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Abstract

Fumiyo Kagawa
Navigating holistic and sustainable learning: Challengesand opportunities in
ongoing and creeping emergencies
Theoverallaimof thisthesisis to developandcriticallyreflectuponlearningprinciples
that are fit for purpose in engaging learners within situations of actual and anticipated
humanitarian crisis. The study begins with an examination of the broad backcioth to the study,
the interlinked causes of humanitarian emergencies - globalization, climate change and
underlying worldviews. It is based on the assumption that interconnected social and
environmental problems, as currently manifested, will be further exacerbated by the
consequences of incremental and especially runaway climate change, or'creeping
emergencies.'
The study draws upon expertise and insights from two contemporary educational

discourses:emergencyeducationand sustainability-relatededucation. It was conductedin
two phases.Phaseone aimedat examiningthe currentrange of renditionsand
understandingswithin the two fields and by elicitingperceptionsof the interfacebetweenthe
two fields. It was conductedthrough literaturereviewsand interactionswith ten experts,five
from each field. A processof dialogueand reflectionallowedfor the emergenceof holistic
and sustainablelearningprinciplesthat could be appliedwithin emergencycontexts.Usinga
qualitativecase study methodologyin phasetwo, the applicabilityof and practitioner
receptivityto the learningprinciplesemergingfrom phaseone were investigatedthrough
engagementwith the ongoinginitiativeof the NGO Plan International,Childrenand Young
Peopleat the Centrefor DisasterRisk Reduction,and its organicallyemergingfollow-up
multi-agencyinitiative,Childrenin a ChangingClimate.By and large, participating
educationalpractitionersexpressedtheir sense of the relevanceof the principlesto a
considerabledegree. In order to examinecontextualvariablesin applyingthe six principles,
further critical appraisalof the principleswas undertakenthroughdocumentarycase studies
of Plan International'sYogyakartaEarthquakeResponseand RecoveryProgramin
Indonesiaand its Rapid EducationPilot Projectin Sierra Leone.The examinationrevealsthat
the principlesand their constituentelementswere of varying importanceand practicality

dependingon context.The exigenciesof each situationposedlimitationson what could be
done practicallyin the field duringthe immediatecrisis periodwith the applicationof some
principlesand elements,while nonethelessimportantfor buildingfuture resilience,better held
over until the mid-orlong-term.
This study suggests the need for more empirical research into holistic renditions of

emergencyeducationimplementation,theoreticaldevelopmentwith a view to embedding
insights from the field of emergency education into seemingly 'non-emergency' contexts, and
advancing educational thinking and practice in anticipation of runaway climate change.
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CHAPTER ONE
INTRODUCTION: SEARCHING FOR HOLISTIC AND SUSTAINABLE LEARNING IN
ACTUAL AND ANTICIPATED HUMANITARIAN EMERGENCIES

1.1. Introduction

There is increasing recognition that human beings and planet Earth are facing
interlocking global challenges, or emergencies: increasing numbers of localized wars,
growing volume of refugees and internally displaced populations (IDPs), serious
environmental degradation, loss of biological diversity, deep levels of poverty, and the
HlV/AlDS pandemic. Based on her analysis of armed conflicts, Davies (2004) states
that "[t]here are no signs that the world is becoming a less conflictual place" (3).
Likewise, Renner (2005) states that in the post 9.11 world, there are increasing security
challenges, which are more diffuse, less predictable, more multi-dimensionalin both
developing and developed countries. Problems we face will be further deepened, not
least because of the unknown consequences of global warming and impending abrupt
'
by
Clearly
live
is
better
the
in
characterized metaphors of
climate change.
world we
change and uncertainty rather than those of stability and certainty.
These interconnected global challenges can be seen as clear symptoms or
manifestations of unsustainability.For instance, with a focus of the Earth's ecology as a
whole, Hossay (2006) describes our challenges as follows:
We're in trouble. Put simply, we are destroying the natural systems on which our
lives depend. The pollutants that we've pumped into the air, water, and soil have
fundamentally changed the earth's ecological balance. Much of the damage is
irreversible. The destruction of the earth's ozone layer, the acidification of our rain,
the poisoning of our rivers, lakes and oceans, the depletion of our soil, the
devastation of our forests, and large-scale extinctions intensify one another,
1Global warmingand climate
but
by
interchangeably
some,
changeare frequentlyused
the
Global
takes
distinguish
when
them
two
different
place
others
warming
as
phenomena.
"thin layer of atmosphereis being thickenedby huge quantitiesof human-causedcarbon
dioxide and other greenhousegases.And as it thickens,it traps a lot of the infrared
As
to
the
that
universe.
radiation
would otherwiseescapethe atmosphereand continueout
a result, the temperatureof the Earth'satmosphere- and oceans-is gettingdangerously
warmer" (Gore 2006: 27). On the other hand, climatechange means,accordingto the
IntergovernmentalPanel on Climate Change(2007a),"any change in climateover time,
whether due to naturalvariabilityor as a result of humanactivity"(2). "[T]he nonlinearitYof
the climate system may lead to abrupt climatechange(IPCC 2007a:941).

creating a multi-prongedand devastatingattack on the earth's capacity to support
human life. In the short term, our treatment of the earth as a toxic waste dump will
lead to mass environmentaldestruction and tremendous human suffering. In the
long term, if unchecked, it will kill us all. We won't be the first to go; many species
will proceed us into oblivion. But, make no mistake: if we do nothing, we will go
(1).
The overall aim of this thesis is to develop and critically reflect upon learning
principlesthat would be effective in addressing the challenges posed by ongoing and
future emergencies.From the outset, it is importantto highlight that what is written here
is based on the assumption that ongoing and anticipated humanitarianemergencies
are not necessarily'natural,' as Shiva (2001), among others, has pointed out. Rather,
human activities (including structures created by human decisions and actions) and
narrow human perceptions can to a large extent be deemed to constitute root causes
of emergencies.This study also holds a transformativeaspiration, meaning that it
avoids a deterministicview and embraces a belief in human potentialfor positive
change and action through learning.
The study is going to draw upon expertise from two recent educational discourses:
education in emergencies(i.e. emergency education) and educationfor sustainability
(or sustainability-relatededucation) as examples of emerging educationalthinking and
practice for addressing emergencies. Both are contestedfields with diverse and often
conflicting assumptions,proposals and justifications. Emergencyeducation takes place
in contextswhere education systems and provisions are affected, interrupted and/or
damaged by'natural' disasters (e.g. earthquakes,tsunamis, floods) or'human-made'
crises (e.g. armed-conflictsand genocides) during and immediatelyafter the
emergencies,and reconstructionperiods (Chand et aL 2003; Obura 2003). The field
includes diverse educational activities to 'normalize' traumatized children and youth
(Sinclair 2002). The field of sustainability-education2 is a confluence of international

2 In this thesis I am using sustainability and education for sustainability
or sustainabilityrelated education as a broad overarching terminology which encompasses sustainable
development, and education for sustainable development and its sister schools. When
particular organizations or thinkers prefer to use sustainable development or education for
sustainable development in their discussions, I have left the term as they prefer it. What I
try to explore in this thesis is the assumptions and values under the same and/or different
labels.
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educational change movements over past 20 years, and it is concerned about the
interconnected social, economic and environmental challenges.The proponents
commonly refer to the definition of sustainable development suggested in the Our
Common Future: "development that meets the needs of the present without
compromising the ability of future generations to meet their needs" (WCED 1987:43).
The field currently enjoys its momentum due to the UN Decade for Education for
Sustainable Development (2005-2014) (see page 119).
There are three leitmotivs which pervade the whole study: holism, sustainability and
learning. These concepts will be explored in this thesis, but it would be helpful to
suggest broad working definitions and clarify the relationships, even tentatively,
between these terms in order to set parameters to the discussion.
The term 'holistic' refers to a holistic worldview which emphasizes
interconnectedness,synthesis, and integration, and which regards fragmentation and
compartmentalizedperception as the root cause of global crises. This study is based
in
fast
that
for
insightful
the
action
a
effective
upon
assumption
understandingand
changing and crisis driven world, a holistic worldview is indispensable.
Regarding sustainability,it is helpful to take Berkes et ah's (2008) view that
ecological, economic and social sustainability means "a resilient social - ecological
(115).
Taking
this view,
buffer
disturbance"
deal
system, which can
a great
of change or
sustainability is concerned about the long-term survival and well-being of society and
the environment as a whole. This research considers a holistic worldview as a
prerequisite in promoting sustainability.
Learning is considered as a key vehicle in pursuing sustainabilityand nurturing a
holistic understanding of the world. Agreeing with Chambers' (1997) view that
developing capacities for "learning how to learn, learning how to change, and learning
how to organize and act" becomes vital when 'problem solving'has limited usefulness
in a world of flux of change and uncertainty (14). The scope of the thesis is wide,
involving learning which takes place within formal, non-formal, and informal educational
settings.
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In order to give a broad backcloth to the study, this chapter aims at examining the
interlinkedcauses of humanitarianemergencies.First, it critically reviews current
globalizationprocesseswhich have deepened a cycle of violence by exacerbating
inequalityand increasing vulnerabilityand marginalization.Second, plausible impacts
of climate change are discussed to examine the kind of emergencieswe might face.
Third, the chapter goes on to investigateworldviews in relation to global crises by
reviewingcharacteristicsof the western mechanisticworldview and holistic and
if
important
to
to
Worldviews
responses
crises are
articulate
are
ecologicalworldviews.
to be dealt with at a deeper level rather than superficial level. Examiningworldviews is
also critical from the perspectivethat educationalthinking and practices are predicated
on them. Followingthis review, key characteristicsof education based on each
worldviewwill be described. Finally,research questions are outlined, and a brief
synopsis of following chapters is offered.

1.2. Globalization of Inequality
We live in a seamless world where local is but one point in the web at which all
disturbancesin the whole are unavoidablyfelt. It may seem like a truism then to
say that the condition of our lives, indeed our survival, and the state of the global
lifestyles
interdependent
tend to numb us to this
yet
and
our
are
environment
interrelatedness
Our
intimate
is often only translated into a
of connections.
most
reality when some part of the system is at crisis point, and then only when the
costs are felt in our pockets or in our state of health (Greig et aL 1987:7).
In the current globalized world, nation states, non-stateactors, people and
environmentsare deeply interconnectedand interdependent.Movementsof goods,
money, people, information, and problems across national borders have become more
and more frequent and intense than ever (Burbules and Torres 2000; The Real World
Coalition 2001; Renner 2005). But this does not necessarily mean we have become
more aware of the complex web of connectionsas Greig et al. (ibid.) point out above.
Globalizationis commonly understood to include multiple dimensions or factors such
as economic, political, technological, and cultural, while also embracing the nested
spatial levels of local, national, regional, international,and global (Stromquist2002;
Tikly 2001; Wells et al. 1998). However,globalization is a contested and paradoxical
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subject. For instance, according to Morrow and Torres (2000), there are different views
regarding the origins of globalization. One stance is that globalization has as long a
history as that of general human civilization. A second understandingis that
globalization began at the time of expansion of the global economy in the sixteenth
century.A third understanding is that it is a rather recent phenomenonstarting from the
mid-twentieth century, and is influenced by the idea of 'post-Fordist' transformation
toward global processes of production in the 1970s and 1980s.
Tikly (2001) regards globalization as
a set of processes rather than a single 'condition,' involving interactions and
networks within the political, military, economic and cultural domains as well as
those of labour and migratory movements and of the environment.These
processes are fractured and uneven rather than linear and involve a complex
'deterritorialisation' and 'reterritorialisation'of political and economic relations"
(156) [Italics in original].
He goes on to argue that "power is a fundamental attribute of globalisation"(156).
Similarly, regarding the differentiated experiences of globalization, Rizvi (2004) points
out that while for some it means progress, prosperity and peace, for the others it
means deprivation, disaster and doom.
Different theoretical positions suggest distinct yet sometimes overlapping views of
3
globalization in terms of the role of nation states, the role of the economy,the
distribution of material resources, and the role of education. Among the various
discourses of globalization, the most dominant is the neo-liberal perspective, and it is
considered as fundamental to understandingglobalization (Bonal 2002; Stromquist
3 For different analytical lenses
(1998:
Wells
detail,
in
to
aL
et
see
applied globalization
324-337) who suggest five standpoints:
Neo-liberalism (Promoting free and unregulated capitalist markets with the belief
that they maximize economic efficiency and personal freedom equally);
" Liberal progressives (Cautious and conditioned embracing of the global economy
introducing more socialist welfare state policies such as protecting rights of
employers at the bottom of labour market);
" Realists (Criticizing the overstatement of the extent and novelty of globalization
claiming that the current globalization is not necessarily more significant than
before, and that it does not necessarily reduce the role of nation states, either);
" Post-Marxism (Being critical about the social inequalities created as a result Of
globalization, and replacement of human labour with new technologies);
" Neo-Marxism (With an emphasis on the importance of the contextual nature Of
hegemony
ideological
the
for
institutions
experience, criticizing social
representing
of globalization, including the homogenized consumer culture and mass media
which create free market demand).

5

2002; Wells et aL 1998). Simply put, neo-liberalismis "an economic doctrine that sees
the market as the most effectiveway of determiningproduction and satisfying people's
needs" (Stromquist2002:25). For instance, it advocates an expansion of a free and
unregulatedmarket with less state intervention, upholds an increasing role for the
private sector, and promotes liberalizationthrough weakening domestic protection of
most economic sectors. In order to maximize a capitalist market system, economic
efficiency,competition,and individualismare importantelements in its discourse
(Stromquist2002; Wells et aL 1998). Neo-liberalpolicies and mechanismshave
downgradedthe role of nation states and also weakened national authority in
determiningits own policy priorities (Rizvi 2004; Wells et aL 1998).
A notorious manifestationof neo-liberal ideology are StructuralAdjustment
Programmes(SAPs), initiated by the InternationalMonetary Fund (IMF) and the World
Bank (WB)4since the 1980s. SAPs have imposed special lending conditions on debtladen countries by imposing economic policies promoting the liberalizationof domestic
economy,and by reducing governmentalspending on public expendituressuch as
social welfare, education and health, so as to promote privatizationof public
enterprises (Ansell 2005; Stromquist2002).
According to Chossudovsky(1997), there exist a number of empirical studies which
have examined the devastating economic and social consequencesof SAPs. Such
consequencesinclude: destruction of natural environments,increase of racism and
ethnic strife, underminingof the rights of women, increases in the gap between the rich
and the poor within and among countries, stagnationof domestic economies, and
growth of the debt burden of developing countries.As a result of these devastating
4 In 1944the UnitedStatesgatheredthe financialelite aroundthe world at BrettonWoods,
New Hampshire,and establishedtwo financialinstitutions:the Wood Bank (WB) and
InternationalMonetaryFund(IMF).These two organizationsare often referredto as the
BrettonWoods Institutions.The WB's originalaim was to offer loansfor the post-war
reconstructionof industrializedcountries.The WB's lendingis long term and structural.The
IMFwas createdto stabilizeand liberalizeinternationaltrade.The IMF's lendingis shortterm and macroeconomicfocused.Sincethe mid 1970s,the convergenceof the two
institutionsinstigatedlendingto developingcountriesto deal with their internationaldebt
crisis. Regardingthe policyconditionalityof StructuralAdjustment,the IMF enjoysthe
higherstatusthan the WB, since the IMF can decidewhetheror not developingcountries
2003;
Watkins2000).
loans
(Tomasevski
and
meritaid
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consequences, Chossudovsky (ibid.) regards SAPs as "economic genocide," and sees
them as a root cause of the "globalizationof poverty," meaning "a process which
undermines human livelihood and destroys civil society in the South, the East and the
North" (34).
In the name of cost effectiveness, SAPs have also badly affected the educational
sector around the world, especially in low income countries. SAPs' negative influences
upon educational systems include: curtailing of national education budgets; reductions
in teachers' salaries; no increase in the number of teachers and a freezing of the
number of graduates from teacher training colleges; privatizationand quasi-market
reform; increasing the student/teacher ratio; introduction of a 'double shift system,' i.e.
two'shifts'of school students per day (Bonal 2002; Chossudovsky 1997; Stromquist
2002).
One of the most immediate impacts of public expenditure cuts has been on children,
especially in developing countries. In many developing countries, newly introduced
primary school fees, and increased fees for secondary education, combined with rises
in schools-related costs such as uniforms and textbooks, have become the reason for
the increased number of out of school children. Economicallypoor families cannot
afford the costs of education and when they have to choose which children should go
school, girls are usually the first to be withdrawn. Poor school infrastructuressuch as a
lack of sanitary facilities have also become a barrier to girls attending school. Students
their
to
drop
because
households
family
the
to
satisfy
and
also
out
of
pressure support
survival needs (Ansell 2005).
So, in spite of the optimistic scenarios painted by the neo-liberal view of
globalization, proposing that a more efficient international market will improve the
material condition of everybody around the world, globalization has created stark
inequalities between 'central' countries and 'marginal' countries (Stromquist2002). It is
because globalization has been organized in such a way that it produces only a few
winners while poor countries remain in a cycle in which deep poverty, instability,and
conflict feed upon each other. It is often the poor, women, children, ethnic minorities,
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indigenous
and
people who are marginalizedand become most vulnerable (Stromquist
2002), a cycle of marginalizationeasily feeding into further violence when left to fester.
Porter (1999) states:
It is the pervading hopelessnessand cynicism of the economicallyabandoned
that may prove to be the most dangerous and ultimately destructive elementsleading, as it is already doing, to irrational, hysterical, and dehumanisingactions
around the globe. Support for terrorism has its roots in the desperationof the
reviled,the poor, the ignored and those that have no opportunity for a decent life
or for influence or power in the existing situation... (39).
Shiva (2005a) highlights a devastating effect of economic globalizationin terms of
culture and identity:
Through the mutation of positive identities to negative identities, globalization is
creating and intensifyingculture wars. Economicglobalizationdestroys cultures
and positive cultural identity by destroying work, livelihood and job security from
which most people draw their sense of who they are. Ecological and economic
identities are linked to roots in a place and community.When secure occupations
and livelihoods are destroyed,the vacuum of the loss of sense of self is filled by
negative identity, an identity of 'not the other'(81).
In addition to Porter and Shiva, a lack of social justice concernswithin neo-liberal
discourse has been criticized by, among others, Chossudovsky(1997) and Stromquist

(2002).Hossay(2006)putsthe pointas follows:
The trouble is, increasingly,the only goals that matter are those defined by the
market. Concerns over the health of the global ecosystem,justice, traditions,
sacred beliefs, shared community,care and concern for fellow beings, are all left
by the wayside (120).
From the neo-liberal perspectiveof globalization characterizedby free markets,
competition,deregulation,and individualism,education systems are considered
primarily to serve the interests of global economic competitiveness,and are light on the
democratic concerns of equity, social justice and welfare (Wells et al. 1998).

As this sectionhas articulatedso far, neo-liberalglobalizationhas beenthe root
cause of a cycle of devastation around the world. As a backcloth to this study, it is also
important to highlight another link between the neo-liberal ideology and global crises.
Naomi Klein, in The Shock Doctrine (2007), examines how a moment of collective
trauma - triggered by a flood, a hurricane, a war, a terrorist attack, a debt crisis - has
been manipulatedby an ideology of 'disaster capitalism' over the past thirty years. By
disaster capitalism she means "orchestratedraids on the public sphere in the wake of
8

catastrophic events, combined with the treatment of disasters as exciting market
opportunities" (6). While the whole population is deeply shocked, paralyzed, and
disoriented by a great rupture, disaster opportunists take an advantageof 'a blank
slate' in order to implement quick and radical social and economic reforms in favour of
global free market economy. She points out that "[c]rises are, in a way, democracy-free
zones - gaps in politics as usual when the need for consent and consensus do not
seem to apply" (140).
When considering characteristics of learning which best address the needs of those
who are affected by emergencies, it is vital to be aware of the intensifying force and
speed of disaster capitalism. Developing capacities to resist predatory global market
forces, individually and collectively, in a shocked society is therefore one of the
important issues to be considered in the study.

1.3. Global Consequences of Climate Change
Socioeconomic marginalization and environmental degradation perpetuated by the
because
deepened
inevitably
be
further
of
and
neo-liberal globalization will
widened
the plausible consequences of climate change.
The report of the IntergovernmenntalPanel on Climate Change (IPCC), Climate
Change 2007.,The Physical Science Basis, recognizes human influence in atmospheric
and sea temperature rises. The report points out that there has been a 0.74 degrees
Celsius rise in global temperatures in the last century and states that global
temperature will rise a further 1.1 to 6.4 degrees Celsius by the end of this century,
depending on the increase of C02 emissions. It is considered that even if the rise is
(IPCC
below
impacts
the
higher
much
are unavoidable
estimated
range, devastating
2007a). In its following report,' Climate Change 2007' Impacts,Adaptation and
Vulnerability,IPCC (2007b) projects future impacts of climate change on water,
IPCC
by
identified
impacts
food,
the
The
health.
ecosystems,
coasts and
examples of
are extracted in Table 1 below.
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Water
Increasein wateravailabilityat high latitudesand in somewet tropicalareas
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interactions,and species' geographicalranges, in exceeding 1.5-2.5 C global
average temperature rise
Food
Decreasein crop production in lower latitude regions even with a small local
temperature rise (1-2 C), with consequent increasing risk of hunger
Decrease in food productionwith a 3C global temperature rise

Coasts
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damage
floods
Increase
due
to
(about
sea-level
and
rise,
storms
costal
30 % of globalcostalwetlandloss)
by
Millions
floods
coastal
more
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piratory
and infectiousdiseases
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(e.
of
vectors
some
geographical
g. malaria)
(IPCC2007b:11-17)
Table 1. Examples of impacts of global average temperature change
Further to these IPCC reports, link between climate change and international
developmentgoals, notably UN Millennium DevelopmentGoals (MDGS)5,is eliciting
increasing attention among the UN, governmentaland non-governmentalorganizations.
For instance, UNICEF UK (2008) and UNICEF(2008) have examined the seven MDGs
with particular referenceto children's survival, health, and education around the world.
Climate change's adverse impacts on agricultural productivity,which contributes a large
part of GDP in most developing countries,would lead to further poverty and hunger in
such countries.When malnutrition is already a significant cause of infant and child
mortality,declining food productivityand water stress will also impact on the survival
5 Millennium Development Goals (MDGs) are the
outcomes of the 2000 UN Millennium
Summit Declaration, with 189 governments as signatories. The eight MDGs which have a
set of numbered and time-bound targets to be met by 2015 are: eradicating extreme
poverty and hunger; achieving universal primary education; promoting gender equality and
empowering women; reducing child mortality; improving maternal health; combating
HIVAIDS, malaria and other major diseases; ensuring environmental sustainability;
developing a global partnership for development (UN 2006).
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and health of children. Malaria, a cause of death for 800,000 children every year, will
expand to the previously less affected or non-affected areas and would cause
epidemics. Not only children, but also pregnant women are particularlyat high risk
malaria infection. UNICEF UK (ibid.) further points out that climate change will make it
more difficult for children to attend schools, especially for girls, who will be under
pressure to support their family's survival needs. Subsequently,achieving universal
primary education and promoting gender equality become more difficult as the climate
change scenario unfolds. It is also important to highlight that the impacts of climate
change will not be evenly experienced. The economically poorer countries, children in
the world, places and population sectors which have done relatively little to trigger
climate change, would be hit by the climate change "first and worst" (ibld.:35).
A numberof commentatorspoint out that we must stop atmospherictemperaturerise at
two degree Celsius. Beyond that, major ecosystems begin to collapse and "climate
change is out of our hands: it will accelerate without our help" (Monbiot 2007, xxi). The
world of a five degree Celsius atmospheric temperature rise, which Lynas (2007) thinks
might arrive in a few decades if urgent actions to radically reduce greenhouse
emissions had not been taken, faces "a pace of warming much too rapid for substantial
adaptation either by natural ecosystems or human civilization" (208). Such an onset of
runaway climate change, or'global heating'is not likely to take place "at a metronome
pace but oftentimes with bouts of breathtaking suddenness and fickleness" (Selby,
2010: 49). It is a world characterized by catastrophic mass extinctions, large scale
human displacements and starvation, and violent conflicts over land and food beyond
our imagination. "Needless to say, the era of food aid and internationalassistance
would be long gone" (Lynas 2007: 210).
Overall, climate change would cause greater stress on both the environment and
society, and it, in turn, would intensify survival struggles. For instance, there are already
30 million environmental refugees who have left their homelands to seek productive
land and resources elsewhere, and one estimate is that the number of environmental
refugees will increase to 150 million by 2050 because of climate change (Worldwatch
11

Institute 2005). These migrated populationsfrequently come into conflict with peoples
in the territory they enter. In the face of diminishing resources and increasing human
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it
is
that
conflicts
environmental
refugees
and
of
more
anticipated
populations,
(Hossay
2006;
Mische
2004;
take
this
be
century
place
wars)
would
will
which
resource
Worldwatch Institute 2005). Similarly,by examining the links between climate change,
(2007)
Vivekananda
detail,
Smith
in
and
point out the additional
and
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peace
pressure on societies that are already economically,socially and politicallyfragile and
which would have "a low capacity to adapt to climate change and face a high risk of
violent conflict" (3). They go on to state that:
To understandhow the effects of climate change will interact with socio-economic
and political problems in poorer countries means tracing the consequencesof
consequences.This process highlights four key elements of risk - political
instability,economicweakness,food insecurity and large-scale migration. Political
instabilityand bad governancemake it hard to adapt to the physical effects of
climate change and hard to handle any conflicts that arise without violence.
Economicweakness narrows the range of income possibilitiesfor the population
and deprives the state of resources with which to meet people's needs. Food
insecuritychallengesthe very basis of being able to continue living in a particular
locality and, as a response to that and other kinds of insecurity,large scale
migration carries high risk of conflict because of the fearful reactions it often
receives and the inflammatorypolitics that often greet it ... Many of the world's
poorest countries and communitiesthus face a double-headedproblem: that of
climate change and violent conflicts... There are 46 countries- home to 2.7
billion people - in which the effects of climate change interactingwith economic,
social and political problems will create a high risk of violent conflict (3) [Italics in
original].
Although no one can predict exact future scenarios in particular time and space,
what is certain is that no one can escape from the serious consequencesof climate
change and "the world will experience significant and potentially highly dangerous
changes in climate over the next few decades no matter what we do now" (Walker and
King 2008,53). In this sense, climate change is a "planetary emergency' (Gore 2006).
In the words of David Orý it is "the first global emergency"and "it is too late to avoid
trauma but not too late to prevent the worst." Such a view is in line with UNDP (2007):
At the start of the 21st Century,we too are confronted with the "fierce urgency" of
6 From his keynote speech titled "The Climate of Education: Learning in a Hotter Time" at
the All Our Futures International Conference, at the University of Plymouth, on 10
September 2008.
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a crisis that links today and tomorrow. The crisis is climate change. It is still a
preventablecrisis but only just (1).
We are at a critical crossroad to 'prevent the worst.' Shiva (2005b) urges us to take
"immediate action for future justice for the future victims of climate change" (7).
In tackling the challenges of climate change through both mitigation and adaptation

efforts, it is vital to address the root cause of climate change. That is, the dominant
development discourse and practices upon which the economicallyand materially
privileged minority of the populations and societies of the world have predicated and
projected their worldview for more than two centuries. According to Gardiner (2008):

The source of climate change is located deep in the infrastructureof current
human civilizations; hence, attempts to combat it may have substantial
ramificationsfor human social life (29).
He goes on to say that:
in
halting
deep
that
global
projected
cuts
climate
given
change
will
require
...
emissions over time, we can expect that such action will have profound effects on
the basic economic organization of the developed countries and on the
aspirations of the developing countries (29-30).
However challenging, unless it is recognized that climate crisis fundamentally stems
from dependence on a fossil fuel-based economy and unless dominant assumptions
and practices predicated on limitless economic and material growth in a finite Earth
(at enormous cost to human and ecological well-being) are addressed, what is
suggested amounts to pseudo solutions or market solutions which only make the
We
further
by
disease
induce
crisis.
rounds of
situation worse
applying
yet
as cure and
issue
This
beyond
(Shiva
2008).
to
business
need go
as usual mentality and solutions
of underlyng dominant worldview is going to be further discussed in the section that
follows.

1.4. A Crisis of Worldviews
In contrast but nonetheless linked to the critique of globalization and the crises it
spawns, there are thinkers who see global challenges at the level of human perception,
or of paradigm or worldview (e.g. Capra 1982; Hossay 2006; O'Sullivan 2002; Selby
2002,2007b; Sterling 2001,2007). A common argument among these commentators is
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The notion of paradigmwas popularized by the philosopherof science,Thomas
Kuhn, in his The Structure of Scientific Revolution(1970) in which he defines paradigm
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the basis of the way a society organizes itself' (Capra 1988: 20). Capra (1996)
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A fundamentalchallenge in addressing worldviews includes their invisibility and our
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Worldviews are rarely brought out into the light of day. So people are not usually
aware of them. They sit down deep in human consciousnesssomewhere, quietly
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According to Capra (1996) and Sterling (2007), more specifically,it is the affective and
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value aspect of worldview which most
because it plays a critical role in any shift of paradigm.
In discussionson worldviews, a tension or gulf is postulated between two types of
worldview: the dominant Western mechanistic(or reductionist, or atomistic)worldview
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and alternative, holistic, ecological or systemic worldviews. The proponents of the latter
commonly think that the Western mechanistic worldview is the root cause of the
contemporary global crisis and that current mainstream preferred solutions themselves
incomplete.
For
distorted
thereby
mechanistic
and
predicated upon a
worldview, are
instance, in the words of Selby (2007b):
The mechanistic worldview lies behind the global mega-crisiswhile efforts to
realize a sustainable world are themselves hampered by our inability to remove
residues of mechanisms from our sustainability proposals in which project we are
straitjacketed by our failure to see, let alone address, mechanismwithin our
processes of thought (177).
Miller (2000) also attributes the mechanistic worldview's assumption of separation
between human consciousness and the natural world as the root cause of the
interconnectedecological and social devastations we face:
Modern culture is a potent brew of capitalism and hedonistic consumerism,
reductionisticscience, anthropocentrism, nationalism, militarism, rationalism, and
hierarchicaland patriarchical perspectives. The fundamental problem is that this
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original].
Regarding the mechanistic solution, Chambers (1997; 2008) argues that professionals
of development who are supposed to solve the problems are often the sources of
problems, because:
[m]uch development and humanitarianthinking and practice is still trapped in a
that
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causality and maintained
(2008:
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control
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command and
The section below further details the characteristics of the dominant Western
mechanisticworldview before describing those of alternative worldviews.

1.4.1. Domination of the Western MechanistiC

or dview

Regarding the origin of the Western mechanistic worldview, Capra (1982), Selby
(2002), Suzuki and McConnell (1997), among others, point out that it stems from
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Galilei (1564-1642),Ren6 Descartes (1596-1650)and Issac Newton (1642-1727)
establisheda science aimed at predicting and controlling natural phenomena,rejecting
ambiguity,instability,and paradox.Their views laid the foundation for the superiority of
the scientific method, separation between the intellectualon the one hand and the
emotional,intuitive, and spiritual on the other, rejection of ethics and faith, as well as
the alienationof human beings from their surroundings.
A most influential architect for the mechanistic paradigmwas Descartes,a
mathematician,who applied a machine image to the physical and natural world. He
regardedthe world as consisting of 'building blocks' and promoted a theory that
analyzed complex phenomenaby dissecting and understandingtheir parts, a
dispositionknown as reductionism.His machine view went hand in hand with a
deterministicoutlook on the world. The assumptionwas that human beings could
predict things would happen in a linear manner and in order with precision and certainty.
Instabilityand chance thus became shortcomingsarising from a lack of ability to
understandand control. By applying a machine metaphorto the natural environment,
nature became an object of analysis and control via its parts and movements(Capra
1982,1996; Greig et aL1989; Selby 2002).
Descartes'other method of analysis was based on the fundamentaldivision
between two separate entities that is called dualism. His famous statement, 'Cogito,
ergo sum,'('l think, therefore I exist') highlightsa separation between mind and body,
hence, the separation between individuals' rational mind and their whole organism.
Plurnwood(1993) gives examples of dualized values in western thought. In each pair,
the former is considered to be superior to the latter:
culture/nature;reason/nature;male/female;mind/body(nature); master/slave;
reason/matter(physicality); rationality/animaIity (nature); reason/emotion(nature);
mind, spirit/nature;freedom/necessity;universal/particular;human/nature(nonhuman); civilized/primitive; production/reproduction (nature); public/private;
subject/object;self/other (43).
Examiningthe Cartesian mechanistic paradigm, Plurnwood(ibid.) argues how the
logical structures of dualism have created domination and exclusion. She states that a
dualism is "more than a relation of dichotomy,difference, or non-identity,and more than
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a simple hierarchical relationship" (ibid.: 47) and that the problem is how dualisms are
treated. She goes on to say that:
In dualistic construction, as in hierarchy, the qualities (actual and supposed), the
culture, the values and the areas of life associated with the dualised other are
systematically and pervasively constructed and depicted as inferior.... Dualism is
a relation of separation and domination inscribed and naturalizedin culture and
characterized by radical exclusion, distancing and opposition between orders
constructed as systematically higher and lower, as inferior and superior, as ruler
and ruled, which treats the division as part of the natures of beings construed not
merely as different but as belonging to radically different orders or kinds, and
hence as not open to change (47-48).
Hence, reductionism has created a hierarchy within ourselves, by locating mind above
body, spirituality,emotion, and intuition. This led to a further hierarchy of locating
human beings outside and above nature, which is considered to be a mindless or dead
machine. This has, in turn, underpinned the moral justification for human control and
domination over nature (Capra 1982,1996; Greig et aL 1989; Selby 2002; Plumwood
1993). Shiva (1989) points out that such a justification has been convenient for the
expansion of the capitalism.
Plurnwood(ibid.) argues that it is important to reclaim what has been systemically
key
As
dualistic
through
the
narrative.
marginalizedand subjugated
mechanistic and
resolutions for this issue of duality, she emphasizes the importance of replacing
dualism with "a non-hierarchicalconcept of difference" (ibid.:59) and of enhancing
aconceptsof autonomy, agency, creativity to those who have been denied them under
the Cartesian division of the world" (124). The ensuing section will further elaborate the
ways in which Cartesian dualisms are overcome from within a holistic and ecological
perspective.
Rational thinking, another central feature within the mechanistic paradigm, is

predominantlylinearand all problemsare consideredto haveclearcausalrelations.
Analysisis a preferredmodeof thinkingover synthesis.The worldis consideredto be
observableand understandableby humanbeingswho are isolatedfromthe observing
phenomenaand who havethe abilityto investigateusingreasonand analyticalthinking.
By emphasizingrationalthinking,all otherwaysof knowing- suchas intuitive,
emotional,embodiedand spiritualways of knowing- are marginalized(Capra1982;
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Rifkin 1980, Selby 2002). Experimentalmethods in a controlled environmentto test
hypothesisis what Bacon advanced. Due to Galileo's strong influence on the
investigationof science through measurementand quantification,what is measurable,
quantifiable,therefore, what is absolute and certain, is of value. Objectivity and
neutrality are cornerstoneof investigation.Shiva (1989) captures the interrelated
follows:
as
of
modern
science
assumptions
ontological
and
epistemological
be
knowledge
taken
knowledge
to
the
of
of
parts
of
a
system
as
uniformity allows
the whole. Separabilityallows context-freeabstraction of knowledge and creates
criteria of validity based on alienation and non-participation,then projected as
'objectivity.'' Experts' and 'specialists' are thus projected as the only legitimate
knowledgeseeker and justifiers,(22-23).
It is also important to point out that a mechanisticworldview "has served to reinforce,
validate and inflate qualities and behavioursthat we have been conditionedto regard
as masculine(such as analysis, reason, assertiveness,aggression,competitiveness,
hunger
for
domination)"
(Greig
hierarchies,
for
et aL 1989: 12exploitation,a proclivity
13). The following section on a holistic worldview will further discuss the issues of
masculinityfrom a feminist perspective.
Followingthe footsteps of the above-mentionedarchitects of the Western

mechanisticworldview,eighteenthcenturyphilosophersand socialscientists,suchas
John Locke(1632-1704)andAdamSmith(1723-1790),appliedthe universal
institutions,
in particular,government
beings
human
to
social
and
mechanicalmodel
and economicsystemsrespectively.Stronglyinspiredby the mechanisticworldview,
Lockedevelopedan atomisticviewof societyconsistingof individualswho are
motivatedby the self-interestof creatingpersonalwealth.He regardednatureonly as a
for
in
desire
Believing
the
to
human
amassing
material
satisfy
wealth.
resource
human
laws
govern
of
natural
which
societysimilarto thosegoverningthe
existence
physicalworld,he arguedthat any governmentshouldnot imposeits laws but allow
individualsto pursueunlimitedmaterialwealth.For Locke,naturallawsencompassed
individualfreedomand equalityas well as the rightto property(Capra1982;Rifkin
1980).Similarly,stronglyinheringthe traitsof the mechanisticworldview,Smith
developedan influentialeconomictheoryby articulatingthe waysin whichthe wealthof
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Hand
Invisible
His
famous
is
increased
distributed.
the
of the
concept
of
nations
and
market is based on the notion of laissez faire, and therefore government control of the
market was considered inefficient and, hence, inappropriate. Smith believed that
increasing production of material wealth driven by human self-interest should be
achieved through free and unregulated trade and competition among nations and
individuals. The arguments of both Locke and Smith are pertinent to those concerning
Hence,
1980).
individualism
Rifkin
(Capral982;
and
present capitalism, materialism,
they underpin the logic of neo-liberal globalization described in the previous section.
Rifkin's (1980) statement below captures the key characteristics of the mechanistic
worldview discussed so far:
The more material well-being we amass, the more ordered the world must be
getting. Progress, then, is the amassing of greater and greater material
Science
is
in
to
world.
ordered
more
abundance, which assumed result an ever
in
[italics
(38-39)
job
done
for
the
tools
technology
the
original].
are
getting
and
Table 2 below highlights key ingredients of the mechanistic worldview.
"

Fragmentation,disconnectedness, separation

"

The world as a machine composed of elementary building blocks

"

Reductionism

"

Dualism (e.g. mind and matter; mind and body)

"

Analytical, rational and linear thinking

"

Marginalizationof intuitive, emotional, embodied, spiritual ways of knowing

"

Objectivity, neutrality, measurement, certainty, predictability,quantification

"

Universal and abstract knowledge

"

The observer/ observed separation

"

Unlimited material progress

"

Human isolation from nature

"

Human control and domination of nature; nature as resource
Human-centered (anthoropocentic)thinking
Domination, exclusion, competition, hierarchy

Table 2. Key characteristics of the western mechanistic worldview
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1.4.2. A Shift towards Holistic and Ecological Worldviews
Even three hundreds years after the birth of the Western mechanisticworldview, it
still strongly underpins the current dominant Western mindset.As a result of Western
cultural hegemonyover the rest of the world, the mechanisticworldview has become
globally manifest (Greig et aL 1989; Selby 2007b). Since the 1980s, there are many
writers, including Capra (1982,1996), Ferguson(1982), and Roszak (1981), who argue
that there has been an ongoing shift from mechanisticto alternativeworldviews, or
7

holistic, ecological and systemic worldviews. Brown (1999) also notes increasing signs
of a paradigmshift in environmentalconsciousnessin a wide range of initiatives around
the world. There are also increasing calls for a paradigmshift towards holistic and
ecologicalworldviews, because of the limitationsof the mechanisticworldview as a
frame of reference in today's world. A "narrow [mechanistic]worldview," Pike and Selby
(1988) state, "no longer provides an adequate framework in which to interpret, in a
meaningfuland creative sense, a world which is characterizedby increasing
interdependenceand rapid change" (52). Likewise, in the words of Sterling (2001),
"there is a poor fit between this dominant paradigm and our experienceof increasing
breakdown
in our lives and the world" (10).
interdependence,
and
system
complexity,
From a similar perspective,Caine and Caine (1997) ask, "Why do we prepare people
for a predictable,controllableworld when in fact they will face a life filled with
uncertaintyand ambiguity?" (16)
According to Capra (1996), a key tension between old and emerging paradigms lies
in the understandingof the relationship between parts and the whole. An emphasis on
7 There are differentviews regardingthe relationshipbetweenholisticand ecological
worldviews.Capra(1996)thinksthat holisticand ecologicalworldviewsare slightlydifferent
In that the formersees "the world as an integralwhole ratherthan a dissociatedcollection
of parts"(6), and does not sufficientlyarticulatehumanembeddednessin the naturaland
social environment,althoughthe latter emphasizeshumanembeddednessin natureas well
as the fundamentalinterdependenceof all phenomena.In contrast,holisticeducatorssuch
as Miller(2000)see humanembeddednessin natureas centralto the holisticworldview.
For Miller(ibid.), spiritualityis anotherimportantelementof a holisticworldview,and he
becomes
holistic
that
the
of
ecological
worldviews
convergence
salient since
out
points
and
both worldviews;embraceawe, reverence,wonderand mysteryof life. In this thesis, I take
Miller'spositionand use these terms interchangeably.
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parts is a characteristic of the mechanistic worldview, while an emphasis on the whole
as well as on interconnectedness,relationships, and context informs non-mechanistic
and alternative paradigms.
Alternative holistic and ecological worldviews are considered to have their origins in
various areas of enquiry including new scientific thought, ecological thinking, spiritual
traditions such as Eastern religions/philosophyand indigenous philosophy (Capra
1982; Hicks, 1988; Macy and Brown 1998; Miller 2000; Nakagawa2000; Pike and
Selby 1988; Sterling 2001). According to Miller (2000), in the west the concept of
'holism'emerged in the mid 1970s, and he explains that the following concepts are
often used to characterize the idea: 'everything in the universe is connected, in some
is
'the
is
its
'the
to
than
and
whole
parts',
way, everything else';
whole greater
sum of
comprised of a pattern of relationships' (21).
In terms of the influence of new scientific thought in the systemic or ecological

twentieth
important
Since
the
biology
century;
early
paradigm,modern
playsan
role.
the field beganto look at wholesratherthan parts,and at processesratherthan
substances,and to see an organismas a livingsystem.The wholes- such as cells,
bodies,ecosystems,and the planet- are consideredto be dynamicallyorganized,
intricatelybalancedand interrelated'systems'(Capra1996;Macyand Brown1998).
Fromthis perspective,the natureof the wholeis "alwaysdifferentfrom the meresum
of its parts"(Capra1996:29).
Systemsthinking,whichwas pioneeredby biologists,is one of the key elementsin
the
36-40)
(1996:
Capra
explains
understandingecologicaland systemicparadigms.
key characteristicsof systemsthinkingas follows:
*

Seeingeach systemas a wholeand not reducibleto smallerparts

in
Thinking
different
systemslevels:Systemsare nestedwithinothersystems
0
and differentsystemslevelsembracecomplexity
'Contextual'thinking:Systemscan be understoodonly in contextor in their
the
of
the
by
wholeand/oranalysis
of
environment,not compartmentalization
parts
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"

Relationalthinking: Objects/partsare embedded in the web of relationships.
Relationshipsare of primary importance

"

Networkthinking: Reality is seen as a network of relationshipsand no parts of
the network of relationshipsare more fundamentalthan others

"

Awarenessof epistemology:There is recognitionof ways of knowing as an
important part of understandingphenomena.Scientific objectivity is questioned
because of the perspectivethat what we observe depends on our'methods of
questioning'
Approximateknowledge: Scientific concepts and theories are limited and
approximate,and they cannot give complete and definitive descriptionsof
reality.

Systems thinking was "a profound revolution" in the Western mechanisticscientific
thought. As elaborated in the previous section, the latter paradigm means "taking
it
into
"putting
former
the context of a larger whole"
the
means
somethingapart", while
(Capra 1996: 29-30).
In the field of quantum physics, a prominent quantum physicist, David Bohm,
8

followingthe work of WernerHeisenberg,arguesthat the understanding
of particlesat
the sub-atomiclevelis relationalin that it is impossibleto predicttheir dynamic
The
have
'uncertainly
(i.
the
principle').
no
subatomic
particles
exactly
e.
movements
meaningin isolationand are understoodonlythroughtheir interactionsand
This
interconnections
their
environment.
unpredictability
with
surrounding
of particles
impliesthat inevitableuncertaintyexistsin the world(Capra1982;Pikeand Selby
1988;Selby2007b).Accordingto Capra(1996),"In quantumtheorywe neverend up
(30). Sucha realizationis a
with any'things';we alwaysdealwith interconnections"
significantconceptualrevolutionfor physicistswho hadstronglybelievedthat all the
into
divided
be
solid materialparticlesand so analyzed
phenomena
could
physical
(ibid.).
8 In Physics and Philosophy (1962) Werner Heisenberg originated the uncertainty principle
(Capra 1982).
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By using a notion of 'unbroken wholeness,' Bohm also explores the web of relations
in
level.
level,
deeper
'implicate'
words,
or'enfolded'
other
at
at a
or'non-manifest'
a
What is significant is that from this implicate level the unbroken whole (or the universe)
manifests itself and eventually returns to the whole. He called this dynamic flow
'holomovement'. For him the universe is one indivisible, dynamic whole, whose parts
are all inextricably interrelated and each part is considered as carring the signature of
the whole (Selby 2007b), like a hologram. He argues that in the real world the whole is
'
in
its
is
in
So
for
him,
'everything
else.
enfolded everything
also enfolded each of parts.
This point is fundamentally different from the view obtaining in most holistic worldview
literature as described earlier, i.e. that everything is connected to everything else, with
its emphasis on enfoldment rather than relationship. Bohm also suggests that to
has
be
to
dichotomy
Cartesian
holomovement,
the
understand
mind and matter
replaced by a perception of the complementarilyof both (Capra 1982; Pike and Selby
1988; Selby 2007b).
One key school of ecological thought, deep ecology, has played an important role in
informing an ecological paradigm. Deep ecology is both a philosophicaland
sociopolitical activist movement, which is "calling for a deeper questioning and a
deeper set of answers to our environmental concerns" (Naess 1998:134). It questions
the consumerist and materialist assumptions and encourages us to live more simply
(Naess ibid.). It embraces eco/ bio-centred (or earth-centred)values, as opposed to
in
intrinsic
(or
human-centred)
nature and
value
anthropocentric
ones, and recognizes
the
It
holds
living
biocentric9
things.
of
a
all
egalitarian perspective on all members
(e.
identifiable
in
forms
the
ecosphere g. rivers,
ecosphere as well as all
entries and
landscape).All living things are considered to have their own needs and freedom to
live and unfold their life forms. For deep ecologists, human beings are but one member
of the web of life and no species is superior to any other species, and therefore,
9 Deep ecologists have an extremely broad
"individuals,
life
all
which encompasses
view of
Fox
"
In
this
sense
species, populations, habitat, as well as human and non-human cultures.
suggests the term 'ecocentric' would capture their orientation better than biocentric,
because ecocentric views see the biosphere as a totality, while biocentric views focus on
individual living beings (Fox 1998: 228-229).
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human beings are deeply embedded in nature (Capra 1996; Devall and Gessions
2005; Fox 1998; Naess 1988). Deep ecologists also advocate the notion of selfrealizationthrough a process of identificationwith a larger organic Self, which means a
spiritual consciousnessor awareness of belonging to wholeness, or a higher level of
unity (Capra 1996; Dryzek 2005; Macy and Brown 1998).
Ecoferninismis another influential school of ecological thought in relation to the
ecological paradigm.A central argument of ecofeminism is that there are connections
betweendominations and exploitationsof women, subordinatedhuman groups, nonhuman animals and non-human nature. Ecofeministsargue that mentalitiesand
structures of oppressionsare based on 'androcentrism'(or male-centredness)(Fox
1998; Warren 1998). The 'master narrative' predicatedon value-riddenhierarchies
(see pages 16-17) has justified a logic of domination,exclusion, and exploitation
(Plumwood 1993).
Warren (1998,2005) has captured key characteristicsof ecofeministethics that

include:
*

Beingopposedto any'isms'(e.g. sexism,racism,classism,naturism)that
presupposeor advancea logicof domination;

*A

contextual ethic in which ethical discourse and practice emerge from the
'voices'of entities located in different contexts and historical circumstances;

An
inclusivist
ethic that grows out of and reflects the diversity of perspectives of
0
women and other Others;
9

Making no attempt to provide an 'objective' (i.e. value-neutral,transcendental,
ahistorical) point of view;

0

Providing a central place for important values that have gone largely unnoticed,
underplayed,or misplaced (e.g. value of care, love, friendship, and appropriate

trust);
*

Understandinghuman embeddednessin human, cultural, ecological
relationshipsand communities;

0

Rejecting the traditional ascendancyof reason and rationalityand taking 'moral
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emotions'(love, care, empathy) seriously;
Acknowledging that theory is in process and changing over time

(Warren 1998: 337-339; Warren 2005: 269-272).

