Acting Sustainably: encouraging and crediting student engagement in sustainable development

Jennifer A. Elliott, School of the Environment, University of Brighton.  November 2006.

‘Sustainable development, if it ever happens, will be a process in which everyone learns all the time.  Its cause is unlikely to be advanced by any group that simply asserts its right and authority to teach others without learning itself’ (Scott & Gough 2006: 301).

INTRODUCTION

This report presents the preliminary findings and an assessment of the process of engaging in a small research project carried out from October 2005 funded by the GEES Subject Centre as part of their initiative on Bringing the Real World into the GEES student learning experience.  

Finding ways to act more sustainably is very much part of the real world in which all citizens of the globe now live.  It is stated as a major policy goal of many of the institutions of contemporary society including Higher Education (HEFCE, 2005) and substantial guidance regarding better practice in this sector has become available in recent years (see, for example, White et al, 2004). The GEES disciplines are understood to be a ‘natural home’ for education for sustainable development (ESD) in terms of curricula and the Subject Centre has been active in establishing resources in this area since its establishment (Chalkley, 2006; Planet, 2002).  Addressing the sustainability agenda through the curriculum is argued to be the most important contribution that universities can make, yet is also consider to be the least developed (Martin & Jucker, 2005)

There is no blueprint for sustainable development (in any sector), however.  For example, Huckle (1983) was one of the first to differentiate between an education about the environment, through the environment and for the environment analysed on the basis of educational and environmental ideology.  Stephen Sterling, also has been prominent in arguing that a sustainable education requires a changed educational paradigm rather than ‘simply’ integrating sustainability into HE; ‘sustainability is not just another issue to be added to an overcrowded curriculum, but a gateway to a different view of curriculum, of pedagogy, of organisation change, of policy and particularly of ethos’ (2004: 50).

The project was formulated on an emerging ‘informal’ recognition within the School of the Environment (SOTE) at the University of Brighton (UoB) that whilst many areas of the current curricula engaged with ideas of sustainability, further embedding of sustainable development had the potential to enhance the quality of the learning experience of students such as within the Geography and Environmental Science programmes. It was considered that after a period of substantial restructuring of the School and of new course development (including the addition of a BA programme in Geography), it was time to consider more formally where, how and why sustainable development was within the curricula.  

In addition, the project aimed to develop new opportunities within the curricula focused on the real world practices of sustainable action, to provide students with practical experiences of applied research and reward (through crediting of voluntary activities) their own engagement in local sustainable and community development initiatives. In short, the aim was to enhance the transformative learning opportunities for students of SOTE which have been shown elsewhere to be effective means for  ESD (Haigh, 2006).  In particular, the intention was to work with the UoB’s Community University Partnership Programme (CUPP) that had some experience of crediting student voluntary actions within other Faculties of the University, towards developing these opportunities within SOTE.   

It was also considered that the project was particularly timely for the University of Brighton community in that it could advance the role of staff and students in engaging with the re-working of the existing Environmental Policy and discussions over the development of a new corporate plan, for example,  that were aspects of the current institutional context.  It was anticipated (and the Subject Centre supported this), that the activities of the project could lead to substantial learning on behalf of staff as much as students, an appropriate outcome given that the essential goal of both sustainable development and learning can be considered as ‘to help people build personal and social capacity so that they, as learners and social actors, are enabled to grapple with the issues and relate them to their own lives and work, while at the same time appreciating and empathising with the perspectives of other individuals and institutions whose social context and the issues they face may well be quite different’ (Scott & Gough, 2003: xv).

PROJECT ACTIVITIES

Initial steps:

The project leader (Jenny Elliott) and the Research Assistant to the project (Janey Bray) engaged in a series of meetings with known interested parties within SOTE and those with responsibility within the University particularly in area of student volunteering and community engagement.  A fairly unanimous view emerged that the project activities were worthwhile and needed.  These initial communications led to a working group being established (Jenny Elliott, Alison Tetteh, Pauline Ridley, Juliet Millican) to support the work within the SOTE but also to make similar investigations across the Brighton based Faculties.  The group was to report to the Pro-Vice chancellor, Academic Affairs (Stuart Laing). 

