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Abstract

Several high-level strategies devote special priority to Education for Sustainable Develop-
ment (ESD) in Small Island Developing States (SIDS). Given the seriousness of the ESD
agenda in SIDS, it is vital that ESD programmes perform at a level where potential
positive impacts on schools and communities can be realised. Contemporary literature
on ESD has shed light on the most effective educational approaches for addressing the
types of complex sustainability problems facing islands. This study set out to identify
the types of changes which Indian Ocean ESD professionals are working towards on
the ground, and how these relate to contemporary ESD theory. Despite the practical
and urgent issues facing Indian Ocean SIDS, this research reveals a general rejection of
traditional expert-driven instrumental/behaviourist approaches in favour of a dominant
emancipatory approach and full grasp of the need for transformative change and a
holistic ëwhole institution approachí to ESD among ESD professionals in the Indian
Ocean. The study goes on to illuminate how the professionals believe transformative
change can be recognisable in Indian Ocean schools, and finally proposes four indicators
for evaluation.

Keywords: education for sustainable development, ESD, transformative education, ESD
evaluation, small Island developing states, eco-schools.

Introduction

Communities on SIDS are operating in the context of climate change at the ësharp
endí (Crossley & Sprague, 2013), and already experiencing its damaging day-to-day
effects, including sea-level rise, soil erosion, flooding, water shortages, and high frequency
of natural disasters. These endanger their livelihoods, health and wellbeing, and in
some cases, threaten their very existence (UN, 2005). This article outlines the results of
research carried out within five Indian Ocean island nations: Comoros, Madagascar,
Mauritius, Seychelles and Zanzibar which focussed on the European Union funded
Eco-Schools Indian Ocean programme, coordinated by the author. Eco-Schools Indian
Ocean was introduced in 2015 by the Indian Ocean Commission (IOC) ISLANDS project
as a regional framework to integrate Education for Sustainable Development (ESD)
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into national education systems, supporting delivery of national sustainable development
strategies, UNESCOís Global Action Programme (GAP), and the UN Sustainable Devel-
opment Goals. As the primary programme for ESD in each country, Eco-Schools must
be able to meet all objectives and ultimately support the practical and urgent challenges
facing communities on the ground. This is especially important as the marker of ESD
implementation in some countries has become ëpercentage uptakeí of the Eco-Schools
programme. However, amongst those implementing Eco-Schools (some 88 multi-discip-
linary ëNational Eco-Schools Committeeí members) a variety of objectives, priorities
and educational approaches exists. In view of the growing body of ESD research and
theory which suggests that some approaches are better than others, this study sets out
to identify clearly the objectives and priorities of those implementing Eco-Schools, in
order to identify if the programme is theoretically able to deliver the level of change
required in Indian Ocean SIDS.

Literature Review

Contemporary literature on ESD distinguishes between two dominant perspectives,
the instrumental/behaviourist view, characterised by an expert driven approach which
focuses on an external outcome, as opposed to the emancipatory/intrinsic view which
emphasises nurturing qualities within the learner (Wals, 2010; Sterling, 2010; Tilbury &
Janousek, 2007). The difference between these views is used in this study to define the
educational approach and expected outcomes of ESD professionals implementing the
Eco-Schools Indian Ocean programme.

The instrumental/behaviourist view, sees education primarily as a means to an
end, often giving rise to an instructive and transmissive methodology, with an emphasis
on content, information and communication, by which increased awareness and under-
standing, attitudinal and valuative change, leads to action towards sustainable develop-
ment (Wals, 2010). Scott and Vare describe this view as ESD 1, whereby approaches
ëpromoteí and ëinformí change in behaviours and ways of thinking according to a clearly
identified need. Some see it as a case of single loop learning (Huckle, 2014; Sterling,
2003; Medel-Anonuevo, 1993), raising awareness of the necessity to do things differently
and more efficiently. Its effects (e.g. reducing waste, saving energy) can be measured
through reduced environmental impact (Vare & Scott, 2007, p. 2).