Whenit comesto ancientspiritualtraditions,or perennialphilosophy,including
Taoism,Hinduism,Buddhism,as well as mythicalChristianity,Judaism,and Islam,
therehavebeensignificantconvergenceswith emergingholisticecologicalparadigms.
This is not surprisinggiventhat these spiritualtraditionshavecommonlyhad an
understandingof humanembeddednesswithina largerlivingwhole.For instance,one
Buddhistdoctrine,'dependentco-arising,' is abouta profoundunderstandingof mutual
causalitywhereour beingdeeplydependsuponother beings,and hencebuilding
harmoniousand responsiblerelationshipsamongall beingsis of criticalimportance
(Macyand Brown1998;Kumar2002).Macyand Brown(ibid.) statethat the shiftfrom
a mechanisticworldviewto an ecologicalworldviewis relevantto the 'rediscovery'of
spiritualtraditionsin our currentIndustrialGrowthSociety,wherelimitlessconsumption
of resourceshas madeus blindto such traditions.
Basedon the discussionso far, key insightsto overcomethe deficitsof a
mechanisticworldviewinclude:dynamicalbalance,natureembeddedness,relational
to
dualisms
Cartesian
heal
Firstly,
it
is
to
see
and
epistemology,and spirituality.
crucial
thingsin dynamicalbalance.Usingthe analogyof ChineseTaoPhilosophy,where
balance
(e.
dynamic
in
with
opposedvalues,yin g. care, cooperation,synthesis)are
(1982)
Capra
(e.
yang g. assertiveness,aggression,competition,rationality,analysis),
assertsthat it is importantto understandthat
theseoppositesdo not belongto differentcategoriesbut are extremepolesof a
singlewhole....What is good is not yin or yangbut the dynamicbalancebetween
the two; what is bad or harmfulis imbalance(35-36).
So, in the discussionsof holisticand ecologicalparadigms,simplyreclaimingthe
oppressedotheris not enough,becauseif we do so, accordingto Sterling(2004c),we
will risk failing into the trap of one-sidedness,of dualism,again.
This discussionof balancingis also pertinentto the questionof partsand the whole.
By only emphasizingthe whole,there is a dangerof merehomogenizationby losing
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the autonomy and unique diversity of individual parts (Plumwoodl993; Warren 2005).
In the words of Kumar (2002), in order to overcome the Cartesian dichotomiesof
'SeparationalPhilosophy'which leads to an either/or position, we need 'Relational
Philosophy'which fully recognizes a both/and position.A dynamic balance of opposites
is the key, as Kumar (ibid.) affirms:
Individualand society are two sides of the same coin. Matter and spirit exist
together; art and science complement each other; we need a reductionist
approachwhere appropriateand within the context of the whole. We need
Life
is
battleground,
intuition
in
balance
emotion.
not
a
not a
and
with
rationalism
sphere of conflict; rather, life is a ground of symbiotic relationships,where even
battles and conflicts have a place, as do compassionand harmony (179).
Another key aspect is to develop a profound understandingof human
Cartesian
human/nature
dichotomy.
to
the
in
opposed
as
embeddedness nature,
Nature is neither a mere resource for human use and exploitation,nor alienated 'other'.
Ecofeministssuch as Warren (2005) remind of us the notion of unity and diversity
beings
human
between
the
and nature:
regarding
relationship
humans, 'as ecological selves'are both membersof an ecological community (in
from
different
other members of that community (in other
some respects) and
respects)(270) [italics in original].
Also, relational epistemology is significant to holistic and ecologicalworldviews. It is
consideredthat everything is interconnectedand phenomenacan never be understood
in isolation. Inspired by Bohm's 'unbroken wholeness,' Selby (2002) takes this view a
'
'radical
interconnected
'dance,
further
symbolizing
of
ness'
using a metaphor
step
importance
and any entities - things, objects,
primary
as
of
regards
which
relationship
temporary
separated
as
solid,
as
construed
usually
which
are
ourselves,
in
So
he
the
flows
and
a
constant
change
whole,
and
of
of
movement.
manifestations
into
is
"everything
everything else" (82) as Bohm claims, and things are
enfolded
states
"expressionsof the dynamic unfolding, the being and becoming, of the whole" (83).
Diversifyingways of knowing by making connectionsis critical, as Macy and Brown
(1998) highlight below:
The mechanisticview of reality separated substancefrom process, self from
other, thought from feeling. In the systems perspective,these dichotomies no
longer hold. What appeared to be separate and self-existent entities are now
"other"
be
What
had
be
interdependent.
to
to
can be equally
seen
appeared
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construed as a concomitant of 'self,' like a fellow-cell In a larger body. What we
had been taught to dismiss as mere feelings are responses to our world no less
valid than rational constructs. Sensations, emotions, intuitions, concepts, all
condition each other, each a way of apprehending the relationshipswhich weave
our world (42).

Lastly,to addressspiritualityis importantsince it was neglectedin the mechanistic
narrative.Although spirituality takes a form of religion for some, it is not constrained by
religion. According to Miller (2000), spirituality is
a living awareness of the wholeness that pervades the universe. It is the
realization that our lives mean more than material wealth or cultural achievement
can provide; our lives have a place, a purpose in the great unfolding story of
Creating...(73).
Table3 below indicates the key characteristics of the emerging holistic and
ecological worldviews discussed in this section.
9

Relationships,interconnectedness, interdependence('The whole is
greater than the sum of the parts')

o

Enfoldment ('Everything is enfolded in everything else')

o

Systems thinking

*

The observer and the observed connection

0

Synthesis, integration

in
Value
uncertaintyand approximateknowledge
e
9

Diversified ways of knowing (including the emotional, intuitive, and

spiritual)
in
Value
feminine
qualities
9
*

Deeplyquestioningconsumerismand materialism

*

Contextual knowledge

e

Eco/blo centred (or Earth centred) values

o

Human embeddedness in nature

9

Being aware of the intrinsic value of nature

*

Participation,egalitarianism, non-hierarchy

e

Process-oriented

lable 3. Key characteristics of holistic and ecological worldviews
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"ThereViewof the characteristicsof mechanisticand holistic worldviews has
revealedthat current market driven globalization,discussed earlier, is clearly
underpinnedby the mechanisticworldview, not holistic and ecologicalworldviews.The
dualistic and reductionist outlook of the mechanisticworldview has alienated human
beings from nature. Nature, as a dead machine, is reduced to a commodity;giving
moraljustification for her exploitation.This is a convenientlogic for the growth of
capitalistmarkets. 'Development'pursuit from this perspectiveis part of the problem
rather than part of the solution. This issue will be further discussed in this thesis in
relation to education.

1.4.3. Paradigm Implications for Educational Change
Consideringdominant influence of the neo-liberalglobalizationand the mechanistic
worldview,it is not surprising to realize that the field of education, as a subsystem of a
wider paradigmaticsphere, has been strongly overshadowedby the mechanistic
mindset(Miller 2000; Sterling 2001). Therefore, briefly reviewing implicationsof
worldviewsin educationwill be useful to lay the foundationfor the examinations of
emergencyeducation and sustainability-relatededucation in the following chapters.
There are a number of characteristicsof educationthat are predicated upon a

dominantWesternmechanisticandfragmentationalist
worldview.In termsof
it
be
tends
to
top-down
and short-term targeted towards
process,
educationalchange
(Hargreaves
results
and Fink 2006). The formal curriculum
measurableand quantifiable
(or schooling) is disconnectedfrom the rest of society in terms of space and time (i.e.
learning is considered to take place within a school building during particular segments
informal
for
learning
day
the
taking place
group)
and
and
age
non-formal
particular
of
beyond school wall$ are not sufficientlyvalued and integratedwith the formal
learning
the
by
Formal
the authorities is
curriculum
within
standard
set
curriculum.
by
their
and
potential synergies are
subjects
grades,
and
compartmentalized
Its
learning
ignored.
predetermined
often
are
outcomes are to be
undervaluedor
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measured quantifitably(Illich 1971; Pike and Selby 1988; Selby 2002; Steen 2008).
Knowledge is, by and large, considered as a static entity which Is transmitted from
those who are construed as the primary source of right knowledge (i.e. teachers and
(i.
the
to
those
as
who
are
considered
passive
experts)
recipient e. students). Learning
through abstract concepts and developing analytical and memory skills are highly
encouraged, while learning involving feelings, intuitions, and sensory awareness is
undervalued (Pike and Selby 1988; Sterling 2001). The formal learning environment
tends to be organized in an homogenized way (e.g. learning only among the same age
group), and individualistic, competitive, and hierarchical learning are characters of
learning culture (Illich 1971; Pike and Selby 1988; Steen 2008; Sterling 2001).
In contrast, according to the proposals of educators drawing on a holistic worldview,
educational change is a multi-faceted, non-linear and 'organic' process, which allows
unexpected spin-offs to emerge. In a change process, making connections among
different stakeholders, creating a collegial culture, addressing the needs of whole
person, distributing power by involving stakeholders in the change process - are all
considered important (Greig et aL 1989). In the curriculum sphere, integration between
different subjects is encouraged and interdisciplinarity is promoted. Developing a formal
be
to
key
is
informal
learning
link
element
another
curriculum and non-formal/
advanced from a holistic perspective. Valuing contextuality and participation, curriculum
learning
in
for
learner
to
particular
needs
negotiation meet emergent
contents are open
contexts. In terms of pedagogy, co-operative, experiential, action-oriented modes of
teaching and learning are commonly suggested. The process of, not the product of,
teaching and learning is valued. The underlying belief is that learners have valuable
knowledge to bring to the learning community and teachers are also learners. The
importance of interplay between cognitive and affective learning (integrating emotions
and intuitions in learning) is recognized as critical to deepening the learning experience
Selby
2000;
(Miller
developing
self esteem, and a sense of personal empowerment
and
2002; Sterling 2001). Creating an affirming learning environment also plays an
important role in enhancing the quality of learning (Selby 2002).
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1.5. Research Questions
The discussion so far has sought to articulate the dynamicallyinterrelated causes of
emergenciesusing a broad brush: globalization,climate change and the dominant
mechanisticworldview. More precisely,it has been argued that globalization,climate
change, and resultant emergenciesare 'symptoms'of a hegemonicmechanistic
worldview and that embracing a holistic worldview is vital in making positive changes of
a more fundamental nature.
In the pursuit of developing learning principles that could be effective in coping with,

preempting and mitigating interconnectedimminent and seeminglydistant emergencies,
the following questions guide the inquiry.
1. What is the current range of renditionsand understandingsof the concept of
emergency education?
*

What is understoodas constitutinga crisis or emergency?

justifications
What
the
arguments
proposals,
and
are
advanced by
9

differentschoolsof thoughtwithinthe fieldof emergencyeducation?
What paradigmaticunderpinningslie behind those different schools of
thought? In what ways and to what extent do the mechanisticand holistic
in
themselves
those different schools of thought?
manifest
worldviews
2. What is the current range of renditionsand understandingsof the concept of
education for sustainability?
*

What are the various understandingsof sustainabledevelopment and
sustainability?

justifications
What
the
arguments
proposals,
and
are
advanced by
e
different schools of thought within the field of education for sustainability
(including
its
schools
educationfor sustainabledevelopment,
and sister
for
future,
a
sustainable
and sustainability-relatededucation)?
education
*

What paradigmaticunderpinningslie behind those different schools of
thought? In what ways and to what extent do the mechanistic and holistic
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worldviews manifest themselves in those different schools of thought?
3. What holistic and sustainable principles arise from examining the Interface
between emergency education and education for sustainability in order to
respond to humanitariancrises in a more comprehensiveway?
4. What insights arise from applying holistic and sustainableprinciples to concrete
by
fomented
climate change and
education
and projected emergency
situations
other causes?

1.6. Summary and Thesis Structure
This chapter has given a broad overview of the backgroundof the proposed study in
issue
highlighted
the
has
follow.
It
foundation
for
discussions
lay
the
to
to
of
a
order
dominant
by
fuelled
in
inequality
today's
neo-liberalism,
world, especially as
globalized
as well as disturbing yet plausible potentials for further social marginalizationand
then
The
examined
chapter
change.
as
a
consequence
climate
of
global emergency
if
to
be
to
dominant
Western
want
we
the
overcome
mechanistic worldview needs
why
deal with interconnected global problems in a more fundamental way. It has also
looked into the transformative premises which holistic and ecological paradigms hold.
This study is going to draw upon the experience of two contemporary educational
the
study
and
education
responses - emergency education and sustainability-related
in
help
holistic
develop
learning
addressing
and sustainable
principles which could
will
ongoing and plausible future humanitarian crises.
This study will unfold in the following chapters as follows. Chapter Two will describe
the methodology,data collection and analytical methods used in this inquiry. Chapters
Three and Four will, respectively,explore trajectories and key characteristicsof
Five
Chapter
detail.
in
emergency education and sustainability-relatededucation some
will discuss the interface between emergency education and sustainability-related
humanitarian
for
learning
holistic
principles
education, and will suggest
and sustainable
the
Chapter
Six
crises.
examines the insights of educational practitioners regarding
learning principles developed in this study through the engagement with the ongoing
31

Initiativeof the NGO Plan International,Children and Young People at the Centre of
Disaster Risk Reduction,and the organically emerging follow-up multi-agencyinitiative
called Children In the Changing Climate. Chapter Seven further investigatesthe
applicabilityof the six learning principles.Two of Plan International'scompleted
emergency education programs (i.e. the YogyakartaEarthquake Responseand
Recovery Prorarn in Indonesia and the Rapid Education Pilot Project in Sierra Leone)
are examinedto illuminate contextual valuables in the application of the principles.
Chapter Eight discusses the key insights emerging out of this study and advances
implicationsfor future research.
A main conceptual challenge in this research is uncertainty:How can we prepare for
something uncertain and unpredictable,such as plausiblefuture insecuritiesand
devastationscaused by climate change? Paradoxically,however,this is exactly the
point of doing this study by exploring the ways in which learning could be anticipatory
and proactive rather than being deterministic and reactive towards the multifaceted
challengeswe face. Caine and Caine's (1997) question quoted above (see page 20)
resonateswith the thrust of the study: "Why do we prepare people for a predictable,
controllableworld when in fact they will face a life filled with uncertaintyand
ambiguity?"
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CHAPTER TWO
RESEARCH METHODOLOGY

2.1. Introduction
The main purpose of this chapter is to describe the research methodology used In
this study. In general, methodology means "a distinct way of approaching research with
foci,
fundamentally,
data,
the
of
purposes,
more
analysis
and
understandings
particular
relationship between data and what they refer to" (Scott and Usher 1996: 61).
Methodologyis usually explained in relation to the underpinning research paradigms
(i.
knowledge
inform
the
and the
nature
of
reality
e.
ontology),
and
nature
of
which
(Mertens
knower
known
(i.
between
the
the
and
would-be
epistemology)
e.
relationship
1998). In other words, "all research originates from some view of reality, which means
that there are different ways of gaining an understanding(i.e. knowledge)" (Hart 1998:
51).
The chapter first clarifies my own subjectivity and ideological position as they have

influenced
unconsciously
my choiceof researchmethodologyand
and
consciously
for
The
describes
this
then
qualitativeresearch
chapter
study.
processof research
methodology,data collectionand analyticalmethodsemployed,ethicalconsiderations
raised,and issuesof credibility.Therefollowsa sectionthat introducesresearch
in
participants the study.

2.2. Subjectivity of the Researcher
2.2.1. My Story
I agree with Kirby and McKenna's view (1989) that uwho I am circumscribeswhat
kind of research I can do"(19) and that personal experiences, thoughts, feelings, or
"conceptual baggage" (ibid.: 21) necessarily influence the research I am involved in.
The subjectivity of the researcher can be an asset, but only if it is critically reflected on
throughout the research process. Therefore, I would like to describe key moments of
my own journey that led me to this study and, so, seek to clarify my own subjectivity
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and Ideologicalperspective.
Growingup in the southwestpart of Japan,ShikokuIsland,in the 1970s,I had a
happychildhood.As a child,I likedcollectingflowers,observinginsects,readingbooks,
and drawing.In my hometown,traditionalculturalvaluesand senseof communitywere
'era
in
during
in
the
the
so-called
of rapideconomic
society
changes
strong spiteof
growth'afterthe SecondWorldWar.Agriculturaland culturaleventsmarkedthe cycle
of the yearand peoplein the communityhelpedeachotherin conductingannual
festivals and cultural events, and in undertakingshared community responsibilities.
Although academic achievementwas not expected for girls (as it was for boys), I
Throughout
junior
did
the
schools.
my
and senior
public
well at
enjoyed studying and
high schools days (age from 13 to 18) 1was very active in the school music bands,
for
I
in
hard
university entrance exams.
was
preparation
working
while
After competitiveand successful entrance examinations, I began my first degree in
English at Okayama University.It did not take me very long before I became
disappointedwith university life. Even at the university,I was expected to be a passive
listener and to memorizewhat was taught. I felt a great sense of alienation in the big
lecture rooms, and also felt lost about my future direction.
In my third year, with one of my friends who felt similar frustrations about study at
the university,I visited one of the young lecturers for some advice. After hearing our
stories, he encouraged us by saying that no time would be too late for starting learning
and our sincere efforts would surely pay off. Then he suggested we read a very short
English story from James Joyce's Dubliners together so that he could guide us on how
to read it. Three of us met on several occasions to discuss the story.Although his
questions were often very challenging, I enjoyed every meeting very much because we
could express our opinions and ask questions freely in a comfortable atmosphere.
Unfortunately,such basic interactionswere not common at everyday university lectures.
In these special sessions, our voices were heard and treated seriously. I began to
appreciate English literature for the first time. At our last meeting, he encouraged us to
study abroad in order to learn not only the English language but also about English34

speaking people, culture and society. After exploring scholarship programmesfor study
abroad, very fortunately,and rather accidentally,within one year I was given an
opportunity of studying at Ball State University, U.S.A., for two semesters with a full
government scholarship.
One of the most significant experiences I had at Ball State Universitywas the study
trip run by the anthropology department of the university.About 10 students and a
professor traveled by van for one month around the southwest parts of the U.S.A. in
order to learn about the Native American people and their cultures. We visited and
stayed at several Native reservations of the Navajo, the Hopi,,the Appachi, and the
Pueblo. Wherever we went, we received warm hospitality and friendship. It was truly
fascinating for me to learn about their rich culture, history and spirituality,with which I
beautiful
fantastic
It
to
totally
visit
and
several
national
was
stay
at
also
unfamiliar.
was
it
However,
in
that
area.
was very depressing to learn about the plight of these
parks
native peoples: the history of oppression and alienation. I was particularly disturbed
when I learned about the high drug, alcoholic and suicide rates especially among youth
in the reservationswe visited. It was a Hopi teacher who told me of the important role
is
"Education
for
in
her
deprived
community.
young people
which education could play
a hope," she passionately said to me. At the time I was wondering about my future
career and I began to think about becoming a teacher back in Japan.
Then from 1994 to 1998,1 worked as an English teacher at a private high school in
Japan. I was passionate about developing international understanding and
communications skills among young students learning English. However, the teaching
approaches I was expected to adopt often conflicted with my beliefs. Since developing
exam-oriented skills was the expectation of students, parents, and peer teachers, I
adopted the teacher-centered teaching style of my colleagues with a strong focus on
exam-oriented knowledge and skills. Gradually I began to feel dissatisfaction and
question what I was doing. I tried to make small changes in my classroom but I felt less
I
doing
In
fact,
in
how
I
to
and
so.
confident
was not sure about
articulate my concerns
did not have the skills and knowledge to teach alternatively and creatively.At the same
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time, I became increasingly disturbed by student violence, bullying, and truancy.Those
who caused trouble were often suffering from a sense of apathy and powerlessness,
and perhaps even a lack of self-esteem and sense of purpose in their school life.
Although leaving a secure full-time teaching job was not'normal, 'l decided to
pursue a Masters degree in order to explore alternative educational models. The
program at the Ontario Institute for Studies in Education of the Universityof Toronto,
Canada, helped me to reflect on my assumptionsand teaching experiences,to develop
a theoretical and methodologicalfoundation in education, and to put educational issues
in broader socio-politicaland cultural contexts. In particular, Professor David Selby's
graduate course on global education, a holistic and ecological approach to education,
gave me a framework to address my concerns. I became aware of the connections
between local and global, web-like connections betweenvarious issues, the
importanceof our own outer and inner learningjourneys, democratic and participatory
pedagogy,and holistic educational change processes. It also helped me to go deeper
to explore the root causes of the global condition: a dominant mechanisticworldview.
During my studies at the University of Toronto, I was very much affected by one of

my classmates'experienceof civilwar in her homecountryýSierraLeone.Whatshe
revealedto me was almostbeyondmy understandingand I felt my responseswere
oftenverysuperficialand nalive.It was very difficultfor me to comprehendher horrific
descriptionsand senseof hopelessness.
As a personwho grew up in post-warJapan,
the violenceof war had not impacteduponme personally,althoughI had heardabout
my parents and relatives' experiences during the war. It was not until I was exposed to
her experiences and feelings that I 'felt'what it meant to live through such
circumstances.Her story of oppression and cyclical violence became a catalyst for me.
I also became aware of the privilege I took for granted and the responsibilitywhich
accompaniesthat privilege.This became a reason why I was motivated to consider my
own connection to global issues, as well as how I might contribute at least to a small
extent to altering In some way the violent reality of today's world. In retrospect, this was
the seed for me to explore education in emergency situations.
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In my major Masters research paper, Towards the more effectivepractice of
transformativelholisticpeace education: An exploration of the worldviews of peace
10
1
(Kagawa
2001),
in
Ontario
conducted qualitative research with both
educators
formal and non-formaleducators to explore how the worldviews of peace educators are
in
One
the
their
philosophies
educational
and
practices.
of
significant
manifested
issues I learned in this project is that a holistic worldview Is of crucial significance for
educators for peace. Secondly,although the pedagogical innovations and
commitments made by the educators were indeed enormous, it was very challenging
for them to keep intact their views and sustain their practices within a rigid formal
Therefore,
it
is
necessary to develop a support system and
environment.
educational
network to maintain educators' motivation and creative initiatives.
Following the completion of my Masters degree, I worked for two educational
Toronto.
in
Ford
I
involved
University
Firstly,
based
the
the
was
of
at
projects
Foundation Educationfor Global Citizenship Project. As a country specific researcher
for South Africa, I obtained insights into the daily complexities which people experience
in a transitional society. Educational undertakings are extremely challenging because
but
degradation
to
HIV/AIDS,
inequality,
a
name
racism,
and environmental
of poverty,
few major socio-environmentalissues. Secondly, I was involved in the UNICEF CARK
(Central Asian Republics and Kazakhstan) Global Education Project as Graduate
Coordinator and consultant. Through this curriculum renewal and teacher training
I
Asian
Central
in
five
countries,
also became aware of the educational
project
in
identity
They
include
in
the
the
a transitional
crisis
of
poverty,
region.
challenges
society, meeting the needs of vulnerable people (e.g. girls, female students, ethnic
in
lack
the
for
teachers,
poor),
and weak national governance
minorities, and
of support
the face of strong international donor and aid agencies.
Involvement in the above projects made me consider real issues and tensions in
African
First,
South
major
change.
challenges, which are not necessarily
educational
10An academicarticlewas publishedbasedon this work Is as follows: Kagawa,F. (2004),
Wholenessand hope:An explorationof the worldviewof peace educatorsIn Ontario.
InternationalJournalof Curriculumand Instruction,6, (1) 3-20.
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for
between
including,
Central
tension
Asian
I
education
a
and
specific, saw as
economic developmentand education for social justice for all in the face of economic
globalizationand the emergent needs of people; the difficulty of translating new policies
and curriculumto classroom level; issues of survival in extreme poverty; lack of support
and resourcesfor teachers in the face of new government educational initiatives;
identity
in
dealing
injustice
historical
with
education-,
crises',and difficulties
addressing
In promoting educational reform within a dominant mechanisticand positivistic
paradigm. Second, I saw that educational reform is political: whose interests count?;
who has access to resources and information? Decisionsaround education are
invariably influenced by power.
I then moved to the U.K. to pursue my doctoral studies at the University

of Plymouth

in September 2003. Although my initial plan was to explore stakeholders'
experiences
of the UNICEF CARK Global Education Project, I changed my focus to the examination
of the interface between emergency education and educationfor sustainability.This
happenedfor two reasons. One concerned practicality.There was
uncertainty about
the continuationof the CARK Project and as a result of changes in my work

status (e.g.

my work involvement in emergency education as ResearchAssistant in the Faculty of
Education as well as in education for sustainabilityfirst as ResearchAssistant
and later
as ResearchTeam Coordinator at the Centre for Sustainable Futures, University of
Plymouth).The other was my increasing realization of the unexplored relationship
between the fields of emergency education and education for sustainability.
In terms of my readiness for conducting research at doctoral level for this

research, I

felt my confidence and capacity to have been growing over the past few years. It was
helpful to have both formal training in research methodologyat a post graduate level
and a number of empirical research experiences (both qualitative and quantitative)
independentlyand collaboratively.Through trial and error, I was able to develop my
capacity to plan, implement and write up a research project. The wide scope of this
research has been a challenge for me to grapple with and synthesize complex ideas,
so the progress of the thesis has been slower than I had anticipated.
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Overall, looking back over my background, interestingly and sometimes rather
accidentally,one experience took me to another and I found myself in a process of
continuousjourney. My previous life experience had influenced me to pursue my
doctoral work. It had made me interested in looking into connections between
seemingly discrete phenomena, issues, and concepts. And this is why I decided to
examine the interface between two fields of work I have become passionate about and
engaged in. My personal experience had also made me patient and open to unfolding
processes and uncertainties.This doctoral research is an exploratory development of
learning principles for education in response to emergencies.As this study has
unfolded, I have recognized the increasing significance of emergency education in the
face of climate change and I would like to explore this issue more in the future. When I
started, I was not completely sure where the journey would take me.

2.2.2 Where Do I Stand?: My Ideological Position
So what lens do I bring to this doctoral study? Who am I? How do I see the world?
How do I think we can know about the world? What are my personal morality, values
and ethics? What is my ideological standpoint (which I take to consist of my axiological,
epistemological and ontological perspectives)?And what is its implications for my
normative view on being a researcher? There are a number of clues in my personal
history described above. Below, I try to elaborate the key essences which constitute my
ideological position.

My ontologicaland epistemologicalpositionshavebeen influencedby a numberof
holistic frameworks, renditions and thinkers. What is described in Chapter One in the
holistic and ecological worldview section (see pages 20-28) sets out those key
influences. They include quantum philosophy, deep ecology, ecofeminism, and spiritual
traditions (which, as described immediately above, include indigenous traditions). All
commonly offered profound, often times radical, interpretationsof interconnectedness,
relationship and contextualism. I do not think I neatly fit into one particular rendition or
school of thought, but I borrow ideas eclectically from these different recognized
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streams of holistic thinking. In this sense, I embrace eclecticism, rather than purely
adhering to a particular school of thought.
Within the multiple renditions of a holistic perspective, I adhere closely to David
Bohm's notion of unbroken wholeness, a view of the world as a dynamic, seamless
web of relationship,where all forms of the material universe (or'explicit order) emerge
from the 'implicate' or'enfolded' order and return to the whole (Nichol 2003) (see also
pages 22-23). Within such a conception of the world, reality is not static but in a
constant flow of movement.This is ultimately a process philosophythat embraces
inconstancy,and perpetual emergence. Bohm's notion of unbrokenwholeness also
holds that reality cannot exist independentlyfrom our being, and that, while there is an
independent reality,we can never capture that reality in its entirety. The multidimensional cannot be fully known.
The concept of 'holarchy' coined by Arthur Koestler(Capra 1982) is also an
important notion in my ontological understandingof reality.As distinct from a
hierarchicalworldview, underpinned by an either/or way of seeing the world, holarchy is
a both/and philosophy,thus, for example, embracing mechanismas a constituent
element within holism. Opposites are, therefore, in dynamical complementarity.
Having this dynamic and interrelated view of the world, I adhere to a relational
be
finally
in
understood in isolation. Knowing is also
can
epistemology which nothing
not limited to rationality.Knowing come to us through our whole being - emotions,
feelings, bodily senses, intuition as well as logic and reason. From the belief that the

self and externalworld(the researcherandthe researched)are not separable,I
questionthe usefulnessof objectivityand neutralityaspirationsin an inquiryinvolving
humanbeings.It is importantto be reflectiveand openaboutperspectivesgoing into
the research.I am inclinedto use an inductivelogicby lookingat patternsand
associations,allowingthe theoryto emergeorganicallyratherthan imposingand
testinga predeterminedhypothesis.Acceptingthe ultimatelyunknowablenatureof
realityand my own limitationsto knowthe worldfully,modesty,humilityas well as
opennessaboutthe limitationof knowingis alsoan importantpart of my epistemology.
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In terms of my perspective on the human-nature relationship, growing up In a nonwestern society, I have internalizedthe value of human embeddedness In nature not
in
but
in
a non-rational and spiritual manner through
way,
a
rational
necessarily
everyday living.
Considering my axiology (value, ethical and moral stances), I embrace an
international and culturally sensitive disposition, which has been developed through my
experiences in living abroad as a foreigner and so belonging a minority. My overseas
issues
made
me
more
conscious
also
about
of power and marginalization.
experiences
Respect for human dignity and human rights regardless of circumstances has become
an important value for me.
In further examination of how my values position links with my ideological position, I
have borrowed Barry's (2007) explanation of ideologies. He points out that any
ideology is characterized by the following three features: an analysis of the current
social order based on its own fundamental ethical and political principles; an alternative
and normative view on society; a theory of transition or agency. He also notes that
has
between
human
ideology
the
society and
a
particular
on
view
relationship
each
non-human world.
So, for me, in looking at contemporary society, it is critical to address mutually
reinforcing socio-economic and environmental vulnerabilities and devastations. I see
these challenges as global and transnational in scope; I see issues are structural, and
underpinned by the modern mechanistic worldview.As an alternative view, I envisage a
the
fulfill
life
human
beings
helps
to
including
both
for
and
quality of
society which
all,
non-human world. Therefore, I believe that it is important to expand our moral and
ethical boundaries beyond human beings and to include non-human species and
environment. Creating locally self-sustaining forms of social and economic order and
practices that stay safely within environmental capacity should be prioritized. In the
transition to such an ideal society, changes should take place at various nodal points
and from various directions. I hold a positive view of individual human potential and
her/his critical role as a change agent, believing that each individual's fullest potential is
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nurturable,rather than predetermined.So to create effective social change, structural
changes and Individualchanges should go hand in hand. Overall. my view is
transformative,rather than status-quo confirmative,conformative,and conservative.
My ideological position has also shaped my normativeview on the purpose of
research. I hold a strong belief that processes and goals of research activities should
contribute to solve the problems of injustice and serve the common good and
bettermentof the society, even in a small way. I consciouslyemploy non-exploitative
and participatoryresearch methodologiesand try to create a reciprocal relationship
between the researcherand research participants,so that participationin the research
is meaningfuland empoweringfor them as much as myself.

2.3. Qualitative Research Methodology
2.3-1. Key Characteristics of Qualitative Research Methodology
This study employs qualitative research methodology.From my ontological and

epistemological
positions,the letterand spirit of qualitativemethodologybettersuit the
purposesof this research.But how?First,I brieflyoverviewquantitativeresearch
methodology,
sincehistoricallythe developmentof qualitativemethodologyis closely
linkedto overcomingthe perceivedlimitationsof quantitativemethodologyfor
understandinghumansocietyand humansocialinteractions.
Quantitativemethodologyis predicated upon a positivist paradigm and/or its
successor,a postpositivist paradigm. Both positivist and Postpositivistparadigms work
on the assumptionthat there is one reality and the reality exists external to people,
driven by natural laws. In this paradigm, reality,or the world, consists of observable and
measurablefacts. For positivists, it is a researcher'sjob to 'discover' such a reality.
Postpositivistssimilarly think that it is a researcher'stask to discover the reality, but
within probability limits, because of their acknowledgementof the human limitations of
the researcher (Cohen et aL 2000; Cresswell 1994; Glesne 1999; Mertens 1998).
Underpinnedby the above-mentionedassumptions,quantitative methodology
employs a deductive form of logic. Its goals are "to develop generalizationsthat
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better
to
that
to
theory
the
enable
one
and
predict, explain, and understand
contribute
data
1994:
(Cresswell
7).
Objective,
quantifiable
and
observable,
some phenomenon"
"
through
experimental, empirical and/or statistical methods, which are
are collected
the
Quantitative
in
objectivity and
affirm
researchers
commonly used natural science.
be
they
believe
that
their
so
seek
value-free,
research
should
research
and
neutrality of
to avoid influencing or being influenced by the object of the research, separating facts
from values and biases (Cohen et ah 2000; Cresswell 1994; Glesne 1999; Mertens
1998). Therefore, in the words of Guba and Lincoln (1994), "inquiry takes place as
through a one-way mirror" (110). A quantitative methodology clearly shares ontological
and epistemological commonalitieswith the mechanistic worldview discussed in
Chapter One (see pages 15-19) because of an overriding belief in the sole or primary
validity of analytical and empirical methods based on separation, prediction, objectivity,
and measurement.
In contrast to quantitative methodology,qualitative methodology emphasizes
qualities, processes and meanings which are not measured through experiments.
Qualitative methodology is underpinned by non-positivist paradigMS12and it embraces
2000).
Lincoln
(Denzin
and
ongoing critiques of positivist paradigms and methods
Qualitative research methodology is referred to as naturalistic inquiry, that is
investigating real world situation in a "non-manipulative,non-obtrusive and noncontrolling" way (Patton 1990: 40).
Non-positivist paradigms include, most influentially,the constructivist/interpretive
based
is
The
the
constructivist paradigm
emancipatory/criticalparadigm.
paradigm, and
is
that
the
ontology
relativist
reality
socially constructed and there exist multiple
on
constructions of reality. Epistemologically,research findings are created through an
interlocking and interactive investigation process between the investigator and the
11Postpositivismsuggests'quasi-experimentalmethods'becauseof their awarenessof the
limitationsof the applicationof scientificmethodsto human beings(Mertens1998).
12In their historicalreviewof developmentof qualitativemethodology,Denzinand Lincoln
(2000) point out that qualitativemethodologywas originallystronglyInfluencedby positivist
and postpositivistparadigms,and qualitativeresearchersaimed at conducting"good
positivistresearchwith less rigorousmethodsand procedures"(9).
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enquired. Methodologically,it is consideredthat individual social construction is to be
"elicited and refined only through interactionbetween and among investigatorand
respondents"and interpretationis made hermeneuticallyand dialectically(Guba and
Lincoln 1994) [italics in original]. Because of the close link between investigator and the
object of investigation,the strict distinction betweenontology and epistemology
disappears (ibid.).
The emancipator/criticalparadigmwas inspired by dissatisfactionwith dominant
research paradigmsand practiceswhich were largely developed by white able-bodied
by
is
This
supported
critical theorists, Marxists, feminists,
male researchers.
paradigm

and action researchers,i.e. those who intend to directly address various forms of
oppression.They think that reality is "shaped by social, political, cultural, economic,
ethnic, and gender values crystallizedover time" (Denzin and Lincoln 2000: 168) and,
comes to be perceived as'real. 'This paradigm particularlyemphasizesthe multiple
realities of those who have been marginalized,and stresses that epistemologicallyit is
importantto develop an empoweringrelationshipbetween the researcherand research
participants(Denzin and Lincoln 2000; Mertens 1998). It is acknowledgedthat
investigatorsinfluence the inquiry process, so researchfindings are considered as
"value mediated".The emancipatory/criticalparadigm recognizesthat "what can be
known is inextricably intertwinedwith the interactionbetween a particular investigator
and a particular object or group," so, as with the constructivistparadigm, the boundary
betweenontology and epistemologybecomes blurred (Guba and Lincoln 1994:110)
Qualitativemethodologypredicated upon these assumptionscommonly uses an
inductiveform of logic, where categoriesor themes emerge from a specific context,
rather than being identified as priorities in advance by the researcher.Research
questions can evolve and change as the process of inquiry unfolds. Qualitative
interpretive
in
activities through interaction with
a
set
of
researchersare engaged
research participants.They aim at understandingand describing multiple social
constructionsof reality, and do not intend to reduce them to a norm. They regard the
for
is
important
it
them
to make explicit the values
inquiry
so
value-laden,
as
nature of
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(as
I
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investigation
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in
the
well
researcher
as
as
subjectivity
of
embedded
done). Objectivity is questioned, even denied (Cohen et aL 2000; Cresswell 1994;
Denzin and Lincoln 2000; Glesne 1999; Mertens 1998; Patton 1990).
Those paradigms underpinning qualitative methodology share commonalitieswith
the holistic perspectivedescribed in Chapter One (see pages 20-28). Examples
include: being aware of the interdependence and complexities of phenomena; the
mutual embeddednessof the observer and the observed; valuing contextual
knowledge by rejecting generalization and objectivity; appreciating diverse ways of
knowing. The ontological assumptions made by constructivist and emancipatory
interrelated
be
in
line
the
to
view
qualitative
methodology
seem
with
of
more
renditions
of holism (i.e. everything is related to everything else) than an enfolded interpretation
(everything is enfolded into everything else).
The reasons for choosing qualitative research methodology,as against quantitative

described
for
twofold.
As
this
above,clearly,my ontological
are
research
methodology,
in
line
by
holistic
with
are
positions
underpinned
a
perspective
as
and epistemological
the letterand spirit of qualitativemethodology.Anotherrationalearisesfrom the nature
intend
I
to
explore
the
research.
of
my
of
researchquestionsand consequentpurposes
the interfaceof two fields to developlearningprinciplesthat are applicablein
emergencysituations.I also want to be opento what has emergedduringthe research
processratherthan fixing all the stepsof the researchbeforehand.Qualitative
methodologyaccordswith such intentions.

2.3.2. Qualitative Case Study Research

Qualitativecase study researchseeksto understanduniqueand complexhuman
interactions and unfolding events relating to real life cases. The 'case' refers to a single
particular phenomenon, entity, or unit that is bounded (e.g. an event, a situation, a
three
(1998),
Merriam
According
to
theory,
(Cohen
2000).
a
model)
problem, a
et aL
key characteristics of case study research are "particularistic, descriptive, and heuristic"
(29). She explains that case study research is particularistic because of its focus on
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one specific situation, event, programme,or phenomenon.It is also descriptive since
the case intends to provide rich, 'thick'and vivid descriptions uso that readers will be
-

able to determine how closely their situations match the research situation, and hence,
whether findings can be transferred"(Merriam 1998: 211). It also often offers a
Case
the
chosen
case.
of
study descriptionsare also
narrative
chronological
lifelike,
(ibid.:
"holistic,
30)
[italics
in
grounded
and
exploratory
as
characterized
original]. Regardingthe heuristic, Merriam states that a case study 'can bring about the
discovery of new meaning, extend the reader's experience or confirm what is known",
(ibid.:30).
Case studies are diverse and various typologiesof case studies have been
suggested. For instance, Stake (2003) categorizescase studies into three types:
intrinsic case study (i.e. analyzing and intensivelydescribingthe case in order to better
understandit); instrumentalcase study (i.e. using a case to provide an insight into
other issues or clarifying a hypothesis);collective case study (i.e. studying a number of
differentcases for possible theory building).According to Merriam (1998), three

categoriesof casestudyare: descriptive(i.e. narrativeaccounts),interpretive(i.e.
examinationof initial assumptionsthrough developingconceptual categories
inductively),and evaluative (i.e. explainingand judging).
There are no particulardata collection and analytical methods attached to qualitative
but
frequently-used
data collection methods include: observation,
case study research,
interviews,site visits, and the analysis of documentsand records (Merriam 1998;
Wellington2000). There are many presentationalstyles in case study research but
what is important is to give a 'rich, thick' description,as described above.
As against the various strengthswhich qualitative case study research can offer descriptions
the
holistic
of
case, unique and illuminating insights and ,
and
rich, vivid
it
is
important
for
both
the
for
the
researchersand readers of the
readers
meanings
bias
be
from both ethical and
the
to
aware
of
researcher's
case study research
illuminativepoints of view. What is presentedin a case study is only a 'slice of life' and
,a researcherinevitably selects the data by deciding her/his own criteria for
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representation(Merriam 1998; Stake 2003). In this sense, as Wellington (2000) states,
it is important for researchers to take a reflective and ethical approach and for readers
to use their own judgment based on their own knowledge and wisdom.
A qualitative case study approach was employed for phase two of the research (see
pages 55-58) examining the fourth research question (see page 31). By applying
holistic and sustainability principles to both actual and anticipated emergency
education situations, this amounted to an instrumental case study as described by
Stake (2003). The application of the principles retrospectively to two further cases (see
pages 210-225) also comes under this heading. The limitation of this further application
to a survey of documentary evidence means that this latter piece of research can also
be described as a documentary case study (Merriam 1998)

2.4. Data Collection and Analysis Methods
2.4.1. Literature Review
Hart (1998:13) defines a literatuýereview as follows:
The selection of available documents (both published and unpublished) on the
topic, which contain information, ideas, data and evidence written from a
particular standpoint to fulfil certain aims or express certain views on the nature of
the topic and how it is to be investigated, and the effective evaluation of these
documents in relation to the research being proposed (13).
Since any literature is written from a specific perspective (i.e. moral, ethical, political,
ideological) and the analysis of literature also involves our own perspective, one of the
important tasks for the reviewer is to be aware of our own perspective (ibld.:25).
My perspective, as described in the section above, is holistic and transformative in

essence.
Hart points out that the purposes of literature review include understanding both the
historical background and landmark studies as well as current debates on the topic,
providing an appropriate framework for the new research, and avoiding unnecessarily
duplication of academic work. More specifically Hart comes up with a list of purposes for
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a literature review, each of which resonates well with the overall purpose of my review:
l. distinguishingwhat has been done from what needs to be done;
2.discoverting important variables relevant to the topic;
3. synthesizing and gaining a new perspective
4. identifying relationshipsbetween ideas and practice;
5. establishingthe context of the topic or problem;

I

6. rationalizingthe significance of the problem;
7. enhancing and acquiring the subject vocabulary;
8. understanding the structure of the subject;
9. relating ideas and theory to applications;

10. identifyingthe main methodologiesand research techniques that have been
used;
1. placing the research in a historical context to show familiarity with state-of-the
art development(ibid.: 27)
As describedunder my story section (see pages 33-39), 1moved away from my
initial research proposalfocusing on the UNICEF CARK project due to increasing
uncertaintyregarding project continuationand potential logistical and technical
difficultiesin conductingfield-based research in the CentralAsia while working full time
at the Universityof Plymouth.When I was re-consideringthe new direction of my
research, my supervisorsuggested I read The Principles of Sustainability(Dresner,
2002) and his PhD dissertation,Sustainability.-A survey and critical analYSis(Dresner,
1996) to see if Dresner's research approach might offer signposts for my research.
Dresner (1996,2002) examines contemporarydebates on sustainability by combining
field,
literature
the
review
of
a number of semi-structured personal
critical
methods of
interviewswith key thinkers in the debates, and observationsat a few international
His
interviews
conferences.
and
aimed at obtaining the latest
policy negotiations
thinking of key thinkers in the field. In his writing he integrates his interview and
literature
data
the
with
review. I immediately perceived a
observation
participant
data
his
in
collectionand presentationmethods for
practical usefulness
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my

circumstances in that I could organize my data collection without Involving myself in a

lot of travel.
Obviously,the 'usefulness' of the data collection methods had to be justified In

Ritchie
2002;
(Mason
to
and
aims,
questions
and
methodology
relation my research
Lewis 2003). When the aim of my research was determined as one of exploring the
characteristicsof holistic and sustainable learning principles as applied to humanitarian
emergencies, the combination of literature review and qualitative interview data looked
right. It overcame the patchy nature of the emergency education literature and even
patchier nature of the literature on the interface between the two fields while the
interviews allowed for richer and deeper insight than could be obtained from a literature

reviewalone.
The literature search was conducted through the major library databases (i.e. British
Education Index,Austrarian Education Index, ERIC, Web of Knowledge) using

disaster,
following
keywords:
the
wars,
natural
emergency,conflicts,
combinationsof
disaster risk, education, learning, pedagogy, curriculum, policy, non-formal,
globalization, sustainability,holistic, transformative, development, worldview, paradigm,

climatechange.
First exploring titles and abstracts, I began to select relevant books, articles and
conference papers for more careful reading to familiarize myself further to my chosen
in
I
have
in
did
I
for
proceeded
not
very specific criteria
areas.
selection and, retrospect,

a heuristicmannerin that after readingand saturatingmyselfin a great amountof
literature, I began to see trends, key words, key thinkers/organizationsfor further
I
literature,
I
focused
list.
While
down
the
searches and reading. gradually
reading
always looked at reference lists/bibliographiesand picked up further titles that seemed
relevant to my research area.

I primarilysearchedacademicliteraturebut also lookedat key governmentaland
professional documents through websites paying particular attention to documents
frequently cited in other literature. In terms of the literature in the field of emergency
for
Network
Inter-Agency
the
education, on-line resources and
regular email news of
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Educationin Emergencies(http://www.ineesite.orq/) were very useful to obtaining the
latest information in the field.
Because of my holistic and transformative,perspectiveand research objective of
coming up with holistic and sustainable learning principles, I placed more emphasis on
in
holistic
literature
line
with
a
philosophy,although I did not
examining
and
gathering
is
discussion
bias
limitations
This
the
under
my
of
revisited
renditions.
of
exclude other
the study (see pages 65-68).
The review of literature played a somewhat different role at different points in my
thesis. In Chapter One, the main purpose of reviewing the literature was to give a broad
backcloth to the causes of emergencies. In the following three chapters, the literature
by
following
Dresner's
discussion
the
examples,
combining
strengthened,
review was
of
literature with the perspectives of key thinkers in the two fields. The latter points will be
further clarified in the section on phase one of the research immediately below.

