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Preface by the Series Editors

Education for Sustainable Development (ESD) has rapidly become part of educational
discourses worldwide. Within its global attractiveness lie both its strength and its
weakness. Its strength lies in its capacity to alert educators, broadly defined, to a
shared concern for the future of both the planet and local communities. Its weakness
lies in its lack of shared meaning and, stemming from this, the enormous difficulties
encountered in trying to bring ESD into the mainstream activities of educational
institutions.

In designating the period 2005-2014 as the International Decade of Education
for Sustainable Development, the United Nations sought to bring to the fore the
need for politicians, policy makers and practitioners to seek ways by which ESD
could become part of the fabric of formal and informal education. At the heart of the
numerous initiatives that have been stimulated by this designation is the assumption
that ESD should be introduced and can be introduced successfully into schools
worldwide. It is assumed that children, older students and adults can be educated
formally to act now in the interests of a sustainable future and to act internationally.

What is evident is that different nations have adopted different approaches to
ESD, sometimes interchanging the term with environmental education, another
term subject to a wide range of interpretations. These differences are evident in
educational practice in regions, districts and individual schools as well as in
academic studies and commentaries. Obviously, this is not to say that there is no
common ground in policies and practice, it is simply to keep to the forefront the
recognition that, even when nations make pronouncements about aspects of ESD,
these should not be treated as authoritative statements about what is happening at
the school and classroom levels. Broad statements have a value in highlighting
issues and trends, but they need to be treated with caution. The same caution needs
to be applied to pronouncements emanating from academic sources. Academics
have their own agendas, and care must be taken when reading what appear to be
authoritative statements about developments in ESD occurring within their own
communities and nations.
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Our series addresses the array of issues arising from attempts made to convert
assumptions about, and definitions of, ESD into substantial and sustainable changes
principally in schools. Underpinning the series is a concern for identifying those
cultural forces that impact national, regional and local adaptations to approaches to
ESD that have international currency. In this, the editors of the books in the series,
each based on experience in a single continent or an extensive region, seek to
counter the strong Western (Australian, North American, European) character of
much research and writing in the broad field of ESD. Research and scholarly studies
are commonly underpinned by values and assumptions derived from Western
culture, broadly defined. The design of the series as a set of broadly continent-
scale books seeks to bring together experts from various countries in each conti-
nent. The books bring out contrasting experiences and insights with a range of
explanations of policies and practice.

Within the broad cultural contexts of the continents and regions included in the
series, authors provide evidence of policies, formal curriculum developments and
innovations, and informal school-related activities. Some authors have paid close
attention to policy making at various levels, others have addressed whole school
organisational issues and yet others have provided detailed case studies of localities
and individual schools.

Children and young people live in distinct worlds of their own. They have very
distinctive cognitive and affective characteristics that vary from one culture to
another, at whatever scale that culture is defined. They are also often targets for
environmental campaigns that wish to promote particular behavioural changes.
ESD is often construed as an attempt to change habits, to encourage children and
young people to ‘think globally and act locally’. This series demonstrates how this
and other slogans are translated in education systems and schools worldwide.

For this volume, Schooling for Sustainable Development in Europe: Concepts,
Policies and Educational Experiences at the End of the UN Decade of Education for
Sustainable Development, the editors Rolf Jucker and Reiner Mathar have brought
together an array of chapters highlighting the recent developments and issues related
to ESD in Europe. The chapters have been written against a background of, amongst
other things, economic austerity experienced by most countries, regeneration of post-
industrial communities, the intercontinental and extra-continental migration of
people, pressures for both centralisation and decentralisation of political decision
making and changes in international institutions. These are set in a broad range of
natural environmental contexts. Educational policy makers have been engaged in
wide-ranging reforms designed to modernise institutional organisational arrange-
ments, curricula and examinations. Schools, colleges, teacher training institutions
and universities have all been subject to these reforms.

With regard to ESD, the nations of Europe have developed many distinctive and
innovative features. What is evident in this volume is that much effort has been
spent in clarifying the relationships between environmental education, itself a
marginal aspect of school curricula in many countries, and education for sustainable
development. Many of the contributors to this book have been actively engaged for
decades in the innovative programmes initiated under the aegis of the Environment
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and School Initiatives (ENSI). How ENSI members and other ESD practitioners
have responded to the multiple challenges emanating from the UN Decade of
Education for Sustainable Development is, as the subtitle indicates, the recurring
theme through the chapters.

The book is divided into two sections. Part I focuses on general and cross-
national issues, and it provides the context for a series of national case studies,
comprising Part II. These case studies highlight aspects of educational policy
making and educational practice at various levels from national governments to
individual classrooms. They illustrate the variety of experience gained in recent
decades mainly in primary and secondary schools. This experience has been
set alongside not only policy making but also theory building. Whole school
programmes; school-community collaboration; local, regional, national and inter-
national networks; and intra-curricular and extra-curricular activities are all
highlighted in the chapters.

Hong Kong Institute of Education John Chi-Kin Lee

Faculty of Education and Health Studies Michael Williams
Swansea University

University of Hong Kong Philip Stimpson
May 2014
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Part I
General and Cross-National Issues



Chapter 1

Introduction: From a Single Project

to a Systemic Approach to Sustainability—
An Overview of Developments in Europe

Rolf Jucker and Reiner Mathar

1.1 Introduction

It is almost inevitable to start with some general reflections on the nature of
paradigm change and the role education can play in this, if we attempt to summarise
and introduce the rich harvest which the following 19 chapters provide on the
theory, politics, conceptual development and country and region specific imple-
mentation in Europe of what is called education for sustainable development
(ESD)—even though authors do not necessarily share the same understanding of
the concept.

ESD is defined by UNESCO, the United Nations (UN) body responsible for
education, as an approach to learning and teaching that “allows every human being
to acquire the knowledge, skills, attitudes and values necessary to shape a sustainable
future” (UNESCO 2014a). The need and understanding for such an approach to
education has grown out of an increasing, worldwide concern for such issues as
climate change, environmental degradation, loss of biodiversity, hunger and poverty.
Since the 1970s, but even more so after the so-called Rio Earth Summit in 1992,
politicians, the general public and educators have realised that sustainable develop-
ment (SD)—i.e. development which allows future generations to lead a meaningful
life supported by a functioning biosphere—is key to the future of humankind.
In addition, it became increasingly clear that “education is essential to sustainable
development. Citizens of the world need to learn their way to sustainability.
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Our current knowledge base does not contain the solutions to contemporary global
environmental, societal and economic problems. Today’s education is crucial to the
ability of present and future leaders and citizens to create solutions and find new
paths to a better future” (UNESCO 2014b).

On the instigation of Japan, at the Rio+10 conference in Johannesburg in 2002, the
United Nations committed to what is called the UN Decade of Education for
Sustainable Development (2005-2014) (DESD). The overall goal of the DESD “is
to integrate the principles, values and practices of sustainable development into all
aspects of education and learning” worldwide (UNESCO 2014c). ESD and the DESD
are seen as controversial by some people because of their emphasis on critical
thinking, participation, democratic citizenship and equality. ESD practitioners, on
the other hand, insist on the importance of ESD in the face of overwhelming scientific
evidence that our societies and economies are currently unsustainable.

It therefore comes as no surprise that the authors of this volume start almost
unanimously from the assumption that ESD is something bigger than just a little
add-on to normal school education. If ESD practitioners, so they seem to argue,
take the challenges of sustainability or sustainable development (SD) seriously—
i.e. the serious imbalances humankind has brought to its life-insurance system
planet earth, to justice between its people and between present and future
generations—the only sensible conclusion seems a paradigm change in European
societies, economies and educational systems. In schools, this does not mean
adding additional SD content to existing lessons, but developing the contributions
of all subjects and stages of education to SD. In other words, the authors advocate
education for SD instead of education about SD.

There is also the underlying assumption that ESD is equal to a comprehensive
understanding of good quality education per se, and that such an education can,
nowadays, only be transdisciplinary both in its pedagogical approaches and its
content.

1.2 Partl

Several chapters, particularly in part I, engage with this bigger perspective and ask
some searching questions at the end of the UN Decade of ESD (DESD). If future
oriented education needs to focus on the necessary competencies for learners to
enable them to face the sustainability challenges ahead, asks Mathar in Chap. 2,
does this not mean that the concept of sustainable development (SD) should
underpin all of school education, but in a holistic way, so that all aspects of a
school are guided by SD principles?

Mayer and Breiting take the quality discussion a step further in Chap. 3.
They argue that what they call the empowerment perspective of ESD has a
genuinely socio-political dimension: only if ESD manages to imbue the learners
with real ownership of whatever change processes might be needed locally to
increase sustainability, will ESD finally mature from an issue-focused campaigning
tool to a real participatory learning journey. There is a need for a clear and informed
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understanding of quality criteria so that progress on the journey can be critically
assessed. It is important, so the authors stress, not to see such quality criteria as a
given structure or check list to follow and tick slavishly. Quality criteria for ESD
should be designed to encourage learners to ask reflective questions about SD and
ESD and the implementation of (E)SD in concrete practice.

In Chap. 4 William Scott provides one of the conceptual centre-pieces of this
book. His critical look at the promises and results of ESD, and at some of the
conceptual tensions that arise between the need for real-world change towards
sustainability and the necessary openness of educational processes is insightful.
Any advocates of self-proclaimed ESD programmes which cannot convincingly
answer questions about the contributions these make to sustainable development in
the real world need to engage in critical reflection. Equally, if ESD is viewed by
teachers or teacher trainers as something to be taught and disseminated, rather than
as an open learning process, serious doubts should be raised. Also—since many
authors state that social, political and economic change should not be delegated to
schools, but be the obligation of the relevant actors in society—schools should
prioritise facilitating the learning of students, rather than institutional change, even
though the latter can clearly help and support the former. Scott cautions readers
against too lofty or grand ideas of ESD as a force for bringing about socio-
economical transformation. He argues that, in the best cases, ESD can create the
conditions for transformation, but only on a small-scale and on the ground.

From the eagle-eyed perspective of a European member of the UNESCO
high-level panel on ESD, a number of disturbing questions are highlighted by
Lindberg in Chap. 5: decisive leadership and the political will to tackle SD issues
depend on a well-educated public, but the decisions are needed now, not in the
future when effective ESD programmes might have made their impact on the wider
population. What needs to be done? Why, in many countries, do environmental or
development ministries continue to be the main drivers and financiers behind ESD,
and not education ministries? How do we get out of the double-bind underlying
ESD, namely that people with the best education world-wide, i.e. in Western
countries, have by far the biggest individual ecological footprints? How can
education really create deep understanding of production and consumption patterns
and their destructive impact on the planet? How do we merge top-down govern-
mental and bottom-up grass-roots processes so that they reinforce each other, rather
than block each other? These are all pertinent questions addressed in this book and
finding answers will be an ongoing task in the post-DESD period.

Wals raises this analysis to a different level in Chap. 6. His is not primarily an
inside look at the ESD community, but an outside perspective on what is happening
to learning in general in our societies and how this might interact with develop-
ments in ESD. Based on a number of trends in business, society and education, he
shows that relevant real-world learning increasingly happens in boundary-crossing
contexts. Here it is difficult to delineate formal from non-formal and informal
learning, school learning from learning in other social contexts. He argues that
ESD should become hybrid social learning, where new partnerships and
co-operations facilitate rich and exciting learnings which otherwise could not
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happen. Wals cautions that these new forms of learning are demanding and difficult
to organise.

