Education for Sustainability and Ecological Citizenship in Europe: a challenge for teacher education in the 21st Century

John Huckle

My talk this evening links together the Congress’ themes of teacher education and environmental education using the focus of education for European citizenship. It argues that as environmental education shifts its focus from nature and the environment to sustainable development, it should become more concerned with governance and more closely linked to citizenship education. Such reform of environmental education has implications for the content and pedagogy of teacher education and I will outline the key elements of a curriculum designed to equip teachers to educate European and ecological citizens. Finally I will examine the prospects for such a curriculum in England where the school curriculum and teacher education continue to be reformed.

Governance

The primary challenge facing humanity at the start of the 21st century is to mobilise the power of the people to shape a more democratic, secure and sustainable future. The key to such mobilisation is  governance, a process described the Commission on Global Governance as:

. . . the sum of the many ways individuals and institutions, public and private, manage their common affairs. It is a continuing process, through which conflicting or diverse interests may be accommodated and co-operative action may be taken. It includes formal institutions and regimes empowered to enforce compliance, as well as informal arrangements that people and institutions either have agreed to or perceive to be in their interest. (CGG, 1995, p.2)

Governance operates at all levels from the local to the global and its agents include not only governments and intergovernmental institutions, but also non-governmental organisations, workers’ and citizens’ movements, multinational corporations, and the mass media. A wide range of actors are involved in any one area of governance and the widening and deepening of globalisation, together with the growth of organisations and institutions seeking to shape its processes and outcomes, makes effective global governance a key priority. This would take an integrated  and systemic approach to issues; build on effective decision-making at local, national and regional levels; and develop networks of institutions and processes that enable global actors to develop joint policies and practices on issues of common concern. Governance makes use of markets and market instruments as well as laws, regulations and planning. Its mechanisms should be inclusive, participatory and democratic with principles such as subsidiarity allowing decisions to be taken as close as possible to the level at which they can be effectively implemented. Governance subjects the rule of arbitrary power (economic, political, cultural or military) to the rule of law and improves the capacity for the peaceful resolution of disputes. 

The European Union is important as a regional system of governance that prefigures a wider system of global governance.

The European Commission is Europe’s executive directorate; the European Parliament its emerging parliamentary critic and legislature; and the European Council, the decision-making forum for nation states, the overarching fountainhead of political and executive power. It is a constitutional structure with palpable weaknesses, but it is the framework of a political constitution for Europe that allows more than collaboration between nation-states. It is a nascent system of continent-wide cosmopolitan governance with mechanisms for proper democratic accountability and continental citizenship. It is crucially important that the European project succeeds, both in its own terms and as a forerunner of what must eventually be attempted globally. (Hutton & Giddens, 2001, p. 223)

The EU has developed from an interstate bargain to a multidimensional quasi-federal polity (Sandholtz & Sweet, 1998). Increased supranational governance is driven primarily by increased flows across borders in what Castell’s terms network society (Castells, 2001) and results in an increase in the influence of EC organisations of policymaking processes and outcomes; EC rules achieving higher degrees of clarity and formalisation; and more transnational actors (businesses, NGOs, knowledge based elites) with greater influence. Capital has most to gain from closer European integration and there are continuing battles between neoliberals, social democrats and others over the form and extent of social and environments rights for workers and citizens. Integration is uneven but the environment is one area where there has been a significant shift from intergovernmental to supranational decision making. 

The links between European governance, citizenship, and sustainable development will now be examined.

European Governance and Sustainable Development

In a speech to the European Parliament in February 2000 Romano Prodi, the then President of the European Commission, urged the reform of European governance and launched a process that is to lead to a White Paper on the topic (Prodi, 2000). He claimed that continued economic and political integration was transforming the EU into a world power capable of meeting the challenges of globalisation, but that many Europeans were disillusioned and apathetic as far as European institutions were concerned. Europe had not delivered full employment, social inclusion, safe food and a healthy environment; there was fear of an extended and more open Europe; and a loss of faith in policy makers to steer Europe to a brighter future. There was an urgent need for a new model of continental governance, based on democracy, freedom and solidarity, that could ‘mainstream’ such issues as the environment, increase citizens’ participation through more radical decentralisation of decision-making, and restore citizens’ support by closing the gap between EU rhetoric and reality.

