, Agenda 21 processes seem to have
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gone out of fashion, it is important to capture the learning that took place through
such processes and analyse how such learning can support and facilitate the
implementation of the SDGs. Drawing on a number of case studies, including
primary research conducted in Bethlehem and Modena, this paper will critically
discuss the relevance of Agenda 21 processes for the new reality of the SDGs.
This is particularly pertinent since the SDGs do not rely on aid flows—which in
any case did not happen under the MDGs—but rather on the ability of each
country to address its social and environmental challenges. As evidenced by
various Local Agenda 21 case studies, a real commitment to a mental mode that
embraces citizen mobilisation and new spaces for conversations, both CSOs and
local institutions can be a positive force towards sustainable solutions at a local
level. Therefore, a reflection on the role of such processes in the implementation
of the SDGs can be relevant to ensure that some of the failures of the MDGs are
not repeated. Furthermore, this paper discusses the role of the Adult
Environmental Educators and Education for Sustainable Development practi-
tioners in redefining their roles to be a positive force in the attainment of the
SDGs and in addressing the sustainability transition. A transformative Education
for Sustainable Development needs to be strategic about where to focus its
energy: on incremental change within the current forms or challenging the
ideology and paradigm on which the structures are built or do both in parallel,
while seeking not to compromise oneself as much as possible in the demands of
the real world.

Keywords
Local Agenda 21 � Local Action 21 � SDGs � Transformative education � Adult
Environmental Education

1 Introduction

Agenda 21 was adopted in Rio during 1992 on the premise that humanity stands at
a defining moment in history, confronted with a perpetuation of disparities, a
worsening of poverty, and the continuing deterioration of ecosystems. A basic tenet
was to work on an action plan for sustainable development, adopting a top-down
approach, starting from government level, and moving down to regional and local
authorities, and community groups. Each local authority was to enter into a dia-
logue with its citizens and formulate a local plan through consultation and
consensus-building.

Since its inception, education was considered linked to virtually all areas in
Agenda 21, with one of the major tasks being reorienting education towards sus-
tainable development. Progress in the implementation of Local Agenda 21 during
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the first 10 years was overall slow with some notable successful examples, and the
challenges many, leading to a call in Johannesburg to move towards Local Action
21, thus highlighting the need to move from agenda to action and ensure an
accelerated implementation of sustainable development.

Yet this new phase failed to capture the interest and imagination of local
authorities on a wide scale, and Local Action 21 failed to strengthen the Local
Agenda 21 movement of local governments to create sustainable communities as
originally envisaged. The over two decade time frame of Agenda 21 coincided with
the Millennium Development Goals (MDGs) that all in all failed to reduce
inequalities both within and across countries. Yet the lessons learned from them led
to the Sustainable Development Goals (SDGs), that notably differ from the MDGs
in that the new goals are no longer in the context of Official Development Assis-
tance (ODA), but rather as a set of goals applicable to every country. A total of 17
Goals (n.d.) in their introduction to the SDGs identified universality, integration and
transformation as the three main defining characteristics of the SDGs in comparison
to the MDGs.

2 Research Framework

Although in the current post-2015 context, Agenda 21 processes seem to have gone
out of fashion, it is important to capture the learning that took place through such
processes and analyse how such learning can support and facilitate the imple-
mentation of the SDGs.

This paper critically discusses the relevance of Agenda 21 processes for the new
reality of the SDGs. This is particularly pertinent since the SDGs do not rely on aid
flows—which in any case did not happen under the MDGs—but rather on the
ability of each country to address its social and environmental challenges. It will do
so mainly through drawing on primary research conducted in Bethlehem (Palestine)
and Modena (Italy) as part of one of the authors (Caruana) doctoral research
finalised three years ago, as well as ongoing research of the Centre for Environ-
mental Education and Research (University of Malta).

The research conducted in Modena and Bethlehem attempted to shed light on
several research questions, relevant to this paper:

• What “mental modes”, current and emerging ones, are firmly anchored in the
needs and aspirations of civil society?

• What concerns exist regarding participation, both from the point of view of
institutional stakeholders and from the point of view of the community?

• What is the institutional basis for a more active role for civil society, and how
are local civil society actors inducted more fully into the processes of
decision-making through democratic participation?
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• How can local and culturally appropriate guidelines for good practice in Edu-
cation for Sustainable Development (ESD) in the non-formal sector assist
educators in addressing the sustainability transition, together with interacting
groups of envisioned citizens in a locally appropriate manner?

The methodology adopted was a case study approach, through exploratory and
intuitive enquiry, where for each case study a database was created, and multiple
sources of evidence used, including content analysis, in-depth and focused inter-
views, as well as observations as appropriate to the different contexts of the case
studies chosen, and as permitted by practical considerations. The research questions
were the result of a preliminary needs analysis, which identified that there is a
general lack of research to support educators seeking to improve local education
projects and working either explicitly within the framework of Local Agenda 21, or
engaging in similar processes. The results of this research attempted to provide a
frame of reference and salient guidelines for educators willing to work within the
framework of Local Agenda 21, or to engage in community and localised partici-
patory processes.

Some salient points from these conclusions will be espoused in this paper,
discussed for their relevance to the new post-2015 framework and supplemented
with further reflections and considerations.

3 The Limitations of Local Agenda 21 Processes
in Practice

Agenda 21 was developed at a time when society in general was not prepared for
such changes. As highlighted in its 28th Chapter, since the issues raised in Agenda
21 have “roots in local activities”, the active role of local authorities was ipso facto
deemed to be the crucial element of implementation success.

Running a Local Agenda 21 process effectively required local authorities to
rethink and change the way they were organised, their list of priorities and how they
operated. Their role as a servicing agency had to change to that of a body facili-
tating and promoting decision-making with the active involvement of a complex
network of stakeholders. This had to be balanced with their political alliances and a
fluctuating status according to which party is in government; procedural constraints;
available resources; expertise available; traditional notions of what constitutes good
management; and, most importantly, their perceptions about sustainable develop-
ment. And yet no training was available, the concepts to be implemented were
relatively novel, and examples of good practice were missing.

Local authorities were generally unprepared for this paradigm shift and so
reverted to what they were accustomed to do best—with some minor tweaks to
pacify their conscience. But in effect this was akin to putting new wine into old
wineskins with the same unsuccessful results:
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With a couple of notable exceptions, most of the Local Agenda 21 attempts
adopted a predominantly top-down approach, i.e. commissioning “experts” in
specific environmental, social and economic aspects to study the situation, identify
what needs to be done and propose action plans to rectify the situation. For many
local authorities, collating these studies into a single report fulfilled per se their
commitment towards the implementation of Local Agenda 21. Besides placing too
much attention on the product rather than the process, this approach is inherently
littered with the counterproductive results.

Exploring sustainability issues from monodisciplinary perspectives tend to focus
on the symptoms and fall short from converging on the causes which are usually
multifaceted and require a systemic interdisciplinary analysis. This is compounded
with the fears of unpredictability that make longer-term planning foggy. Conse-
quently, suggested actions tend to address the issues temporarily and incompletely.

The lack of a clear understanding of what a Local Agenda 21 entails renders
local authorities prone to external agencies who are very willing to help out in its
development … at a cost quite naturally. Besides siphoning resources that could
have done wonders to promote greater citizen participation and subsequent own-
ership of the process, this approach effectively hinders participatory processes. Its
basic premise is that citizens (who are experiencing the reality first hand) are the
technicians who passively adopt the suggestions proposed by the experts and
perpetuates the dependency of a top-down approach to decision-making.

4 Cultural Factors

Cultural factors need to be given more of a central stage in participation studies,
rather than privilege the techniques and checklists of participation—though the
latter prove to be extremely useful once the cultural factors are well understood.
The synergy observed in the Modena case study between Agenda 21 processes and
participatory budget processes showed that participation can become a cultural
modus operandi, a cross-cutting way of doing things, rather than a technical
mechanism to be done for its own merit. Furthermore, this is a reminder to privilege
the cultural pillar in Sustainable Development when launching new programmes,
i.e. getting a clear picture of the cultural context as starting point. This has not
always been the case during the MDGs period, with even programmes of study still
being built on the three-pillar model.

Since the post-2015 framework moves beyond the North–South aid flows, to be
universal in aspiration and to apply to all countries equally, the centrality of culture
and context to usher a new wave of development and well-being has never been
more timely. Culture is built on relationships. As the Modena case study illustrated,
the creation of various structures allowed citizens to interact, made the services
offered more accessible and allowed the link between school and the Agenda 21
process to become explicit. An interesting comment encountered during research
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highlighted that success partly depends in allowing the relationship to set off on an
individual level, again bringing out the social and human aspect as a success factor
of educational endeavours. The efforts to go and build relationships with citizens,
observed in the Modena case study, are a reminder that working at the margins
entails personal contact with real persons rather than just relying on the use of
different forms of ICT and social media.

The same holds when one must choose where—physically and geographically—
to kick-start the participatory processes: a decision which often takes place through
convenience and in good faith. Sometimes merely choosing the capital instead of
the outskirts or the outskirts instead of the capital becomes an element of inclusion
or exclusion as the efforts to set up Rinatura—an environmental and food education
centre focusing on organic agriculture and the promotion and conservation of
biodiversity—in the Modena case study illustrated. In fact, Modena’s Rinatura
centre is an example of how to avoid such a problem, known to global educators
within the EU and subsequently identified as a problem by the EU itself: that too
many Education for Sustainable Development activities take place in the capitals
and historic centres, leaving out the margins. Thus, the very same educations that
aim to educate about the margins end up being themselves instruments of
strengthening the centres at the expense of the margins. The comments that par-
ticipatory processes are often tiring are a reminder that there are no shortcuts in
participation issues.

Interestingly, the improvement in infrastructure reported in the Bethlehem 21
case study, such as paving and lighting at grassroots community level, seemed to
corroborate other findings that Agenda 21 does tend to redistribute the use of funds
from the centre to the peripheries. What was particularly interesting is that this was
achieved more through investing their energies into the GIS system, rather than as a
direct result of citizen participation and deliberations.

Such considerations are more pertinent in the current scenario—which ICLEI—
Local Governments for Sustainability described as a population that is “…
becoming increasingly urban (where) cities will eventually determine countries’
successes and failures (ICLEI 2015, p. 1)”. Here the linkages among urban,
peri-urban and rural communities will become crucial in ensuring what ICLEI
(2015, p. 1) defined as “inclusive, safe, resilient and sustainable” human
settlements.

5 A Reasonable Revolution

It has already been surmised that Local Agenda 21 and other processes inspired by
it have failed to bring about enough change to match the magnitude of the envi-
ronment and development challenges of the twenty-first century, let alone create a
“revolution” in the way we go about organising our societies and their well-being.
In an Open Letter to the green movements, Secrett (2011) asks what more can
NGOs do to help humanity out of the mess we are in? He surmises that tactics based
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on protest and outrages are not working and suggests going from the defensive to
the offensive, sparking a reasonable revolution. The researched case studies are a
chronicle of leaders, perhaps not famous but respected, who were at the forefront of
a reasonable revolution in their daily lives of their communities. The question is
therefore more one of scaling up.

Here we ask: what are the implications for Education for Sustainable Development
courses?Viewing the case studies from a distance, therewas toomuch of the cognitive
and too little of the other spaces—namely mind, heart and spirit in the explicit dis-
course of the interviewees, leading one to ponder if this is strengthening the problem in
that the inherent imbalance is not challenged? A core strand of Environmental Edu-
cation is what we call Values Clarification, which essentially is about challenging
ourselves so that our behaviour is more coherent with our stated values. Of course,
each person is himself or herself responsible for his or her behaviour, and we cannot
force political engagement on anyone. Yet what Modena and Bethlehemwere able to
do was to start the right conversations in official processes.

6 Project Cycle Management

Oneway thatwas used to in part compensate for the limited impact and spread of Local
Agenda 21 was to engage in projects, as was the case of the Bethlehem case study.
However, this reflectedmore the goodwill of the then currentmayors and the foresight
of the collaborating NGO ARIJ rather than a broad commitment to the idea. Several
important questions are raised with the decision to engage in projects. What happens
when the project cycle ends? How can we promote less dependency on funding and
short-term projects? What about long-term programmes as opposed to short-term
projects? What about the sustainability of the projects beyond their life cycle?

An issue to deal with, that requires further reflection, is the day-to-day reality the
educator is faced with: the quality–quantity nexus within a fast–slow world nexus.
Projects often require tangible and measurable results fast and within the project
established time frames, while education processes are so dependent on context and
the different starting points, that they are often impossible (and undesirable in any
case) to fast track and to measure in the short term. Perhaps this has been con-
sidered as requiring too much of a paradigm shift to put as a central concern, yet the
post-2015 framework needs more experimentation, bolder action and a serious
reconsideration of the current funding scenario.

7 Leadership

Hopkins (2012), regarding the period following Rio, expressed regret at the loss of
valuable time due to a lack of international leadership, lamenting that the concept of
Education for Sustainable Development was left for any group to pick up an
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exploit. While the international community was slow in working on bringing out
the necessary changes, there is another side of the story that can be best understood
if one examines the “champions” who acted without waiting for any international
leadership and the interplay between bottom-up and the top-down approaches. In
fact, an outcome which was not anticipated, but that came out forcefully in the
Modena and Bethlehem case studies, was that each case study had its own suc-
cesses due to having leaders dedicated to socially just and community
empowerment.

The research chronicled how the leaders in each case study waded their project
through various obstacles to arrive where they arrived, drawing lessons not to be
rigid and to adapt according to need rather than stick religiously to original plans.
Furthermore, their discourse, though often not explicit, was a discourse of love,
discernible through the passion with which the change-makers spoke, reminiscent
of the great Freire (1998) who claimed that “human existence is, in fact, a radical
and profound tension between good and evil, between dignity and indignity,
between decency and indecency, between the beauty and ugliness of the world.”
(p. 53) and of Derrida (2005) who exclaimed that the future of the political becomes
the future of friends, “which, furthermore, bind together, in their very essence,
friendship and democracy (p. 198)”.

The key people behind the Modena and Bethlehem demonstrated moral com-
mitment in their leadership roles, aware of the huge tasks faced when working in a
dominant paradigm which creates inequalities and the destruction of the environ-
ment. In a situation of conflict as that of Palestine, it takes guts to take leadership
roles, to stay close to the people and together with them ask “Why?”—when that is
exactly the question which an oppressing order will do anything to stop one from
asking. Yet it is the role of critical leadership, as Darder (2013) so ably highlighted:
“to have an uncompromising commitment to the empowerment and
self-determination of the most disenfranchised” (p. 16). Clearly the post-2015
framework will fail without the necessary leadership, and the implications here for
ESD in higher education institutions are clear: to what extent is leadership training
at the core of ESD programmes?

8 Mentorship

The other side of the coin of leadership within the adult education context is
mentorship—a mentorship that goes beyond a neo-managerial paradigm and that
offers a ministry of accompaniment to the leaders involved. At the end, the role of
Education for Sustainable Development is to support the learner in finding his or
her path, the path of passion, the path that leaves you with a reserve of energy to
engage in the double challenge. Freire himself had to leave his official role, as he
understood the force of hegemony. He left to remain in the struggle. Mentoring can
be of an enormous support to leaders and potential leaders in defining their role,
their uniqueness and what they can do best for themselves in relation to others.
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This is particularly pertinent in today’s times where hegemonic forces often make it
counter-intuitive to privilege good governance and to remain vigilant. Buckminster
Fuller (as quoted in Sieden 2011) was convinced that the continuation of humanity
depends entirely on the honesty of people and not on political and economic
systems. A few months prior to his death, he wrote (p. XX):

Human integrity is the uncompromising courage of self-determining whether or not to take
initiatives, support or cooperate with others in accord with “all the truth and nothing but the
truth” as it is conceived by the divine mind always available in each individual.

The hegemonic forces are strong and dominant, and a critical friend (a mentor)
can be of immense support in the process of finding one’s calling and remaining
true to it. Furthermore, while motivation is a huge subject in education in the formal
sector, more needs to be invested in trainings on motivating adults.

9 ESD in the Adult, Youth and Community Sector

A transformative Education for Sustainable Development needs to be strategic
about where to focus its energy. Whether to focus on incremental change within the
current forms, or challenge the ideology and paradigm on which the structures are
built, or do both in parallel, while seeking not to compromise oneself as much as
possible in the demands of the real world. This goes at the heart of a much-needed
discussion on Adult Environmental Educators and Education for Sustainable
Development practitioners in redefining their roles to be a positive force in the
attainment of the SDGs and in addressing the sustainability transition.

In any case engaging the wider community remains a challenge in any partici-
patory endeavour. Miller and Bentley (2012) identified three main barriers in their
research on challenges associated with engaging the wider community with sus-
tainability: complicated technologies, high investment and societal values. Miller
and Bentley (2012) found that people living in ecovillages found it easier to choose
sustainably in that they did not need to research and do everything themselves.
Often a code exists to guide them. This points out to a new potential role which
universities and other research institutes and think tanks can mainstream. In pro-
viding such research themselves and engaging with the community, they can help
overcome the barrier of lack of sustainability infrastructure and social support.

Adult environmental educators stand at an important time as every choice we
make is done in the context of the challenges, mishaps and chaos of our current
reality. Their work amid crises, as related to financial issues, to environmental
issues (such as climate, energy, transport, food, water), to political dishonesty and
to horrific conflicts, has a huge potential impact on our generation and future
generations. The unsung leaders and core stakeholders in the case studies analysed
have shown great courage in sensitising and mobilising their communities in
decision-making and civic action for sustainable development.
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The beauty of the emerging paradigm lies in the reality that no permission needs
to be sought in grasping the opportunity to change outmoded mindsets that no
longer serve us and our well-being. Passion and motivation seem to be crucial. The
power of the case studies lies in their ability to reframe and critically challenge the
taken for granted hegemonic core beliefs of how a municipality or a CSO ought to
act. The case studies provide a snapshot of a genuine attempt in moving forward
from the competitive technocentric mindset built on an I win at the expense of you
losing theme, which is often the mindset behind the current challenges and chaos.
Winning or success takes the form of keeping a hope alive under a brutal occu-
pation; privileging the alternative economy that puts people before profit; and
rediscovering a sense of community. Winning takes the form of becoming an active
participant in fixing the crises that beset us by ripping up the no longer serving
hegemonic rules and norms of the dominant paradigm and starting afresh by fig-
uring out what one can best do, from his or her vantage point, to make change
towards sustainable development happen.

10 Paradigm Shifts

UNCED (1992) was correct in sustaining that a country’s ability to develop more
sustainably depends on the capacity of its people and institutions to understand
complex environmental choices. Furthermore, the transformative aspect of the
SDGs identified by 17 Goals (n.d., slide 6) is all about a recognition that achieving
these goals “involves making very big, fundamental changes in how we live on
Earth”. The discussions in the previous sections clearly point to the need to bring
out a conversation about what forms of leadership are available and to redirect adult
education in general, and Education for Sustainable Development in particular,
within a stronger focus for leadership.

Yet even when it comes to leadership, we are still faced with a choice of a
neo-managerial model, grounded within a technocentric worldview or a different
model: that of a change maker working, co-creating and participating actively in the
emerging paradigm. As Darder (2013) posited: “the vision here is to learn together
as a way of life by which we transform the world as community” (p. 14). We need
to consider critical leadership as a pedagogy in our formal Education for Sustain-
able Development training courses and within an emerging paradigm (which is
more cooperative as against competitive) revalorise communal forms of leadership
and further research and praxis in this area. Which is why the discourse of a
paradigm shift is even more urgent during the post-2015 framework. The question
remains whether we will read the signs of the times and make full use of the
opportunity the post-2015 framework presents for such a paradigm shift, recog-
nising our role as educators to be at the forefront of such a process.