Interviews were also conducted with the Heads of Division within SOTE to identify whether sustainable development was considered to be an important part of the undergraduate programmes for which they were responsible, and to identify particular members of staff with teaching and research interests relating to ESD.  Through this stage, a key difference was established between those programmes subject to professional accreditation and those that were not.  For the Civil Engineers, for example, this translated into a very full and constrained curricula, but had also been the source of some preliminary mapping of a sustainability theme within their programme.  An established research area within the School concerning the development and practice of life cycle analyses of buildings, had led to taught optional modules within the Built Environment portfolio.  Within the geological sciences, sustainability was considered to be a relatively small part of the overall curricula, but with some obvious modules within which it was considered.  Within the Geography and Environmental Sciences area, several modules had been long-standing places in the programme where sustainable development was overtly studied, but ESD was not identified as part of the aims of these programmes.

The curricula audit:

An audit of modules currently available within teaching programmes of SOTE was conducted using module specifications held electronically.  Module specifications are written by module teams to a university template and guidance and are validated through UoB quality assurance structures.  They include identification of aims and learning outcomes, a 150 word account of core content, the learning and teaching and assessment methods and key learning resources associated with the module.  The tool used in audit (see Appendix 1) was developed by the working group and piloted on sample of modules within the geography area.

In short, a list of key ‘ESD’ words was developed through discussion, from which any module making reference to those words would be included in the full audit (see table 1).  Similarly, a number of ‘sustainability emphases’ shown in table 2 were identified that would be used to consider these identified modules (although recognising that these emphases were likely to be related and a number could be pursued through a module).  It was also considered important to try to differentiate the core ‘thrust’ of the module in terms of sustainable development literacy as shown in table 3.  Minor modifications to the tool were made on the basis of the piloting and then rolled out to include all SOTE modules (as well as many within the School of Engineering, within the Plumpton provision and in the School of Pharmacy and Biomolecular Sciences).

Table 1: Key ESD terms

Civil society

Citizenship

Community participation

Corporate social responsibility

Natural resource management

Environmental conservation

Environmental management

Energy conservation

Heritage management

Ecosystem 

Governance

Equity

Social justice

Impact assessment

Inequality/poverty

Green/greening

Sustainable

Table 2: Sustainability emphasis

Sustainable/sustainability

Ecological health/functioning (including biodiversity)

Global environmental issues (climate warming/ozone etc)

Delivering human needs currently

Local economic development

International development

Future requirements

Environmental management technique/tool

Social justice/equity (intra-generational concerns)

Social responsibility (on behalf of public or private organisations)

Citizenship (individual responsibilities to local/global people/environments) 

Governance (political concerns, stakeholder relationships)

Natural resources

Table 3: Educational emphasis

To gain knowledge about…

To acquire a useful skill/technique/tool to apply in real world…

To encourage adoption of a different value/attitude towards future/others…

Focus Groups:

Three focus group sessions were facilitated by the research assistant – one held external to the University with 9 members of the Student Environmental Group (the majority of whom were students on programmes from within SOTE but not exclusively); a group comprising students on Environmental, Geology and Geography programmes (all students were invited, 7 were interested to participate); and a group of  4 students of the BE courses (recruited from a large cohort of those studying an optional module on Alternative and Renewable Energy).  A common schedule for operationalising the focus groups was used towards the understanding shown in table 4.

Table 4: The guiding rationale of the focus groups

	Lines of investigation
	Underpinning interest

	The experience of students of the ESD curricula as currently provided


	Differences between staff and student intentions and outcomes?

Student expectations of courses being met?

Piece-meal or coherent ESD provision?

Ideas for improvement

	Student values in respect to sustainable development and source of these


	Role of formal and informal curricula?

Knowledge leading to changing values and behaviour?

	Student engagement in community and sustainable development beyond their courses
	Source of this ‘capital’?

Understanding barriers to extra-curricular activities

Supporting and extending these activities/links


FINDINGS.

Curricula audit

It was evident from the quantitative outcomes of the audit that there is currently a substantial provision within the Faculty of Science and Engineering in the area of ESD.  Whilst the areas of Chemistry and Engineering (save for the Product Design modules) are excluded because of the relative absence of ESD (as attested through this method), Table 5 reveals that across the Faculty, 21% of modules supplied make some kind of reference to ESD, with the most extensive provision being identified within the Geography Division.  The subsequent analyses were confined to the four curricula areas where provision was greatest.  It should be noted that these areas do not necessarily correspond entirely to courses.  The Environmental Science programme, for example, will draw modules including from Geography and Biology, whereas most students of Geography programmes will experience only Geography modules.  The large number of Plumpton modules serve a host of different courses.  