Wals makes an important point in relation to the transformative and transdisci-
plinary nature of ESD which—as we have stated—is shared by most authors in this
volume. If we are to take these two elements seriously, then ESD has to grow up and
move out of the confined spaces of traditional schooling which is generally based
on the same foundations as when it was invented as a handmaid for the Industrial
Revolution. To move away from this requires new, often temporary learning
environments with a whole host of different stakeholders and actors. Wals suggests
that if ESD really wants to lend a helping hand to tackling sustainability issues in an
integrative, critical and systemic way than it needs to grow into cooperative social
learning which deserves the name: unless ESD takes in, cooperates with and reflects
current learnings in many relevant fields, such as social media, technological
development, power structures, economic systems, and much more, it will just
remain an insignificant little bubble, mainly concerned with itself, rather than the
world out there.

Wals also raises, but does not really address, two main issues of SD which are
rarely ever touched upon in ESD, namely power and inequity. Without a deep
understanding of how our societies work and function (and that is primarily a
discourse about power), any transformation strategies ESD might come up with
are severely limited in scope and impact.

The perspective taken by Dillon in Chap. 7 is important for overcoming the still
ongoing trench war—manifest in some of the country chapters in Part II—between
environmental education, ESD and other ‘some-issue’-educations. By using a
cultural ecology frame it becomes manifestly clear that it is nonsense to separate
humans from the environment, poverty, heath issues or social justice. All of these
SD dimensions are clearly co-created by humans, and this is true on a social,
psychological, institutional, economic or environmental level. By focusing on
connections and differences, Dillon manages to pinpoint where meaningful change
and learning might occur, reinforcing Wals’ message. The creative space happens
in boundary encounters where differences between stakeholders, disciplines, and
ways of knowing merge, at a given moment and in a particular place, into some-
thing new—which equals learning. This creates relational, rather than fixed knowl-
edge or practice. Interestingly, Dillon also concludes by suggesting that only such
relational, interdisciplinary explorations in learning can adequately address the
most pressing SD questions, such as the structure of power, the distribution and
allocation of resources, fairness, justice and moral responsibility, and not least
reconciling individual with communal needs.

1.3 PartIl

Part II starts with Mathar’s analysis of developments in Germany, by many seen as
one of the European countries where the DESD has made most progress.
Yet Mathar draws a cautiously optimistic conclusion: despite all the tangible
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successes, such as a cross-party politically mandated National DESD committee
and action plan, structural integration of ESD in German states and a sound
programme for training multipliers, many tools and an elaborate national ESD
website, not to forget more than 1,700 certified individual ESD projects, there is
still a lack of understanding and acceptance of ESD amongst politicians and the
general public, there is insufficient structural and institutional anchoring of ESD
in schools and only the beginnings of comprehensively ESD focused regional
educational landscapes.

Jucker and Nuoffer, in Chap. 9, take the paradigm shift, implied by all UN
documents on ESD, seriously and ask what this means for education. They raise
similar questions as Lindberg in Chap. 5. They suggest that a fundamental
rethink of education is needed to foster a sustainable world, given that current
educational systems—particularly if successful in conventional terms—strengthen
the unsustainability of the current state of the world. By analysing Switzerland’s
performance during the DESD against criteria suggested by the DESD Monitoring
and Evaluation group, they conclude that despite progress on the surface, much
work still needs to be done. They argue, like Wals, that the way forward lies in a
broader understanding of learning, widening the types and areas of learning as well
as the actors, i.e. the learners involved. These are not any more just the pupils or
students, but all the participants in such a sustainability learning process, including
teachers, facilitators, decision makers and leaders at all levels of the system.

Two further conclusions follow from this: the post-DESD aim should not be to
mainstream ESD into the existing unsustainable education system, but to co-create a
new educational system—along the lines of Wals’ and Dillon’s hybrid boundary-
crossing social learning communities of practice—which equals ESD. Secondly, they
caution, akin to Scott, against grand ideas of ‘changing the world’. Meaningful and
effective sustainable transformations will only happen locally and on a small scale.

Rauch and Pfaffenwimmer focus in Chap. 10 on another crucial driver for ESD,
namely networks. Austria’s lessons learnt from previous decades strongly indicate
that networks at all educational levels can strengthen and nurture the mutual
exchange of experiences (rather than one-way transfer) amongst ESD practitioners.
In addition, they can build the trust necessary for success. Yet experience also
shows that the main challenges for successful networks lie in finding the delicate
balance between structure and process, stability and flow.

A long tradition of research and practical implementation of ESD in Catalonia
leads Espinet, Junyent, Amat and Castelltort, in Chap. 11, to reinforce the Austrian
message that networks are key to successful ESD implementation. Yet they add a
couple of distinct new elements: a number of Catalan research groups and networks
focus on collaborative research models, which start from the assumption that school
community networks need to be underpinned by research that takes seriously the
contribution made by a diversity of agents such as pupils, school teachers,
researchers and others. Apart from emphasising the importance of the collective
construction of knowledge and experiences in regional, national and international
school networks, the authors also focus on the vertical dimension of implementa-
tion in schools. They show that a successful participatory approach to an ESD
school cannot so much be deduced from SD topics in the curriculum, but rather
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from the institutionalised structures of participation. Catalonia, as other countries
such as Hungary, is also a good example showing that the entire discussion around
ESD cannot be separated from the wider social and economic context, especially
since the recent financial crisis has drastically impacted on what is and is not
possible.

The exploration of the way environmental education (EE) slowly develops into
ESD is an interesting journey into systemic analysis. Réti, Horvath, Czippan and
Varga show in Chap. 12 that only a multitude of combined elements brings about
systemic change—including slow step-by-step changes, horizontal knowledge
exchange, reward and support systems for stakeholders, empowerment of practi-
tioners as well as institutionalisation of structures. Apart from visualising the
various understandings of ESD in relation to EE, they make one more crucial
point: even if there is a rather comprehensive national strategy on ESD, this does
not amount to much on the ground, if support and rewards for ESD are not built into
existing, regular support structures.

Chapter 13 on Finland takes a different route. By focusing on the concrete
examples of two schools, Ahlberg, Aineslahti, Alppi, Houtsonen, Nuutinen and
Salonen home in on what they think is the essence of ESD: a good life based on
respect for a systemic, scientifically grounded, holistic world-view. What they call
an ecosocial approach to education enables an understanding of the world that
clarifies the interdependence of human life, including the economy, on healthy
ecosystem services, sustainable use of resources and biodiversity. The perspective
from the Finnish National Board of Education adds an interesting element: SD was
emphasised in the most recent revision of the national core curriculum, yet if pupils
are interviewed on related learnings, it transpires that they have a fairly good grasp
of a very narrow set of technical ecological knowledge (such as on recycling or
energy-saving), yet no real grasp of systemic understandings or biodiversity.

Andresen, Hogmo and Sandas refine and complement a number of findings from
previous chapters through an analysis of ESD in Norway (Chap. 14). Norway has
been comparatively fortunate to have a strong national strategy on ESD, some
exemplary national programmes on EE and ESD such as the projects SUPPORT
and Extreme Weather as well as the Environmental Toolbox. Yet in summarising
the lessons learnt during the DESD, the authors identify a number of obstacles to
good ESD implementation which also exist in other countries: the pressure to focus
on literacy, numeracy and ICT diverts necessary energies from transdisciplinary
ESD projects; teachers and schools are often overstretched to adapt the national
core curricula into a truly local ESD curriculum; the kind of boundary-crossing
collaborations mentioned above are very demanding for all involved, with the result
that they do not happen as often as they should; there is a strong correlation between
pupil’s learning outcomes and the level of collaboration with outside stakeholders,
reinforcing Wals’ and Dillon’s messages for cross-stakeholder engagements: it
actually increases the quality of learnings; many ESD projects have not been able
yet to break out of specific boxes, such as a natural science orientation; and lastly
there is, in Norway at least, no vertical integration or feedback loop from local
experiences into national educational policy making.
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What transpires from Norway is also true for other countries, such as
Switzerland, Germany, or the UK: even if there are national policy documents or
support structures for ESD, this does not, on the whole, translate directly into
meaningful ESD in individual schools, particularly if the national guidance
documents are not localised and not backed up by an enforced system of reporting
and evaluation.

This view is also enforced in Chap. 15 on Denmark. Rolls, Dahl Madsen,
Roug and Larsen present three very diverse and interesting individual examples
of successful ESD implementation in their country. Yet, paradoxically, these
promising examples also show how unfamiliar the concept of ESD is amongst
Danish teachers and how uneasily it sits with current teacher’s practices and
organisational structures which are firmly rooted in strict traditional disciplinary
approaches. The richest mutual learnings in all three case studies can be attributed,
again, at cross-boundary stakeholder engagement: collaboration does challenge all
involved and allows participants to move forward into new, more nuanced
understandings. In Denmark, again, there is a tension between the relative auton-
omy of teachers (which allows ESD, but might leave it in the margins with a
few enthusiasts) and the tendency of the national educational system to focus on
literacy, numeracy and ICT. Whether reform or paradigm shift will be on the
agenda, the authors suggest that collaborative, cross-curricular and cross-
stakeholder solutions will be an important element either way.

Van Poeck, Loones and Claus present a unique perspective in Chap. 16, with
their reading of the situation of ESD in Flanders. They provide an important
piece of self-reflective soul-searching that would benefit ESD practitioners in
most other countries as well. It is an analysis focused on Flanders, but very good
arguments could be made to place the chapter also in Part I amongst the more
generally conceptual analyses. The main insight they provide is that what we often
perceive as an autonomous discourse framed by ESD theorists and practitioners is,
in fact, framed by broader developments in society and the environment, such as the
impact of the ESD discourse on EE, the framing of social and political problems as
learning problems and what they refer to as ecological modernisation. Their
discourse analysis makes clear that by defining ESD in certain ways, by enshrining
it in policy documents and demanding certain practices we not only enable or
encourage certain practices but always also disable and discourage other practices,
which, in fact, might be far more sensible or locally adequate in view of sustainable
solutions. In other words, they highlight the tension between managerial policy
processes and open-ended learning experiments, embedded in a specific local
practice based on voluntarism and commitment. Implicitly, they pose the question
whether a managerial problem-solving approach, based on strategies, national
policy documents and implementation guidelines, is actually compatible with an
educational, i.e. learning approach. This echoes Scott’s as well as Mayer and
Breiting’s concern that a focus on institutional change or issue campaigning
might undermine education’s prime concern, namely to foster learning and growth
in understanding.
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In Chap. 17, Ricard and Dussaux trace developments in France where, perhaps
not surprisingly given France’s centralist history, there is a successful example of a
top-down approach to ESD implementation. There have been numerous efforts,
government decrees and programmes which have led to good progress also on
the ground. Yet it seems that even here, there are similar problems as elsewhere.
There seems to be no clear roadmap with regard to teacher education and training,
and there seem to be many open questions with regard to the vertical, in-depth
dimension of ESD implementation. To phrase the question with previous observa-
tions in mind: is France’s success a managerial one only, or have the policies and
programmes led, as Scott demands, to a real world contribution to SD? It also seems
an open question whether the trench war mentioned above between ESD and EE
has been fought or abandoned.

Cyprus is an interesting case of a small country on the periphery of Europe.
Zachariou and Kadji-Beltran argue in Chap. 18 that this country has come relatively
late to EE and ESD, but has managed to make fast progress with a number of
important national policy documents, such as a national action plan on ESD and the
integration of ESD into the national core curriculum. Yet similar tensions operate in
Cyprus as elsewhere: the centralised system, with an emphasis on a managerial,
instrumental approach, to be implemented by schools, stands in stark contrast to the
situation on the ground where a whole school approach demands a dynamic
transformational process in individual schools, focusing on key aspects of SD,
such as participation, cooperation, quality of life, equity and justice. An additional
problem—to be overcome in the post-DESD years—is the very vague under-
standing by key actors in schools (headteachers and teachers) of what ESD
means. In Cyprus the question posed by Sterling (2001) comes to the fore again:
what kind of schools do we want, reproducing the current order of society and
economy (i.e. at the very most tinkering at the edges with first order change), or
schools which co-create and construct a sustainable community (i.e. third order
change or transformation)?