2.4.2. Data Collection - Phase One
The empirical research in this study was carried out in two phases. Phase one (from
November2005 to January 2008) explored the first three research questions and
2009)
last
January
the
to
June
2008
(from
two
examined
research question (see
phase
pages 30-31 for all the research questions).
The purpose of phase one was twofold: first, to elicit the very latest thinking of
participatingemergency educators and sustainabilityeducators about their own fields
interface
between
the
fields
the
to
views
on
of education
participants'
as well as explore
for sustainabilityand emergency education; second, to come up with holistic and
sustainable learning principlesfor humanitarianemergencies.During the first phase, I
conducted semi-structuredinterviewswith a total of ten key personnel (five individuals
development
to
the
theoretical
have
field)
of emergency education,
contributed
per
who
for
the
hand,
the
on
sustainability,
other, on two occasions. The
education
and
on
one
sample size was chosen based on the practicabilityand efficiency of my research timeframe.
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I

The use of the semi-structured interview as a data collection method is linked to the
ontological and epistemological components of social reality which the qualitative
(Mason
2002). Ontologically, I see people's knowledge and views
embraces
researcher
as meaningful insights on social reality and epistemologically I see engaging with
people through conversation as a meaningful way to generate knowledge or data.
There was also a pragmatic reason for using the interview method. As mentioned
earlier, my justification was that the data I wanted (insights on the interface of the fields
of emergency education and education for sustainability) were by and large lacking
from the literature while interviewing would generate such data. Embracing the
approach of "conversationwith a purpose" (Mason 2002), 1aimed at being flexible and
spontaneous, and maintaining a good balance between talking and listening.
From each field, five educators were recruited using sampling methods based upon
a combination of purposive and convenience criteria. According to purposive sampling,
"information-rich cases for study" will be selected, since from them the researcher "can

learna greatdeal about issuesof centralimportanceto the purposeof the research"
(Patton1990:169).Accordingto Patton(1990),conveniencesamplingmeansselecting
sampleson the basisof convenienceor easy access.It is importantto emphasizethat
therewas no intentionto claimthe sampleas 'representative'of the wider population.
Ratherit intendedto choosethe sampleswhich'providea flavor'or'the best
illumination'(Mason2002) in relationto my researchquestions.
By meansof a thoroughgoingliteraturereviewof eachfield I first cameup with a list
in
the
important
of potentialparticipants;educatorswhosepublicationsare particularly
conceptualization
and developmentof the fields,and who possessprofoundtheoretical
and practicalknowledgeas well as workingexperiencein their respectivefield (i.e.
to
Then
down
I
to
their
list
the
purposivesampling).
willingness
according
narrowed
participatemy studyand their availabilitywithinthe confinesof my researchschedule
(i.e. conveniencesampling).
In general,approachto potentialparticipantswas madeby informalemail
in
in
discussion
informal
through
and
some cases
communication
at conferences which
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I participated.There were however,different recruitment procedures and criteria
I
took
by
I
For
for
field.
email,
contacted
also
while
applied each
emergency educators,
international
key
figures
the
informally
conference on
at
approaching
an advantageof
Educationand Conflict: Research Policy and Practice at University of Oxford, U.K. in
April 2006. When potential participantsexpressed some interest in becoming involved
in the research, I followed up with a formal invitation letter to explain the details of the
five
join
the
to
I
invited
by
agreed
study
and
educators
nine emergency
research email.
to participate.It was clear that availability was an issue as they were frequently
involved in field work.
For the educators for sustainability,after coming up with an initial list of possible
participants,I decided to approach sustainability-related educators at the Think Tank on
the Theory and Practice of Sustainability-OrientedEducation and Its Implicationsfor
Higher Education run by Centre for Sustainable Futures (CSF), Universityof Plymouth
13
in
U.
K.
November2005. The recruitment of
Schumacher
Dartington,
College,
at
sustainabilityeducators in this way was pragmatic but justifiable for the following
invited
CSF
the most prominent academic thinkers from
Firstly,
for
this
reasons.
event,
the field of education for sustainabilitywho happened to be available from around the
world. Since a holistic and broad definition of sustainabilityand sustainable education
invited
by
CSF,
those
were a mixture of academicswho labeled
were
who
was applied
themselves as 'sustainabilityeducator,''environmental educator,''peace educator,'
futures educator,' transformativeeducator,' 'feminist educator'or combination of same.
Attending the Think Tank were 13 academic leaders of internationalrenown in the
sustainability-relatedfield from 7 countries.The participantsin the event were I
considered satisfying the criteria forinformation-rich cases'(Patton 1990).
Although there are often stereotypical and sometime negative views attached to the
Schumacher College because of its innovative alternative educational approach, it is
important to emphasize that the participatingsustainabilityeducators at this Think Tank
13SchumacherCollegeis a world-renownedprivateinstitutefor the study of sustainability
(http://schumachercolieqe.
org) and CSF and SchumacherCollegehad an institutional
partnershipfrom 2005- 2008.
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were recruited by the Centre for Sustainable Futures and that Schumacher College did
in
in
the process of selection. CSF consciously chose
intervene
way
any
not
diverse
In
there
that
expertise
was
philosophical
relation to
and
practical
participantsso
'easy
Think
Tank.
Secondly,
I
took
the
advantage
of
at
also
education
sustainability
during
the
to
these
event, while
prominent
sustainability
contact
educators
access'and
I was working with them through as part of my work as ResearchAssistant to CSF
during the event. The profiles of research participants for phase one will be described
(see
68-73).
this
the
pages
chapter
of
end
at
Critically reflecting upon the process I undertook, it is important to point out my own
bias as it influenced the selection of research participants. Because of my abovedevelop
because
to
ideological
the
the
was
research
stance,
and
purpose
of
clarified
holistic and sustainable learning principles, I selected sustainability educators who
to
holistic
transformative
inclined
to
approaches
perspectives
on
and/or
were
those
than
embracing a mechanistic or'business as usual'position.
rather
education,
In truth, the worldview of research participants was not a conscious sampling criterion.
Neither was it in the case in the choice of emergency educators, in this case for
(see
65-66).
discussed
later
be
page
as
will
reasons
pragmatic
During the first phase, two rounds of interviews were conducted on a person-tofacility
depending
basis
telephone
on convenience
and/or
using
a
conference
person
from
lasted
first
interview
location
The
the
session
participants.
of
and geographical
in
laid
interview
out
around questions
sixty to ninety minutes and was a semi-structured
Appendix 1. Semi-structured individual Interview guides (phase one) (pages 240241). The specific aims of the interview were: to elicit, even extend, the participants'
latest thinking on their own field of expertise (which I could not do just by reading their
interface
fields
the
the
to
of emergency
of
explore
participants'
views
on
publications);
education and education for sustainability,
With prior permission from participants, interviews were audio-recordedfor analysis.
Full transcriptions were made and sent to research participants by email for them to
I
deletions.
additions
also created two source-anonymous
and/or
make amendments,
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interviews
(see
from
first
the
documents
issues
of
round
summary
emerging
of
Appendix 2. Summary of first round of individual interviews with emergency
educators, pages 242-248; Appendix 3. Summary of first round of individual
Interviews with sustainability

educators, pages 249-255). Research participants

field
interviewed
to
their
from
those
the
within
own
and
were
asked
summary
received
interview.
document
to
the
the
second
prior
on
reflect

The use of the anonymous summary document for feedback was, first, to make the
research process transparent and, second, to create an opportunity for opinion sharing
among participantswho were geographically separated.This use of an anonymous
summary is a technique informed by the Delphi method.According to Skulmoski et al.
(2007), the Delphi method is "an interactive process to collect and distill the
anonymousjudgments of experts using a series of data collection and analysis
techniques interspersedwith feedback" (1). The Delphi method has been used for
decision
including
solving,
making, forecasting, programme
various purposes,
problem
planning and administration,and knowledge development(ibid.). Delphi's multiple
iteration processesto collect data can be flexibly modified to meet the needs of the

givenstudy(Murryand Hammons1995;Skulmoskiet aL 2007).
The second (follow-up) interview sought further clarification of what had been
discussed in the first interview as well as elicitation of participants'responses to and
reflections on the summary document. Time intervals between the first and second
interview were from eight to twenty months. The second interview lasted from forty five
to sixty minutes. It was conducted using a telephone conferencefacility in the case of
nine participantsand in person for one participant (the choice made being based upon
participant preference). Similar to the first interviews, all the individual interviews were

transcribedand transcriptionssentto participantsfor amendment,additionand/or
deletion.
Through interactionswith the participantsduring the first phase and by means of an
ongoing literature review, I then drafted holistic and sustainable learning principles for
humanitarianemergencies. More specifically,they emerged according to the following
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steps. After identifying key characteristics of the mechanistic and holistic worldviews
(see pages 15-28), each field was examined as against these worldview characteristics
(see the summary tables in pages 111-112for emergency education and 150 for
The
interface
(see
fields
the
two
education).
analyses
pages
of
sustainability-related
152-162) also contributed to highlighting the key issues to be addressed In the
framework. The emerging ideas were then synthesized and presented according to six
headings: slowness, balance, resilience, social justice, interconnectedness, and
anticipation. Chapter Five of this thesis will elaborate and discuss these principles in
detail.
The first draft summary document of the principles (see Appendix 4. Draft holistic
and sustainable learning principles, pages 256-259, was sent to the phase one
participants via email for their reflections and feedback in July 2008. Similar to the first
summary documents, my intention was to make the research process transparent, and
also to invite participants'feedback so that I could reflect on the suggested principles
more critically. Seven out of ten participants gave me specific comments,while three
participantsonly acknowledged receipt of my request but did not manage to offer

feedbackmainlybecausethey were out of touchat that time.The frameworkwas
finalized by reflecting upon and synthesizing feedback obtained (see the final version
on pages 177-180 in Chapter Five).

2.4.3. Data Collection - Phase Two
A main purpose of the second phase of the empirical research was to examine both
the applicability of and practitioner receptivity to the holistic and sustainable learning
principles through the lens of one initiative involving an educational response to an
emergency.The case study method was employed in this phase (see pages 45-47).
The initiative in question was chosen through a combination of purposive and
convenience sampling criteria. My criteria for selecting an initiative was: (1) having a
comprehensive conceptualization and approach to emergencies (e.g. an educational
approach which addresses long-term consequences and root causes of emergencies,
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by dealing with not only the acute/ immediate emergencycontexts but also 'pre'and
'after' emergencycontexts) (purposive sampling); (2) the availability of five to six
personnelfrom the initiative for involvementwith the research during the suggested
period of research (convenience sampling).
After identifying a few possible initiatives through literature and website searches,
14

the initiatives of an NGO, Plan International, drew my attention. Plan Internationalis
one of the largest child-centredcommunity developmentorganizationsglobally. Its
project areas include health, education, livelihood, habitat and relationship building in
49 developingcountries around the world. Plan UK is one of 16 national offices that are
based in developed countries (Plan 2007a, 2008a). Although Plan is not a relief
organization,it is increasingly addressing emergency humanitarianresponses and
emergency preparednessin its programmes (Plan 2007a).
After receiving a positive email reply from Plan UK, followed by a telephone
conversationwith Nick Hall, Manager for InternationalDisaster Risk Reduction,we
further discussed in person the potential involvementof Plan personnel. Because of
limited availability of sufficient Plan personnel involved in any particular initiative during
the suggested period of empirical research, a newly launched multi-agencyinitiative,
Children in a Changing Climate (CCC) was suggested as an alternative, Plan being a
key and active member.According to the project website, CCC is "global collaborative
action-research,advocacy and learning programme"and it aims at "secur[ing]
children's influence in preventing and adapting to climate change at every level - from
their families and communitiesto the United Nations climate change negotiations"
(CCC 2008).

Sincethe Childrenin a ChangingClimate(CCC)programmehad beenlaunched
just a few monthsbeforethe empiricalresearch,the suggestedcasestudywas
consideredto be anticipatoryor extrapolative,hence,as muchif not moregroundedin
participants'previousexperienceas in their experiencein the CCCinitiativeitself. In
spiteof its potentialweakness,choosingthis initiativewas consideredbeneficialas
U For further details

of Plan International, see pages 183-186 in Chapter Six.
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filling the current gap in addressing climate change-related emergencies In both the
fields of emergency education and sustainability-related education.
However,the empirical research faced some difficulties in obtaining rich Insights into
the proposed principles mainly because of the emerging nature of the CCC Initiative.
Because the initiative had emerged from the Plan's ongoing project called Children and
Young People at the Centre for Disaster Risk Reduction,15It was decided to also
include this initiative. This programme aims to "reduce immediate and long-term impact
of disasters on communities, particularly children and young people" by enhancing
community resilience through active participation of children, their family and
in
members
problem solving (Hall 2007a).
community
Recruitmentwas done based on the list of potential research participants provided
by Nick Hall, a key player in both initiatives. I contacted total 21 colleagues and finally
in
the research.
theM16
participated
eight of
Interviewswere conducted on a person-to-person basis, using a telephone or email
facility depending on the preference of each participant. Each interview session lasted
about one hour around the semi-structured questions laid out in Appendix 5. Semi(see
The
interview
260-261).
individual
(phase
two)
aim of
pages
guide
structured
the individual interviews was twofold. Firstly, each interview aimed at eliciting
for
Centre
Young
People
the
Children
the
personal
narratives
at
on
and
participants'
Disaster Risk Reduction and/or Children in the Changing Climate initiative; second, it
aimed at eliciting their views and reflections on the applicability of the suggested
the
to
individual
initiative.
interviews
Full
the
to
the
transcriptions
sent
were
of
principles
participants for them to make amendments, additions and/or deletions. After the
interview, participantswere contacted for any required clarification and with follow-up
questions by email, phone or by a meeting in person based on their availability and
15For more detailedexplanationsof the Childrenand Young Peopleat the Centreof
DisasterRisk ReductionProgramme,see pages 186-189.
16There were three other peoplewho participatedin the Interviews(via email or telephone)
in a limited manner(Le. no detailedcommentson the proposedprinciples)and the
proposedfollow-upinterviewdid not take place after a few abortiveattempts.So I deci ed
not to use the limited data contributedby the three peopleconcerned.
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convenience.
briefsummary
In orderto ensurean openresearchprocess,an anonymous
interviews
individual
document
from
the
issues
wassent
study
case
eight
emerging
of
(butnotfeedback)in
in phasesoneandtwofor theirinformation
to all theparticipants
June2009(seeAppendix6. Key insightsand issuesarising from a study of two
linkedcases,pages262-264).
in
document-based
In addition,tworetrospective
casestudieswereconducted
learning
the
'contextual
to
six
valuables'when
applying
specific
order examine more
Two
in
different
emergency education
contexts.
education
emergency
principles
based
by
Plan
International
triggers
different
to
were
chosen
programmesresponding
on the availabilityof written documentationexplaining the context of each emergency
implementation.
One
their
of
analysis
and
evaluation
and
related educational program,
in
Indonesia,
Yogyakarta
Earthquake
the
2006
to
the
earthquake
was a response
Responseand Recovery Program, and the other was a response to a civil strife in
Sierra Leone, the Rapid Education Program.

2.4.4. DataAnalysis
Beforedescribingthe technicalstepstakenin qualitativedata analysisfor phases
framework
important
to
it
is
two,
of
my
methodological
myself
as
remind
one and
assumptions.Processesof
underpinnedby my core ontologicaland epistemological
data analysis- readingdata,makingcategories,makingan argument,producinga
theory (including considering the role of theory) - are neither technically and/or
conceptually neutral activities. Without careful reflection on the core ontological and
is
holds,
the
there
the possibility of
which
researcher
assumptions
epistemological
some inconsistencyor incongruence between assumptions and technical steps (Mason
2002; Spencer et al. 2003).
1read raw data generated from the interviews interpretivelyand reflectively,rather
than literally.This meant that instead of reading data at face value I primarily read
"through or beyond the data" by consideringwhat I thought the data was signaling, and
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by further reflecting on the intrusion of my subjectivity into the data generation and
interpretation process (ibid.:149).
In terms of categorization of data, I generated categories in a grounded and
Interpretively
data
the
based
and
on ongoing processes of reading
emerging manner
important
to
that
hypothesis.
is
It
by
testing
than
point
out
out
any
rather
reflectively,
In
by
and
questions.
my overall research aims
emerging categories are also shaped
other words, emergent categories need to be constantly cross-checked with my
ideas
down
the
by
done
The
emerging
writing
cross checking was
research questions.
(and
their
them
question
sorting
under
research
and
regularly
each
on post-it papers
large
written
on
as
a
sheet of paper.
sub-questions)
respective
As discussed earlier, I am generally inclined to take an inductive approach (theory
(theory
deductive
from
than
to
comes
last,
one
rather
moving
particular general)
comes
first, moving from general to particular). But more precisely, it is more appropriate to
locate myself somewhere between the two approaches. Taking the view that qualitative
(Mason
2002:
"both
has
theoretical
theoretical
consequences"
grounds
and
research
179), 1hold that theories are formed through processes of ideas generation and
modification.
Based on those assumptions, I used Cohen et aL's (2000: 148-152) eight steps as a
'guide'for my data analysis. It is important to note that I did not see these analytical
by
but
to
linear
from
in
rather
step one step seven,
sequence moving
steps a rigid and
forwards.
I
between
backwards
the
fluidly
also retained an open and
and
steps
moving
flexible attitude to new ideas and refinements, and to revisiting the original or
data
during
the process of analysis.
synthesized
Step 1: Establish units of analysis of the data, indicating how these units are
similar to and different from each other

4

I read through the collected qualitative data several times carefully and over a
period of time until I became very familiar with them. I then ascribed codes
At
this
code
from
had
a
the
data
that
been
point
predetermined.
emerging
not
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"
idea.
was a word or a phrase to capture an
"

Step 2: Create a 'domain analysis'
I grouped the units into coherent sets, themes, or patterns ( i.e. domains). I did
a careful cross-checkingbetween what emerged and my own methodological
perspectivewhich I brought to the research.

"

Step 3: Establish relationships and linkages between the domains
I looked at further associations and connections between subsets of data by
time.
them
over
carefully
reviewing

"

Step 4: Make speculative inferences
I continued examination and tentative explanation of the relationshipsof data.

"

Step 5: Summarize
I wrote a summary of key concepts and issues arising from the data analysis.
These were shared among the research participantsfor their feedback. During
from
interviewed
those
the
summary
received
phase one, each participant
during
follow-up
invited
their
the
to
field
their
share
views
was
and
within
own

interview.Phaseone participantswerealso invitedto sharetheirfeedbackwith
During
the
draft
learning
secondphase,all research
principles.
me on my
the
the
both
from
the
of
analysis
of
a
summary
received
phases
participants
phasetwo research.
Step 6: Seeknegativeand discrepantcases
I looked for exceptions to or disagreements(i.e. negative cases) to my initial
done
This
through
was
mainly
analysis.
ongoing
my
assumptions and
interactionswith the phase one participants.The above mentioned summary
documents shared during phase one played an important role in identifying
I
have
developed).
to
(questions
disagreements
what
and
negative cases
Step 7.,Theory generation
17What followsare someof the examplesfrom phasetwo case study interviewsin a no
specificorder:globaljustice; reconsideringrole of education;emergencypreparedness;
resilience;vulnerability;capacitybuilding/agency;contradictionof a holisticframework:
accountability;contextuality;wider applicability.
60

I moved back and forth between data and analytical concepts (an ongoing
process).
Holistic and sustainable learning principles emerged through the above steps
(see
the
literature
that
throughout
the
research
pages
review
continued
combined with
54-55). The phase one empirical research data and the analyses were integrated In
Chapters Three, Four, and Five, and the data and analyses from phase two in
Chapters Six and Seven. The concluding chapter Eight also draws upon all the data
and analyses.

2.5. Ethical Considerations
Cohen et al. (2000) and Glesne (1999), among others, claim that ethics should be
There
the
throughout
are no absolute ethical
whole
research
process.
considered
I
to
interpret
it
is
important
them
to
but
context.
according
negotiate and
principles,
"with
in
involved
the
interacted
those
openness,
research
who
were
with
consciously
honesty and respecf (Glesne 1999:105).
It is common practice to obtain informed consent, to avoid any harm to research
In
this
to
and
anonymity.
confidentiality
participants, and protect research participants'
this
Education
to
Faulty
first
from
the
I
conduct
of
obtained ethical approval
research,
doctoral research in November 2005 and I obtained informed consent from all the
for
forms
letters
(see
Appendix
informed
7.
Sample
and
consent
participants
letter
Informed
Sample
265-272
Appendix
8.
and
consent
and
phase one, pages
form for phase two, see pages 273-275). The consent letters included the following:
clear explanations of the purposes and processes of the research, and the expected
the
for
the
the
research;
schedule
roles of research participants; an explanation of
principle of voluntary participation; and a statement of the anonymity and confidentiality
of participants. Finessing the last point, all the research participantswere given an
This
do
to
if
to
in
thesis
they
their
so.
chose
real names my
option of allowing me use
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18
because
known
their
was
of
already
and/or potential contributionsto theory
developmentin education for sustainabilityand emergencyeducation and my intention
of giving them due academic credit. This option was clearly described in the informed
consent letters for both phases. Except for one person in phase one, all participants
agreed that their real names and bio pieces be included in the thesis.
I did not foresee any significant risk to the participantsin this research, since the
questions were asking nothing about them personally but simply trying to elicit their
views of the origins, nature, development and impact of the fields of education for
sustainabilityor emergency education, as well as their views on the interface between
the two fields (phase one), or asking their views about the suggested learning
principles and their perceptionsof their appropriatenessand usefulness (phase two).
Only I had access to all the raw data which I kept in a locked file in a locked room in my
residence. One year after the successful completionof my thesis, audio interview files
and copies of interview transcripts are to be completelydestroyed.
In considerationof research rapport, i.e. building an effective relationship between
the researcher and the research participants(Glesne 1999), during the initial
information meeting for the phase two case study, I discussedwhat benefits the
potential participantswould like to expect from participatingin the research. I was
requested to make my final case study section and whole thesis pdf file available for
those who participatedand maybe contribute to joint writing around the initiative in the
future as a part of the outcome of the research. I agreed to both requests.
Reflecting on the research process, one of the ethical issues was the anonymity of
the phase two research participants.As described above I invited those recommended

by the key Informant,Nick Hall(see page57).Approachingthemmentioningthe name
of the key informantdid not protecttheir totalanonymity,and someof them mighthave
felt a slightpressureto participatebecauseof his positionwithinthe programmes.I
All the participantsagreedthat I
emphasizedthe principleof volunteerparticipation.
coulduse their real namesin my thesis,so it did not becomea majorethicalissueas
18This point is
particularly relevant to phase one participants.
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things turned out.

2.6. Issues of Credibility
Credibility,which is the same as internal validity,19or trustworthiness, concerns
whether there is "a correspondence between the way the respondents actually
perceive social constructs and the way the researcher portrays their viewpoints"
(Mertens 1998:181). The following strategies are suggested as ways of showing the
research to be credible, although it is not necessary to address every aspect within the
one study (Cohen et al. 2000:108).
1. prolonged engagement and persistent observation In the field
2. triangulation (use of multiple data collection methods; use of variety of data
sources, use of multiple investigators and/or use of multiple theoretical
perspectives)
3. peer review and debriefing (exposing oneself to external reflection and input)
4. negative case analysis (by consciously looking for negative cases and

unconfirmativeevidencein order to amenda workinghypothesis)
5. clarificationof researcherbias (reflectionon researcher'sown subjectivity)
6. member checking (by sharing interview transcriptions, preliminary/final analysis
with the research participants to check the adequacy of the analysis)
7. providing rich, thick description (which allows the reader to understand
research context sufficiently)
8. external audit (an outsider's examination on field notes, research journal,
coding scheme)
This study has incorporated most of these elements. For example, triangulation
(point 2) took place to some degree: multiple engagements with research participants
(the follow-up interviews and engagement through the summary documents); multiple
data sources for the phase two case study (e.g. semi-structured interview data, publicly
19Internal validity concerns "the
explanation of a particular event, Issue or set of data which
a piece of research provides can actually be sustained by data" (Cohen et aL 2000: 107).
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available program materials as well as some of the internal project documents).The
commentsI received upon my earlier drafts of thesis chapters from the thesis
supervisoryteam helped me reflect upon the coherence of the data analysis and
presentation(point 3). Negative cases (point 4) were considered in two ways: through
sampling strategy and analysis strategy. For the former, engagementwith emergency
educators (the group does not necessarily share the 'holistic education' assumptions
which I hold) helped me to consider practical and pragmatic elements in developing the
learning principlesfor humanitariancrises. Examinationof the two completed
emergency education cases responding to different emergencytriggers (see Chapter
Seven) was also helpful in putting my thinking to the test. The examination revealed
that the proposed principles (i.e. my hypotheses)are not ubiquitouslyapplicable given
contextual variables. The use of the above mentionedsummary documentsfor
feedback was helpful in identifying my own blind spots. Regarding clarification of
researcher bias (point 5), the section above (see pages 39-42) describes my
subjectivityin relation to this study in detail. Member checking (point 6) took place in
the form of sharing interview transcripts, and sharing summaries of preliminary data
analysis with the research participantsto invite their comments. In terms of providing
is
(point
7),
description
thick
which
most relevantto my case study in Chapter
rich and
Six, I made sure that the descriptionswere sufficientfor the readers to understand the

context.
I judged that points 1 and 8 above were irrelevantto my analysis for the following
reasons. Regarding point 1,1 was not conductingfield observationsso it was not
applicableto my research. I did not think the external audit (point 8) was particularly

necessaryas a meansof increasingmy researchcredibility.
Transferability,which is parallel to external validity or generalizability,concerns "the
ability of the researcher (and user of the research results) to extend the findings of a
particular study beyond the specific individualsand setting in which the study occurred"
(Mertens 1998: 254). What is relevant to my study is the notion of 'theoretical or
inferential generalization.'According to Mason (2002), theoretical generalization is a
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considers no meaning exists outside the particular context. Theoretical generalization
asserts that analyses and explanations of how and why a specific phenomena has
happened will "widen the resonance of [the researcher's] argument by asking questions
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about
resonance, the elicitation and "discovery of new meaning, extend[ing] reader's
experience or confirm[ing] what is known" (Mertens 1998), thick descriptions (see page
46) are commonly suggested.
Mason (2002) points out that theoretical generalization is strengthened when the
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(ibid.
In
is
inevitably
linked
to
my study,
strategy
a purposive sampling
generalization
two documentary case studies on concrete and completed emergency education
This
linked
developed
two
to
the
addition was
cases.
added
originally
programs were
linked
increasing
the
two
because
cases, which
on
of
my
self-critical
reflection
made
did not seem to sufficiently illuminate the context specific valuables. Mason (ibid.)
points out that it is justifiable to adjust sampling and data generation strategy as new
documentary
Two
insights
during
the
research
process.
emerge
qualitative
analytical
case studies examining why and how each principle was applied (or was not applied)
to the two strategically chosen cases, one social and one environmental emergency
(within the limitation of only using available documentations), helped to increase the
theoretical generalizability of my research.

2.7. Limitations of the Study
As a limitation of this study, the design and selection of samples for phase one
interviews become salient. It is important to highlight that my sampling method was not
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probabilitysamplingcommonlyusedfor quantitativestatisticalresearch.Probability
samplingIs a usefulmethodto test hypothesisand aims at producinga statistically
representative
samplefrom whichdistributionof characteristicsto the widerpopulation
Is estimatedand measured(Ritchieet al. 2003).
This logicof representativesamplingis very differentfrom,andworksagainst,
qualitativesampling,whichdoesnot aim at beingrepresentativeof a wider population.
In reflecting upon sampling methods used in the study (i.e. purposive sampling and
convenientsampling), two points stand out. First, my sample selection criteria for
phase one was rather too broad (i.e. educators whose publications have contributed to
the conceptualizationand development of the field and who have profound theoretical
and practical knowledge,as well as work experience in their own field). As mentioned
in an earlier section (see page 53), what was missing was the conscious use of 'holistic
worldview'as a criterion in selection. However, in retrospect,this was the'unstated'
criterion I actually used especially for the selection of sustainabilityeducators given that
the purpose of this research was to come up with holistic and sustainabilityprinciples.
The five participatingsustainabilityeducators were those who commonly possessed
and/or were sympathetictowards non-mechanisticand transformative perspectiveson
education.Therefore, they were a homogeneoussample, belonging to the "same
subculture or [having] the same characteristics"(Ritchie et aL 2003: 79). In the case of
the selection of emergency educators, the same 'unstated' criterion was also applied.
However,since the pool of the educators who publish in this field is very much smaller
than in the case of sustainabilityeducation, I eventually decided on adhere to my
original broad criteria. For this group, availability became an important factor, since
potential participantshad limited availability because of their frequent engagement in
the field work. Although my selection process was not'ad hoc, a compromise had to be
made because of pragmatic reasons.
These biases emerging from initial broad criteria and availability of participants,
inevitably,caused the incompatibilityof the two expert groups participatingin the phase
one research. Sustainability educators were 'homogenous'in sharing non-mechanistic
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bound
transformative
while
emergency
educators
necessarily
aspirations,
were
and
not
together by such characteristics.There are further contrasts between these two experts
The
in
types
terms
sustainability educators are all academics
of
expertise.
of
groups
working (or having worked) at tertiary level, while only two of the emergency educators
currently work in universities although they are all involved in academic research and
field
have
Most
the
emergency
participating
educators
extensive
of
publications.
facets
different
the
work
across
world
and
of education, while most
experience around
level.
field
than
the
theoretical
the
work
educators
at
rather
participating sustainability
of
Participating emergency educators are particularly focused on conflict induced
hand,
On
the
than
triggered
other
environmentally
rather
ones.
emergency situations
most of the participating sustainability educators are strongly concerned about
environmental and ecological crises. In considering that both fields are huge fields
(primary;
different
levels
secondary; tertiary education), types (formal, noncovering
formal and informal education), and facets (policy, pedagogy, formal curriculum,
community/informaleducation) of education in different cultural and geographical
contexts, it was technically difficult to make those groups compatible. These gaps might
I
did
field.
in
tendencies
the
those
not pay attention
who
on
work each
reflect
general
of
to this matter earlier during the recruitment of the research participants, and I think
those gaps and accompanying biases should be borne in mind.
Considering the methodology used in this study more broadly, one fundamental
question occurs to me. Was my research conducted in a way that simply confirmed my
own original assumptions? Did I choose only 'confirming' cases? As discussed above
(see pages 60 and 64), examining negative cases has helped to increase the credibility
of the research. I put my ideas and explanations to the test through sharing my
preliminary analyses developed during the study with participants, while I also looked
for negative cases as I conducted the analysis. I also reexamined my methodology in
the light of my own (axiological, ontological, epistemological and ideological)
had
I
the
implications
their
for
upon
research
assumptions and reflected
each step of
undertaken. So I believe that my alertness to the dangers of writing a simply
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'confirming'study enabled me to take steps to confront the issue squarely.
I

2.8. Dramatis Personae: Short Stories of Research Participants
What follows is a brief introductionto the research participantsin this study. It is
intended that this informationwill be helpful in enabling readers to understandthe
better.
I
first
information
their
from
these
gathered
personal
participants
perspectivesof
t6 publicly available sources (websites, publications)and composed a short statement.
I then checked what had been written with each participant.For those who I could not
find informationon the public domain, I asked them to provide their biographical
information.All agreed to my including their bio pieces in this section.20

2.8.1. Emergency Educators
Peter Buckland is a Lead EducationSpecialistin the Human Development Network
in the World Bank. Prior to this he was employedin the Middle East and North Africa

-

Region of the World Bank, where he was task team leader for education projects in Iraq
and Jordan. From May 2002 to January 2004 he worked in the Bank's Human
DevelopmentNetworkfocusing on education and post-conflictreconstruction.Prior to
joining the Bank, he spent five years at UNICEF.In both of these posts, he has served
for
focal
in
headquarter's
point
education
situations of conflict, crisis and instability.
as
Peter is a South African citizen and has worked in education in various capacities in
Zimbabwe and South Africa: starting in teaching, and moving through the ranks of
academia (to the post of Director of the Institute of Education,University of
Bophuthatswana),public service (as Secretaryfor Educationand Culture in KaNgwane,
and later as Acting Superintendent-Generalof Educationin Gauteng) and the private
sector (as Director of the Educationand System Change Unit of the National Business
Initiative).His book, Reshapingthe future: Education and postconflict reconstruction
(2005) was published by the World Bank. He has been a member of the Inter-Agency

20

As mentioned in page 46, one participant preferred the pseudonym, but this person has
approved the bdef bio piece which appears in this thesis.
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Network for Education in Emergencies (INEE) Steering Group since 2001, and at the
time of writing chairs the INEE Working Group on Education and Fragility.
Nick'Jackson (pseudonym) has significant experience working and researching In
has
he
As
the
and
consultant,
world.
a
researcher,
educator,
war-torn contexts around
worked broadly on issues of youth and education, peace education, conflict negotiation,
in
human
emergency,
urbanization,
child
soldiers,
rights
coordination
security,
and
post-conflict and development contexts. He has worked and researched at university
level and published a number of influential books and articles on the above topics.
Susan Nicolai has worked for over a decade in the field of education, international
development, and emergency relief. She worked for several years with Save the
Children, working on education for children affected by conflict and disaster. Her work
her
the
has
taken
in
world,
around
and
post-conflict
settings
on education emergencies
to countries as diverse as Democratic Republic of the Congo, Kosovo, Liberia, South
Sudan, Sri Lanka and the occupied Palestinian Territories. Her books, Learning
Independence:Education in emergency and transition in Timor-Lestesince 1999
(2004) and Fragmented foundations: Education and chronic crisis in the Occupied
Palestinian Territory(2007) are published by UNESCO IIEP,and her Education in
by
(2003)
in
kit
for
A
tool
starting and managing education emergencies
emergencies:
Save the Children UK.
Gonzalo Retamall is Visiting Lecturer on Education in Emergencies at Princeton
University. He has a long-term involvement in the development of the field of
His
UN
through
previous
organizations.
emergency education
working with various
work includes:
"

Senior Research Specialist in the UNESCO Institute for Education in Hamburg
(developing education systems for displaced children in Sierra Leone and Youth
in Kosovo; evaluating non-formal education systems of Latin America and the
Middle East, and advising the Governments of Botswana and Tunisia on Youth
and Adult Learning Systems);

"

Head of the Department of Culture for the Joint InterimAdministration of the
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United Nations in Kosovo (UNMIK);
9

UNESCO representativein Iraq for the 'Food for Oil' programme;

9

Senior EducationAdvisor for HumanitarianAssistance at the UNESCO
InternationalBureau of Education in Geneva and with UNESCO in Eastern
Africa, where he originated the Programmefor Educationfor Emergenciesand
Reconstruction (PEER) mainly for Somalia, Rwanda, Djibouti, Ethiopia and

refugee camps in the Region,
9

Chief of the School Education Programmeof UNRWAin the Middle East during the process of the first Intifada;

*

Senior Education Officer of UNHCR in Geneva until 1990.

Before those positions, he worked in the field in CentralAmerica and the Caribbean as
in
Nicaragua,
El
Salvador
during
the
Officer
Services/Education
Social
crises
and
a
Guatemalaand Haiti in the 1980s. Gonzalo holds a PhD from the Adult Education
Departmentof the University of Hull, UK, and has been involved in non-formal
Southern
Africa,
Colombia,
Peru,
Palestine,
Sudan
Belize,
in
Honduras,
and
education
Bosnia since the 1970s. He is a Chilean citizen and his publications,including Retarnal,
G. and Aedo-Richmond,R. (Eds) (1998) Education as a humanitarianresponse, have
been very influential in the area of refugee and humanitarianeducation.
Margaret Sinclair began work as educationalplanner in 1969. She worked as an
income
for
UNHCR
in
Peshawar,
training
and
generation
vocational
adviser on
Pakistan,from 1988 to 1993, and served as the Senior Education Officer in UNHCR
Headquartersuntil 1998. During this time she initiated a pilot programme of education
for peace, conflict resolution and life skills, which has now reached refugees, internally,;
displaced and returnee communitiesin several countries,and has also been shared
has
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on
emergency
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extensively
education
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agencies.
with other
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books,
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field
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(2002),
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attitudes
UNESCO IBE respectively.
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2.8.2. Sustainability Educators
John Barry is Reader in Politics at Queen's University Belfast, Northern Ireland. He
has written extensively about normative aspects of environmentalpolitics and the
political economy of environmental policy, education for sustainable development and
environmental politics in Ireland. His publications include, Rethinking green politics:
Nature, virtue, progress (Sage 1999) [Winner of the PSA's WJM Mackenzie Prize for
best book published in political science 1999]; Environment and social theory, 2nd
edition (Routledge 2007); with John Proops, Citizenship, sustainability and
(with
(Edward
Marcel
Elgar,
2000);
has
research
co-edited
environmental
and
Wissenburg), Sustaining liberal democracy.,Ecological challenges and opportunities
(Palgrave 2001); (with Gene Frankland) The international encyclopedia of
Richard
Dunphy)
(Routledge
200
(with
Baxter
1);
Brian
and
politics
environmental
Europe, globalization and sustainable development (Routledge, 2004) (with Robyn
Eckerlsey); The state and the global ecological crisis (MIT Press 2005). He is also a coHe
has
Online.
journals,
Ecopolitics
Environmental
Politics
two
recently
and
editor of
for
Sustainable
Education
infertile
landscape
'Spires,
the
of
plateaus
and
authored
Development: Re-invigoratingthe university through integrating community, campus
He
International
Development.
Sustainable
Journal
Innovation
and
and curriculum',
of
has been co-chair of the Green Party in Northern Ireland since 2003. He is the party's
sustainable development spokesperson.
Abelardo Brenes- Castro is former Professor of Psychology at the University of
Costa Rica and former Director of the M.A. in Peace Education at the United Nations

AffiliatedUniversityfor Peacebasedin CostaRica.He has beeninvolvedboth in
activistand academicwork in the areasof peace,humanrights,and sustainable
developmentsince 1983.He was Directorof the CentralAmericanProgramfor the
Promotionof HumanRightsand PeaceEducationin 1992,and the CentralAmerican
Programfor a Cultureof Peaceand Democracyfrom 1994to 2001. In 1998he joined
the draftingteam of The EarthCharterand is currentlya senioradvisorto this
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Initiative.At the time of writing, he is also a member of the Monitoringand Evaluation
Expert Group (MEEG) of the United Nations Decade of Education for Sustainable
Development.
Edmund O'Sullivan is a former Professor of TransformativeLearning and Director
of the TransformativeLearning Centre at the Ontario Institute for Studies in Education
at the University of Toronto, Canada. Over more than twenty years, he taught courses
in child development,educational psychology,critical mass media studies, critical
pedagogy and cultural studies. He is the author of numerous books, book chapters and
articles, including TransformativeLearning: Educational Vision for the 21stCentury (Zed
Books 1999).
Stephen Sterling is Schumacher Reader in Educationfor Sustainabilityat the
Centre for Sustainable Futures in the University of Plymouth, U. K. and Senior Advisor
to the Higher Education Academy Education for Sustainable Development Project. He
is also a Visiting Research Fellow at London South Bank University and at the Centre
for Research in Education and the Environment at the University of Bath. He has
worked as a consultant in environmental and sustainability education in the academic

and NGOfieldsnationallyand internationally.Hewas a co-architectof the Education
for SustainabilityMastersProgrammeat LondonSouthBankUniversity.His research
interestis in the interrelationships
betweensystemicchange,learning,ecological
thinkingand sustainability,His key publicationsincludeEducationfor Sustainability
(Earthscan1996),Educationfor SustainableDevelopmentin the SchoolsSector
(SustainableDevelopmentEducationPanel1988)and SustainableEducation:RevisioningLearningChange(GreenBooks2001).
Arjen Wals is an AssociateProfessorwithinthe Educationand Competence
StudiesGroupof the Departmentof SocialScienceof the WageningenUniversityin the
Netherlands.He specializesin environmentaleducation.Withinthe environmental
educationfield he is particularlyinterestedin sociallearningand participation.He is the
(co) authorof over 150publicationson issuesrelatedto environmentaleducationand
educationin the contextof sustainability,includingWals,A. (Ed.) SocialLearning
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towardsa SustainableWorld(WageningenAcademicPublishers2007).He serveson
the editorial(advisory)boardsof all majorenvironmentaleducationresearchjournals.

2.8.3. Case Study Participants
Avianto Arnri is Disaster Management Specialist for Plan International Indonesia.
He leads the disaster management department. He designs, coordinates, implements
and monitors the Disaster Risk Reduction programme and the Disaster Response
programme. He is also in charge of several projects including the development of Plan
Indonesia's internal disaster preparedness and response policy; leading emergency
programmes on flood, earthquakes, volcanoes in Jakarta, Yogyakarta,Aceh, Kelud,
and Dompu; Environment and Climate Change programme; Child Centred Community
Based Disaster Risk Management.
Jo Butcher is Assistant Director of Health, Well-being and Environment in the Wellbeing Department at the National Children's Bureau (NCB), which promotes the
interests and well-being of all children and young people across every aspect of their
lives. She leads a national unit on promoting and improving the health and well-being
of children and young people in health, community, supported housing and secure
settings and on public health and sustainable development. She was seconded to the
Department of Health for 3 years in 2001 as policy lead on drug education, to support
children and young people's participation in policy and developed the Government's
framework on Volatile Substance Abuse (VSA), published in 2005. Prior to this she was
Coordinator of the national Drug Education Forum and wrote the National Healthy
School Standard guidance on drug education published in 2003. She has a background
in youth work, including facilitating personal, social and health education (PSHE)
programmes and developmental group work and providing one to one support to
vulnerable young people. She is also a qualified counsellor and has counselled young
people on a range of issues affecting their lives.
Nick Hall is Plan International's Manager for the international disaster risk
help
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aim
reduction
projects several countries
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children become aware of disaster risk so they can help prevent disasters in the future.
He grew up in Zambia, earned a degree in economicsfrom London School of
Economics,then, after ten years as a roof thatcher in England, studied for a PhD.
before gradually concentratingon developmentaid and disaster management.He has
helped to prepare national disaster managementstrategiesfor the governments of
Kenya and Bangladesh,and has published books and papers on disaster management
and on urban poverty.As a London Universityresearch fellow, he spent many months
living with village communitiesin Asia and Africa, studying and discovering how modern
risk managementmethods have often degraded indigenouscoping capacities.
Harnish Mackenzie is School Developmentand Marketing Officer in Plan
International. He currently manages all the developmenteducation activities for the UK
section of the organization.He has successfullycompleteda number of Plan projects.
'Make the link, Break the Chain' (httg://www.Dlan-ed.orq/learninqcentre/antislaveEy/)
was his award-winningdevelopmenteducationproject on slavery.Working closely with
National Museums Liverpool,he implementeda school link project involving 10 schools
in Liverpool, Senegal, Brazil, Haiti and Sierra Leonefor students to discuss the legacy
of slavery. 'Make a Link, Be the Change' (httr)://www.r)laned. or-q/inthenews/bethechanqe/), in which he took a lead, was a climate change

internationaleducation project involving 3000 students in 13 countries. 'Shoot Nations' ý",
(htto://www.shootnations.orci/)was the global youth engagementproject documenting
the issues that concern them via medium of photography.He is also Interim Learning
Managerfor the Children in a Changing Climate programme.He previously worked as
National Project Manager in Sri Lanka for the HikkaduwaArea Relief Fund for both
humanitarianand community developmentprojects in the wake of the 2004 Tsumami.
Tom Mitchell is a geographer specializingin climate change adaptation and
disaster risk reduction and how these topics link to poverty and governance. His
current research interests include child-centreddisaster risk reduction and adaptation,
and he leads the Institute of DevelopmentStudies (IDS)-based Children in a Changing
Climate programme. He is currently leading research projects in partnershipwith Plan
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that explores opportunitiesfor making children's voices heard in disaster policy making
in El Salvador and the Philippines.
Megh Rai is Emergency Programme Manager in Plan International based in its
Timor Leste office. In response to the crisis in April 2007 in Timor Leste, she supports
vulnerable and disadvantaged people at 11 camps with 18000 IDPs and currently
supports their reintegration and community capacity building. She previously worked as
Project Coordinatorfor the Community Preparednessfor Disaster Risk Reduction
(CPDRR) in Central and Eastern Nepal. As a Member of TsunamiTask Team, she
conducted an evaluation for UNICEF Regional Office for South Asia of Tsunami
responses in the region, particularly in conflict affected areas. She is an Emergency
Personnel and Member/ResourcePerson for RedR India (Registered Engineers for
Disaster Relief). She has traveled widely in Southeast Asia and is conversant with its
physical, socio-economic and cultural conditions.
Francis Sathya is Senior Policy Advisor on Universal Primary Education at Plan
International.He is in charge of developing Plan International'sstrategic framework,
policies and guidelines to support primary education in all the regions and countries
where Plan works. He has a profound understandingand experience of education and
development programs in Africa, Asia, and Latin America and is on a quest for
knowledge
learning,
to
research,
and
and
challenge
creative solutions
continuous
sharing. He has worked for a number of national, international, quasi governmentaland
the
development
at
projects
private non-profit organizations on various education and
local, regional and international levels.
Lucy Stone is Climate Change Project Manager for UNICEF UK. She leads a new

climatechangeprojectat UNICEFUK whichinvolvespolicydevelopmentas well as
cross-organizational
managementto supportclimatechangeadaptationin countries
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forthcomingpublicationsis a co-authoredreporttitled Theequityandpublic
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acceptabilityof personal carbon trading (Royal Society for the enhancementof Arts,
Manufacture& Commerce).

2.9. Conclusion
This chapter has sought to critically reflect upon the qualitative research
To
do
for
it
this
to
vital
study.
so,
was
examine my own taken-forused
methodology
granted axiological, epistemological,ontologicaland, hence, ideological assumptions,
influencing
together
both
they
and,
with the research questions,' lay
mutually
are
since
the foundationfor decisionsmade during the qualitative research design and process.
Importantly,those relationshipsare not static and require constant reflection throughout
the research process. Methodologicalstrategy is also influenced by the practical
-issues
emerging during the research. Overall, complexityof qualitative research design and
implementationrequires great rigour, care, as well as intellectual, strategic and
reflective thinking.
Now I turn to ChaptersThree and Four in order to explore the fields of, respectively,
emergencyeducationand educationfor sustainability.I trust that these two chapters
will clarify the state-of-the-artof the two fields and highlight key issues by integrating field
the
of
above-introduced
experts.
perspectives
voices and
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CHAPTER THREE
'USUAL BUSINESS IN VERY UNUSUAL CIRCUMSTANCES921?: EDUCATION IN
EMERGENCIES

3.1. Introduction
This chapter addresses the first research question set out in Chapter One:
What is the current range of renditions and understandingsof the concept of
emergency education?, and its sub-questions:
"

What is understood as constituting a crisis or emergency?

"

What are the proposals, arguments and justifications advanced by different
schools of thought within the field of emergency education?

"

What paradigmatic underpinning lies behind those different schools of thought?
In what ways and to what extent do the mechanistic and holistic worldviews
manifest themselves in those different schools of thought?

To this end, the chapter first describes the trajectory of the field of emergency
education focusing on different international discourses as a backdoth. They include
increasing recognition of the impact of armed-conflicts and natural disasters on basic
education [Education for All (EFA)], addressing the dialectical relationship between
schooling and armed-conflicts and education, and disaster risk reduction education.
Secondly, the chapter intends to map out the field by examining the definitions of
emergency, rationales, and key characteristics in terms of policy/guidelines,curriculum,
and pedagogy. Following that, key issues in the field of emergency education are
highlighted. Contested notions of development, and the meaning of preparednessin
is
field
to
the
be
the
discussed.
Finally,
consequences
relation
of climate change will
examined through a paradigmatic lens.
The analysis and discussion in this chapter are based on a literature review and
interactions with five experts in the field of emergency education who were chosen
through a combination of purposive and convenience sampling methods (see pages
21Buckland (2005).
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3.2. Trajectory of Emergency Education: International Discourses
3.2.1. Emerging Challenges in Education Systems
Emergencyeducationis an emergingfield of study (Seitz 2004; Sinclair 2002; ý-ý
Sommers 2002) but with a long history in the form of refugee education, which goes'
back to the creation of the United Nations High Commissioner for Refugees (UNHCR)
in 1950 and the United Nations Relief and Works Agency for Palestine Refugees in the
Near East (UNRWA) in 1949. Because of an increase in organized violence in the form
of war, civil strife, armed conflict and political oppression since the end of the Cold War
in 198922as well as the increase of the number of natural disasters in the 1990s,

has
become
for
the
in
a
crisis
situations
major
concern
and
emergency
education
internationalcommunity(Retamaland Aedo-Richmond1998; Seitz 2004; Tawil1997; '
UNESCO2000a). Educationis increasinglyrecognizedas the'fourth pillar'of
humanitarianaid in such crises, along with food and water, shelter and health care
(Machel 2001).
At the 1990 World Conferenceon Educationfor All (EFA)23in Jomtien, Thailand,

22Conflicts include the Gulf War, the genocide in Rwanda, conflicts in Angola, Afghanistan,former
Soviet Union, Liberia, Sierra Leone, Somalia,,
the
Yugoslavia,
former
of
parts
the
few
but
in
the
to
Sudan,
a
strands
web of crisis.
name
and
23

Co-hosted by World Bank, United Nations Development Programme (UNDP), United
Nations Educational, Scientific and Cultural Organization (UNESCO), and United Nations
Children's Fund (UNICEF).