Lost in our own territoriality, we tend to overlook that the message crosscutting
the SDGs is more about one big community of localities and nations, contributing
in different ways to tackling the challenges that affect us all, sharing good practice,
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mentoring each other and providing the necessary leadership for such changes to
happen. As evidenced by various Local Agenda 21 case studies, a real commitment
to a mental mode that embraces citizen mobilisation and new spaces for conver-
sations, both CSOs and local institutions can be a positive force towards sustainable
solutions at a local level. Therefore, a reflection on the role of such processes in the
implementation of the SDGs can be relevant to ensure that some of the failures of
the MDGs are not repeated. While the path of engaging in serious study in ESD and
related educations requires learning skills in doing, the added value in each of the
case studies seemed to be built on what you are rather than what you do (or say …
but that is another story)! Perhaps this is the sustainability way of living—knowing
how to live in the midst of chaos and relating with others under different conditions
and circumstances.

11 Conclusion

Adult Environmental Educators and Education for Sustainable Development
practitioners need to redefine their roles. This paper has put an emphasis on the
roles of mentorship and leadership training in addressing the sustainability transi-
tion possibly in ways which the MDG period did not. Clearly the eagerness of the
Bethlehem and Modena interviewees to narrate their stories had another message
behind the stories told. Their stories were asking for a renewed attention to citizen
efforts and conscientisation.

While we talk of the moral imperative of school leadership (Fullan 2003), we
need to propose another moral imperative, that of leadership and mentorship in the
non-formal sector. The doubts expressed the various interviewees were healthy
doubts, in that they reflect a need to define and redefine their purpose, work and
identity, in relation to the tasks at hand and the wider goal of meaningful partici-
pation for sustainable futures. One important role of the educator is to support the
process of different stakeholders in articulating their mission and vision and identity
beyond the trappings of neo-managerialism and service delivery. This needs to be
sustained by the necessary resources—in proportion to their energy and capacity—
to maintain their core mission and relevance to the context in which they operate.

The situations presented had their own doubts, ambiguities, difficulties, at times
oppression; and one role of the educator is to accompany CSOs in this uncertainty.
An active accompaniment that includes the enhancement of capacities; the building
of new, stronger and more effective networks; the mobilisation of those groups
normally excluded or hard to include such as youth and migrants; the use of
effective tools in communication as per context; the critical friend support towards
leaders and change-makers; and the encouragement to CSOs and institutions of
good will in their experimentation in co-creating sustainable communities and
futures.
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The two local Agenda 21 case studies indicate recognition on the part of the
authorities of the role and contribution of civil society. A process with its own
tensions, yet a process that can be mediated and further supported by the trans-
formative educator, in particular with regards to processes of critical reflection,
analysis, evaluation, systemisation of experiences and social learning, and the
capitalisation of experiences. In seeking to open up a space for enabling the
increased participation of civil society, authorities also define their own space as
catalysts of collaboration, and as taking a leading role in opening up new spaces for
diverse perspectives to be debated, confronted, challenged and channelled towards
positive solutions for more well-being and a better environment.

In documenting the processes, the Educator–Researcher takes on another role—
that of bringing to light and sharing the social learning taking place at grassroots
and local level. Furthermore, the active engagement of the educator with the dif-
ferent CSOs and institutions can be channelled to encourage more partnerships.
This can be done strategically to scale up social learning, the systemisation and
capitalisation of experiences, active solidarity, and participatory and active citi-
zenship. In the face of social, environmental, cultural and economic challenges
presented by an ever-changing global world, investing in leadership, social learning
and in the enhancement of the capacity of both institutions and CSOs, to be and
become innovative co-creators of a new emerging paradigm, is a challenge for
educators to embrace with passion and urgency! The interconnectedness of the
SDGs (the integration characteristic) in the post-2015 framework is a stark reminder
that what remains is for all things sustainable to plug into each other as a very new
existence and way of organising society comes into form at last.
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Abstract
Most attention in Education for Sustainable Development (ESD) in Malta has
been afforded to students at the primary and secondary level. There is a visible
lack of resources and activities that focus on the involvement of adults,
especially whole families, towards sustainable development. Additionally,
current local research is indicating that students are getting detached from
nature and not engaging in activities related to sustainable development due to
their dependence towards digital media and even time constraints. This work
attempts to address these lacunae, by promoting outdoor ESD, through a variety
of walks for families, in the urban and rural landscape of the Maltese islands,
intertwined with the pillars of sustainability. This is done to instil a sense of
ownership and belonging towards the local holistic environment of the Maltese
islands. The methodological model, which includes various activities, aims to
develop sustainability awareness and pro-environmental behaviour through
collaboration between members of the various families. In doing so, such
activities will help families develop critical thinking and problem-solving
abilities, while also providing them with leadership positions during any
particular activity or the entire process. Initial research findings indicate that the
resources and activities that form part of these walks have increased the sense of
environmental and sustainable development awareness in whole families.
A number of recommendations are put forward to make the methodology more
transferable, and the walks are more effective.
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1 The Importance of Outdoor Education for Sustainable
Development

Theunderlyingprinciples of outdoor education and environmental education seem tobe
interrelated, asDonaldson andDonaldson (1958) describeoutdoor education in termsof
education about the outdoors, in the outdoors and for the out-of-doors. This description
resounds that of education about, in and for the environment. However, Education for
Sustainable Development (ESD) includes a more holistic and multidimensional
approach since it strives to achieve “environmental and ethical awareness, values and
attitudes, skills and behaviour, consistent with sustainable development for effective
public participation in decision-making” (UN 1992, par. 36.2).

The final report from the Decade of Education for Sustainable Development
(2005–2014) has noted progress in the integration of ESD into formal, non-formal,
technical and vocational education (UNESCO 2014). However, according to Clarke
(2015), one of the factors that needs to be addressed, and which can be a catalyst to
the urgent call for change as advocated through UNESCO’s Global Action Pro-
gramme, is that of outdoor learning.

Gill (2005) describes today’s children and youth as “disappearing from the
outdoors at a rate that would make the top of any conservationist’s list of endan-
gered species if they were any other member of the animal kingdom.” His words,
although exaggerated, make reference to the Nature-Deficit Disorder which stems
from Richard Louv’s work (2005) and focuses on a “nature-less generation”
(Cheskey 2006).

In fact, this seems to be confirmed by Coyle’s (2010) study which states that
American children spend 7 h and 38 min a day, which are equivalent to 53 h per
week, indoors, since these spend their free time watching television and video
games. Added to this, the use of transportation rather than walking, parental pro-
tectionism, media-induced anxiety and fear of litigation are other reasons that
contribute to this (Louve 2005:31 as cited in Dickinson 2013).

Moreover, compulsory education is not facilitating children’s cognitive abilities
in problem-solving (Elliot and Dweck 2007; Miranda, Zambrano, and Jelvez 2010;
Santrock 2006 as cited in Ampuero et al. 2013). This results in behaviour diffi-
culties, stress, declining academic performance, and decreased emotional and
physical well-being (Dickinson 2013). Similarly, such trend is experienced in the
Maltese Islands, since Pace (2000) asserts that our educational system is rigid, exam
oriented and highly competitive while Mifsud (2012) states that it focuses primarily
on employability.
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In fact, locally, outdoor learning has often been disregarded since it was per-
ceived as decreasing the time allocated for learning inside the classroom. Local
research (Cini and Farrugia 2015) has shown that although educators value outdoor
learning, this is not translated into practice and that students are confined to the
indoors, thus experiencing the negative effects of the Nature-Deficit Disorder.

2 Sustainability Walks and Intergenerational Learning

Humberstone (2009) asserts that outdoor learning does not happen in isolation. In
fact, it is a type of education which promotes collaboration between peers and
adults as well. The family can serve as a good example to fulfil all this, promoting
ESD in informal settings. Research about families and informal ESD settings has
been limited, even though there is growing interest in intergenerational learning.

Thomas (2009:5 as cited in Finsden and Formosa 2011) describes intergenera-
tional learning as “activities which purposely involve two or more generations with
the aim of generating additional or different benefits to those arising from single
generation activities.”

Such benefits include improving families’ physical health, psychological
well-being, cognitive abilities, social competence, spiritual dimension as well as
attachment to the natural world (LOtC 2015; Louv 2005 as cited in Cini and
Farrugia 2015). According to a Swedish study, those families who have access to
open spaces have more friends than those with limited access (Louv 2005). Fur-
thermore, such families have a higher level of happiness than those that live away
from such open spaces (Flatman 2014).

Other benefits include improved academic achievement (Mirrahimi et al. 2011);
improved social behaviour and interaction with others (Coyle 2010); developing
environmental sensitivity, active engagement in ecological issues (Ballantyne and
Packer 2006) and the development of environmental knowledge, attitudes and
pro-environmental behaviour (Tanner 2001).

Intergenerational learning can be an increased social capital for sustainable
development where dual forms of learning happen: adults and the elderly teach the
younger generation while the latter can even contribute towards adult’s learning
since they are “shapers of and shaped by the world around them” (UNICEF 2013).

3 Advantages of Sustainability Walks

A recreational walk is “a corridor, route or pathway with strong linkages with the
natural environment, open space and cultural heritage” (Government of South
Australia 2007, p. 1). It should be developed in a way that is manageable, has
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long-term appeal and viability, sits in harmony with the environment where it is
developed while having the full support of all landowners and the community (The
Irish Sports Council 2012). In this way, sustainable walks not only allow partici-
pants to experience many unique and richly varied environments but also allow
preservation of such sites for future generations to enjoy.

In fact, as Principle One of the Rio Declaration states, “human beings are at the
centre of concerns for sustainable development. They are entitled to a healthy and
productive life in harmony with nature” (UNESCO 1992). Health is both a resource
for and an outcome of sustainable development (WHO 2017). Such walks provide
everyone, young children to adults, from all backgrounds and abilities, with the
opportunity to be physically active through a range of outdoor activities including
countryside walking and hiking, walk running, canoeing, horse-riding and even
motorised sports (The Irish Sports Council 2012).

Supportive environments and communities are fundamental in shaping people’s
choices by making the choice of healthier foods and regular physical activity the
easiest choice (that is the most accessible, available and affordable). This prevents
obesity (2016) which causes serious health problems such as coronary heart dis-
ease, hypertension and stroke, certain types of cancer, non-insulin-dependent dia-
betes, mellitus, gallbladder disease, dyslipidemia, osteoarthritis and gout, and
pulmonary diseases, including sleep apnoea (WHO 2000). In 2014, 39% of adults
aged 18 years and over, were overweight, and 13% were obese (World Health
Organization (WHO) 2016) worldwide, with lack of physical activity emerging as
the fundamental reason for such data (Cubukcu 2013).

According to the World European Health Survey (Bourgeais and Agafitei 2016),
Malta currently has the highest rates for obesity in the European Union. A new law,
being the first of its kind in Europe, the Healthy Lifestyle Promotion and Care of
Non-Communicable Diseases Act, was passed unanimously in Maltese Parliament.
The purpose of this law is to establish and ensure a lifelong approach favouring
physical education, balanced diets and a healthy lifestyle, thus reducing the level of
non-communicable diseases throughout all age groups (“Battling the Bulge” 2016).
This could be addressed through the sustainability walks.

The Sustainable Recreation Walks Guidelines (Government of South Australia
2007) enlisted a number of environmental and cultural benefits as seen below.
Sustainability walks:

• provide opportunities for the community to experience natural and cultural
environments.

• protect the environment by localising impacts and managing visitation effects.
• provide for educational opportunities to increase awareness and appreciation.
• help decrease the use of motorised vehicles for transportation and recreation.

This results in lower emissions that reduce global warming and respiratory
problems.

• increase community ownership and assist to preserve natural and cultural values.
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• highlight our ‘living heritage’ by allowing the continuation of traditional
activities.

• provide opportunities for community participation in conservation.

Planning is required in the development of these walks, and the aforementioned
aspects were endorsed throughout this study. The following section will explain
further what our research entailed.

4 Applied Research in Planning Sustainability Walks

This section includes the research design employed for this research, which
encompasses:

• the choice, formulation and use of the research tool;
• the process of its distribution and
• the data collection of a pilot project which was designed to test a number of

sustainability walks around the Maltese Islands.

Prior to commencing the research study, the authors reviewed pertaining liter-
ature on the subject and even scrutinised the map of the Maltese islands to identify
areas which befit the objectives of sustainability walks. Keeping in mind the four
pillars of sustainable development, the authors devised a set of sustainability walks
which cover different areas around the Maltese Islands as seen in Fig. 1.

5 The Research Tool for the Pilot Study

The walks were tested by a small group of families to eliminate any ambiguities or
difficulties prior to testing. In fact, some parts of the walks were eliminated since
they were considered not family friendly or did not befit the purpose of the entire
walk.

A semi-structured questionnaire was formulated for the pilot study to test the
effectiveness and feasibility of the walks. It was accompanied by a covering letter
with the aim of involving the target audience and putting the study into context
through its underlying objectives and relevance.

The questionnaire consisted of two sections—Section A contained a number of
questions which the participants answered prior the initiation of the walk. The first
part of Section A included a set of questions asking the respondents for
socio-demographic characteristics such as age, gender and nationality. Data
regarding the sustainability walk chosen was also included, asking respondents for
the area chosen, the day and time.
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The second part included four open-ended questions. Question 1 asked the
participants about the meaning of the word “sustainability”. Question 2, 3 and 4
asked participants how they usually spend their free time. A Yes/No dichotomous
question was also included asking participants whether they undertook any training
or courses about sustainable development. Part 3 included a set of Likert scale
questions which inquired about the respondents’ behaviour regarding daily ESD
practices.

Section B included questions which had to be answered after the walk was
completed. The first part focused on the weather conditions when the walk was
conducted and the time required for the family to complete the walk.

The second part was made up of eight open-ended questions which asked the
participants about their favourite and the least favourite activity, including justifi-
cations for such choices. The concluding three questions asked participants for
further suggestions to improve the walks such as other areas which could be
explored within this project.

Fig. 1 The map showing the locations of the sustainability walks
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After the questionnaire was formulated, the authors carried out a pre-pilot study
with two families. This allowed respondents to give feedback, comment and amend
any ambiguous questions or instructions.

The pretest instrument was administered in the presence of one of the authors,
which initiated the possibility of one-to-one discussions and even provided clari-
fications in making the questionnaire more user-friendly.

After obtaining feedback from the pre-pilot study, few amendments were carried
out to make the questionnaire shorter. The respondents also expressed their concern
about the inability to write any further comments about their experience. For this
reason, an open-ended question was added towards the end of the questionnaire.

Once the questionnaire was duly modified, it was administered to twelve fam-
ilies, who were non-randomly chosen participants amongst family members and
friends who voluntarily accepted to participate in this research. The respondents
came from different walks of life, living in various parts of the Maltese islands,
from diverse age groups and even different nationalities.

6 Data Analysis

The data analysis demonstrates the effectiveness and the practicability of the pro-
posed sustainable walks. These results display the initial findings from this pilot
project.

The questionnaires were distributed to twelve families. However, the study was
conducted to ten families since two of them did not carry out the sustainability
walks and therefore were not eligible to do the questionnaires. The participants who
volunteered to take part in the pilot project chose the walks themselves. The choice
in selecting the walks, as seen in Fig. 2, was depended either on their preferences or
on the proximity of the walk to their place of residence (Table 1).

40%

30%

10%

10%

10%

Rabat & Mdina

Xaghjra

Qrendi

Zurrieq

B'Bugia

Fig. 2 The most chosen
sustainability walks
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7 Pre-walk Questions

• Ages of Participating Families

The majority of the participating families were local (nine out of ten). Only one
family was British (residing in Malta). Three of the families comprised only of
adults, while the other seven families all had children under the age of 18 years
accompanying them. Family sizes varied from two to five persons in each party.
There were four families who had children under eight years of age. The ages of the
adults varied from the youngest being 23 years of age and the eldest being 64 years
old. In fact, one of the families was a couple over the age of 60 years.

• Time of Year

The walks were mostly done during the Christmas period, where most of the
Maltese families have some free time to spend together. All the walks were done
from the 23 December 2016 to the 2 January 2017. The fact that six of the adults
(one adult from each of six of the participating families) were teachers determined
when these walks were conducted (since teachers have their Christmas holidays
during this period).

Table 1 The key showing
the locations of the
sustainability walks

Number on the map Location

1 Marsaxlokk

2 Marsascala

3 Xagħjra
4 Delimara and Munxar

5 Birżebbuġia
6 Cottonera

7 Gżira
8 Sliema

9 Valletta

10 Qrendi

11 Żurrieq
12 Rabat

13 Buskett

14 Mdina

15 Dingli

16 Burmarrad

17 Qawra

18 Xemxija

19 Victoria (Gozo)

20 Zebbug (Gozo)
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• Definition of Sustainability

All families had a varying definition of sustainability, keeping in mind that two
participants never had prior training about the matter. Table 2 illustrates the defi-
nitions given by the respondents:

When participants were asked if they agree that outdoor activities are important
for one’s academic achievements, growth of social behavioural skills and envi-
ronmental sensitivity, only one participant was not sure. All the others either agreed
or strongly agreed with the aforementioned statements. When participants were
then asked if they perform a number of sustainable activities, the answers of the
participants varied, as displayed in Fig. 3.

Table 2 The various definitions given for sustainability

What comes to mind when you hear the word “sustainability”?

Question 1 Living by your means and not exaggerating

Question 2 Recycling and taking care of the planet

Question 3 Recycling and caring for our environment

Question 4 Awareness of the environment and water

Question 5 Taking care of the earth by not wasting too many resources

Question 6 Protect and care for the environment

Question 7 Recycling, minimising, care for our environment and renewable energy

Question 8 Reduce, reuse and recycle

Question 9 Caring for our planet

Question 10 Recycling and nature

5

0 0 0 0

1 1

0

2 2

3 3

0

5

6

1 1 1 1

2

0

5

9

2

0

Recycle Waste Use Public Transport Ride bike to school Go on foot to run
errands

Choose local produce

Sustainable Activities
Always Very Often Sometimes Rarely Never

Fig. 3 Main activities that participants engage in
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• Family Activities

Participants listed that they engage in two to six outdoor activities per month as a
family, with the most popular being that of dining in a restaurant. This particular
activity was mentioned by six out of ten participants, followed by walks, trekking
or hiking and going to picnics which were mentioned by four of the participants.

Open days of public places, going to the cinema, going to playing fields and
outdoor games were mentioned by three of the participants. The rest mentioned
other activities like: attending Maltese ‘festas’, going to festivals, going shopping
and travelling abroad.

• Post-walk questions

Since the pilot study was conducted towards the end of December and beginning of
January most participants, with the exception of two of them, mentioned that the
weather conditions were not favourable. As a result, some of the participants did not
finish the entire walk.

Since the pilot study was conducted during winter, the walk in Marsaxlokk could
not be chosen since most activities were linked to the village ‘festa’. The majority
of these ‘festas’ take place in summer here on the Islands (only one ‘festa’ is
celebrated during winter, that of The Immaculate Conception on the 8th of
December).

• Duration

The duration of the walk varied amongst the participating families since they chose
to follow different walks. Only one family took one hour to complete the walk,
reason being that they were accustomed to trekking and no young children were
accompanying them. Such factors facilitated their walk, completing it in a shorter
span of time when compared to other families who took from two to three and a half
hours to complete the entire walk.

• Activities during the Walks

The participants’ preferences varied as regards the activities being proposed, since
not all of them chose the same walk. Even though some respondents chose the same
walks, their responses differed when mentioning which activities they liked best.

Their choice in selecting a particular activity was mainly seen as an opportunity to
stop for some time of relaxation (40%) or to eat (20%). Others stated that the activity
gave them an opportunity to research on the Internet or even to hold a competition
amongst the familymembers. Another two participants stated that the selected activity
was the one that met the needs for members above the age of 18 years.

Different activities provided a learning experience for eight participants out of
the ten that were involved, unlike the two adult-only families. When asked if their
perception of sustainability changed after doing the walk, four participants replied
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in the negative, while the rest replied in the affirmative stating that they have learnt
more about sustainability.