The very specifically grounded but converging observations by Martin, Dillon,
Higgins, Strachan and Vare in Chap. 19 on the situation of ESD in the United
Kingdom adds more weight and conviction to many of the findings presented by
previous chapters. Highlighting the three most important ones is sufficient here:
firstly, ensure that regional reality is examined before judgement is passed on any
country. Implementation on the ground manifests itself in a complex mix of policy,
culture, socio-economic situation and resilience of individual key actors. Secondly,
all of the UK’s devolved administrations in Wales, Northern Ireland, Scotland and
England, have to varying degrees impressive national policy documents, even ESD
checks in school inspections, with some good evidence that ESD implementation in
schools increases educational quality. Yet, as elsewhere we are very far from a
changed educational landscape, as originally implied by the UN’s DESD imple-
mentation documents. Thirdly, the inverse of what we stated above, that much of
the true picture of ESD implementation depends on local initiatives on the ground,
is also true: the national policy context has a clear impact on what happens on
the ground. While previously England and especially Wales have been at the


http://dx.doi.org/10.1007/978-3-319-09549-3_17
http://dx.doi.org/10.1007/978-3-319-09549-3_18
http://dx.doi.org/10.1007/978-3-319-09549-3_19

1 Introduction: From a Single Project to a Systemic Approach. .. 11

forefront of ESD implementation worldwide, changes in government have altered
the picture, so much so, that it now seems that Scotland has leapfrogged these
countries.

Finally, in Chap. 20, de Wolf and de Hamer describe developments in the
Netherlands, highlighting a specific feature of the Dutch educational system,
namely that it is very easy to run private or independent schools. This gives a
large degree of freedom to headteachers and teachers with regard to ESD. Yet at the
same time the fact that national standards do not systematically integrate ESD, this
freedom is clearly limited and shifts ESD again into the corner of ‘nice to have’, so
that only enthusiastic teachers tend to engage in it. The authors also note, based on
the expressed preferences of Dutch schools, that the willingness to engage in
transformative approaches to learning is very limited. As in other countries, there
is a strong tendency to stick with the traditional approaches, focusing on reproduc-
tion of knowledge and application of rules. Despite the fact that there have been a
number of successful ESD programmes which the authors detail in the chapter, the
impact of these programmes has been limited since they have been focused only on
one educational level (here primary education). Additionally, such central
programmes have a tendency not to be demand-oriented, since they are not
established with intimate integration of the end-users, i.e. schools, right from the
start of the design phase. A final point the authors make is again one which is
reflected in many other chapters, i.e. that a distinct focus on teacher training is
necessary if a shift in pedagogical approaches is to be achieved any time soon.

1.4 Conclusions

If we summarise the findings of the volume and also add the editors’ perspectives
we would like to highlight the following points:

e There is a very good understanding that meaningful ESD needs to go beyond
both managerial approaches, ticking policy boxes or tokenistic, issue-campaign
based waste management actions. In the best of cases, ESD is boundary-
crossing, multiple-stakeholder, communal social learning in a specific place
and focused on a real-world problem which needs solving. It is a learning
process which involves all participants and is open-ended, i.e. it enables a
deepened understanding through the educational activity. It needs to be a
multidisciplinary exploration of social, psychological, economic, political,
technological and environmental dimensions. Yet, given that this would really
place any ESD endeavour in the midst of where our state-of-the-art understand-
ing of these issues are, we see a distinct lack of the ESD discourse to engage in
such truly boundary-crossing explorations of knowledge. Most ESD practi-
tioners still seem to be content in their educational corners (see more extensively
Jucker 2014). For example, there is a notable lack in the ESD literature of
explorations of the implications of the new power structures established by
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new control technologies embedded in social media and what this means with
regard to our generally shared hype of using ICT tools and social media in ESD
(see Baumann and Lyon 2013).

Several authors in this book highlight this, amongst them Scott, Wals and
Espinet et al.: In ESD, despite all the efforts during the DESD, advocates are
keeping their fingers crossed and hope that their programmes, activities, learning
endeavours, projects and lessons will yield their desired results. However, there
is little evidence-based research to convincingly show that ESD works or that
the reasons for any success are understood.

There is considerable agreement amongst the chapter authors that sustainable
change and transformation has to be local and small-scale. Maybe—rather than,
once again, dreaming up big schemes like the DESD or self-contradictory claims
of main-streaming ESD (How do you want to mainstream something into a
system whose ideology, construction principles, guiding values and understand-
ing of education are diametrically opposed to sustainability?)—small steps are
more likely to be successful: face-to-face, hands-on learning as a committed
local community exploiting to the fullest respective spheres of influence.
There is a really big tension between ESD1 and ESD2, as Scott and Vare (2007)
call it, or, to phrase it even more paradoxically: how do we reconcile the fact that
any ESD which does not contribute, palpably in the real-world, to more sustai-
nability cannot consider itself ESD, and any ESD which forgets that it is
primarily a learning process and not social transformation is also hardly ESD?
The question is on the table whether theory, policy and practice of ESD have
found meaningful and sufficiently rich and complex answers to this paradox yet.
The chapter on Flanders, particularly, highlighted the question of whether ESD
practitioners are sufficiently aware of the paradox of modernity that every
so-called step towards progress has its drawback. So, any gain in visibility,
importance and compulsory embedding of ESD in national policy documents
or curricula is also always legitimising certain actors to claim to be the true
voices of these discourses, thereby de-legitimising, even silencing other
discourses. This can be seen in many countries where the ascendancy of the
ESD discourse has silenced or sidelined EE approaches with arguably at least as
much credibility and validity.

Given the emphasis on social learning, collaboration, communal learning and
involvement of (external) stakeholders shared by most chapter authors it is
almost self-explanatory that networks—not just of schools but also of practi-
tioners, community actors and professions—are seen as crucial elements in any
ESD implementation. They not just enable the integration of a diversity of
perspectives, but also of different systemic levels of educational systems
whose members often do not talk to each other. It is wise, though, to head the
experiences of Austria in this regard: networks are hard work and demand skilled
balancing between flow and openness versus stability and structure.

There is value in exploring approaches like cultural ecology in order to move
beyond the trench wars mentioned above. In too many countries there are still
territorial and hegemonial fights going on over who has the right to the ‘correct’
history and to define ESD. This is often fuelled by funding streams coming
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from specific government departments, e.g. health, environment or development
ministries. So, health education, global education, political education or
environmental education challenge each other not to be the ‘right” ESD.
But advocates of these different types of ‘hyphen’-educations often forget that
they should be seen and accepted as different doorways to ESD, realizing that all
of them have a specific history and background (DCSF 2008: 41-45). Such
positionings and posturings can only be overcome if the transdisciplinarity of
ESD and its embeddedness in the complexity of real-world issues is taken
seriously. Such issues can never be reduced to any one of these limited perspec-
tives. The open and solution-oriented frames of cultural ecology or hybrid social
learning could help transgress these counterproductive and resource-gobbling
in-fights.

There has been no real progress in the sense of the necessary paradigm change.
There is a need to step outside the world-view and mental models (including the
mental model of education) of the Industrial Revolution and advanced capital-
ism, if we are to move towards a sustainable society. Bateson has neatly
summarised this: “The raw materials of the world are finite. If I am right, the
whole of our thinking about what we are and what other people are has got to be
restructured.” (Bateson 2000: 468) But the fact that the paradigm change has not
occurred is, as Welzer states, no surprise: the discourse of ESD has, until now,
been an integral part of the narrative of modernity, couched in terms of ‘pro-
gress’ (‘lifelong learning’), ‘competition’ (‘student achievement’) and ‘growth’
(‘personal development’) (Welzer 2013: 65-66). Only if we manage to create a
new political, social and economic paradigm in the real world, will the education
system, and therein ESD, follow as veritable learning processes.

There is no real high-level policy commitment to ESD. This again is not
surprising, since the decision makers of all parties still function in the
unsustainable ‘industrial growth model’. So the economic growth model still
determines overall governmental, social and educational policies. Only a polit-
ical movement to change these priorities in society could achieve such a change.
We need to remember how resilient mental models are and how susceptible
professionals generally are to ‘old ways of thinking’. So there is a need to think
outside the box and this often means working with outsiders, as elaborated above
when referring to boundary-crossing approaches. We need solutions (new or old)
that work and they are often found outside the education system. Engaging
experts, wisdom and experiences from outside can help this process. Whether
this is called transformative education (WBGU 2011: 351-357) or design
thinking (Design Thinking 2013) does not matter, as long there is respect
for the principle that a wealth of perspectives, experiences and personal involve-
ment and relevance generate better results.

Most importantly there is a need to agree on, and routinely reconfirm the
common aim: transition towards sustainability, i.e. one-planet living. There is
a need to always reconnect to the overall picture, the holistic overall aim, in
order to ensure continued travel in the desired direction. Day-to-day activities
and especially highly motivated work can easily disconnect from—or turn into
something contradictory to—the overall aim.
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Chapter 2

A Whole School Approach to Sustainable
Development: Elements of Education

for Sustainable Development and Students’
Competencies for Sustainable Development

Reiner Mathar

2.1 The History of Environmental and Nature Education—
A Success Story

In the eighteenth and nineteenth century thinkers, writers and educationists like
Rousseau, Goethe, Froebel, Dewey, Montessori and Steiner published important
studies and publications on the integral links between education and the environment.

In the eighteenth century Jean Jacques Rousseau called for a “Return to nature”:
He argued that education should include a focus on the environment and that one of
the main things a teacher should do is facilitate opportunities for students to learn
(Sarabhai 2007: 1).

Friedrich Froebel, believed in developing the inborn moral, social and intellec-
tual capacities of the child through nature studies, gardening and play. He
emphasised sympathy and oneness with nature (Sarabhai 2007: 1).

The progressive education movement of the 1920s carried forward the idea of
experimental education which was defined as a process through which a learner
constructs knowledge, skills, and values from direct experience (Sarabhai 2007: 2).
A similar approach is reflected in Mahatma Gandhi’s conception of basic education.

This element of environmental education (EE) is very important as a basis for
understanding sustainability and should be mainly focussed on in elementary and
primary education, to help students develop a basic understanding of nature and its
impacts their own lives as well as their life’s impact on nature. This remains an
important part of EE and ESD even today.

The term “Environmental Education” was used for the first time during a
conference of the International Union for Conservation of Nature (IUCN), which
was held in Paris in 1948 (Sarabhai 2007: 2). In 1965 a meeting of the [IUCN called
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for: “environmental education in schools, in higher education, and in training for
the land-linked professions” (Sarabhai 2007: 3). In 1968 the UNESCO Conference
in Paris went further and asked for translating the concept into practice:

EE is aimed at producing a citizenry that is knowledgeable concerning the biophysical

environment and its associated problems, aware of how to solve these problems, and
motivated to work toward their solution. (Stapp 1968, quoted in Sarabhai 2007: 4)

In 1970, a frequently mentioned definition of Environmental Education went as
follows:

Environmental Education is the process of recognising values and clarifying concepts in
order to develop skills and attitudes necessary to understand and appreciate the inter-
relatedness among man, his culture, and his biophysical surroundings. Environmental
education also entails practice in decision-making and self-formulation of a code of
behaviour about issues concerning environmental quality. TUCN 1991: 17)

Other milestones included:

¢ June 1972: UN Conference on the Human Environment, Stockholm

* 1972 Founding of UNEP (United Nations Environment Programme) Life is one
and the World is One

¢ 1975: IEEP: International Environmental Education Programme

« 1975: Belgrade Charter: A Global Framework for EE

* 1976: UNEP launches of regular newsletter on EE

e According to the Belgrade charter the goal of environmental education is:

To develop a world population that is aware of, and concerned about, the environment and
its associated problems, and which has the knowledge, skills, attitudes, motivation and
commitment to work individually and collectively toward solutions of current problems
and the prevention of new ones. (Sarabhai 2007: 22)

2.1.1 Thbilisi 1977—A Defining Milestone for EE and ESD

The first international conference on EE brought together 265 delegates and
65 observers from 66 UNESCO-member States. The Conference Agenda
(UNESCO 1978) included:

¢ Major environmental problems

* Role of education in facing challenges

» Current efforts at the national and international levels of EE

o Strategies for developing EE on national and international level
» Regional and international cooperation EE

¢ Needs and modalities

Recommendations from Thbilisi:

« EE is an integral part of the education process. It should be centred on practical
problems and be of an interdisciplinary character.
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EE is a lifelong process and should not remain confined within the formal
system.