78

there was very little mention of education for emergency situations. The 1990 World
Declaration on Education for All, emerging from the World Conference, describes awar,
occupation, civil strife" as part of the constellation of "daunting problems" which
16constrain
efforts to meet basic learning needs" (Preamble, UNESCO 1990). The 1996
Mid-Decade meeting on Education for All in Amman highlighted the importance of
"delivering of basic education in situations of crisis and transition" (UNESCO 2000b: 7).
Recommendationsinclude creating safety zones during conflict, better understanding
of the role of education for conflict management and prevention, and developing
education systems to meet the needs of traumatized and displaced populations
(UNESCO 2000b).
Graga Machel's Impact of War on Children (2001) is an influential study, which was
commissioned by the UN General Assembly24(the original document being submitted
to the UN in 1996). This study examines a wide range of issues relating to children in
devastating armed conflicts and post-conflict conditions. According to the study, two
million children died during armed conflicts from 1986 to 1996; six million children were
seriously injured or permanently disabled and millions were separated from their

families,physicallyand psychologicallyabused,and abductedinto the military;girls
were particularlytraumatizedby sexualviolenceand rape.The study puts an emphasis
on the 'psychosocial'recoveryof war-affectedchildren.A psychosocialapproach
acknowledgesthe dynamicrelationshipbetweenpsychologicaleffects(i.e. emotion,
behaviour,thoughts,memory,learningability,perceptionand understanding)and social
effects(i.e. relationshipsalteredor distortedby death,separation,and estrangements),
and also emphasizesthe importanceof respectinglocal culture,incorporating
communitybasedapproaches,and promotingchildren'sparticipationin education.
The ThematicStudyon Educationin Situationsof Emergenciesand Crisis25

24UN Resolution48/157 December1993.
25The study was originally publishedby UNESCOfor the InternationalConsultativeForum
on Educationfor All, as part of the Educationfor All 2000Assessmentleadingup to the
World EducationForum held in Dakar in 2000 (UNESCO2000b).
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(UNESCO 2000b) looks into the state-of-the-artin emergency education.The study
concludes that "man-made [sic.] and natural disasters have emerged as major barriers
to the accomplishmentoteducation for alf'(1) [Italics in original]. Based on a review of
about fifty emergencyeducation programmesaround the world, it points out that
"existing programmesdeal mostly with basic education in the classical sense of
traditional schooling"(34). The study emphasizesthe importanceof including education
programswhich promote education for human rights, peace, democracy and tolerance,
and the environment,and involving a participatorypedagogy and conflict resolution
methods in a more systematic manner.
Followingthe growing recognition of urgent demands for education in emergency
26
the
2000
for
Framework
Action
Dakar
(UNESCO 2000a) highlights
situations,
deprivation of educational opportunities because of emergency situations as a major
barrier to access to schooling, in addition to poverty,gender and disability.The
Framework calls for national EFA plans to include provision for education in emergency
situations. One of the twelve stated strategies is to:
Meet the needs of education systems affected by conflict, natural
calamities and instability and conduct educational programmes in ways
that promote mutual understanding,peace and tolerance, and help to
prevent violence and conflict (paragraph 8, UNESCO 2000a).
Education in emergency situations is emphasized as one of the nine EFAflagship
27
programmeS. Along the same lines, the 2000 Warn Education Report recognizes the
absence of peace and stability in many developing countries as one of the greatest
obstacles to achieving the goal of basic education for all since it underminesthe
educational infrastructureand the capacity of states to support basic education (Tawil
26The six goals suggestedinclude:
early childhoodcare and education;completefree and
compulsoryprimaryeducationof good qualityby 2015; meetinglearningneedsof all young
peopleand adults;a 50% of improvementof adult literacyby 2015; achievinggender
equalityin educationby 2015; eliminatinggenderdisparitiesin primaryand secondary
educationby 2005; improvingall aspectsof the qualityof educationwith measurable
outcomesin literacy,numeracyand essentiallife skills (UNESCO2000a).
27The nine flagshipsprogramsare school health,HIV/AIDS,early childhood
care and
education,literacy,girl's education,disabilities,educationfor rural people,educationin
situationsof emergencyand crisis and teachersand the qualityof education(UNESCO
2000a).
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and Harley 2003). Furthermore,emerging from the 2000 Winnipeg Conference on WarAffected Children, the Framework for Commitment to War-AffectedChildren declares
that "Education is central to humanitarian action" (Canadian International Development
Agency 2000: 47).

Followinga decisionto developinter-agencycollaborationand communicationat
the above-mentioned2000 Dakar conference, the Interagency Network for Education
in Emergencies (INEE) (http://www. ineesite.org) was established in 2000.2"it is an
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Conflict and UNICEF and the report was submitted to the 2007 UN General Assembly
(A/62/228). It points out that during the past 10 years, new features of armed conflicts
have emerged. They include an increase of 'one-sided violence' by lightly armed
groups on civilian populations; 'asset wars'where economic and natural resource
interests trigger and prolong conflicts; involvement of non-state actors such as
transnational criminal groups; increasing attacks on civilians and civilian facilities such
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General for Children and Conflict and UNICEF 2007).

28INEE is led by a steering
International
International,
CARE
the
group which consists of
Rescue Committee (IRC), the Norwegian Refugee Council (NRC), the International Save
the Children Alliance, UNESCO, UNHCR, UNICEF, and the World Bank (UNESCO 2006a).
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3.2.2. Addressing a Dialectical Relationship between Formal Schooling and
Armed-Conflicts
One of the internationaldiscourses around emergency education has begun to
emphasizethe dialectical relationship between formal schooling and armed-conflicts.
The idea of the dialectical relationship between schooling and society has been
discussed previously (e.g. Freire 1970), and, more generally,the sociology of
education has been examining the role of schooling in relation to the reproductionof
social inequalities(e.g. Bowles and Gintis 1976). However,the special application of
the idea to conflict-affectedcontexts is a more recent development. In a personal
interview, Peter Buckland29confirms this point stating that ten years ago "in the
internationalfield [of emergency education] everyone was talking about what had
happened to the educational system [but] not what role it might have played in the first
place" (personal interview 2006).
Among the various factors which exacerbate inter-group hostility under conditions of
ethnic tension, Bush and Saltarelli (2000) have critically reflected on the role of formal
education. Bush and Saltarelli's study titled, The Two Faces of Education in Ethnic
Conflict.,Towardsa Peace Building Education for Children, closely examines the
dynamics of the negative and positive impacts of schooling. In terms of negative forces,
they explore how educational contents and processes perpetuate social exclusion
rather than promote social inclusion and conclude that formal education can be one of
the sources of identity-basedconflicts when the following elements exist independently
or in combination:
"

The uneven distribution of education as a means of creating or preserving
positions of economic, social and political privilege;

"

Education as a weapon in cultural repression (i.e. a culturally distinct
people lose their identity as a result of policies designed to erode their

29Peter Buckland's
views includedin this thesis are personaland do not representthe
organizationto which he belongs.
82

distinct language, religion, culture);
o

Education as a means of manipulating history for political purposes;

*

Education serving to diminish self-worth and encourage a hate for others;

9

Segregated education as a means of ensuring inequality,inferiority, and
stereotypes;

by
in
impoverishing
imagination
The
textbooks
the
of
children
role of
9
manipulation of information;
9

Authoritarian systems and processes of teaching and learning
(ibid.: 9-16).

Their arguments regarding the positive force of education will be discussed later in this
chapter (see pages 101-102).
There are other bilateral development agencies and multilateral organizationS30
which began to examine the link between education and armed-conflictswith a
instance,
For
influence
formal
focus
the
a paper
education.
on
negative
of
particular
Agency
Development
International
Canadian
the
the
auspices of
published under
(CIDA) (Issacs 2002) explores the role of education in peace building with an emphasis
broad
It
to
formal
with
a
up
education as a possible contributor conflict. comes
on
to
the
indicators
political, economic,
regard
with
outline of conflict monitoring and risk
for
into
institutional
factors
be
taken
to
warning purposes.
account
and
social/cultural
By the same token, a paper issued by the British Department of International
Development (DFID) (Smith and Vaux 2003) claims that education is "part of the
the
(2)
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emphasizes
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of conflict
problem as well as part of
solution"
is
the
that
for
"the
values
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on
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and
need
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and attitudes it is promoting," because "simply providing education does not ensure

30Key bilateral development organizations in relation to emergency education include
British Department for International Development (DFID), Canadian International
Development Agency (CI DA), Deutche Gesellschaft für Technische Zusammenarbeit/
German Federal Ministry for Economic Cooperation and Development (GTZ), Swedish
International Development Agency (SIDA), Norwegian Agency for Development
Cooperation (NORAD) and United States Agency for International Development (USAID).
Multilateral organizations are the World Bank and the UN organizations such as UNESCO,
UNICEF, UNHCR.
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peace" [Italics In original] (10). The document urges the developmentof indicatorsfor a
'conflict sensitive education system.' It also suggests that insights from educational
initiatives in conflict situations should inform the mainstream education sector. However,
the authors do not elaborate the characteristicsof a conflict sensitive education system
in any great detail.
A comprehensivestudy commissioned by German Federal Ministry for Economic
Cooperationand Development(GTZ) (Seitz 2004) critically examines the roles of
education in the creation, prevention and resolution of social crises. The study
identifies key elements for conflict sensitive education systems, which include
developing inclusive and integrative educationalfacilities and structures, a democratic
educationalenvironment promoting a participatorylearning culture, and multiple
identities consisting of languages, religions and cultures. It similarly suggests the
mainstreamingof such conflict sensitive education systems.
In terms of multilateral organizations, a World Bank Study (Salmi 2000) observes
that educationalcontext, structure, and delivery systems may themselves be catalysts
for violent conflict. The study offers an analytical framework for examining links
between various forms of violence and education.A 2005 World Bank study titled
Reshaping the Future: Education and Postconflict Reconstruction(Buckland 2005) also
offers a critical examination of the role of formal education in relation to conflicts and
states:
Education does not cause wars, nor does it end them. It does, however,
frequently contribute to the factors that are [sic.] underlie conflict, but it also has
the potential to play a significant role both directly and indirectly in building peace,
restoring countries to a positive development path, and reversing the damage
wrought by civil war (86).
3.2.3. Disaster Risk Reduction through Education
A link between responding to natural disasters and the positive role which education
and training can play have been addressed particularly by those who are working from
a 'disaster risk reduction'framework. For them, disasters are distinguishedfrom natural
hazards (e.g. cyclone, earthquakes) and disaster risk is considered to arise "when
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hazards interact with physical, social, economic and environmentalvulnerabilities" (UN
International Strategy for Disaster Reduction 2005:1). This idea is expressed in the
following well-used equation in the field: "Risk = Hazard x Vulnerability" (UN/ISDR
2004:71).
The key policy document is the Hyogo Framework forAction 2005-2015.,Building
the Resilience of Nations and Communities to Disasters, which was adopted at the
2005 World Conference on Disaster Reduction (WCDR) in Hyogo, Japan, by 168
delegates (UN/ISDR 2005). It states that disaster risk has become a "global concern"
because of the increasing number of the disaster, pointing out that more than 200
during
the past two
disasters
have
been
by
per
year
affected
million people
natural
decades. The Hyogo Framework suggests that disaster risk reduction "should be
31

factored into policies, planning and programming related to sustainable development,

relief, rehabilitation, and recovery activities in post-disasterand post-conflict situations
in disaster-prone countries" (ibid.:4).
One of the five priorities for actions in the Hyogo Framework proposes to "use
knowledge, innovation and education to build a culture of safety and resilience at all
levelSn32(ibid.: 6). Under this priority, the Framework suggests the more specific actions
including: embedding disaster risk reduction knowledge in school curricula;
implementing local risk assessment and carrying out programmes to prepare for
disasters and to minimize the hazards; providing community-based training to enhance
local capacities; including gender and cultural sensitivity in disaster risk reduction
education and training (ibid.: 9-10).

31Disaster risk reduction's link to
Four.
Chapter
In
be
development
will
revisited
sustainable
Disaster risk reduction is considered an essential part of sustainable development
(UN/ISDR 2005; Wisner 2006).
32Other action
local
is
a
and
"ensure
disaster
that
risk reduction a national
priorities are: to
priority with a strong institutional basis for implementation," to "identify, assess and monitor
disaster risks and enhance early warning, " to "reduce the underlying risk factors, " and to
astrengthen disaster preparedness for effective response at all levels" (UNASDR 2005: 6).
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3.3. Mapping the Field of Emergency Education
In a very broad sense, emergency education initiativestake place in situations "in
which conflicts or disasters have 'destabilized, disorganizedor destroyed'the education
system" (Chand et aL 2003: 224). They are the situations which overwhelm "the
capacity of a society to cope by using its resources alone" (Nicolai 2003: 11). In the
similar vein, Margaret Sinclair defines emergency situations in relation to national
education capacity saying that:
Conceptually,I envisage that a country is not in emergency if it has an education
plan which is proceeding in a more or less steady fashion. And I see an
emergency if education is interrupted in a way which could not be part of the
planning process and implementation(personal interview 2006).
The 2000 Education for All Dakar Framework of Action emphasizesthe need to
support populationsstill severely 'affected by'conflict, disaster or instability.According
to this view, educational initiatives during post-emergencyrecovery and reconstruction
are also understoodas part of emergency education (Sinclair 2002). This suggests that
the field of emergency education is, indeed, broad. Sommers (2002), on the other hand,
states that the reconstructionimmediately after the war and longer-term post-war
reconstructionare separate areas which have their own sets of experiences and,
consequently,literature. Reconstructionis the stage when normalcy and stability are
established,although in a limited way. Governmentstarts to function and gets more
recognition by the people. Displaced populations begin to repatriate and settle. There is
a strong focus on reconstructingeducational infrastructuresand policy development at
this stage (Sommers 2002).

Educationalapproaches,contentsand emphasesdifferdependingon the needsof
specificemergency-affected
populations:refugees;internallydisplacedpopulations
(IDPs);differentage groups(earlychildhood,primaryschoolage, secondaryschool
age, adolescent,and adult)and gender;specialneedgroups(childsoldiers,excombatants,childrenwith disabilities,separatedchildren);minorities(Sinclair2001).
The socio-politicalconditionsof the country,especiallywhetherthereis a functioning
governmentmechanismor not, havetremendousimplicationsfor educational
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delivery
development,
of education,
curriculum
and
undertakings such as national
policy
and co-ordination of international donor and aid agencies (Sommers 2004).
Furthermore, the breadth of educational initiatives in emergency-affectedcontexts
becomes clearer if we enumerate the range of tasks involved. They include physical
ideological
facilities),
(e.
buildings,
electricity and water
reconstruction g. school
(e.
dealing
(e.
democratization),
with
g.
psychological reconstruction
reconstruction g.
trauma), policy and curricular reconstruction (e.g. national educational policy,
curriculum and textbook development; supplies provision), school management and
human
funding),
teachers,
(e.
and
administration g. certification and validation of pupils
resource development (e.g. capacity building of teachers and community members),
inter-agency co-ordination, and school feeding (Amhold et aL 1998, Nicola! 2003: INEE
2004). This comment by Susan Nicolai reminds us of diversity that the term
dernergencyeducation' covers:

I feel like [emergencyeducation]has movedon slightly,as a term in recentyears.
And it still can be used but is probablyusedmoreas a shorthandfor the rangeof
in
terms
interventions
in
includes
that
of emergencies,
education
crisis
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that
different
in
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there
think
are used
phrases
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and
prevention.
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for that sometimesbut I think goingthroughand definingan evolutionof
if
talk
because
in
is
about
you
well,
understanding emergencyeducation usefulas
[emergencyeducation]as a broaderpiece I think it becomesa little bit more
diluted(personalinterview2008).
Beforelookinginto the furtherdetailsof emergencyeducationproposals,the section
belowwill reviewthe viewsof emergenciesemployedin the field.

3.3.1. Views on Emergencies
As described earlier, discourse on emergencies appeared within the international
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Margaret Sinclair states:
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emergencyeducation so far has mostly dealt with people who are unexpectedly
caught by conflict or natural disaster... So the actual agencies that are in INEE
[the Inter-AgencyNetworkfor Education in Emergencies]are mostly those which
are respondingto sudden events... [which] don't fit into normal governmental
policy (personal interview 2007).
Others emphasize, in contradictionto Sommers (see page 86), a longer time span of
emergency by regarding it as "encompassingnot only the first days or months after an
event, but also the effort to deal with the on-going effects of the crisis, and
reconstruction"(Nicolai and Triplehorn 2003:2).
According to proponents of emergency education, 'emergencies'often fall into two
broad categories: natural disasters (i.e. hurricaneltyphoon,earthquake,flood, and
drought) and human-madecrises (i.e. war, internal conflict, and genocide) (Obura
2003; Pigozzi 1999; UNESCO 2006a). In addition to these, Pigozzi (1999) highlights
silent/chronicemergenciessuch as persistent poverty,growing numbers of street
children, and the HIV/AIDS pandemic. She further states that, in a broad sense,
countries in transition and newly independent states face tremendous challenges that
we can construe as emergencies. In those countries the source of an emergency is the,
often financial, collapse of a system. Challengesthen faced have some commonalities
with countries which suffer from the emergenciescaused by disaster or strife in terms
of the importanceof restructuring and rebuilding systems. Complex emergencieS33
consist of a combination of the above-mentioneddifferent elements, the term seeming
to capture the reality of many contemporary emergencies (Bush and Saltarelli 2000;
Evans 1996).
It is important to note that the identification of these different types of emergencies
does not necessarily mean that the field responds to them equally.There are conflicting
views on the current emphasis of the field. For instance, Chand et aL (2003) observe
that emergencies caused by natural disasters remain rather a secondary concern

33The term, 'complex
emergency'wascoined by the UnitedNationsto describecrises
requiringa system-wideresponse.In a 1992 UN document,titled An Agenda for Peace,
then LINSecretary-GeneralBoutrosBoutros-Ghalidelineatedthe responsibilitiesand
responsesof the UN and the internationalcommunityin dealingwith contemporaryarmed
conflicts.His frameworksuggestsmajor areas of activity:preventivediplomacy,peace
making,peace keeping,and post-conflictpeace building(Lederach1997).
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compared to conflict-triggeredemergency education. On the other hand, Save the
Children (2006) notes that educational responses caused by conflict are still lacking,
although education became a familiar aspect of humanitarianoperations in recent
natural disasters, such as 2004 Asian Tsunami, and earthquakes in Iran, India,
Pakistan, and Indonesia. These discussions also need to reflect on the fact that

majorityof the countriesin whichemergencyeducationtakesplaceare frequentlyat
risk from both conflict and natural disaster, according to the analysis of emergency
education projects around the world undertaken by Save the Children (Nicolai 2003).
For Sinclair (2002), dominant emergency education does not deal with silent and
chronic emergencies "except in so far as they occur during situations arising from
armed conflict or natural disaster" (23).
Agencies involved in emergency education commonly categorize emergency
situations into different phases/stages. For instance, UNESCO (2006a) suggests the
following categories: acute outset; protracted emergencies; return and integration; early
reconstruction.Figure I below shows another linear framework particularly for armed-

conflicttriggeredemergencysituations.
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Figure 1. Conflict status and types of educational initiative (Tawil and Harley 2004:11)
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There is increasingcriticismof such a linearconceptualization
and 'artificial'divisionof
emergency phases and resultant compartmentalizededucational responses, since

emergenciesrarelymove in a linearand sequentialmanner,and there is no consensus
regarding when one phase starts and ends (Sinclair 2002; Smith and Vaux 2003;
Sommers 2002).
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3.3.2. Rationales for Emergency Education
This section describes five rationalesfrequently appearing in emergency education
discussions,rationales that are not always mutually exclusive.
One of the main rationalesfor emergency education is that access to education is
an inalienableright for all children despite their circumstances.The 1989 United
Nations Conventionon the Rights of the Child (CRC) sets out the overall framework for
any discussionof education and emergencies/crises.The CRC and other key

internationalinstrumentS34
obligeratifyingStatesto:
9 actively prevent discrimination,on the grounds of ethnicity,against children
for
families,
their
specific
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children of
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*
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protect children from all forms of physical and mental violence (with
specific provisions protecting the child from various forms of violence and
by
armed conflict)
affected
children
exploitation of
(Bush and Saltarelli 2000: 36).

According to Smith and Vaux (2003), the rights-basedapproach is of strategic
importance in advocating emergency education nationallyand internationally.However,
it is often controversialto prioritize a specific right over other rights in the light of
34Key instruments include thel 948 Universal Declaration of Human Rights; the 1949
Geneva Conventions and the 1977 Additional Protocols; the 1951 Convention on the Status
of Refugees; the 1969 International Convention on the Elimination of All Forms of Racial
Discrimination; the 1981 Convention on the Elimination of All Forms of Discrimination
against Women; the 1995 UNESCO Recommendation Concerning Education for
International Understanding, Cooperation Peace and Education Relating to Human Rights
and Fundamental Freedoms (Bush and Saltarelli 2000). In addition to these, a series of
Education for All initiatives give strong rationales for education in conflict situations as
discussed on pages 78-80.
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different perspectives. For instance, Maoists in Nepal have been attacking schools
which, for them, symbolize governmental authority, as part of their struggle for social
justice. The right to education is undermined in this context by a group prioritizing
another right (ibid.).
The second rationale for emergency education is that it plays an important role in
protection. This perspective is strong within the international humanitariancommunity,
and protection is understood as part of the rights-based approach (Nicolai and
Triplehorn 2003; Smith and Vaux 2003). The proponents of this view think attending
school is a measure of protection since it physically keeps the children away from risks.
Through education, children can learn the skills and knowledge to cope with increased
risks, which in turn, allows them to protect themselves (Nicola! 2003; Nicola! and
Triplehorn 2003). A weakness of this view is that schools are not always safe. School
buildings are often active targets in conflict zones, being seen as symbols of national
authority. Other risks at school include: student recruitment into the army; sexual
harassment of female students; corporal punishment often stemming from teachers'
own stress (Nicolai and Triplehorn 2003; Sommers 2002).
There is a psychosocial rationale as well. For instance, Machel (1996,2001) avers
that children and adolescents living through conflict need psychosocialsupport, and
that such support is a prerequisite to learning anything after a traumatic experience.
Armed conflict affects all aspects of child development- physical, mental and
emotional - and to be effective, assistance must take each into account ...
ensuring, from the outset of all assistance programmes,that the psychosocial
1996:
(Machel
intrinsic
development
to
are addressed
concerns
child growth and
49).
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process
Sinclair(2001),manyagencystaff membersfeel that structuredactivitieshavea
beneficialeffecton the mentalstateof childrenand adults.However,othersthink that
simplyattendingschoolor the provisionof organizedactivitiesby themselvesare not
sufficientand they thereforeproposemoreproactiveand dedicatedinterventions
through
directedtowardsaddressingpsychosocialneedsof conflict-affected
children
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story telling, drawing, drama, writing, music, and games involving engagementwith
peers (UNICEF 2006). Choosing the various media of expression is indeed the
35

children's right as Article 13 of the 1989 Conventionon the Rights of the Child states.

From the latter perspective, Gonzalo Retamal asserts that "children who are victims of
violence have to be treated differently." He goes on to state that:
If you do not do it, you are losing time in a way, because those children are going
to fail. They are traumatized and they cannot learn mathematicsor languages. So
providingthem with mathematicsand languageswithout providing them first [with]
it
is
[and]
to
like
trying
their
dealing
realize
what
past,
with
recreation,expression,
the life in the future, even if they have textbooks and trained teachers to teach
...
mathematicsand language, it does not work ... (personal interview 2006).
A caution concerning the psychosocialdebate is that if an intervention is made in a
therapeutic mode (e.g. individual counselling)it could be disempowering.Those who
hold this view state that it would be even damaging since it could re-victimatisethe
children and adolescentsespecially when given by non-professionals,on a short-term
basis and/or out of cultural context (Machel 2001; Peter Buckland, personal Interview
2007; Sommers2002).
There are others who consider emergency education as a long-term social
investment in development and/or a nation building. For instance, in the words of
UNESCO(2000b) emergency education is "a humanitarianimperativewhich has
development promoting outcomes" (9). Likewise,according to Susan Nicolai (personal
interview 2006), Tawil and Harley (2003), and Pigozzi (1999), education in emergency
situations needs to contribute to achieving universal basic education by 2015 as laid
out in MDGs (see footnote 5 on page 10) and EFA (see footnotes 26 and 27 on page
80 ). In particular,Pigozzi (ibid.) emphasizesthat emergenciescan provide "an
opportunityfor transforming education along the lines envisioned at the Jorritien World
Conferenceon Education for All" and further states that emergencies"allow for the
develop
helps
institution
that
and form the human
possibility of reconstructinga social
(4).
According
functions"
to Aguilar and
that
determine
the
way
a
society
resources
35"The child shall havethe right to freedomof expression;this right shall includefreedom
to seek, receiveand impartinformationand ideasof all kinds, regardlessof frontiers,either
orally,in writing or in print, in the form of art, or throughany other mediaof the child's
choice"(Article 13, Conventionon the Rightsof the Child).
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Retamal (1998), one of the important purposes for educational humanitarian
interventions is "contributing to the future economic/humanresource development of
countries in crisis," along with meeting humanitarianand psychosocial needs of those
who are affected by crises (8).
Relating to the fourth rationale described above, among the international

developmentagenciesand donorsthere is a view that educationin emergency
development
important
in
interconnected
and
role addressingan
contextsplaysan
securityagendaespeciallyafter the 9.11terroristattacks(Novelliand Cardozo2008;
Roseand Greeley2006;WorldBank2003).The underlingassumptionis that, in the
locally
destabilizing
be
(2002),
"the
Sinclair
and may
absenceof educationwill
wordsof
be a threatto regionaland globalsecurity"(27).Whenwe recognizeone of donors'
interestsis meetinginternationaldevelopmentobjectivessuchas MGDs,human,social
Also,
to
them.
by
achieving
and economiccostscaused conflictsare apparentobstacles
the donoragencies'commonassumptionis that thereis an interplaybetweenpoverty
36Accompanied
for
human
tool
instrumental
by
as
a
education
view
of
an
and confliCt.
developmentand povertyreduction,educationalinterventionsin conflictschimewith
the interestsof developmentand donoragencies(Buckland2005;Seitz2004;Smith
and Vaux2003; Stewart2003). Table4 belowsummarizesthe emergencyeducation
rationalesdiscussedso far.
Emergency education as a human right
Emergency education as (humanitarian) protection
Emergency education to meet psychosocial needs
Emergency education as social investment/ (economic) development
Emergency education to contribute to an international security and development
agenda
Table4. Summary: Rationales for emergency education
36Regarding a dynamic relationship between poverty and conflict, Buckland (2005) states
that about 60 percent of countries rated aslow' in the Human Development Index have
been involved in conflict since 1990 (7).
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3.3.3. Tendencies and Tensions within Emergency Education Initiatives
In emergency-affectedcontexts, like elsewhere,defining priorities in educational
initiatives,and achieving consensus on the content and delivery of learning and
teaching, can be highly controversial.What follows is an attempt to capture key
tendenciesand tensions in the field in terms of policy/guidelines,curriculum (both
formal curriculumand non-formal/community-basedcurriculum) and pedagogy.These
divisions are rather pragmatically,ultimately arbitrarily,employed for the sake of
mapping the field. In fact the division between curriculum and pedagogy is in the final
analysis questionable in that the two notions overlap significantlyespecially from the
holistic perspectivethat this study employs.Another caveat in the conceptual mapping
of the field is thatphases'are employed, although the use of phases remains
controversial,as discussed earlier (see page 89).

(A) Policy/Guidelines
One of the most influential policy developmentsin the field is the guide Minimum
Standardsfor Education in Emergencies, Chronic Crises and Early Reconstruction
launched in December 2004 (INEE 2004). The guide is designed to support emergency
response, emergency preparednessand humanitarianadvocacy in a wide range of
contexts including natural disasters and armed conflicts, by articulating "the minimum
level of educationalaccess and provision to be attained in a situation of humanitarian
assistance." The Minimum Standardsare "meant to be universal and applicable in any
environment"(INEE 2004: 9). The guide is an outcome of a two-year consultation
process facilitated by the Inter-AgencyNetworkfor Education in Emergencies(INEE)
with over 2250 individuals from more than 50 countries.The document is based on the
Conventionon the Rights of the Child, the Dakar Educationfor All framework, the UN
MDGs and the Sphere Project's HumanitarianCharter.37Togetherwith key indicators

37The SphereProject'sHumanitarianCharterand MinimumStandardsin Disaster
Response(1997)outlineswhat rightsemergency-affectedpopulationscan be guaranteed
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and guidance notes, a set of minimum standards are put forward according to five
categories (followed by standard areas): community participationand resources;
educational access and learning environment; teaching and learning; teachers and
educational personnel; education policy and coordination (INEE 2004). It has already
been translated into 10 languages and used in more than 80 countries (INEE 2008).

Accordingto Andina(2007),the MinimumStandardshelpstandardizeprocessesof
otherwise often chaotic educational initiatives in the aftermath of crises, combining the
two popular international discourses of human rights and human capital in order to
obtain wider acceptance. The tension between human rights discourse and human
capital discourse will be discussed in the section below.
Margaret Sinclair, who was involved in the consultation on the Minimum Standards
comments on a weak emphasis on the environment in the Standards. In retrospect, she
her
focus
"
Although
"[the
was on
environment] was an unintended omission.
says,
including citizenship and peace elements during the consultation, she would like to
Standards
inclusion
the
the
the
when
are
of
strongly
advocate
environment more
revised in the future. She now considers that "citizenship, peace, conflict resolution
relate to environmental matters" and that "children can discuss a conflict about water or
trees without the same emotional problems

to ethnic topics and conflicts"
compared
...,

(personal interview 2007). So she now sees inclusion of the environment as having
both intrinsic and instrumental value. INEE itself plans to streamline natural disaster
risk reduction in its 2009 review, although the Minimum Standards include disaster risk
reduction (INEE 2008).

(B) Curriculum
Depending on the phases of emergencies and their impact on the formal
formal
initiatives
have
educational systems, curriculum
placed emphasis on either
through humanitarianassistance.It covers the areas of water supply,sanitation,food and
nutrition,health,and shelter (SphereProject2004), but it does not includeeducational
Crises
Chronic
Emergencies,
Education
in
Therefore
for
the
Standards
Minimum
provision.
and Early Reconstructionwere developedto fill in the 'gap'(INEE 2004).
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national curriculum or non-formal/community-based curriculum. National curriculum
reform usually requires systematic and long-term commitment allied to strong and clear
political leadership, operational capacity, national consensus building through
consultation, material development and extensive teacher training (Buckland 2005). So,
some emergency educators are cautious about undertaking national curriculum reform
in any thoroughgoing manner in the immediate wake of a crisis situation. In a personal
interview, Peter Buckland elaborates this point:
One of the most common mistakes was the attempt to reform the curriculum on
the assumption that since the curriculum served to promote conflict in the past,
you have to have a new curriculum in order to negate that impact. And that may
fail because the curriculum reform: (a) requires some kind of national consensus
and is not something internationals can do; and (b) in a post-conflict situation
there is very rarely any real national consensus. This is not just national
consensus about the type of society they want. It is the type of economy, the type
of development, all of those things are linked.... It is na*fveto imagine that you
can change the curriculum in a matter of two or three years which is where most
international agencies' intentions tend to lie (personal interview 2006).
Along the same lines, Nick Jackson points out the structural constraints in national
curriculum change initiatives within post-conflict situations:

in an early post-war situation, what does the Ministry of Education even look
...
like? Can they use the curriculum that they used before the war.? And then if
they can, where is everybody? Most of the good people have been hired by
internationalagencies because they have been paid so much more. And it is
...
very hard. You are dealing with a Ministry of Educationthat you can depend on,
but has a very, very depleted capacity... And a lot of times the people are just
overwhelmed.... One of the big challenges is that they don't have any money but
quite often agencies do. Internationalagencies do. And the danger is and the
tension that comes up is, who is really controllingthese agencies? It can maybe
be coordinated by a very, very weak Ministry of Education,and generally
speaking that doesn't happen (personal interview 2006).
Jackson here highlights the issue of the power inequalities between external agencies
and internal stakeholders. In his follow-up interview,he also touches upon a
fundamental issue about the meaning of 'nation'and the role of the citizen in relation to
national curriculum change within conflict-triggeredemergency situations. He says,
"You have to understandthat one of the causes of war, civil war, is curriculum.
Southern Sudan, Kosovo, those are two really big examples of that." He goes on to
comment that post-crisis curriculum reforms in such contexts include an inevitable fight
over the contents of a national curriculum in relation to the meaning of nationhood
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(personal interview 2007).
So, although crises are often considered to bring the window of opportunity for
rethinking the old education system and introducing radical innovations within the
system as a whole, the tendency to stick with the 'familiar' old education system from
before the crises erupted is often equally strong (Williams 2006). In the continuum of
curriculum change at national or official curriculum level, resumption of previously used
curriculum stands at one end of the spectrum, thoroughgoingand systematic
curriculum reform at the other, and curriculum renewal or enrichment somewhere in the
middle. In reality, these different tendencies are sometimes intermingled and the choice
of one rather than another is not always ideological and philosophical but practical and
pragmatic. For instance, examining educational reconstructionin Kosovo, Sommers
and Buckland (2004) highlight real tension between the need to resume schooling as
quickly as possible and the call for significant curricular reform in the face of conflict.
In the formal curriculum renewal process in contexts affected by a conflict, one of
the key elements is to examine and eliminate racial and gender biases and
manipulationof history (Pigozzi 1999; Sinclair 2002; Tawil and Harley 2004). In the
words of Peter Buckland, this is a process of "expurgating the curriculum",which is
basically different from comprehensive national curriculum reform (personal interview
2006).
Learning goals commonly suggested for curriculum renewal include:
"

Skills: conflict resolution/conflict prevention; problem-solving;communication;
critical thinking; cooperation

"

Attitudes.,tolerance; self-esteem; commitment to justice and equity; bias
awareness; respect for rights and responsibilities

"

Knowledge: safety; the environment; health; peace and conflict; rights and
responsibilities; cultural heritage
(Pigozzi 1999; Sinclair 2002; Tawil and Harley 2004).

Vocational training is another element to be embedded in the formal and nonformal curriculum in some cases, based on the assumption that increasing the
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With regard to curriculum resumption,one example that gained recognition in the
1990s is'education for repatriation,' an approach using a home country curriculum for
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own place and own national education
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system e. national
teacher training and validation, certification,familiar languages of instruction) (Sinclair
2001,2002). It is often the case that refugees do not know if and when they can go
back to their own country.So for prolonged refugee situations a curriculum that can
'face both ways'(i. e. to home country and asylum country) is desirable (UNESCO
2000b) but becomes increasinglyproblematicin that, over successive generations, a
home
In
from
distancing
culture
occurs.
either case, elements of existing
process of
curricula from both original and new context are accepted in the face of ever-evolving
cultural frames and, hence, learning needs.
Another example of the continuationof an existing national curriculum is manifested

-

in acceleratedlearning programmesat the primary education level. Such programmes
(e.
displaced
children
g.
children, girls, and child soldiers)
aim at assisting out-of-school
to return to formal school system through 'catch up' classes.The programmes intend to
formal
in
form
(for instance,
school
curriculum
a
condensed
of
cover essential elements
6 years into 3 years, or 8 years into 4 years), by incorporatingsupplementarytopics
learning
At
the
the
themes
accelerated
end
of
program, children
as appropriate.
and
to
take
formal
into
allowed
a recognized examination
or
are
school
a
are re-integrated
in order to obtain the formal school leaving certificate (Nicolai 2003; UNICEF 2006).
While the above-mentionedformal curriculumfocused emergency education
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initiativestake placeduringthe non-acutephasesof emergencies,non-formaland
community-based initiatives are more often introduced during and immediately after
emergencies.According to Aguilar and Retamal (1998), the first phase Is the
recreational/preparatoryphase, in which community members are mobilized to initiate
activities such as games and sports. They are also trained in needs assessment. The
second phase is devoted to non-formal schooling, where basic literacy, numeracy,and
life skills are taught. In the first and second phases, the distribution of pre-arranged
recreational kits and educational kits is popular. This third phase involves the reintroduction of a curriculum with which both teachers and students are familiar. The
phased approach intends to provide practitioners and agencies in the field with
"pragmatic educational strategies for rapid educational response in a post-crisis
situation" (ibid.:8) [Italics in original] since it is important to be "incorporating wellplanned and co-ordinated educational programmes into emergency relief efforts"
(ibid.:10). This approach also suggests leaving creative spaces for local adaptations
and the approach does not "pretend to provide all the answers to a complex reality"
(ibid.:3). In a personal interview, Gonzalo Retarnal, who is one of the originators of this
approach, has emphasized the importance of making a universal logistic effort in
emergency education in order to bring those who have been excluded into the
educational system. He explains that a logistic response given to basic teaching and
learning resources was the driving force to bring thousands of children, importantly girls,
back to school in Afghanistan (2.5 million in 6 months) and in Rwanda (800,000 in 3
months). He further comments that a logistic effort by itself is not enough, and it should
be complementary to 'a curriculum for expression' through which traumatized children
can voice themselves using various media (personal interview 2007).
An example of community-basedframework is the 'ecological approach' put forward
by Miller and Affolter (2002) and shown in Figure 2. Their use of 'ecologicalp38refers to

38Miller and Affolter (2002)'s
human
do
to
is
ecology which
with
more
use of ecology
focuses on relationships between human beings and social environments, than the
holistic/ecological paradigms and characteristics described in Chapter 1 (pages 20-28).
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"nested layers of actors and relationships,moving from the immediatefamily and the
environmentto community influences on the family to attitudes and values at the social
level" (6).
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Miller and Affolter (ibid.) hold that target populations(e.g. crisis-affectedchildren) are
embedded in "concentric rings of relationshipsand influence"or "different social layers"
(7). From this perspective, learners' well-being and learning are improved by linking
them to the well-being of the actors and environmentswithin which they are nested.
The quality of learning is enhanced in relation to the broader environment,and
'learning' is conceptualizedin a broader sense than narrowly defined formal schooling.
Under this approach, satisfying fundamental psychologicalneeds is considered vital for
crisis-affectedpopulations.The ecological approach acknowledgesthe important link
between learning and psychologicalwell-being.39 When human beings' basic
psychologicalneeds (such as security, positive connection, positive identity,

39They also call their framework'the basic psychological framework' (Miller
and Affolter
2002).
100

comprehensionof reality)are fulfilled,thoseaffectedby crisesbeginto regaina sense
of well-being,which,in turn, supportstheir healingprocesses.The implicationsof basic
humanneedsfor learningare highlightedbelow:
limit
human
brain's
implies
the
Security
Threat
Securitythreat.
absence
can
of
4P
capacity for learning by restricting its capacity for creativity and higher order
Optimal
in
(i.
"downshift").
familiar
e.
safety
synthesis, and seeking
pattern
learning requires a secure environment so that learners can go beyond what
they know and can construct new understanding.
"

Positive connection: Creating positive learning relationshipswith other
individuals and groups has a positive influence on quality of learning.

"

Positive identity. Learning and our sense of self are mutually informing.
Because our identity shapes what is meaningful to us, issues of identity are at
the heart of our choice about what we care to learn. Learning needs to enhance
limitations.
including
about
one's
positive self-conception, and self-awareness,

"

Comprehension of reality There is a human craving to make sense of the world
learning
is
it.
When
this
resist
we
and our place within
need not satisfied,
(ibid.: 11-12).

In addition, the peace-building education framework advanced by Bush and
Saltarelli (2000) is a non-formal/community-basedapproach. Their model is
that
by
underpinned a place-specific peace-building philosophy and acknowledges
"one size never fits all" (lbid.:25). Rather than imposing solutions generated externally,
it seeks to create initiatives relying on local input and resources, with change being
their
focuses
by
This
concrete
those
on
approach
self-driven
who are crisis-affected.
focused
long-term
with
than
is
theories.
It
realities, rather
abstract
process-orientedand
the causes of violence critically reflected upon. The goals of peace-buildingeducation
are identified as follows:
Demilitarizing the mind.,Addressing and challenging the cultural or sociothan
first,
to
rather
individuals
use violence as a
psychological predisposition of
last, resort
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"

Problematizingand articulating alternatives: Encouragingindividualsto question
taken-for-granted assumptions,and helping to articulate and demonstrate
alternatives

"

Changingthe rules of game: Building bridges between groups and communities
which are separated and polarized by violent conflicts, guided by the principles
of tolerance, trust and hope

"

Delegitimatizingviolent forces as a means of addressingproblems:
Demilitalizinggun-based authority structures and relegitimizingtraditional or
alternative authority structures

"

Re-membefingand re-weaving the social and anthropologicalfabric.
Reconstructinga devastated communityculturally,physicallyand ontologically

"

Nurturing non-violent, sustainable modalities of change: Encouraging
participationof groups from different backgroundsin implementationand
decision making processes and drawing resourcesfrom community
(ibid.: 28-31,34).

The above-describedcommunity-basedapproachesallow local stakeholders more
space to determinetheir own educational paths. The commonlyexpressed
characteristicsseem to resonate with Shiva's (2005a) notion of subsidiarity,which
suggests that challenges of global unsustainabilityshould be best handled "at the level
closest to where the impact is felt" (64), or at a local level. Applying this notion to
curriculum, Selby (2007a) supports locally emerging curriculum change initiatives, as
against ones at a national level or ones externally originated. Similarly,for Gonzalo
Retamalwhat is most important in curriculum developmentis "building up knowledge"
and "starting from the field". He emphasizesthe importanceof learning from the local
experienceof instrumentsof evaluation and curriculum,stating "Let people show and
promote what they do" (personal interview 2007).

(C)Pedagogy
In terms of the processes of learning and teaching, progressive pedagogies (i.e.
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activity-based, child-centred, learner-centredand participatory approaches)are
commonly proposed for emergency education programmes and advocacy (Pigozzi
1999; Nicola! 2003). Participatorymethodologiesare held to help children and youth
internalize issues more efficiently than teacher-dominatedand top downwards

approaches(Sinclair2002;Pigozzi1999).Accordingto Tabulawa(2003),such
participatorylearningis stronglyfavouredby internationaldonoragenciesnot for
becamea buzzword
pedagogicalreasonsbut for politicalreasons.Democratisation
amongdonorsafterthe fall of the BerlinWall in 1989and politicaldemocracyis
considered as a prerequisitefor receiving overseas aid, which supports economic
development and promotes the free-market economy.Tabulawa(ibid.) argues that
although the link between learner-centeredmethods and democratizationof society,
especially in developing countries, is highly contested, education has become a central
project and participatory pedagogies have become convenient tools for donors.
Participatory pedagogies are also justified from a rights-based protection point of
view and align with the participatory child rights laid out in the Conventionon the Rights
of the Child. For instance, Susan Nicolai sees participation as a protection issue and
states:
One of the ways that we really try to approach protection in a school environment
is through child participation and having children analyze - what are the risks;
in
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level.
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Children try to look at and analyze in their own schools about some of the issues,
and I guess [we help them] to develop a bit of a sense of empowermentaround
that. They can do something about some of the small things in life even if they
can't change the big picture (personal interview 2006).
Developing a sense of empowerment among students through creating concrete
changes within their immediate environment is absolutely vital when school is
surrounded by enormous violence which is beyond educators' control, and where "hope
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is in short supply" especially under chronic crisis situations (Nicolai 2006:25).
Set against near consensus about promoting participatorymodes of teaching and
learning, changing existing transmissive pedagogiesat a practical level remains a
challengingtask. Introducingnew participatorymethodologiescan be very difficult and

evenbecomesa burdenfor teachers,and particularlyso for thosewho are not properly
trainedand lacksufficientsupportand materials,as is oftenthe casewith teachersin
emergencysituationswithindevelopingcountries(Ansell2005;MargaretSinclair,
personalinterview2006).Therefore,a 'one-size-fit-allpedagogy'shouldbe introduced
morecarefullyin developingcountries(Tabulawa2003).Onesize neverfits all, in the
introducing
(2002)
that
Bush
(2000).
Sommers
Saltarelli
out
also
points
wordsof
and
participatorypedagogiescouldinvitebacklashsincethey oftenchallengean existing
hierarchicalrelationshipbetweenteacherand student,and adultand child.Therefore,a
carefulprocessof negotiationin introducingnewparticipatorypedagogiesin particular
culturalcontextsis critical.
A broad pedagogicalframework includes the learning environmentas well. For
instance, UNICEF'sChild Friendly Spaces/Environments(CFS/E) promotes creating a
safe and affirmativelearning environment (or classroom climate) by guaranteeing
children's rights to survival, development, participationand protection. Starting as a
response to the refugee crisis in Albania in 1999, it is a family and community-based
integrated strategy for both emergenciesand their aftermath. CFS/E aims at
comprehensivelyintegrating health (e.g. basic health, nutrition), hygiene, recreation,
early childcare, psychosocialsupport, primary education, and youth activities.
According to their framework, school is considered as "a place of convergenceof
children and their families," which gives comprehensivesupport to them
(UNICEF/Universityof Pittsburgh 2004: 6). It recognizesa critical role which positive
peer support and the teacher-student relationshipplay in teaching and learning
processes. So the initiative affirms:
The learning space needs to become a protected healing environmentwhere
for
building resilience, reflection,
the
teachers
opportunities
and
are given
pupils
healing and self-expression.Reconcilingwith their own environment/communityis
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an essential process in which developing resilience through self expression, play,
sports, story telling, dance and other socio-cultural recreationalactivities are
critical elements. Empoweringfamilies and communitieswas also recognized as
essential for children's care and protection (UNICEF/Universityof Pittsburgh
2004: 6) [italics in original].
The process aspect of quality of education values non-quantifiableaspect of learning
such as the pleasures and enthusiasms of those who are involved as well as the
atmosphere of the learning environment (Adams 1997). However,when policy makers
and agencies' primary concern is to meet the quantifiable developmentgoals such as
EFA and MIDGs,process of learning, learning atmosphere, emotional and psychosocial
care, and a sense of joy tend to be less prioritised, although this is a matter of quality of
education. In the words of Gonzalo Retamal,
You have to bring a joyful curriculum. That is not expensive.... Children learn
when they have joy... When the children of the poor sit in their classroom of the
nineteenth century with the teacher talking and they repeating, [they won't learn]
(personal interview 2006).
Such a view tends to be neglected by the policy makers, he states (personal interview
2006).