After noting that there is probably no single government or other association of states with such a strong ‘constitutional’ commitment to sustainable development as that expressed in articles 2 and 6 of the Amsterdam Treaty, the European Consultative Forum on the Environment and Sustainable Development suggests that the forthcoming EU Strategy for Sustainable Development should be regarded a test case for good governance (ECFESD, 2000). It will reveal whether or not the Commission is able to develop mechanisms and institutions to integrate economic, social and ecological Community targets, timetables, indicators and monitoring schemes, in ways that are effective, transparent and democratic. The Forum proposes a Sustainability Council and ombudsmen for Europe and recommends that the White Paper on governance should describe the participatory institutions that will deliver sustainable development in Europe and link such development to other global initiatives. The White Paper on European Governance and the Strategy for Sustainable Development are due later this year.

Meanwhile The EU’s sixth Environmental Action Plan (http://www.europa.eu.int/comm/environment ) has been published and firmly locates environmental policy in the context of sustainable development. It sets out environmental objectives and targets, outlines instruments of policy, and seeks greater integration of the environment with other policy areas through improved governance. Its five priority areas include finding new ways of working closer with markets via businesses and consumers, and empowering people as private citizens and helping them change behaviour. NGOs are recognised as playing a key role in channelling the views of the ‘person in the street’ to decision makers, participating in expert or technical groups and monitoring the implementation of legislation.

Problems of realising sustainable development in Europe

Before becoming too optimistic about the prospects of good governance and sustainable development in Europe, we should pause to consider some of the problems listed by the Second Western European Roundtable of National Councils for Sustainable Development (WERNCSD, 1998). It observed that monetary integration had imposed a form of structural adjustment on European economies, forcing massive budgetary cuts in the social and environmental sectors. Economic growth and competitiveness continued to take priority over ecological and social sustainability, there was little recognition of the ‘win-win’ scenario of ecological modernisation, and little evidence of sustainable development providing an overarching framework guiding economic and fiscal policy in member states. Unsustainable forms of production and development were still heavily subsidised, there was inadequate use of innovative economic instruments such as ecological tax reform, and too few incentives to promote sustainability.

A further problem noted by the Roundtable was that of communication. The message and imperative of sustainable development had not been effectively communicated to key actors and the public at large. Levels of public awareness and debate remained low and meant that citizens were less likely to support policy makers and politicians making difficult decisions in support of sustainable development. While public understanding and commitment were generally low, the private sector was increasingly active. Companies often used the language of sustainable development to support policies of corporate responsibility that amounted to little more than public relations.

While the Roundtable perceived the problem as one of communication rather than education, it can be argued that environmental education (EE) in Europe, as supported by the EU, contributes to the problems of realising sustainable development. While there are strong European mandates supporting EE these are not binding on member states. Over 6 million ECUs were spent supporting over 100 EE projects between 1993-97 but the majority of these focussed on the science of environmental management and pollution control and/or the development of sound environmental attitudes and behaviour. EE in Europe has been slow to shift its focus to sustainability and governance, incorporate the social sciences and social education, and engage with community development. The background paper for a recent conference to review progress (Hesselink & van Kempen, 1999) suggests there is value in European projects and networks but mentions limited awareness of these, lack of overall strategy and political backup, and continuing confusion regarding the purposes and content of EE. Participants sought clarification of the concept of education for sustainable development, indicators of good practice, and more active management of networks using the internet.

Teacher education for sustainability and ecological citizenship

The problems just cited and others remind us that Europe has not yet developed forms of governance and environmental education that promote sustainable development. Concentrations of economic, political and cultural power in capitalist society generally act against the majority interest in sustainable development and any realistic form of education for sustainability will need to critically examine the limits to the ‘greening of capitalism’. Such activity should be part of a reformed and revitalised citizenship education in Europe’s schools that allows future citizens to begin to reflect and act on different models of democracy and governance and their potential to balance the rights and responsibilities of workers, consumers, the ecosystem, and future generations, against the rights and responsibilities of private corporations, and states at local, national and regional levels. Modern systems of education designed to further the economic and political interests of nation states must now become postmodern systems that incorporate education for European and global governance and citizenship (Davies, 1998, Green 1997, Lynch, 1992, Steiner, 1996). 