Half the participants mentioned that they would not eliminate any of the
activities that they did, because they were all very interesting and they enjoyed
doing them. The other five participants all mentioned some valid reasons such as
the walk was too long, some places of interest were closed and lack of Internet
connectivity made it difficult to answer some of the activities.

In the last two questions of the questionnaire, all the participants showed will-
ingness to try more of these walks. They also provided suggestions as to which
other parts of the island they would like to explore as illustrated in Fig. 4.

8 Limitations of the Study

The authors encountered various challenges and limitations in planning these
sustainability walks, especially since the research study was spread over the whole
Maltese Islands. The planning stage proved to be longer than expected, since the
authors tried to make the walks family friendly as possible, but also wanted to
include aspects from the four pillars of sustainability.

The finalisation of the pilot project took more than six months as the authors had
to investigate not only the areas chosen but even research for valid information
about the different interest points along the walks. Lack of readily available printed
resources or online material to supplement such walks was a major obstacle which
made the research more extensive. Consulting different agencies such as local
councils, tourist information centres and local heritage NGOs was needed to gather
the required information.

3 

4 

2 

3 

2 

Central South North Comino Gozo

Which part of the island would you like to explore 
from a sustianable point of view?

Fig. 4 Areas participants would like to explore from a sustainable point of view
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Another major limitation was encountered while seeking participants to take part
in this research. A good number of families were asked to participate in an informal
way by the authors. However, many of the requests were turned down since the
families were either busy or not interested in participating.

9 Sustainability Walks—Discussion and Conclusion

Findings from this study indicate that a number of areas need to be adjusted in order
to increase the potential of this project. The following are the main lessons learnt
and the areas which need to be properly addressed:

1. Lack of interest from the part of the public to participate in such a study
indicates that other measures need to be employed to lure more families in
sustainability walks. An idea could be a mini board game or an interactive
online activity/mobile application which could be introduced to students in all
Maltese schools. Such an activity could reduce the Nature-Deficit Disorder. It
could encourage students and parents to do the walks so that they could find
more about the topic encountered in the game, providing an intergenerational
learning experience. This activity could also serve as an introduction to the topic
of sustainability to those families who know little or nothing about the subject.

2. The results of this pilot study shows that the researchers will need to provide
families with alternatives along each track. Walks for families consisting of
adults only could be harder and more time consuming than those for families
with very young children. Grading the walks as ‘easy’, ‘moderate’ and ‘difficult’
could also help participants in choosing the walks they deem appropriate for the
ages and abilities of their family members.

3. Results also indicate that the activities need to be appropriate but challenging to
the different age groups of the family members. Young children could be pre-
sented with simple games that require collecting information on-site while
adolescents could be dared to use their creative-thinking skills in searching for
more intricate details.

4. The duration and length of the walks also needs adjustment. Many families
complained that it took too long to finish or that they did not manage to com-
plete it. The walks should be divided in parts marked with points A, B and C,
having the approximate time allocation required to complete each point. As a
result, the participants could choose to start from any of the points presented to
them rather than follow the route from start to finish.

5. Participants in the pilot study showed their concern about the weather condi-
tions. The authors need to give special attention to such a factor since all the
walks promote outdoor education. Therefore, the ideal season/weather condi-
tions should be clearly indicated for each walk. Moreover, the opening hours
and possibly even entrance fees of certain places of interest could be inserted, so
that the families could do the walk during the opening hours of such places.
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6. A Website could serve beneficial to extend the knowledge and skills acquired by
families during the walks. This could be done by leaving feedback and even
posting pictures of the experience. It could also offer a possibility to track the
finalised walks on an online map while also getting a type of virtual reward
related to sustainable development when completing tracks.

Generally, there was positive feedback regarding the sustainability walks,
especially since a large part of the Maltese population enjoys doing such walks. The
walks encourage quality time amongst family members but even promote a learning
experience which disseminates ESD principles. The results from this pilot project
will help the authors to enhance the walks and even devise other new ones in
unexplored areas. The methodology and the underlying philosophy adopted provide
a framework for the internationalisation of such walks within different regional
contexts.
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Sustainable Aesthetic in Architecture

Pedro Marques de Abreu

Hypotheses are nets: only he who casts will catch.
Novalis

Novelty naturally rouses the mind and attracts our attention.
David Hume

(David Hume—“Of Tragedy” in Essays Moral Political and
Literary. London: Oxford University Press, 1963 (1741), p. 226)

Abstract
Form is a matter seldom considered when addressing sustainability. A substantial
amount of the waste produced, however, depends on the unforeseen aesthetical
degradation of manufactured objects, which has direct consequences for the
planet’s sustainability. This appears to be the result of the high regard in which
contemporary mentality holds the “value of novelty” (Riegl) as concerns form.
Novelty and the related concepts of modernity and creativity have become the
main targets of contemporary aesthetic production and also the main criteria in
assessing it. Such a view has had an undeniable impact on Architecture, Design
and Urban Planning. In the twentieth century, many buildings have been
demolished or abandoned merely because the inhabitants could no longer
comply with the unusual form of dwelling that the said buildings determined,
both as regards private and public space. I intend to cast some light on the root
causes of this trend, while also providing a perspective on some solutions,
namely those in the field of architectural education. Vernacular traditional
architecture stands out as a wellspring of sustainable forms. Following its
lessons, a wider concept of sustainability will be presented, one that is rooted in
the “global ecology” understanding.
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1 Introduction

The purpose of this article is to discuss the relationship between Sustainability and
Aesthetics. This subject will be discussed mainly in relation to the discipline of
Architecture (although many of the arguments pursued here are most likely valid
for the discipline of Design as well1).

The subject of Sustainability in Architecture and Design is usually addressed
from the standpoint of how to make objects or buildings more beautiful (because
Sustainability preoccupations frequently lead to uglier or, at least, more technical
objects). Here, however, focus will be directed on the repercussions of the Aes-
thetics (of form) in Sustainability—this will take us to the issue of fashion and
novelty of form in Architecture and Design.

The article has two parts. In the first part what could be called “unsustainable
forms” will be presented—showing how form, considered exclusively from an
aesthetical point of view, can be a major contributor to unsustainable development.
Some perspectives about what lead to such state of affairs will also be given. The
second part is dedicated to the research of categories of form that correspond to

1The word “Design” in the English language and in the field of Architecture and Art seems to have
at least three different meanings, which correspond to three different words in Latin languages.
“Design” translates to “projecto” (in Portuguese), “proyecto” (in Spanish), “progetto” (in Italian),
“projet” (in French), meaning the process by which an object is idealized and communicated and
also the documents that represent the object prior to its building. It has a sense similar to “plan”. It
is the use of the word that occurs when someone speaks about “Design Methods”. “Design”
translates also into “desenho”, “diseño”, “disegno”, “dessin”, which means the shape of an object
from which a certain style or personality emanates (in a sense diverse from which these Latin
words translate to “drawing”). This meaning occurs when someone speaks of a “good design”, or a
“bad design”, or the design of some architect (or designer). The third meaning of the word
designates the discipline that focuses on giving form with aesthetical value to any kind of
instruments. It matches what in Italian is called “Disegno Industriale”. It also names the objects
produced by such a subject (in as much as they have a certain amount of aesthetical quality). It is
the meaning that occurs in expressions such as “a piece of Design”, a “work of Design” or “a
Designed object”. In this last sense, as a subject, I will capitalize the word: “Design”. My field of
specialization is Architecture, not Design, so I can only speak with full awareness and
responsibility of Architecture—and, in this field I will freely use the two concepts of design I have
mentioned first (which in my own native language—Portuguese—are quite different from design).
As far as the third meaning of the word, I will be silent (except for some very common sense
examples). Nevertheless, because the processes of production of Design, as a subject, seem similar
to those of Architecture—as much as they use a design process (a process of planning), require a
client, and the persons who execute the plan to be different from the ones who planned it—I dare
suggest that what is said about Architecture can be broadly applied to Design.

322 P.M. de Abreu

zench@tut.by



Sustainable Development goals. In conclusion, some lines of action related to
architectural and design education will be epitomized.

2 Part I—Unsustainable Forms

2.1 Sustainability in Architecture and the Issue of Form

2.1.1 The Concept of Sustainability
Sustainable Development is, essentially, directed towards the preservation of
resources in the present, in favour of generations to come.2 From this principle, two
operative concerns are typically drawn: the rational use of resources today and the
control of pollution (in order not to exceed the planet’s ability to regenerate). Both
cases imply a serious reflection on the matter of waste—which will be a central
criterion in the analysis performed here. Waste will be considered in a twofold
meaning: as the inefficient use of resources—irrational use of resources generates
unnecessary waste—and as the leftover materials from fabrication, unfit for what-
ever purpose, wagging on the regenerating processes of the planet, which is nor-
mally called pollution (pollution can be understood as one of the most serious forms
of waste).

2.1.2 Sustainability in Architecture
In the field of Architecture, the issue of Sustainability usually focuses on three main
aspects. The first one has to do with decreasing the waste of energy, both in the
building and dwelling processes (considering features as house insulation, passive
solar systems, green architecture and the disproportionate amount of energy spent in
the production of some materials, like the Portland cement, for instance3). The
second aspect in which Sustainability is considered in the realm of Architecture has
to do with limiting the use of hazardous building materials and increasing their
recyclability (as for instance, in the case of asbestos). And the third aspect is about

2UNO—Report of the World Commission on Environment and Development: Our Common
Future, 1987 especially part I, Chapters 2 and 3. See also: UNO—Agenda 21: United Nations
Conference on Environment & Development. Rio de Janeiro Brazil, 3–14 June 1992; M. Adil
Khan—Sustainable development: The key concepts, issues and implications, in Sustainable
development, Vol. 3, pp. 63–69 (1995); Plan of Implementation of the World Summit on
Sustainable Development (especially paragraphs 14–46), Report of the World Summit on
Sustainable Development, Johannesburg 26 August–4 September 2002, UNO, New York, 2002;
UNO General Assembly—2005 World Summit Outcome (especially paragraphs 48–56); Steve
Connelly “Mapping Sustainable Development as a Contested Concept” Local Environment 12(3)
(2007): 259–278.
3The extraordinary qualities of the Portland cement—in relation to lime, for instance—come from
the energy imprisoned in the chemical connections of the molecules of the material. This energy is
incorporated in the material during the process of burning the raw materials at high temperatures.
Replacing cement by lime, at least partially, will mean a substantial energy saving in the overall
building process, and less pollution, with combustion related gases and debris.
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promoting the use of environmental-friendly materials and building processes. The
first aspect corresponds to the inference in the architectural field of the sustainability
concern with the rational use of resources. The second and third aspects relate to the
sustainability concern about avoiding pollution. (This is, of course, a coarse view of
the subject, but it suffices for the present intents and purposes.)

However, form—considered from a purely aesthetical point of view, merely as a
matter of taste—can be a source of unsustainability in architecture, as well. In
which way? In that form can rapidly fall out of fashion, making the architectural
object obsolete (from an aesthetical point of view), thus converting it into waste
before the natural end of the life of the materials and technology used, or the end
and substitution of the function which the building executes. Some examples will
illustrate this point.

2.1.3 Example 1—Sandals and Toys
Let’s consider first the field outside architecture, where the substance of what I
intend to say is clearer.

Each season a lot of new apparel and accessories make an appearance in the
market, forecast to last only until the next season. Publicity and consumerist habits
make mandatory the acquisition of such products: clothing, shoes, but also toys,
sport material, electronic gadgets… By the end of the fall, for example, those
products are not necessarily damaged, but, with the arrival of Spring comes about
the pressure to buy new ones, for the same use. Thus, the old ones become auto-
matically trash. This means, firstly, that those products have generated an irre-
sponsible waste of energy (as long as the energy consumed in the process of
fabrication was not completely worn out in the process of use), and, secondly, that
they will generate needless pollution because of their worthless remains.4 Logically
these products must be considered unsustainable5 (Fig. 1).

4“The viewpoint of fashion as ephemeral is contrasted by the weighted reality of an
overwhelmingly saturated consumer market, which has resulted in an ever-increasing rate of
disposal. The impetus to address this becomes clear in acknowledging that textile waste is prolific,
with recent United States estimates claiming that 85% of over 13 million tons of textiles discarded
annually ends up in landfill (Wallander 2012). United Kingdom reports state 2012 rates of disposal
as 1.4 million tons (PennWell Corporation 2013). After reviewing the literature I believe that
fashion as an industry charged with these systemic failures has an imperative and ethical duty to
research and activate more viable fashion futures” (pp. 17–18). “The lifecycle of current fashion is
a rapid and one way trip from design, manufacture, to being worn, being washed, and discarded to
landfill. The extraordinary growth of fast-fashion retailers has been attributed by Birtwhistle (2007)
to high impulse buying, an increase in sourcing from low-cost countries and a change in consumer
attitudes, with the removal of stigma attached to buying from value retailers. This planned
obsolescence has spiraled into a faster cycle, with chain stores pushing consumers’ desire for
newness. The consequence of excessive consumption has been increased disposal, prompting this
investigation of sustainable perspectives that could contribute to a more equitable and ethical
future”. (p. 21) (Miranda Smitheram. The Superfluous and the Ephemeral: Consumerism,
globalization and future fashion systems. Master Thesis, accessed online, 12.07.2015).
5The classical example is, of course, Fashion itself. Known couturiers like Coco Chanel, Yves
Saint Laurent and Karl Lagerfeld have repeatedly stated that Fashion is ephemeral. The complete
aphorism normally states that “Fashion passes; style remains” (interview of Gabrielle “Coco”

324 P.M. de Abreu

zench@tut.by



Nonetheless, emphasis should be placed on the fact that the unsustainability of
these products does not derive from their substance—of the material or technology
involved. Rather it derives from their appearance—the ephemeral value of their
image, the lack of resilience in their forms’ appeal. Hence, it is a strict matter of
Aesthetics. As it is an issue of image and form those who designed them must be
held responsible for the unsustainability of these products.

One can counterargue that nowadays there is a trend called “Vintage”, where
those short-lived objects are reused. Even then, not all the objects manufactured in
the same standardized line of production are reused, thus keeping a substantial
remnant of waste. Other than the fact that the objects which were able to survive to
image consumption are those which have a more abiding image quality and were
designed as such.

Fig. 1 Jelly shoes (left) and Lemon twist (right). Image credits Jelly shoes (left) from http://www.
80sfashion.org/jelly-shoes/; Lemon twist (right) from https://www.facebook.com/63905757083/
photos/a.10152551105277084.1073741826.63905757083/10152551105232084/?type=1&theater

(Footnote 5 continued)
Chanel conducted by the journalist Joseph Barry in McCall’s magazine in 1965—Chanel origi-
nally said Mode instead of Fashion, as she was a native French speaker). Yves Saint Laurent says:
“Fashions fade, style is eternal” (Andy Warhol’s Interview—New York, 13 April 1975). Karl
Lagerfeld: “Fashion is ephemeral, dangerous and unfair”.A lot has been said about Fashion—it
suffices to recall the works of Barthes, Baudrillard, Lipovetski.Although some of them mention the
ephemeral nature of Fashion (namely, Lipovetski), they fail, to my knowledge, to implement the
full consequences of this ephemeral nature of Fashion. Only recently have some works on this
subject appeared: Mackay, Stuart. NON-CONSUMERISM: Less becomes more—ProQuest. Brand
Strategy, 2008; Ehrenfeld, J.R. Sustainability by Design: A Subversive Strategy for Transforming
Our Consumer Culture. Yale University Press, (2009); and Miranda Smitheram. The Superfluous
and the Ephemeral: Consumerism, globalization and future fashion systems. Master Thesis,
accessed online, 12.07.2015.
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Product Design repeatedly nurtures this fast consumption tendency: it is glaring
when furniture, (lamps, sofas, etc.), appliances or cars are considered6 (Fig. 2).

2.1.4 Planned Obsolescence and Novelty
In fact, most of these products are originally conceived with built-in obsolescence,
meaning that they are fashioned purposely not to endure, in order to favour
consumerism.7

Of course, economical agents are here to blame, because, in some situations, the
designers only answer what they are asked. Nevertheless, this ephemeral design

Fig. 2 Lava lamp (left and middle) and Ford escort (right). Image credits Lava lamp (left) from
https://www.amazon.com/Lava-Lite-1953-11-5-Inch-Accent/dp/B0052DL3YC; Lava lamp (mid-
dle) from https://www.walmart.com/ip/Lava-2118-Lava-Lite-Classic-Lava-Lamp-Purple-Blue/
16622926; Ford escort (right) from http://www.fotosdcarros.com/fotos-ford-escort

6“There are professions more harmful than industrial design, but only a very few of them. And
possibly only one profession is phonier. Advertising design, in persuading people to buy things
they don’t need, with money they don’t have, in order to impress others who don’t care, is
probably the phoniest field in existence today. Industrial design, by concocting the tawdry idiocies
hawked by advertisers, comes a close second. Never before in history have grown men sat down
and seriously design electric hairbrushes, rhinestone-covered shoe horns, and mink carpeting for
bathrooms, and then drawn up elaborate plans to make and sell these gadgets to millions of people.
Before (in the “good old days”), if a person liked killing people, he had become a general,
purchased a coal mine or else study nuclear physics. Today, industrial design has put murder on a
mass-production basis. […] By creating whole new species of permanent garbage to clutter up the
landscape, and by choosing material and processes that pollute the air we breath, designers have
become a dangerous breed”. (Victor Papanek. Design for the Real World: human ecology and
social change. London: Thames and Hudson 1992, p. ix). According to Alice Rawsthorn, “by the
time of the second edition of Design in the Real World appeared in 1985, it had been translated
into more than twenty different languages. Still in print today, it is one of the best-selling design
books ever published” (Alice Rawsthorn. Hello World. Where Design meets Life. London:
Penguin Books, 2013, p. 170).
7“Industry pandered to the public’s ready acceptance of anything new, anything different. The
miscegenation of technology and artificially accelerated consumer whims gave birth to the dark
twins of styling and obsolescence. There are three types of obsolescence: technological (a better or
more elegant way of doing things is discovered), material (the product wears out), and artificial
(the death rating of a product; either the materials are substandard and will wear out in a
predictable time span, or else significant parts are not replaceable or repairable). Since World
War II our major commitment has been to stylistic and artificial obsolescence”. (Victor Papanek.
Design for the Real World. op. cit., p. 34).
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quality is sometimes solely a Design strategy—the result of inability to cope with
frequent changes—which shows the incapacity of the designer to craft a form with a
long-lasting aesthetical appeal. Bryan Lawson underpins this understanding8:

The third response to uncertainty [about the use of the product in the future] is to design for
the present only. Thus, obsolescence is built in and the designed object is intended to be
thrown away and replaced with a more up to date design.

One may admit that, in some instances, the designer’s inability to create abiding
forms depends on a lack of talent—and in this case, from a theoretical point of
view, there is little to do about it. Nevertheless, what happens frequently is that the
designer is not trained to deal with the problem of form (or aesthetical) sustain-
ability (hence it respects the design education received). This is mostly due to the
fact that contemporary artistic mentality, in face of contemporary Zeitgeist, thinks
that it is no longer possible to generate classics—i.e. aesthetically resilient forms—
and so design training is focused on searching for form novelty.9 (To be elaborated
in the next chapter.)