Table 5: ESD in the Faculty of Science and Engineering curricula 

	Curricula area
	Numbers of modules included in audit
	Number encompassing ESD
	Percentage of modules encompassing ESD

	Geography
	56
	19
	34

	Biology
	56
	13
	23

	Built Environment
	72
	16
	22

	Plumpton
	148
	36
	24

	Civil Engineering
	34
	4
	12

	Geology
	29
	5
	17

	Product Design
	29
	5
	17

	Faculty average
	21%


Table 6 investigates aspects of the nature of the ESD within the curricula through considering the key terms used within module specifications.  It can be seen that there is a longer list of key ESD terms identified within the geography area and a more confined list of terms that was used in the Biology area than the Built Environment (despite similar numbers of modules encompassing an ESD emphasis).  Whilst differences in the ‘length of lists’ could reflect differences in the application of the audit tool by different enumerators, it could also suggest that ESD concerns are being more broadly encompassed within the curricula of Geography modules (as is possible to attest from the reported module specifications).  

The key terms that are common across all areas are highlighted in table 6.  Whilst ‘Impact assessment’ was the most common ESD identifier within the Geography and Built Environment area, it did not feature in this way within the Biology modules.  Whilst the prominence of environmental conservation across the Faculty could have been expected considering the nature of the courses that it hosts, the identification of Governance and Civil Society across all areas is perhaps more surprising.

Table 6. The ESD Curricula: key reference of modules (by rank order of mentions) 

	Geography
	Biology
	Built Environment
	Plumpton

	Impact assessment
	Ecosystem
	Impact assessment 
	Environmental conservation

	Civil society
	Environmental management
	Energy conservation
	Environmental management

	Governance
	Environmental conservation
	Governance
	Impact assessment

	Natural resource management
	Natural resource management
	Environmental conservation
	Ecosystem

	Inequality
	Civil society
	Civil society
	Sustainability

	Environmental conservation
	Governance
	Life cycle analysis
	Governance

	Sustainability
	Citizenship
	Natural resource management
	Greening

	Poverty
	Climate change
	Citizenship
	Natural resource management

	Environmental management
	
	Equity
	Civil society

	Equity
	
	Community participation
	Corporate social responsibility

	Ecosystem
	
	Environmental management
	Biodiversity

	Community participation
	
	
	

	Social justice
	
	
	

	Greening
	
	
	


Table 7 extends the analysis of the ESD curricula through a closer look at the nature of the sustainability emphasis within the module as could be attested through the reading of the module specifications.  It is recognised that several (or more) emphases could be pursued within a single module and indeed auditors were guided to list these in order of priority.  Table 7 reports solely the major emphasis identified.

At this level of reporting and analysis, sustainability was found to be most explicit within modules of the Built Environment. Across these four areas of the Faculty, it is environmental management techniques that are the dominant emphasis for modules in the ESD area (strongly influenced by the work at Plumpton).  In just considering the primary emphasis of the current curricula, current human needs, international development concerns and intra-generational/social justice concerns are absent although these did feature (particularly within Geography modules) in the subsequent emphases listed.  

Table 7.  Sustainability emphasis: principal emphasis accommodated within modules 

	Sustainability emphasis
	Geography (n=19)
	Biology (n=13)
	Built Environment (n=16)
	Plumpton (n= 36)

	Sustainability
	2
	
	7
	2

	Ecological health/functioning
	3
	6
	
	6

	Global environmental issues
	2
	
	3
	4

	Local economic development needs
	
	
	
	3

	Future requirements
	
	
	
	1

	Environmental management techniques
	
	2
	2
	16

	Social responsibility on behalf of public or private organisations)
	
	2
	
	1

	Citizenship (individual responsibilities)
	
	2
	
	

	Governance (political concerns, stakeholder relationships)
	5
	
	4
	3

	Natural resources
	2
	
	
	


An indication of the role of particular modules within the broader ESD curricula is considered within Table 8 that analyses the principal educational emphasis that was ascertained through the audit.  As more than one could be reported (and to accommodate the differing number of modules with an ESD emphasis across the curricula areas), these are considered in table 8 in terms of percentage of total mentions.