3.4. Key Issues in Emergency Education
3.4.1. Contested Meaning of Development
Central questions in emergency education are raised around the issue of
development. Should an emergency educational interventionfocus on short-term and
immediate relief or be conceived of as a long-term 'development' initiative? Education
at the stage of humanitarian crisis has often been a secondary priority among donor
agencies; rather, their primary efforts are directed towards meeting basic survival
needs, such as shelter, food, water, and health. Conventionally,they did not think that
education should be part of a humanitarian intervention at the early stages of
emergency, but awareness that education must be a priority of emergency assistance
has been growing and there is an increasing recognition of the need to bridge the gap
between humanitarian intervention and development activities (Sommers 2002; Tawil
1997). From this perspective, Pigozzi (1999) suggests that emergency education
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should take a 'developmentapproach,'In which education is regarded as a tool for
nation buildingfrom the very beginning of the humanitarianintervention.
What is lacking in this 'relief'and 'development'debate is a critical examination of
notions of development.Emergencyeducation literature does not always go further to
elaboratethe controversialand contested concepts of 'development'and 'nation
building.'The EFAframework for developmentand the 2000 UN MDGs, which
emergencyeducation initiatives refer to in their rationales, set time-boundtargets to
monitor progress.Smith and Vaux (2003) criticize quantitativeapproachesto
developmenttargets as lacking considerationof the 'quality' of educationwhich is vital
in relation to conflict-affectedcontexts. Similarly,Save the Children (2006) emphasizes
the quality, not the quantity of, education.
Education can be a positive force for peace and contribute to the prevention of
further conflict - but only if it is inclusive and of good quality.Yet education- its
provision and its quality - is neglected in humanitarianresponsesto conflicts. And,
in post-conflictsituations, although there is increased interest in education and
more resources put into it, it is in many cases neither appropriate nor of good
quality (7).
Samoff (1999) and Torres (1991), among others, claim that EFA is based on a onedimensionaleconomic development model and that EFA reform can easily be traced
back to the human capital theory, which underpins neo-liberalglobalization,as
discussed in Chapter One (see pages 4-9). Human capital theory is considered to work
in the framework of a theory of modernisationin which developmentmeans economic
growth following in the footsteps of Western industrializednations. Modernisation
theories commonly see human progress as a linear progression.The idea that
education contributesto economic growth has spread since the early 1960s and has
impacted on the educational policies of the World Bank. Economic dominance of
educationaldiscourse has become a current phenomenon(Haavelsrud 1996; Samoff
1999). The view that education is one of the most important tools for human
developmentand poverty reduction has remained strong among development agencies
in recent years (Smith and Vaux 2003).
On the other hand, alternative developmentmodels have been discussed since the
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1980s based on the reflections on the negative impacts of governmentaldriven
development initiatives. The alternative development models concern meeting the
needs of the poor and those who have been excluded (i.e. basic needs approach)
and/or promoting participationand ownership in development projects according to the
international human rights standards (i.e. rights based approach).These are the
approaches favoured by non-governmentalorganizations (Ansell 2005). Alternative
development proposals are critical of the narrow view of developmentwhich focuses
predominantlyon economic growth at the expense of the poor, the disadvantaged,the
environment and future generations. From an alternative perspective, development is
construed as multi-dimensional.Socio-cultural developmentenhancing diversity is of
vital importance as well (Galtung 1996; Haavelsrud 1996; Shiva 2005a). From this
alternative perspective, Gonzalo Retamal criticizes the strong neo-liberal tendency in
the emergency education field.
My view is that emergency is the window of an opportunity..., because first there
is a lot of money coming to the situations of emergency but they have been used
very badly in many ways. The problem is that there are dual forces: one with a
human face, humanitarian, and the other one is only with a face of the 'efficiency
of economies.'The latter is an illusion of efficiency.The view alone is not
face
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factor
is
have
to
that
sustainable....
put a
we
development, especially when you are dealing with people who are victims of
If
deal
have
You
to
hungry
but
anger.
you are
with
wars, who are not only
angry...
not doing it, you are excluding them and you are preparing the next generations
for wars... (personal interview 2006).
Further to these contrasting understandingsof development, it is important to
initiatives
(2005)'s
Buckland
examine
paradoxical statement regarding educational

in
in
to
emergenciesas a
education
particularly conflict-affectedcontexts,referring
"usualbusinessin very unusualcircumstances"(26). In a personalinterview,Peter
Buckland elaborates this point:
What I meant about that is all of the same challenges you would confront in
education development anywhere, all that you confront in education and postcrisis reconstruction, except there are additional challenges and there are usually
refugees, displaced persons, child soldiers, backlogs in capital and social and
human resources development. So these things make it even worse and you are
for
huge
is
in
in
is
that
there
pressure
a
working an environment which abnormal
forth.
[and]
instability.
is
There
limited
so
and
change,
a
administrative capacity
So you are facing the same problems... You have got extra problems. You are in
a much more difficult environment (personal interview 2006).
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As Bucklandexpresses,emergency education can be considered as the 'usual
business'of developingand reforming the educationalsystem in the sense that
familiar
fronts
to
the
educational change
of
all
emergencyeducation needs work on
tasks (e.g. national education policy development,curriculum development,teacher
training, material and textbook development,developmentof educational
administration)with his caveat saying that this does not mean 'business as usual'.
However,as discussedfully in this chapter, crisis-affectedcontexts require quality of
education more than any other contexts, addressing the needs and challenges of
learners and teachers, and education needs to play a more empoweringand
transformativerole.
When working for educational change in a'not business as usual'manner remains a
huge challenge elsewhere including 'non-emergency' contexts, and the dominant
educationalthinking and practice are strongly shaped by the ideology of neo-liberal
globalization,it seems to be inevitable that emergencyeducation initiatives swing
between 'business as usual'and transformativemodes of education. In such a context,
a 'usual business' could easily be status-quo confirmative,or literally a 'business as
usual' mode of education.

3.4.2. Issues concerning Preparedness
Another key issue in the current emergency education discussions revolves around
a long-term perspectiveand its implicationsfor emergency preparedness.Williams
f
(2006) points out that the field has been criticised for its 'short-termism,' that is, shortsighted planning and short-term commitments.He affirms that recovery and
reconstructionemergency education efforts need to continue "long after the 'relief'
effort is over and the internationalworkers have gone home... the special [emergency
programmesand schools] must revert to the standard, the extraordinaryto the
ordinary" (54). Similarly,Save the Children (2007b) affirms "[s]hort-term approaches
should be aligned with long-term perspectives(21). One practical step for doing this
would be to embed emergency preparednesswithin normal educational planning as
108

Chand et aL (2003), Sinclair (2002), Smith and Vaux (2003) have suggested.
Looking into this issue of preparedness more closely, it seems that there are different
tendencies according to the initial trigger of crises, namely, armed-conflictsor natural
disasters. In the case of conflict-triggeredsituations, emergency education has placed
its emphasis on the reactive rather than the anticipatory,preventive or precautionary.
Or most of the 'preparedness'efforts are concentrated on educational logistics by
stockpiling education materials or developing agency's operational structures in order
to respond to crises rapidly and effectively.Sommers (2002) points out that
preparednesshas been the most neglected and weakest area in conflict-triggered
emergency education.
In contrast, preparedness is one of the important elements put forward by these who
working on education from a disaster risk reduction angle. As mentioned earlier,
disaster risk reduction has two key components: minimizing vulnerability (physical,
levels
for
disasters
the
at
multiples
environmental)
and
preparing
social, economic,
including within both formal and non-formal education (Save the Children 2008; Twigg
2007; Wisner 2007).
The issue of political sensitivity relating to the nature of emergencies seems partly to
this
Sinclair
Margaret
different
the
reflects
on
attitudes regarding preparedness.
explain
point:
No government wants to prepare openly for internal conflict, but they could be
the
benefit
for
disasters,
to
conflict
will
also
prepare
which
persuaded
natural
disasters... At least the prediction [of natural disasters] is not so political...
(personal interview 2007).
A similar tension also exists regarding the level of political will in mobilizing support and
resources for emergencies. One recent example is the strong international support and
international
lack
for
the
2005
Asian
Tsunami,
of
relative
media coverage
as against
2006).
(Williams
Africa
Horn
in
Durfar
of
and
concerns about conflict and refugee crises
This issue of media bias will be further discussed in Chapter Five.

109

3.4.3. Implications of Climate Change
What has been generally missing in the field of emergency education is anticipation
for possible, even likely, increases in 'creeping emergencieSt40posed by climate
change, except amongst some of proponentsworking from a disaster risk reduction
angle. The future increase of natural disasters because of climate change was
identified in documents such as Hyogo Framework (see pages 84-85) and United
Nations/InternatinoalStrategyfor Disaster Reduction(UN/ISDR)(2004),among others.
It is importantto point out, however,that a rapid change is taking place at the time
of writing of this thesis. Possible consequencesof climate changes are an increasing
concern of agenciesworking on educational responsesto emergencies. For instance,
Save the Children (2008) acknowledgesthe enormousfuture challengeswhich
humanitarianwork might face because of the instability posed by climate change. Save
the Children (2007a) also points out the potential limitations of traditional coping
mechanismsand past experience as a guide to the future, and suggests the need for
anew ways of working, imaginative solutions an active engagementof children and
...
their communities"(13). Their emphasis is that "the education available for children is
suitable to the changing environment" (10). What preparednessmeans in emergency
educationwill clearly not be straightforwardand climate change poses significant
challengesfor thinking and practice within emergency education. Hence, this issue
requires further exploration and unpacking.

3.5. Paradigmatic Underpinnings of the Field of Emergency Education
Through the review of the field, it has become apparent that emergency education
does not explicitly include any paradigmaticdiscussions. Based on the examination of
worldviews in Chapter One (pages 13-29), Table5 below intends to capture key
elements discussed in this chapter through the lenses of both mechanisticand holistic
paradigms.The purpose of the mapping below is not to simply determine the focus as

40This term was coined by Professor David Selby during discussions with the
author in
June 2004.
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either mechanistic or holistic. Rather it tries to identify elements which are more
mechanisticallyoriented or holistically oriented, so as to inform the holistic and
sustainable principles which this study goes on to develop.
N

MechanisticWorldview

Worldviews

HolisticWorldview

Key Elements
Conceptualizations
of Emergencies

*A

0

Educational
Change Process

0

0

Curriculum

0

I

Compartmentalistic
conceptualizationof
emergencies without
addressing their root
causes
No examination of the
interco,nnectedness of the
root causes
A linear progression of
emergency phases
stark division between
human beings and nature
in conceptualizing types of
emergencies, and a blind
spot regarding their
interconnection
(e.g. 'human-made'
emergencies or'natural'
disasters)
Meeting the international
development goals (e.g.
EFA, MDGs) with
consequent accountability
and qualification
implications overtones
Top down, externally
driven national curriculum
change
Use Minimum Standards
for Education in
Emergencies, Chronic
Crises and Early
Reconstruction in order to
ensure standardization
Accelerated learning
programme where speed
of completion matters
most in spite of other
learning needs in the
aftermath of a crisis
ill

Disaster risks being
understood by the
underlying physical,
social, economic and
environmental
vulnerabilities
Non-linear understandings
of emergencies

Promoting active local
in
participation educational
initiatives with consequent
emerging goals and
directions
'Let people show and
do'
they
promote what
Building relationships not
formal
a
only within
but
also
setting
school
linking with the wider
environment

Pedagogy

Progressivepedagogies
being promoted in order to
develop learners'skills
and knowledge useful for
the free-market economy

Nature of
Knowledge

Valuing of measurable
outcomes which can be
passed from teachers to
students
Seeing learners simply as
a victim or a change agent

View of Learners

View of Teachers

Passive recipients of new
pedagogiesand
curriculum offered by the
externals

Enhancinga sense of joy
and purpose, self-esteem
0 Trauma healing through
building positive
relationshipsand diverse,
culturally sensitive
approaches
0 Creating a safe and
affirmativelearning
atmosphere
0 Advocating diverse ways
of knowing
Valuing
contextual and
0
local knowledge and
process-derived
understandings
0 Seeing learners as both a
victim and a change
agent (with a more
emphasistowards the
latter)
0A whole person whose
comprehensivewellbeing matters
0 Source of local knowledge
0 Both victims and agents of
change
0 Active community member
0

lable 5. Paradigmatic analysis of the field of emergency education

3.6. Conclusion
The field of emergency education has been developingits legitimacy especially
during the past two decades within the internationalcommunity.As a result of the ever
increasing number and intensity of humanitariancrises around the world, its role has
become critical. Consideringcreeping emergenciesposed by climate change, not only
respondingto but also anticipating emergencies,is also salient. To this end, addressing
underlying multiple vulnerabilitiesor silent emergenciesis indispensable.
This chapter has revealed that emergenciesor crises have been understood
broadly in the field, but artificially divided so that discretely conceived 'human-made'
emergenciesand 'natural' disasters are the main concerns at the practical
implementationlevel. Emergenciesare usually consideredto move in phases, from
emergency,early reconstruction,to development,in spite of critiques of the linear and
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compartmentalizedframework.
Educational responses to emergencies are justified from a rights-basedperspective
and from an international development perspective particularly linked to the human
capital theory. Combining those two popular discourses seems to have offered

pragmaticadvantagesin gainingwider recognitionfor the field.This combinationalso
in
discussed
of
curriculum
and pedagogical proposals
partly explains why a number
this chapter swing between neo-liberal development and a more alternative mode of
development.
Reflecting on educational initiatives under the very unusual circumstancesposed by
emergencies, addressing issues of power is of vital importance:
Who
defines
emergencies?;
9
*

Whose emergencies are prioritized and why?;

*

What motivates the external educational interventionsin response to
emergencies and why?;

e

How can participationof those who are affected by emergencies be better
promoted in the context where the external international organizationsoften
possess financial and material resources (i.e. power)?

Without addressing those questions, the rhetoric of 'emergency as the window of
interest
the
to
be
to
to
be
serve
space
only a clich6 or
opportunityl seems
a convenient
of disaster capitalism, as Klein (2007) signals.
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CHAPTER FOUR
RE-ORIENTINGEDUCATIONFOR THE MARKET PLACE OR FOR THE PLANET?:
SUSTAINABILITY-RELATED EDUCATION

4.1. Introduction
This chapter explores the second research question laid out in Chapter One: What
is the current range of renditions and understandingsof the concept of education for
sustainability?,and its sub-questions:
"

What are the various understandingsof sustainabledevelopmentand
sustainability?

"

What are the proposals, arguments and justifications advanced by different
schools of thought within the field of educationfor sustainabilityand its sister
schools, including education for sustainabledevelopment(ESID),education for
a sustainablefuture, and sustainable education?

"

What paradigmaticunderpinning lies behind those different schools of thought?
In what ways do the mechanistic and holistic worldviews manifest themselves in
those different schools of thought?

To examine these questions, the chapter first reviews the trajectory of sustainabilitydiscussions
into
it
looks
Secondly,
around definitions of sustainability
related education.
and sustainabledevelopment.Then the chapter maps out the field in terms of
rationales and in the areas of policy/guidelines,curriculum, and pedagogy.Following
that, three key issues emerging in the field are discussed: incompatiblevalues
underlyingsustainability,the importance of participatingin meaning making processes,
and purposes of education.
From the outset it should be noted that the field of sustainability-relatededucation is
is
beyond
detail
the scope of this research. This
every
quite extensive and reviewing
issues
in order to inform the interface
key
tendencies
intends
to
and
capture
chapter
analysis between the fields of emergency education and sustainability-related
learning
in
holistic
Chapter Five.
to
and
sustainable
principles
and
suggest
education
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Similar to Chapter Three, the analysis and discussion in this chapter are informed
by a literature review and interactionswith five experts in the field of sustainability
education who were chosen through a combination of purposive and convenience
sampling methods (see pages 51-53). Within broad and often contested
understandingsof what 'sustainabilityeducator'means, these five participantswere
considered as belonging to a'homogenous'group since they all embrace nonmechanistic and transformative perspectives on education. These five academics are
also commonly concerned about environmental and ecological crises without excluding
social and cultural crises. With these characteristicsor tendencies in mind, their latest
thinking on the field of sustainability education and their perceptions of the interface
between the field and that of emergency education were explored in this research.

4.2. Macro-Trajectory of Sustainability-Related Education
Reviewing the background to the current development of education for sustainability,
UNESCO (2004) explains that there were increasing governmental and public
industrialized
in
1980s
issues
the
1970s
among
concerns about environmental
and
damaging
It
began
be
development
to
their
that
and
were
processes
countries.
realized
threatening the fragile balance of the natural environment, and in turn threatening the
continuation of production and consumption patterns.
The term, 'sustainable development,'was first coined in the 1980 World
Conservation Strategy published by the International Union for Conservation of Nature
and Natural Resources (IUCN), together with the United Nations Environment
Programme (UNEP), and the World Wildlife Fund for Nature (WWF) (Dresner 2002;
Toakley and Aroni 1998). In this document sustainable developmentwas defined as
"the integration of conservation and development to ensure that modificationsto the
Union
(international
do
indeed
the
planet
secure
survival and well-being of all people"
for Conservation of Nature and Natural Resources 1980: Section 1.2).
The World Commission on Environment and Development (WCED) was set up by
the United Nations General Assembly in 1983. The former prime minister of Norway,
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Gro Harlem Brundtland,was appointed as chairperson.The outcome, Our Common
Future (commonlyknown as the Brundtland CommissionReport) was published in
1987, and has been very influential in shaping a global sustainabledevelopment
discourse since then. In this publication, sustainabledevelopmentis broadly defined
as: "developmentthat meets the needs of the present without compromisingthe ability
of future generationsto meet their needs" (WCED 1987: 43). The report was
in
in
in
issues
and,
particular,
systematically,
of
successful combining a number
bridging the dichotomizedinterests of the economicallywealthy North (i.e. the natural
environmentand economic developmentagenda) and of the economicallypoorer
South (i.e. the social and economic developmentagenda) (Dresner 2002; Worster
1995).As dimensionsof sustainable development,the report addressesthe importance
of eradicationof poverty and meeting the basic needs of all; of promotingthe principles
of intergenerationaland intragenerationalequity; and of recognizingthe link between
healthy economy and healthy environment,and it includes the idea of environmental
limits. Importantly,a link between western economic activities and deepening poverty
around the world, especially in developing countries began to be more roundly
recognized(WCED 1987). It is important to note that an holistic understandingof global
issues is expressed in the Brundtland CommissionReport, implicitly signaling a
distancingfrom mechanism:
Until recently,the planet was a large world in which human activities and their
effects were neatly compartmentalizedwithin nations ... and within broad areas of
have
These
begun to
(environmental,
social).
compartments
concern
economic,
dissolve. This applies in particular to the various global 'crises'that have seized,
public concern, particularlyover last decade. These are not separate crises: an
environmentalcrisis, a development crisis, and energy crisis. They are all one (4).
Dresner (2002) reflects that acceptance of the Brundtland CommissionReport took
place at the right time, because incidents such as the discovery of a large hole in the
ozone layer in 1985 and the Chernobyl nuclear accident in 1986 made people realize
that environmentalthreats indeed can affect everyone in the world. It was also the time
when people began to recognize environmentalissues as "a new global threat to
survival" at the end of Cold War period (ibld.:36).
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Many commentators, including Dresner (2002), point out that the significance of the
work done by the Commissionwas its 'political innovation'41rather than intellectual
innovation. Likewise, Dale and Newman (2005) state that the Brundtland Commission
Report, addressing ecological, social and economic imperatives,was left "purposefully
vague to allow various shareholders to work toward common ground" (352). Two
metaphorical hemispheres, North and South, and diverse interest groups consisting of
capitalists, socialists, scientists, economists, environmentalists,rural poor, urban elites,
seem to have achieved 'a universal consensus' (Sauv6 2004) and could happily work
together toward sustainable development "if they did not ask too many potentially
divisive questions about where they are going" (Worster 1995: 418).
Its astute balance between development and environmentalconcerns
notwithstanding,commentatorsincluding Worster (1995) and Dresner (2002) observe
that the Brundtland Commission Report embraces a pro-economicgrowth stance in its
uncritical position regarding consumption patterns in developed countries.
The notion of sustainable development was further mainstreamedand popularized
at the 1992 United Nations Conference on Environmentand Development(UNCED), or
Earth Summit, in Rio de Janeiro.42It was the biggest international conference in that
period with more than a hundred heads of governments attending. The principles of
sustainable development were laid down in the Rio Declaration on Environment and
Development (UNCED 1992). The principles refer to human beings as at the centre of
concerns for sustainable development (Principle 1), the sovereign right of states to
exploit resources according to their environmental and developmental policies
(Principle 2), the right to development (Principle 3), and to environmental protection as
an integral part of the development process (Principle 4) (Ibid. 9). Dresner (2002)

41Others refer to sustainable development
2004;
(Sauv6
'political
compromise'
as a
Worster 1995), 'a political dream ticket'(Bonnet 1999), 'a kind of multi-purpose glue'(P6rez
and Llorente 2005) and'empty signifier(Gonzdlez-Gaudiano 2005).
42There were five documents
produced out of this conference: the Rio Declaration on
Environment and Development; a statement of principles to guide sustainable management
of forests; United Nations Framework Convention on Climate Change; The Convention on
Biological Diversity; Agenda 21 (UNCED 1992).
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observes that the Rio Declarationwas something of a retrograde step because it put
more emphasison developmentconcerns and national sovereignty,than on promoting
environmentalprotection and internationalcooperation. P6rez and Liorente (2005)
explain that this was because of the enormous pressure exercised by the economic
sector at the Rio Summit. In addition, Bonnett (1999) and Selby (2006a) observe the
anthropocentricconception of developmentand its relationshipwith the environment as
manifestedin both the Brundtland CommissionReport and the Rio Declaration(i.e.
environmentas subset of economy).
Agenda 21 (UNCED 1992), adopted by the Rio Summit, delineates a wide range of
strategies for realizing sustainable development.One of the most important
characteristicsof Agenda 21 is its emphasis on the role of citizens, communitiesand
NGOs for achieving the goals of sustainable development(Dresner 2002). Chapter 36
on promoting education, public awareness and training emphasizesthe important role
which education can play in "promoting sustainabledevelopmentand improving the
capacity of the people to address environment and development issues" (264).
Objectivescited for"reorienting education towards sustainabledevelopment"include
achieving "accessibilityto environmentaland developmentaleducationfrom primary
school age through adulthood to all groups of people"and to "promote integration of
environmentand development concepts... in all educational programmes"(Ibid: 265). it
is importantto note that controversial issues addressed in the Brundtland Commission
Report, were either inadequatelydiscussed (e.g. issues of consumptionpatterns and
population)or completelydropped (e.g. issues of internationaldebt and militarism) in
Agenda 21 (Dresner 2002; Hopkins and McKeown2002).
The discussionsand visions developed at Rio were revisited at the 2002 World
Summit on Sustainable Developmentin Johannesburg.The conference re-emphasized
the importance of sustainable development as a core to the international agenda and of
taking global action to fight poverty and protect the environment (UN 2002). However,
compared to the Rio Conference, Dresner (2002) observes that the World Summit did
not make any substantial progress, because of the blocking of any target to reduce
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non-renewable energy by the US and oil producing countries, the failure to achieve
new agreements on increasing aid or relieving debt, and ending up with a weaker
agreement on biodiversity protection than before. In terms of education, Gonz6lezGaudiano (2005) points out that no significant achievements were made at the
Johannesburg Summit, "except for those already agreed upon in the Dakar Education
for All initiative n43(244).

Following a suggestion during the Johannesburg conference, in December 2002,
the UN General Assembly passed Resolution 57/254 (UN 2002) proclaiming the United
Nations Decade of Education for Sustainable Development(DESD) for the period
2005-2014. UNESCO, the lead agency for promoting and implementingthe Decade,
developed a Draft International Implementation Scheme for the DESD (UNESCO 2004)
which was subsequently finalized (UNESCO 2006b). UNESCO identifies education as
"an indispensable element for achieving sustainable development"(UNESCO 2004: 7)
and states that the overall goal of DESD is "to integrate the values inherent in
sustainable development into all aspects of learning to encourage changes in behavior
that allow for a more sustainable and just society for all" (UNESCO 2006b: 4). DESD is
characterized by the following underlying values of ESD:
"

Respect for the dignity and human rights of all people throughout the world
and a commitment to social and economicjustice for all;

"

Respect for the human rights of future generations and a commitment to
intergenerational responsibility;

"

Respect and care for the greater community of life in all its diversity which
involves the protection and restoration of the Earth's ecosystems;

"

Respect for cultural diversity and a commitment to build locally and globally a
culture of tolerance, non-violence and peace (ibid.:16).

The section below (see pages 127 -129) will revisit this Intemational Implementation
Scheme.
Looking over a wider landscape there have been other international initiatives
43See footnote 26, page 80 for the
six goals of Dakar Education forAll.
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influencingthe trajectory of educationfor sustainabilitysince the early 1990S44'
particularlyaddressing improvementof quality of life and fulfillment of human rights.
The Earth Charter (2000) is importantto highlight. Launched in 1994,45the Earth
Charter is the product of a global participatoryconsultation process involving thousands
of individualsand hundreds of organizations. It is a universal declaration, delineating
ethical principles in order to build "a sustainableglobal society founded on respect for
nature, universal human rights, economicjustice, and a culture of peace" (Earth
Charter 2000: Preamble). It describes ethical principlesof universal responsibility.
Sixteen principles are organized under four broad themes: respect and care for the
community of life; ecological integrity; social and economicjustice; democracy,nonviolence and peace.The Earth Charter is radical because of its non-anthropocentric
vision standing in contrast to the anthropocentricBrundtland CommissionReport and
Rio Declaration. it declares:
Everyoneshares responsibilityfor the present and future well-being of the human
family and the larger living world. The spirit of human solidarity and kinship with
all life is strengthenedwhen we live with reverencefor the mystery of being,
gratitude for the gift of life, and humility regardingthe human place in nature
(Earth Charter2000: Preamble).
Abelardo Brenes, who was one of the key architects of the Earth Charter,considers
that sustainabilitymeans synthesizing the following perspectivesexpressed in the
Earth Charter ecological integrity, social and economicjustice, eradication of poverty,
the quality of democracy and governance, and non-violence(personal interview 2005).
The Earth Charter resonateswell with those of a holistic and ecological worldview
because of its recognition of the interconnectedness of the all life, human
embeddednessin nature, and strong ethical and value positions.
44UN Conferences in the 1990 include: The 1994 Global Conference
on the Sustainable
Development of Small Island Developing States; The 1994 International Conference on
Population and Development; The 1995 Copenhagen Social Summit; The 1995
International Conference on Women; Habitat 11,Second UN Conference on Human
Settlements (Vargas 2000). Other global influences are Education for All initiatives, The
2000 UN Millennium Development Goals, the UN Literacy Decade (2003-2012) (Haigh
2005; UNESCO 2004,2006b).
45During the 1992 Earth Summit, there
was an attempt to make a document (now known
as the Earth Charter) to address interrelationship between humanity and the Earth
systematically (Kahn 2008).
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For the focus of this thesis, it is also important to highlight the link between
sustainable development and disaster risk reduction as mentioned in Chapter Three
(see pages 84-85). At the policy level, for instance, the JohannesburgPlan of
Implementationadopted at the 2002 World Summit on Sustainable Development
includes risk and vulnerability reduction as one of the main targets to be achieved by
2015 (UN/lSDR 2004). The impacts of an increasing number of severe disasters on
development and poverty reduction efforts have become international concerns.
Another policy example includes the 2005 Hyogo Framework forAction. One of the
strategic goals put forward highlights sustainable development:
The effective integration of disaster risk considerations into sustainable
development policies, planning and programmingat all levels, with a special
emphasis on disaster prevention, mitigation, preparednessand vulnerability
reduction (3).
Promoting sustainable development in relation to disaster risk reduction means
minimizing vulnerabilities and building 'sustainable communities'with enhanced quality
of life, economic viability, social and intergenerationalequity, and participatory process
in decision making (UN/ISDR 2004).

4.3. Mapping of the Field of Sustainability-Related Education
The manifestation of contested notions of sustainabilitywithin education is complex
not only because of different labels, multiple definitions, and interpretations,but also
because of different underlying assumptions regarding the aims of education and
processes of learning. Therefore, it is not to surprising to find that "there are multiple
perspectives on sustainability and the way educators should interpret these ideas"
(Wals and Jickling 2002: 222). Clearly, proponents of education for sustainability "are
not a single homogeneous group with similar beliefs, values, politics, and practices"
(Huckle 2004: 41).
Before discussing different conceptualizationsof sustainability/sustainable
development as well as their educational manifestations in detail, the issue of labeling
is briefly touched upon here. There are those (e.g. Hopkins et aL 1996) who use
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'educationfor sustainabledevelopment'and 'education for sustainability'
interchangeably.They suppose that since these two terms are widely used among UN
organizationsand at international conferences,they are politicallyastute names to use.
In addition to these two obvious and high profile labels, Table 6 below highlights
some other examples of holistic and/or critical renditionsof education that embrace

sustainabilityconcerns.
0

'education for sustainablefutures,' or 'educationfor responsiblesocieties'
(Sauv6 1999); 'education for a sustainablefuture'(Fien 2001)

e

'global education(Pike and Selby 1988)

(Selby
2007a)
for
contraction'
education
sustainable
04

0

Isustainableeducation' (Sterling 2001; 2004a)

o

'transformativelearning' (OSullivan 1999,2002)

*

'social learning for sustainable living' (Wals and Heymann2004; Wals 2007)

*

'integral model of education for peace, democracyand sustainable
development'(Brenes-Castro2002) or 'comprehensivepeace education'
(Brenes-Castro2004)

tameo. zoome
examples:
HOllSr1c
analorcrillcalmanirestations
to address
ot education
unsustainability

Proponentsof these labels have reservationsor are even roundly critical of the notion
of 'development'as carrying strong connotationsof endorsingthe dominant neo-liberal
model of economic growth, a view which will be discussed in more detail below.
Calling the interminablediscussions about the terminologiesin the field 'paralysis by
analysis,' Fien and Tilbury (2002: 3) warn us that it is more important not to delay
actions than to debate labels and their meaningsuntil people achieve a consensus.
Similarly,Shallcross et aL (2006) wonder if it does really matter what education is
called when it is about a collaborative, participatoryand contextualizedprocesses of
learning towards sustainability.They also wonder whether endless discussionswould
discourage the engagement of busy educational practitionerswhose concern is dealing
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with the practical daily realities of teaching and learning. On the other hand, Sterling
(2004a) points out that labels carry meaning although their implicationsand
interpretationswould vary significantly.

4.3.1. Views on Sustainability/ Sustainable Development
Defining sustainable development and sustainability is not straightforward.As
mentioned earlier, some use those terms interchangeably,while others emphasize
distinctions between them. According to Dobson (1996), there were three hundred
definitions of sustainable development at the time he wrote, so there must be many
more definitions by now. Dryzek (2005) argues that sustainable development is "a
discourse46rather than a concept which can or should be defined with any precision"
(148). Huckle (2004) also reminds us of the importance of contextual considerations of
sustainability,stating that "what is sustainable and beneficial in our time, place, and
culture may be unsustainableand destructive in another" (43). Many agree that it is an
evolving as well as a contested concept (Jickling 1994; Dresner 2002; UNESCO 2004,
2006b) and that there is no single framework, conceptualization,and understandingof
sustainable development (Hopkins and McKeown 2002; Sauv6 1996).
As described above, the term, sustainable development has been widely used since
the 1987 Brundtland Commission Report, being further popularized in the wake of 1992
Earth Summit in Rio. The above-quoted (see page 116) definition of sustainable
development in the Brundtland Commission Report is still popularly,some would say
uncritically, used as a definition of sustainable development/sustainability20 years after
its birth (Dryzek 2005; Fien 1998; Selby 2006a). The Brundtland definition of
interconnected
development
three
in
the
is
terms
of
sustainable
very often understood
key dimensions of society, environment and economy. It is "a three-tiered, ambivalent
'balancing act'of ensuring social development, ecological sustainabilityand economic
development" (Lotz-Sisitka and Raven 2004: 67).
46Accordingto Dryzek(2005),a discourse"rests on assumptions,judgments,and
contentionsthat providethe basic terms for analysis,debates,agreementsand
disagreements"(9).
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The overall difficulty of defining sustainabledevelopmentstems from values and
perspectives,assumptions,and different prioritizationsconcerningwhat to sustain, for
how long, and how (Bonnett 1999; Dresner 2002; Dryzek 2005). More specifically,
seeking to answer to the following questions raised by Fien and Tilbury (2002) will

uncoversomeof the underlyingdifferences:
Over what time period are we talking sustainability?The human life span? This
generation and the next? Or are we concernedwith sustainabilityon ecological
lifetime-scales?And what kind of developmentdo we want to sustain: social,
cultural, political, spiritual and/or economic?(And are these separable)?What
changes are required to achieve sustainabilityand how are they to be achieved?
What are the implicationsfor economic growth?Are there limits to economic
growth in a sustainablesociety and, if so, what are they? (2)
One central tension revolves around what to sustain: (economic)development or
the environment.This tension is inevitable since the concept has brought together
those contrastingconcerns as described earlier. In the spectrum of sustainable
development/sustainabilitydiscussions, one end stands for sustainabledevelopment as
continuouseconomic growth, without consideringthe finite earth's physical capacity.
Some of the key underlying assumptions include: a belief in technologicalanswers or
market solutions to every problem, human domination of nature, nature as resource
and expert-driveninitiatives.
In contrast, the opposite end of the spectrum sees the environmentas foundation
for all human activities. Proponentsof the latter view also tend to drop 'development'
from the title due to a connotationof the status-quoeconomic growth. From this
perspective,economic activities should be modified or even restricted due to the
Earth's limited carrying capacity (Huckle 1996; Orr 1992; Selby 2006a; Sterling 2001,
2004a). The latter view sees economy as a subset of ecology and the former view
regards ecology as a subset of economy (Jucker 2002; Sterling 2001). For example,
Stephen Sterling has elaborated this point as follows:
You can have equity, social justice, and respect... democracy and all that kind of
thing but if your ecological systems are actually deteriorating critically,then none
of it is sustainable. So if you look at sustainabledevelopmentand so on, people
say, 'oh yes, it's got to have the three underpinningsof society, ecology and
economy.' But the problem with that model is it makes a sort of implicit
assumption that they have equal weightings.Yet they don't. Because from a
systemic point of view the maintenanceof life support systems is absolutely vital
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to everything else. And the way you can figure that is that you can take away
society and you can take away economy and your ecological cycles and systems
will still survive. If you take away ecological cycles and systems then you don't
have economy and you can't have society. So it is more fundamental.And, to me,
that is a pretty key understandingwhich has to come across in talk about
sustainable development. If you look at the work of ecological economists,for
example, they make the same point. So, essentially economy is a sub-set of
ecology, a subset of ecology (personal interview 2006).
Importantly,proponentsof the latter view problematize,the underlying dominant
western positivistic worldview and advocate the shift towards alternative ecological,
holistic worldviews. This point will be discussed further at the curriculum section below.

Furthermore,for the latter perspective on sustainability,quality of life matters. In the
words of Sauv6 et aL (2005), sustainability is "a vision of social development which is
distinct from economic development; it insists on the importance of ethics, culture,
context and participation" (279) and it embraces strong values of social justice and
equity. Emphasizing the importance of clarifying ethical value positions in discussions
of education for sustainability, Abelardo Brenes states:

As stated in the Preamble of the Earth Charter, 'We must realize that when basic
needs have been met, human development is primarily about being more, not
having more.' I believe that being more means that you are identified with the
If
becomes
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for
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beings
their
suffering of other sentient
wish
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is
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life,
it
foster
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fuller
motivation
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one's
purpose of
can
our
required to work together to bring about the sustainability revolution (personal
interview 2005).
From this perspective on 'universal responsibility' he further states that in order to put a
for
the
human
behaviour,
to
destructive
"we
to
only
not
empathy,
stop
need cultivate
plight of other humans but for all other organisms. We have to bring emotions into our
educational worW'(personal interview 2005).

4.3.2. Rationales for Sustainability-Related Education
This section highlights three key rationales for sustainability-relatededucation. First,
there is an international rationale. As described above, education for sustainable
development emerged as an imperative at a high international level. Hopkins et aL
(1996) observe that since 1992 there is "a new international consensus... concerning
the critical role of education in achieving sustainable development" (2). They go on to
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that
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say
after
series of
Governmentsof the world agreed on what needed to be done to move towards
sustainability.The fundamental, cross-cuttingrole of education and public awareness
was stressed throughout this process" (2). Assuming an internationalconsensus,
Hopkins et aL (1996) and UNESCO (2002,2004) urge people everywhere in the world
to move rapidly to reorient all education initiatives towards sustainability.In the words of
UNESCO(2002), education for sustainable developmentrequires "a new vision of
for
to
that
to
assume
responsibility
all
ages
of
people
seeks empower
education
creating a sustainablefuture" (7).
Second, education for sustainabledevelopment is considered as an instrument for
those who want to continue to advance a high level of economic growth and
like
to take the social, economic and
would
whose
as
well
employment,
as reformists
environmentalchallenges into consideration in order to gain new market opportunities
(2003)
UK's
Scott
Gough
the
financial
instance,
For
out
and
point
and make
savings.
SustainableDevelopmentEducation Panel's (2001) central interest is a long-term
national competitiveness.Selby (2007a) similarly highlights that the UK's Learning and
Skills Council's (2005) main concern is to secure economic growth and employment.
He also points out that the pro-statusquo mode of education for sustainable
developmentis often disguising its intents by using democratic rhetoric, as seen in
Tilbury et al. (2004). In their education for sustainabledevelopmentframework, Tilbury
et al. (ibid.) suggest active learning, critical and future thinking, intercultural skills, in
relation to "the generic skills needs of business and industry' (3). Their main concern is
understoodas developing learners' competitivenessin a global market place.
The third justification for sustainability-relatededucation is distinguishedfrom the
first two because of its transformative intent through a process of engagement.
According to Fien (2001), "re-orienting education towards sustainability is a process of
educational reform and innovation" (140). In the words of Wals and Jickling (2002), it is
a "stepping stone" which encourages educational institutions and stakeholdersto
47See footnote 44,
page 120.
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interlocking sustainable challenges. Table 7 below summarizes the sustainabilityrelated education rationales discussed above.
*

Sustainability-relatededucation as an international consensus

Sustainability-related
to
education
as
a
contribution
an economicagenda
9
0

Sustainability-relatededucation for transformation

Table 7. Rationales for sustainability-relatededucation

4.3.3. Tendencies and Tensions within Sustainability-Related Education
Initiatives
As before in Chapter Three, for the sake of mapping the field, the headings of
below,
their
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policy/guidelines,curriculum, and pedagogy are pragmatically
somewhat arbitrary nature notwithstanding.

(A) Policy/Guidelines
There are a significant number of international, regional, and national policy
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thesis to systematically review the exhaustive volume of policy/guidelinedocuments.
So only one international example is examined. It is considered to be appropriate to
look at the Framework for the UNDESD International ImplementationScheme
(UNESCO 2006b) because this document "lays the foundation for national and regional
into
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government policies and action plans"
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facilitate links and networking, exchange and interaction among stakeholders in

48Tilbury (2006) refers to Draft International Implementation Scheme (UNESCO 2004), but
here the final version, UNESCO (2006b), Is referred to.
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transition to sustainable development- through all forms of learning and public

awareness;
fosterincreasedqualityof teachingand learningin educationfor sustainable
development;
developstrategiesat everylevelto strengthencapacityin ESD.
UNESCO(ibid.) suggests that the DESD should ensure "the maximum synergy,
cooperationand therefore impact" (12) with a range of existing key international
initiativessuch as UN MillenniumDevelopmentGoals (MDGs), Educationfor All (EFA)
initiatives, and the UN Literacy Decade (UNLD).49
From a perspectiveof lifelong learning, UNESCO(ibid.) suggests that ESD be
implementedfor all age levels and in all educationalarenas (e.g. formal, non-formal,
informal, community/adulteducation).The following list demonstratesthe broad scope
of interrelatedareas which ESD encompasses:
Socio-cultural: human rights; peace and human security; gender equality;
cultural diversity and intercultural understanding;health; HIV/AIDS; governance;
"

Environmental: natural resources (water, energy,agriculture, biodiversity);
climate change; rural development;sustainable urbanisation;disaster
prevention and mitigation;

"

Economic: poverty reduction; corporate responsibilityand accountability;
market economy (ibid.:18-21).

According to UNESCO (ibid.), learners engage best with these themes through an
interdisciplinaryand holistic approach, rather than being addressedwithin separate
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(http://www.unesco.or-q/uil/en/focus/unliteragy.
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apply learning to personal and professional lives, and address global and local
interconnectedness(17). In terms of implementationof DESID,the partnership or
alliance approach is put forward among the various stakeholders at local, national,
regional and international levels (UNESCO ibid.).

(B) Curriculum
'Re-orienting education' towards sustainability is interpreted and manifests itself
differently, depending on the levels (e.g. primary, secondary,higher education) and
types of education (e.g. formal, non-formal, informal, adult education) as well as, most
importantly,depending on perspectives on sustainabilityand the role of education. This
would imply that curriculum initiatives for sustainability-relatededucation are indeed
diverse. Here two key tendencies within the curriculum discussions of sustainabilityrelated education are highlighted.
One is to take an uncritical position on sustainabilityand prescriptive educational
approach based on the interest of maintaining the status-quo and equip learners with
learning outcomes predetermined by experts. 'Education for sustainable development'
by Hopkins et aL (1996) and Hopkins and McKeown (2002) embraces such
characteristics to some extent. They propose Agenda 21 as "a key starting point for
planning and implementing ESD" (Hopkins and McKeown 2002:15) and state that the
forty issues identified in Agenda 21 "are the core of ESD and should be reflected in any
programme related to reorienting education for sustainability"(ibid.:20). Their advocacy
of understandingthose forty issues in Agenda 21 is heavily oriented towards cognitive
learning and rational thinking. They appeal to science and experts as sources of
knowledge for ESD, implying, and not saying otherwise, that learners are passive
recipients of knowledge. Their approach, using the analogys of Gough and Scott
(2006), focuses on 'getting the job done'without carefully reflecting upon "howthe job'
came to be defined in particular ways, or whose interests are served" (278).
On the other hand, there are more critical curriculum proposals which address our
taken-for-granted perspectives, and propose educational frameworks predicated on
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non-mechanistic,holistic, and ecological worldviews.As clarified in ChapterTwo, such
worldview conscious renditions resonate well with my own ideological position.
Becausethe aim of this thesis is to develop holistic and sustainablelearning principles
for emergencies,a few examples from such proposalswill be reviewed in some detail.
These examplesinclude'global education'(e.g. Pike and Selby 1988; Selby 1999,
2002) and 'education for sustainable contraction'(Selby 2007a), 'sustainableeducation'
(Sterling2001,2004a, 2004b, 2007), 'transformativelearning' (O'Sullivan 1999,2002),
'social learning for sustainable living'(Wals 2007; Wals and Heymann2004), and
'educationfor a sustainablefuture' (Fien 2001).

a. Global education and Education for sustainable contraction
David Selby and Graham Pike are key architects in developingthe theory and
practice of a holistic and transformative renditionof global educationfrom the 1980s.
They regard global education as an alternative educationalapproach predicated on a
holistic, ecological and systemic paradigm as opposed to mainstreameducation based
on a Western mechanistic paradigm, often characterisedas reductionist,dualistic, and
anthropocentric(Greig et aL 1987; Pike and Selby 1988; Selby 2002,2008). Selby and
Pike's (1988) four dimensional model of global education draws upon two streams of
educationalthinking and practice, called respectively 'worldmindednessand
'childcenteredness.'' Worldmindedness'stemsfrom the notion of 'one world, which
stresses the importanceof viewing the world in light of the needs of the planet.
Educationis aimed at understandingglobal issues and enhancing the ability to act on
them. The idea of 'childcenteredness' was developed by progressiveeducators
including John Dewey, Friedrich Froebel, Maria Montessori,and Leo Tolstoy.The
common thread is that "children can learn best when encouragedto explore and
discover for themselves and when addressed as individualswith a unique cluster of
beliefs, experiences and talents" (Pike and Selby 2000:140). Pike and Selby's four
dimensional model of global education consist of the spatial dimension, temporal
dimension, issues dimension, and inner dimension.See Figure 3 for the four
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dimensional model of global education.

Figure 3. The four dimensional model of global education (Pike and Selby 1988)
The spatial dimension addresses interconnectednessand interdependenceat local,
national, regional, international and global levels. The argument is that educational
interdependent
"foster
the
nature
an
of
practices should
awareness and understanding
of land and peoples" (Selby 1991: 28). 'Local'and'global'are perceived not as
opposite ends but considered as embedded in each other, hence mutually influencing
one another.Although some global educators use the phrase 'think globally, act locally'
as the slogan, Selby (1991) goes beyond this compartmentalisedview. Coining the
term 'glocality,' he sees the world as "a dynamic, multi-layeredworld system within
which the 'local is in global and global in the local'"(28).
The temporal dimension perceives the notion of time as a dynamic relationship
between past, present, and future. Special emphasis is placed on 'future' because
"[o]ur present thoughts and actions are shaped not only by our experience and
understandingof the past but also by our future visions and aspirations" (Pike and
Selby 2000: 142). Visioning a range of futures, such as probable, possible,
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preferable/preferredfutures5ois encouragedthroughout this learning process (Pike and
Selby 1988;1999a).
The issues dimension suggests that the curriculum should include issues such as
environmentaldegradation, human rights violation, peace and conflict, inequality,
health from local to global levels. Learners are encouragedto learn about these global
issues which are "profoundly interlocking in nature and that neither problems nor
solutions can be conceived of within simple linear cause(s) and effect(s) frameworks"
(Selby 1991: 29). The spatial, temporal, and issues dimensionsare referred to as outer
dimensions,which interplay with the fourth dimension,the inner dimension.
The core essence of the inner dimension is critical and illuminatedself-awareness.
Profound understandingof the interrelationshipamong the external issues will require
us to re-examineour own beliefs, assumptions,and attitudes.Therefore, Pike and
Selby (2000) emphasizesthat "personal developmentgoes hand-in-handwith
planetaryawareness"(143). More specifically:
As many people who have made voyages of discovery have found, they
learn as much about themselves as about the new landscapethey enter.
The outwardjourney is also the inward journey. The two journeys are
complementaryand mutually illuminating(Selby 1991: 30).
Pedagogically,global education emphasizesthe participatoryand democratic
process of teaching and learning. Referring to the notion of 'the medium is the
51
'
message, its pedagogiestry to model the notions of interconnectedness,
interdependence,justice/fairness, peacefulness,human rights, diversity, using various
interactive pedagogicalmethods (Pike and Selby 1988).
Based on a holistic and transformativerendition of global education, Selby's (2006a)
recent work has moved to a critical examinationof the dominant discourse of education
for sustainable development,above all, in relation to the threats posed by climate
50Accordingto Pike and Selby (1999a),a rangeof futuresare explained follows: "the
as
probablefuture (thatwhich is likelyto happenshouldpresenttrendscontinue),the possible
future (thefuturesthat could materializeif certainconditionswere to change),and the
preferablefutures (the futuresthat studentspersonallywould like to have come about)"(14)
51The famous dictum by Marshall McLuham (1965). Understanding media: The
extensions
of man. New York: Routledge.
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change (Selby 2007a). He criticizes education for sustainable development in terms of:
an uncritical embrace of economic growth principles; its embrace of an instrumental
conception of nature (e.g. a view of nature as resource) rather than the Intrinsic value
of nature; a skills-based approach which does not address the issue of paradigm and

values;a focuson exteriorityratherthan the interplaybetweeninteriorityand exteriority
in the processof personaland sociallearning;an insufficientemphasison peace,
socialjustice, indigenous,and futureand Southernperspectives(Selby2006a;Selby
2007a).Furthermore,regardingclimatechange,he statesthat proponentsof education
for sustainabledevelopmenthavecommonlyfailedto address"the multiplecrisis
syndromeof globalheating"(Selby2007a:257).
As an alternativeeducationalapproachto mainstreameducationfor sustainable
development,Selby(2007a)advancesten propositionsfor'educationfor sustainable
52
contraction' whichwould betterrespondto challengesposedby climatechange.The
propositionsare:
do
they
that
1. Challenginglearners'taken-it-for-g
not deny
so
rantedassumptions
the climatechangethreat;
2. Addressinglearners'despair,pain,grief and loss;
3. Acknowledginghumanembeddednessin nature;
4. Cultivatingthe poeticdimensionof sustainability(e.g. attunement,awe,
feelings
intuition,
of
oceanic
and
enchantment,
celebration,
relevance,wonder,
connectedness);
5. Bringinginto play marginalizedand overlookededucationalthoughtsand
movements;
6. Coalescingwith emergencyeducation(i.e. educationin emergency/crisis
situations);
52Selby is inspiredby James Lovelock'snotion of 'sustainableretreat'in the face of radical
climate change.Lovelock(2006)writes "We need peopleof the world to sensethe real and
presentdangerso that they will spontaneouslymobilizeand unstintinglybringabout an
orderlyand sustainablewithdrawalto the world wherewe try to live in harmonywith Gaia"
(ibld.:l 50). Insteadof 'retreat' Selby has chosen'contraction'for his proposedframework,
becauseof his preferencefor using a softer,and less militaristicand more ecological
concept.
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7. Reconcepturalizingthe meaning of the'good life';
8. Promotinglocal participatorydemocracywith reduced emphasis on national
citizenship;
9. Moving away from atomistic/ reductionistthinking to holistic ways of thinking;
10. Realizingthe fact that we are threatening our existence and questioning the
value of educational institutions and their responsivenesspotential faced by
climate change (259-264).

b. Sustainable education
StephenSterling (e.g. 2001,2004a, 2004b, 2007) calls for moving away from the
dominant social paradigmwhich is characterizedas technocratic,technocentric,
materialisticand reductionist,to an ecological and systemic paradigm, characterized by
the democratic,eco-centric, socially concerned, and integrative(Sterling 2004b).
According to Sterling (2004a), environment education,educationfor sustainable
development,educationfor sustainabilityand sustainableeducation have continuously
evolved one after another in recognition of the limitationsof the previous frameworks.
Sterling (2001,2004a) argues that sustainableeducation is so far the most
encompassingand holistic framework.Acknowledgingthe importantwork achieved
under the different 'educations' he emphasizesthe importanceof having "an open
focus" by looking at the relationshipsbetween other areas of education (personal
interview 2005).
Drawing on Orr (11
994)'s thesis that there is a 'crisis of education,' Sterling
challengesa common assumption that education is always a 'good thing'and argues
that education can be'part of the problem'. Sterling (2001) states that:
most mainstreameducation sustains unsustainability-through uncritically
reproducingnorms, by fragmenting understanding,by sieving winners and losers,
by recognizing only a narrow part of the spectrum of human ability and need, by
an inability to explore alternatives, by rewardingdependency and conformity,and
by servicing the consumerist machine (14 -15) [Italics in original].
During a personal interview,Sterling has raised the question, "How do we actually
re-think education so it's actually part of the way forward rather than the problem?"
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Exploring this big question, he observes that what is important is to nurture "the ability
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his own words, this means "response-ability"(personal interview 2005; Sterling 2001).
Sterling (2004a; 2004b) highlights that one of the problems of dominant educational

discourseand practiceis that it is primarilyinformedby economicinterests,
while moreliberal
characterizedby vocationalism,instrumentalism
and managerialism,
and humanisticperspectiveson educationare marginalized.Sterlingsays,"so before
you can startto talk abouteducationand educationsystems,you'vegot to understand
the culturalcontextwithinwhichthey sit," and he goeson to say that:
What informs the educational paradigm in the first place? And if you can answer
that, you can then look at the nature of an alternative socio-cultural paradigm,
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As an alternative vision of education, Sterling (2004a) proposes sustainable
education, which has four key descriptors:
9

Sustaining: it helps sustain people, communities and ecosystems

0

Tenable:it is ethically defensible, working with integrity,justice, respect and
inclusiveness
Healthy, it is an adaptive, viable system, embodying and nurturing healthy
relationships and their emergence at different system levels
Durable: it works well enough in practice to keep on doing it (56).