2.1.5 Example 2—Post-Modern Architecture
The question whether the situation described above, concerning the discipline of
Design, also happens in Architecture, still remains to be explained—considering
that architectural products are normally foreseen to outlast several generations. The
answer has to be positive. Whenever architects, in their design process, put
emphasis on formal novelty, choosing a shape that has never been tested, they

8Bryan Lawson. How designers think: the Design process demystified. Oxford:
Elsevier/Architectural Press, 2005, p. 116.
9A lot of Design theorists have addressed the sustainability-novelty issue in recent years. Other
than Papanek (quoted above), Hella Jongerius and Louise Schouwenberg, in a 2016 manifesto say:
“It is absurd and arrogant to begin the design process with an empty piece of paper. Cultural and
historical awareness are woven into the DNA of any worthwhile product. Otherwise the designer is
merely embracing newness for its own sake—an empty shell, which requires overblown rhetoric to
fill it with meaning. […] However, currently the appeal of the NEW is celebrated as the one and
only, inherently desirable quality of commodities. As such is no longer equals real innovation and
might even be rephrased as “the illusion of the new”. An empty shell, devoid of meaning and
substance; design has become a goal instead of a means to an end”. (Beyond the New, a search for
ideal in design). About the same subject, one may also refer to: John R. Ehrenfeld. Sustainability
by Design. London & New Haven: Yale University Press, 2008, especially Chapters 3, 4, and 11;
Victor Papanek. The Green Imperative. Ecology and Ethics in Design and Architecture. London:
Thames and Hudson, 1995, passim; Carlo Vezzolly, Ezio Manzini. Design for Environmental
Sustainability. London: Springer, 2008; Alice Rawsthorn. Hello World. Where Design meets Life.
London: Penguin Books, 2013, especially Chapters 10, 12, and epilogue.
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almost certainly condemn the building to a quick end (the sole exception is that they
could be geniuses and were able to invent a new way of dwelling—which is
unlikely, although not impossible10).

Focusing on Architecture, I can tell you a personal anecdote to illustrate this
state of affairs.

I took my major in Architecture between the years of 1985 and 1990. In terms of
the dominant language of Architecture, those years grossly encompassed the
transition from Post-Modernism to Deconstructionism. In my second year, my
composition professor thought I lacked visual culture and he recommended that I
browse through some recent books with pictures. A book about Portuguese
Post-Modernist Architecture, published in 1983, fell into my hands. Every image
was fresh and new and indeed looked surprising and fascinating. Around 1994,
when I was preparing my Master Thesis, the same book ended up, unexpectedly, in
my hands. I looked at it carefully, but had a disturbing experience: when I saw the
same pictures I had seen in ’86, some had kept their interest, but others were
completely worn out, out of date, and looked almost ridiculous (Fig. 3).

What I can infer about this event is that some of the buildings depicted in that
book had an aesthetical endurable form—a sustainable form—and others did not.
Therefore, some of those buildings lasted in time were preserved and rehabilitated
when necessary, and others were replaced even before material conditions required
it—thus being, once again, responsible for waste (in fact, a substantial part of those
buildings no longer exists, or was considerably modified). Even though one can
accept it was not voluntary, one must acknowledge that the image of the

10The invention of a new way of dwelling is somewhat improbable, considering that mankind did
not evolve radically in relation to dwelling (and we may accept that because we can still enjoy
today old buildings with pleasure), and that Man has more than five thousand years of producing
man-made environments that can still be experienced today. This issue is dense and complicated
and I cannot address it thoroughly here. I have tackled it in some of my early papers, see, for
instance, « The Vitruvian Crisis or Architecture: the Expected Experience, on aesthetical appraisal
of architecture. » in Proceedings (ed. Kenneth S. Bordens), XX Congress, International
Association of Empirical Aesthetics, Chicago, 19–22nd August 2008. Nevertheless, for the sake
of comprehension, I will leave a small note.The issue has to do with the essence of architecture,
meaning its purpose and the effect by which it can be identified. We have to assume that the
purpose of Architecture is not aesthetical or functional, because other subjects have the same task:
Sculpture creates aesthetical effects in space; Civil Engineering solves functional and technical
problems in space; Design sometimes merges these two tasks. So the purpose of Architecture is
none of these. What should it be then? Dwelling (as defined by Heidegger and Levinas): the
shaping of the territory in such a way that the new space enables human beings to be fully
themselves.Then, accepting the above statement as the purpose of Architecture, one should also
accept that there were not noteworthy changes in essential human demands in relation to dwelling.
Why? Because one can still relate with, or even prefer, old or vernacular architecture, which would
be impossible if the dwelling expectations had changed in time. (I am not considering here changes
in the demands of comfort levels, such as thermal and humidity control, which are, of course, in
higher demand now, but whose upgrading in a pre-existent space does not alter substantially its
architectural quality).Consequently, it should also be accepted that the form of the spaces people
most easily attach to have already been invented and that the invention of new forms of dwelling is
highly risky. (Regarding this subject, consider the quotation of Nikos Salingaros presented in this
paper.)
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non-abiding buildings had built-in obsolescence—not just obsolescence, since there
was a deliberate choice in favour of novelty and fashion.

But there are in Architecture far more dramatic examples.

2.1.6 Example 3—Italian Urban Peripheries
A recent publication analysed several huge housing structures in the periphery of
large Italian cities11: “Le Vele”, near Napoli, “Le Dighe”, near Genova, “Il Cor-
viale”, near Rome, “Il Zen”, near Palermo…—ten altogether. All these megas-
tructures were built in the sixties and seventies. They were designed according to
the most progressive architectural views of the time. After only a few years, they
disclosed very serious problems: social problems (poverty, criminality) and phys-
ical decay. Some of them are forecast to be imploded (Fig. 4).

Similar situations happened in French outskirts, although the best-known case is
Pruitt-Igoe in Saint-Louis (USA) (Fig. 5), epitomized by Jencks:

Modern Architecture died in St. Louis, Missouri on July 15, 1972 at 3.32 p.m. … when the
infamous Pruitt-Igoe scheme, or rather several of its slab blocks, were given the final coup
de grâce by dynamite. Previously it had been vandalised, mutilated and defaced by its …
inhabitants, and although millions of dollars were pumped back, trying to keep it alive … it
was finally put out of its misery. Boom, boom, boom.

Pruitt-Igoe was constructed according to the most progressive ideals of CIAM and it won
an award from the American Institute of Architects when it was designed in 1951. It
consisted of elegant slab blocks fourteen storeys high with rational ‘streets in the air’ …
‘sun, space and greenery’, which Le Corbusier called the ‘three essential joys of urbanism’.
… Its Purist style … was meant to instil, by good example, corresponding virtues in the
inhabitants.12

Fig. 3 Examples of Post-modern architecture. Image credits Serpa, Luís (coord.). Depois do
Modernismo [exhibition catalogue]. Lisbon: [s. n.], 1983

11Magatti, Mauro (curator). La Città Abbandonata: Dove sono e come cambiano le periferie
italiane. Bologna: Società Editrice il Mulino (2007).
12Charles Jencks. The Language of Post-Modern Architecture. London: Academy Editions, 1977,
pp. 9–10. It is not true that this design received an award. Jencks purports here two events. What
effectively happened was that the couple of architects that designed Pruit-Igoe had previously
received an award from the American Institute of Architects, not related with Pruit-Igoe. It was a
career award. The implosion time is not accurate also. Nevertheless, the diagnosis is, and could be
corroborated by other sources. (J. Nasar, Preface of J. Nasar (Ed.), Environmental Aesthetics, New
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Fig. 4 Le Vele, Italy, general view (left) and inner distribution (right). Image credits General
view (left) from https://publichousingarchive.wordpress.com/2009/03/16/le-vele-napoli-italy/#jp-
carousel-5; Inner distribution (right) from https://www.flickr.com/photos/okkey/sets/
72157629586900110/

Fig. 5 Sequence of the implosion of Pruitt-Igoe. Image credits Image sequence obtained from
https://en.wikipedia.org/wiki/Pruitt%C3%A2_%E2%82%AC_%E2%80%9CIgoe

(Footnote 12 continued)
York: Cambridge University Press, 1992, pp. xxi–xxvi.; L. Soczka, “Viver (n)a cidade”. in L.
Soczka (Ed.), Contextos Urbanos e Psicologia Ambiental, Lisboa: Fundação Calouste Gulbenkian,
2005, pp. 91–131). Similar cases happened all around USA: “The dynamiting of Pruitt-Igoe was
an iconic moment since the project had won a design award for its architect, Minoru Yamasaki
(who later designed the World Trade Center towers in New York), but the demolition was to be
repeated scores of time. Over the next two decades, public housing units in Baltimore,
Philadelphia, and Detroit suffered similar fates, as did the 4321 units of Robert Taylor Homes in
Chicago. That was the other aspect of the failure: it was widespread”. (Withold Rybczynski.
Makeshift Metropolis. New York: Scribner, 2010, pp. 81–82).
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2.1.7 How to Decipher This Trend of Events?
What do all of these cases have in common and what do they have to do with the
problem of sustainability of form? All these buildings have been rejected by their
users, but all of them are (no longer in the case of Pruitt-Igoe) highly considered by
specialists (architects, critics, academics). Paradoxically, when the implosion of one
of the Italian suburbs was foreseen (“Il Corviale”), an ad hoc expert commission
opposed it, arguing that that piece of architecture was an irrevocable testimony of
the Architectural History of the country, an icon of the Italian architecture of the
seventies.13

It could be alleged that these problems are not the architect’s fault: the causes for
rejection are mainly social: people that inhabit these buildings have serious prob-
lems of unemployment, poverty, criminality…; connected to these, problems of
vandalism, misuse and illegal transformation and occupation of spaces (which
produced physical decay) come up. (Nevertheless there are physical issues of no
social origin, as well: infiltrations, humidity, fungi, high range of interior temper-
atures…) Some may argue that a medium-class population, instead of the low-class
population that currently inhabits those buildings would not have caused such
problems; others can argue that the inhabitants should be instructed on how to
inhabit those compounds by social workers; that extra care and less greed, in the
process of building, would have prevented the construction issues… Despite those
replies, one can notice that most of the problems found can be related to mor-
phological issues, and morphology is the personal responsibility of the architect.
Those buildings were specifically built for low-income population, and therefore
the architect should have been able to find the adequate architectural forms to that
social level (low-income populations have no problem in fitting traditional mor-
phologies, like those of the historical centre of a city).14 The task of designing
building details that warrant environmental control belongs to the whole of the
architectural designing task, and long-established solutions can be achieved without
major costs. Furthermore, criminality can be accountable on the over size and
undefined geometry of public spaces—inside or outside—as much as there is no
sense of possession of the house tenant over those spaces, and therefore no control
over them. These spaces eventually become nobodies land and then the territory of
the strongest. Criminality of this sort does not happen in a traditional urban mor-
phology with houses directly facing not such wide streets, where the private space
owners feel responsible over the street public space. Nikos Salingaros also defends
this view:

13Stefano Serafini. “L’egemonia Artistica di Corviale”. http://www.grupposalingaros.net/edifici.
html (25/09/2013).
14In 1975, in Lisbon, some of the population that came back from the former Portuguese colonies
were housed in the old parts of the city, in the Castle Hill. No social problems as those described
above, other than poverty, were noticed. Newcomers fit peacefully. The same did not happen when
similar population were to inhabit in the outskirts of the city, in shantytowns or new low-income
neighbourhoods (Maria Manuela Mendes. “Bairro da Mouraria, território de diversidade: entre a
tradição e o cosmopolitismo” Sociologia—Revista da Faculdade de Letras da Universidade do
Porto, s.n., thematic issue entitled Imigração, Diversidade e Convivência Cultural (2012): 15–41).
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But today we know, thanks to ample scientific studies, that life in the eco-monsters is
destroyed by their own geometry [he is referring to the Italian cases mentioned before]. It is
time, therefore, to totally review what should be the building geometry of a healthy
environment. Today we know how to build healthy urban and architectural environments.
Surprisingly—for the academics frozen in old formulas—the urban and architectural ele-
ments necessary for the physical and mental health of the inhabitants, we find them in the
traditional and vernacular prototypes.15

2.1.8 Is it Possible to Avoid Unsustainability of Form?
The examples here presented support the hypothesis that certain aspects of form can
cause unsustainability in certain products, namely in architecture. Now the question
should be if it is possible to avoid this unsustainability of form. In my opinion, form
unsustainability, in architecture, is avoidable most of the times—every time that the
form to be designed answers to a function that exists for a long period of time and
has had several adequate solutions. In these cases—for example in the design of
dwelling, working spaces, recreational spaces, etc.—there is no justification, in the
regard of the risk of unsustainability of form, to concentrate the efforts of designing
in the search for formal novelty. It is my belief that the penchant for novelty is
mainly what harms the sustainability of form. But, considering the artistic nature of
Architecture (and Design), is it possible to dispense the effort for novelty? This
problem will be examined next.

2.2 Novelty and Sustainability

The trend of novelty is not very old—which in itself is already a sign that Archi-
tecture (and every action whose reason of being is form16) does not have to focus
on novelty.

15Nikos A. Salingaros—“La Geometria Contro gli Ecomostri”. http://www.corriere.it
(02/04/2011). Nikos Salingaros (born 1952) is a professor of Mathematics, Urbanism and Theory
of Architecture at the University of Texas, who has published several books on Architecture and
Urbanism. He has also been a close collaborator of Christopher Alexander and was an important
contributor to the editing of The Nature of Order.
16Luigi Pareyson—“Specificazione del arte” in Luigi Pareyson. Estetica: Teoria della formatività.
Milano: Bompiani, 2002 (1955), pp. 9–15. Pareyson argues that what distinguishes a work of art
from another sort of object is that its value resides in the form; not in what it performs but solely in
the aesthetics of its form.
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2.2.1 A Short History of Novelty

Riegl
Riegl mentioned novelty in a publication of 1903.17 He was examining the values by
which a monument can be considered as such, and he found two “recent” values,
which he identified as “psychological”. Until then the acknowledged values of the
monuments had been rational, meaning conscious, in an historical or artistic manner.
There was the “intentional memorial value”, which occurs when a monument was
made explicitly to commemorate a certain event. Therewas also the “historical value”,
which shows itself when an object or a work of architecture celebrates and symbolizes
a period or an aspect of national or regional history. Finally, there was the “artistic
value”, which relates to the explicit features of a given “style”. (The “artistic value”
was considered rational because it was understood to depend on the affinity of the style
of the monument with contemporary Weltanschauung, worldview.)

The so-called psychological values had no rational basis. This meant that they
could not be discussed inside the borders of reason. “Psychological” monumental
values were a matter of feeling; the awareness of them is aroused not by thinking
about the monument, but by looking at it.

These psychological values were also the grounds for a new type of relationship
with the monuments. Because this relationship, according to Riegl, had no clear
reasons, he thought of it as something of a “religious” kind (that is why he called
his book The modern cult of the monuments18). What were then these psychological
values? The first one was the value of “antiquity”. It was attributed to a monument
merely because the monument looked old (due to the patina, and so on). (Just
“looking old”, though, would not be enough to ascertain the value of antiquity to a
monument, as shall be seen.) The second psychological value—which is the main
concern here—was the value of “novelty”.

The value of novelty was acknowledged to a monument—or to any object—just
because it looked new; it was ascribed to something when nothing of the kind was
ever seen. Whenever a form comes before for the first time, it raises a feeling of
surprise, a fascination, which builds—without the need of any other reasons—an
attachment towards it.

Novelty is, at the same time, simple enough to achieve (one is only required to
make something different from everything done before) and very effective in gaining
the audience’s attention and favour. That is why, in the context of a fast changing
world, of ever transforming functions, it became preferable for some designers and
architects to opt for novelty instead of for other more consistent values.

Yet novelty has some serious issues: contrary to the value of antiquity, which
naturally grows in time, the value of novelty tends to extinguish itself shortly after the

17Aloïs Riegl. “Moderne Denkmalkultus: sein Wesen und seine Entstehung”, Wien: K.
K. Zentral-Kommission für Kunst- und Historische Denkmale: Braumüller, 1903. Translation
published as “The Modern Cult of Monuments: Its Character and Its Origin”, trans. Kurt W.
Forster and Diane Ghirardo, in Oppositions, n. 25 (Fall 1982), pp. 21–51.
18My underline.

Sustainable Aesthetic in Architecture 333

zench@tut.by



work has been completed; it simply vanisheswhen the appearance of the object ceases
to be considered novel.19Now, if themain reason of being of an object lies in its formal
novelty, ceasing this value leaves the object with no further reason of subsistence.

Cor Blok
About the birth of the “value of novelty” in Art, Cor Blok expands Riegl’s observa-
tions. He notices that, in German dictionaries, up until the end of the nineteenth
century, when Art is referred to, “there is no mention of creation”.20 “As far as I know
only since about 1910 are creation and creativity mentioned in connection to Art”.21

After that, creativity is referred to as one of themain goals of artistic enterprises—and,
therefore, in Architecture and Design, as much as in Painting and Sculpture.

Although Cor Blok does not mention explicitly novelty, it is simple enough to
understand that novelty is interwoven into the notion of creativity. Novelty is
implicit to the contemporary understanding of creation in Art. In the artistic milieu
“create” means to produce something new; and being a “creative” fellow or pos-
sessing “creativity” means to have the ability to generate something that no one has
ever done, and even something that was not thought to be possible to deduce from
the actual state of affairs.22 Moreover, in terms of a broadly accepted definition by
the scientific community, “creativity” is normally understood as the conjunction of
“novelty” and “appropriateness”.23

Cor Blok not only presents the recent birth of the trend of novelty in Art, but he
tries to explain it as well. According to him, it is possible that creativity—and thus,
novelty—came into Aesthetics by contamination and imitation of the technological
world.

It is possible that the image of man as a creator, side by side with God and Nature, has
grown in connection with technology, before it came out in the History of Art.24

19Riegl, op. cit., cap. 3 b) a) “Newness value”.
20Cor Blok—“Arte e creatività, un identità?” in Paul Feyerhabend and Christian Thomas
(curators), Arte e scienza, Roma: Armando Editore, 1989, [Kunst und Wissenschaft, Zurich, 1984],
p. 117: “[…] alla creazione non si fa alcun cenno”.
21Cor Blok, op. cit., p. 117: “Per quanto ne so, solo a partire del 1910 circa, si è parlato di
creazione e di creatività in relazione all’arte […]”.
22Cf. John S. Gero. “Creativity, emergence and evolution in design”. Knowledge-Based Systems 9,
no. 7, 1996, pp 435–448; and especially Margaret Boden (Ed.). Dimensions of Creativity.
Cambridge, Mass: MIT Press, 1994, pp. 76–79.
23Todd Lubart—“Creativity” in Robert J. Sternberg (ed.) Thinking and Problem Solving, San
Diego, New York: Academic Press, 1994, pp. 293–336; Kneller, George Frederick. The art and
science of creativity. s.l.: Holt, Rinehart and Winston, 1965.
24Cor Blok, op. cit., pp. 118–119: “[…U]n poeta spagnolo, Vincent Huidibro, fece del creativo in
generale il contrassegno dell’epoca moderna. « Si deve essere creativi. L’uomo non imita più,
inventa una poesia, un’immagine, una statua, un piroscafo, un’automobile, un aeroplano ». […I]n
questo testo di Huidobro le opere d’arte sono immediatamente accostate ai prodotti della tecnica,
quali esempi della forza di creazione umana. Forse l’immagine dell’uomo come di un creatore, per
cosi dire, accanto a Dio e alla Natura, prima che con la storia dell’arte si è sviluppata in
connessione con la tecnologia”.
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It is likely that constant technological innovations, the recurrent release into the
world of new and better instruments—cars, appliances, boats and planes—the
repeated replacement of old objects by more efficient ones, and the experiences of
surprise and fascination that came along, induced the idea that new forms were
better forms. Apparently the artistic mentality gradually took possession of this
notion, borrowing from the technological mentality, and eventually making it its
own. (Technical contamination is glaring, for instance, in Towards a New Archi-
tecture, where Le Corbusier promotes the aesthetics of the airplane, the ship, and
the car, and defends their use in Architecture.25)

Blok’s suggestion is very significant because it asserts the foreign nature of
novelty in relation to Art. Today what is taken for granted to have been a keynote of
the whole History of Art is actually only a century old and originated in a
worldview entirely alien to Aesthetics.

To further corroborate these statements, one may explore the emergence of the
technical worldview in relation to objects and to widen the train of logic beyond the
strict field of Art.