In formal education, at all levels, account should be taken of all ingredients of
the education process (programmes and curricula, books and textbooks, teaching
aids and resources, methods) and interdisciplinarity gradually achieved.

EE should not be just one more subject to add to existing programmes but should
be incorporated into all programmes intended for all learners, whatever
their age.

The central idea is to attain a practical education oriented towards a solution of
the environmental problems, or at least to make pupils better equipped for their
solution by teaching them to participate in decision-making.

EE is a task, which requires the application of new concepts, new methods and new
techniques as part of an overall effort stressing the social role of educational
institutions. To this end, legislative measures may be taken providing the State
with a legal framework in which to draw up an EE system for the entire community.
EE should not give rise to competition with other subjects; it should represent a
means of introducing a certain unity into the educational process.

The training of qualified personnel was considered to be a priority activity.
The basic training of all environmental specialists will need to include the study
of the principals of EE, sociology and ecology which are necessary to enable the
learners to foresee the consequences of their actions.

The importance of EE is stressed, including the necessity in-service training of
all educational staff (UNESCO 1978: 27-29).

This conference and the recommendations mark an important milestone on the

way to implementing EE into educational legislation and the core curricula.
Looking at the European development, starting in 1980 most of the European
countries made basic formulations and started to develop concepts of EE.

The German case is a typical example:

The connection to the environment has become existential for every individual
as well as mankind.

Therefore environment has to become a main topic for all schools.

Schools have to help children to develop an understanding of nature and the
environment and to be able to protect the environment by actively involving
them (the children).

EE has to become a basic concept for science and social science education at all
levels of schooling.

EE must integrate outdoor experiences and partners from outside the schools
(KMK 1980: 2, translated by Reiner Mathar).

As a result of these post-Tbilisi insights, environmental issues, and solutions for
environmental questions and problems were integrated into school curricula and
school practice. The main measures where:

more outdoor experiences
environment as a topic in science education (focus on biology and chemistry)
and in civics or politics education.
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To support work at the school level a number of environment and nature centres
were established and they helped to open up the school development process through
EE. This combination of school development elements with partners from outside
school was the success factor for implementing EE in the late 1980s and the 1990s.

On this basis, the work of the Brundlandt commission and the Rio-Process
marked an important change in the field of EE. Beside questions of nature protec-
tion and the use of nature and environment in general, the social, political and
economical impacts on nature and our planet in general became the main parts of
the Agenda 21. By combining environmental issues with the development of
humankind, elements of intra- and intergenerational justice as well as chances for
all human beings to have decent and fair living conditions worldwide, the general
questions of EE were to be introduced and understood in a broader way.

By defining SD as the leading concept of future development on planet Earth, the
majority of governments worldwide changed the underlying concept of interna-
tional politics. This change necessitated a change of the basic ideas of EE and
education in general as well. From this point onwards the information about and
discussion of solutions of environmental problems was not enough to prepare
students to develop a sustainable lifestyle.

To prepare children and adults for a sustainable future, competencies became a
core concern, especially competencies for:

 the conservation of natural resources for human consumption

» socially and environmentally acceptable modes of economic activities, work
and life.

e overcoming poverty worldwide;

« the participation of all people in education, democracy and good governance and
the abilities to determine one’s own life.

In 1997 the OECD members launched the Programme for International Student
Assessment (PISA) aimed at monitoring the extent to which students near the end of
compulsory schooling have acquired the knowledge and skills essential for full
participation in society.

The assessment of student performance in selected school subjects took place with the

understanding, though, that student’s success in life depends on a much wider range of
competencies. (OECD 2005: 3)

This important background to all PISA Studies was not really realised by the public
and political discussion following the first published results. The discussion focused
only on the results of three subjects: literacy, mathematics and science. There was
no further discussion on the main question of competencies, which were very
difficult to assess. Therefore, in 2002, the OECD launched a process on the
“Definition and Selection of Competencies” (DeSeCo).

The general idea was to launch a broader concept and understanding of basic
competencies for a sustainable life in the future, by defining the broad categories:

» Use tools interactively (e.g. language, technology)
¢ Interacting in heterogeneous groups
e Act autonomously (OECD 2005: 5)
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In the understanding of OECD experts, these categories are interrelated and
together form a basis for identifying and mapping key competencies.

Parallel to this process at the OECD expert level, different processes and
programmes worked in the field of education to define sets of competencies for
sustainability and especially education for sustainability. All concepts were based
on the discussion of ‘dynamic qualities’, key competencies—developed in the

1980s and 1990s.

ESD which emerged post-Rio is based on different ‘traditions’ such as:

¢ Environmental Education
¢ Global Education/Education for global responsibility
» Civics/political education

¢ Education against violence and racism

¢ Health education

In the following years different sets of competencies (OECD 2005; KMK 2007
Transfer 21 2007; UNECE 2012) were developed and discussed.
A description of some of the main examples can be found below:

DeSeCo (OECD 2005)

Gestaltungskompetenz (having
the competency to shape the
future, 2008) (Transfer 21 2008)

Kompetenzen fiir den Lernbereich
Globale Entwicklung

Competencies for the learning
area: Global Development (KMK
2007)

Interactive use of media

and methods (tools)

Ability to use lan-
guage, symbols and
text interactively

Gather knowledge with an open-
ness to the world and integrating
new perspectives

Gather information on questions
of globalisation and development
and process them thematically

Ability to use knowl-
edge and information
interactively

Think and act in a forward-
looking manner

Recognise social-cultural and
natural diversity

Ability to use technol-
ogies interactively

Acquire knowledge and act in an
interdisciplinary manner

Look at a variety of methods to
evaluate development aid mea-
sures, taking diverse interests and
frameworks into account, and
make individual evaluations

Interacting in social heterogeneous groups

Ability to maintain
good and durable rela-
tionships with others

Ability to identify and reflect on
risks, threats and uncertainties

Subject globalisation and
development processes to
qualified analysis, applying the
guiding principle of SD

Ability to cooperate

Ability to plan and act together
with others

Recognise the different social
structural levels from the
individual to the global and
identify their respective functions
for development processes

Ability to overcome
and resolve problems

Ability to reflect on action strate-
gies and goal conflicts

Ability to be part of decision
making processes

Ability to motivate oneself and
others to get active

(continued)
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Kompetenzen fiir den Lernbereich
Globale Entwicklung
Gestaltungskompetenz (having Competencies for the learning
the competency to shape the area: Global Development (KMK
DeSeCo (OECD 2005) | future, 2008) (Transfer 21 2008) | 2007)

Acting autonomously

Ability to act within
the wider context

Ability to reflect upon one’s own
principles and those of others

Become conscious of, appreciate
and reflect on one’s own and other
values and their meaning for life
choices

Ability to form and
implement a life plan
and personal projects

Ability to reflect on questions
about equity and use it for deci-
sion making

Form opinions after critical
reflection on globalisation and
development issues, informed by
international consensus on SD
and human rights

Awareness of rights,
interests, boundaries
and requirements.

Ability to plan and act
autonomously

Recognise areas of personal
responsibility for humankind and
the environment and take up the
challenge

Ability to show empathy and sol-
idarity with disadvantaged

Overcome social-cultural and
special interest barriers to com-
munication, cooperation and
problem resolution

Pupils can act in times of global
change, especially in personal and
professional life, through open-
ness and the willingness to inno-
vate as well as through a
reasonable reduction of complex-
ity, and are able to withstand the
uncertainty of open situations

Pupils as a result of their autono-
mous decisions, are able and
willing to follow SD objectives in
their private lives, at school, and
at work, and can work towards
their implementation on the social
and political level

These different sets of competencies define the competencies a student should have
developed at the end of school education. Therefore, the most important next step is to
operationalize and adapt them to school education in practice and subject-based
education at all levels of education. The ESD based competencies are on the level
of cross-curricular and cross subject competencies. In order to avoid add-ons, there is a
need to interlink them with subject-based competencies so as to formulate concrete
curriculum points and contributions of (all) subjects to ESD. The Standing Conference
of Ministers of Education in Germany (KMK) established a team of experts to
formulate those subject contributions. The first set of subjects (primary education,
politics, ethics and religion, geography, economics, biology) was published in 2007
(KMK 2007). It is planned to publish the contributions for all other subjects in 2015.



2 A Whole School Approach to Sustainable Development: Elements of Education. . . 21

Apart from competencies, the concept of multiple perspectives is another back-
bone of ESD. If students should really understand general questions of SD they
must have the ability to assess such questions from different perspectives:

¢ From their own perspective

» From the perspective of different generations

» From the perspective of people from other regions

» From the perspective of different cultural backgrounds

e From the perspective of different disciplines and domains
» From the perspective of different historical periods.

School education and all types of formal and informal education should offer
opportunities and examples of this multi-perspective learning arrangement.

Furthermore, the different components and elements of SD must be integrated
into ESD and be part of the process. Figure 2.1 illustrates the main components and
elements of SD:

The foundations of ESD as described above—competencies, multiple perspec-
tives, components and elements of SD—need, as a next step, ideas and principles of
how to choose appropriate thematic areas and topics.

In my view, thematic areas and topics in ESD:

» should offer the possibility of different perspectives, especially global perspective
« should be based on the concrete living situation of participants

» should be based on the experiences of participants

» must offer real participation

« must offer the possibility for student action

e must integrate partners from outside school.

Beside these general guidelines, thematic areas should integrate important and
accepted areas of SD. Additionally, reflection on non-sustainable developments
should also be included. Relevant thematic areas include:

« Diversity of values, cultures and living conditions

* Globalisation of religious and ethical guiding principles

¢ History of globalisation: From colonialism to the ‘global village’
e Consumer goods from around the world: Production, trade and consumption
¢ Food and agriculture

¢ Illness and health

¢ Education

* Globalised leisure-time activities

» Protection and use of natural resources and energy production

¢ Opportunities and dangers of technological progress

* Global environmental changes

* Mobility, urban development and traffic

* Globalisation of economy and labor

¢ Democratic structures and developments

» Poverty and social security

» Peace and conflicts
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Components and Structural Levels of Development

Society
Demographics Economy
Urban-rural relationships Economic system

World Socio-culture (e.g. market economy)
Religions Economic sectors
Language/Communication Informal structures
Mobility (e.g. subsistence economy,

small business)
Trade, Export
Finance markets
Labour markets
Technology/Energy
Agriculture

T tional Socialisation/Education
rans-national § - gocial services
units Health

Nation, state

Politics
International structures
National structures
Government systems
(i.e. democracy)

Legal systems

Interest groups

(i.e. parties, NGOs)
National securit

Region

Community

Family, .
group Environment
Natural resources,
Biosphere (i.e. forests)
Air/Climate

Soil, water

Fauna, flora

Man to nature
relationships

(i.e. use of resources)

Individual

Individual Family, ~Community Region Nation, Trans-national ~ World
group State units
Each quadrant represents one structural level spanning all components. It may be practical
to define components, levels and elements of development differently, depending on the
analytical purpose and current developments.