From the perspective of systemic learning theory, he emphasizes the critical
importance of transformative learning which is equivalent to 'third order learning,' that
involves the whole person, and affects change in deep levels of values and belief
through a process of re-perception and re-cognition. It is not then just a matter of
intellectual and conceptual learning, but engages our emotional and intuitive
selves as well (Sterling 2004b: 56).
This kind of learning is different from 'first order learning' (i.e. non-critical, non-reflective,
2005),
interview
(personal
is
done"
learning),
that
"doing
have
adaptive
always
what you
or from 'second order learning,'which is learning and questioning fundamental
assumptions. Using a metaphor of the fish not being aware of the water, Sterling
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argues that sustainable education needs to help people to be aware of the 'water'or
their worldview (i.e. second order learning), as a prerequisitefor a transformative/third
order learning (personal interview 2005; Sterling 2004b).

c. Transformative leaming
Transformativelearning is described "not as a fixed definition, but as a way to
stimulate discussion"as follows:
Transformativelearning involves experiencinga deep, structural shift in the basic
premise of thought, feelings, and actions. It is a shift of consciousnessthat
dramaticallyand permanentlyalters our way of being in the world. Such a shift
involves our understandingof ourselves and our self-locations;our relationships
with other humans and with the natural world; our understandingof relations of
power in interlocking structures of class, race, and gender; our bodyawarenesses,our visions of alternative approachesto living; and our sense of
possibilitiesfor social justice and peace and personaljoy (Morrell and Ann
O'Connor 2002: xvii).
According to Edmund O'Sullivan (1999; 2002), transformativelearning is predicated
on the deep critique of the dominant worldview and suggestionsfor creative
alternatives. In a personal interview he explains that he could have called his book
TransformativeLeaming (1999) 'sustainable education' but he ended up with choosing
this title because of his particular emphasis on deeper changes on the personal and
cultural levels.
He asserts that profound changes are necessary because of "deep order issues
about the way humans are living in this present period of history;that actually makes
the sustenanceof life - not only for humans, but the web of life itself - put it in
enormousjeopardy' (personal interview 2005). In the face of the serious challenges
humanityfaces, he argues we "have a significant responsibilityfor the direction it will
take" (O'Sullivan2002:2). He argues that developingcritical consciousnessamong
those in privileged contexts becomes particularlyVital:
[We have] to come to understandthose factors that are both destructive to us,
and also create inequities, violence and go against peace processes.... We have
to start to make the connection betweenwhat's happening over there as
something that's just their problem that we can't help them with, to understand
that that problem is partly caused by our consciousness(personal interview 2005).
O'Sullivan (1999,2002) suggests that transformativelearning consists of three
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elements: survival (i.e. survival education), critique (i.e. critical resistance education),
create (i.e. visionary transformative learning). Survival education helps to develop a
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d Social learning for sustainable living
'Social learning for sustainable living' put forward by Wals and Heymann (2004) and
Wals (2007) is another example of a paradigm conscious educational approach for
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that we have new ways of learning (personal interview 2006).
Social leaning is "a collaborative reframing process involving multiple interest
it
that
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has been applied to areas such as interactive policy making and conflict management,
its application to education for sustainability and environmentaleducation is a recent
informal
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(ibid.
)
focus
their
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formal learning contexts, rather than formal contexts where learning tends to be guided
by predetermined outcomes.
In a social learning process for sustainability,differences in values and perspectives
are openly reflected upon individually and collectively within an unthreatening
learners
helping
being
is
than
This
considered as
environment rather
concealed.
become aware of their own 'frames,' or underlying assumptions, and blind spots. Such
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a process is called 'deframing'. In a social learning process, it is also important not only
to allow diverse values and perspectivesto emerge, but also to develop a shared frame
for a mutuallyacceptable resolution.This is called 'reframing.'A rationalefor this
approach is that since there is no consensuson the meaning of sustainabilityand
sustainableliving, and there exists no universalway to deal with sustainability-related
issues, it is importantfor each citizen to create meaning by and for themselves. So, key
elements in social learning are continuous critical dialogue and creating space for
"discord and dissensus." Hence, "the conflicts that emerge in the exploration of
sustainableliving become prerequisitesfor rather than barriers to learning" [Italics in
original] (Wals 2007:501). Wals argues that it is vital to make a creative space for
healthy contestation,dissonance,diversity,and dissensus in the theory and practice of
educationfor sustainability,based on a belief that there is no one way of understanding
and achieving sustainabilityand a such a space is extremely limited in the current
educationfor sustainabledevelopment discourse (personal interview 2006,2007; Wals
and Jickling 2002).
In the processesof deframing and reframing,a facilitator of learning plays an
important role. S/he needs to be sensitive and open to the learners' perspectives, to be
aware of her/his own frame of reference, to motivate learners by showing small entry
points for concrete actions, to encourage diversity of thoughts, to make sure
marginalizedvoices are heard, to use inclusive and invitationallanguage to encourage
participationin the learning process (Wals and Heymann2004).

e. Education for a sustainable future
53

In his book chapter titled Education for a sustainablefuture, JohnFien(2001)
points out that various "unsustainability"issues which we currently face are all
connected and they are "symptoms,or consequences,of the wider malaise of many of
the modernist values and practices that have supplanted indigenous systems of
sustainabilityand have put the world on its present unsustainablepath" [italics in
53He uses education for sustainability interchangeably in his chapter.
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original] (124).
He emphasizesthe importance of helping learners be critical thinkers and active
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Fien (ibid.) also points out the importance of an affirming alternative epistemologyto
modernist science which has been a major cause of environmental problems, social
future
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Biodiversity;
Nature'
(Interdependence;
'People
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categories of
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lightly; Interspeciesequity) and 'Ecological Sustainability'(Basic human needs;
Intergenerationalequity; Human rights; Democracy)(132-133).
For Fien (ibid.) addressing pedagogical issues is critical in education towards
sustainability.He particularly emphasizes the importance of learning about a range of
real problems to develop students' critical thinking and encouragingtheir participation
in the community for them to become an active citizen. Fien (ibid.) reminds us of the
issue of power inequalities in learning contexts. Since introducing balanced teaching on
different perspectiveson sustainability does not always result in a balanced learning
been
have
be
to
those
there
marginalized.
who
should
special attention
experience,

(C)Pedagogy
In discussions on sustainability-relatededucation, there exists an increasing

from
to
a prescriptive
away
aspiration promoteprocess-oriented
pedagogies,moving
pedagogyis oftencharacterizedas:
modeof teachingand learning.Process-oriented
learner-centred,participatory/active,
experiential,inquiry-based,and collaborative.
Dynamicinterlinkingof theoryand practice(i.e. praxis)is also a criticalelementof the
participatorymodeof teachingand learning.Sustainabilityeducationrenditions
predicatedon the holisticand ecologicalworldviewsupportthesestylesof pedagogies
(Fien2001;Sterling2001; UNESCO2006b;Walsand Jickling2002).Aboveall, a
transformativemodeof globaleducationdescribedabovehas advancedparticipatory
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pedagogicalapproaches. It strives to harmonizethe hidden curriculum or medium with
its core messagesof interconnectedness,interdependence,justice, rights and
responsibilities,diversity, and non-violence.Actual learning process and the
environmentis as important as the content of the learning itself. Its activity basedlearning increases learners' engagementsand helps to meet their multiple learning
styles (see page 165 for learning styles) and create an environmentwhere they can
practice skills such as communication,cooperation,decision making and problem
solving (e.g. Greig et aL 1987; Pike and Selby 1988; Selby 2008).
In sustainability-relatededucation, one of the rationalesto develop process-oriented
participatorypedagogiesis linked to the ambiguous nature of the concept of
sustainabledevelopment/sustainabilityitself. Fien (11998,2001)and Jickling (11994)
point out that those who teach tend to choose certain aspects of sustainabilityor take a
specific perspectiveof sustainabilityconsciouslyor unconsciously,which in turn might
lead to indoctrination,if critical reflections are not incorporatedinto learning processes.
They therefore assert the importance of creating learning opportunitieswhere diverse
meaningsof sustainabilityare critically examined and debated. With an emphasis on
critical thinking, Jickling (1994) states, "in a rapidly changingworld we must enable
students to debate, evaluate, and judge for themselvesthe relative merits of contesting
positions"(239).
More broadly, realization of limits of transmissive mode of teaching and learning has
motivatedthe pedagogical innovations. For instance,the UK Higher Education
Academy (2006)54states that "teach[ing] in a traditional sense" is inadequate in helping
learners to become 'action-oriented,sustainability-Iiterate graduates,' by indicating a
number of key skills and knowledge dispositionsfor sustainabilityliteracy as follows:
disciplinary understandingof the environmental,social, political and economic contexts;
broad understandingof key principles and debates of contested notions of sustainable

54The Higher Education Academy is an independent organization mainly funded by the four
UK higher education funding bodies and higher education institutions. It aims at helping
higher education institutions to provide best learning experience for their students
(http://www.heacademy.ac.uk).
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development; non-reductionistproblem-solvingskills for complex real life problems;
creative and holistic thinking and critical judgments; personal and professionalselfreflection capacity; bridging a gap between theory and practice;working creatively in
an interdisciplinaryteam; initiating and managing change (6).
In order to develop learners' capacities to come up with the creative solutions for
multi-dimensionalchallenges of sustainability,there are a number of suggestions.
Interdisciplinaryand multi-disciplinaryapproaches are suggested as an important
avenue in education for sustainability in the higher education sector. They are
approaches which normally involve an alliance and interchange of more than two
disciplines and the instructors/ facilitators are drawn from different disciplines. By being
challenged by perspectiveswhich might not be conventionalwithin their own discipline
develop
have
learners
to
to
an ability to
are
considered
more
opportunities
area,
synthesize or integrate diverse perspectives on sustainability,hence expanding their
in
the
(Eagan
2002;
Selby
holistic
2006b).
A
approach
et
al.
cross-curricula
perspective
school sector has a parallel assumption that complex sustainability issues cannot be
dealt with effectively through a subject-based formal curriculum approach (Shallcross
et al. 2006).
Envisioning (or futures thinking) is a process in which people come up with ideal
future visions individually and collaboratively.The envisioning process includes
clarification of individual values and assumptions underlying the visions. To act today
based on preferred future visions is motivational and proactive (ARIES 2005; Hicks and
Slaughter 1998; Pike and Selby 1988;1999a; 2000).
Using diverse ways of knowing by incorporating,for instance, emotional and
affective learning is also considered important in the process of personal change
(Ageman and Crouch 2004; Sterling 2001; UNESCO 2006b; Wals and Jickling 2002).
Rationality itself is not enough, Bonnett (1999) states, if learning helps learners to take
isa more direct, felt involvement" for sustainability (321). Its learning processes need to
be diversified by incorporating sensing, feeling, attunement, and intuition, especially by
dealing with learners'fears and hopes in the face of interconnected sustainability
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challenges(Hicks 2002; O'Sullivan 2002; Selby 2008).
Another approach which is consideredto be effective in promoting individual and
collective change for sustainabilityis the whole school approach,which intends to
connect pupils' learning in formal curriculumto the whole school experience and
informal learning in the community "to form a web of coherent experience"(Shallcross
et al, 2006:36). The whole school approach encourageslearners to apply new
knowledgeand skills learned in the classroomto outside of the classroom through
active participationin decision making and working collaborativelywith various
stakeholders.In this way, classroom learning is reinforced and it will better fill in the
knowledge,attitude and action gap (ibid.).

4.4. Key Issues in Education for Sustainability
4.4.1. Incompatible Values Underpinning Sustainability
One of the key tensions among contested meaningsof sustainabilitystems from the
question of what to sustain: continuous economic growth; nature/ ecological balance;
indigenousculture; basic human needs; democracy.These entities are not always
exclusive but the distinctions are being made here for the sake of analysis.Arrows in
Figure 4 indicate key tensions.

Continuous
EconomicGrowth

L
Democracy

Nature/
Ecological
Balance

Indigenous
Culture

BasicHuman
Needs
Figure 4. Key tensions regarcling wt7at to sustain
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Promoting continuous economic growth within a finite earth Is the central
contradiction regarding the notion of sustainability/sustainabledevelopmentfrom the
outset (Bonnett 1999; Worster 1995). Rampant economic growth under recent
globalization trends has marginalized indigenous and non-westerncultures, values,

and livelihood(Shiva1989,2005a;Vargas2000),widenedinequalityand deepened
in
poverty(Chossudovsky1997),and underminedautonomyand self-determination
and betweencountries(Stromquist2002).ChapterOne (pages4-9) has delineatedthe
devastatingimpactsof neo-liberalglobalization.
Nature/ecological
balanceand democraticparticipationis anothercontentiousarea
in the sustainability discussions. Hypothetically,Wals and Jickling (2002) have argued
a scenario where democratic processes are undermined by imposing authoritative
approaches to force individual behaviour changes among citizens to meet the urgency
of ecological imperatives, as against democratic values and processes which when
fully applied limit and slow concrete change toward sustainability.In the former
scenario, people would have more chance to achieve a sustainable society at the great
cost of autonomy and self-determination. By defending democratic values, however,
John Barry strongly opposes the authoritative approach. He says:
the idea of one size fits all, and that somehow what we're interested in is
...
ecological re-programming people, to me is deeply offensive, flawed and simply
won't work. It will end up destroying the democratic, participative, reciprocal
character of sustainable development. It may be sustainable, but you'd live in... a
totalitarian state. So you've got to question, 'What are we sustaining?'We are
sustaining ways of life that we value, we are sustaining processes that we value
like democracy,and trying to deepen democracy and equality (personal interview
2005).
Bonnett (1999) also questions the comfortable alliance between democracy and
ecological sustainability.He points out that given the ecological imperative, certain
policies become more appropriate, which, in turn, will "set the parameterswithin which
democratic debate can be allowed to function" (315). He further states that instrumental
use of authority goes against the fundamental democratic value of affirming diversity of
perspectives. Defending democratic values, yet simultaneouslymeeting the urgent
ecological challenges, is not straightforward and will touch upon a deeper issue of

143

values: "whose expertise, language,values are to define sustainability?" (Worster
1995: 424)
There is another tension between meeting basic human needs and protecting the
nature/ecologicalbalance in relation to natural resource use. Regardingan issue of
unequal natural resource availability around the world, Fien (2001) points out that there
exists deep poverty on one hand, and overproductionand overconsumption,on the
other. He asks questions such as:
How can the overconsumption,waste and misuse of resources by some people
be reduced? How can the severe poverty that causes many to exploit the earth
just to survive be eliminated? How can the pressure on the environmentfrom
both be overcome? How can the nexus betweenthe environment,social
...
developmentand population growth be formulatedto ensure the sustainable use
of resources?(130-131)
In general, the basic needs of the metaphoricalhemisphereof the south which
faces day-to-daysurvival issues are not sufficientlyrepresentedin mainstream
educationfor sustainabilitydiscourse, and the dominantdiscourse puts more emphasis
on the environmentalaspect than human survival (Sauv6 1999; Vargas 2000). Vargas
(2000) argues that achieving intergenerationalequity is not feasible without addressing
intragenerationalequity:
there are fundamental inconsistenciesin attemptsto speak about not meeting
...
today's needs in such a way to limit the ability of future generationsto meet their
needs and then ignoring the fact that some are meeting their needs in the present
at the expense of their contemporaries.... In order to preserve choices for future
generations, present generations must be consideredin a genuine ethic of social
justice (ibid.:383).
Protectingecological balance and meeting human survival basic needs has been
the real challengefor the majority of people in the global south. For instance,
O'Donoghueand Lotz-Sisitka(2006) from South Africa argue that environmental
education programmesin SouthernAfrica have been strongly addressing social equity
concerns together with the environmentaland developmentissues before the
education for sustainable developmentdiscourse become popular.The education
theory and practice emerging from a SouthernAfrican context of high levels of
vulnerability,caused by multiple challenges due to severe poverty, negative impacts of
(e.
issues
health
g. HIV/AIDS),and
risks
and
neo-liberal politics of globalization,
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degradation and exploitation of the environment have made it imperative to address
those issues in a comprehensivemanner.Along the same lines, Gonz6lez-Gaudiano
(2005) from Mexico points out the integrations of issues of poverty,gender equality,
health, environmental conservation and protection, human rights, cultural diversity,
which ESD brings together, "has been a deliberate attempt by many environmental
educators in Latin America and the Caribbean to bring about a better response to the
complex challenges of education in a world scarred by all kinds of crises" (243). The
wealth of knowledge and practices accumulated in the global south will better inform
the dominant discourse of education for sustainability.
Regarding the definition of sustainability,clearly there is an issue of power in
conceptualizationof the term (Worster 1995). In the developmentof the notion of
sustainability,voices of economically privileged industrializedgovernments and
economists have been most influential in shaping the international agenda, while
environmental and global social justice concerns tend to be marginalized (Bonnett
1999; Dryzek 2005; Jickling 2005; Worster 1995). Non-westerncultural traditions,
values, and realities are not fully acknowledged in the discussions, either (GonzdlezGaudiano 2005; Vargas 2000). According to Abelardo Brenes, it remains the challenge
for people in privileged contexts working toward education for sustainability"to have a
compassionateengagement"with people in survival struggles (personal interview
2005). Similarly, Edmund O'Sullivan comments that"there is no felt urgency" about the
sustainability challenges among those who are in a privileged context, and it is
important for them "to get emancipation from the privilege" (personal interview 2005).

4.4.2. Implementation Challenges
As the above section discussed, clarifying the meaning of sustainability/sustainable
development is a challenge. This international educational movement for reorienting
education towards sustainability have a double edged potential: real transformationfor
educational thinking and practice, or just another neologism. In cautioning against the
latter, Gonzdlez-Gaudiano(2005) questions:
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'sustains
'
the
dominant
the
system
education
unsustainability,
repeating
practicewhen
words of Sterling (2001).

One of the issues in dominant educationfor sustainabledevelopmentis the topdown nature of initiative. Sauv6 (1999), Sauv6 et al. (2005) and Jickling (2005) argue
that when sustainabledevelopmentis presentedas "a universal agenda" with Ua
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the teachers "must deliver" sustainabledevelopmentis imperialistic because it will
ignore local autonomy,contextual diversity,and cultural differences. In addition, and not
least, it is a neo-liberalagenda in Sauv6's view. From a democratic perspective,
consensusis not something set by the powerful leaders and passed down to people,
but should evolve through reflexive processes.Therefore, education for sustainable
developmentshould be consideredas 'only one' of numerous possible frameworks for
environment-relatededucation (Sauv6 et aL 2005).
Inadequacyof a universalproposal articulatedfrom the perspective of participatory
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Reflective meaning making processes, individually and collectively,also become
critical in the implementationof sustainability education. Notion of sustainability needs
to be unpacked because it is easily manipulated by the powerful as a means of
diverting people's attention to something marginal; that is what Norm Chomsky (1988)
in part refers to as "manufacturingconsent." From this perspective, P6rez and Llorente
(2005) are skeptical about big celebrations, commemorations,and rituals around the
UN Decade of Education for Sustainable Development in the face of the real
vagueness and disagreementsaround the meanings of education for sustainable
development.Thby state that "[c]elebrations always play in favour of the hegemonic
discourses of those who promote, sponsor and subsidise them" (297). They go on to
argue that education for sustainable development is a deliberately 'foggy' concept
which diverts people's attention, "while the real environmentalconflicts surround,
invade and restrict our existence, no longer the subject of distant legends but of
(304).
in
the
daily
hostility
of
global
risk"
society
everyday altercation, vital alarmism and
Similarly, Bonnett (1999) points out that there is a danger that sustainable development
"simply becomes a term of political convenience used to mask and/or legitimate vested
interests" (318). In this sense, the critical and participatory processes of meaning
making is a way to demystify and resist to vested interests.
For John Barryýa meaning making process is equivalent to validating diverse
knowledges.Acknowledging contextual differences with regard to the notion of
sustainability,he has emphasized the importance of "gathering and enthusing local
that:
to
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local
knowledge,
the
say
on
goes
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populations, using
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how
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telling
intellectuals,
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academics and activists - coming and
often
live. That is not what it's about (personal interview 2005).
With a focus on the learning process, Selby (2008) challenges mechanistic
processes of learning process, such as debates and discussions, where our
fundamental values are not necessarily brought into the surface, hence they remain
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unconscious.Predicatingon, but extending David Bohm's notion of dialogue, that is a
ustreamof meaning flowing among and through us and between usn(Bohm sited in
Selby 2008:170), he discusses dialogical learning which provides opportunitiesfor
deeper understandingof realities drawing on the dynamic holomovement(see page
23). Dialogical learning or deep learning is facilitated through empathetic and alert
listening; own emotional and somatic awareness in engaging with others; pooling each
other's perceptionsthen temporally suspending them, being flexible in accepting what
emerges from the process; open and collaborative engagement,encouraging
Individualsto express vaguely felt thoughts in the group process of learning (ibid.:171172). Such a process overlaps with the above mentioned third order learning of Sterling
(2001) and the critical dialogue through 'deframing'and 'reflaming' by Wals and
Heymann (2004) and Wals (2007).

4.4.3. Education for the Market Place or the Planet?
Critically examining the dominant mode of education for sustainable development,
Gadottl (2008) considers that without addressing the problem arising from the dominant
economic model, "education cannot be decisive... An ESD without social mobilization
against the current economic model will not reach its goals" (25). Educationwhich
serves the demands of the global market place is part of the problem rather than part of
the solution.Arjen Wals'testimony below raises a fundamental question about the
purpose of education:
In seeing education as In its original Latin meaning of educare, which really is
...
guiding In to, facilitating, helping develop and exploration of the self and growth of
personal growth and competence, development- which is really about equipping
people to make sense of the world and make their own judgments. If you don't
leave that In education, and you take [it] out [then] education becomes an
Instrument[for manipulationand control]. For instance,this idea of employability,
which Is so strong. Employability,where people should have basic competencies
so that they can flexibly move from one job, one sector to the next, and then they
can further be trained on the job because learning, work-based learning, will do
that. That Is purely driven by economic Interests,not by other interests.And if
you prioritize economic interests over other interests and you use education for
that purpose then I think that education Is basically helping people to become
...
...
more effective vandals of the Earth. It's making us better at ruining the earth. So
we have to really think about that, especially as education, and public education,
In particular, is becoming more privatized and more adopting the same kind of
148

management schemes and reward schemes that business and Industry use to
increase productivity...(personal Interview 2005).
Educational proposals for critical consciousness about the market place cannot help
asking about the meaning of the quality of life and well-being and addressing "a hyper
consumers-dependentlifestyle" (Bowers 2007) especially among those who are In a
materially privileged position. It Is a fundamental shift from having more to being more,
using the notion expressed in the Earth Charter. The meaning of personal fulfillment
needs to be reconceptualized,as Abelardo Brenes comments:
I think that the sustainability issue has a lot to do with people realizing that you
can enjoy very fulfilled happy living with basic simplicity.... Many people are
caught up in the compulsive lifestyle that the capitalist consumer societies
promote that they do not know how to liberate themselves.They think they won't
be happy living in a more simple way, So if you can demonstrate to them there
are people who actually are much happier [in living lightly], then I think that is a
very important message (personal interview 2007).
Unless sustainability educators address our hyper-consumeristway of being and living,
which has created the wider environmental and social devastations, at the first place
their transformativeefforts could consciously or unconsciouslyend up with helping
learners effectively participate in the consumerist society so becoming *more effective
vandals of the Earth" (Arjen Wals, personal interview 2005).

4.5. Paradigmatic Underpinnings of the Field of Sustainability-Related Education
In contrast to the field of emergency education, In the broad field of sustainabilityrelated education, there are renditions which are particularly critical of the mechanistic
paradigm and in their educational manifestationsthey articulate alternative proposals
in
holistic/ecological
developed
framework
the
Using
predicated on
worldviews.
Chapter One, Table 8 below maps out key elements of sustainability-relatededucation
discussed In this chapter.
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I
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MechanisticWorldview I

Holistic Worldview

Key Elements
Conceptualizationof
sustainability

Sustainable
development primarily
as an economicterm,
supporting continuous
economic growth, the
market place
Human beings at the
centre of concern of
sustainable
development

Education Change
Process

UN Decade of
Educationfor
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Developmentas a
universal educational
reform agenda
Predetermined
outcomes oriented

Curriculum

Pedagogy

Nature of knowledge

View of Learner
View of Teacher

Focus on developing
cognitive learning and
rational thinking
Skills based
Prescriptive

Static
predetermined
0
knowledgewhich can
be passed on
hierarchically
in
Value
scientific and
0
expert knowledge
0 Passive recipient of
knowledge
Source
of
0
knowledge/information
0 Delivering
predetermined
knowledgeto students

The environmentas a
fundamental part of
sustainability
Seeing economy as a
subset of ecology, and
not vice-versa
Emphasis on ethics,
culture, context and
participation,social
justice, equity
Human place within the
nature
Participatorymeaning
making processes
Emphasis in
contextualizedchange
Being sensitive to what
emerges in particular
learning contexts
Inner and outer
r-nnner-tion
0 Process-oriented,learner
centered, participatory
pedagogies
0 Critical reflections, future
thinking,
interdisciplinarity
0 Diverse ways of knowing,
balancing the cognitive
and socio-affective
0 Whole school approach
Dialogical learning
Value
in
contextual and
0
local knowledge
0 Knowledgeto be cocreated
0 Acceptance of
uncertainty and transient
0A whole person
0 Change agent/active
citizen
Co-learner/facilitator
in
0
learning process
Being
aware of own
0
frame of reference

Table 8. Paradigmatic analysis of the tiew ot sustainabuity-relatect education
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4.6. Conclusion
The field of sustainability-relatededucation has been evolving for more than two
decades. It currently enjoys global endorsement and enthusiasm through the UN
Decade of Education for Sustainable Development and it has opened up a space
where people with different interests can engage with each other.
Examinationof the field has revealed that ambiguity around the meaning of
sustainability seems no closer to resolution, although what is unsustainableis
straightforward.The central contradiction within the mainstream understandingof
sustainable development stems from the pursuit of economic and material growth
beyond what the finite Earth can sustain. When a 'foggy' concept of sustainability is
combined with transmissive modes of education, it easily embraces and perpetuates a
status-quo confirmative position.
In contrast, the holistic/ecologicaland paradigm conscious renditions of
sustainability-orientededucation primarily strive to make what is unconscious
conscious in multiple ways and on multiple fronts. Eliciting insights of five experts in the
field, who share transformative notbusiness as usual' perceptions of and aspirations
for education, helped the critical review of the field. From the paradigm conscious
renditions, suggested learning processes include: individual and collective reflections;
engagement with others more deeply and empathetically;using not only intellectual
and abstract knowledge but also emotional, intuitive and embodied ways of knowing.
Cultivating a new sense of personal fulfillment as well as a sense of responsibilityto
the wider world also become vital if sustainability education is to truly meet the 'needs
of the present without compromising the ability of future generations to meet their
needs,' rather than being a training to serve the market economy.
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CHAPTER FIVE
THE INTERFACEBETWEEN EMERGENCYEDUCATIONAND SUSTAINABILITYRELATED EDUCATION:A PROPOSAL FOR HOLISTICAND SUSTAINABLE
LEARNING PRINCIPLES

5.1. Introduction
Further to the overviews of various renditionsof emergency education and
sustainability-relatededucation in previous chapters, this chapter explores the third
research question: what holistic and sustainable principlesarise from examining the
interface between emergency education and educationfor sustainabilityin order to
respond to humanitariancrises in more comprehensiveway?
The first half of this chapter will examine the interface of the two fields by exploring
the overlaps,tensions and emerging synergies betweenthem. Looking at the interface
of differentfields is considered useful in identifying conceptual,and pedagogical
blindspotswhich might have been left unarticulatedin any particularfield (Selby 1995).
John Barry agrees with the usefulness of looking at the interface of the fields because
we are so used to make artificial separations(personal interview 2006). The second
half of the chapter will propose holistic and sustainable learning principlesfor
humanitariancrises.

5.2. Interface Analysis
5.2.1. Emergency as a Symptom of Unsustainability
As ChaptersThree and Four have discussed, the ambiguous definitions of
emergencyand sustainability/sustainabledevelopmentexist in both fields. In terms of
the relationshipsbetween emergency and sustainability,and their educational
manifestations,there is a view that emergency education is part of education for
sustainability.For instance, UNESCO (2002) states that "[a]t its most basic level,
[education in emergency situations] is educationfor sustainable development"(16).
This is because millions of children living in situations affected by emergencies have
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lost the opportunitiesfor basic education, and this in turn perpetuatespoverty,which is
an obstacle for achieving sustainable development.
The interviewed sustainability educators commonly point out the dynamic
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Talkingabout an example of serious human rights violations among the massive
Nicaraguaneconomic refugee communitiesliving in an urban city of San Jose, Costa
Rica, Abelardo Brenes explains:
these kinds of communitiesonly become visible when they do something that is
usually violent, you know, to call attention, so then it becomes an emergency.
Otherwise,they are invisibilisedand the topographyis of such a nature that you
don't have to actually see the community- you can't see the community from
it's
invisible
(personal
interview 2005).
there...
go
you
anywhere else unless
He goes on to say that "you can choose to see that as an emergency or a culture of
violence, or not to see that" (personal interview 2005).
This 'selective' nature of our awareness,or our indifferenceto chronic issues until
they become so salient (e.g. break out in violence) is underpinnedby the interrelated
issues of moral exclusion (Abelardo Brenes, personalinterview 2005,2006) and the
media influence. For the former point, Opotow et al. (2005) explain that those who are
inside "our scope of justice," or within "the psychologicalboundary within which
concernsabout fairness govern our conduct," enjoy moral inclusion and are therefore
consideredto deserve fair treatment. In contrast, those outside the boundary are
morally excluded and "beyond our concerns,and eligible for deprivation, exploitation,
and other harms that might be ignored or condoned as normal, inevitable, and
deserved" (305).
In terms of the latter, there is a strong media influence determiningwhat is an
Jackson,
Nick
to
According
emergency.
If it becomes a 'CNN emergency,'then there is some more money...That is a
nicknamefor an emergencythat gets a lot of publicity. If it becomes CNN
know
they are going to get more money. That is what it is
then
you
emergency,
called (personal interview 2006).
Figure 5 below depicts the distinction betweenexternally perceived emergencies
and externally unperceivedor silent emergencies.
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Figure 5. Emergency threshold

What the moral exclusion and media influence suggests is that an emergency is
externally recognized when it goes above the moral and/or media threshold line.
Attention would continue for a while and then disappear, moving to another emergency.
Emergencies,or symptoms of unsustaiinability,are relative to where the threshold line
is. What is perceived as an emergency is indeed subjective.Therefore, it is critical to
"[be] conscious of what is unconscious" because "we are unconscious in a systematic
way'(Edmund O'Sullivan, personal interview 2006).
The invisibility of chronic emergencies on the part of many raises an issue of

privilegesincewe can chooseto see or not to see them,as AbelardoBrenespointsout.
He elaborates the issue of privilege as follows:
It would seem that where one finds policy responses based on sustainability
principles, oftentimes they are very much related to the concerns of the people
who are already living in privileged areas. They have been able to concentrate a
lot of the earth's resources and the products of human labour. There is a sort of
entropy effect that is taking place in the rest of the world. So it is the rest of the
world which is oftentimes showing the first signs of emergency and therefore
is
it
[that]
it
is
issue
For
the
clear
unsustainability.
example, with
global warming
the island people, the people living on the coasts and many of the global south
countries that are most vulnerable. Like the tsunami [in] Indo-China, Indonesia,
they didn't have a warning system. That is a very good example of vulnerability.
Where are we giving priority? To the elite?
He goes on to argue that:
Sustainability issues will ultimately be global and will impact everybody. But we
still have this tendency to believe that certain people are protected from these
kinds of emergencies. So I would say that perception of what is an emergency
and the perception of what is a sustainable priority would probably very much
correlate (personal interview 2006).
In the discussion of emergency education and sustainability-relatededucation, it is
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importantto address power inequalitiesin conceptualizingthe terminology.

5.2.2. Temporal Aspects of Educational Change
One of the tensions arising from an interface analysis of emergency education and
educationfor sustainabilityrelates to a temporal aspect of educational change, more
the
The
time
to
and
speed.
scales,
proponentsof education for
specifically, preferred
longer
time
by
a
scale
emphasizingthe needs of
propose
commonly
sustainability
future generations,and intergenerationaljustice (e.g. UNESCO 2004,2006b), while for
those who are in the field of emergencyeducationa future or long-term perspective,
increasing
importance
despite
the
limited,
be
to
awareness
of
of such a
rather
seems
long-term perspective.Stephen Sterling (personal interview 2005) regards a narrow
view of emergencyeducationand emergencyas a time 'bounded' concept, which
suddenlystarts and finishes. He thinks that "the idea of length of time is rather
importantbecause it begs the question: what leads to a crisis in the first place? And
once you have the crisis... what are the scenariosfollowing that?" His point is that
educationalinitiatives need to be located in a longer time scale and to be predicated on
non-lineareducationalchange processes.Since any short-term, temporary intervention
has long-termimplicationsand effects, immediateinterventionsshould be based on
development
(Kagawa
long-term
2005). This is
comprehensive
of
society
visions of
easy to argue at the theoretical level but remains a challenge in practice. For instance,
Susan Nicolai articulates the challengeof a long-termperspective especially in the
middle of acute emergencysituations:
In the sense that education in crisis is on the continuum more about responding
to more immediate needs, and really focusing on quite a practical level in terms of
trying to prepare people for a future. I feel like educationfor sustainable
developmentprobably is a longer-termapproach thinking about what are things in
this community going to look like even in a hundred years and what can we do
development
have
it
to
approach. We would probably
a
sustainable
really
about
be looking more at five months to maybe three years or something.This is a longterm picture for the emergency education sector (personal interview 2006).
It would be simplistic to say that emergencyeducation is to meet the short-term and'
immediateneeds and that educationfor sustainabilityto meet longer-term concerns.
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The convergence of emergency education and education for sustainabilityacquires
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I have hardly ever heard people talking about sustainable development [in the
field of emergency education] because people are focused on getting the
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when you raise the issue of sustainability people talk about the sustainabilityof a
system. Are there enough resources to keep the system going?
It is only when the debate gets to the topic of reconstruction[that] people start
to ask the sustainability questions. What is the education for? How will it sustain
the economy? How will it sustain social and political change? I think that is a
dimensions
I
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think
that
of
at
some
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sustainabilityfrom an early stage. And that is part of my earlier point about what
both
is
for.
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more focused on reconstruction [to take] the issue of sustainability seriously
(personal interview 2006).
As both Nicolai and Buckland's above comments articulate, addressing a long-term
in
field.
A
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more
outset of emergencies remains a challenge
perspective
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to
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risk reduction
arguments made
parallel
UN/ISDR 2004) as discussed previously (pages 84-85).
Another temporal aspect of educational change concerns speed. When educational
initiatives take place in contexts terrorized by crises, the speed of work becomes a
sensitive matter. Based on his extensive travel within a number of war-torn zones
healing
Ignatieff
(1997)
trauma
the
that
must proceed slowly:
around
asserts
world,
We can know something in our heads without knowing it in our guts. We can
forgive people in our heads without forgiving them in our hearts. Knowledge can
be
it
latter,
the
become
to
former
must
be propositional or dispositional. For the
in Freud's phrase -worked through.'A two-way process is involved: what we
know in our heads must become something we know in our guts; what we know
in our guts must become something we know in our heads. Psyche and soma,
is
The
be
been
divided
have
by
trauma,
process
reunited again.
which
must
bound to be slow and painful. In working through death and loss, our bodies often
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(168-169).
in
traps
yesterday
us
an
unending
whose power
The importanceof connecting psyche and soma in the trauma healing process is
body
discussed
in
Cartesian
division
bridging
to
the
gap,
as
and
of
mind
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Chapter One (pages 16-17).
Miller and Affolter (2002) also emphasize the critical importance of the slow nature

focused
approaches
quick
children
as
against
of educationalwork with crisis-affected
on measurableoutcomes such as the number of resources distributed,the number of
"pushing
They
too
that
trained.
teachers
the
consider
rebuilt,
of
schools
and
number
hard and too quickly for measurable results at the expense of processesthat run on a
slower clock" goes against building long-lasting peace (120) and state that:
Violence occurs quickly.... Healing and dialogue, on the other hand, are slow
work. Authentic participationis slow work, especiallywith children. Rebuildinga
sense of confidenceand trust in others is slow work. Engagementwith
overwhelmingmemory is slow work. Helping children outgrow war must go gently
(120-121).
The speed and time scale of educational change are interconnected.When the
educationalinitiative is truly given time for'working through'with traumatized
populations,changes and progress require time. Being flexible, sensitive, and patient in
the process of working through under multiple pressures and constraints remains a
huge challenge. However,awareness of, preferencefor and opportunitiesfor slow work
are limited in the field of emergency education (Miller and Affolter 2002). Gonzalo
Retamal(personal interview 2007) identifies the 'fast work' mentality and practice
among most humanitarianorganizations. He says:
[their] intention is to do something fast in emergencyA and be ready to go to
...
emergency B when A has become less interestingto their donors. As a friend of
leave
flavour
'they
the
to
to
the
of
year
and
us with their
next
used
mine
s! y,5
run
5
white elephants (from Somalia, to Rwanda, to Iraq, to the Tsunami area, etc)
[emphasis in bold italics is added by Retamal in his transcription].
He further states that "education is a generational process.You just cannot go there,

55White elephants refer to expensive school buildings built by humanitarian aid money.
158

build a school, distribute some hope to children, make pictures for the donors and quit
...

that is immoral."
Externally driven quick fix approach could be part of the problem rather than be a

solution. Quick fix mentality and practice raise into sharp profile the power inequality
between those who set the agenda and those who receive it. John Barry's comments
below capture the tension:
[Iflis not legitimate to force people to a timetable that they haven't set themselves.
I think it is about how do you align, how do you harmonizethe time frames,
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2006).
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get
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What Barry emphasizes is thathow'to give support is as importantas'what'support to
in
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those
by
Genuine
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are
are
affected
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from
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to
and working with
of
need
a
attitude
education
"people in emergencies [who] are their own experts [with] their experience," as John
Barry says (personal interview 2006). Such a view has been easily marginalizedor
seen as unrealistic because of the 'urgency'of the operation.
In sum, emergency education, especially during the acute phase, tends to have a

limitedfutureperspectiveand an externallyset time-boundedfocus.In otherwords,a
is
future
missing.
dynamicalview of temporalinterconnected
nessof past,presentand
In termsof speedof change,educationalinterventionshouldbe harmonizedwith that
high
Its
a
traumatized
the
requires
of
peopleand communities. process
recoveryof
level of culturalsensitivity,and an awarenessof and respectfor localknowledgeand
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experienceamong externalagenciesworking a particularculturalcontext.
Genuinehealingprocessesare not a quickfix by externals.Changesneedto be
the
before
face
by
locals
the
to
the
of
emergencies
owned
who need
consequences
externalscomeand after they leave.In this sense,the recoveryprocesseswhichare
supportedby a participatoryand empoweringmannerwill helpto enhancethe
capacitiesof thoseaffectedby an emergencyto copewith the situationin both
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immediateand distant futures.

5.2.3. Emergency as a Window of Opportunity?
Emergenciesand crises are often considered as a window of opportunity by a
number of proponentsfrom both fields. A critical question here is what is the
opportunityfor? As Klein (2007) has argued, the situations of mass suffering are easily
manipulatedby the interests of disaster capitalism (see pages 8-9). When the
responsesare predicated on and lean towards the neo-liberal developmentmode, the
responses(including education)will tend to be a part of the future problem by
perpetuatingthe existing exploitativesystem. Working with crisis affected people and
communitiesshould be done in ways that won't be the root cause of yet another crisis.
Participationand ownership by locals become indeed critical in this regard.
Figure 6 below depicts the dynamic relationship between unsustainabilty,
emergency,modes of development,education/learning,and a resilient socialecological system (sustainability).What this study is pursuing is learning which will help
create a resilient social-ecologicalsystem. As the previous chapters have described,
sustainabilityeducational proposals predicated on holistic and ecological worldviews
have been promoting shift towards this end.
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Figure 6. Dynamic responses to emergencies (inspired by Folke et aL 2008.,359)

When learning processes are predicated on alternative and critical modes of
development, they will be more likely to contribute to creating a resilient social
ecological system. A crisis can trigger moments of deep reflection for many, but there is
no need to wait for an acute emergency/ crisis to initiate to change. In fact, what a
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transformativerendition of sustainability-educationsuggests is an anticipatory
approachto preempt a crisis in the first place.

5.3. A proposal: Holistic and sustainable learning principles for humanitarian

crises
What follows are six holistic and sustainablelearning principlesfor humanitarian
crises: flexibility,balance, resilience, social justice, interconnectedness, and
anticipation.They have emerged according to the steps described earlier (see pages
54-55). The draft version of the principles (see Appendix 4. Draft holistic and
sustainable teaming principles, pages 256-259) was revised by reflecting upon the
commentsreceivedfrom phase one research participants.
These principlesare not mutually exclusive but rather mutually embedded concepts.
They are laid out below at a meta level, rather than a micro or context specific level.
What is suggestedis aspirationalor visionary; as intendingto offer an enabling and
reflectiveframeworkfor education policy makers and providers. After the explanation
of each principle,their implicationsare translated into suggestionsat more practical
levels. The updated version is included at the end of this chapter (pages 177-180) and
commentsfrom the participantsare interspersedin the section below.

5.3.1. Principle 1: Flexibility56
As opposed to an externallyimposed quick fix approach for instant measurable
results, learning at a self-determined,flexible and gentle pace is particularly
important in the long run for those who are affected by a crisis.
One of the insights from the interface analysis concerns the preferred speed of
learning and the speed of educational change. The preferred speed seems to have
somethingto do with the worldviews. For instance, Selby (2002) regards "mindful, still,
and slow learning" predicated on the holistic/ecologicalworldview as "a counterbalance
*56'Slowness'wasoriginally used to express the idea in Principlell. However, a number of
Phase One participants pointed out that 'slowness' does not convey what I am trying to
express accurately and the term seems to be a cause of misunderstanding (e.g. its
negative connotation to 'slow learners'as those who are intellectually inferior and require
special support).
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to the packaged rush and treadmill of transmissional/mechanisticlearning and the
swift-paced quality of much learner-centredlearning" (87). In a mechanistic mindset,
speed and quantity of learning matters more than the quality and studied maturation of
learning.
Although slow learning is usually considered to be inferior or even backward to fast
paced learning, Hargreaves and Fink (2006) claim that "deep learning is often slow
learning." They go on to argue that:
learning that is not undertaken too fast or in a hurried way is at the heart of our
capacity to incubate creative and innovative ideas; it is essential to our ability to
walk around and ruminate on complex and difficult problems, then come up with
unforeseen solutions.... Questioning assumptions, not rushing to judgment, and
understandingemotionally and intuitively as well as rationally and deliberatelythese are the hallmarks of slower knowing (44-45).
Paradoxically, when we face more urgent and complex problems to which we are

under enormous pressures to respond, slower and more profound learning becomes
more salient. Arjen Wals states that "the sense of urgency can do two things. It could
lead to panic, and a [eco]totalitarianregime as a result. Or it can lead to an awareness
that we need to really start re-thinking the foundations and principles upon which we
have built this sustainability society." What is needed, he emphasizes, is serious deep
learning:
You could say that as the looming crisis becomes more urgent, the pressure to
learning,
indeed
back
transformative
fall
learning
to
prescriptive
onto
abandon
and
training, and conditioning, [the link of an eco] totalitarian regime becomes bigger.
It becomes more tempting, to say, 'well this is how we are going to do it.' And
everybody has to follow these rules. Otherwise we are all going to die.... How
is
it
do
have?
I
do
that
time
But
Nobody
knows....
a very serious
we
sense
much
deep issue that requires serious and deep learning in order to arrive at new
interview
(personal
than
buying-time
solutions...
solutions, rather
cosmetic or
2006).

Similarly,Sterling(2007)arguesthat the moreurgencywe face,the deeperlearningis
]
derives
[sic.
learning
"sustainable
that
required,and
changeand sustainablesocial
from engagement,reflectionand self-critique,ratherthan instruction"(79). Processorientedlearningsuggestedby Walsand Sterlingrequiresflexibility,sensitivity,and
patience,whichis not a quickfix.
A flexiblespeedof learningis criticalto crisis-affectedcontextswherea senseof
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urgency prevails. Miller and Affolter (2002) remind us that healingwork for crisisaffected children and rebuilding crisis-torn communitiesshould proceed gently and
slowly by attuning to their needs. Enhancingeach learner's self-esteemand creating
positive relationshipswithin a learning communitytake time.
However,slow and flexible paced learning do not mean simply denying, or
excluding,fast-paced learning. From a holistic perspectivewhich acknowledges
interrelatednessand interdependenceof all phenomena,opposites are considered to
be complementary(Capral 982). For instance,Abelardo Brenes points out that it is
importantto acquire life-saving relevant informationand skills quickly in the emergency
affected context as well as to understandthe difficulty in learning in a state of shock
(personal communication2008). What this principle suggests is a diversificationof the
speed of learning depending on the needs and readinessof learners where fast-Paced
learning is predominant.A self-determinedpace of learning tends to give each learner
flexible spaces for individual and collective reflections,which is, in turn, more likely to
conduciveto a sudden transformation in a learning process. So paradoxically,
acceleratedlearning (see page 98) would be more attainablewhen combinedwith a
flexible pace of learning.
From a curriculum development point of view, when community based participatory
approachesare employed, involving dialogue with local stakeholdersand integrating
local knowledgeand practice, educational change initiatives move inevitablyslowly
(Gonzalo Retamal 2007 personal interview). Flexibilityalso metaphoricallymeans to
tune into the appropriate 'rhythms' of those who are concerned,as John Barry points
out (see page 159). In other words, one rendition of 'flexibility' is cultural and contextual
sensitivity and nuancing in working with those who are affected by crises.