Arendt—Objects Prior to Industrial Revolution
The Industrial Revolution brought a different way of looking at man-made
objects.26

Before the Industrial Revolution, an object that serves a purpose—an instrument
or tool—was made to be used, but its wearing out was not presumed. Objects were
made to withstand time,27 they were supposed to pass from generation to genera-
tion. When they broke, they were mended. Thus, objects had an important role in
life, and their durability was responsible for a certain sense of immortality and
stability in man’s world (compared to the passing of each individual), which was
decisive for life to be fully human. Hannah Arendt refers to this understanding:

Their proper use [of objects] does not cause them to disappear and they give the human
artifice the stability and solidity without which it could not be relied upon to house the
unstable and mortal creature which is man.28

25Le Corbusier. Towards a New Architecture. New York: Dover Publications, 1986, especially
chapter “Eyes Which do not See”, pp. 85–148.
26In this section, we will follow Hannah Arendt’s thinking especially what is presented in Chap. 4
“Work” of Arendt, Hannah. The Human Condition. Chicago & London: The University of
Chicago Press, 1970 (1958).
27Hannah Arendt notes that object is derived from the latin verb obicere, which means “to put
against” (cf. Arendt, p. 137, note 2).
28Hannah Arendt. The Human Condition. Chicago & London: The University of Chicago Press,
1970 (1958), p. 136.
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[W]ithout being at home in the midst of things whose durability makes them fit for use and
for erecting a world whose very permanence stands in direct contrast to life, this life
[human beings’ life] would never be human.29

And Comte backs it up:

[O]ur mental equilibrium is, first and foremost, due to the fact that the physical objects with
which we are in daily contact, change little or not at all, so providing us with an image of
permanence and stability.30

Arendt—Objects After the Industrial Revolution
The Industrial Revolution made possible the intensive production of objects: equal
objects were produced in large quantities. They became more affordable: more
frequent and cheaper. But, most importantly, objects became replaceable, some-
times easily replaceable: not only were there objects that served exactly the same
purpose, but they looked exactly the same, too. The differentiation that made an
object unique, that allowed it to become special on the eyes of the beholder, which
consented it to become the material objective deposit of some sort of subjectivity,
the uniqueness that permitted the object to become a symbol (that is something
physical that conveys some significance), this feature, of all pre-Industrial Revo-
lution objects, vanished with repetition (which in technological terms is named
standardization).

Furthermore, the intense occurrence of the same object lead to the situation that
it was easier to replace it than to mend it when it was broken, utterly subtracting
from it any further possibility of differentiation.

The correlated effect was that man-made objects, once the guardians of men’s
world stability and durability, acquired the nature of consumption products, a nature
similar to food. Food accomplishes its goal through the process of consumption that
transforms itself into the energy required for the survival of a living being; a piece
of food fulfils its purpose by extinguishing itself (thus acting against the stability of

29Hannah Arendt. The Human Condition. Chicago & London: The University of Chicago Press,
1970 (1958), p. 135. Arendt adds: “It is this durability which gives the things of the world their
relative independence from men who produced and used them, their “objectivity” which makes
them withstand, “stand against” and endure, at least for a time, the voracious needs and wants of
their living makers and users. From this viewpoint, the things of the world have the function of
stabilizing human life, and their objectivity lies in the fact that […] men, their ever-changing
nature notwithstanding, can retrieve their sameness, that is, their identity, by being related to the
same chair and the same table. In other words, against the subjectivity of men stands the
objectivity of man-made world, rather than the sublime indifference of an untouched nature, whose
overwhelming elementary force, on the contrary, will compel them to swing relentlessly in the
cycle of their own biological movement, which fits so closely into the over-all cyclical movement
of nature’s household. Only we who have erected the objectivity of a world of our own from what
nature gives us, who have built it into the environment of nature so that we are protected from her,
can look upon nature as something “objective”. Without a world between men and nature, there is
eternal movement, but no objectivity” (p. 137).
30Auguste Comte’s paraphrase in Paul Connerton. How Societies Remember. Cambridge:
Cambridge University Press, 1989, p. 37.
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the man-made world). We grow an apple, we eat it and throw the core into the
rubbish (and it will be absorbed by Nature); we make a pen, we use it, and instead
of refilling it, or repairing it if damaged, we throw it away as well, and buy a new
one (generating unnecessary waste, even if we recycle it or dispose of it in an
ecological fashion). Thus, the worldwide generalization of the processes brought by
the Industrial Revolution changed the way people look at objects, maybe the very
own essence of objects.

In such a context, the ability to endure the passage of time was no longer a
worthy goal. As for food, the characteristic most demanded since then has been
freshness—which means, in the objects’ domain, novelty.31

How did this change the way form is considered? What new expectations about
the shape of the objects did the Industrial Revolution summon?

2.2.2 Modern Aesthetics: Beauty Versus Novelty

Value of Antiquity: Beauty as Everlasting and Transversal Quality
Earlier in this paper, when Riegl was mentioned, it was stated that “looking old”
was not enough to ascertain the value of antiquity to an object. Why?

When, before the Industrial Revolution, an instrument became old and could no
longer perform its task properly, two things could happen to it: (1) there was no
other value found in it, and therefore it was disposed of and replaced by a new
instrument, with an identical function but differing in form (even just slightly);
(2) the instrument had virtues other than its efficiency, and so, although it had to be
replaced in its previous task, it was preserved, attaining another, more humanly
relevant assignment—becoming an antique. What were those virtues that consent
the object, when ceasing its original functions, to become an antique?—What may
be named beauty.

If the choice to preserve a specific object, instead of another with the same
purpose, did not depend on its function (its explicit and practical purpose)—be-
cause there were others with the same function—it had to depend on its form, on its
appearance. It must be assumed, then, that the decisive criterion for an instrument to
become an antique is the aesthetical allure of its shape.32

This episode tells two things about this “aesthetical allure” or “beauty”: firstly
that the aesthetical assessment is something that a person puts into action regarding
anything whatsoever; it is not a kind of evaluation that happens only for specific

31About the notion of “freshness” in relation to the human production, see Hannah Arendt’s
“Crisis of Culture” in Between Past and Future, New York: Penguin Books, 1993, p. 206: “Panis
et Circenses truly belong together; both are necessary for life, for its preservation and recuperation,
and both vanish in the course of life process—that is, both must constantly be produced anew and
offered anew, lest this process cease entirely. The standards by which both should be judged are
freshness and novelty, and the extent to which we use these standards today to judge cultural and
artistic objects as well, things which are supposed to remain in the world even after we left it,
indicates clearly the extent to which the need for entertainment has begun to threaten the cultural
world”.
32About the essential quality of form in relation to Aesthetics and Art see footnote 16.
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objects like a work of art. This kind of assessment is applied universally to all
beings (people, animals, objects) in almost every circumstance (with the exception
maybe of those circumstances where the survival of the subject is at stake).33

Secondly, that “beauty” is what grants endurance—and therefore sustainability—to
form, in itself.

Kant’s Aesthetical Criterion of Differentiation
Still, there is another characteristic of the aesthetical assessment that somewhat
seems to contradict the former. Kant sees the aesthetical judgment as free, i.e. not
determined by any kind of conceptualization or reasoning (only depending on the
sensation of satisfaction that something causes in a subject). Therefore, the aes-
thetical judgment tends to evaluate in a more positive manner those things that
escape any law, which stand outside of any group composed as the result of some
kind of rule (Kant gives the examples of English gardens and baroque furniture, or
the taste for scribbled drawings instead of regular geometric forms, to illustrate this
tendency towards the unconformity to rules).34 One would be allowed to say, then,
that there is a criterion of differentiation subsumed in the aesthetical judgment—
there would be thus a predisposition to aesthetically prefer something that is seen as
different amongst the whole of things of the same species. In practice, one can
observe this criterion in the recurrent behaviour that displays inclination towards the
one that distinguishes itself from the midst. This would be a reason that explains the
aesthetical preference for pieces of art—that have no self-evident purpose and no
specific rule to be fabricated accordingly, and as such, are completely different from
everything else and even among themselves. This would also be a reason that
explains the aesthetical preference for crafted objects—which, because is made
manually, always have slight differences between each other—instead of
machine-made objects. Finally, this criterion would be what justifies the penchant
for novelty. Hence, it would act against the endurance of attractiveness in a form,
which, as was argued before, characterizes beauty.35

33Pareyson, op. cit., Chap. 1: “Specificazionde dell’arte”.
34Immanuel Kant, The Critique of Judgement [1892], Part I: Critique of the Aesthetical
Judgement, First Division: Analytic of the Aesthetical Judgement, First Book: Analytic of the
Beautiful. For the purpose of this argument see especially “General remark on the first section of
the Analytic” (Kant’s Critique of Judgement, translated with Introduction and Notes by
J. H. Bernard (2nd ed. revised) (London: Macmillan, 1914). 7/23/2015. http://oll.libertyfund.org/
titles/1217#Kant_0318_195).
35Nevertheless, this contradiction is only apparent. A beautiful object is always seen as different
(different from the rest of the objects, which in some way are considered to belong to the same
class). Each one of a set of equal twins can be considered beautiful, because the class to which we
refer to is not the set of twins, but children, girls, boys, and also because the form to which we refer
to, in itself, is only one (the same form for both twins); that unique form in relation to the class to
which belongs (children, etc.) is considered beautiful.I think it is possible to say, however, that
differentiation is not an essential quality of the beautiful thing. It occurs necessarily in the beautiful
being, but it is not sought up. We can comprehend this inasmuch as there are objects in which
differentiation was specifically sought up, and in a positivistic mechanical manner may be
considered different from others of the same class, but from an aesthetical point of view neither is
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Novelty as a Beauty Surrogate
Now, in a world of mass-production, of standardized forms, abiding beauty—as an
endurable, and trans-chronological and trans-cultural quality—was no longer an
asset for fast worn out and easy replaceable objects. Beauty would promote a
resilient charm of form, and thus a kind of durability, which would be against the
nature of these fast consumption objects. Another strategy of aesthetical seduction
needed to be found: it had to be of an aesthetical sort, because this criterion is, as
was seen, widely active—and, therefore, active in the assessment of mass-produced
objects as well—but this aesthetical appeal should have a brief life span. It was then
that novelty made its entrance.

2.2.3 Novelty Acquaintance to Market Economics
Even mass-produced fast-obsolescent objects have a certain physical durability, as
much as technology does not evolve as quickly as the Market wishes for and that
new functions or new relevant solutions for existent functions do not pop up every
day.

For Market economics, it is convenient to favour the fast consumption of
products. Built-in obsolescence was one of the solutions found. To each product
manufactured a life span, shorter than what its materials and the evolution of
technology (that will eventually replace it) allow presuming is assigned. However,
built-in obsolescence is not active only in the technological field; it exists in the
aesthetical realm as well.

In relation to products such as clothing or dwelling—where technological
evolution is not relevant (the arrival of new materials or techniques, besides not
being frequent, does not invalidate former objects of the same species, which go on
fulfilling their purpose in a rather satisfactory manner)—in these areas, as was said,
the way that was discovered to increase consumption was that of built-in aesthetical
obsolescence. The object loses its value, not because it lost its technical efficiency
but because its aesthetical worth fades out—it became out of fashion. Fashion
novelty overlaps aesthetical built-in obsolescence. (This course of action generates
unnecessary waste—unsustainability—but it also affects people’s mentality, as will
be shown next.)

Advantages of Novelty
Novelty is an effective enough surrogate of everlasting beauty, inasmuch as, from a
phenomenological point of view, their first effects overlap. The first impression of a
beautiful object—let us say, a true piece of art—is surprise: a kind of bewilderment

(Footnote 35 continued)
considered beautiful or different.On the other hand, if we consider the case of antiques—objects
that were not made specifically to be aesthetically appraised (like the works of art) but that are so
nevertheless—it seems plausible to assume that what gave them aesthetical quality was the
handicraft work that make them unique and personalized by the craftsman (though it seems
plausible to assume too that some kind of aesthetical purpose was present in the mind of the
artisan). About this topic see also, in the field of Design see also Chapman, Jonathan. Emotionally
Durable Design. Objects, Experiences and Empathy. London: Earthscan, 2005.
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born from an aura of mystery, which that object brings along (what Heidegger calls
familiarity subversion36). It is possible to describe the same kind of experience in
relation to a novel object.

Therefore, novelty becomes the sensuous tool used to compensate the immanent
lack of attraction that comes with the massive homogeneity of serial produced
objects. Novelty became the differentiation factor required by pervasive aesthetical
assessment. Reducing the number of elements of each series and increasing the
frequency of these series creates the illusion, in a wide and densely populated
market, of a certain individuality of each object (as long as it is rather improbable
that two objects of the same series appear one beside the other).

However, in the new object that aura of mystery tends to dissipate, while
remaining alive forever in the piece of art (in real art, there is always the feeling of
something not known yet, and yet worth to be known). In the piece of art,
amazement works as a means to an end—it serves to convey a deep existential
message in a much-acquainted manner. In the fashion object, shock is the targeted
sensation. In art, astonishment works like a flag (of something else that will never
cease to come); in fashion, it is its core.

This short-term amazement of the novel object fades away when it ceases to be
considered new, when it becomes familiar. But while it is active, it can be quite
intense. So novelty and its array of sensations and feelings can be pretty appropriate
to fast-obsolescent objects. It follows the intentions of the Market.37

36Martin Heidegger. The Origin of the Work of Art. p. 72.
37The argument that it is not possible to change the situation portrayed above, since we live in a
market system, is recurrent. It is often pointed out that the reduction of built-in obsolescence, in
order to reduce consumerism, would increase unemployment, among other economical injuries.
Not being an economist, I cannot answer this argument as thoroughly as it deserves. Nevertheless,
I am able to give some hints. The argument is based on a Keynesian view of Economics, which
defends that increasing consumption favours societal wealth. This is only true in situations of
under-consumption, where there is not enough money for trading. In these circumstances—like in
the American post-depression period—it is advisable for the State to inject capital in order to
release money into the market. This implies a growth in consumption, until normal levels are
reached. In other circumstances, the above argument does not apply. (See on this subject, for
instance, Allgoewer, Elisabeth. Underconsumption theories and Keynesian economics. Interpre-
tations of the Great Depression. University of St. Gallen, Department of Economics, 2002;
Edmund S. Phelps. “Macro Economics for a Modern Economy” (Nobel Prize Lecture, December
8, 2006), in Karl Grandin (ed.), Les Prix Nobel. The Nobel Prizes 2006, Stockholm: Nobel
Foundation, 2007; and, for a more comprehensive approach, Blaug, Mark. Economic Theory in
Retrospect. Cambridge, New York: Cambridge University Press, 1985.)In a normal economic
situation, the argument that favours consumption, as a required policy for the health of the
Markets, simply forgets “externalities”. Market economics only considers the production costs; it
forgets costs that derive from after-use: recycling, pollution control, etc. Would it consider these
costs, the economical balance, it would no longer favour consumption economic policies, and
bring forward more sustainable economic policies. Nevertheless, the subject of Sustainability in
Economics is not a simple one. About this subject refer to, for instance: Arrow, Kenneth;
Dasgupta, Partha; Goulder, Lawrence, et al. “Are we consuming too much?” The journal of
economic perspectives: EP; a journal of the American Economic Association 18, no. 3, 2004;
Hanley, Nick; Shogren, Jason, White, Ben. Introduction to Environmental Economics. Oxford
University Press, 2013; Arrow, Kenneth; Dasgupta, Partha; Goulder, Lawrence, et al.
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2.2.4 Novelty Precepts in the Realm of Architecture

Art Versus Entertainment
Not only in the technical field built-in obsolescence affected Aesthetics—intro-
ducing the notion of form novelty—but, afterwards, the novelty asset of instruments
and tools contaminated the realm of Art (and, as such the realm of Architecture). In
time, a new industry arises—the industry of entertainment.38

The entertainment industry fabricates surrogates of works of art that allow for
the same kind of immediate sensations, but are far more digestible, and therefore,
easier to consume. Cinema is a direct example. Here, real art takes place beside
cheap entertainment products. Art conveys deep existential meanings and generates
a sort of enlightenment that breeds existential maturation (what Aristotle named
catarsis39); however, it often requires a frame of mind (of availability or openness)
that is not always possible to achieve in this stressful contemporary world of ours.
Conversely, entertainment movies give up any attempt of transformation of the
subject. They work within strong trite emotions (lust, physical power, laughter,
curiosity, passion, fear) that allow only for some mental diversion (in the double
sense of amusement and detour) and for some relaxation (that helps to get back to
work).

This also happens with other forms of art, namely in architecture. Whenever an
architectural design opts for a form that demands a new manner of dwelling (dif-
ferent from those settled by tradition) and this is not strictly required by a
unprecedented use or function, then that form, in spite of being able to utterly
fascinate in the beginning, will become rapidly obsolescent; and whenever the
architectural design chooses for a way of shaping forms more concerned with the
novelty of image or language than with endurable beauty of form there is a high
probability that that form will age fast and become quickly unattractive—as was
exemplified above.

Quest for Novelty in Modern Architecture
Unfortunately, focusing on the quest for revolutionary forms is a very common
trend in twentieth- and twenty-first-century architecture. The history of this period
can be told by successive waves of new languages, of new images, that intended to
reform architecture from the ground up (but only on the grounds of language or
style), which wither shortly after. Modernism against Beaux-Art, Post-Modernism
against Modernism, De-constructivism against Post-Modernism, Minimalism

(Footnote 37 continued)
“Sustainability and the Measurement of Wealth” (NBER Working Paper 16599) Cambridge:
National Bureau of Economic Research, 2010, accessible at http://www.nber.org/papers/w16599;
Partha Dasgupta. “Natural Wealth.” Anglican Theological Review 92, no. 4 (Fall 2010): 637–647;
Moritz C. Remig “Unraveling the veil of fuzziness: A thick description of sustainability eco-
nomics.” Ecological Economics 109 (2015): 194–202.
38Hannah Arendt. “The Crisis in Culture”, in Between Past and Future. op. cit., especially
pp. 205–210.
39Aristotle. Poetics 1449b, 24–28.
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against De-constructivism—all in the period of one hundred years, all disavowing
the recent past, but all achieving nothing else than a short life style, that soon
becomes redundant.

Once again novelty in art has several undeniable advantages in relation to
beauty. From the artist point of view, novelty is far easier to achieve than beauty—it
simply means to create something different (not necessarily meaningful). From the
point of view of one who judges a piece of art (the critic), novelty has the advantage
of being an objective quality—as long as it may be determined by the condition of
being un-similar to everything that has been done before— an objective quality that
can be assessed in a rather surely positivistic manner. (This is why “modernity”—
which is another common name for novelty in architecture—is a recurrent criterion
in the appraisal of recent works of architecture: that piece of architecture is worth to
be preserved because it was “very modern at the time”, as is usually said.40)

Still something important remains outside.

2.2.5 Novelty Faults
The direct consequence of focusing in form novelty in architecture and product
design is, of course, as has been repeatedly evinced, unsustainability—namely the
pointless waste of energy and resources and the avoidable fabrication of polluting
debris. Yet, from the wider point of view of an integral ecology,41 something more
serious than mere physical consequences also ensues.

Oblivion
Form novelty-focused products injure mankind psychologically as well. As long as
objects—but also architecture and the city—do not manifest the ability to endure
the material and spiritual corruption caused by the passing of time, they are not
suitable to incorporate human memory, to impart human existential space. Personal
and societal memory is affected along with the consciousness of the stability of the
world required for mental health (see above the quotation from Comte).

Memory is a complex issue, and it is not possible to delve into it now.42 It
suffices to say that memory is the deposit and the guarantee of people’s identity. (In
certain mental illnesses, like Alzheimer, for instance, the progressive loss of
memory causes personality to change, accompanied with unmotivated anxiety
and/or apathy.)