The second educational perspective, which is the emancipatory (Wals, 2010) or
intrinsic (Sterling, 2010) approach is a deeper, more transformative response. Freireís
theories on the role of knowledge as either oppressive or emancipatory, emphasise the
importance of a bottom-up approach to community transformation, in which learners
are thinking critically about their own contexts, using dialogue and reflection (1970),
developing action competence (Jensen & Schnack, 1997), and allowing autonomy and
self-determination (Wals, 2010, p. 45) in order to make choices in the face of uncertainty
and complexity. Vare and Scott prefer to term this type of education ëESD 2í (2007).
This type of education is also sometimes described as ëdouble loop learningí (Sterling,
2003; Wals et al., 2009; OíRiordan & Voisey, 1997), or second-order learning (i.e.
learning about learning), whereby assumptions are questioned, and reflexivity is valued
(Sterling, 2010, p. 516).

Supporting the emancipatory view is a large body of ESD literature, involving
principles such as systems thinking, which tells us that a linear correlation between
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knowledge, awareness, and behaviour fails to capture the complex and contextual factors
which influence peopleís environmental behaviours (Peters & Wals, 2016; Lotz-Sisitka
et al., 2015; Huckle & Wals, 2015; Tilbury & Cooke, 2005). In addition, growth in
understanding of the multi-causal and multi-dimensional nature of ëWickedí sustainability
problems acknowledge that many sustainability problems defy simple policy or behavioural
solutions (Lotz-Sisitka et al., 2015; OíDonoghue, 2015; Westin et al., 2013, Lang
et al., 2012). This renders pre-set educational outcomes obsolete. The instrumental view
also raises important questions as to the ëpolitics of knowledgeí, i.e. who is providing
the information and who has most to gain from educational outcomes (Parker, 2009).
With critics claiming that a top down educational process amounts to indoctrination
(Jickling & Wals, 2008; Hasslˆf & Malmberg, 2017), by co-opting ESD activities into
delivering specific behaviour change objectives without duly considering power, politics
and economic processes (Peters & Wals, 2016; Huckle, 2014; Monbiot, 2016) and
serving the ëBusiness as usualí neoliberal and marketplace worldview (Huckle & Wals,
2015, p. 492; OíRiordan & Voisey, 1997; Voisey et al., 1996; Sterling, 2003, p. 185;
Lotz-Sisitka, 2016). Furthermore, in the context of developing countries it is important
to avoid the approach described as ìDeficit Developmentî, an outlook that assumes a
lack of knowledge and skills exists and must be overcome in order for development to
take place. Deficit Development ignores the social capital held within resource poor
communities and perpetuates a ìpower-gradientî from those who assume they know
to those who appear to lack capacity (Taylor, 2010).

According to a growing field of researchers and practitioners, quality education is
no longer based primarily on fact acquisition (Laurie et al., 2016), and the most effective
ESD processes are social, collaborative, multi-disciplinary learning approaches which
promote discourse, debate and reflection (Wals, 2010, 2009; Huckle, 2014; Jickling &
Wals, 2008; Lang et al., 2012; Lotz-Sisitka et al., 2015). A study carried out in Japanese
schools describes typical ESD processes whereby students familiarise themselves with
local problems and think about how to sustain local advantages by engaging local skills
(Ichinose, 2017).

Research Method

This study used in-depth interviewing of key individuals in Indian Ocean Countries
charged with ESD implementation to understand interpretations of ESD objectives (in
particular UNESCOís GAP and SDG 4.7), and how these relate to the changes that the
individuals wish to see on the ground. The aim was to identify if the current thinking
and objectives of the Eco-Schools Indian Ocean implementing partners aligns with con-
temporary ESD learning theory, to ascertain if the Eco-Schools Indian Ocean programme
has the potential to deliver ESD to the standard required.

Consideration of the behaviourist/emancipatory dichotomy, systems thinking, and
concepts such multi-disciplinary collaboration and wicked problems had implications
on the research methodology chosen. Drawing from Schon, understanding the interpret-
ations of the implementing partners requires a methodology that allows for ìProfessional
practice which is complex, unpredictable and messyî (1983), therefore, a qualitative
research design, which uses conversation to gather stories, ideas and aspirations was
used to explore the ways in which ESD is understood by the Eco-Schools IO implementing
partners. Using purposeful sampling (Maxwell, 1996), eleven individuals were selected
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from National Eco-Schools Committees in participating countries (Union of Comoros,
Madagascar, Mauritius, Seychelles and Zanzibar). Equal balance of Ministry and NGOs
representatives interviewed, and senior or key positions of the sample, aimed to ensure
relevance of research results and ability to fairly generalise the findings back to the
population represented, i.e. professionals responsible for implementation of international
ESD strategies on Indian Ocean SIDS. The high degree of consistency within responses
amongst the implementing partners allowed the data to be analysed according to several
common themes, and generalisation of conclusions drawn.