Pre-service and in-service courses of professional development to enable teachers to make an effective contribution to such citizenship education and so promote sustainability in Europe would ideally contain the following elements;

1. History of education. Teachers should understand European educational systems as the products of Enlightenment and modernity, designed to promote economic development, nationalism, and social cohesion. Modernisation has so far failed to deliver on its promises of equality, democracy and freedom, and schooling continues to reproduce unequal and exploitative social and environmental relations. Courses should critically examine past school curricula and teaching materials to reveal representations of these relations that legitimated or masked oppressive relations between people and between people and the rest of nature. They should explore how such ideology contributed to unsustainable development under different forms of industrial capitalism and state socialism. They should also examine progressive and radical curricula and materials that sought to promote social justice, popular democracy, and the conservation of those forms of nature that sustain ordinary people’s well-being (Gilbert, 1984, Wright, 1989). 
2. Philosophy of education. Modernity resulted in the separation of nature and society and academic divisions of labour that are ill suited to education for sustainability. Teachers should be introduced to the roles of modern science, positivism and  instrumental rationality, in promoting unsustainable development. They should understand the ways in which new physical and life sciences support such philosophies as dialectical materialism, systems analysis, critical realism, and constructive postmodernism, that have the potential to integrate the physical, biological and social worlds in a comprehensive explanatory framework. Courses should provide opportunities to apply these philosophies to curriculum design in ways that integrate contributions from the natural and social sciences (school subjects) and link academic knowledge with people’s everyday local or popular knowledge. Such reconstruction of  curriculum knowledge can overcome people’s alienation from nature and help them to reconstruct nature in more sustainable ways (Lyon, 1999, Dickens, 1996, Huckle, 1993).

3. Sociology of education. Teachers should explore how environmental education draws selectively from mainstream and critical social theories of the environment that either accept or deny the social construction of nature. While much environmental education is reformist or idealist, supporting weak sustainability or the ‘greening of capitalism’, a combination of critical theories of the environment and education informs environmental education as education for sustainability, allowing critical consideration of radical social and environmental alternatives.  Particularly significant amongst such critical theories are those of reflexive modernisation, ecological citizenship, post-industrial socialism, and critical education in the ‘information age’ (Barry, 1999, Fien, 1993, Goldblatt, 1996, Huckle & Sterling, 1996, Plant, 1998)
Reflexive modernisation (McGuigan, 1999) results in risk and uncertainty becoming central features of contemporary life and culture. Nature begins to take its revenge on society (eg. climate change, BSE or ‘mad cow disease’); social life becomes increasingly de-collectivised and individualised; science is delegitimised; there is a loss of trust in existing regulatory mechanisms; and the motor of social change shifts from instrumental rationality (reflection) to risk management as citizens become more aware of the fallibility of knowledge and the unintended consequences of modern social practices (reflexivity). In ‘risk society’ life and identity politics assume greater significance and there are calls for ecological citizenship that extends rights to future generations and other members of the biotic community. 

Ecological democracy (Dryzek, 1996) should be part of cosmopolitan democracy (Held, 1995)  or a system of global governance. Post-industrial socialists (Little,1998) suggest that in such a democracy, co-ordinated popular planning and regulation across all levels and sites of power could allow new and rediscovered technologies to liberate the whole of human and non-human nature. Reduced working hours in the formal sector; a guaranteed income for all; more free time for self development and community service; reduced consumption; greater self-determination; and real choice are some of claimed benefits of post-industrial socialism. Based on a philosophy of self-limitation that recognises ecological limits, it requires us to rethink modern notions of efficiency; reshape our needs, aspirations and narratives; and realise new kinds of wealth in selective slowness, more localised economies; and the reconstruction of public spheres. Post-industrial socialism suggests that new economies of time and nature, and new forms of welfare and citizenship, hold the key to more sustainable futures in Europe. 