It is common amongst many civilizations, namely contemporary Western Civ-
ilization, to entrust some contents of memory to certain objects creating what is

40“[T]he ‘idea of modernity’ as consisting in ‘a desire to wipe out whatever came earlier, in the
hope of reaching at last a point that would be called a true present, a point of origin that marks a
new departure. This combined interplay of deliberate forgetting with an action that is also a new
origin reaches the full power of the idea of modernity’” P. de Man. “Literary History and Literary
Modernity.” Daedalus 99 (1970): 384–404, as cited in Paul Connerton. How Societies Remember.
Cambridge: Cambridge University Press, 1989, p. 61.
41See, for instance, Pope Francis. Laudato Si (passim, but especially Chapter 4).
42Pedro Abreu. “Arquitectura Monumento e Morada” Arquitextos 04 (July 2007): 11–20.
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called monuments43 (not only architectural monuments, but also small objects with
a charge of memory, which was previously called antiques). In this way, memory—
which is a completely subjective element and hence a fragile one—acquires
endurance beyond people’s lives.44 Nevertheless, the possibility to ascribe memory
to an object requires particular qualities.

If, as mentioned before, memory is a subjective element, it lives solely inside a
person and therefore a monument can only recall one’s memory from one’s mind.
So, in order to recall a particular memory, a monument has to be particular as well,
i.e. it has to be irreplaceable. One feels and thinks an object is irreplaceable when it
conjoins to qualities: it is unique—which is an objective quality—and one feels he
needs it—an aspect that resides in a subjective realm. It is difficult to tell how the
need for an object comes to light (and one should notice that it is the need for a
particular object, with a unique form, not the need for a type of object which all
perform the same task), and it will not be elaborated further. Let’s consider for now
only this requirement of uniqueness.

The undifferentiation of mass-produced objects, their fast-changing occurrence,
inhibits the possibility to assign to those objects memory contents. Industrial objects
are not able to encompass the traits of the human creator or user—which would
personalize them, bridging towards the successive users (recollections of existential
and sensibility aspects of those who made them or were served by them). Stan-
dardization of objects denies the call for differentiation; and its fast-obsolescence
and easy-replaceableness prevent recurrent use to inscribe minute changes (which
used to happen with crafted objects), which would be enough to make them unique.
Since so many similar objects exist, only seldom are they able to record the traits of
the user. For both these reasons, industrial objects fail in having an active role in the
preservation of memory. Industrial objects fail to participate in the lives of modern
men—being considered as something lateral. The individual is abandoned by the
world; the world is no longer his dwelling place, as long as nothing else from a
technologically produced environment echoes his metaphysical concerns. Objects
cease to be what Heidegger calls “things”45—the reunion in a material artefact of an
array of possibilities of existence, of meanings (both practical and metaphysical,
because every human action comprehends these two vectors), for a person—thus
condemning people to a more “abstract” (materialist or utterly spiritualist) way of
life. This trend justifies much of the sense of melancholy, which many contem-
poraries exhale towards the past.46

43Monument is the present participle of the Latin verb moneo, which means to remember, in an
imperative fashion.
44Jacques Le Goff—“Documento/Monumento” in Enciclope ́dia Einaudi, vol. 1—
Memória-Histo ́ria. Lisboa: INCM, 1984; pp. 46–47.
45Martin Heidegger—“Building, Dwelling, Thinking”, in Poetry, Language and Thought. New
York: Harper Collins, 2001.
46Hannah Arendt. “The Crisis in Culture” in Between Past and Future. op. cit. p. 204.
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Relativism
The fast changing world influenced everlasting values as well. (Although it could
be argued as well that it was the loss of sight of metaphysical referentials that create
the grounds for fast-forward consumerism and ephemeral products.) Regular and
frequent science discoveries have instilled the idea that the newest finding is the
truest, and this has sprawled all over.47

Besides that, the dominance of the Cartesian and positivistic way of thinking—
modernist philosophies—forecloses truth from subjective realms. The validity of
truth remains circumscribed to the quantitative or abstract sphere of thought (to
Science and Technology). Without its metaphysical reference, truth, in the exis-
tential level, becomes determined by the single man and, therefore, subject to
ageing, as the single man. Truth can die, hence one lives in relativism. To preserve
regions of validity, truth was forced to call on another feature: novelty—only truths
recently found/made are acceptable; only these can take an active part in people’s
affairs. Therefore, only what is new may fully assume the role of truth, if truth still
expects to keep its universal influence. Novelty took the role of truth. In the field of
Art (and Architecture), novelty took the place of beauty: the splendour of truth.48

2.2.6 About the Possibility of Aesthetical Endurance
(Conclusion Part I)

Twenty-five- year award
The primary aim of this long excursus was not to contradict the quest for novelty in
Architecture (and Product Design)—only to contradict the sole quest for novelty.
I can accept that formal novelty can be an asset. What I want to emphasize is that it
cannot be the sole asset of architectural form—and, as such, the sole purpose of the
process of design. In other words, I do not think sustainability in architecture
opposes formal novelty per se; I do think, however, that sustainability in archi-
tecture opposes fashion in architecture. Responsible production of contemporary
architecture may not rely in fad images or fad languages (consequences may be
drawn to architectural education).

Meanwhile, one question remains: is it possible in the twenty-first century not to
be dependent on form novelty in Architecture, considering the pressure from the
Market and mentalities Zeitgeist? Is it possible in the twenty-first century to aus-
picate formal sustainability in Architecture? I let someone else answer that
question:

47A paradoxical example: the utmost improbable sphere to be affected was academics—which is
supposed to be driven by the research of truth, not by the search for novelty—but even here, most
of the times, only publications recently done are considered to be relevant. (George Steiner. Real
Presences: Is There Anything in What We Say? London: Faber and Faber, p. 198 (portuguese
edition: pp. 40–43).
48Augusto del Noce. Civiltà tecnológica e cristianesimo in L’epoca dela secolarizzazione. Milano:
Giuffrè, 1970, pp. 85–87.
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Every year since 1971 the American Institute of Architects honors ‘an American archi-
tectural landmark that has stood the test of time.’ Only one building is named each year,
and it must be at last twenty-five years old. Unlike design awards, which sometimes are
bestowed on buildings before they are even built, this prize recognizes that the best way to
judge a building is in the fullness of time. Many a new building has made a splash, only to
sink into a well-deserved obscurity over the years, either because of functional drawbacks
or because an idea that seemed compelling at the time turned out to be a dud. The 2005 AIA
Twenty-Five Year Award went to the Yale Center for British Art, which the judges called
‘one of the quietest expressions of a great building ever seen’. It was the fifth Kahn building
so honored.49

Now, the problem will be whether there is some kind of rule that enables
designers to generate this kind of abiding appealing forms. This problem will be
examined in the second part of this paper (Fig. 6).

Fig. 6 “Enough!”. Image
credits Publicity flyer for
www.tudopormedida.pt

49Witthold Rybczynsky. How Architecture Works: a Humanist Toolkit. New York: Farrar, Straus
and Giroux, 2013, p. 48. At present Eero Saarinen has been awarded six times and the architectural
firm Skidmore, Owings & Merril also. Nevertheless it seems possible to draw from Kahn writings,
in which his attitude towards design is described, grounds for this recurrent award, which is
somewhat summarized in the jury comment to the 2005 prize (cited above). See about this subject
Portoghesi, Paolo. After Modern Architecture. New York: Rizzoli, 1982, the chapter that relates to
Louis Kahn.
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3 Part II—Sustainable Forms

3.1 Tradition

The simplest, yet effective answer to the question above would be Tradition—a life
long intergenerational learning process.

Tradition is the process by which certain contents are conveyed from the past to
the present and then to the future. While being a process that relates to the past,
Tradition distinguishes itself from History in so far as it does not rely on any kind of
written record, which works like a code in relation to a message (if you know the
code you can read the message in spite of not having been in contact with the one
who wrote it). This difference is not really a handicap—it has serious advantages.

The contents of Tradition are not just mental, necessarily; they can be exter-
nalized, either in a material object or in a human performance, like in a ritual.50 The
moment of externalization is crucial to Tradition: in order to transmit something to
someone else, one has to hand it out first, so the other one, to which you want to
communicate that specific content of Tradition, can have a full experience of it.

Experience is the essential concept in Tradition, what stands for its virtues.
Having an experience subsumes making a critical assessment—in a free condition
human beings will repeat an experience only if they took some benefit from the first
one. Therefore, for instance in the realm of craftsmanship, the master craftsman will
only convey to his apprentice what he tested and understood to work. When the
apprentice becomes the master he will repeat the same judgmental procedure. This
is what may be called a “critical” process—considering “critical” in its original
etymological meaning: from the Greek “krinein”, which means to evaluate, to
assess. Only what was positively assessed in the past is handed out to the future.
Although seldom realized, Tradition is a thorough intergenerational continuous
filtering process, and thus an intergenerational learning process.

Stress should be made, however, on the fact that not all the forms that come from
the past have resilient aesthetics, since not all were necessarily conveyed by Tra-
dition, and thus continually criticized. Age does not necessary mean abiding aes-
thetics. Many forms that come from the past do not demonstrate more vitality than
those of a machine—and indeed they are machines (about the defects of the
machine see the subchapter The Matter of Technics, below in this paper).
Renaissance and then enlightenment architectural treatises have turned design into
an abstract procedure; they create a close system, which is normally not versatile
enough to comply with the specificities of the place or the human institution that the
work of architecture will envelope. The forms that result from this kind of archi-
tecture are purely conceptual, mechanical, often standardized (being that stan-
dardization in architecture connotes technical contamination); therefore, they are
frequently cold; nothing in those forms expresses affection towards the concrete
aspects of Mankind and Nature.

50Paul Connerton, op. cit., passim, but especially pp. 3–4.
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Being “critical”, though, is not the sole advantage of Tradition; Tradition is also
a very dynamic process, with very significant room for improvement. When the
master craftsman conveys his knowledge to his apprentice, he does not convey just
what he learned from his own master, but also what he learned by himself: the result
of a lifelong, painstaking, repeated manufacture of the same sort of objects. Either
by chance or by personal talent, it is possible to assume that he achieved some
personal findings, which have resulted in enhancements in the quality of the objects
he crafted. Tradition, therefore, includes an inconspicuous lifelong learning process.

Consequently, when one faces the kind of use that has not been subject to any
sort of essential change—like clothing or dwelling—the surest path is to imitate
what worked in the past. Forms, like those of vernacular architecture, which have
been transmitted until now by Tradition (and not necessarily by History), possess an
important warranty that they will still correspond to human demands today, since
they have been repeatedly tested through out successive ages, each generation
acknowledging their proficiency and passing to the next. Insofar, as people continue
nowadays to appreciate those environments that were handed out by Tradition, one
can assume that the human expectations regarding the form of these environments
did not change much in time. Thus, Tradition is a sure way to attain aesthetical
sustainability (for support of this statement see also the above citation in this paper
from Nikos Salingaros) (Figs. 7 and 8).

Of course, Tradition is only effective in face of long-lasting purposes, anthro-
pologically constant, purposes like those people essentially look for when con-
sidering dwelling in architecture and urban design. But, what about new uses?

3.2 Dialoguing Forms

The wind is blowing at sea. Sails billow, ropes sing, the hull crackles. The boat tilts to
one side, resisting and yet following the wind. We can sense beauty in this image—a
quality that makes us want to keep it, in a photograph, in a painting, in a poetic
description. We would not have the same evidence of beauty with the same conse-
quences, if instead of a sailing boat we had a motorboat. The first image shows an
expression of the force of Nature and its effects, which would not be present in the
second image51 (Fig. 9).

Fire is crackling in the fireplace. We hear its sound, smell its smell (the precise
smell of timber, which is never the same in each home, but varies from region to
region and partakes in their identities). The flames dance and charm, they seduce.
The body heats, thoughts fly, the soul rises. A house with central heating is no less
comfortable. However, nothing suggestive comes from the heating apparatus—
there is no invitation to daydreaming; although the central heating system may be
well designed, it does not possess the beauty of fire52 (Figs. 10 and 11).

51Romano Guardini. Lettere dal lago di Como, II. Brescia: Morcelliana, 1959, pp. 17 ss.
52Romano Guardini. Lettere dal lago di Como, II. Brescia: Morcelliana, 1959, p. 20.
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It is possible to multiply these examples, insert them in architecture… The
beauty of a brick dome as opposed to a concrete slab; the beauty of a curved eave;
the beauty of a convex wall (such as that of the houses in Alpedrinha), of a wall
textured by overlapping layers of whitewash (such as those of Monsaraz or Terena)
… The beauty of certain materials: a clay brick fired at low temperatures (which is
not uniform and somehow seems to replicate fire); real wood; certain stones of a
heterogeneous nature, where the formation process can be seen more clearly, or
when they are partially eroded and their components stand out; even, sometimes,
the beauty of iron and other metals, highly oxidized. All these forms embody the
image of Nature. The action of gravity can be seen, the action of fire on materials
can be seen; genetical processes—organic, chemical and so forth—can be seen.
These forms express and reveal Nature. They undertake the combat, hand-to-hand,

Fig. 7 Vernacular architecture. Image credits Christopher Alexander, 1979

Fig. 8 Piódão, Portugal. Image credits https://www.flickr.com/photos/andrepipa/5948416442/
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between Mankind and Nature to generate Culture. There is no contempt, and there
is no arrogance, which happens with technical objects. It is almost as if the form
reproduces the empiric action of Nature. In machine forms, and forms generated by
machines, this does not happen, no beauty radiates from them; at most, there is a
flare of novelty (Fig. 12).

Fig. 9 Sailing on Lago di Garda, Italy. Image credits http://www.hotel-malcesine.com/en/hotel-
lake-garda/sailing-centre-lake-garda.aspx

Fig. 10 Fireplace. Image credits http://superiorclay.com/fireplace-firebox-design/standard-
fireplaces/
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It must be stressed that we are not speaking of natural forms. The forms
described above are the result of human production; even natural materials that are
applied to construction presuppose a transformation that adapts them.

3.2.1 Natural Forms
Regarding forms that are produced by Nature itself, I would merely state two
things: first of all, many landscapes that we consider to be beautiful are in fact
landscapes which were transformed by Mankind—and thus they also belong, in a
privileged position, to the forms created by Man with the participation of Nature.
Secondly, although it must be admitted that there are beautiful landscapes where
man has not yet intervened—virgin forests, sandy deserts—then the word “sub-
lime” would often be more appropriate,53 for there is something frightening and
disorderly about these landscapes that makes one want to retreat to a safe place in
order to appreciate them aesthetically. Nevertheless, Culture also affects wild

Fig. 11 Brick dome (left), Monsaraz (right). Image credits Brick dome (left) from http://
commons.wikimedia.org/wiki/File:Brick_dome_with_windows_at_Mystras.jpg; Monsaraz (right)
from https://www.flickr.com/photos/ruipedrovieira/8117004759/

Fig. 12 Brick wall (left) and wooden floor (right). Image credits Brick Wall (left) from http://
upload.wikimedia.org/wikipedia/commons/d/d1/Brick_wall_close-up_view.jpg; wooden floor
(right) from https://www.flickr.com/photos/tomdz/4475898316/

53Immanuel Kant. Crítica da Faculdade do Juízo. Lisboa: INCM, 1992, paragraphs 23–29.

350 P.M. de Abreu

zench@tut.by

http://commons.wikimedia.org/wiki/File:Brick_dome_with_windows_at_Mystras.jpg
http://commons.wikimedia.org/wiki/File:Brick_dome_with_windows_at_Mystras.jpg
https://www.flickr.com/photos/ruipedrovieira/8117004759/
http://upload.wikimedia.org/wikipedia/commons/d/d1/Brick_wall_close-up_view.jpg
http://upload.wikimedia.org/wikipedia/commons/d/d1/Brick_wall_close-up_view.jpg
https://www.flickr.com/photos/tomdz/4475898316/


landscapes, although in a different way. They are recognized and enjoyed because
they are picturesque,54 for they evoke reminiscences of paintings or photographs
revealed to the public through the work of an artist. Therefore, as forms discovered
in Nature, they also have the involvement of humans in their origin. These forms
are also cultural: Mankind and Nature interacting with each other in their formation.

But is this same interaction not also present in the technological world? After all,
a machine works with physical processes and respects the laws of Nature.

3.2.2 The Matter of Technics
In the world of machines Nature is present, yet it is imprisoned—it has no
self-expression. What technology does, through analytical science, is to take pos-
session of natural processes to be able to use them, regardless of Nature’s “whims”.
Nature participates, but merely as a background55 not as a figure, not by generating
form.

A motorboat uses the energy of fossil fuels, which, in the past, retained the
energy that came from the sun, and thus is no longer at the mercy of the wind.
A household appliance uses the energy produced by a dam, a thermal power plant,
an atomic power plant. Nature provided the energy of the gravity accumulated in
the water which evaporated and precipitated, or that of fossil fuel, or that of atomic
connections. This energy was transformed (with a serious loss) and stored, to be
made available to consumers. This process stole the power to generate forms from
Nature.

3.2.3 Science and Mathematics
Science intended for technological application approaches Nature in order to
understand its internal processes, to understand them and dominate them. The
representation of Nature that it offers is fundamentally mathematical. Mathematics
is an extraordinary instrument for knowing and manipulating a technical dimension
of Nature; it makes it possible to predict Nature dynamics. It generates abstract
“models” (i.e. literally separated) that function in parallel with empirical reality,
anticipating specific effects. But mathematics does not understand Nature as a
whole. It starts from data, and then dips away from reality, following its own
abstract model, to resurface later on, when results need to be checked.

The machine, which is formed according to mathematic “models”, has nothing
to do with the reality of Nature, which can be experienced; machine forms do not
demonstrate Nature. Modern technology, which uses analytical science, has an
imposing character towards Nature56: Nature is “used” and “manipulated” by the
machine and treated as an instrument. Technology makes use of mathematic models

54Alain Roger—“Nature et culture. La double artialisation”, in Court traité du paysage, Paris:
Éditions Gallimard, 1997, pp. 11–30.
55Martin Heidegger—“La questione della técnica” in: G. Vattimo (curator) Saggi e Discorsi.
Milano: Mursia, 1991, pp. 5–27.
56Martin Heidegger—“La questione della técnica” in: G. Vattimo (curator) Saggi e Discorsi.
Milano: Mursia, 1991, pp. 14–17.
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to force Nature to release its power. This power is stored for future use without any
further interaction of the individual with Nature in the process.

Beautiful forms may manifest themselves within a Culture that is formed in
direct contact with the whole of Nature (approached without any analysis, without
fragmenting its whole). In this way, such a Culture expresses Nature. Technology
also depends on what is natural—yet it obscures this dependency. The human
character of technology ceases to be perceptible.

Yet, is a modern aeroplane, boat or car not beautiful? In fact, sometimes it is;
nevertheless, we can verify that when this happens, these are also the cases where
the action of Nature is empirically embodied in the form, because no prescriptive
“models” of form were followed and the whole of Nature was allowed to operate on
the form. This can be grasped, for instance, when aerodynamics lets air pressure
experimentally sculpt, in a wind tunnel, the fuselage of an aeroplane or the chassis
of a car; or when the pressure of water designs the hull of a ship. Here, Nature is
still granted the power to interfere in the form. There is, in these cases, a dialectic
generation of the form, which is created through a dialogue between Nature and
human intention.

The absence of a dialogue in modern technology can be seen, for example, in
one of its fundamental principles: standardization.57 The generation of serial forms,
all identical, is necessarily a generation of forms that are independent from their
context and not effectively adapted (in the sense of being “bonded”) to the envi-
ronment where they are going to live.

In short, warranting sustainability in architectural and product design forms
would require revealing Nature in the process of composition. The phenomenon of
an abiding beautiful form seems to derive from a genetic embodiment of Nature as
image: the form which expresses combat between Nature and Culture, which
expresses the adaptation of human production to the requirements of physical
otherness.