Research Results

What Kind of ESD are the Implementing Partners Working Towards?

Despite the recognition of urgent challenges being faced by the Eco-Schools Indian
Ocean implementing partners, very little evidence was found of an instrumentalist and
behaviourist, ëBusiness as usualí view of ESD, which would have been suggested by an
emphasis on top down education processes with pre-set, expert-driven educational out-
comes. Instead the participants emphasised the need for a ìbottom-upî, student led
approach and there was evidence of thinking and processes consistent with an intrinsic
and emancipatory view of ESD (e.g. Sterling, 2003; Jickling, 1991; Wals, 2010; Mayer &
Tschapka, 2008; Jickling & Wals, 2008). Those interviewed emphasised ESD processes
which change in the values or ëmindsetí of the students. For example, in Comoros:

Focus the strategy in ëSelf Changeí, we donít need to think about how many
activities, we need to think about what is the change in each person (NGO,
Comoros).

In order to achieve this deep level of change, the learning processes described resonated
with principles of critical reflection and realisation, drawing on notions of ëagencyí
(Bengtsson, 2016, p. 81 in Lotz-Sisitka, 2017) and empowerment (Page, 1999), aiming
for learners to be capable of influencing the people and environments that surround
them, overcoming power relations and bringing about change;

Students need the capacity of understanding the programme, and knowing
how to help others, or criticise others with their voice [Ö] in terms of sustainable
development, and changing of the environment around them (NGO, Zanzibar).

Several people spoke in terms of this as a new approach to education, in support of
the growing consensus within ESD theory that, due to the expansive nature of the
change required, a transformation of education approaches is necessary.

Itís a new way of education. I donít see ESD as a subject I think ESD should
be a new way of teaching subjects that they are already doing in schools but
with a new mindset (NGO Mauritius).

The views given suggest a shift consistent with accounts of Transformative Learning
(Mezirow, 2009; Wals, 2010; Vare & Scott, 2007; Sterling, 2010), which essentially,
leads learners to recognise and modify the assumptions and beliefs behind their own
understandings, values and interpretations of the world, and determine actions based
on this (Mezirow, 1990). However, the notion of transformative learning is not entirely
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incompatible with the instrumentalist view, rather it can be a solution which can help
to legitimise it, in the sense that the information provided is viewed critically and learners
become free to make up their own minds, developing solutions based on given facts
combined with their own knowledge (Sterling, 2010). Sterling believes that the process
of implementing ESD itself can potentially play a transformative role in helping to
reorient wider educational policy and practice towards a more holistic view (Sterling,
2003, p. 51), and it is possible to move from one perspective towards another. This was
suggested in Mauritius:

In the school if the teachers are understanding that you can teach in way that
changes the mind-set of the kids. Trying to create a link between the curriculum
and their close environment, trying to see if they are implementing it at school.
Trying to see if the school environment is changing (Ministry of Education,
Mauritius).

This also supports Voisey and OíRoirdanís view of the sustainability transition
whereby we move from ëVery Weakí sustainabilityí characterised by a subtle accom-
modation of sustainability principles and awareness without changes to the system, to
ëVery strong sustainabilityí whereby there is strong policy support and comprehensive
cultural shift towards sustainability, and community led initiatives are the norm (Sterling,
2003; Voisey et al., 1996)).

How Can Transformative ESD be Recognised in Practice?

Analysis of the research findings reveals that the implementing partners fully grasp
and value the holistic ëwhole institution approachí to ESD (Down, 2009), looking for
changes within the formal teaching pedagogy and curriculum, practical and physical
changes to the school buildings and grounds, and change within the wider community.
The content and consistency of the answers given has allowed categorisation of the data
into the four Dimensions of ESD set out in UNESCOs GAP Roadmap (2015, p. 12).
The answers help to elucidate the types of transformative yet tangible changes that the
implementing partners are expecting to see in each of the four dimensions of ESD.

Dimension One ñ ëLearning Content and Pedagogyí

The first domain of ESD according to UNESCO is ëLearning contentí. However,
according to the findings of this study, learning content is inextricable from pedagogy
as the formal content itself is generated through a bottom-up, multi-disciplinary learning
approach. For purposes of this study UNESCOís dimension One is renamed ëLearning
content and pedagogyí and dimension two (previously ëPedagogy and learning environ-
mentí) is ëLearning environmentí, although dimension two also has a strong pedagogical
element.