Fig. 2.1 The principal elements of sustainable development (Source: KMK 2007)

Immigration and integration

Political power, democracy and human rights (Good governance)
Development cooperation and institutions

Global governance—world order (KMK 2007: 63)

SD as discussed and formulated 20 years ago in Rio is not possible without the
participation of all people of all ages. Only participation can help them create and
accept the different—hopefully best—ways to a more sustainable society. Educa-
tion, understood not as instruction, but as a process of involvement in the process of
future orientation, future planning and creation of a sustainable future, is one of the
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main strands of development in the field of SD. The world summit in Johannesburg
in 2002 focussed mainly on this question and led to the UN-Decade on ESD 2005—
2014. This means that ESD should influence education in general on all stages of
education, at kindergarten, schools, adult education and all types of non-formal
education. As SD is not a closed concept with given solutions, but an on-going
process of looking for and discussing new and best solutions accepted by the people,
ESD should introduce the concept of lifelong learning to everyone at school. During
the time children stay at school, they must have the opportunities to develop and
realise their specific concept of lifelong learning. Education understood on the basis
of this concept must change teaching, learning and students’ participation as well as
how the school is organised institutionally. It also changes the nature of cooperation
with the local community and partners in the society. Instruction by adults—mostly
teacher—must be replaced by co-construction between students, teachers, parents,
partners and experts from outside schools. Another aspect of the development from
EE, GE and other such areas to ESD is to link those elements to a structured concept
of ESD. Beside EE, health education and the question of equity are the main strands
to combine. Taking this into account the concept of a whole school approach follows
the worldwide development initiated by the world healthy school association (BAG
2010). The impact of the concept of a whole school approach will be shown by
describing the elements in detail later on.

Within this general change of education towards ESD, the school must be seen as
arole model for SD. The students at all stages spend an increasing part of their life at
school. This means that part of the general education of real life experiences must be
offered and realised during school time and at school. This includes questions of
food and consumer education, social learning, energy use and personal resource
management. On the other hand, school is an optimal place to reach a whole
generation in a protected, safe space where young people can test and develop
their main life skills and their own lifestyle. The understanding that sustainability
must be the general guideline of this discussion can lead this development at school:

The key message that comes from the story of Eco-Schools’ success has to be that for
change to happen, power must be disseminated to the point of implementation. Schools are
dominated by students. They are the ones who act as the eyes and ears of behavioural
change. Develop the schools’ processes and systems to support student-led change.
Eco-Schools highlight that ESD is not just about curriculum content, but a whole of school
body, whole of school mind set and whole-school action process. The case study also
acknowledges that change is slow, incremental and is only sustainable if genuine models of
participatory learning and decision-making form the basis of the process.

The greatest gift a school head teacher can give to his/her students, therefore, is the gift
of freedom for self-directed and purposeful learning, supported by structures and processes
that empower and engage with real-life ecological issues.

The lessons of Eco-Schools also highlight that those who create the ecological footprint
need to have opportunities to reflect and understand what it means to be part of the
environment, the effects one has in all the different interconnected cycles and biomes of
life and to be involved in and in control of remedial action or proactive measures.

Ultimately, Eco-Schools are a process that becomes a way of life, a cultural paradigm
for school administrators to master through delegation and a belief in their teachers’ and
students’ capacity to change the school from the ground up. (UNESCO 2012: 71)
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This discussion must take into account the already existing studies on school
development in the field of ESD and ideas of a whole school approach, like the
study of Ferreira et al. (2006) and the S3 concept of the British school inspection.
Especially the S3 self evaluation instrument on ESD practice at school offers a great
possibility to interlink different aspects of SD and ESD, by naming different
doorways to ESD at school:

» focus on food and drink

« focus on energy

« focus on water

» focus on travel an traffic

e focus on purchasing and waste

» focus on school buildings

« focus on school grounds

« focus on inclusion and participation

« focus on local well-being

e focus on the global dimension. (DCSF 2008: 3)

On the way of moving from different areas of ESD to a whole concept, it must be
acknowledged that there are different ‘cultures’ of cross-curricular education in the
fields of environmental education, education for global development, health edu-
cation, citizenship education. They all contribute to ESD and are linked in several
areas of cooperation and common fields of action. A recent UNESCO-report on
ESD (2012) gives a clear picture of this linking.

The concept of a whole school approach as understood in our context is not a
given structure to be followed or a concept for a sustainable school in itself, but it
offers a platform to evaluate the practice of the individual school and to formulate
challenges, possible co-operations, combining different fields of activities and help
to develop new fields of practice and activities towards a more sustainable practice
at school. This concept follows the experience of the former OECD based network
ENSI, which defines ESD as mainly an open concept and based on dynamic
qualities and competencies. As ENSI formulates:

A School engaged in ESD is engaged in learning for the future, by inviting students and
teachers to enter a culture of complexity, by using critical thinking to explore and chal-
lenge, in clarifying values, reflecting on the learning value of taking action and of
participation, revising all subjects and the pedagogy in the light of ESD. (Breiting
et al. 2005: 10)

Following these ideas of conceptualising ESD a first notion to give a picture of all
elements of whole school approach to sustainability emerges:

This model should help to raise a discussion at every school on their practices in
the field of ESD and all their ideas to improve ESD at their school on the way to a
more sustainable school in the community.

Elements of a Whole School Approach (Fig. 2.2):

In addition to the development and expansion of thematic references in subjects
and areas of learning, involving the educational institution as a whole is becoming
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Fig. 2.2 Source: Reiner Mathar, unpublished

increasingly important. The various elements of the educational institutions need to
come together to combine the contributions of subject areas and to make cross-
curricular projects.

School management and organisation of life at school must be guided by the
principle of SD in terms of the Rio process and schools are seen as role models for
sustainable design of all areas of life. Pupils can learn sustainable living in school
and are supported in the development of their own sustainable lifestyle.

In addition to lessons, the core task of the school in the educational process, this
moves all other areas of the school to the foreground:

e The educational material cycles and resource management

« Cooperation and partnerships

* School life and identity of school

» The roles and cooperation between the stakeholders in the school
¢ The school management as a linking element.

The concept “ESD as a task for the whole school” is not about a self-contained
structural requirement, but about an open platform. Sustainable educational
institutions are consolidating and developing existing fields and the development
and establishment of new areas of education in order to support school
development.
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The core business of the school is teaching and learning in lessons, projects and
extra-curricular projects. In this area there are a variety of approaches for the
subject areas to implement ESD.

School planning should be concentrated on the contributions of as many subjects
for the competencies development of students in the field of SD and outline the
individual elements in a school curriculum or a school programme, and increase the
interconnections and collaborations between subjects.

If students are to be actively supported in the development of competencies for
shaping their own lives in terms of SD, the design of the internal social structure and
cooperation in the school is of particular importance. The involvement of pupils in
the planning and design of social interaction and also the lessons has a high priority.
Regulations and agreements for the design of social life at school must include
elements of sustainable lifestyles and should be developed in terms of participatory
and creative approaches to SD in a democratic process of negotiation.

In school life skills programmes must, as a first priority, provide and implement
the social aspect of SD. Again, it is always about the connection of existing
approaches (learning democracy, mediation, violence prevention, schools without
racism) with their own priorities of the school in the field of ESD.

2.1.2 Frame and Conditions of the School
Legal and Policy Framework

In addition to direct curricular requirements, educational standards as well as other
documents and legal requirements promote the dimensions and the acceptance of
ESD. They also provide, in dialogue with the local school environment, transpar-
ency and mutual understanding of the basic principles of SD. For example:

¢ Basic documents of the United Nations and its institutions,

* The constitutions of countries, school laws with their respective approaches to
parent education and educational tasks.

* More internationally discussed documents (e.g. Earth Charter)

Buildings and Facilities

The state of the building and the rooms of a school, as well as their existing and
desired features in the context of SD, can be an important field for action and
reflection for the students. Through the development of concepts of sustainable
design of material cycles and the utilisation of resources and dialogue about it with
school authorities and the wider community of the school, the students can develop
skills for their own sustainable lifestyle and apply them in the demarcated area of
action at school. They can also reflect on the conditions and reactions to their
activities.
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The school also offers the advantage of a confined space and manageable
change. So the design of sustainable energy use or design of spaces can be tested,
but students are also confronted with the conflicts and limitations of the implemen-
tation and designs. These range from sustainable and efficient use of limited
resources to fair and climate-neutral sourcing to sustainable alignment of all
biogeochemical cycles of the school. Working groups, elective offers for students
and student companies can be formative elements in the everyday life of the
schools here.

Human Resources

For the design of the social and cultural dimension of SD, the staffing of the schools,
i.e. the staff-student ratio and recruitment of teachers, also may be of particular
importance and should it be used accordingly. The design of providing care, the
integration of school social work is a learning field of action for SD and frequently
offers numerous opportunities for design by the students and the involvement of
other partners. This is particularly true for the practical design of those areas at the
schools which are used all day.

The integration of migrant women organisations provides the opportunity to
experience cultural diversity and cultural differences and understanding. Proven
organisational forms are parents’ cafes, cooking classes, gaming and cultural
festivals.

In the area of human resources the reflection on the necessary competencies of
teachers and their development through training and education is particularly
important. Incentives must actively be used in the field of ESD and can be an
element of active personnel planning. In Germany, the school board plays a
significant role in the design of ESD, hence the qualification and training of school
principals is crucial. They should have a basic understanding of the principles of SD
so that they are able in their management role to design the school with a focus on
SD and accompany the ensuing processes.

Background and Living Conditions of Students

The development of skills for SD and an understanding of how global develop-
ments take place on the platform of social and cultural lives of students is central.
This includes the necessity to obtain information about the cultural background of
students and to consider how to include this a school.

The school should pay attention to learning processes, and align those to these
backgrounds in the context of ESD. Through a conscious reflection on different
cultural backgrounds, different perspectives can be made clear and used as an
opportunity for dialogue and change. Using pupils with an immigrant background,
aspects of change in perspective can be analysed in a global context and the
influence of different ways of life can be related to SD.
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Local and Social Integration of the School into the Community

An essential element of the design of SD are, in addition to the global perspective,
the regional roots. The school social environment—beyond the narrow sphere of
each pupil’s own experience—opens up new and extended fields and opportunities.
This is all about the reflection on local/regional cultural characteristics, economic
development and social and environmental challenges.

Schools should and could realise that the knowledge and competencies orienta-
tion also applies to regional development and opening up new fields of competen-
cies and action for the students.

This includes school activities as well as the cooperation with business and civil
society and is part of the creation of partnerships and collaborations.

Examples beyond the established collaborations include:

e The active creation of twinning

« Citizens’ solar panels on school roofs

¢ Neighborhood cafes and branch libraries

» Translation and secretarial services for the district
e Public bike shops.

Partnerships and Collaborations

The systematic inclusion of collaborations and partnerships in the school concept of
ESD opens up more possibilities for the school. Many schools have partnerships in
their region and partnerships with schools in Europe and in the countries of the
South. However, these are often built on the initiative of an enthusiastic individual
and not integrated into an overall view of the school. The study area global
development here provides opportunities to strengthen these partnerships with a
content and thematic focus. When schools work in partnerships on concrete exam-
ples, both sides manage the integration of the topics in question into the core
business of the school—teaching and learning—and can also help to achieve
planning reliability and a long-term edge. If students are working in partnership
on specific topics, it facilitates the change of perspective and a personal exchange
from student to student. To realise that looking at problems and challenges and their
management from different perspectives is not only possible but also necessary, and
helps students to develop the appropriate skills. Southern Partners open up possi-
bilities, contribute their perspective and thus change the often inadequate images of
their life situation. Existing facilities and internet platforms offer a variety of
support options here.