5.3.2. Principle 2: Balance
In order to better meet diverse learning needs, multiple ways of knowing and
expressionshould be incorporatedinto learning processes in a balanced way.
Learners'own unique experiences and cultural diversities should be seen as
important assets in learning.
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The importance of diversifying ways of knowing as highlighted in holistic renditions
of both fields is echoed by learning style theorists such as Gregorc (1982) and
McCarthy (11981).The common insights arising from their four types of learning style"
are as follows: there is no pure learning type and one learner can have more than one
learning style, there is no right and wrong learning style and no connection between
learning styles and intelligence.They point out that when learning is dominated by one
particular style, those who are not comfortablewith it are disadvantagedby feeling a
sense of stress, failure and alienation, so, in turn, affecting their self-esteem and
(1988)
Selby
learning
Drawing
these
Pike
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on
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achievement.
style
emphasize that it is critical to incorporate different learning styles so that "each student
has an equal opportunity to learn and succeed" (88).
Likewise, regarding diversifying epistemology,Hargreaves and Fink (2006) argue
that alongside cognitive and intellectual learning, affective learning plays an important
role:
All teaching and learning are emotional practices- in a good or a bad way, by
intent or neglect. Strong relationships with and emotional engagement among
tolerance,
for
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responsibility,
students provide essential prerequisites
being
demanding,
When
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are
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their
inclusive
to
when
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it
then
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all
at
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So the key message of above-mentioned educators is integrating diverse ways of
knowing and expression in a more balanced way. From a holistic/systemicperspective,
balance is not a simply'fixed' state of equilibrium, but it means a 'dynamic stability,' or
Umaintaining the same overall structure in spite of ongoing changes and replacements
57In Gregorc's (1982) model, by combining
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In
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the case of McCarthy (1981), one axis is about ways to perceive the information (concretely
or abstractly) and another is about ways to process information (actively or reflectively).
The suggested four types are: the innovative learner (concrete/reflective); the analytical
learner (abstract/reflective); the common sense leamer (abstract/ active); the dynamic
learner (concrete/active) (Pike and Selby 1988).
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of its components"(Capra 1982: 271). So depending on the learning context and needs
of the learners,different modes of learning should be applied flexibly. It is, however,
importantto rememberthat balanced pedagogiesdo not necessarilyguarantee
balanced learning experience because of the power inequalities among learners (Fien
2001).
With regard to crisis affected learners, Gonzalo Retamal'sviews below chime with
Hargreavesand Fink's point about the importance of dynamical balance between
cognitive and socio-affectivelearning.
If you invest in children now, on a cognitive level and on a psychosociallevel, you
are creating citizens that are going to be integrated and productive people. If you
don't do that now, what you are going to have is a reproductionof children that
are sick and want revenge. Obviously,that affects sustainable development
(personal interview 2007).
In contexts affected by crises, diverse pedagogies- for instance, using arts (e.g.
dancing, singing, drawing, poetry), story telling, role play - and affirmative learning
environmentshave been already suggested and implemented(Gonzalo Retamal
personal interviews2006,2007; UNICEF/Universityof Pittsburgh 2004). It is vital to
balance the preponderanceof transmissive mode of teaching with these participatory
approaches.
Further to these points, what are the capacitiesfor learners to develop in relation to

'traumas'and 'threats'in the face of actualand futureemergencies?
The notionof
'downshifting'seemsto bringimportantinsightsto the discussion.Accordingto Caine
and Caine(1997),downshiftingmeans"a psychophysiological
responseto perceived
threatassociatedby a senseof helplessnessor fatigueor both"(103).Theyexplain
thatwhenpeopledownshift,they are not capableof dealingwith complexintellectual
taskswhichrequirecreativityand criticalthinking,and tend to use simpleinstinctual
responsesandfostermemorization.Overall,downshiftingbecomesan obstaclefor a
lot of basiccapacitieswhicheducationseeksto develop.Theyfurtherarguethat not
onlytraumaticexperiencesbut also educationalpracticespredicateduponthe
mechanisticparadigmleadto downshiftingwhen combinationsof the following
elementsexist:predeterminedlearningoutcomesimposedby externalagency;very
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limited space for personal meaning making in learning: external control on rewards and
punishments regarding learning; individual work on unfamiliar learning contents
(ibid. :41-42). Caine and Caine (ibid.) state "underlying all of those conditions is a belief
structure that denies the learner's own purposes and meanings, even though they are
a critical part of the learning process" (42). So, it is important for teachers to change
their negative assumptions about learners' capacity for learning. In a fluid and uncertain
following
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5.3.3. Principle 3: Resilience
Enhancing resilience both at individual and community levels is vital for long-term
survival for both human beings and the environment
In any emergency situation full of uncertainty and replete with multiple possible
key
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levels
a
both
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and community
repercussions, enhancing resilience
at
for long-term survival. The importance of community resilience has been particularly
(e.
Twigg
by
hold
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risk reduction perspective
2007; UN/ISDR 2004).
Folke (2002) defines the concept of resilience as:
the capacity to absorb sudden change, cope with uncertainty and surprises while
for
the
desirable
functions.
renewal
Resilience
components
provides
maintaining
and reorganizationfollowing change (228).
In contrast to a vulnerable system which would break down faced with even small
changes and reverberations, Folke (ibld.) points out that "in a resilient system, change
has the potential to create opportunity for development, novelty and innovation" (228).
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Folke (ibid.) further states that "the degree to which the social-ecologicalsystem can
build and increase the capacity for learning, adaptationand respondingin a manner
that does not constrain or erode future opportunitiesis a central aspect of resilience"
(229).
Regardingdeveloping resilience at individual and community levels in crisis-affected
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cultural agriculture,fishery, and forestry to any perturbationssuch as diseases/pests
and fire, they affirm that ecological diversities are vital for long-term survival of species.
They also point out the mutually reinforcing nature of ecological and cultural diversifies.
Diverse ecosystemsgive rise to diverse cultures and, in turn, diverse cultural traditions
and knowledgehelp to conserve diversities of the planet. From the perspective that
"the Earth conditions are never constant" (italics in original, ibid.138), they state that:
If change is inevitablebut unpredictable,then the best tactic for survival is to act
in ways that retain the most diversity; then, when circumstancesdo change, there
will be a chance that a new set of genes, a species or a society will be able to
continue under the new conditions. Diversity confers resilience, adaptability and
the capacityfor regeneration(138-139).
So protectionof ecological diversities and diverse indigenousknowledge systems
should go hand in hand. Extrapolatingthis to learning,diverse ways of knowing and
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learning,
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as
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Another source of resilience lies in community.Arjen Wals states that creating more
168

sustainable communities plays a critical role in both preventing and/or mitigating a
crisis in the first place and in better responding to it when it occurs. He asserts that an
integrated society where a sense of community and values of pluralism exist, and
people interact with each other proactively,would be "more resilient like a healthy ecosystem. It can sustain. It can cope with stress better than an unhealthy system"
(personal interview 2005). His points are in line with the disaster risk reduction
approach (pages 84-85) which highlights the importance of creating a 'disaster-resilient
community' or 'sustainable community.'Such a community is characterized by mutual
trust, respect for cultural diversity (including indigenous knowledge), and active
community participationand self-reliance (Twigg 2007; UN/ISDR 2004).
Resilience is also enhanced by developing networks within and between
communities. Such a strategy has been common among grassroots alternative
movements (e.g. environmental, human rights, feminist, peace movements) to resist to
a dominant force (Selby 1997). Reflecting on the fact that the current powerful global
system has damaged previously existing local links and has made us more vulnerable
to any perturbations,Stephen Sterling points out the importance of creating "the
local
to
"
"we
the
he
systems,
rebuild
system, and
connectivity within
need
states,
integrated systems, which are not dependant on huge systems" (personal interview
2006).
Regarding Miller and Affolter's second question about the ways in which to develop
resilience, helping individuals develop their capacities to cope with great stress and
full
in
is
of
basis
learning
for
contexts
crisis-affected
adversity nonetheless critical as a
uncertainty and instability. Referring to the insights of resilience research on children at
various risk situations, Goldstein and Brooks (2002) describe the qualities of children
able to bounce back from hardships. They possess the ability to:
"

set realistic goals for themselves;

"

solve problems and make decisions;

"

see hardships as challenges rather than stress;

"

understand their own weaknesses and vulnerabilities as well as strengths and
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talents;
withothers;
" interactcomfortably
focus
have
their
decide
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over
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"
have
little
factors
they
than
these
which
over
on
energyandattentionon
rather
influence(3-11).
Thisdiscussion
resilientcapacityoverlapswiththatof lifeskills.According
on individual
to PikeandSelby(I 999b),lifeskillsgenerallymean"theskillsnecessary
for the
enhancementof psychologicalcompetence- those skills which enable the individual to
deal effectivelywith the demands, challenges and pressures of everyday life" (24).
Examplesof mutually reinforcing core life skills include: self-awareness,selfassessmentand self-esteem;communication;cooperation;critical thinking-,decision
making; problem solving; negotiation; conflict management;coping with emotions and
stress; assertiveness;values clarification; risk avoidance; information management;
empowerment(ibid. 25). They have particularly highlightedthe importance of selfesteem building since that has positive correlationwith pro-social values and with
positive academic attainment.
"Re-memberingand re-weaving the social and anthropologicalfabric!' (Bush and

Saltarelli2000:34) alsoplaysa criticalrole in developingresiliencein the aftermathof
58Bushand Saltarelli(ibid.) point
a crisis.Drawingon the work by CarolynNordstrorn,
the ontologicalfabricof a society'whichis
out the importanceof "reassemb[ling]
scatteredby a war (31). In sucha process,the employmentof narrativeis usefulin
understanding
and expressingdifficultexperiencesamongthoseaffectedby traumatic
events.UNICEF(2006)acknowledgesthe importanceof helpingchildrenmakesense
of traumaticeventsby expressingthemselvesas a key elementin buildingresiliencein
children.JohnBarry'sview belowcapturesthe importanceof narrative:
[Becauseof emergencies]everythingthat you had owned,your biography,your
familyalbums,your pictures- it couldall havebeendisappeared,gone.And
that'sdeeplydangerousfor humanbeingsbecausewe live narrativelives.We
like to havelivesthat can be livedwith storiesand knowwherewe've comefrom.
C. andMartin,J. (Eds.) (1992).ThePathto Domination,
'58Nordstrom,
Resistanceand
Terror(Berkeley:Universityof CaliforniaPress)
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And then suddenly there's a massive rupture. So I think, psychologyto me, as I
understand it, is about story-telling, re-weaving the reality of your life, the thread
of the connections that you have in your life and so on. So certainly for me that's
something I would urge in emergency education... It's almost like when you're
knitting, you lose the stitch, you lose the piece of wool... It's about re-weaving.
How can people re-weave that again? often together with their communities
...
(personal interview 2005).
In his follow-up interview Barry further elaborates the role of narrative as a source of
personal empowerment:
having a narrative understanding of the emergency,rupture, the stress, or the
...
trauma does not mean that people simply have to accept. They can resist It
...
could be an opportunity in using the emergency as a way of handling and
consciousness about the injustice of their society and that is what I mean by idea
of a narrative [so] that people make the emergencies meaningful (personal
interview 2006).
In addition, supporting the individual and community capacity of resilience, the role
of outsiders need to be critically examined. What is key is relationship building with

contextual sensitivity.Abelardo Brenes states:
I think resilience is a quality of human beings. Human beings have different
...
modes of resilience. So I think that in each given circumstance,as we enter into a
forms
the
be
high
to
of
should
recognizing
giving
relationship, we
priority
it
in
build
has.
And
to
that
our
upon
certainly
a
particular
group
resilience
help
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to
And
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also
of
solidarity
with
group
of
people.
relationship
recognize their own assets. So as we enter through an understandingof their
learning
by
that
honouring
learners.
Then
rationale, we are also
we are
2007).
interview
(personal
in
them
life
their
supporting
achieving
goals
5.3.4. Principle 4: Social Justice
SociaIjustice needs to be pursued by making sure of inclusiveness especially for
those who have become mýqrginafizedand vulnerable in the wake of a crisis as
discriminated
further
those
and
excluded
who already marginalized are
well as
against.
One of the points discussed in the interface analysis section was the issue of social
justice, more specifically, power inequalities in defining the scope and priorities for
fair
building
is
justice
and
Broadly
safe,
about
emergency and sustainability.
put, social
healthy relationships and structures that adequately meet the basic needs of all
Intergenerational
Toh
2006).
1969;
local,
levels
(Galtung
peoples at
national and global
justice, the notion put forward by the sustainabiIity-related education, is also an
important aspect of social justice.
At one level, social justice in emergency situations means inclusiveness in terms of
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access to educationfor those who are already marginalizedand those who are
excluded and vulnerable in the wake of a crisis situation (girls, the poor, minorities, in
particular).In spite of the increasing internationalawareness and efforts to secure
educationalaccess, access for those who are affected by crises often becomes closed
off. The challenge is summarized by the words of Save the Children (2006): "when
education is needed to help break the cycle of poverty,destruction and conflict, it is
least likely to be available" (5). Margaret Sinclair considers that it is indispensableto
provide quality of education for those who are disadvantagedin the wake of a crisis
(personal interview 2006). She elaboratesthe point as follows:
What I don't want is that the victims of conflict, or the very under-privileged
groups affected by an emergency are the only ones without education, because a
sustainablefuture requires them to be able to participate in the society. So if 80%
of the country were normal and 20% affected by conflict, and 80% has education
which is steadily improving and 20% has no education or very, very bad
education,then in the future those people will be very disadvantagedand it will
generate future conflict. It is quite likely that the conflict happened because of
divisions between regions or groups which were rich or poor anyway. In my
opinion there is more priority to fund the education of emergency-affected
populationsthan the others. It is difficult to do it. Therefore it will cost more. It is
often in a country that is poor and they don't give it a priority because their
political system probably doesn't prioritise those groups, or may not. [So] the
internationalcommunity should come in and should work on the situation until
those people can be re-integrated into the national education system.
At another level, the notion of social justice and inclusivenesshas profound
implicationsfor teaching and learning. For instance, diversifying pedagogies is indeed
a matter of securing more equal learning opportunitiesand success for learners with
different learning style preferencesas discussed in Principle 2 above (see page 165).
In an emergency affected context, Gonzalo Retamal points out that a purely cognitive
curriculum plays an excluding role for those who are traumatized and emphasizes the
importanceof affective aspect of learning (personal interview 2006,2007). He says:
If you do not solve the problems of anger of children who have been victims of
wars or violence you are promoting violence among the excluded, not only
excluding them economicallybut also excluding them from being. It is double
exclusion.The issue has to be resolved first at the curriculum level, it is not
sufficient to put it at the end of the curriculum... Psychosocialapproaches...
should be central [emphasis in bold italics is added by Retamal in his
transcription] (personal interview 2006).
So conceived, his proposal of 'integral curriculum'which is balanced by incorporating
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"more psychosocial approaches" is a matter of educational access.
From a social justice perspective, it is important to help people to understand the
root causes of emergency and to participate in change processes.As discussed in
Chapter Three, emergency education has been missing this critical element to a large
extent. From a critical view that an emergency "hasn't simply just happened out of
nowhere," understanding structural causes which made it happen becomes vital (John
Barry, personal interview 2006). Critical thinking, personal and group reflection as well
as communication (including listening) skills need to be developed among learners.

5.3.5. Principle 5: Interconnectedness
Helping learners to understand and realize profound interconnectednessat
multiple levels.
The strong influence of the dominant neo-liberal form of globalization underpinned
by the mechanistic and positivistic paradigm has been discussed in Chapter One
(pages 15-19).A core characteristic of the paradigm is fragmentation, in contrast to the
interconnectednessof the holistic and ecological paradigms.
In crisis-affectedsituations where pre-existing environmentaland social structures
fragmented
broken
is
damaged,
fabrics
re-connecting
and
are
and personal ontology
Saltarelli
(Bush
become
levels
and
vital
parts and re-building relationships at multiple
2000; John Barry, personal interviews 2005,2006; Klein 2007). Being sensitive to the
local knowledge and process (Principle 1) and creating connectivity play an important
role in enhancing resilience (Principle 3), as discussed above.
From a holistic perspective, Miller (2000) explains the wholeness at five different
levels of interconnectedness. Key claims at each level are as follows:
*

the person: the human being is considered as "a complex interrelated system of
help
is
to
the
(24)
being"
aim of education
and
abilities, potentials, and creative
nurture the intellectual, emotional/ affective, physical, social, aesthetic, and
spiritual elements of the whole person;

e

the community: community is uthegroup of people with whom one has frequent,
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meaningfulinteractionson and an ongoing basis" (25), and a holistic view is
concerned about the developing quality of human relationshipswithin
community, which are characterizedas open, caring, democratic, participatory;
and diverse;
*

the society: a holistic view calls for critical examinationof dominant modern
scientific values which underpin economic and political systems perpetuating
inequality,discrimination,violence (26);

*

the planet: in order to solve planetary environmentalissues, it is important to
cultivate "a healed relationship between humanity and the larger context of
evolving life of which humanity is only one part" (27);

e

the cosmos: the cosmos or spirituality gives "an orientation to our existence that

recognizeswholeness, relationship,context, meaning - including the ultimate
source of meaning" and it "engenders our highest moral values - compassion,
humility,altruism, peace, justice and love" (31).
Miller (ibid.) points out that it is important to be flexible in focusing on particular
level(s) without losing sight of other levels. Applying his framework to current holisticoriented interpretationsof emergency education, it is apparent that they are primarily
concernedwith the levels of person and community (e.g. Miller and Affolter 2002;
UNICEF/Universityof Pittsburgh2004) and by and large miss the social level (critical
examinationof the dominant worldview), the planetary level (human/nature
connectivity),and the cosmos level (spirituality).Applying it to the holistic renditions of
sustainability-relatededucation, some touched on all levels but others (e.g. Fien 2001;
Wals and Heymann2004) do not seem to include the level of cosmos (spirituality).

5.3.6. Principle 6: Anticipation
Learners should be given opportunities to clarify future aspirations and needs
individually and collectively,and develop pro-activity and capacities for coping
with difficulties, dilemmas and setbacks and for taking positive actions.
One of the insights emerging from the interface analysis is that a future perspective
is not strongly represented in the field of emergency education.As argued earlier,
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emergency education especially during the acute emergency,has been reactionary
rather than proactive in preempting crises and taking a longer time perspective (page
156). Because of the multi-faceted nature of ongoing and future emergencies, more
forward-lookingthinking and action become salient.
Referring to 'anticipatory education' as a synonym of educationfor sustainability,
Stephen Sterling and Arjen Wals have argued that education should play a proactive
role rather than a reactive and remedial role in dealing with crises (personal interviews
2005,2006). In the words of Sterling,
We need to exercise a consciousness now which is qualitatively different in as
much as we need to be able to anticipate the future - which is quite difficult to do
for
fifty,
be
to
the
to
the
or
and
able
anticipate
next
consequences
actions
of
our
a hundred years plus (personal interview 2006).
In taking uncertainties and consequences of climate change (see pages 9-13) into
consideration, developing adaptive capacities at both individual and collective levels
also become critical; in other words, capacities for resilience as described under
Principle 3.
In the discussion of the future, the notion of 'anticipatory democracy' coined by
Toffler (1970) is helpful. His main thesis is that everyone needs to consider negative
future scenarios and actions with a view to preempting them, as well as individual and
When
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them.
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to
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view
scenarios and actions with
collective positive
but
to
in
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to
changes
emerging
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pace of change society was slow, was possible
because of the acceleration of change, he argues, we must "anticipate and design the
future" (438). Reflecting on the fact that a future scenario is often determined by those
importance
for
the
he
of
the
critical
who are powerful and support
status-quo, argues
involving ordinary citizens in thinking about future questions, such as: "How are
"
future?
for
the
is
Who
to
futures
be
defined?
to
And
by
set goals
preferable
whom?
(427) He also points out the importance of creating a system through which their
'social
)
(ibid.
Toffler
be
As
suggests
aspirations can
expressed. one such mechanism,
future assemblies', where representativesfrom diverse groups of citizens including
those who are normally marginalized voice their wishes for the futures and engage in
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future-orienteddialogue.
Implicationsof futures perspectivesfor education have been articulated by futures
Holden
Hicks
and
as
educators,global educators, and sustainabilityeducators, such
(1995), Hicks and Slaughter (1998), and Pike and Selby (1988; 1999a; 2000). They
have commonly argued that a futures perspective is largely missing in current
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critical pedagogicalaspects of
screeping'emergencies.
Furthermore,taking into fluid and uncertainfutures into consideration,the following
attributes become important for learners to develop: capacity to deal with paradox and
uncertainty(Caine and Caine 1997); emotional coping skills to deal with overwhelming
feelings (Macy 1983; Selby 2007b; O'Sullivan 1999,2002), and anxiety and
depression(UNICEF UK 2008). The futures perspectivecould also play a critical role in
enhancing personal resilience in the aftermath of crisis, since a vision for the future
allows people to develop ways of coping with hardships(Edmund O'Sullivan personal
interview 2007). Moreover,it becomes importantto help learners take concrete action
to make tangible changes, however small, in their immediate environment in order to
sustain a sense of hope (Susan Nicolai, personal interview 2006, see page 103).

5.4. Implications of Six Learning Principles for Facets of Education
Further to the principles and rationales explained above, Table 9 below lays out the
implicationsof each principle at more practical levels: policy, curriculum, pedagogy,
non-formal/communityeducation.The distinctions between those different levels are
pragmatically,in the final analysis even arbitrarily.
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Principle 1: Flexibilit
As opposed to an externally imposed quick fix approach for instant measurable
results, learning at a self-determined, flexible and gentle pace is particularly
important in the long run for those who are affected by a crisis.
Polic
Legitimize diverse speeds for learning, with particular emphasis on waiting for
the learner's readiness and permitting depth of reflection (e.g. secure time for
experiential learning, discussion and reflection during learning; making the
learning needs of the learner a principal determinant of the pace of learning)
Focus on enhancing quality of learning and learning experience
Involve local stakeholders in curriculum change and implementationprocess

Curriculum
Include learning outcomes/goalsfor nurturing self-esteem,joy of learning,
enhancing relationships, healing trauma of the learning community
Build in some flexibility in timetable so that different speeds of learning could be
accommodated
Integrate local and indigenous knowledge
Embed relaxation exercises in curriculum
Pedagog
"
"
"
"

Give sufficient time for personal and collaborative reflection and debriefing
Teachersto be flexible and sensitive to different paces of learning among
learners and the impacts of trauma
Encourage multiple modes of knowing (e.g. the rational, emotional, embodied
and intuitive)
Create a supportive and safe learning environment

Non-formallCommunit
Promote local stakeholder's involvement and contribution to planning and
implementationof educational initiatives, giving voice to indigenous ways of
learning, and cultivating a sense of enjoyment
Principle 2: Balance
In order to better meet diverse leaming needs, multiple ways of knowing and
expression should be incorporated into learning processes in a balanced waY.
Learners'own unique experiences and cultural diversities should be seen as
important assets in learning.
Polic
Legitimize equal use of different learning styles
Develop assessment and evaluation mechanisms to validate different learning
styles
Nurture comprehensivewell-being of learners including the physical, mental,
emotional and psychological through learning
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Curriculum
Develop learners' cultural sensitivity and tolerance
Leave some flexibility to adjust learning contents based on learners' learning
needs
Pedaqoq

Employ diverse teaching and learning approachesby putting more emphases
(in
balance
to
telling,
the
order
play
and role
use of arts, story
on
preponderanceof transmissive modes of teaching)
Create an appropriate balance between cognitive, socio affective and somatic
learning; balance between participatorymethods and information inputs
Ensure a dynamic balance between theory and practice
Non-formall Communit
Create links and synergies between formal learning and informal/community
learning
Principle 3: Resilience

Enhancing resilience both at individual and community levels is vital for longterm survival for both human beings and the environment.
Polic
Protect and enhance ecological and cultural diversities, and indigenous
knowledgethrough educational practices
Embed emergency preparedness,adaptation, mitigation, resilience in national
and regional educational policies

Curriculum
between
diversities
Understand
interconnected
the
ness
ecological
and
cultural
0
(e.
Develop
life
g. communication;cooperation;conflict management;
skills
0
emotional coping skills with stress, anxiety and uncertainty; risk avoidance;
critical thinking)
Nurture
learners'
self-esteem
0
(i.
identify,
knowledge
Develop
perspectives,
self
critical
awareness
of
e.
of
own
0
values and potentials)
Peda-qo-q

Use diverse ways of knowing (e.g. narratives/ story telling, play, and future
visioning)
Balance different modes of learning (e.g. individual, peer and group learning,
role play)
Non-formall Communit
Contribute to create a local community which respects diversities, has social
support networks and communication, as well as possessing a sense of trust,
caring and reciprocity
Develop learners' livelihood skills (e. g. skills for local economy, agriculture and
arts/crafts)
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Develop learners' problem-solvingand conflict resolution capacities
Principle 4: Social Justice

Soclaijustice needs to be pursued by making sure of Inclusiveness especially
for those who have become marginalized and vulnerable in the wake of a crisis
as well as those who already marginalized are further excluded and
discriminated against.
Policv
Improve access to education especially for those who have been excluded from
(e.
the
before,
during
poor,
g.
girls,
crisis
and
after
a
educational opportunities
ethnic minorities)
Support diversifying pedagogies so that the quality of learning is open, enriched
and enlivened for all

Curriculum
Examine the root causes of emergencies/criseswhich learners have
experienced
Develop critical thinking, communication skills, and collective and individual
problem-solvingskills as well as pro social values and attitudes
Pedaqo-q

"
"
"

Incorporate cooperative teaching and learning approaches
Use personal and group reflections to deepen understandingof social justice
aspects of the emergency
Create an inclusive learning atmosphere where learners can feel a sense of
belongings
Give voice to the marginalized and severely crisis-affected
Promote a cultural, religious and gender sensitive process of learning

Non-formallCommunit
Make visible changes in the immediate environment, however small
Make voices of those who are affected by a crisis heard in a policy making
process
Principle 5: Interconnectedness
Helping learners to understand and realize profound interconnectedness at
multiple levels.

Policv
Legitimize whole person development including the intellectual, emotional/
affective, physical, social, aesthetic, and spiritual

Curriculum
Understand interconnectedness between learners themselves and the wider
world, as well as human beings and nature
Develop pro-social moral values such as compassion, tolerance, peace, justice,
equity
and
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Peda-qo-q

(e.
learning
Use
g. metaphor,story, arts)
of
various modalities
0
that
learners
learning
that
Use
can
experience
so
peer, cooperativeand group
0
their own learning depends upon others
knowing
foster
Develop
thinking
of
modes
relational
and
systemic
0
Non-formall Communit
Build formal and informal learning links by raising awareness of causes and
implicationsof a crisis among parents and members of communities
Principle 6: Anticipation
Learners should be given opportunities to clarify future aspirations, needs and
for
develop
individually
coping
capacities
pro-active
and
visions
and collectively,
with difficulties, dilemmas and setbacks and for taking positive actions.
Polic
Embed emergency adaptation, prevention, preparedness,mitigation, and
resilience into all educational policies

Curriculum
"
"
"
"

Understandthe dynamic relationship between past, present and future as well
as the relationshipbetween the local and global
Develop a vision for alternative and positive futures
Understandlong-term consequencesof present actions and potential future
disasters and risks
Develop learner's capacity (skills, knowledge and attitudes) for taking concrete
actions towards envisioned futures, reducing risks, and to dealing with difficult
emotions

Pedagogy

Build a scenario (active envisioning)for preferredfutures
Translate learner's visions of preferred futures into action plans, and implement
the actions
Non-formallCommunit
Make a visible change in the immediate environment,however small (including
through whole-communityimplementationof action plans)
Communicatepotential future risks and take actions with members at the
community level and beyond
Table9. Six holistic and sustainable learning principles: Implications

5.5. Conclusion
The interface analysis of the fields of emergency education and education for
sustainabilityhas illuminated three key issues. First, there exists a clear overlap
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between emergency education and education for sustainability in that emergencies are
symptoms of the wider issues arising from socio, economic, political and environmental
vulnerabilities, themselves manifestation of unsustainability.In order to address
emergencies at the deeper level, the moral exclusion seated in the unconscious mind
of those who are materially privileged needs to be challenged. Second, it is important
to examine the assumptions behind the time scale and speed of educational change
and learning processes. Especially for the field of emergency education, not only
considering longer-time implications of any phase of an educational initiative, but also
preventing and mitigating potential emergencies are as important as responding to
them. In terms of the speed of educational change, slow work - in its literal and
metaphorical use - seems to be paradoxically critical in the contexts where urgency is
normally emphasized. Third, for both the fields of emergency education and education
for sustainability,moving away from the vicious cycle of violence by deeply reflecting on
the purposes of education remains a challenge.
The proposed six principles - flexibility, balance, resilience, social justice,
interconnectedness,anticipation - are attempts to address the above mentioned issues.
These mutually embedded and visionary principles are underpinnedby cross-cutting
themes of diversity, active participation, autonomous and collective decision making,
reflective meaning making processes, multiple ways of knowing, and cultural and
contextual sensitivity.
The following two overlapping questions raised by the phase one participantswill be
kept as a frame of reference in exploring these principles in the chapters to follow. How
do these principles help guide the process of prioritizationwhen they put extraordinary
demands on teachers, students and administrators?(Peter Buckland, personal
communication 2008) How can these principles become useful in situations of resource
constraint? (Margaret Sinclair, personal communication 2008)

181

CHAPTERSIX
A Cosy'Add-on'or

Cases
Linked
Two
A
Study
Potential?:
Transformative
of
of

6.1. Introduction
This chapter intends to explore the last research question laid out in Chapter One
(see page 31) what insights arise from applying holistic and sustainable principles to
concrete and projected emergency education situations fomented by climate change
and other causes?The interlinked Plan International'sChildren and Young People at
the Centre of Disaster Risk Reduction programmeand its new multi-agencyinitiative
called Children in a Changing Climate (CCC) programmeare to be here examined as
two linked cases. Thorough a combinationof purposiveand convenience sampling
methods (see pages 55-56), the former was chosen because of its intention to address
root causes of emergencieswith a view to identifying long-term solutions, and the latter
for its anticipatoryfocus on impacts of climate change, which is a current gap in both
the fields of emergency education and sustainability-relatededucation.As the section
below details, Plan as an organization has been developinga comprehensive
conceptualizationand approach to emergencies,which underpin the two initiatives.
The analysis and the discussion in this chapter are informed by qualitative data
emerging from interactionswith eight research participantsas well as a review of
relevant organizationaland programmaticdocumentation.
This chapter first introduces Plan Internationalby describing its key organizational
structures, programmeapproaches in general and approachesto emergencies and
disasters in particular.Second, it outlines the Children and Young People at the Centre
of Disaster Risk Reduction programmefollowed by the Children in a Changing Climate
programme.Third, educational practitioners' insights and perceptions regarding
opportunitiesand challenges in applying the proposed holistic and sustainable
principleswithin the linked cases are explored.
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6.2. Plan International
Established in 1937, Plan is one of the largest and oldest international child-centred,
community development organizations. It is primarily concerned with causes of child
poverty. Plan implements projects in the areas of health, education, livelihood, habitat
and relationship building in 49 developing countries around the world. It has 16 national
offices based in developed countries, four regional offices (in Thailand, Senegal, South
Africa and Panama), and its international headquarter in the U. K. Plan is a completely
independent organization supported by more than one million individuals through child
sponsorship as well as by various donors of grantS59(Plan 2007a; 2008a).

The organizational vision is "a world in which all children realise their full potential in
societies that respect people's rights and dignities" (Plan 2008a). According to the
organization's mission statement, Plan strives "to achieve lasting improvementsin the
quality of life of deprived children in developing countries, through a process that unites
people across cultures and adds meaning and value to their lives" by:
"

"
"

enabling deprived children, their families and their communitiesto meet their
basic needs and to increase their ability to participate in and benefit from their
societies
building relationshipsto increase understandingand unity among peoples of
different cultures and countries
(Plan
2008a).
the
interests
the
rights
children
promoting
and
world's
of

As the above-describedvision and mission statements show, Plan is committed to
promoting participation, local ownership, cultural respect, solidarity, and fulfillment of
human rights.
Through a 'multi-level approach', Plan simultaneouslyworks at
grassroots/community, national, and international levels. Plan has had a particular
families
their
level
in
and
strength grassroots
working partnershipswith children,
community members for a long period of time. It consciously builds trust and solidarity
with local communities over time (Plan 2007a).
Plan has recently shifted its organizational approach from a needs based approach
'59In 2007,72 percentof income(US 428 million dollars)came from individualdonation
through child sponsorship.Other fundingsourceswere throughgrantsfrom bilateraldonors
and privatesectors(Plan 2007a,2007b).
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to a rights based approach.60As a conceptualand operational programmeframework,
it adopted a Child Centred CommunityDevelopment(CCCD) approach in 2003. This
rights based approach is underpinnedby the 1989 UN Conventionon the Rights of the
Child and their initiatives are increasinglyframed accordingto the Convention'sfour
pillars of rights: survival, development, protection and participation.Plan's CCCD
approachpromotes active participationof children as well as their families and
communitymembers in identifying and solving problems by themselves. Plan (2007b)
states that "Listeningto, and acting on, what children have to say about their needs
and concerns are key to its success" (6). It is importantto note that the CCCD
approach intends to address not only symptomsof problems but also their structural
causes, and to reinforce Plan's commitmentto building trust, partnershipsand
networksat community,national and internationallevels (Plan 2007a, 2007b).
In terms of primary school education, Plan has a framework called the School
ImprovementProgram based on their accumulatedexperience of basic education in
developingcountries.The following eight core elementsare suggested:
ensuring teachers are competentand motivated
promoting active learning methods supported by appropriate teaching and
learning aids
" promoting the active participationof children and parents in school
governance
learning
and
effective
a
safe,
sound
ensuring
environment
"
" establishinga relevant curriculum
for
(which
includes
that
properly
prepared
school
are
children
ensuring
"
ensuring good health and nutrition, access to early childhood care and
development[ECCD] and the support of parents)
leaders
supportive
school
and
empowered
ensuring
"
(from
for
the government)and an
supervision
supportive
advocating
"
acceptable level of governmentbudget allocation (Plan 2004).

"
"

This systematicapproach involves the whole school and addresses school governance
issues. This approach has already been implementedin more than 20 countries (ibid.).
Plan is also active in developmenteducationwhich aims at helping raise awareness
issues
development
among children and young people in
of
various
and understanding
60Ansell (2005) explains that a needs based approach to development is to meet the
welfare needs of poor people, women and children and they were treated as passive
beneficiaries. NGOs began to take a rights based approach to development during the last
decade, emphasizing participation. The UN Convention on the Rights of the Child
underpins such an approach.
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developed countries and at supporting their actions in developed and developing
countries. One of the recent projects, 'Make the Link, be the Change,' addresses the
issue of climate change. It links 3000 students from 12 countries6lto discuss the issue
of climate change and its impact as well as mitigation and adaptation strategies using
shared lesson plans, an interactive website and conference facilities. Artifacts created
through the project will be displayed at climate change internationalconferences and
World Museum Liverpool, U.K. (Plan 2008a).
The majority of the countries in which Plan works are the world's poorest countries,
which have been affected by the increased number of emergency and disaster
situations in recent decades. Although Plan is not a relief organization, it considers that
"humanitarian response is a key component of Plan's work" (Plan 2007a: 56).
According to the draft Plan's Progamme Framework 2009-2013: Promoting Child
Rights to End Child Poverty,62
disasters, some caused by climate change, are
and
environmental
conflicts
,..
increasingly resulting in humanitarian emergencies,with children and young
people often finding themselves the most vulnerable in these situations. In the
International
forms
disaster,
States
as
such
and
actors
of
worst
may collapse
NGOs may temporally need to take responsibilityfor basic service delivery.
Building resilience to mitigate the impact of crises needs to be part of
development programming, and responses should be shaped by these same
principles of rights and accountability.The role of children and young people can
(Plan
d.:
5-6).
be
this
harnessed
increase
to
n.
resilience
very
effectively
often

Plan(2008b)clarifiesits work in relationto emergenciesas follows:
Plan works to ensure the right of children to quality education both during nonemergency situations and in the context of emergencies - during emergencies as
the
It
growing role
supports
and
after
emergencies.
well as
recognizes, promotes
of children to be actively involved in preparing for and preventing emergencies.
Although this usually take place within the school environment and it often closely
connected to lessons within the school, preparednessand prevention activities
that are initiatives within schools often extend beyond the school environment to
(4).
in
[Italics
into
original]
communities
out-of-school peers and
In order to mainstream the work related to emergencies, Plan has developed the Policy
on Disaster Response (2005b) and Strategy to Strengthen Plan's Disaster
Management (2007c). According to the latter, one of the objectives is to "integrate
61They include U.K. and 11 developing countries (Plan 2008a).

62This is a draft internaldocument,which has not been approvedby the Boardat the time
of writing.
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disaster risk reduction practice into all Plan programs"and it states that:
Disaster risk reduction acts as the link between humanitariandisaster response
and development.A coherent approach to chronic and predictablecrises can
decrease vulnerabilityand empower communitiesto be resilient to the impact of
natural hazards, protect developmentgains and prevent future development
losses, and promote consistent and strategic funding (6).
In the processesof emergency response and disaster preparednessand risk
reduction, Plan recognizesthat children are not only beneficiaries/ passive victims but
also survivors/valuable actors. One of the key lessons learned in response to the 2004
Asian Tsunamiis the importanceof "an improvementin the overall quality of
emergencyresponse by broadeningthe consensus on children's capacity to be
valuable actors in emergency relief, thus giving them better control over their lives at
times of crises" (Plan 2005a: 7).

6.3. Children and Young People at the Centre of Disaster Risk Reduction
Programme
Plan's Children and Young People at the Centre of Disaster Risk Reduction
programmeis funded by the UK Departmentof InternationalDevelopment(DFID) for
five years from January 2006 to December2010. Nick Hall, Project Manager,explains
that a few years ago DFID began to be concerned about the increasing number and
scale of disaster impacts on developmentefforts, and they decided to spend 10% of
what they spend on disaster responses and on disaster risk reductions at community
level. Subsequently,they gave six NGOs (i.e. ActionAid, Christian Aid, Plan UK,
PracticalAction, Tearfund,the British Red Cross/ International Federationof Red Cross
and Red Crescent Societies) a separate grant to conduct their own disaster risk
reduction initiative, requestingthese NGOs to work together (personal interview 2008).
A goal of the DFID-fundedPlan's disaster risk reduction project is to "reduce
immediate and long-term impact of disasters on communities, particularly children and
young people" and the purpose of the project is to "strengthen community's resilience
to disasters through the developmentof robust and replicable practices for managing
child-centeredcommunity-baseddisaster risk reduction (DRR) and contributing to
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positive changes in international policy and practice" (Plan UK 2005:1). Two outputs of
the programme are given below:
Output 1: Increased capacity of communities and partners to manage childcentred DRR processes, integrating children and young people's participation
into planning, implementationand evaluation
Output 2., Increased recognition among international and national policymakers
and other actors (humanitarian NGOs, academia, media etc) of the importanceof
children and young people's participation in risk reduction and managementof
disasters (ibid.).
Nick Hall explains that traditional disaster management is a 'linear'but circular concept
as depicted in Figure 7 below:

Emergencies

5Response

Preparedness

Reconstruction

Figure Z Traditionaldisaster management cycle

Nick Hallexplainsthat this conventionalmodelfocuseson the disaster/hazardor
from
In
famine).
the
(e.
drought,
a
contract,
physicalcauseof
event g. earthquake,
disasterrisk reductionperspective,a disasteris consideredto take placewhenthe
hazardhits a vulnerablecommunity.Therefore,the emphasisshiftsfrom hazardto
by
importantly,
the
disaster
quo
status
vulnerabilityand,
risk reductionchallenges
the
the
and
model,
addressing underlyinggeopoliticalcircumstances,an economic
issuesof governance.So "it becomesintenselypoliticalultimately...", whereas
focusingon emergencyresponseis apolitical,he states(personalinterview2008).
This DFIDfundedPlan'sdisasterrisk reductionprogrammeinitiallystartedin three
countries(i.e. the Philippines,El Salvador,SierraLeone),followedby a furtherfour
countries(i.e. Bangladesh,Cambodia,DominicanRepublic,Indonesia).The
programmeintendsto includeat least 10 countriesin total duringthe fundingperiod
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(Plan UK 2008b).
Plan has been developing a project monitoringframework based on a document
called Characteristicsof a Disaster-resilientCommunity.A GuidanceNote (Twigg 2007).
This document correspondsto the five thematic areas identified in the Hyogo
Framework(see pages 84-85) (i.e. governance; risk assessment;knowledge and
education; risk managementand vulnerabilityreduction; disaster preparednessand
response).
Within a broad programmeframework, each country has developed and
implementedvarious initiatives according to local contexts. Based on the project report
(Hall 2007a, 2007b; Hall and Hawrylyshyn2008a, 2008b; Plan UK 2008), some
examples of implementedactivities at the community and country levels are as follows:
0 Capacity building and training (for children, child leaders, parents, school
teachers and principals, local municipal authorities, mayors, Plan staff, other
NGOs staff) with topics for training including: disaster/emergencypreparedness,
hazard and risk assessment, a child rights-basedapproach, water and
sanitation, climate change, child-led disaster risk reduction micro projects, safe
school construction;
Working within school systems and Ministries of Education (MOE) (e.g.
developing lesson guides/ teacher training manuals for school teachers on
global environmentalissues, safe school; giving workshops for MOE officers;
having embedded disaster risk reduction elements in school curricula in El
Salvador and Indonesia);
Working with academics (e.g. collaborative research projects on children's role
in risk communication);
Advocacy work (e.g. the Safe School Campaign in the Philippines;a children's
awareness raising radio programme on climate change adaptation and food
security in Sierra Leone).

188

The child-led disaster risk reduction micro projects 63are unique aspect of this
programme.They combine risk mapping exercises with a child-led project to reduce
disaster risks in a local community by providing children with $ 500 without any
conditions, "except for they spend 5% of the money telling their community what they
(Nick
Hall,
"
"requires
be
them
to
transparent
the
open"
and
money on, which
spent
personal interview 2008). He goes on to say that:
the accountability is downwards, horizontal to their community, not to us. So
...
is to legitimize their voices, to raise
the primary purpose of those small grants
...
their self-confidence and to encourage their community, their parents, their
schools, their local government to believe that children can be responsible young
citizens.... They do small projects which might actually reduce the risk of a
disaster in the future as well. But the primary purpose is to legitimize their voice
first
is
That
the
them
their
trust
to
to
more.
confidence and
and
raise
make people
step (personal interview 2008).
Based on a positive view of children's potentials as change agents, he emphasizes the

importance of building children's self-confidence.

6.4. The Children in a Changing Climate Programme
A multi-agency progarnme called the Children in a Changing Climate Programme
64
initiative.
(CCC) has its origin in the above-described Plan's disaster risk reduction

CCCaimsat:
Secur[ing]children'sinfluencein preventingand adaptingto climatechangeat
Nations
United
to
the
from
families
their
climate
level
and
communities
every
changenegotiations(CCCn.d.).
Plan's progarnme partners at the time of writing include:
(http:
U.
K.
//www.
ActionAid,
actionaid.oM.
o
-uk-1)
An NGO which has worked collaborativelywith marginalized communities
around the world for more than 30 years, it addresses poverty, underlying
injustice and inequality.