Almost all implementing partners mentioned the important role of the formal
curriculum within the ESD process in guiding the development of knowledge and balanced
understanding around sustainable development issues. Most are looking for reorientation
of existing subjects around critical issues, and integration of ESD across the curriculum.
Several implementing partners mentioned the need for creativity in the teaching methods
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used, and the benefits of ESD for re-energising existing curriculum subjects. For example,
in Comoros:

See if teachers have adapted their teaching methods. How do the teachers
integrate Eco-Schools into other subject for example in mathematics, or in
Arabic? (NGO, Comoros).

The implementing partners emphasised the importance of a balance of learning
content and a critical approach to sources to ensure that students are exposed to different
and conflicting perspectives, helping them to adopt a more questioning and critical stance
(Stevenson, 2007, Sterling, 2005). Inclusion of learning content from local and indigenous
knowledge was also mentioned, entailing a revival of cultural knowledge to inform
understanding of sustainable development challenges, and integration within the solutions
developed to address them (e.g. Laurie et al., 2016; UNESCO, 2011). As explained in
the Seychelles:

If there is an issue about water shortages in a community, look at newspaper
articles, watch a video or take them out to see the leakages or issues in the
community or in the schools, yes there are government resources, but what
other resources and learning materials are being used? Make sure it is a mixture
(Ministry of Education, Seychelles).

The concept of contextualisation of sustainable development principles is again
seen as a crucial factor at the level of schools, with many of the implementing partners
defining ESD itself as a process of linking their learning at school to their own environ-
mental contexts. This reinforces concepts of sustainable citizenship and Lotz-Sisitkaís
ëLearning as connectioní model of quality education (2013).

It will bring the change because the students will have the capacity to link
their curriculum learning in schools with the physical environment surrounding
them and the community (NGO, Zanzibar).

Dimension Two ñ ëLearning Environmentsí

Several implementing partners described a process whereby development of know-
ledge taking place within the formal curriculum is contextualised via the testing of
ideas, and the learning of practical skills and everyday behaviours which address priority
challenges in the school grounds and the surrounding area. Therefore, according to this
study the second dimension of ESD which is ëLearning Environmentsí is both a pedag-
ogical dimension and a practical one.

The implementing partners emphasised the benefits of learning outside the class-
room, and engagement with real-life challenges at school level. Description of pedagogies
which were consistent with place-based (Gruenewald & Smith, 2008), problem-based
learning (Wals & Nolan, 2012), and sustainable citizenship (Huckle, 2014) encourage
students to consider the social and ecological wellbeing of the places they inhabit, and
their roles in shaping and nurturing them (Huckle & Wals, 2015, 495). Most people
emphasised that development of the practical projects and activities are an important
part of the learning process, and lead towards a sense of ownership and responsibility.
Again, it is believed that these projects should be led by the students themselves:
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It is preferable that they take a bottom up approach and they have more
sense of belonging. It is better if the students themselves do the research to
understand the immediate environment they are in, in the school, in the village,
around the school and try to see what problems they are facing in terms of
water, air, cleanliness, then do more research on the problem, try to involve
the community to help them, try to involve other stakeholders, or maybe
companies set up around the school to help improve the state of the village
and the school (Ministry of Education, Mauritius).

It was generally accepted that for the ESD to be successful, the whole school must
be aware of the programme, contributing to the success of school-based projects and
adopting the new behaviours and skills in line with the priority challenges. This also has
implications for issues of gender and participation, as explained in Seychelles:

Looking at individuals as an active contributor, an active participant, not
because Iím a girl or Iím a boy, not because of cultural constraint. Itís not
only boys who are allowed to dig a hole and plant, or only girls who are
allowed to collect fruits or collect water, but looking at all individuals as
having the same rights and be given equal opportunity to also play an active
role toward making the school a bit more sustainable, and at the same time
moving this back into the community (Ministry of Education, Seychelles).

There was a lot of consistency within participant responses around the need for
multiple stakeholders and community members to be involved as an integral part of
ESD programmes. For the success of the programme, all implementing partners agreed
that external partnerships and engagement of local individuals, experts, tradespeople,
community elders can bring skills and knowledge to support real-life problems facing
schools.