Communication via internet and mobile network-based instruments are already
part of students daily lives, not only in countries like Germany but also increasingly
in the countries of the South, but it is still underutilised in schools. Systematic use of
such electronic tools in the educational process can also give the pupils guidance for
their own use of social media here.
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There are different types of co-operation between schools from so-called devel-
oped countries/schools of the North and from developing countries/Schools of the
South (including schools from Africa, Asia, Latin America and South-East Europe).
An important distinction is the distinction between sponsorships and partnerships.
While a sponsorship focuses on one-sided help from the North to the partner school,
a partnership aims to promote dialogue between more or less equals. Here, mutual
learning from each other is in the foreground and financial support is only one of
many aspects.

In the context of partnerships and collaborations the non-governmental organi-
sations (NGOs) of development cooperation have an important role to play. They
can competently advise schools and also contribute concrete projects and proposals.
Using Global Development Education or ESD as a task for the whole school can
lead to a systematic cooperation, developed and established as an integral part of
the school. The development of regional networks can act as a mediator and pilot.

2.2 Other Aspects of School Development With the Main
Focus on Sustainable Development

The systematic integration of school and student competitions in the organisation of
ESD in a school can help encourage pupils to engage in individual or group work.
By participating in competitions, students can learn effectively, but above all, gain
appreciation for their work that goes far beyond the work at school. The information
about scholarship programmes for young people to gain authentic experience of
global development in the countries of the South should be systematically
supported in school.

In the area of school inspection and external quality evaluation of schools of
Global Development Education and its implementation in the school should be
included in the focus of the evaluation and assessment. This could feed all of the
elements described above with the quality considering the external evaluation.

2.3 Conclusion

At the end of the UN Decade on ESD 2005-2014 the concept of competence-
orientation has become one of the main backbones for ESD. Linked to all main
developments in the fields of education, which also focus on the development of the
skills and competencies of the learner coherent with the idea of lifelong learning,
ESD contributes directly to concepts of futures education. Fed by different tradi-
tions, which are mainly content driven, ESD manages to be education for sustain-
able development more than education about sustainable development. Following
this concept the future question—some steps on the way have been made already—
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is to integrate the concept of sustainable development as a guiding principle into all
stages of education and to become the core part of all educational institutions in the
sense of a whole institutional approach to sustainable development.
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Chapter 3

Quality Criteria for ESD Schools: Engaging
Whole Schools in Education for Sustainable
Development

Sgren Breiting and Michela Mayer

3.1 Introduction

In 2005 a booklet with the title Quality Criteria for ESD Schools was published
with the subtitle Guidelines to enhance the quality of Education for Sustainable
Development (Breiting et al. 2005). The booklet is now available in around 18 lan-
guages, among them 16 European languages.' Different versions are widely circu-
lated around the world in print and online (www.ensi.org, accessed 8 May 2014).
They seem to have fulfilled a need during the UN Decade of Education for
Sustainable Development (ESD) 2005-2014 (DESD).

In this chapter we go beyond the publication and highlight the main driving forces
behind the strategy of focusing on ‘quality criteria’ for ESD development, on the one
hand, and experience of using the booklet, on the other hand. We started work on the
booklet at a time when trends from ‘new public management’ (NPM) were already
hampering grassroot development in many schools in Europe. It analyses why it is
essential to emphasise the democratic nature of education, especially when this is
related to sustainable development (SD), and to avoid the instrumental view of
schools, teachers and learners, often held by authorities outside educational institu-
tions. To impose on schools the solving of community problems that the community
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and politicians are not able to solve counteracts the empowerment effect on learners
that is so much needed in ESD, as will be shown below.

An important background for the publication Quality Criteria for ESD Schools
was a survey by Mogensen and Mayer (2005) about explicit and implicit quality
criteria in operation related to the development of ‘Eco-Schools’ in European
schools, see Eco-Schools (2014) as an example. The findings revealed weak points
in the general interpretation of Eco-Schools when seen in the light of a socio-critical
paradigm and of “‘sustainable education”, with reference to Robottom and Hart
(1993) and Sterling (2001). In that way it emphasised important issues to avoid
when attempting a transfer into a tool for schools’ development towards sustain-
ability. At the same time it was found to be imperative to distinguish between
environmental management initiatives at a school, often initiated by adults, on the
one hand, and, on the other hand, the mechanisms of open learning processes
related to the complexity and controversial nature of development issues spanning
for example environmental concerns and social issues related to present and future
generations.

After the publication of Quality Criteria for ESD Schools a need arose to collect
experience derived from the use of the publication, and to take a critical look at the
limitations of the publication and the activities flowing from it. This chapter pro-
vides an overview of the principal results of such a critical evaluation of the ideas
behind the publication and their interpretation.

3.2 The Eco-schools Survey’s Focus and Main Scenarios

As a background to the booklet a survey was carried out in 2003-2005 by the ENSI
(Environment and School Initiatives) network and the European Comenius 3 Project
SEED (School Development through Environmental Education). The focus was on
collecting and discussing different visions of ‘a sustainable future’ embedded in the
‘whole school approaches’ existing at that time and that had been roughly identified
with the ‘Eco-Schools programmes’. The survey (Mogensen and Mayer 2005) was
conducted mainly among European countries (11 countries: Austria, Belgium,
Denmark, Finland, Germany, Greece, Hungary, Italy, Norway, Spain and Sweden)
with the participation of Australia and Korea, and gathered information concerning
28 different ‘Eco-Schools’ programmes,” involving over 3,500 schools.

National experts were asked to present not only the ‘explicit’ but also the
‘implicit’ criteria guiding the programmes and/or used for their evaluation. In the
guidelines prepared for the survey, implicit criteria were considered to be more
representative of the general vision guiding the programmes than the explicit ones

2Not only the well-known international ‘Eco-School programme’ from the Foundation for
Environmental Education (FEE) but many others with different names and focus, such as Green
schools, Model schools, Future concerned schools).
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and were defined as “aims and general values proposed; importance given to a set of
explicit criteria compared with others” (Mogensen and Mayer 2005: 52). As an
example: Programmes that ask to fulfil ten or more criteria for the care of the
school’s physical environment (from waste collection to energy saving) but only
ask for just one or two criteria related to changes in the teaching and learning
processes, or in the relationships with the local community, give evidence of being
centred mainly on environmental management and behavioural change (change of
individuals) rather than on a change of school pedagogy or of the school’s local
community relationships.

The analysis of the national reports and of the case studies prepared by the
national experts was guided by a “critical framework’, inspired by the basic ideas of
the ENSI network (CERI-OECD 1991, 1995). In the ENSI vision EE and ESD
should act as “an example for the quality of education in general” (CERI-OECD
1995: 100). They are embedded in a culture of complexity where the notion of
uncertainty asks for critical reflection and for a democratic exchange of views,
conscious of the fact that each vision of world problems is oriented by values.
Students should be helped to develop their action competence and become auton-
omous: i.e. critical and constructive thinkers, able to intervene and to be proactive
(and not only to react) in emerging and unforeseen situations (Breiting and
Mogensen 1999). Education in this vision has an ‘emancipatory’ and ‘transforma-
tive’ role, which implies that its understanding and practice needs to change in
order to become ‘sustainable’, as proposed by Sterling:

The term ‘sustainable education’ implies whole paradigm change, one which asserts both
humanistic and ecological values. By contrast, any ‘education for something’, however
worthy, such as for ‘the environment’, or ‘citizenship’ tends to become both accommodated
and marginalized by the mainstream. So while ‘education for sustainable development’ has
in recent years won a small niche, the overall educational paradigm otherwise remains
unchanged. (Sterling 2001: 14; emphasis in the original)

The survey analysis was then oriented to find indications and traces of ‘emerging
changes’, and to construct different ‘scenarios’ on those changes as tools for reflection:
“Scenarios are stories about the way the world might turn out tomorrow, that help us to
recognise changing aspects of our present environment” (Schwartz 1991: 5) Three
alternative scenarios were sketched, none of them being the best or the more probable
one, but each one gathering some trends found during the analysis:

* “An Eco-School as an ecological enterprise” scenario, in which SD is mainly a
matter of technological advancement and effective behaviours: The school works
as a functional enterprise where the focus is on excellence and where the main
changes brought about by ESD are guided by up-dated information about the
world’s situation and the ways to react (Mogensen and Mayer 2005: 92-93);

e “An Eco-School as a family, fond of nature” scenario, where SD is mainly a
matter of reconstructing meaningful relationships between people and with
nature, and where the school comes across as a “core social centre” (ibid.: 91)
for community initiatives. Empathy with nature, feeling of belonging, creativity,
are the key words of such a scenario (ibid.: 93);
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¢ “An Eco-School as an ‘Educational research’ community” scenario, where SD is
conceived as a social and cultural challenge, and the school aims to act as a
“learning organisation” fostering democratic dialogue, accepting internal
conflicts as a ‘stimulus’ to the community in order to progress together. “The
assumption is that a critical attitude will prepare for continuous changes in a ‘not
as yet definable’ sustainable future” (ibid.: 93-94).

Using the three scenarios as an ex post frame for analysis, there was some evidence
that the first one was at that time, in 2005, the most commonly used, especially in
secondary schools and in national awards schemes, while the second one was
present mainly in primary school programmes. The third one was considered the
deepest change (a “third order learning” in the words of Bateson 2000: 301-306),
but it was just emerging and to be found only in a few cases with a strong school
development approach.

3.3 The Challenge of Evaluation in ESD: The Quality
Criteria Proposal

The second focus of the survey was the definition and the use of an evaluation
strategy consistent with the “sustainable education” approach and with the
“socio-critical paradigm” guiding ESD (Robottom and Hart 1993; Liriakou and
Flogaitis 2000).

ESD processes are indeed complex and dynamic in nature and a meaningful
evaluation must embrace this complexity and accept the controversial nature of
dealing with development issues. Evaluation should not be used for ‘quality
control’, as we often see it under the initiatives of NPM, but for ‘quality
enhancement’.

Such an understanding of quality and evaluation ran counter to the language and
culture of (educational) quality evaluation, used by politicians and administrators in
Europe, which had dominated the 20 years up to the survey. ‘Evaluation’ was used
as a tool for strong educational control and not for school development towards
ESD. For this reason it was and still is important to rethink the concept of
educational quality in order to build a new meaning, useful for all members of a
school community, and consistent with the importance of accepting uncertainty and
complexity as part of ESD.

In a culture of complexity, in effect, evaluation cannot reduce the quality of
educational processes to a ‘set of standardised procedures’, ‘outcomes’ or ‘perfor-
mances’ so much in focus in NPM. Rather, it should take into account the educa-
tional values, the cultural characteristics of the local community as well as the
emotions and perceptions. Robert Pirsig—author of the famous motorcycle novel
Zen and The Art of Motorcycle Maintenance—makes a distinction between “static
quality”, the one which pushes a system to achieve defined benchmarks and
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standards, and “dynamic quality”, the quality that a system needs when something
new happens, when it is necessary to proceed in uncertainty where standards do
not exist. To acknowledge the value of the distinction between static and dynamic
qualities has been a consistent part of the ENSI network research (CERI-OECD
1991; 1995); both are relevant and necessary: “without dynamic quality an organ-
ism cannot develop, without static quality it cannot last” (Pirsig 1992: 375).