4. Cultural studies and educational psychology.  Informational capitalism and processes of reflexive modernisation offer us a vast array of cultural products and retool our brains. The powers behind branded clothing, cosmetics, fast food, computer software, and the entertainment and leisure industries, reshape young people’s desires and identities while global flows of information, signs and symbols encourage their brains to think fast, make connections, and value the emotional life of the heart more than the rational life of the mind (Klein, 2000). Signs and symbols of nature and the environment pervade popular and youth culture and environmental education should develop critical cultural and media literacy. Courses in educational psychology should enable teachers to develop curricula that take account of children’s multiple identities and desires, research findings from environmental psychology, and theories of holistic learning based on new understanding of the brain and multiple intelligences.
5. Political and Citizenship Education. Clearly teachers should have a theoretical and practical understanding of those institutions and processes that regulate relations between people and between people and the rest of nature. They should understand the potential and limits of the powers of local and national governments and supra-national institutions to plan and regulate economic, political and cultural life and should critically explore the limits to democracy in European nation states and the European Community. They should consider the ideas and strategies that motivate private corporations, political parties, and workers’ and citizens’ movements within civil society; recognise the links between anti-corporate and anti-capitalist protest and arguments for global governance; and consider theoretical models of what such governance might entail. Such political education would also introduce theories of educational and environmental policy making in an age of globalisation (Burbules & Torres, 2000, Connelly & Smith, 1999). 

Teachers should be able to make concepts and ideas from social and political theory and environmental politics accessible to their pupils through inquiry into such issues as: the European enlargement and the Sixth Environmental Action Plan, Jaques Delors’ new model for development in Europe (Delors, 1997), the Packaging Directive, or Oskar Lafontaine’s resignation as German Finance Minister.
6. Critical pedagogy.  Cosmopolitan democracy is based on the principle of autonomy: that the world’s people should be free and equal in the determination of the conditions of their own lives, so long as they do not deploy this framework to negate the rights of others. People should be educated to exercise such freedom and critical pedagogy allows them to develop more realistic or ‘truthful’ understandings of themselves and the world by submitting ideas to rational argument and contestation in situations of free and equal dialogue, informed by critical theory and the practical application of the ideas. Education for sustainability has developed a wide range of experiential activities to promote critical inquiry and teachers should develop the skills to use these in the classroom and local community. Postmodern challenges to modern science and grand narratives necessitate a revision of critical pedagogy to accommodate postmodern sensitivities to subjectivity, local voices and difference, and in this respect environmental educators can learn from the new procedures being used by environmental planners to democratise environmental knowledge production and decision making. Postmodern pedagogy also recognises that the conditions of knowledge production are changing and that such technologies as the internet promise to become critical socialising agencies redefining both the meaning and locations of pedagogy (Castells et al, 1999, Hartley, 1997). Courses in information and communications technology clearly have a contribution to make to critical environmental literacy.
7. Action research. Finally, it is important that teachers acquire skills in critical action research to they can close theory/practice gaps between what they claim to be doing and what they are actually doing, and between what they would ideally like to do and what they can realistically do in a given school and context (Williams, 1996). Such research should enable them to help make the school a more sustainable institution and link it with sustainability initiatives in the local community and beyond.
New Labour’s environmental and educational policies

The United Kingdom is a multinational state with rather different policies and frameworks for school curricula and teacher education in Scotland, Wales, Northern Ireland and England. I will focus on England where the Labour Government’s educational reforms bring both opportunities and constraints for education for sustainability. These reforms should be seen in the context of new Labour’s ‘third way’, an attempt by the Labour Party to reinvent itself and appeal to the centre ground by claiming to combine neoliberalism’s commitment to free markets with social democracy’s commitment to social welfare. Some regard this combination as impossible and suggest; 

Talk of a Third Way is a cloak designed to conceal the takeover of the institutions and defences of Labour by Capital, that is already far advanced in Britain. (Coates & Brown, 2001, p. 20)
Nick Cohen who has written of this takeover (Cohen, 1999) is scathing of new Labour’s first term:

At the end of its first term, new Labour is pushing privatisation into the National Health Service, state schools and the London Underground . . . . . Despite having enormous good fortune to rule at a time of peace and plenty, Tony Blair has presided over a widening of the gulf between rich and poor . . . Foreign policy has remained subservient to the United States. The most basic liberties – the right to protest without being classified as a terrorist, the right to trial by jury – have been, or are being undermined. Blairism is Thatcherism with a simper on its face. (Cohen, 2001, p. 33)

New Labour’s supporters would cite its record on such issues as devolution, third world debt relief, the minimum wage, and the Human Rights Act, to rebuff such claims but for all its media management or ‘spin’ the Government remains unable to reconcile the needs of capital and markets with those of people and the environment. It has a sustainable development strategy, a Sustainable Development Commission, Green Ministers in each government department, but despite encouragement from Europe, a deep mistrust of radical environmentalism has delayed its adoption of ecological modernisation (Jacobs, 1999). Many local governments and communities have developed Local Agenda 21s but the Government has been reluctant to provide them with the power and resources to take real control of their environments and futures. 