We need to work on more representatives to build cooperation with the prog-
ramme and to unite the school and the local leaders and the communities to
sustain this programme (NGO, Zanzibar).

The positive action inevitably leads to visible improvements in the physical appear-
ance of the school. This was expressed very clearly as a desired outcome of the ESD
process. Initially, focus on the physical appearance of the school could suggest a more
instrumental view. However, it was justified in some interesting ways. For example,
improvement of school appearance was seen to be a sign of whole-school engagement,
and key to the achievement of the learning outcomes themselves in terms of creating a
psychological and valuative shift within the learning environment, and having fundam-
ental impacts to the way that education and learning as a whole are viewed, not only by
students, but by the whole institution.

In Comoros many students are not motivated to go to school because their
future is not bright. They donít see the point for life. If schools are more
attractive because of the quality of the land, the quality of the toilets, because
of the quality of the way they learn at school. My conclusion is that as the
students are involved, they start to see a way forward for the future, so it is
attractive for them to learn (NGO, Comoros).
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In addition, implementation of practical projects which address sustainable develop-
ment challenges on the school campus often have important benefits to the students in
terms of improved quality of life at school and general wellbeing. This may also have an
impact on attendance.

They should be autonomous in terms of food, when they have many partner-
ships they can survive even if there is problems, they can have sufficient food,
the children also can come into the school every day. There is less absence
and more results (NGO, Madagascar).

Dimension Three ñ ëSocietal Transformationí

The role of the wider community within the ESD process through Eco-Schools IO
is seen as vital at every level and every dimension of ESD. ESD is seen to play a key role
in uniting schools and communities on sustainable development issues, which can lead
to individual and collaborative action and transformation (Wals, 2007, p. 17). The
relationship with the community is a two-way process. Schools are seen as an important
part of the community, with a role and responsibility within the wellbeing of the village
or area surrounding it. A key role for ESD appears to be in supporting the development
of the relationships between schools and their surrounding communities.

Because actually, the school is an institution in an area, like a post office, the
school should contribute to the wellbeing of the village. The whole population
should be involved (NGO Comoros).

There was general agreement that for the process to be successful, the knowledge
and skills gained at school must move ultimately into action and tangible impacts in the
local area. One person challenged the question ëHow can we recognise these changes at
school level?í, saying they believe the change required is actually not in the schools.

At the end of the day the change we want to see is not in the school, it is out-
side the school, so the indicators that we want to build is not in the school.
There are things that happen the school, but if the change happens only inside
the school it is not sufficient (ISLANDS).

It is expected that as part of the ESD, there should be transference of the knowledge
and skills learned at school into the wider community. Several people mentioned the
important first step of students passing on their learning to family and friends, and one
person went on to speculate on a deeper educational role of engaging children who
donít attend school.

How can we move ëEco-Schoolsí into ëEco-Villageí? We have many children
who donít go to school, can we bring an eco-village where we give the opport-
unity to children who donít go to school a chance to discover a new way of
learning. To teach them to mind and also develop new tools for developing
proficiencies (NGO, Comoros).

There was also a clearly expressed need for schools to take part in wider collabor-
ations with multiple stakeholders to solve the real-world problems facing communities.
The views of the implementing partners are consistent with recent literature on collabor-
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ative and multi-disciplinary processes whereby people of various backgrounds and with
different values, perspectives, knowledge and experiences are brought together to co-
create solutions for adapting to complex ëwickedí sustainability problems (Wals et al.,
2009). In this sense, the central role of schools in introducing innovations which con-
tribute to local well-being is reinforced (Iliko et al., 2017).

Dimension Four ñ ëLearning Outcomesí

Focussing on educational outcomes of the pedagogical processes mentioned in
dimensions one to three provides an opportunity to shed some light on what might be
the desirable values and attitude changes, or ìnew kind of thinkingî (Wals, 2007, p. 17)
which leads to the kinds of transformation being called for.

Several interviewees describe the deeper processes of ëSocial Learningí, referring to
learning that occurs through processes of discussion, debate and eventually resolution,
when different perspectives meet (Wals et al., 2009). Two of the implementing partners
specifically mentioned conflict, corresponding with what Wals describes as the role of
ëdissonanceí in meaningful learning for social change (Peters & Wals, 2016).

Conflict is quite normal because we need to understand what is running in
the background of the minds of the people, they can share what they feel and
unless we come together and argue about issues and come to a consensus,
then we wonít be able to achieve what we want to achieve in terms of national
or international policies (Ministry of Education, Seychelles).