The data in Table 8 indicates that there are potentially two different pedagogical models being promoted through the ESD curricula within the Faculty currently.  In the Biology and Plumpton modules, for example, an education about the environment is apparently to the fore, whereas within the Geography curricula, there is a concurrent commitment to extend sustainability literacy towards an education for the environment through encouraging value and behavioural change.  Within the Built Environment area (and to a lesser extent within the Plumpton curricula), there is a more prominent emphasis on the utility and practical application of knowledge.  It is possible that some differences found could be accommodated by variation in the way that areas of the Faculty express learning outcomes within the template and guidance provided by the University or (perhaps more likely) reveal the vocational nature of courses provided in these areas and the role of professional bodies in shaping the curricula of the Built Environment programmes.

Table 8: the ESD thrust.

	
	Geography
	Biology
	Built Environment
	Plumpton

	To gain knowledge about
	42
	74
	41
	76

	To acquire useful skill/technique
	16
	17
	32
	24

	To encourage adoption of a different value/attitude towards others/future
	42
	9
	27
	0


Focus Groups

Recordings of each of the focus group meetings were transcribed by the research assistant and analysed by the project leader.  Core findings are summarised as follows.

Students understand their own developing literacy in sustainability

All students were able to identify areas within the curricula of their courses through which they were gaining knowledge concerning issues of sustainable development (and were widely enjoyed).  Not surprisingly, students of different programmes raised quite different sustainability issues within the discussions.  It was also evident that the discussion itself (amongst students from different courses) contributed to further learning and were part of generating their ideas for where and how, further consideration of ESD could appear within their courses.  

In all three discussions there was an expressed desire to have more opportunities regarding ESD and for clearer linkages and pathways to occur.  Whilst one final year student was able to outline very clearly how her learning around sustainable development had been progressed between levels of her course, other students were unclear about what their courses would comprise within subsequent years of study.  Within one focus group, the idea of a compulsory module in sustainable development ‘for anyone in the School of the Environment because I think its one of the most important things we need to learn’ was raised.  Subsequently the view that ‘all the modules could do with tweaking and actually having it’ was expressed but there was no discussion of the relative merits of these different approaches.  

There was some sense that sustainability was being experienced in a rather fragmented and partial way within their courses; ‘I did more about it in my A levels you know’, ‘they don’t talk about it in depth at all’ and within particular modules; ‘it was one of the factors we had to look at, but only about 5%’, it wasn’t one of the main features’, ‘you got more marks if you considered sustainable development but most didn’t’.  

Whilst there was no explicit debate within any of the focus groups concerning the ‘meaning’ of sustainable development, all included reference to varied stakeholders in the arena and the interlinked systems of environment, economy and society.  The long term nature of the challenges of sustainable development was recognised and raised as an area where the curricula could go further; ‘you learn about all the projects they go ahead with, but you don’t learn about the knock on effects. You don’t learn about the mitigations, which is something they could do’.  

A desire for more elements of their curricula that ‘brings sustainable development back home’ was particularly evident within the focus group that included students of the Geography and Environmental Science programmes; ‘I think we need more sustainable development that relates to us.  Because a lot of stuff is just the third world and like we can’t really do much about it.  If we had stuff that we could change maybe that would get us more motivated and you could see like, that’s where my granny lives and she’s getting affected by it’.  Whilst students on courses within the Built Environment area seemed to understand particularly well the holistic nature of sustainable development and discussed at some length the linkages between material and energy systems or environmental systems and communities, they were apparently the most eager to assert differences between their courses and their intended professional roles after graduation.

The significance of learning approach and context

There were a number of insights from the focus groups that confirmed the importance of the learning and teaching approach for stimulating ESD.  For example, one student raised the content of a particular module as one that ‘has made the biggest impact on me and that’s actually changed the way we do our weekly shop’.  Referring to the same module, another student suggested that she had found the ‘language in the module very unemotional and technical’ and that this had motivated her to use the subsequent opportunity of her small group presentation to ‘have a rant…and stuffed the human rights act down the people in front of me…I think this is the problem, the lecturers have a duty to be impartial and present the facts, but sometime that impartiality allows things to be swept under the carpet, and I got wound up about the whole situation that real people were being utterly abused in their lives and in this human geography module, the language was just so bland about it’.  