The collected case studies by Mogensen and Mayer (2005) made clear that a
standardised evaluation was limiting many Eco-School programmes to “a mere
physical improvement in the school environment (. . .), lacking the perception of its
educational effects” (Sun Kiung Lee, Korean National Report, in Mogensen and
Mayer 2005: 86). On the other hand, when the programme evaluation was based on
reflection, self-evaluation and peer evaluation, the evaluation itself could become
an essential part of school quality development. In a socio-critical paradigm, quality
criteria should not be confused with ‘performance indicators’, again a concept from
NPM. The notion of quality should build on values and principles that inspire
engagement with sustainability issues, and provide indications or general descrip-
tions that help to turn values into educational actions, behaviours and choices.
Moreover, quality criteria should be seen as an instrument for change and not as an
instrument for assessment, focusing the attention not only on foreseen results but
also on emerging, unexpected outcomes. The criteria thus bring theory and visions
closer to practice, and can be used as links for moving from ideal values to the
reality one wishes to change. They constitute a way

to travel within the valued ESD vision through reflection. ENSI has enforced for many
years a vision of ESD school change as action research. (...) Promoting ESD quality
reflection in schools is then a central part of ESD quality development. (Espinet 2012: 99)

Taking account of these considerations about assessment and evaluation of school
changes, a list of ideas for quality criteria was provided in the booklet. They were
presented not as prescriptions, but rather as an inspiration for creating a list fitting a
school’s own needs. The criteria were seen as a “starting point for schools that wish
to make use of the focus on ESD as a vehicle for the school’s own development”
(Breiting et al. 2005: 9). The booklet tried to summarise and in a way to specify an
educational philosophy for school development with respect not only to ESD but to
deep educational change: The criteria are organised in three main groups, each
group divided in smaller areas. Each area is introduced by a concrete example taken
from school practice—many of them collected during the survey—to help imagine
what the criteria could mean in the everyday educational process. After the example
a short explanation—*a rationale’—presents the debate and the trends concerning
the area in question, and justifies the choice of a specific number of criteria. These
can be used by teachers, students or school communities as a tool, not so much for
assessment, but mainly for fostering reflections on, and the self-evaluation of, the
school journey towards sustainability. The criteria listed should be used as sugges-
tions, to be discussed and modified in the understanding that every school should
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define its own quality criteria. For this reason each quality criteria area ends with
‘open dots’ asking for new or revised ones.
The three groups of criteria are

e The quality of teaching and learning processes (nine areas)
» The quality of the school policy and organisation (four areas)
» The quality of the school’s external relations (two areas).

It is evident that the teaching and learning processes are at the centre of the changes
envisioned: the rationale for this choice is that no SD will be possible without
profound learning and changes not only in institutional and individual behaviour,
but also in the way people look at things, in competences and attitudes relating to
the natural and social world. Some of the suggested quality criteria concern core
aspects of working with SD issues, such as “Students get involved in comparing
short term and long term effects of decisions and alternatives” (from “Quality
criteria in the area of perspectives for the future”, Breiting et al. 2005: 19). Others
are of a more general nature but still seen as particularly relevant for ESD: “The
teachers facilitate students® participation and provide contexts for the development
of students’ own learning, ideas and perspectives” (from “Quality criteria in the
area of teaching-learning approaches/processes”, ibid.: 15).
In the following box some extracts from one of the areas are presented.

Quality Criteria in the Area of Critical Thinking and the Language

of Possibility

Example: Students in seventh grade were working on a project dealing with
problems and questions related to the use of pesticides (. ..) half of the class
was asked to take one position (. ..) while the other part of the class took the
opposite position (...) It was a task for the students to present the position
they were advocating in a panel (. ..) ‘informers’ from the local community
(. ..) were invited to be present at the panel debate (. . .) students were asked to
take a stand on the issues (...) but also to identify alternatives and possible
actions (.. .).

Rationale: Students are exposed to an overwhelming amount of informa-
tion every day (...) In order to become active and responsible citizens
students need to be able to think for themselves (...) By combining critical
thinking with the language of possibilities it is emphasised that to be a critical
human being does not mean to be negative or sceptical (. . .) but to couple the
critical process of reflection and inquiry with an empathetic and optimistic
vision (. ..) searching for solutions (. . .).

Quality Criteria:

» Students work with power relations and conflicting interests
» Students are encouraged to look at things from different perspectives
and to develop empathy (. ..) (Breiting et al. 2005: 24-25).
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3.4 The Use of the Quality Criteria Booklet

The ENSI network has monitored the use of the booklet within different countries,
by editing different translations and by supporting presentations and teacher train-
ing activities in national and international contexts (such as Comenius courses and
meetings). It has also organised occasions for reflections: the ENSI Louvain
Conference in 2009 had a plenary and two workshops dedicated to the use of the
Quality Criteria (QC) booklet as ‘a travelling guide on the school journey toward
sustainability’.

In preparation for the conference, an internet based survey on the QC booklet
was prepared and distributed in 12 different European countries and translated into
the different languages.

The purpose of the survey, that includes qualitative as well as quantitative items, was to
explore the potentials and the constraints that relevant stakeholders in the countries may have
experienced in working with the QC booklet. Thus the respondent was asked, among others, to
give their opinion on the relevance of the booklet and the ideas presented in it, the possible use
they have made of it and suggestions for improvements. (Mogensen 2012: 69)

The debate carried on at the Louvain Conference (Réti and Tschapka 2012) and
resulted in a number of conclusions and suggestions:

e The booklet was highly appreciated—as shown by the number of translations—
but not frequently used by individual schools and teachers. The material had
been predominantly used by researchers, teacher training institutions, teachers
associations and environmental associations, and mainly as an inspiration for
building more contextualised lists of criteria, or indicators (sometime to be used
for external certification), and not so much as a tool for internal school quality
enhancement;

e Some of the criteria—more demanding both from an epistemological point of
view (e.g. the ones in the area of a ‘culture of complexity’) and from school
policy and organisation point of view (including the schools’ external rela-
tions)—seemed still to be far removed from the current, at that time, ‘whole
school approach to ESD’ in Europe;

e More examples connected with what is considered ‘SD’ in the curricula are
needed for a better appeal to teachers or schools and could be added in future
editions.

The findings from the survey were rather unexpected: on the one hand, the booklet
was strongly appreciated, mainly by researchers and by educational planners. It was,
for example, chosen as one of the case studies in the UNESCO publication ESD. An
expert review of processes and learning (Tilbury 2011). It has also been quoted and
used by the UNECE international programme on Indicators for ESD, and by many
national programmes for the evaluation of ESD schools and ESD programmes
(e.g. in Germany, Italy and Finland). Slovenia has even used the booklet as is for
its national quality assessment and enhancement scheme (UNECE 2011: 12). On the
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other hand, only few teachers, schools and school networks have tried systematically
to use the booklet in practice at the time of the survey.

Although the main idea was to propose a tool to encourage “the integration of
ESD in the normal life of the school and consider engagement in ESD not as an
extra burden for teachers and headmasters but as an opportunity for improving the
existing teaching and learning and to provide innovation useful for the whole
school” (Breiting et al. 2005: 11), the Quality Criteria booklet was not so easy to
use at school level as originally intended. One of the possible reasons for this
unexpected outcome is that in order to be a frame of reference and a binding
element of a programme or a school, all the participants need to construct and
accept jointly the Quality Criteria proposal. This means that, to be effective, the
proposal requires an already innovative school, having an open mind with a view to
change and well prepared teachers.

In fact, the ‘resilience’ of the school system should be taken into account when
such invitations to deep changes are presented. Many teachers and many parents do
not want to change their understanding of education as ‘transmission’ of informa-
tion, procedures, techniques (as reported also by the TALIS survey OECD 20009).
As Paul Vare noted during the debate at the Louvain conference, it seems far
easier—as is true for the general social and economic system—to ‘adjust’ or to
‘add’ something here and there within the curricula, than to change the entire
system. Vare and Scott (2007) proposed to not lose the vision of ‘Sustainable
Education’ but to combine the two visions of ESD which they have termed ESD
1 and ESD 2:

ESD 1 is characterised by the promotion of changes in what we do, often facilitating
behaviours and ways of thinking where the need for this is clearly identified and agreed
(e.g. conserving energy within the school). This is learning for sustainable development.
(...) In contrast to this emphasis on content and ‘good’ sustainable practice behaviour, ESD
2 focuses on building capacity to think critically about [and beyond] what experts say and to
test sustainable development ideas. (...) This is learning as sustainable development.
(Mayer and Vare 2012: 57)

The ENSI Quality Criteria proposal is clearly inspired by ESD2 vision. It could also
be said that the QC booklet was intended to make a clear distinction between a
focus on environmental management at school and a focus on students’ learning
processes concerning their engagement and understanding of development issues
related to sustainability. The criteria therefore are a response to the need for a
profound transformation of the schools’ learning and teaching practices relating to
sustainability. This does not mean that simple examples, more clearly related to
ESD1, could not be added—paying attention not to reduce ESD to a pure ‘addition’
of new content—in order to ease the access of ‘normal’ schools and teachers to
ESD2. Agents outside the school are often occupied with visible physical changes
of schools, such as waste management, infrastructure and buildings, but such
changes might have no educational value in themselves. They might naturally
contribute to a more sustainable local community but contribute very little to the
quality of ESD at the school.
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The two main strategies for educational changes in schools towards sustainabil-
ity have also been acknowledged by Wals in the 2012 UNESCO report on the
results of the DESD:

The challenge of ESD and related educations is to work with two main strategies: 1) the
add-on and integration strategy and 2) the whole-system redesign strategy. Whereas the
former seeks to widen the space within existing national curricula for ESD, the latter
challenges the entire system more fundamentally (...). (UNESCO 2012: 41)

While the data collected by UNESCO from DESD initiatives, e.g. see UNESCO
(2009) suggest that this ‘add-on strategy’ is generally prevalent, nevertheless the
‘whole institutional approach’ has succeeded in becoming the prevalent school
development trend in many European countries. The most recent UNECE report on
the implementation of the ESD strategy states that: “Sixty-three percent of all
countries say to have adopted a ”whole-institution approach which tends to refer
to the simultaneous infusion of sustainability in a school’s curriculum, reduction of
its institutional ecological footprint, strengthening students ’participation, and
improving school-community relationships” (UNECE 2011: 10). The data gener-
ated in this second phase of the DESD gives evidence that, in spite the difficulties of
implementation, ESD ‘people’ are strongly in favour of learning processes and
multi-stakeholder interactions that foster deep changes and involve the creation of
alternative ways of learning and teaching, of new schools and different professional
development, as well as of new forms of monitoring and evaluation.

In addition to this first challenge linked to implementation difficulties, the
authors of the booklet faced a second challenge related to evaluation approaches
which proves to be important still: UNESCO’s ESD monitoring and evaluation
process emphasises critical reflection and reciprocal learning. Quality criteria and
indicators have been proposed by countries, NGOs and university based researchers
as possible tools both for “highly process-oriented schemes (using indicators of
participation, self-evaluation, own initiative, creativity, etc.) or more outcome-
based schemes (using checklists to determine whether the school has taken specific
measures such as becoming CO,-neutral and integrating sustainability topics in the
curriculum)” (UNESCO 2012: 45).

Amongst the final challenges reported in the DESD report (2012), there is the
“need for continuous monitoring, evaluation, research and flexibility” (UNESCO
2012: 81) and the “need for currency and up-to-datedness with emerging paradigms
and concepts in the sustainability discourse”(ibid.: 82). The UNECE report equally
calls for “continued attention to developing appropriate monitoring, evaluation and
indicator schemes and support of related ESD research” (UNECE 2011: 22).