Although there was little use of the term ëcritical thinkingí, the concept was implicit
within much of the discussion around transformative ESD processes. When it was specif-
ically mentioned, the implementing partners emphasised that critical thinking must be
combined with an ability to also voice their critique and act upon it. This compliments
views on critical reflection and action (Mezirow, 1990; Finlay, 2008; Huckle, 2014)
and aligns with notions of agency (Lotz-Sisitka, 2016).

People always say that we should think critically but no its not enough to
think critically, you have to voice your critique and act upon it. Itís an indicator
to the level of involvement of students in the process. Are they being fed some-
thing or are they actually participating in the process? (FEE).

Although the concept of citizenship was also not often mentioned by name, the
processes described by the implementing partners, whereby critical reflection and action
(Huckle, 2014) are applied to real-world situations, and skills developed to address the
problems being faced by society, are believed to be an essential aspect of education for
citizenship (Jeevanantham, 2005).

They have to change their manners of thinking about how to use resources, to
have a good livelihood, to have a good developing economical system in the
family (NGO, Madagascar).

While the implied pedagogy of Eco-Schools IO defined by the implementing partnersí
complements concepts of empowerment (Medel-Anonuevo, 1993; Page & Czuba, 1999),
surprisingly little mention was made of empowerment itself, the actual word being used
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only once during the interviews. The interviews also provided little evidence of a deeper
critical view on global economic and political systems (Huckle, 1993), and no particular
sense that the learning should be disruptive at political and structural levels (Peters &
Wals, 2016).

How Can Transformative Change Be Recognised?

This study has identified that the Eco-Schools IO implementing partners believe
that transformative change is required for delivery of sustainable development targets
through education. The final aim of this research project was to illuminate some signs
which may be common in schools which are showing progress towards transformative
change, in order to propose some possible indicators which might be used during ESD
evaluation. Discussion with implementing partners during interviews helped to determine
the scope for this question. It was decided to seek only to understand and identify the
elements that might be recognisable during evaluation, rather than propose any quantifi-
able scale. Therefore, the following sections present recognisable changes as indicators,
or more accurately ëprogress descriptorsí (Scott, 2013), as a way of gaining an under-
standing of progress made in ESD.

Perceptions of Change (Indicator One ñ Learning Content and Pedagogy)

Most of the implementing partners made reference to the need to see transformation
in the mindset of students and communities, and in particular, to identify positive attitudes
towards the role of Eco-Schools IO in building agency to address critical challenges.
The term ëseeing the benefitsí came up with surprising regularity in relation to the ability
of students, teachers and community members to articulate the importance of ESD. This
study proposes that ongoing evaluation can be carried out through participatory dialogues
and ëmost significant changeí type stories (Davies & Dart, 2005) in which members of
the school community articulate what might be called their ëPerceptions of changeí
during the course of programme implementation. This area of evaluation will help to
identify transformative change primarily within the ëLearning Content and Pedagogyí
Dimension of ESD.

Indicator 1(a) Students Can ëSee the Benefitsí

Several people recommended providing opportunities for students to articulate their
challenges and the processes behind their school projects in order to identify if the
programme has been inclusive and participatory, and to allow the students to demonstrate
knowledge and critical reflection on local challenges. If it is clear that they have taken
responsibility for the design and implementation themselves, the existence of an emancip-
atory, ëbottom-upí approach, sustainable citizenship and agency is suggested. If the
students can describe the changes they have seen during the course of the programme
and how these changes may have benefitted the school or community, it will help us to
recognise if the learning has been transformative.
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Indicator 1(b) Teachers Can ëSee the Benefitsí

Several people mentioned the importance of seeing transformation within the attitudes
of the teachers. For example, do teachers from several different subjects understand the
challenges being faced by their school and community, and believe in the potential
benefits of emancipatory, bottom-up, and collaborative educational approaches to
address these challenges? At the same time, do they also see the benefits of adapting
teaching methods, providing a mixture of sources and incorporating place-based
approaches and cultural knowledge to contextualise sustainable development concepts
and add interest to existing curriculum subjects?