Within another focus group, discussion had identified that teaching within lectures and within specific fields was a barrier to their ESD learning and ‘that’s why it’s good to have chats like this, to bring together different disciplines and chat and stuff’; ‘that’s another big problem…about lectures… no-one talks in lectures’; ‘you have lectures and you year…learn about theory… you learn about what’s going on in the world and then you go away and you don’t discuss it with anybody and its like going home for Christmas.. I have no-one to talk to about environmental issues and if we do start talking about it people just look at you funny like… you bloody hippy’.  Other students made reference to the significance of individual choice within coursework activities or in research project definition that enhanced their interest and competencies regarding ESD.

It was particularly evident within the focus group that comprised members of the Student Environmental Group that considerable value was attributed to ‘getting to do presentations and stuff- where you work in groups- actually to do your own work and to go and investigate and things’ in terms of their learning and their confidence to engage locally and concerning their employment prospects.  They commented that such activities came too late in their courses, ‘because we weren’t used to it in the first and second years…being used to sitting back and listening to lectures’.

Some of the most lengthy and apparently energised discussion across the focus groups occurred in relation to what was happening within the wider University and local community of Brighton.  For example, a number of students referred to the research and consultancy activities concerning sustainability going on within the School of the Environment.  However, within one focus group, an evident consensus was that this was not being translated into the courses and modules that they are experiencing; ‘the head of department says that we are a sustainable development department as this is what the department tries to teach.  But they don’t teach you that much I don’t think’.  One student referred to sustainable development being used as a ‘marketing ploy’.  

Disappointment was also expressed concerning the links between what was being taught within courses and what message the University and its staff were giving to students; the lack of recycling opportunities on campus and computers left on continuously were mentioned in all focus groups for example.  The process of the Watts Bank development proposal and its challenge was also highlighted by the focus group comprising members of the Student Environmental Group; ‘it’s a shame that we can’t have their support through the group… because its like they’re inspiring us through our lectures to think like globally and locally and it’s a shame they can’t be a bit more there’.  The city of Brighton itself featured within discussion largely in negative terms including that ‘Brighton has the worst beach on the south coast and the worst infrastructure ever with cars sat in traffic jams just sitting there pumping loads of pollution’ and ‘Brighton has got one of the worst waste records you know’.  

There were many elements of discussion that revealed the significance of ‘extra-curricular’ ESD learning that occurred through family responsibilities, living with students on different courses, reference to the news media, opportunities for socialising with cohort  (particularly on fieldclasses) as well as through engaging with the Student Environmental Group.  However, there was also quite widespread uncertainty concerning University initiatives such as @ctiveStudent and how they could become actively involved in SD more widely.

Changing values and behaviour

In addition to evidence through the focus groups that the students were able to identify that they were becoming more knowledgeable about issues of sustainability, more aware of their own impacts as consumers, for example, and their impacts in the future (‘the vast majority of people are coming out of here and are the future middle managers’), there was also some evidence of learning leading to overt changes in values and behaviour in the immediate term. For example, there were several examples of students that felt sufficiently empowered through their learning to influence others within their Part Time employment (and their own ESD learning through that work experience);  ‘Ive even got work (B&Q) to start recycling their paper because they waste so much…there’s one manager that I help out as much as I can, offering the scraps to communities in the area, stuff like that, schools come and collect our waste rubbish otherwise its going to get thrown away’; ‘I don’t know if I should mention that I work for ASDA.  I hate waste and I work on the produce department and I’ve told them that I hate doing waste because the amount of stuff we waste is ridiculous.  I’m trying to get them to give it to charities that would probably benefit from the produce’.  

However, for a number of participants within the focus groups, they were waiting on their graduation and entry to the ‘real world’ before engaging in actions towards sustainable development; ‘I think the real test is once we are professionals can we use it in our fields then?  Because its all very well to try and use it now as a student, really this degree is focussing you for a career path and it depends on the company you get into’.  