Quality and evaluation are still central needs within ESD: the quality of
processes has been considered in the DESD monitoring as important as the quality
of products (or even more so, assuming a learning point of view), and a reflective
approach to evaluation and monitoring is the only one consistent with the ‘learning
changes’ the Decade aims at:

Efforts (...) only have value when used to improve the quality of processes and products.
On the other hand, an imbedded reflexive approach helps to build in ways of continuously
reviewing past actions and learning in order to enable better, more meaningful and
transformative processes to achieve the same goal. (UNESCO 2012: 81-82)
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3.5 The Empowerment Perspective of ESD

With hindsight, ESD has been marred by a number of challenges. The basic
question about what ESD is and what function it should have in different forms
of learning and education has been raised since its inception (see for example
McKeown and Hopkins 2007; Stevenson 2006; Stables and Scott 2002). The debate
on the position of ESD regarding environmental education (EE) is ongoing: should
ESD be seen as a progression from EE, as a competitor, or even as a step backwards
from the goals and achievements of EE? The authors of Quality Criteria for ESD
Schools saw ESD as a progression from EE with the ambition to enhance its demo-
cratic potential, building on experience from research and practice in EE, as well as
from other relevant areas, thus underlining EE’s orientation towards future challenges.

So why is the democratic potential of ESD so important for its conceptualisation
as well as for its outcomes? It is not possible to teach SD starting from an
understanding that SD is a given thing. It is often quite easy to analyse a develop-
ment trend and to identify it as non-sustainable, i.e. that it cannot continue forever.
But in reality it is not possible to define SD once and forever in a specific way. This
has to do with the uncertainty of future ‘development’ or change.

But even more fundamentally it has to do with the whole conception of SD. In
the classic formulation, well-known from the Brundtland report, SD “seeks to meet
the needs and aspirations of the present without compromising the ability to meet
those of the future” (World Commission on Environment and Development 1987:
39, §49). At first sight this formulation can be read as a harmonious consensus
situation, but some afterthought will reveal that many opposing interests are
involved. This becomes obvious when addressing questions like:

* What does it mean to satisfy the needs of a generation?

e What are the minimum requirements for a person to have a fulfilling life and
access to resources?

e Which levels of risks are acceptable and can be imposed on the next
generations?

» How can people, nations and the international community agree on a direction of
development that avoids activities which already now can be labelled as
non-sustainable?

Introducing such questions in education underlines the need for learners to develop
their abilities to think critically, constructively and to be able to deal and be
interested in dealing with complex and controversial issues related to development,
on a local, national or international level. Without such competencies learners will
not be prepared to participate in shaping the future for themselves and for others,
including giving their voice to what they think is right and wrong and to argue for
their own interest and positions. Therefore the approach to quality criteria in the
booklet was to introduce these concerns to the practice of real school life in an
inductive way by giving inspiration to the schools’ own development in such a
direction. Combining the overall ethos of a school with its intentions of adopting
SD as a serious pedagogical challenge was regarded by the authors as the most
promising strategy for ESD improvement.
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A number of more factual aspects from natural science, from social science,
from history and culture have to be a part of the learning process. But the point is
that learners will not be adequately empowered to engage in SD without
questioning aspects of dilemmas and issues, as indicated by the questions above
(see also Schnack 1998; Breiting et al. 2009). In other words, the content of ESD is
not only focussing on ‘matters of fact’ but also on ‘matters of opinion’, i.e. the goal
of ESD has to be a ‘Bildung’ (education)-perspective as argued in Mogensen and
Schnack (2010).

Over the years there have been many contributions to the content matter and
approach of ESD (e.g. Rauch and Steiner 2006). It is clear that the content of ESD
has to be shaped to fit the local and cultural situations of the learners and their living
conditions. On the other hand campaigning for SD issues in schools is not seen by
the present authors as a solution.

Figure 3.1 visualises the outcome from campaigns and compares their effect
with empowerment strategies. We often see campaign approaches when agencies
outside the educational system turn to schools to implement changes in society that
are controversial and difficult to achieve among the general population. We find
many good examples of such well-meant efforts from ministries of the environment
in many countries, e.g. concerning waste and recycling.

The slim curve in Fig. 3.1 indicates the effect over time of a campaigning
strategy to achieve some kind of change, often related to behaviour, for example
the buying behaviour of consumers, or aspects of a healthier lifestyle, or a more
environment friendly behaviour. It can be a part of teaching or in the general
community. If the campaign is successful it will generate some effect, but this
will disappear after a rather short time. Accordingly, new campaign initiatives are
needed to keep the momentum. A campaign is always building the change on
external motivation, even if it often intends to internalize the external motivation
into the consumer, who might want to be like the role model in the campaign. The
bold curve expresses an empowerment strategy, for example the action competence
approach in education. Here there is not a simple message to live up to but a much
more sophisticated process to engage in and learn from. The effect will often

Campaigns for specific behavioral change
or developing action competence?

Effect

4
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come slowly and take time. But when successful the effect will tend to be a
self-enhancing mechanism having more effect on the learner as the learner reaps
the benefits from the enhanced empowerment.

From commercial campaigns it is well-known that a successful campaign typ-
ically only has a temporary effect (see for example Seth et al 2013). And many
campaigns have actually very little effect. Just think of the many ‘stop smoking’
campaigns by governments and agencies, financed by enormous amounts of money.
The temporary nature of a campaign is the lifeblood of commercial agencies and
PR-people. The effect has to be rejuvenated again and again to keep the momentum,
and typically the effect will diminish rather shortly after the efforts of the campaign.

Empowerment strategies are different as they let participants decide and identify
their concerns and the solutions they expect. Such approaches are, therefore,
building on intrinsic motivation, and not motivation induced from the outside.
This was exactly the approach chosen in using the notion of ‘quality criteria’ as
the main focus, inspiring schools to develop their own ideas of what could be
regarded as quality related to ESD development and encouraging them to shape it
into the daily school life. The approach should build on genuine participation
among all stakeholders at an individual school and not be seen as an instrument
for agents outside the school to manipulate the individual school in a specific
narrow direction. By fertilising cooperation within the school and between the
school and the local community the aim was to stimulate long-term changes
beneficial to all actors in the school.

In accordance with the characteristics of ESD, the much needed pedagogical
empowerment approach aims—similar to the action competence approach—to
create frames for learners to identify their own concerns, develop their insights
and engagement in complex and controversial issues in order to support their
intended actions and finally to harvest their experience and learning coming from
their actions (Jensen and Schnack 1997; Breiting 2008; Mogensen and Schnack
2010). The difference between a campaigning strategy and an empowerment
strategy is profound, be it at the level of organisational development or of educa-
tion. In education, it is meaningful to regard the difference between these two
approaches as differences between two paradigms. The differences are visible
concerning the overall goal, the concrete approach to bring about change at the
school, the conceptualisation of the core content and the weight of different aspects
of the content matter (Breiting et al. 2009).

Practices belonging to each of these paradigms are still widespread as evidenced
in recent presentations at conferences and readings of ‘best practice’ publications.
And, despite the often voiced need for an empowerment strategy to be applied to
EE, it seems that ‘former versions’, i.e. different approaches to modify behaviour,
might still be the most common in school systems in various parts of the world.
Behind these approaches are well-meant intentions to do something good for the
environment.

When we take experience from EE as a point of departure for ESD it is obvious
that the thinking and practice of ‘the new generation of EE’, integrating the
empowerment strategy rather than the campaigning idea, is much closer to the
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intentions and conceptualisation of ESD than former versions. It can be argued that
the difference between the two paradigms ‘former versions of EE’ and ‘the
new generation of EE’ is more profound than the difference between ESD and
‘the new generation of EE’. From this point of view, the development of ESD from
‘the new generation of EE’ should be seen as an evolution that strengthens the
focus on inter-generational perspectives and aspects of social justice, democratic
participation and inequality.

It is often mentioned that in reality the most common practice is a mixture of the
two approaches ‘the new generation of EE’ and ‘former versions of EE’. But our
point here is that it is not easy to combine the two approaches because they form
separate pedagogical paradigms. ‘The new generation of EE’ has an internal
consistency that might be missed if mixed with former versions of EE. ‘The new
generation of EE’ regards environmental problems as issues in the community
related to the use of natural resources and considers that it is human beings who
are the only ones able to identify them as unwanted. The competence to face that
implies to be able to understand the inherited conflicting interests in the community.
People’s activities are the root cause of the issues and only people together (for
example in politics, organisations or communities) and individually can solve the
problems in accordance with their wishes and intentions. But even such insights
have been difficult to accept by central advocates for EE during past decades (see
Smyth 1995).

As part of the empowerment perspective of ESD there is a need for an extended
interest of learners in such issues of development with their complexity and
controversial nature (Mogensen and Schnack 2010). But learners might not have
an immediate interest in these (world) issues. Therefore mechanisms to enhance
their engagement are important and pedagogical approaches need to pay attention
to them. It has proved fruitful to understand these mechanisms as mechanisms that
develop a feeling of ownership among the learners of the issues in question
(Breiting 2008). A feeling of ownership, or ‘mental ownership’, is a conception
of how people are engaged and feel responsibility for things, issues, ideas, solutions
etc. The mechanisms that enhance mental ownership are listed in Table 3.1.

Table 3.1 These aspects will enhance the development of a feeling of ownership (mental
ownership) among learners to issues, ideas, innovations, and concrete changes

Aspects to take into account to support the development of mental ownership

All involved participate in the goal setting or strategy formulation

All concerned are regarded as ‘equal’ partners in the process

All have a direct interest in the changes

All involved give input to the process

All can find their ‘fingerprint’ in the final outcome

All receive some form of recognition for their contribution to the process

All feel they really understand the issue
Based on Breiting (2008)
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It is remarkable how these mechanisms to enhance ownership fit into the daily
life experiences of many adults, e.g. linked to bringing up children or to our own
routes into feeling responsibility for something. With a high level of mental
ownership to specific changes people will be very persistent in their concern for
the quality and success of the changes. They will be willing to engage in further
actions to sustain the changes and ‘feel good’” when the changes are well-
functioning. They will be happy communicating about the ‘progress’ and defending
the ideas and the outcome. People will react in an opposite way if they have a very
low level of mental ownership for changes. From school project innovations it is
well-known that most teachers lose their interest in innovations when the money
runs out. Only a few key people who have been very much involved tend to keep
involved. When ‘movers’ leave the school the ones left behind often feel that the
responsibility for the innovations left with these people. Despite the obvious
importance of the above mechanisms to enhance mental ownership of innovations,
in reality they are not taken enough into account in many project initiatives and
innovations. When developing and writing Quality Criteria for ESD Schools the
authors aimed at making use of these mechanisms in the quest for inspiring schools
to take ESD seriously and to avoid many of the traps that easily result from external
initiatives. By integrating mechanisms with a track record of enhancing local
ownership on all levels at schools, the inspiration from the QC booklet should
imbed ESD in the local school culture and function as a catalyst for pedagogical
change based on local ideas and joint engagement. But these mechanisms will only
come into play if schools get on board trying to make use of the Quality Criteria for
ESD Schools.

3.6 The Future for Quality Criteria for ESD Development

We can expect increasing demands on schools and other educational institutions to
document their performance and to prove they are competitive in a globalised
world. The philosophy of NPM seems to have an overwhelming appeal to politi-
cians and civil servants in many parts of the world and seems to generate a self-
enhancing mushrooming effect. And, of course, it is difficult to argue against tools
to enhance the quality of education and at the same time to make the use of
resources more efficient. From this trend it seems obvious that a need for good
quality indicators, such as the ones proposed in the Quality Criteria for ESD
Schools will also be in demand in the future. But from the previous sections it
should be clear that to be successful with the development of ESD at school level it
is mandatory to understand the mechanisms that generate a feeling of ownership to
issues and innovations and that the same mechanisms are essential for the devel-
opment of students’ action competence related to development and SD issues.

The quality of school development, the quality of education and the quality and
success of ESD seem to be strongly interlinked, but need a more open and genuine
participatory approach than what is provided by the mechanisms of NPM with its
focus on documentation, indicators and control measures.
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