(However, emphasis should be laid on the somewhat conjectural format—in the
Popperian sense58—of what has just been said. Not having enough data to
unequivocally demonstrate what is suggested here, only some events and some
bibliographic references that support this conjecture were presented. Nevertheless,
the conjecture is formulated in such a way that enables it to be tested in future

57“Design must also become more compassionate. Old-school design was defined for certainties,
as you would expect of a culture that was fired by modernist fervour and intend on improving the
lives of millions of people by dint and standardization. All its best, this culture was plucky and
optimistic, but it also erred towards arrogance, obduracy and boosterism. Those qualities will
prove even more damaging in the future. Design needs to become more empathetic, and better
attuned to the frailties that defy rational analysis yet determine so many elements of our lives, such
as making half of us prone to muddling up something as simple and important as taking
prescription medicine correctly” (Alice Rawsthorn, op. cit. p. 223).
58Popper returns repeatedly to this argument. To my knowledge one of his most synthetic texts
about the concepts of conjecture and refutations is the following: “Science: Conjectures and
Refutations” in Karl Popper. Conjectures and Refutations. London & New York: Routledge, 2008,
pp. 43–78 (first edition: London & New York: Routledge, 1963).
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research, thus portraying something that aspires to be a theory—again in the
Popperian sense.59 Moreover, this conjecture or theory discloses significant
research tracks, which can and should be pursued in architectural and design
education.)

4 Conclusion—Architecture, Nature and Sustainability

This paper has tried to show how serious the implications of Aesthetics in Sus-
tainability are, and how the modern trends of Architecture (and Product Design)
fall, by sole aesthetical reasons, towards unsustainability.

The situation is, nevertheless, avoidable if the professionals involved and society
face, in an enlightened and responsible manner, the contemporary penchant for
novelty.

Design strategies, like those of tradition and dialoguing forms—reliable strate-
gies to shape abiding forms—offer real alternatives to the consumeristic compulsion
pampered by the Market, and to the subservience of designers to the “star system”.
Furthermore, they introduce rich research paths, not yet pursued. There are
important lessons to be drawn not only from the pre-industrial building processes,
but also from the Architecture is neither a technic nor a science. The demand that
presides Architecture is that of harmony between the environment and the person,
which is called dwelling.60 A piece of architecture is above all a territory trans-
formed in such a way that a human being can allow himself/herself to be fully
himself/herself. Now, the correspondence between person and environment is such
a complex and intricate matter, simultaneously objective and subjective, with so
many co-active factors implicated that it is rather presumptuous for an architect to
try to invent new ways of dwelling. Repeatedly, throughout the twentieth century,
Utopia proved to be quite dystopical. One does not comprehend and consequently
cannot expect to master, all the elements involved in a positive dwelling experience.
That is why the genetic process of a piece of architecture cannot be the same as the
one that begets a technical product. And neither can its learning process be.
Architecture is not reducible through analysis nor can it be done through assembly.
Architects can do very little other than acknowledge when they come across a
satisfying dwelling experience, and then jot down the forms that allow for that
experience; an architect can only actively search for the solution that evinces the
desired correspondence between person and territory, a solution hitherto built, and
thence replicate it, with minimal adaptations whenever necessary, to the present

59The key idea of Popper is that a scientific theory must be stated in such a way that enables
specific research in order to refute it. See (other than the work cited in the previous note) Karl
Popper. The Logic of Scientific Discovery. London & New York: Routledge, 2008 (first edition:
Vienna, 1934), in particular Chapter 3: Theories (pp. 37–56), Chapter 4: Falsifiability (pp. 57–73)
and Chapter 6: Degrees of Testability (pp. 95–120).
60Martin Heidegger—“Building, Dwelling, Thinking”, op. cit.
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conditions. Architecture’s essence demands that its genetic process should be
mimetic.61 (Vernacular architecture is a privileged field for such findings, and, as
such, determines a privileged field of research.) According to what has been stated,
the architectural learning process ought to change drastically: it should no longer
aim towards formal innovation. Architects should learn through the experience of
dwelling in effective pieces of architecture, registering the elements of form that
allow for such a dwelling experience, trying to understand these, verifying their
replicability. This trend has been tested with success by architects like Louis Kahn,
and conceptualized and verified by theorist like Christopher Alexander.62

The paper would also like to assert the obligation of dialoguing with Nature, not
only for ecological reasons, stricto sensu, but also for reasons of human-ecology.

When considering the profound being of Architecture, one is bound to recognize
that it does not exist first and foremost to protect us from the elements, for aes-
thetical or functional reasons. As mentioned above, architecture creates a human
space, claiming territory out of chaos, making a space in which human beings can
dwell,63 thus being, in an entirely human manner. The relationship with territory—
with what is natural—is a fundamental dialectic. Without chaos, which is natural,
architecture has no meaning.

However, today “we are being threatened again from all sides by chaos which
was, this time, caused by ourselves”.64 Nature has been imprisoned to such an
extent, and the environment where we live is so “mechanised” and standardized,
that our desire for Nature is now stronger than ever. The individuals of today feel so
isolated from the natural world in their everyday life that they search, persistently,
their wildest side (sometimes voluntarily reducing their own human defences).
Certain sports or recreational activities of our time place participants in a very
exposed and dependant relationship with Nature (camping, climbing, moun-
taineering, sailing, surfing, kite surfing).65 If and when individuals are not allowed
to experience Nature, they will suffer.

61For a more circumstanced presentation of this understanding of architecture consider my paper:
Pedro Abreu—“The Vitruvian Crisis or Architecture, the Expected Experience, on aesthetical
appraisal of architecture” in Proceedings (ed. Kenneth S. Bordens), XX Congress, International
Association of Empirical Aesthetics, Chicago, 19–22nd August 2008.
62See, besides the book mentioned at note 55, also the book of Paolo Portoghesi, After Modern
Architecture (New York: Rizzolli, 1982; the chapter on Louis Kahn), and Christopher Alexander,
et al. A Pattern Language (New York: Oxford University Press, 1977).
63Vittorio Gregotti, in respect to the origin of architecture, set forth this opinion: “The origin of
architecture is not the primitive hut, the cave, or the mythical Adam’s house in Paradise. Before
transforming a support into a column, a roof into a tympanum, before placing stone on stone, man
placed the stone on the ground to recognize a site in the midst of an unknown universe; in order to
take account of it and modify it” (apud Kenneth Frampton. Introdução ao estudo da cultura
tectónica. Lisboa: AAP e Contemporânea Editora, 1998, p. 29).
64Romano Guardini. Lettere dal lago di Como, II. Brescia: Morcelliana, 1959, p. 99.
65By the way, artefacts developed for these activities usually reveal, despite their highly
technological features, a strong influence of Nature in their forms, and some individual character.
(Many athletes use artefacts—surfboards, skis, shoes—which are not standard and are individually
made.)
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In architectural design, abstracting from Nature, the contempt for its presence,
tends to result in forms that are ephemeral. Where human production wishes to be
independent of the environment, ignoring its active presence, the supervening form
results isolated from human life and from its normal possibilities of contemplation.

A crucial principle in architectural design is the formative potential of the
dialectics between Nature and Culture. Paying attention to Nature and including it
(as place, climate, material and texture) in the formative process of the work will
yield organic forms: forms built from engaging cultural and natural aspects toge-
ther, abiding beautiful forms, and consequently sustainable and ecological forms.
Our times made the dialogue with Nature compulsory, also in aesthetics.
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Seeds of Change: Applying
Transformative Learning and Thinking
in Relation to Students Responding
to Climate Change Challenges

Paul Govind, Kirsten Davies, Roger Lee and Thomas Riddell

Abstract
This Chapter captures the experiences of Australian university students in the
context of an in-country, experiential based learning and teaching program
developed by the academic authors of this paper and undertaken by the student
authors in Vanuatu. The Chapter hypothesises that the documented accounts of
the students, during and after the completion of the program, are understood as
displaying elements of the process of transformative learning. The program
applied the theory of transformational learning to student thinking surrounding
the significant problem of global warming from the perspective of vulnerable
developing nations. Witnessing the effect of climate change on the livelihoods of
Vanuatu citizens triggered a critical reflection within students that included a
reappraisal of their values that underpinned their understanding of climate
change. Through the Chapter, the authors describe the program’s design and
development and the experiences of university students in the context of an
in-country, experiential based learning environment in Vanuatu. In accordance
with the literature on transformational learning, the academic staff intentionally
provided conditions that were conducive to transformational learning. The
Chapter maintains that successful models for achieving TL must provide
supportive structures that give necessary doctrinal teaching but also facilitate
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opportunities for students to be empowered through independent learning and
the mental and emotional space to engage in reflection.

Keywords
Tranformative learning � Thinking � Vanuatu � Teaching

1 Introduction

One of the most significant problems facing the planet is responding to the chal-
lenges presented by the changing climate (IPCC 2014), which is the subject of the
case study in this Chapter. The impacts of climate change are a critical global
problem that requires urgent, transformative and innovative solutions. The authors
view transformation, for the purposes of this Chapter, as the growth, or change of
communities, and/or individuals, understanding and/or responses to a problem—in
the case of this paper, the problems presented by global warming and the conse-
quences of changes in climatic patterns. Transformational learning (TL) is a crit-
ically important approach of empowering and motivating people to self-navigate
their investigations.

The Vanuatu case study highlighted in this Chapter is a university learning and
teaching program developed by the academic authors of this paper and undertaken
by the student authors. It applied the theory of transformational learning to student
thinking surrounding the significant problem of global warming from the per-
spective of vulnerable developing nations. The innovative thinking emanating from
this program was captured through tangible outputs in the form of student reports
and reflections. Additionally, early indications point towards more significant
transformations manifesting in different forms as part of the individual students’
personal growth and future career aspirations.

Transformational learning was initially conceived and subsequently refined by
Jack Mezirow et al. (2000, 1991, 1990). It is a term that describes a learning
experience where a person embarks on a process of critical self-reflection following
exposure to new information and/or a new experience. The transformation is
reflected in questioning and challenging assumptions that have hitherto under-
pinned the person’s world view and coloured their understanding and interpretation
of observable and/or learnt phenomena. This effect has been important in the
limited application of transformative learning to climate change (Vulturis and
Swartling 2013; Tarnoczi 2011). Case studies have revealed that various stake-
holders came to appreciate the risks associated with climate change differently once
they recognised how their values had influenced their reception and interpretation
of information and experience (Vulturis and Swartling 2013; Tarnoczi 2011).
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Dr. Davies and colleagues from Macquarie Law School (MLS) developed an
ongoing applied research program, in collaboration with the law schools at
Queensland University of Technology (QUT) in Australia and the University of the
South Pacific (USP) in Vanuatu. Kirsten has been working with communities in
Vanuatu over the past fifteen years. Her expertise and experiences informed the
design and development of this program, particularly pertaining to environmental
management, climate change and customary law. Through her research, her world
views have undergone transformative changes. These transformative experiences
have triggered her ongoing research interests (Davies et al. 2016; Davies 2015a, b,
2012). Her aspirations in the development of this program were to lay the foun-
dations to enable students to encounter similar experiences which may inform their
world views and actions as they enter their future careers as legal practitioners,
business or government leaders and/or researchers.

The authors of this Chapter are two of the academics, Kirsten Davies and Paul
Govind, who developed this program and two of the 18 students, Roger Lee and
Thomas Riddell, who participated in the first offering of this program. This Chapter
captures the programs design and development and the experiences of university
students in the context of an in-country, experiential based learning environment in
Vanuatu. In accordance with the literature on transformational learning, the aca-
demic staff intentionally provided conditions that were conducive to transforma-
tional learning. The design of the unit provided the “mental space” for the students
to experience the situation. The academic staff maintain that providing “space to
think” is essential to potential tangible and intangible transformations. These
transformations are “the outcomes” which can be reached following the partici-
pants’ collation of their pre-existing knowledge, combined with their first-hand
experiences. This approach reinforces the idea that the transformation process
requires an environment of learning about, and experiencing the problem at hand. It
is a uniquely personal and subjective experience which may lead to shifts in values,
areas of engagement and innovative solutions.

The Chapter hypothesises that the documented accounts of the students, during
and after the completion of the program, are best understood as displaying elements
of the process of TL. These include a critical reflection on behalf of the students as
they witnessed the vulnerability to, and impacts of, climate change as experienced
in the Vanuatu context.

The Chapter highlights the critical role of TL for educators aiming to engage and
empower students. The following section demonstrates the linkages between TL
theory and the broader conversation of transformative adaptation that currently
informs climate change scholarship. The authors endorse a socially constructed
view and approach to climate change and adaptation. Having established the the-
oretical premise, we present the documented student experiences. The final section
of this Chapter analyses the Vanuatu experiences in relation to TL theory and
concludes that student-initiated processes of self-reflection can challenge and ulti-
mately change their understanding of climate change impacts and their world view.
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2 Transformative Learning: Background and Context

TL has been described as a “theory in progress” (Cranton 2016). At best, TL is a
theoretical framework that can help to identify and overcome the personal chal-
lenges that modern, dynamic change brings. At worst, it is a conflation and com-
pilation of elements of constructivist learning, the socialisation of learning applied
to the context of individual/personal change (Cranton 2016).

2.1 What is Transformative Learning Theory?

This Chapter maintains that TL is an important tool in the understanding how our
subjective values and perspectives influence how we view climate change. In the
context of the Vanuatu project, TL gives a basis for discussion and evaluation of
personal change in response to experiences that the model is designed to facilitate.
The theory is premised upon the existence and engagement of “frames of reference”
through which we view and interpret what we encounter and use to construct
meaning and our world view. Mezirow (2006) defines a frame of reference (or
meaning perspective) as “socio-culturally conditioned structures of assumptions
and expectations that generally operate outside our conscious awareness to selec-
tively shape and delimit our perception, cognition and feelings by predisposing our
intentions, beliefs, expectations and purposes” (p. 26).

Frames of reference contain two parts: (1) habit of mind and (2) point of view—
which are complementary aspects that shape and influence how we interpret and
construct meaning from experiences. Habit of mind captures the general, broader
parameters or dispositions that form the cornerstone of how we interpret our
experiences whilst point of view refers to an expression of the habit of mind that
directs and shapes how we construe meaning in a particular situation (Diduck 2012;
Mezirow et al. 2000). The learning aspect of TL theory focuses upon how frames of
reference can change following the receipt of new information by the learner that
triggers a critical reappraisal of their frame of reference (Kitchenham 2008). The
focus on any attempt to operationalise TL should consider “deliberate efforts and
designs that support changes in the learners’ form of knowing” (Kegan 2000,
p. 53).

2.2 The role of Learning in Climate Adaptation Policy

Transformative learning can be encapsulated in a broader policy of transformation
adaptation. O’Brien and Seboe (2015) characterise transformation as a mindset that
directs attention away from the assumption that solution-orientated knowledge
about environmental problems will necessarily provide resolutions. Instead it
focuses upon the issue of change itself, through questioning some of the assump-
tions that reproduce certain types of knowledge and actions.
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Transformative adaptation includes three broad spheres: practical, political and
personal (O’Brien and Sygna 2013). Adaptive challenges are personal because they
call for people to confront the ways they view the world. Learning provides an
opportunity to reassess how society constructs knowledge—in this circumstance,
the construction of knowledge relating to climate change (Muro and Jeffery 2008).
The process also reveals how subjective factors such as beliefs, perceptions and
values, influence perceptions of knowledge. Whilst learning might not necessarily
change values that underpin a person’s construction of their world view, it does
expose elements that might have been previously uncritically and/or subconsciously
assumed or accepted as inevitable.

Somewhat inevitably, when evaluating experiences for evidence of TL, it is
necessary to engage the ten phases of transformation as propounded by Mezirow
et al. (2000). The original ten-phase sequence of transformation was as follows:

1. A disorientating dilemma
2. Self-examination
3. Critical assessment
4. Relating to others’ experiences
5. Exploring of options
6. Builds competence in new roles
7. Development of plan of action
8. Acquires knowledge and skills
9. Provisional efforts to try out new roles

10. Re-integration into society

Many barriers to adaptation are socially constructed constraints (Moser and
Ekstrom 2010; Adger et al. 2009). Observing learning processes can provide an
insight into how elements are either maintained or challenged through the reception
of new information or experiences. Overcoming certain social barriers that impede
effective adaptation require “profound personal and social changes… to break from
unsustainable social-ecological interactions…learning theory is useful for
explaining some of these change processes” (Diduck 2012, p. 1312).

Learning and the related ideas of knowledge and information require a level of
engagement with climate change—Lorenzoni et al. (2007, p. 476) describe
engagement as a “personal state of connection”. A key part of this connection
involves individual and group values which can be defined as the guiding principles
in the life of a person or group (Schwartz 1992). Values are human beliefs, core to
the individual’s standards and personality, which then translate into behaviour.
They are different from attitudes as they transcend situations and events. An
individual’s values are the foundations of their world views; thus, as Gardner and
Stern (1996) explain, the connection to TL as a conduit to enabling individuals to
question and evolve their values provides (p. 68):

a basis for choices regarding environmental issues. The key to people’s response to any
environmental problems … [are] values as well as their specific beliefs about the conse-
quences of environmental problems to the things they value.
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Rokeach (1973) observed that values are learned, and that the learning process
occurs through the individual’s socialisation, personality and experiences. Gardner
and Stern (1996) discussed the challenges of modifying adult human–environment
relationships by explaining that values are long lasting and slow to change. They
cautioned that significant change may take generations to achieve.

Boyd and Meyers (1988, p. 261) maintain that “Education in an open society has
the charge of promoting personal transformations as one of its major aims”. The
change in habit of mind is how the individual learners view themselves. Therefore,
external observations of TL must be evaluated carefully. Cranton and Kasl (2012,
p. 375) state, “In part this is the problem with someone else deciding that someone
has engaged in transformative learning. When researchers of educators do this, they
are going by observable behavior”. Despite its potential benefits for evaluating
learning, the TL process is difficult to track and is not represented as a series of
systematic steps (Ettling 2001). Cranton (2016) maintains that it is more effective to
ask whether a learner’s reflection indicates progression towards TL rather than there
being evidence of transformative learning itself.

2.3 Empowering Student Learning Through Transformation

As both a condition and goal of TL, an empowered learner is more capable to
engage in the highly individualistic and personal experience of critical reflection.
TL theory draws attention to the roles of supporting relationships and environment
in providing conditions that make a more confident, assured person that is capable
of becoming critically reflective of their deeply embedded assumptions and acting
upon them (Mezirow 2000a). This is broadly reflective of the preliminary steps of
empowering an individual to become an independent learner as Cranton (2016,
p. 240) explains:

People who feel powerless are less likely to engage in critical self-reflection. Empowerment
is important to being able to embark on a transformative journey. An individual who is
insecure lacking in confidence, anxious, or unsupported may not be able to overcome the
emotional barriers to questioning values and assumptions without first learning to exercise
his or her power.

This motivated academic staff to design the unit in such a way that included
supportive structures to empower critical reflection and potential transformation.
The dynamic nature of environmental change will consistently pose challenges that
might require us reorientating our understanding of the world and how we relate to
it (Illeris 2014). In terms of a disorientating dilemma, climate change impacts, even
when considering the immediacy of impacts as witnessed in Vanuatu, are unlikely
to affect a learner in the same way as something more personal such as death of a
family member. However, the sheer scale of the problem, the manifold, disparate
causes and magnitude of inevitable change presents a different type of obstacle.

Cranton (2016) maintains that to create an environment that facilitates
empowerment, the educator must give up some overarching authority to allow
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students to navigate their own decision-making. This requires faith on behalf of the
educator, and some preparatory measures taken prior to the transfer of learning
authority. As Haber-Curran (2015, p. 74) suggests, “As a learner’s development
becomes deeper and more sophisticated, they recognize the limits of current
understanding and engage in ongoing inquiry”.

In the following case, the teaching team was tasked with emboldening the
learner to question their relationship to climate change law and challenge an
underlying assumption that the impact is distant both spatially and temporally.