New Labour claims that education is at the heart of its policy. Since it is reluctant to defend people, communities and the environment with planning, regulation, public ownership, and the redistribution of wealth, it offers education as a means whereby people can defend themselves, become involved in community self-help, and acquire more environmentally responsible forms of behaviour. Its main agenda is to continue the restructuring of state education begun by the Conservatives that makes schooling more responsive to the economic and cultural requirements of global capital. Basic skills in numeracy, literacy and information and communications technology lie at the heart of the national curriculum; pupils and schools are increasingly required to compete against one another; and the private sector is given a ‘partnership’ role in the management of schools as services previously provided by local government are increasingly privatised. Such neoliberal policies are however tempered by others that stem partly from, and have some potential to revive, social democracy.

Education for Sustainable Development and Citizenship
The review of the national curriculum that the Government initiated on coming to office took account of its international obligations in the field of the environment, and its concerns about social fragmentation in postmodern times. In 1998 it set up an expert panel (for England) to consider the provision of education for sustainable development (ESD) in all sectors of formal and informal education. One of the definitions of ESD in the panel’s report clearly links it with governance:

Education for sustainable development enables people to develop the knowledge, values and skills to participate in decisions about the ways we do things individually and collectively, both locally and globally, that will improve the quality of life now without damaging the planet for the future.

(Sterling, 1998, p. 3)
The Panel suggested how ESD should be delivered across the school curriculum with subjects developing aspects of the values, skills and knowledge associated with seven key concepts (interdependence, citizenship and stewardship, needs and rights of future generations, diversity, quality of life, sustainable change, uncertainty and precaution in action) at each key stage. Curriculum 2000, (the revised national curriculum) subsequently ignored the detail of the panel’s recommendations but did gave geography the major responsibility for ESD. Geography lessons are to develop pupils’ understanding of sustainable development within all key stages and the introduction of citizenship education into the national curriculum from 2002 provides further opportunities. 

Crawford (1998) links the Government’s decision to introduce citizenship education to a legitimation crisis stemming from economic and technological globalisation that threatens the power of the nation states. In an era of reflexive modernisation certainty, authority, confidence and predictability give way to uncertainty, contestation, anxiety, and risk. Politicians like Romano Prodi and Tony Blair see traditional norms, values and roles being further undermined as citizens become more alienated from conventional politics, more cynical about politicians, and less prepared to engage in those activities that sustains civil society and liberal democracy. Citizenship education is being introduced as part of Curriculum 2000 in an attempt to revive the legitimacy of the state, instill civic virtue, and foster a more active democracy. The associated programmes of study and guidance (Figure 1) offer new opportunities for teaching about governance and ecological citizenship in Europe and beyond. Environment and development NGOs have been active in lobbying for these opportunities and providing resources that encourage teachers to realise them (eg. Hicks, 2001, Oxfam, 1997).

Teacher education for citizenship

As yet it is unclear who will teach citizenship education in schools. In both primary and secondary schools it is being linked to new frameworks for personal, social and health education and to a new national standard for ‘healthy schools’. Specialists in history, geography and languages are most likely to find themselves teaching citizenship although new pre-service and in-service courses will gradually develop new specialists in the area. Whether specialists or non-specialists, all teachers of citizenship 


should be mediators of knowledge and cultural critics (Mason, 2000) educated in the seven elements outlined above, and able to critically assess the value and limits of current forms of governance and the merits of alternatives that may be more effective in delivering sustainable development. 

Recent reform of teacher education in England has made it more difficult to include the elements I have listed. The restructuring of education has largely been justified in terms of low standards and poor teaching in schools and the Teaching Training Agency has taken much control of course content and funding away from university departments of education. Young (1998) identifies four themes in recent teacher education policy:

· The shift away from courses based on educational disciplines to courses based on the effective delivery of national curriculum subjects. (Teachers are denied access to educational and social theory that is no longer regarded as an adequate foundation for practice.)