Within the focus group that comprised members of the Student Environmental Group, motivation for participation was varied; several recognising the links with their taught courses and membership of the group as the ‘logical extension’ to their courses as they are interested in environmental issues, but for a couple of students on ‘unrelated’ courses, their interest was explicitly in doing something that is ‘good, interesting and involved’ and ‘not just like another piece of coursework’ with reference made to the value of ‘knowing you have done something with your time at Uni. Years ago students were activists and would do things and now people just sit around’.  Within a discussion of why many students expressed interest but didn’t get involved, the consensus was that factors preventing more students getting involved included confidence to ‘step out of course’, time constraints, laziness, problems of communications, the long term nature of environmental issues, and lack of information about student groups/volunteering.  The issue of structural constraints such as time and information was confirmed by participants within other focus groups; ‘this is a long degree – well there’s a lot of work to do- they reckon 46 hours a week’.

Development and uptake of credited volunteering opportunities

Through the course of the project period, 17 students from the Faculty were facilitated to take the existing ten-credit ‘Community and Personal Development’ module led by Juliet Millican.  At the outset, students were introduced to a number of potential activities and organisations on the basis of ongoing activities and contacts known to the module and project leaders and within @ctivestudent and CUPP.  Several also pursued their own contacts as shown in Table 9.

Table 9: Uptake of Community and Personal Development Module from Faculty Science and Engineering, 2005-06

	Course/Level
	Voluntary activity
	How secured

	GY L2
	setting up and running a district craft fair in conjunction with NGO
	building on his existing interests in traditional dancing – contact provided by Juliet 



	GY L2
	St Annes Day Centre for homeless people
	@ctivestudent; linked to her dissertation ideas and possible career aspirations in social work

	ES L3

Four students
	Neighborhood Action on Climate Change

Helping to produce materials for set of adult learning sessions in the community, general team meetings, working with community to establish priorities around local environment/SD
	Linked into a univ/CUPP project run by Alison Tetteh i.e. ‘given’ to them as a project in Feb 2006 intro to module

Safia Mohammed within Adult Education at B&H CC

	ES L3
	Sussex Wildlife Trust at Severn Sisters country Park
	Own initiative

	ES L3
	Research and actions around development of  University of Brighton environmental policies
	Started with assisting JAE with curricula audit, taken on through her engagement with university structures via the Environmental Action Group

	GY L3
	Supporting curricula developments in ESD at local secondary school
	@ctive student placement to Peacehaven community school

	Biological Sciences L3
	Brighton and Hove City Council ‘Green network’ initiative – working with the ecology team and ‘parks and green spaces’ to  review a literature and develop a method for establishing a green network (wildlife corridors etc) for B&H 
	Via Dawn Scott and contact with ‘Quality of Life and green Spaces department’ with Environment at B&H City Council

	L3 GY
	Admin assistant to Sustainability team at B&H City Council
	Suggested by Juliet, student approached directly.  Links to degree course and career aspirations.

Beverley Anderson (Environmental Education Support Officer) under Thurston Crockett

	L2 ES
	British Trust for Conservation Volunteers; updating member/group registers, event organisation etc
	Own initiative

	L2 ES
	Greenpeace, B&H

Reflection on activities she already doing – at a quite senior level having received substantial training through her activities to date
	Existing voluntary activities as co-ordinator of the B&H group for last 3 years

	L2 GY
	Schools mentoring at Eastbourne Technology College
	Through AimHigher

	L2 GY
	Pathways to Independence.  NGO supporting children separated from parents to lead independent lives
	Through @ctivestudent.  


All students completed the module successfully and the module was evaluated through a structured feedback session.  Further funding from the Higher Education Academy has been secured to work with these students (and those on the module this current year) to evaluate the impact on their ESD learning and employability more fully.  

DISCUSSION

The project has identified evidence of extensive teaching relating to ESD taking place within the School of the Environment and the wider Faculty of Science and Engineering at the University of Brighton.  Is this an ‘underplayed’ resource, given that no programme within the School/Faculty at present identify sustainable development within their course aims, for example?  

Different areas of the School/Faculty have varied ESD emphases within their curricula that are revealed in both the audit and in terms of the student experience of that curricula. This may be entirely appropriate to current circumstances but are there further opportunities for embedding SD that are (apparently within the constraints of this piece of research) identified and desired by our students?