3 CASE STUDY: Climate Change and the Vanuatu
Experience

It is envisioned that each successive year, students and academics from the three
partner universities will focus on a researching different aspect of the international
climate change regime and expand upon previous research concerning the effec-
tiveness of climate law and policy in Vanuatu. In 2016, the focus was on the
principle of “common but differentiated responsibility and respective capabilities”
(CBDR-RC). Students conducted extensive background research, under the
supervision of academics, into six sub-questions:

1. Principles of International Environmental Law
2. Impacts of Climate Change in the South Pacific
3. Funding and Other Financial Arrangements for Climate Adaptation
4. Sharing of Technology, Expertise and Other Resources
5. Institutional Responsibility and NGO Involvement
6. Challenges, Ongoing Issues and Broad Recommendations

A key component of the Vanuatu project was the in-country experience, where
students and academics from QUT and MQU travelled to Port Vila to meet with
their colleagues at USP, present the group’s research findings and observe the
impacts of climate change first-hand.

3.1 A Novel Approach

In 2016, the project sought to illuminate the various opportunities and challenges
that Vanuatu faces in addressing climate impacts in the region. There were six
research groups comprising three students in each group (i.e. one representative
from USP, MQU and USP per group). Under this structure, each research group
was responsible for their own delegation of tasks, communication and compilation
of their findings. Such an initiative is thus novel not only in its collaboration
between students and academics, but also across disciplines, cultures and regions.
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The Macquarie academics and student’s involvement in the Vanuatu project is
the focus of this paper. Their participation was supported by Professional and
Community Engagement (PACE) International at Macquarie. Founded on the
principle of reciprocal benefit to students, organisations and communities, PACE
International provides a platform for students to explore real-world challenges and
gain professional skills. This signature initiative at Macquarie University has a
proud history of partnering with organisations in developing countries that
demonstrate a strong commitment to sustainable community development. As such,
students that participate in this unique program will have the opportunity to actively
contribute to more just, inclusive and sustainable societies across the world.

Pre-departure sessions hosted by PACE explored notions of safety abroad,
culture shock and cross-cultural tact. Through seminars and hypothetical scenarios,
for example, students were encouraged to think under pressure, defend their
position and consider alternative perspectives.

3.2 In-country Experience

During the two-week in-country visit, students had the opportunity to workshop
their individual projects and hear from relevant actors working in the region. These
seminars complemented student’s research efforts by exposing them to new areas of
inquiry, local knowledge and the “on-ground” application of climate policy. Topics
included:

• The influence of customary and institutional systems on Vanuatu’s Land Law1

• Building resilience and capacity in local communities2

• Adaption to climate-induced displacement: a regional perspective3

• An “international hybrid law” approach to climate change analysis4

• Traditional indicators of climate change5

3.3 Internationalisation

Spanning the international climate change regime and its domestic application in
Vanuatu, the project sought to expose students to different legal systems and tra-
ditions. During their research, for example, the interaction between international
law and customary norms in Vanuatu (kastom) was critically analysed. An

1Presented by Emeritus Professor Don Paterson (South Pacific Law Expert, USP).
2Presented by Oxfam and Wan Smolbag Theatre (NGOs based in Vanuatu).
3Presented by Joseph Foukona (Associate Lecturer, USP).
4Presented by Dr. Cosmin Corendea (UN University Institute for Environment and Human
Security).
5Presented by Albert Jackson and Dr. Chris Bartlett (GIZ: German Corp. for International
Development).
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understanding of the significance of kastom in climate law and policymaking for
Vanuatu was fostered, improving the understanding of indigenous perspectives.
This enabled students to critique their own cultural and legal traditions and, in turn,
re-imagine the issue of climate change from an alternative perspective.

Through understanding the role of kastom and its potential to improve adaptation
prospects, students could then critically analyse whether and/or how international
law is conducive to integrating indigenous knowledge and practices. Such an
understanding fosters the “internationalisation” of a student’s legal skills (i.e. the
ability to explain differences among legal systems) (Akhtarkhavari 2011) which is
essential in the field of climate law and policy.

3.4 Research Aims

1. Project Timeline

The Vanuatu Model can be broken into three key “phases”: pre-departure, in-
country and re-entry. These provided a sense of direction early in the project and
supported students to organise, plan and monitor their progress. The major goals of
each phase were as follows:

Pre-departure
(5 weeks)

• Building rapport with group membersa

• Weekly group meetings
• Establishing a knowledge-sharing platform
• Compiling journal articles, reports, etc.
• Submitting research proposala

• PACE pre-departure session

In-country
(2 weeks)

• Orientation (including culture and language training)
• Daily workshops to refine research
• Guest lectures/seminars
• Field trips (Moso Island, Australian High Commission)
• Presenting research findingsa

Re-entry
(2 weeks)

• Refining final research reportsa

• PACE re-entry session
• Working towards journal article

aDenotes an assessment task; see below

2. Cultural Humility

The Vanuatu Model was based loosely on a recent Framework produced by the
IUCN Environmental Law Program (2014, p. 9). This approach can be used to:

[e]valuate rules and institutions across a whole country, or regions within a country … to
stimulate critical debate about the effectiveness and fairness of natural resources law.
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Under this approach, learning of the law shifted away from passive lecture-based
methods. Instead, whilst working on this project, students engaged in dialogue with
their peers and supervising academics, and reflected on their preconceptions. To
begin, there was notable contrast in experiences regarding climate change and
understandings of customary law and institutions that regulate environmental
management between Australian and USP students. For Australian students,
understanding of the two was relatively abstract, whereas USP students had more
tangible experiences. Dialogue between peers enabled knowledge-sharing that
created a more holistic and practical understanding for students by supplementing,
informing and re-directing their pre-existing knowledge/views/opinions. Many USP
students were familiar with and participated in customary practices of resource
management. The “crash-courses” they provided on customary practices such as
tabu zones contributed to more experiential knowledge for their Australian partners.

Such “deep learning” (Easteal 2011) was complemented by research-based
assessment tasks:

Assessment Weighting
(%)

Due date Notes

Research
description

15 1 week prior to
departing for
Vanuatu

Brief outline of the Group’s research
direction and allocated roles for each team
member

Group
presentation

30 2nd week in
Vanuatu

A one-hour presentation (including
15-min Q&A) for each Group to convey
their research findings

Group
report

45 2 weeks after
returning to
Sydney

Distilling and summarising key
information, which provides the
foundation for the journal article

Participation 10 All semester Based on contribution to weekly meet-ups
and communication with team members

3. Research Output

Student’s work was distilled into a presentation and report per research group,
which canvassed a different aspect of climate impacts and/or action in Vanuatu. The
purpose of these assessments was not to reach a precise judgement about how
effective (or not) the international climate regime is. Of far greater importance was
the usefulness of an objective evaluation that encompassed legal, social and eco-
nomic perspectives. This enabled constructive dialogue about building adaptive
capacity and improving Vanuatu’s response to climate impacts which, in turn, has
utility for drafting a future journal article(s).
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3.5 Teaching Style and Delivery

1. Student Driven

Dividing the overarching research question into six sub-questions allowed a
greater scope of investigation and resulted in more nuanced and thorough sub-
missions. In this way, the execution of the project was largely student driven with
academics providing support.6 Consultations with supervising academics were
conducted in a manner which afforded students autonomy, whilst also keeping them
on track. To illustrate, when providing feedback for the initial research descriptions,
supervisors used probing questions to encourage students to think more deeply
about their topic and hone their research focus.

To further promote self-directed learning, research was not dictated by rigid
marking guidelines. Rather than their sub-question being fixed, students could
change its focus once their research showed relevancy in other areas. The flexibility
of the project allowed students to refine the overarching research question. To
illustrate, upon arriving in Vanuatu, it became clear that the CBDR-RC principle
had to be deconstructed to give greater structure and direction to the research.
Students shifted from the idea of Vanuatu “implementing” CBDR-RC, and instead
focused upon:

Whether the implementation of commitments undertaken by developed countries under
international climate law in accordance with the principle of CBDRRC is helping to realise
adaptive capacity in Vanuatu.7

2. Student–Supervisor and Student–Student Dynamics

The process of refining the overarching research question demonstrates the
effective use of a “feedback loop” between students and supervisors. This
learning-context moves away from a teacher-focused pedagogical model (i.e. mere
transmission of content), towards a learning-centred approach. Students could
challenge conceptions held by themselves and their supervisors and, in turn, con-
struct their own knowledge frameworks (Macken 2011).

At Macquarie, student–student dynamics were fostered through weekly meet-
ings. These became a central aspect of the project for two key reasons. First, it
allowed students and academic staff to become acquainted with one another prior to
leaving for Vanuatu thus developing a sense of camaraderie within Macquarie’s
research team. Secondly, these meetings were pivotal for students to develop an
in-depth understanding of the topic. Given the flexibility and scope of the research
question, these meetings facilitated the exploration of potential areas of research,

6That is, the direction, amount and quality of research were primarily determined by the students
themselves.
7This reformulated research focus arose out of a group discussion between students and academics
regarding the rationale behind differential treatment in the global climate regime and
country-specific responses by Vanuatu.
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highlighted opportunities for collaboration between subgroups and developed a
coherency between each subgroup’s research.8

3.6 Personal and Professional Development

1. Holistic Understanding of Law

The field of international environmental law is cross-disciplinary and has rele-
vancy for multiple dimensions of law. Applying it to climate change in Vanuatu
reveals how multiple fields such as human rights, environmental science, planning
law, constitutional law, marine biology and development studies are implicated.

The project contributed to developing holistic understandings of legal pluralism
(Davies 2015a, pp. 49–50). Research into traditional customs and knowledge in the
context of climate change law and policy developed the understanding of students
as to how dual legal systems operate in Vanuatu. Here, the impact of climate change
law and policy was contextualised within the social, cultural, environmental and
economic practices of local communities. Students gained nuanced insights into
how bottom-up approaches (i.e. community ownership-/community-based adapta-
tion and traditional knowledge) could benefit policy.

This also developed the understanding of how the top-down approaches of the
international climate change regime can both positively and negatively impact
vulnerable communities. This aspect of research improved the cultural awareness of
students and positively impacted upon their perspectives of indigenous knowledge,
customs and practices. This holds further relevancy for the Australian experience,
as students move into professional settings where they can positively contribute to
the challenges our indigenous populations face.

Additionally, students actively built future professional networks through their
interactions with law students and academics from other institutions (QUT and
USP) as they worked collaboratively on their research projects pre, during and post
the Vanuatu field trip.

4 Reflections

4.1 Student Perspectives

Encompassing environmental law frameworks and cultural considerations, the
Vanuatu project tested the student’s technical abilities as well as interpersonal
skills. In preparation for their two weeks in Vanuatu, students participated in a
pre-departure session hosted by PACE International where they considered the
motives and sustainability of the project. This prompted them not only to consider

8To facilitate collaborative research, notes and relevant articles/reports were shared on a common
Dropbox accessible to all students and academics on the project.
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ways in which to avoid superficial engagement with cultural norms and practices
but also to challenge the idea that “West knows best”.

This culturally sensitive approach influenced the research and discussions at the
weekly meetings between the students and supervising academic. One week, for
instance, they examined the divide between “developed” and “developing” coun-
tries enshrined within the international climate regime9 and critiqued its appropri-
ateness. This is especially relevant considering the operation of intricate customary
norms such as kastom in Vanuatu. By exploring these different attitudes to law,
students were also encouraged to practice cultural humility (i.e. being sensitive to
difference in world view as well as reflect upon and challenge assumptions
regarding power, privilege and cultural barriers) (Fisher-Borne et al. 2015).

Moreover, the in-country visit allowed students to form their own views on
climate action based on personal experience rather than through second-hand
information. To illustrate, during their stay in Vanuatu, the research team visited a
local Chief on Moso Island who highlighted the impacts of climate change on his
family’s farming practices, waterways and traditional lifestyle. Here, students were
shown traditional practices for adaptation and the utility of traditional ecological
knowledge. They also witnessed the impacts of sea level rise first-hand, such as the
washing away of a community graveyard which has been in situ for over 500 years.
Seeing first-hand the impacts of climate change was highly beneficial for the stu-
dent’s motivation and provided an emotional attachment to the issue that was far
more pervasive than solely academic understandings. Accordingly, as affirmed by
Anthony (2011), humanising an issue such as climate change can have positive
impacts on cultural attitudes and help develop empathy.

Upon their return to Sydney, the Macquarie team participated in a re-entry
session, which provided a platform to reflect on their time abroad. The purpose of
this session was not to run through research findings, rather it aimed to explore
notions of personal growth and new perspectives. In doing so, this re-entry session
encouraged students to vocalise what they had learnt about themselves and reflect
on how their time in Vanuatu challenged their knowledge and assumptions
regarding climate action. Whilst such sessions were indeed helpful, some students
found the most valuable lessons were learnt in their own time (i.e. outside of a
structured classroom setting). In this way, when organising such programs, it may
be beneficial to allow for free time to not only promote clarity of thought but also
foster genuine self-reflection and “collateral” learning.

As the first cohort to participate in the Vanuatu project, students described this
experience as both daunting and exciting. They felt the freedom to guide their own
research focus was at times overwhelming; however, upon reflection, they said it
was also highly rewarding. Further, students found the opportunity to collaborate
on a cross-cultural research project that focused on the “on-ground” development of
policy was like no other during their undergraduate studies.

9See Kyoto Protocol, 2303 UNTS 162 (entered into force 16 February 2005), Annex I and II.
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4.2 Academic Perspectives

The approach taken by the academic staff was to ensure the students had a very
strong theoretical and contextual background prior to the in-country experience.
The students were directed to try and absorb the physical location, culture and the
issues surrounding climate change first-hand when in Vanuatu. The desired out-
come was to make it a very personal experience for each of the students; it was
anticipated that they would connect in different ways to the surrounds. The aca-
demic staff hoped that, whilst in Vanuatu, and following their visit, the students
would have the headspace to think through and reconcile some of these big
problems associated with the impacts of climate change and vulnerable nation such
as Vanuatu with their own values, perspectives—changing their frames of reference
if necessary.

Evidence suggestive of transformative learning that students received from this
program is twofold: (1) experiencing the impacts of climate change first-hand and
(2) a growing understanding of the cultural context in which the problem of climate
change is situated. The students arrived in Vanuatu equipped with detailed
knowledge of climate science, law and policy and a basic understanding of the
relevance of kastom and customary law.

Whilst in Vanuatu they learnt, first-hand about the impacts of climate change,
kastom and customary law through the seminars—particularly those given by
academics and many of the student presentations—the site visit to Moso Island and
discussions with the Chief. Additionally, students learnt through their observations,
informal conversations and interactions. It would be beneficial for students to spend
longer periods of time in Vanuatu, as academics we witnessed the value of the
students immersing themselves in relationships with local people and the culture.
Our view is that local immersion is of critical value to the transformational learning
process.

4.3 How do we move Forward from here? Challenges
and Future Potential

In keeping with Cranton’s (2016) comments above on observable behaviour, the
experiences of the Vanuatu project provided evidence that the students were
becoming empowered as individual learners were the strongest indication of
working towards transformative learning.

A cornerstone of the Vanuatu project was to build a supportive environment that
allowed students the confidence to question assumptions. As stated in the students’
reflections, students responded to the challenge positively citing that first-hand
experience allowed them to form their own views on climate change impacts. The
context of the learner experience is clearly also significant, and the Vanuatu project
does provide some useful perspectives concerning how empowerment works fol-
lowing the vulnerability one might encounter in the aftermath of a disorientating
dilemma.
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The project design helped create conditions conducive to critical self-reflection.
By providing lectures and leading workshops that covered the main doctrinal points
of climate law, the academic team was confident that it had provided the necessary
platform for students to engage in self-directed experiential learning once in
Vanuatu. Dr. Davies summed up this feeling by telling students to “soak it up” once
they arrived in Vanuatu.

A necessary precursor to empowerment is building trust. The learning envi-
ronment created by the academic team reflected, in part, the teamwork ethic that
permeates the PACE program. Teamwork is reflected not only in practical sharing
of tasks and activities but also embracing common intellectual commitments. An
initial objective in the design of this program was to create a level playing field in
terms of participating students and an environmental knowledge exchange. For
example, in terms of creating a level playing field, great care was taken in the
recruitment stage, to ensure that students from each university were at much the
same level in terms of their legal studies. The assessment scheme was designed to
motivate and foster cooperation among students with the emphasis on group work
based around discrete areas of climate change law. The relationships between
students from different institutions were established very early in the program.

However, whilst the program attracted academic credit for participating students,
there were differing expectations and assessment regimes of the three participating
universities. These presented challenges that impacted on student learning. Fol-
lowing many discussions, it was resolved not to establish a digital learning and
teaching platform for the first offering this program. This decision was largely made
based on the intermittent and sometimes poor Internet connections in Vanuatu.
Therefore, students communicated and worked on the research through email and
Skype connections. These personally driven modes of communication meant that
academics were unable to monitor the activities and contributions students from the
other participating universities. This sometimes leads to student complaints per-
taining to lack of responsiveness of other students. It would be preferable if a more
formalised and accessible learning and teaching platform could be established for
future offerings. Additionally, this would assist in documenting the program,
together with monitoring and evaluating student contributions.

It is too early to evaluate whether participation in this program changed the
students’ world views as this will be an incremental process that may manifest in
multiple ways. However, empowerment is also reflected in some of the actions that
students have undertaken since returning from Vanuatu. It can be reported that three
of the six 2016 participants are currently engaged with further South Pacific-based
projects following their experiences in Vanuatu. The outcomes are varied too:
ranging from honours dissertations, on-site empirical research and short film pro-
jects. The initiative shown by students to engage in these projects was largely
independent and free from any overt direction by the members of the academic team
that had led the project. It is our contention that the ideas at the core of these projects
signify, at least in part, the working towards transformative learning. The interest of
the students in the research area, the motivation and perseverance is an indicator of
empowerment and the confidence gained from the process of critical reflection.
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5 Conclusion

This Chapter introduced the Vanuatu project as a potential model for engaging
transformative learning. The preliminary research phase and subsequent in-country
setting provided a platform for self-driven learning and critical reflection among
students. This approach facilitated student questioning surrounding how their val-
ues influence their view of climate change and its related impacts. Through the
design of course curriculum, assessment or pre-determined learning outcomes, the
Vanuatu project afforded an opportunity to facilitate learning in an organic way
within parameters set by the academic staff that allowed learning to be both
independent and reflective outside of the classroom setting.

The approach adopted by the teaching staff was more to provide a transformative
learning platform that would facilitate tangible and intangible shifts in student
views and interests, over time. The experience of the Vanuatu project was felt
differently among the students, but it appears all students found that their outlook
was challenged during and following the experience. In specific relation to climate
change, exposure to the environmental, economic, cultural and social impacts are
important elements that remain critical to perception, values and other subjective
aspects. These constitute the “frames of reference” and are susceptible to change
through transformation. How an individual challenges their frame of reference will
be different. Mentally “switching off” can allow critical reflection to occur but
happens at different times for different people and is triggered by different things.
For some students, it could have occurred once the assessments were done for other
it could be earlier—for instance the visit to Moso Island. The student reflections
suggest this was the case, but it is obviously difficult to be definitive.

A stronger emphasis upon allowing students more headspace and time for
reflection will form a cornerstone of the 2017 iteration of the Vanuatu project.
Changes in students’ perceptions and values will be informed through reflective
journals maintained through the entire unit—in Australia and Vanuatu—and aug-
mented by visits to NGOs to investigate the social implications of
climate-change-related loss and damage. As for the presentations, the academic staff
have agreed on some changes to the assessment scheme that includes a much more
informal approach to presentations including role-play, simulated UN discussion
and a possible small moot. This is being augmented with changes to the scheduling
of activities and some technological innovations to maximise on-site experience
(e.g. through podcasts) with the aim of allowing greater space for reflection.
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