· The shift away from university based to school based approaches to give more attention to subject based pedagogy and less to theory. (Teachers have less time to read and reflect on alternatives to dominant forms of curriculum practice.)

· The emergence of more centralised forms of accountability involving a national curriculum for teacher education, tests in basic skills, more inspection of departments of education, and establishment of a General Teaching Council. (Teachers and universities have less autonomy to develop their own theory and practice.)

· The head teachers and governors of schools are given new powers to shape the professional development of their teachers. Courses of continuing professional development become more focussed on the short term needs of schools rather than the long term professional needs of teachers. (Courses on such topics as ESD are rare and teachers find it difficult to obtain financial support for such courses.)

Young continues by suggesting that together these themes amount to a technocratic modernisation of teacher education that places too much faith in modern knowledge, information and communication technology, management models from business, and competency in a narrow range of skills. It mistakes the nature of globalisation and contemporary social change and a more critical reading of these should lead to a reflexive modernisation based on postmodern knowledge, new kinds of social learning, and new kinds of partnership and feedback between teachers, pupils, parents, universities, local communities, and government. Teacher education for the 21st Century should pay attention to learning how to learn using both theoretical and practical knowledge; the integration of curriculum knowledge informed by educational disciplines; partnerships between schools, communities and universities to foster community development based on action research; and new forms of teacher accountability and responsibility that echo new approaches to decision-making and risk management.

Widening teachers’ horizons

Young’s advocacy of the reflexive modernisation of teacher education finds many echoes in my proposals regarding teacher education for sustainability and ecological citizenship in Europe.  The Teacher Training Agency is currently considering guidance on citizenship education and it will be interesting to see how this addresses or avoids the contradictions in Government policy. Teachers and teacher educators in England are currently demoralised, undervalued, overworked, and restive. Properly handled the introduction of citizenship education could serve to widen their intellectual, professional and geographical  horizons; foster solidarity with others who are deskilled as a result of globalisation; and lead to recognition of Europe as an emerging model of governance that could ensure more sustainable futures. Teacher education in Europe in the 21st Century can help to promote sustainability but only if pays more attention to the kinds of governance and citizenship education I have attempted to outline.
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Figure 1





Citizenship Education





Citizenship gives pupils the knowledge, skills and understanding to play an effective role in society at local, national and international levels. It helps them to become informed, thoughtful and responsible citizens who are aware of their duties and rights. It promotes their spiritual, moral, social and cultural development, making them more self-confident and responsible both in and beyond the classroom. It encourages pupils to play a helpful part in the life of their schools, neighbourhoods, communities and the wider world. It also teaches them about our economy and democratic institutions and values; encourages respect for different national, religious and ethnic identities; and develops pupils' ability to reflect on issues and take part in discussions.


Citizenship at Key Stages 3 & 4, Initial Guidance for Schools, QCA, 2000





Education for citizenship at key stages 1 to 4, comprises three interrelated strands.


Social and moral responsibility. Pupils learning from the very beginning self-confidence and socially and morally responsible behaviour both in and beyond the classroom, towards those in authority and towards each other.


Community involvement. Pupils learning how to become helpfully involved in the life and concerns of their neighbourhood and communities, including learning through community involvement and service.


Political literacy. Pupils learning about the institutions, issues, problems and practices of our democracy and how citizens can make themselves effective in public life, locally, regionally and nationally through skills and values as well as knowledge – this can be termed political literacy, which encompasses more than political knowledge alone.


(Education for citizenship and the teaching of democracy in schools, 1998)





Extracts from the Programmes of Study for Citizenship at Key Stages 3 and 4





At Key Stage 3 (11 – 14 years) pupils should be taught about:


i) the world as a global community, and the political, economic, environmental and social implications of this, and the role of the European Union, the Commonwealth and the United Nations.


At Key Stage 4 (14 – 16 years)pupils should be taught about:


f) the opportunities for individuals and voluntary groups to bring about social change locally, nationally, in Europe and internationally


i) the United Kingdom's relations in Europe, including the European Union, and relations with the Commonwealth and the United Nations


j) the wider issues and challenges of global interdependence and responsibility, including sustainable development and Local Agenda 21.





http://www.nc.uk.net/
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