In continuity with experience elsewhere (Haigh, 2006), learning about the environment for students of the School/Faculty currently involves learning more about what we have done to the environment rather than what we do to care for it. The Built Environment curricula seems to currently be fostering more learning regarding implementing sustainability than other areas of the School and Faculty.  Could these insights be a starting point for consideration of any further curricula initiatives in the School/Faculty?

The activities of this project revealed that current ESD approaches within the School/Faculty are quite successful in encouraging an informed concern and a personal environmental ethic amongst students of our courses, but students themselves are uncertain about their abilities to go on to make a change.  Students of our courses identify the importance of experiential learning and personally meaningful/affective experiences for their own ESD learning and their empowerment.  Student engagement with the volunteering modules this year has risen substantially to approaching 50 from within the Faculty.  But increasing numbers and range of courses is raising new questions concerning learning approaches, resources and cross-Faculty timetabling and communication, for example.  

The challenge of making sustainable development personal to students through their courses was very evident through this project, not solely in terms of the material that they engage with or their learning opportunities, but also in terms of overcoming the contradictions they see in their local university and community environments.  Can/should the School/Faculty be providing greater support to emerging local initiatives (such as from the Student Union) and/or be leading some further initiatives?

It is considered that the process of the project has generated significant new social capacity within the University – in terms of expanded network of ESD interested staff and the technical and pedagogical learning amongst staff that has come through the collaboration required in delivering the volunteering opportunities, for example.  The challenges of initiating and sustaining inclusive and communicative processes were also revealed and yet would seem essential to further curricula change. 
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Appendix 1.  Curricula Audit pro-forma

ESD in the curricula: Faculty of Science and Engineering audit February 2006

All modules validated for courses within the Faculty are available in the standard University format via http://student.bton.ac.uk/glist.php?path=e:/module%20documents/Sci_eng/
For each module, we are asking you to consider IF and How it makes a contribution to an ‘Education for Sustainable Development’ curricula. We wish to identify and record details (using the guidance and pro-forma provided) of all modules that make a reference to the following key words:

Civil society

Citizenship

Community participation

Corporate social responsibility

Natural resource management

Environmental conservation

Environmental management

Energy conservation

Heritage management

Ecosystem 

Governance

Equity

Social justice

Impact assessment

Inequality/poverty

Green/greening

(If in the course of the audit, you identify further words that seem relevant, please add to list and apply same process as detailed below).

Guidance for completing the pro-forma.

1.  Module details: self-explanatory.  Please ensure that it is clear whether it is an undergraduate module (and at what level of study) or post-graduate.

2.  ESD Detail:  Please note which ‘key ESD word’ has been identified using the list above and note whether it appears within the Aims of the module, the Learning outcomes or within the content areas of the module specification.  

3. Sustainability emphasis: on the basis of your reading of the module details and using the numbering system as below, identify the emphasis promoted within the module.  Please list in order of importance

1. Sustainable/sustainability

2. Ecological health/functioning (including biodiversity)

3. Global environmental issues (climate warming/ozone etc)

4. Delivering human needs currently

5. Local economic development

6. International development

7. Future requirements

8. Environmental management technique/tool

9. Social justice/equity (intra-generational concerns)

10. Social responsibility (on behalf of public or private organisations)

11. Citizenship (individual responsibilities to local/global people/environments) 

12. Governance (political concerns, stakeholder relationships)

13. Natural resources

4.  Educational Thrust:  on the basis of your reading of module details, identify the principal purpose of the elements of the module using system of numbering (may include more than one)
1.  to gain knowledge about…

2.  to acquire a useful skill/technique/tool to apply in real world…

3.  to encourage adoption of a different value/attitude towards future/others…

(please note any further that you identify and/or particular cases that do not seem to fit this classification)

5. Other notes of Interest: Please note any thoughts/commentary relating to your ‘interpretation’ the module.  This could include whether the ESD emphasis is very explicit and permeates the module or is very hard to identify. Is the ESD emphasis linked to ‘real world’ through particular practical exercises, practitioner-led workshops or field study, for example?  It could be interesting whether the module has a particular role within a particular course (identified as ‘core’ or has particular pre-requisites for study?).
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