Indicator 1(c) Parents and Other Community Members ëSee the Benefitsí

The implementing partners believe that the learning in schools should involve and
impact the wider school community. Evaluation which engages parents, non-teaching
staff and community members around the school will help to identify how successful
the school has been in bringing the community onboard and creating change in the local
area. If parents and community members can see the benefits of the programme and can
articulate some of the changes they have seen, it demonstrates that the wider community
are aware of the programme and wider change has taken place. If the community members
have been involved in the learning content or the practical projects, it may also reveal
the existence of collaborative problem solving and transformative social learning,
suggesting recognition of the beneficial role that schools and communities can play in
addressing sustainable development challenges.

There Have Been Physical Improvements to the School Grounds (Indicator Two ñ
Learning Environments)

The improvement of the school grounds is possibly the most obvious sign of progress
with ESD. The whole school community should be working together to manage resources
inside the school, and showing some innovation in the addressing of the schoolsí particular
challenges. Rather than an evaluation of the environmental impacts themselves, which
implies ESD 1 or single-loop learning (Huckle, 2014; Sterling, 2003; Vare & Scott,
2007; Medel-Anonuevo, 1993), a clean environment, evidence of renovation, sanitation
and green spaces in the school are seen as important indications of educational transform-
ation, including whole-school and community engagement, place-based learning, sustain-
able citizenship and agency. Although not exclusively, change in this area closely links
to the ëLearning environmentsí dimension of ESD.

There Have Been Physical Improvements in the Wider Community (Indicator Three ñ
Societal Transformation)

Most implementing partners gave a strong sense that the ESD process in not complete
without eventually impacting the wider community around the school. By observing
the state of the local area, it is possible to see if the ESD programme has reached the
community, either through transference of learning, involvement of the students in real-
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world local challenges, collaborative problem solving involving community members,
social learning or societal transformation.

There are Improvements to School Attendance Records Over Time (Indicator Four ñ
Learning Outcomes)

The implementing partners mainly discussed qualitative evaluation, emphasising
observation and listening to people in schools. However, the number of people who
mentioned the potential of the ESD outcomes to positively affect school attendance,
suggests that it would be valuable to track this over time as a quantitative indicator of
transformation within schools, communities and educational systems.

Discussion and Reflexivity on Results

Despite the real and urgent challenges under which ESD professionals are working,
the ideology and theory behind ESD processes and outcomes described appears to entail
a shift within mainstream education towards bottom-up processes which involve discourse
and critical reflection, and action based on this. ESD itself is seen as primarily a process
of connecting and contextualising learning and knowledge to the real environments
and communities in which they are based. Using place-based education and engagement
with local sources to increase abilities of critical reflection and action on local challenges.
This resonates with models such as ëLearning as connectioní (Lotz-Sisitka, 2013), and
reinforces the widespread movement towards multi-disciplinary approaches, which were
a major theme throughout all interviews. The Eco-Schools Indian Ocean programme is
seen to have a clear role to play in uniting schools and their local communities and
building of collective competences. The collaborations form a two-way process which
result in improved pedagogies and learning outcomes, development and transference of
critical skills, and ultimately, practical improvements to conditions in the schools and
local communities. Nevertheless, there was strong emphasis on formal curriculum learning
and research, supporting Sterlingís view that the use of behaviouralist resources can be
legitimised (Sterling, 2010) and still consistent with an emancipatory approach if all
information is viewed critically, and conclusions drawn based on assimilation of given
facts, community perspectives and the studentsí own knowledge. The conclusion of this
study is that Eco-Schools Indian Ocean is theoretically capable of delivering emancipatory
and transformative change consistent with contemporary ESD theory, and therefore it
provides an appropriate framework for delivery of international strategies such as the
SDG 4.7 and the GAP.

Implications for Practice

The transformative and emancipatory paradigm revealed within this research has
implications for ESD policy and practice in the Western Indian Ocean region. Future
development of ESD materials for the GAP or SDG 4.7 should avoid expert driven
behaviourist approaches, in favour of community-based, collaborative approaches,
allowing for ëbottom-upí methods of knowledge generation, leading to social learning
and action. If expert-driven information is required, it should be provided within a
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framework such as Eco-Schools which encourages critical reflection and integration
with other forms of knowledge.

The explanations given during the interviews with the implementing partners offer
insight to how the kinds of transformative change required might be recognisable in
action within schools and communities on the ground, including stakeholdersí ëPercep-
tions of Changeí, physical changes both inside and outside schools, and school attendance
records. Future testing of these proposed indicators during collaborative research may
provide practical evidence to support these findings.
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