63Examplesof the types of implementedprojectsIncludecommunityclearingand garbage
disposal,drainagechannel,road safety in El Salvador;and safe water,schoolsafety,tree
planting,vegetableand cassavaproductionin Sierra Leone.
64This initiative is funded by part of the DFID
Young
Children
the
to
and
grant allocated
People at the Centre of Disaster Risk Reduction and the grant from UK Economic & Social
Research Council (ESRC).
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Footprintfriends,U.K. (httr)://www.footi)rintfriends.com/)
Launchedin 2007, it aims at raising awarenessabout climate change and
its
issues
11-18
social networking
using
old
years
among
global environmental
site.
Institutefor DevelopmentStudies (IDS) at the Universityof Sussex, U.K.
(http://www.ids.ac.uk/).
Establishedin 1966, IDS attracts worldwide recognitionfor its high quality
teaching, innovative research and communicationon a range of aspects of
internationaldevelopment.Before the CCC partnership,a small number of
involved
IDS
Change
Disaster
Group
Climate
from
the
were
at
and
researchers
in the first phase of the disaster-relatedresearch projects with Plan. The
projectswere investigatingchildren's role in disaster risk reduction working
closely with Plan's Country officers and local academics in El Salvador and the
Philippines(Tom Mitchell, personal interview 2008).
National Children's Bureau, U.K. (http://www.ncb.org.uk/Page.asr))
Funded in 1963, it is a charitable organizationfunctioning as an umbrella body
for organizationsworking with children and young people in England and
Northern Ireland. It helps to promote children's and young people's voices,
participationand well-being in all aspects of their lives.
Risk Frontier at Macquarie University,Australia (httiD:
//www.riskfrontiers.com/)
This not-for-profit research organization has international expertise in
quantitative natural hazard risk assessment and risk management.Over a
decade its research activities have particularlycontributed to insurance
companieswhich are under increasing pressure to minimize risks and increase
returns.
Save the Children UK (htti)://www.savethechildren.net/alliance/index.html).
Save the ChildrenAlliance works in more than 100 countries and it is the
th
its
90
largest
independent
world's
children's rights organization celebrating
anniversary in 2009. It addresses issues of education, health, hunger, rights
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and economicjustice.
UNICEF UK (http://www.unicef.org.uk/)
UNICEF UK is one of 36 UNICEF National Committees based in developed
countries. Key activities include fund raising for UNICEF's international
initiatives, education and advocacy (influencing government policies on behalf
of children's rights).
Nick Hall explains that climate change "was mentioned in the [original DFID funded
programme] proposal as one of the contextual variables" but he reflects that the issues
of climate change became ever more salient as the project unfolded. During the field
research for the Children and Young People at the Centre of Disaster Reduction
Programme in early 2007 in the Philippines right after a devastating typhoon,
researcherswere struck by local children's concerns about climate change. When
asked the cause of the disaster, small children suddenly associated the heavy typhoon
with climate change. He reflects the incident:
I got to hear children saying it is climate change that is important, that is
when
...
very valuable for me from a tactical point of view... When [the rest of the
We
in
'Why
interested
are not climate
change?
organization] say,
climate
are you
change scientists. We do not know anything about climate change,'l would say'l
am doing it because children have told us that we,have to.'So I use [this] as part
of the strategy to shift the organization along towards a rights based approach
(personal interview 2008).
In addition to acting upon the best interests of the children, other factors - the
increasing number and intensity of weather-related natural disasters, emerging
research findings on children's capacity to be good risk communicatorsand their good
65
international
increasing
long-term
the
issues
understandingof
and
environmental
,
disaster
link
the
to
the
policy-level concerns around climate change - were
motivations
interview
Hall,
(Nick
initiative
personal
and climate change more closely
risk reduction
2008).'
Subsequently,in the middle of 2007, Plan and IDS agreed to jointly initiate the CCC
programme (Nick Hall, personal interview 2008). Soon after this agreement, greatly

65For instance,see Mitchellet aL (2008).
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helped by the National Children's Bureau (NCB), the programmehelped four children United
in
the
to
from
Indonesia
from
Sweden,
UK,
participate
from
the
two
one
one
Nations FrameworkConventionon Climate Change (UNFCCC)13thConferenceof the
in
CCC's
finalizing
in
2007.
After
December
(COP
Bali
strategy
13)66in
Parties
February2008, the programmewas formally launched in Bonn in June 2008. Although
the CCC initiative is "in its infancy" (Hamish Mackenzie,personal interview 2008) and
the programme"still remains a loose collaboration"of partner organizations(Tom
Mitchell, personal interview 2008) at the time of writing, CCC keeps growing organically,
developing its operational mechanismand facilitating various activities under four
themes - research,action, learning, and policy - which will be elaborated below.
Three broad considerationsinform the CCC initiative. First, it addressesthe urgent
facing.
According
to
the
world
are
around
challengesof climate change which children
one of the programmepublications:
For children all over the world, climate change means the future is far from
predictable.... it is children in least developed countries that are most at risk. They
are far more likely to be killed or be severely affected by disasters triggered by
increasinglyunpredictableand severe weather.They are in more danger of being
drawn into conflict over scarce national and natural resources. For millions of
today's children climate change signals crisis. For them and the next generations,
fuse
disasters
(CCC
d.:
2).
tomorrow's
burning
is
priming
n.
slow
climate change a
Second, CCC regards children as active agents of change as well as rights-holders,as
Rights
Child.
Third,
CCC
UN
Convention
the
the
in
1989
the
the
of
on
articulated
programmeis collaborativelyrun by all the partner organizationsand no single
d.
).
(CCC
initiative
dominates
the
n.
organization
The CCC programmeconsists of four mutually linked strands of activities: research,
action, learning and policy. One or two partner organizationsare identified as a lead
per strand. The research strand led by IDS aims to conduct "Innovativeaction-research
66This is the first internationalclimatechangetreatywhich came into force in 1994.192
countriesratified.Underthis Convention,governmentsare to "gatherand share information
on greenhousegas emissions,nationalpoliciesand best practices;launch national
strategiesfor addressinggreenhousegas emissionsand adaptingto expectedimpacts,
includingthe provisionof financialand technologicalsupportto developingcountries;
cooperatein preparingfor adaptationto the impactsof climatechange." Conferenceof the
Parties(COP)is the highestdecisionmakingbody and it meetsonce a year to reviewthe
progressof the Convention(hftQ:Hunfccc.int/2860.php).
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that provides the evidence base to enable practitioners, policy makers and children
themselves to take action to adapt in a changing climate" (CCC 2008). Ongoing
research themes include: voice and participation;perception and knowledge; risk
dovernance;
futures;
communication;
rights and
gender (Nd. ).
The action strand co-led by NCB and Save the Children UK aims at supporting
"children to tell their stories and share experiences, and to gain further knowledge, and
skills to adapt to the challenges ahead" (ibid.). This strand helps children to develop
global awareness, to take positive initiatives, however small, to address matters which
concern them most regarding climate change and sustainable development (ibid.). Jo
Butcher,Assistant Director at NCB, explains that the CCC action aims to get "a global
dialogue happening between children and young people as well as those that work with
and support them" and also facilitates the sharing of examples of good local practices
"to encourage other people to do similar things" (personal interview 2008).
The CCC's learning strand co-led by Plan and ActionAid intends to help children
understand global aspects of climate change. Its current focus is to collate and widely
disseminate training and learning materials about climate change. One of the unique
aspects of the learning initiative includes the use of children's testimonies on climate
change from all over the world, and especially from those who have already been
affected by the impacts of climate change (CCC 2008). CCC encourages the use of
various forums (e.g. children/youth clubs, radio/arts projects, peer to peer learning,
north/south school linking programmes) and creative medium (e.g. arts, photography,
website, video) for learning (CCC n.d.).
The CCC policy strand led by Plan aims at supporting children's active participation

in climatechangepolicynegotiationsat local,nationaland internationallevels.
Includingchildren'svoicesin the agreementfor the UNFCCCCOP15in Copenhagen
in December2009 is one of the key milestonesenvisagedby CCC.Children's
participationin discussionof nationaland local plansand actionsfor climatechange
are also withinthe scopeof the project(CCC2008).
Becauseof presentoperationalconstrained,each partnerorganizationtries to
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intends
CCC
been
doing
has
between
and
what
what each partner
maximizesynergies
to do, feeding what each does into CCC activities as much as possible.

6.5. Insights on the Six Holistic and Sustainable Learning Principles
It is importantto underlinethat the purpose of the examinationof the proposed
principles is not for evaluation of two linked cases. Rather it is to explore opportunities
and challenges in applying these principlesto them. The examination is based on
qualitativedata from eight case study participants,publishedand unpublished/internal
programmerelated documents,and relevant programmewebsites.
During the personal interviews,case study participantswere asked to reflect on the
holistic and sustainable learning principles in general, and on their implicationsfor the
Children and Young People at the Centre of Disaster Risk Reduction programme
and/or the Children in the Changing Climate programmein particular.Participantsfrom
Plan Internationalconsider the latter programmeas an extension of the former. In the
sections below,the emerging insights are discussed principle by principle, followed by
the emerging issues.

6.5.1. Flexibility
One of the key ideas expressed in the principle on flexibility - not imposing an
externally generated quick fix approach - is very much in line with Plan's core
commitmentto work collaborativelywith stakeholdersfor a long period of time with
cultural sensitivity and local contextual understandings.And child rights based CCC
partner organizationshave similar characteristics. For instance, according to Nick Hall,
reflecting on the Children and Young People at the Centre of Disaster Risk Reduction
programme,it is importantto consider "different contexts, different cultures, different
hazard scenarios, different vulnerabilities"and "to design the project to accommodate
those variables.... [but] each one of them has to link together. So you have to be
flexible." He also holds that a child friendly way of working naturally dovetails with a
flexible way of working (personal interview 2008).
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Avianto Amri, Disaster Management Specialist in Plan InternationalIndonesia,
acknowledgesthe importance of accommodating different paces of learning among
teachers and students. Reflecting on one recent emergency situation he states:
Sometimes it is challenging for us to understand the pace of learning. That is why
children have to be consulted and the teachers also have to be consulted....They
are both being affected by the emergency... [Consultation]has to be done
regularly, because people's coping capacities are different ...and you also have to
be aware and identify which students are progressing better than others and
worse than others (personal interview 2008).
Clearly, frequent two-way communications and meeting the emerging needs of
teachers and learners are indispensable in incorporatingflexible learning paces.
In terms of the CCC initiative, core ideas included in the principle on flexibility - selfdetermination, local ownership and context sensitivity - are considered to resonate
very well with those in climate change adaptation. The common argument in climate
change adaptation is that since the impacts of climate change will manifest themselves
in a particular manner within different localities, they are best dealt with at a local level
(UNDP 2007). The CCC partner organizations commonly advocate locally appropriate
and initiated climate change adaptation (see for instance, CCC n-d.; Save the Children
2007b; UNICEF UK 2008). In a similar token, in the words of Jo Butcher at NCB,
When supporting communities to come up with climate change adaptation
be
it
has
to
think
to
that
an
they
about action
strategies or
are going undertake,
from
take
learn
to
they
within
control
and
organic process where
are supported
their community as opposed to someone else telling them what to do. This is
(personal
important
interview 2008).
really
She holds that learning "at the pace of the individuals or the communities engaged" is
critical in the organic and autonomous process of climate change adaptation.
Referring to the principle of flexibility as "an entirely sensible approach," Hamish

Mackenzie,SchoolDevelopmentand MarketingOfficerin Planinternational,is
He
"
"a
"not
big
hand
fix"
that
is
hugely
to
sustainable.
convinced
out
problematicand
to
is
important
it
done,
instantaneous
been
having
that,
life-saving
emphasizes
efforts
take a flexibleand long-termapproachusinglocallyavailablematerialsand initiating
projectsby local peoplethemselves.In the countriessuch as the Philippinesand
Indonesiawhichare frequentlyhit by landslidesand floods,he states,"thework you do
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He also touches upon the issue in communicatingthe 'global' language of climate
change:
it
does
[For
local
is
term....
what
not
really
matter
people]
not
a
climate
change
...
the global process [on climate change] is about .... [What matters most for them
is] what is going to happen at a local level; how they can reduce that impact; how
they can increase their own sustainabilityand their own resilience to shocks....
So you go down to programmes[in the field] and you talk to them about climate
it
is
do
their
blankly.
As
they
look
they
not
really,
should
quite
at you
change and
(Hamish
fallout,
to
the
have
They
to
challenges...
environmental
respond
problem.
Mackenzie,personal interview 2008).
His point on making language and concepts meaningfuland relevant to a particular
local context and of integrating local knowledge in the climate change adaptation

process is a critical aspect of flexibility.As discussed earlier (page 164) cultural and
contextual sensitivity is the matter of flexibility.A meaning making process through twoway communicationhelps to validate local knowledge in the climate adaptation

process:
[t]o be effective, knowledge must be presented in a way that relates to local
conditions and customs ... Over-relianceon technical experts and one-way
communicationis ineffective and marginalizeswomen and other groups... (UN/
ISDR 2004: 180).
6.5.2. Balance
By and large, case study participantshave expressed the view that ideas captured
under the principle of balance (e.g. addressing diverse learning needs, using multiple
ways of knowing and expression in a balanced way, incorporatinglearnersown unique
experiences and cultural diversities in learning) are quite relevant to the two linked
initiatives. Such a reaction is not surprising in that these elements are in line with the
rights based approach which both initiatives are predicated upon. Favouring the
principle of balance, Nick Hall states that:
if you are asking children to explain their understanding,you cannot expect them
to explain it in your language you have to create the environment and a new
...
medium for them to express that (personal interview 2008).
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Use of radio, arts, poetry; theatre, photography,video, and websites are some of such
examples already employed by these initiatives.
In order to support children's self-expression in an emergency affected situation,
Tom Mitchell highlights the importance of small group learning. He says:
into
it
be
disasters
times
to
children
might
valuable
separate
at
in
actually
...
different sub groups, boys and girls or children with different socio economic
[background].Treating them as a block and being educated in the same room
lot
be
increased
because
there
feeling
lead
to
a
can
might
actually
an
of unease...
of tensions following a disaster. Political groupings. Having access to relief more
than other. And it might be a period where you need to bring very small groups of
children together. Teaching small groups. And not forcing them to talk about their
feelings in wider groupings
...
He further explains the positive effects of the use of small groups:
One thing we found in the Philippines is that children, for example, felt quite
uneasy talking about their relationship with their parents at certain times. But if
you tease that out and you break it down a little bit, talk about how they talk with
their mothers or how they talk with their fathers, that you understood there was
actually a feeling of unease within households and abuse gets internalised.The
feelings.
But
those
to
it
is
that
the
share
group
you
easier
smaller
get, sometimes
just
in
is
it
big
So
I
think
about encouraging
a
not
group.
certainly
probably
teachers and the curriculum in post-disastersituations to be very flexible and
allow for experimenting, rather than saying this is quite a step wise process
(personal interview 2008).
When emergency affected learning spaces often become chaotic and crowded with
insufficient number of teachers, changing the dynamics of the learning environment by
be
learning
big
individual,
would
group/whole class
peer, a small group and a
mixing
one of the critical strategies to enhance learning quality. Regular consultationswith
learners, as Avianto Amri has emphasized with regard to the principle of flexibility
learning
form
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6.5.3. Resilience
Resilience is one of the key features in disaster risk reduction and climate change
adaptation (e.g. Twigg 2007; UN/ISDR 2004; UNDP 2007) and most of the case study
its
have
familiarity
the
their
significance within
concept
and
participants
expressed
with

their initiatives.
Jo Butcher highlights the importance of developing individual resilience in relation to
climate change and learning as follows:
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We know from the work we do with children and young people here in the Wellbeing Departmentthat building their resilience helps them to cope with all sorts of
lives.
I
think
in
their
key
including
bring
transitions
life
resilient
that
will
challenges
individualsin communitiesare going to be much more able to cope with and think
(personal
interview
do
in
to
to
they
change
climate
relation
are going
about what
2008).
NCB's programmesrecognize that whole person developmentplays an important role
in enhancing individual resilience. Developingholistic understandingsof a range of
issues and linking these outer issues to the interiority of children/ young people
themselvesare approachesemployed in the learning process. Such an approach is
four
dimensional
in
Selby's
Pike
to
inner/outer
journey
the
model
and
suggested
similar
of global education (1988) (see page 131). What'resilient individuals' mean would
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the
change.
unfolding
scenarios
of
climate
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significantly
both programme documents, this question does not seem to be explored in detail. This

point will be further considered below.
Reflectingon one of the policy suggestions under this principle (i.e. embed
emergencypreparedness,adaptation, mitigation, resilience in national and regional
educationalpolicies),Tom Mitchell suggests "the language should really be around
embeddingthose things in ideas of developmentand ideas of well-being and of
livelihoods...." He goes on to explain that:
So it doesn't actually make the way you are teaching around coping specific to
any one disaster or around the science behind any one disaster, but you are
simply saying, well the way we build resilience to disasters is by improving wellbeing by diversifying the quality and quantity of livelihoodassets, and that
education itself is key insurance mechanismfor reducing disaster risk. And that
we should be moving beyond emergency preparednessto the longer term view of
development.And around putting safeguards in place, that means that our
communitiesare better able to cope with lots of different shocks and stresses.
Not just disaster in a natural term [but also in a socio/economicterm] (personal
interview 2008).
As Tom Mitchell highlights, when learning and teaching are targeted around one
particular emergency immediatelyexperienced,the approach is 'reactive' and
contributesto the 'proliferation of educations' underpinnedby the fragmentationalist
worldview (Greig et al. 1987). Respondingto issues separately,a fragmented approach,
underminesthe interconnectednessof structural causes and of collective actions
needed. Teachingaround coping specific to one disaster is based on the deterministic
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and linear view of disaster management as explained earlier (see Figure 7, page 187).
What is missing in this principle, according to Avianto Amrl, is the element of active
participation by children, and all school community members, Including parents, in the
planning, implementationand monitoring of any initiative. Referring to the school-based
initiatives in Indonesia, he identifies some of the useful tactics, such as: regular

helping
forums
the
using
at
school;
with
consultations stakeholders
existingspacesand
themto comeup with their own indicatorsin a participatoryway and takingconcrete
actionsto createa safe school;supportingpeer-topeer learning;and activelyusing
extra-curricularspaces.He stressesthat "it is a processof learningand it takestimeto
do this...Whatwe are tryingto do is to build cultureof safety,that is why [actions]
ideallyhaveto comefrom them"(personalinterview2008).Two-waycommunications
important
discussed
local
themes
flexibility
the
are
and
ownerships
under
principleon
hereas well.

6.5.4. Social Justice
The notion of inclusiveness and non-discrimination,which is stressed in the
Hence,
based
justice
in
is
key
approach.
principle of social
another
component a rights
the core ideas expressed under this principle (i.e. making sure of inclusiveness
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have
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especially
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crisis as well as
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point of
well
global
with
against) resonate
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cases.
view, case study participants are commonly concerned about the disproportionate
impact of climate change on children who did least to cause the problem.

Someissuesin responseto this principlehaveemergedduringthe interviews. First,
Hamish Mackenzie points out practical difficulties in including those who have been
marginalized and made vulnerable in the learning process. They are "the hardest
people to get to" and they are often invisible so there should be special efforts to
ensure their participation. He suggests creating learning opportunities in the community
(i.e. outside of the school environment) and long-term involvement as useful strategies.
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For the latter, he states, "By having longevity it is possible to understand how and why
children are being marginalizedand tailor programmesthat benefit them" (personal
communication2008). Small group learning mentionedunder the principle on flexibility
is also helpful to increase the involvementof those who might feel less confident.
According toAvianto Amri, it is critical to create spaceswhere those who are affected
by emergenciesare enabled to speak out. One example is Child Friendly Spaces (see
pages 104-105and 210-216), which is a safe and open space where children can play
and express their concerns;this has proven to be useful in the aftermath of an
emergency.In addition, importantly,this space was also used to embed other Plan's
programmes,such as hygiene, education, disaster preparedness(personal interview
2008).
Second, Megh Rai, Emergency ProgrammeManager in Plan InternationalTimor
Leste, points out this principle is not strongly enough articulatingthe special needs of
children traumatizedand disabled by conflict. She points out that "the importance of
linkage between conflict and climate change is still under-recognized," and goes on to
say that:
Most of the countrieswhich will be made vulnerable [by climate change] have
been already affected by conflicts, so the impacts of conflicts are very important
to take into considerationin any disaster response initiatives. For example, excombatant children and orphans need special support, since they do not have
social support structures from families and communities,while other children
might have those. Educationalinitiatives to respond to climate change should
strongly address the impacts of conflicts on children - child soldiers, disabled
children, orphan children (personal interview 2008).
She is concernedthat those who are affected by conflicts may remain "invisible." The
dynamic relationshipbetween conflict and climate change has been discussed by
Smith and Vivekananda(2007) (see page 12). Discussion of the implications of
conflicts for the two linked case seems currently to be extremely limited.
Third, the issue of power becomes salient in examination of the principle of social
justice. One aspect is addressing power issues between teachers and students.
According to Francis Sathya,67Senior Policy Advisor in Plan International,what is
67Francis Sathya's
views included in this thesis are personal and do not necessarily
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called for is:
kind of self reflection on the part of the teacher and an awareness about the
a
...
power that the teacher has and how the teacher uses the power within the
classroom and outside the classroom. Is he/she using the power to undermine
children and their creativity? Or is he/she empowering children to learn more, to
be open minded and to be critical? (personal interview 2008)
Regarding social justice, Tom Mitchell raises critical questions: who sets the rules?;
individual
justice
how
the
between
is
tension
the
and
can
gatekeeper?;
group
who
justice be resolved?; what would the cultural implications of social justice be?

(individualinterview2008).In a similarvein, FrancisSathyaasks,"Whoshall include
who?" and "Intowhat systemare the marginalizedpeopleincluded?" He pointsout that
blind inclusionwithinthe dominantdevelopmentmodelis highlyproblematicin that it is
a causeof the problemin the first placeratherthan a solution.His criticalview on
developmentin relationto the suggestedprincipleswill be furtherelaboratedin the
sectionbelow.

6.5.5. Interconnectedness
The principle of interconnectedness is primarily concerned about reconnecting
fragmented parts and enhancing relationships at multiple levels. As explained earlier,
the two linked initiatives are working at and across the community,national and
international levels. Various pedagogical approaches suggested under this principle (i.e.
in
been
have
learning)
learning
the
used
already
using
various modalities of
and peer
both initiatives. One caution expressed concerns the inclusion of pro-social humanistic
values in the curriculum, because of values such as peace, justice, equity are not
universal and mean different things in different cultures (Hamish Mackenzie, personal
interview 2008). What is interesting to point out is that an addressing of value and
in
documents
dimensions
is
in
as
these
well
as
attitudinal
programme
almost absent
the testimonies from case study participants, although skills, knowledge, information
have been mentioned quite frequently.
In examining the initiatives against Miller's five levels of interconnectedness (see
representthe organizationto which he belongs.
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developmentcomponent at the personal level is less prominent.Although this element
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Butchers,
individual
NCB's
as
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expressed
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Plan's disaster risk reduction and CCC documents in general do not explicitly articulate
a holistic personaldevelopmentelement to any great extent. In fact, Tom Mitchell
in
far
less
individual
level
is
the
interconnectedness
that
the
so
prominent
at
comments
CCC, comparedto its emphasis on solidarity building at community and cross-country
levels (personal interview 2008). Considering CRC's strong emphasis on the individual
in
taking
in
is
this
holistic
development
area
essential
attention
needs, more
child's
forward the child rights based approach which these initiatives employ. It would help to
build individual coping capacitiesfor the actual and future crisis as discussed under the
principle on resilience. Miller's planetary level (human/ nature connectivity)and cosmos
level (spirituality)do not seem to be actively reflected upon in the two programmes.
Miller's social level refers to critical awareness of dominant values which underpin
the unequal and violent political and economic systems. Cross cultural learning by
exchangingchildren's personal testimonies of climate change's impacts on their lives in
the global north and the south is one of the approacheswhich CCC has employed, and
cross-culturallearning has triggered their critical awareness of structural injustice (Tom
Mitchell, personal interview 2008). Children's participationat the climate change policy
negotiationscould be an opportunity for critical learning on unjust systems. It is,
however, importantto note Nick Hall's caution:
the biggest problems of this climate change program is there is a big
one
of
...
danger that we would take children to a climate conference and children will start
speaking NGO languagejargon... It is absolutely essential that we do not
manipulatethat voice at all and whatever they say. Our experiences in Plan is
that children can be very powerful advocates for change, but you can't expect
them to speak outside of their own personal experience or personal knowledge.
As soon as you try to plant words on them, then they become a parrot for you at
which point you are accused of abuse of children.... We have to be so
meticulouslycareful to avoid planting [our perspective]even subconsciously.
He goes on to say that:
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So half the job of Children in a Changing Climate is to legitimatetheir voice over
ours.... [we] are just facilitating somebody else saying something, children.And
that means you have got to work double hard to allow their voice to come through
and so on. That is an interesting dimension to it.
In order to avoid the pitfalls of manipulation (Selby 1995) and indoctrination,employing
diverse modes of pedagogies so that multiple opinions are expressed and contested
Jickling
(1998,2001)
discussed
becomes
discussed
by
Fien
critical,
and
as
notions are
(1994), among others.

6.5.6. Anticipation
Similar to the notion of resilience, anticipation is what those who work from disaster
risk reduction and climate change adaptation perspectivesfeel familiar with. Preparing
for the future risks based on past experience alone is considered highly limited and
dysfunctional, and a more forward looking and creative approach is needed in the face
of climate change (Avianto Amri, Nick Hall, personal interviews 2008).
Hamish Mackenzie thinks the community forum - "listening to what people have got
to say, their concerns, their worries and acting on those" - is a useful approach to
Sathya
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this
points
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realize what proposed under
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importance of identifying "the existing mechanisms for prevention and preparedness"
in
Those
the
bottom
than
are
practices
up and consultative
new ones.
rather
creating
line with Toffler's notion of participatory democracy,discussed in Chapter Five (see
page 175).
According to Tom Mitchell, pedagogical elements suggested under this principle,
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He states:
have used a lot of visioning exercises and scenario based exercises with
we
...
the communities that we have worked with. Because of the climate change issue I
think we do that quite a bit. So for example we say well how would you like your
community to look in 2030 or 2025 and then we actually work with different
stakeholder groups, different groups within that community,even within children's
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looking
looking
forward
then
back
looking
And
technique.
at
and
very positive
and
the present I have always found as a particularlygood and deliberativeapproach
to decision making. So I think in practice we are using this quite a lot, somewhat
within some of the methodologiesof our researchwe are using this a lot. And we
encouragechildren and their groups to take those small steps that you mention
here (personal interview 2008).
Being well aware of children's high emotional concerns regarding the issues of climate
change, Lucy Stone, UNICEF UK, states:
if you are going to raise their awarenessof the issue [of climate change], you
...
also have to empower them with the tools to be able to feel that they can respond
to it, so that they don't feel overwhelmedby the issue. I think that is very
important.... I think it is okay to press the urgency and the importanceof the
issues. I think how you do that is you bring in the wider picture, for example, the
fact that moving away from an oil based economy towards renewable energy,
which will also be good for health... clean air, energy efficiency,etc. So talking
about the positive share of a low carbon world... is quite interesting and not often
looked at. So it is the dangers and the concerns about climate change and global
warming, but it is also the hope for a future where there is less pollution and it is
healthy (personal interview 2008).
...
Tapping into creative visions and actions for futures based on an alternative
developmentmodel, and combining personal futures with regional, national and global
futures, is an important strategy to overcome a personal sense of fear and paralysis.

6.6. Issues Arising
Overall, case study participantshave commentedon the suggested principles
positively.However,it is importantto note that some of them have emphasized that
they are not 'educationalists'in a more formal sense so they do not feel comfortableto
comment on every detailed curricular and pedagogicalaspect of the suggested
principles. Since the proposed learning principles are not limited to the formal school
setting and they offer a much broader conceptualizationby including informal, nonformal and policy elements, the different expertise, backgroundsand perspectives
which each participanthas brought have been valuable.
A few participantscomment that many elements within the principles are very much
overlappingwith what the two initiatives aim at and have been doing. For instance,
when asked the overall combined impact of these six principles taken as a whole to
CCC, Tom Mitchell answers they "captured quite a lot of what [they] have been trying to
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do and [their] general approach" (personal interview 2008). Similarly,Nick Hall feels
that those principles "validate the approach that [he and his colleagues] think [they] are
following anyway." Therefore, in his view, these principles are "empowering"(personal
interview 2008). In addition, some of them have pointed out that these principles could
be applicable for the wider and more general contexts of educational change. As Jo
Bucher mentions: they "could be applied to not just climate change [but also] for all
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disasters
applied
can
and
education.
children
any kind of activity.
As against these largely accepting comments, there are some issues arising. First,
there is the issue of the practicality of the principles. Francis Sathya points out,
I can't find any fault with this but for all these things my concern is the practice,
the application.... The application of that theory is the most challenging,
ill
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impoverished
the
where
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world
remote
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prepared... (personal interview 2008).
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How to preempt and cope with those challenges is indeed important.
Another aspect of the practicality of these holistic and sustainable principles
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Second, the point was raised that transformative intention of the suggested
be
the
be
used
suggested principles could
easily mis-perceivedand/or
principles could
for an unintended purpose. Francis Sathya articulates the issue as follows:
If I look at [those principles] in isolation from the big issue, all these principles are
straightforward and I have not disagreement with them. But when I apply the
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He goes on to comment that these principles seem to assume "the existing system is
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He states:
When it comes to education and social educationit is a contrast because most
developmentorganisationsfollow a capitalist model to developmentand we want
to achieve it through socialist principles.You see what I mean? For example, we
talk about rights, equality, participation,so these are our socialist principles.
On the other hand, in developmentwe want communitiesto use modern
technologiesand apply fertiliser, improve their agricultural productivityand
families to make more money and they should have more wealth in families and
lots
have
They
have
Families
of
consumer
goods.
should
should
communities.
Promoting
they
toilets
then
using
more
start
water.
will
people to
proper
and
becomefrom poor to lower middle class and lower middle class and then rich. So
that is what we are doing in terms of supportingtheir livelihood. In the economic
developmentprograms. But in education and other social service programs we
are asking them to share. We are asking them to inform themselves. So it is a
kind of contrast. Capitalist economic model and socialist practices. So is it
transformativeor reformist? It has a mixture of both, I would say (personal
interview 2008).
As Figure 6 (see page 161) depicts, respondingto an emergency (or underlying issues
development
different
two
scenarios consciously
with
of unsustainability)could end up
or unconsciously:one perpetuatesthe dominant neo-liberaldevelopment structure and
practice,while another moves towards alternativedevelopmentmodels hence
contributingto a more resilient socio-economicsystem. Without critically unpacking
terms such as 'participation' 'quality of education'and 'social justice,' the suggested
principles could be easily co-opted to serve the interests of the former. Hence they
become 'jelly' terms. This seems to be a pertinent issue in the holistic and sustainability
proposal,which could be accepted uncriticallyand applied mechanisticallyby selecting
certain elements without understandingoverall cohesions and deeper meanings. Such
issues have been observed in education for sustainabilitydiscussions as described in
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Chapter Four (see pages 145-148).
Another important issue is around the transformative potential of the suggested
principles in the face of climate change challenges. During the interviews It became
apparent that the CCC coalition members have not discussed particular scenarios of
climate change collectively. In the words of Tom Mitchell:
discount those scenarios a little bit and say that we know well that
we
generally
...
we have already bought into twenty or thirty years of reasonably rapid change
because of what we have done historically. Now let's just work on that and say,
look you know, we assume that there are going to be changes, we assume that
there are going to be negative impact in some places, so let's just get on with
doing the best that we can to make sure that the future beyond that is not worse
than it is and also to cope with the changes that are coming. So I don't
necessarily think we subscribe to any particular vision of what the future is going
to hold except do our best with what we already know (personal interview 2008).
When most of the CCC partner organizations are currently finalizing their
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discussing further details, especially the potential runaway climate change scenario
(Lynas 2007) each might fall into assuming a rather incremental and slow burning
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discussed under the principle on resilience, what resilience means for individualswould
differ significantly depending on the assumptions around climate change impacts. Of
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modifiedview of developmentseems to align itself with a more dominant development
model rather than critical ones in that it does not fundamentallyquestion a growth
orientation.When there are increasing predictionsof severer impacts of climate change,
what does 'getting on with doing the best' really mean? Should particular elements of
the proposedprinciples be more prominentthan others? Would the suggested
principles be effective enough for the challengesto come and changes to be made? Do
we need a more radical re-conceptualizationof developmentitself? How can we
acceleratethe behaviouralchanges so that we can preempt and cope with the
challenges better? These are some of the questions to be discussed in the Chapter
Eight.

6.7. Conclusion
Examinationof the six principles through two linked cases illuminatesa number of
opportunitiesand challenges. By and large, the overall ethos of the suggested
principles has resonatedwell with the two linked initiatives predicated on a rights based
approach. Clear overlaps include: guaranteeingdiverse media of expressionfor
learners: emphasizingthe inclusion of those who are marginalized;promoting learners'
participationin decision making processes; integrating cultural and contextual
sensitivity in learning processes and learning environments.It is noted that flexibility,
resilience and anticipation are concepts that are already well used in the climate
change adaptation discourse, hence the elements expressed are very much germane
to both initiatives.
Examinationof the principles has revealed that there are some elements which
the two linked cases do not seem to emphasize sufficiently.First, connections between
different risks are not well elaborated. These initiatives are predominantlyfocused upon
environmentalfallouts and disasters and their links to other risks such as armed
conflicts, poverty,HIV/AIDS, are under-articulated.As some of the case study
participantshave highlighted,enhancing the overall well-being of individuals,
communities,and societies will be more effective than reacting to a particular
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emergencyin isolation.So it is importantto conceptualizethe risksmoreholistically.
Also, theseinitiativescurrentlylack the emphasison wholepersondevelopment
althoughthis is a key elementwithin the Conventionon the Rightsof the Child.
Supportingwholepersondevelopmentis likelyin turn to enhancetheir participation
and actionsat differentlevels(Pike and Selby 1988).Anotherblindspot is aboutcritical
awareness of existing development structures and practices as well as consumptionoriented life styles. If the initiatives intend to create long lasting impacts and radical
changes, those aspects need problematizing.As Lucy Stone points out earlier (see
page 204), visions of low-carbon and a healthier future society deserve further
discussions in this respect.
As an overall critical reflection on the examination of the six principles in this chapter,
it is important to point out that detailed insights into the implementationof these
principle as a whole have not been elucidated sufficiently.Since the suggested
principles are not held to be universally applicable regardless of contextual differences,
how would the usefulness and relevance of the principles change with respect to
different places and cases? The following chapter will further explore the practical
applicability of the six principles by looking into the issue of contextual variables.
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CHAPTER SEVEN
APPLICATIONAND EVALUATIONOF THE SIX PRINCIPLES: TWO EXAMPLES
What follows is a further critical appraisal of the six principles by applying them to
two completedemergency education programs undertakenby Plan International.One
respondsto an earthquake and another to civil strife. As discussed in the last chapter,
the proposed principles are held to be aspirationaland indicative, offering an enabling
and reflectiveframework for education policy makers and providers, rather than of
universal applicabilityirrespective of context. The relevance and usefulnessof the
principlestaken together and of the elements within each principlewill vary according
to particularcircumstance.Certain principles and elements will have more or less
appropriatenessin one particular circumstancethan in another. But in what ways, and
why? Contextualvariables will be examined based on a small number of program
"
documents.
specific

7.1. Child Friendly Space Program within the Yogyakarta Earthquake Response
and Recovery Program
A devastatingearthquake (6.3 on the Richter scale) hit the city of Yogyakartain the
province of Central Java, Indonesia on 27 May 2006. The densely populated rural
areas to the south and east of Yogyakartawere most severely affected. The
devastatingearthquake caused more than 5,500 deaths, serious destruction and
damage to buildings, making approximately200,000 people homeless, and interrupting
the educationalactivities of about 20,000 school-aged children. The earthquakeaffected populationwas not inclined to migrate and leave land they owned unattended.
The very low level of migration helped to maintain previously existing social support
networks (Circle Indonesia2008; Plan 2006).
68Thanks to Plan International, the following internal documents
were shared for purpose
of analysis in this section: Plan (2006), Yogyakarta Disaster Response CPO- final; Circle
Indonesia (2008), Final Evaluation Report of Yogyakarta Earthquake Response and
Recovery Program of Plan Indonesia -Yogyakarta Program Unit, Maclure, R. (2001), Rapid
Education for Child War Victims in Sierra Leone: An Evaluation of Plan International's
Rapid Education Pilot Project in Freetown; Gupta, L. (2002), Lessons Learned from Plan
International's Rapid Education Trauma Healing Project in Freetown, Sierra Leone.
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Plan Indonesia's earthquake response and recovery program took place In Bantul
District, the most severely affected area to the south of Yogyakarta.The program
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2006) and the rehabilitation and recovery phase (from June 2006 to July 2008). The
former primarily focused on distribution of shelters and hygiene kits. The latter
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providing support for teachers); (2) Early Childhood Care and Development(ECCD)
Program (with a focus of pre-school children, establishmentof ECCD centres and
training for ECCD facilitators); (3) Child Friendly Space (CFS) Program.
An appraisal of the six principles is made through a close examination of the Child
Friendly Space (CFS) Program which aimed at "ensur[ing] 3,500 children's psycho[i.
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building the capacity of 15 CFS to promote child rights and child participation in
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facilitators and 750 children (Circle Indonesia 2008).

Principle 1. Flexibility (i e. self-determined, flexible and gently-paced learning)
An examination of the application of this principle in the Program shows a mixed
picture. Plan has a strong organizational ethos and track record of consultationwith
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happen. CFS was simply informed by the pre-existingPlan child-centeredapproach
commonly used during the 'normal' developmentphase (Circle Indonesia2008).
This externallyframed program by no means excluded considerationof contextual
needs. During the two years of implementation,local perspectiveswere fed into the
program. For example, there were regular meetingsfor all beneficiariesconsisting of
parents, children, and representativesof local NGOs, which helped to adjust the details
of the programaccording to conditions in the field as perceived by local people. There
existed good coordinationand communicationmechanismsamong the stakeholdersat
the communityand sub-village levels. Trained local volunteer CFS facilitators working
in their own communitiesalso played an active role in motivating local stakeholders
and linking different generations in the village for the Project (Circle Indonesia2008).

Principle 2. Balance (i.e. learning programs recognizing diversity in learning needs,
forms of expressionand learner experience and culture)
This principlewas applied within CFS in the sense that CFS employed multiple
ways of learning and forms of activity. Examples include familiar daily activities for
participatingchildren and youth, such as simply playing and learning together, reading
the Qur'an, sports activities (including some locally and culturally specific activities) as
well as new initiatives such as story telling, drawing, handicrafts,drama, and
participatoryvideo shooting (Circle Indonesia 2008).
However,judging from the program evaluation document (ibid.), it is not clear how
much space was allocated for participatingchildren and youth to directly give
expression to their psychosocialdifficulties as occasioned by the earthquake. On the
contrary, there was an avoidance of "materials that will trigger bad memories from the
earthquake that may make the children sad" (ibid.: 41). The lack of a more direct
addressing of trauma and attendant learner need is also-6bseryedin the fact that
psychosocialtraining for CFS facilitators did not take place, as had been originally
planned. For reasons not articulated in the documentation, Plan-"assumedthat there
was no longer a need for [psychosocialtrainings for the facilitatort]".(ibid.:47). Without
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looked too different from a non-emergency program (ibld.:6).
A further weak application of principle 2 was in the area of creating links between
formal and non-formal learning. This was simply not brought within the scope of CFS.
Since the three programs during the rehabilitation and recovery phase took place in the
Bantul District, linking them, for instance, by exchanging facilitators, participants, ideas,
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Principle 3. Resilience (i.e. for individuals and communities)
The application of this principle within the CSF Program was mixed. At the individual
level, the principle was applied. Through engagement in the activities described
immediately above, participating children and youth increased their self-esteem and
face
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In terms of community resilience, the affected communities had strong community
trust.
family
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culture,
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And this social fabric greatly helped to ease the devastating impacts of the earthquake
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local community.This approach helped to motivate people to participate in and support
the initiative because they felt it relevant (Circle Indonesia 2008).
Looking through the lens of this principle, what was missing from the Program was
attention to environmental vulnerabilities and the building of environmental resilience.
One of the reasons for this was that the concept of disaster risk reduction was still new
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in Plan during the time of the implementationof the program and those involved in the
had
knowledge
little
background
development
from
and experience
a
program coming
of disaster risk reduction (ibid.). Helping participantsto understandenvironmental
hazards and vulnerabilitiesand how to take preemptiveactions to minimizethem would
have been a complementarydimension to enhancing individualand community
resilience.

Principle 4. Social Justice (i.e. ensuring inclusiveness,especially for the marginalized
and vulnerable)
Available CSF documentationmakes no specific mention of securing the inclusion
and participationof the most vulnerable population groups in the program (e.g. specific
ethnic groups, disabled children). Since Plan prioritizesworking with most vulnerable
children and communitiesas their normal practice, this point might have been taken for
granted as a norm of the organization. In terms of inclusivenessin learning processes,
the above-describedactivities offered multiple avenues through which participating
children could express their feelings and opinions freely. Circle Indonesia (2008) points
out that the importance of age and gender specific considerations,since older children
who did not want to be categorizedas children tended to undervaluethe activities and
boys were inclined to attend only activities they liked.
Through the child rights campaign, participatingchildren and youth developed
"minimum knowledge"of the nature and causes of earthquake.They also learned
about actions to save lives should a disaster strike again (Circle Indonesia2008).
However,by and large what was missing in US was a critical reflection on root causes
of the emergencyand individual and collective exacerbatingfactors including those
arising from inequalities in wealth and power.An assumption behind the principle is that
such an examinationwould contribute to preemptingand mitigating further
emergenciesand help in addressing the emergency at a more fundamental level. The
allocation of more time to examining the cause of the earthquake per se would not
necessarily have led to addressing power inequalities and structural issues since the
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'root cause'of the earthquakeself-evidentlyhad moreto do with geological/
environmentalvariablesisolatedfrom socialvariables.Focusingmoreon the
examinationof the differentiatedimpactsof the earthquakeon differentsocio-economic
groups,includingthe marginalized,and its impactson child rightswould havebeen
morerelevanteducationalexercisein this case, particularlyafterthe initialperiodof
trauma.

Principle 5. Interconnectedness(i.e. at multiple levels)
The principle of interconnectednesswas manifest in CFS at each of the
intrapersonal, interpersonal and community levels. This means that CFS activities were
primarily focused on children and youth themselves (by expressing themselves) and
their interactions with each other (by doing activities together and developing a sense
of 'togetherness'), and their engagement with immediate local communities (by
initiating child rights and protection campaigns). The connections between learners,
their communities and the wider world and nature were not within the scope of the
program.
This does not negate the holistic nature of the principle in that an emphasis on the
levels
different
dealing
interconnected
levels
does
of with
of
ness
nested
not require
interconnectedness at one and the same time and all the time (Miller 2000). When the
whole person, shocked and even harmed by the earthquake, was nurtured through the
CFS activities - emotionally, physically, socially, even spiritually - s/he felt more selfSuch
2008).
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mind the wider system of connectedness, it is appropriate at key emergency moments
to focus in on more intimate and immediate nodal points within the web of
connectedness.
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Principle 6. Anticipation (i.e. clarifying future aspirations and needs and developingproactivity towards the future)
The principle of anticipationwas not addressed to any degree in this case. The only
referenceto the future was through child rights related activities. Participants
expressedtheir wishes, feelings, opinions, and threats in their own environment
through various creative visual media (e.g. participatorychild video project, wall
magazine)(Circle Indonesia2008). From available documentation,it is not clear if local
actions were further developed and implementedbased on children and youth's future
visions and concerns.
One possible reason why the temporal dimensionwas not explicit within CFS
seems to be the aforementionedfact that disaster risk reductionwas new to Plan and
the place of anticipatorythinking within risk reduction initiativeswas still at the gestation
stage. Another reason might be that the programwas underpinned bynon-emergency,
or developmentthinking. Circle Indonesia (2008) points out that "in some cases,
activities developed did not really grow out of needs to rehabilitateor recover the
human, social, psycho-socialasset that get damaged as a result of the earthquake"
(47). When pursuing 'business as usual' development,rather than addressing particular
emergency related needs, a continuous linear developmentpath is taken for granted.
This would in turn undermine, even negate, having learners anticipate preferable
alternativefuture visions and developing capacities to contribute them.

7.2. The Rapid Education Pilot Project
The rebel invasion of Freetown, capital of Sierra Leone, on 6 January 1999 and the
subsequentoccupation of the city for three weeks brought about one of the most
severe human rights violations in the recent human history.Thousands of innocent
civilians were brutally killed, maimed,'and/or raped. A significant number of houses,
schools, hospitals,government buildings and historical landmarks were systematically
destroyed.As a result, more than one million people were displaced and these
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displaced survivors suffered tremendously from massive socio-economic destruction
and psychological trauma (Gupta 2002).
As a response to this humanitarian crisis, Plan Sierra Leone developed the Rapid
Education Project (REP) supported by an education specialist at the UNESCO Institute
for Education who had experience and expertise in Rapid Education methodology as
previously used in Somalia in 1993, Rwanda in 1994 as well as other war-torn contexts
in Africa. The Ministry of Education, the Forum for African Women Educationalistsand
UNICEF were also brought on board in this new project development.Two immediate
basic
to
intervention
were
provide
objectives of what was an emergency
pilot project
literacy and numeracy instruction for children in the Internally Displaced People (IDP)
camps and to provide structured recreational and reflective activities for trauma healing
(Jabry 2002; Maclure 2001). The project was designed as a 24-week non-formal
It
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(various school supplies and materials for up to 80 students and their teacher) and the
Recreation kit (various types of sports equipment for up to 40 children). IDP camp
teachers and volunteers were recruited for the program and given training, with a
2002;
(Jabry
implementation
trauma
healing,
to
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prior program
Maclure 2001).

Principle1. Flexibility(i.e. self-determined,flexibleand gently-pacedlearning)
The flexibilityprinciplehad but limitedapplicationin the projectplanningand
deliveryof RERAs brieflyexplained,this programwas developedbasedon the Rapid
Educationmethodologyused in otherwar-torncountries.The extremelyswift program
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conceptualizationand implementationwas justified from the humanitarianperspective
of the program providers since severely traumatized children in IDP camps did not
have any appropriate learning opportunities.The rapidity of implementationdid not
allow participatoryconsultationsand collaborationsleading to program selfdeterminationby camp inhabitants.The result was a lack of ownership of the program
by those for whom the program was intended and a dependency on Plan leadership.
Seeing REP as a'Plan'project, camp inhabitantsleft problems, decision making and
modificationsof the project to Plan (Maclure 2001). Maclure (ibid.) points out the
dilemma of the project:
While the short-term impact was beneficial,the rapid top-down approach, fueled
by a state of urgency,fostered a patron-clientrelation between donor and
recipient (31-32).
This was the (understandable)deficit in creating truly context sensitive approaches for
trauma healing and peace education processes.
The lack of the ownership is also a critical issue from a long-term capacity building
perspective.Maclure (ibid.) further points out that the critical question to be asked is:
how to reconcile the reality of dependencyin the wake of rapid outside
intervention with the need to ensure sustainableeducation for displaced children
AFTER the rapid education intervention (32). [Italics and capitals in original]

Principle 2. Balance (i.e. learning programs recognizing diversity in learning needs,
forms of expression and learner experience and culture)
This principle is particularly relevant to the first four weeks of trauma healing
interventionin the program.A series of culturally appropriate and purposeful learning
and playing activities was implemented in a structured and caring environment.
Examplesof activities included drama, dance, game, talking, drawing, writing, clay
sculpture, story telling, and sports (Gupta, 2000; Maclure 2001). Researchers looked
into the impacts of the trauma healing intervention program and identified positive and
visible changes in almost all the participants'attitude and behavior.They became much
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calmer.Their abilityto concentratewas improved. Enhancedacademicperformance
was also reported(Gupta2000,2002;Maclure2001).
After four weeksof intensivetraumahealingas the sole componentof the program,
the focusshiftedto basicliteracyand numeracycombinedwith peaceeducation
lessons,the latterconsistingof variousforms of activitiesfor expressionindividually
and collectively. By isolating trauma healing components in peace education lessons,
the overall program took on the nature of a more school-like routine (Maclure 2001).
This significant reduction, and separation, of trauma healing componentswithin the
program after the intensive four weeks serves to illuminate the linear and lock step
nature of the program. Understandingthe 'school like routine'as a traditional
transmissive mode of teaching and learning, the literacy and numeracy lessons
seemed to have been limited in terms of pedagogical diversity. Comparing the process
to Freirien adult literacy programs grounded in the learners' needs and experiences,
Maclure (ibid.) points out that conventional school subjects can also be an integral part
of trauma healing and empowerment with creative and participatory pedagogies.
In terms of the content of learning, there were mixed reactions to the literacy and
numeracy lessons. While general positive perceptionswere expressed, some students
and many of their teachers expressed tedium of the singular focus on numeracy and
literacy. In retrospect, inclusion of other subject areas, such as health, social studies,
).
(ibid.
Considering
by
teachers
the
environmental studies, and religion were suggested
the fact that several certified professional teachers introduced other school subjects
based on their previous professional experience and capacities (ibid.), disseminating
their experience to other teachers - professional and volunteer - was something that
could have been done to positive effect, but was not done.

Principle3. Resilience(i.e. for individualsand communities)
Fromthe perspectiveof buildingindividualresiliencethis principlewas appliedto
the project.Emphasizingthe healingof individualsthroughvariousformsof creative
activitiescontributedto developingindividualcapacitieshelpingthem becomemore
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for trauma healing and implementationof the project gave teachers "a sense of relief
from their own emotional distress and traumatic experience"(Gupta 2002:10). Their
capacity and confidencein being able to support children also grew, with the newly
empoweredteachers playing a new role in supporting other teachers, volunteers, and
students in the community (ibid.).
On the other hand, except for these positive spillovers made by some of the
participatingteachers, developing resilience at community level was not held to be
within the scope of this program. In addition to the short and urgent nature of the
intervention,there was a contextual difficulty in dealing with community resilience due
to the transient nature of life in the camp. Creating a sense of community among the
displaced camp inhabitantsand developingtheir sense of ownershipfor the
educationalproject was extremely challenging in that context (Maclure 2001). Also,
self-evidently,the camp community was not the communityto which they would return
on cessationof danger. Therefore, it seems justifiable that priority was not afforded to
this aspect. Another omission was in the areas of environmentalresilience. It seems
that addressing (natural) environmentalvulnerabilitieswas held to be out of
considerationin the context of significant human suffering and continuous survival
struggle. Whether such determinationswere to miss a rich opportunity for fostering
long-term community resilience is a debatable point.

Principle 4. Social Justice (i.e. ensuring inclusiveness,especially for the marginalized
and vulnerable)
Multiple pedagogical options used during the trauma healing intervention resonate
well with elementswithin the principle on social justice (e.g. supporting diversifying
pedagogies;incorporatingcooperative teaching and learning approaches; creating
inclusive learning atmosphere). However,other elements are more or less
underrepresented(e.g. improving access to education for those who are marginalized;
examining the root causes of emergencywhich learners have experienced; developing
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criticalthinkingskills).For instance,the programwas 'open'to any childrenand youth
(5-18yearsold) but from availabledocumentationit is not certainif therewere
deliberateeffortsto encouragethe participationof particulargroups,such as girls and
thosewho were physicallydisabled.Maclure(2001)pointsout that therewas
focused
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primarylevel,it inevitablyturnedout to be difficultto attractteen-ageyouthparticipants.
This created further marginalization of the out-of-school adolescent group.
There were other contextual obstacles for children's active and productive
engagement in learning. One was meeting the displaced children's basic survival
physical needs, such as food, in addition to addressing their psychosocialand
educational needs. Gupta (2002) suggests that since one organization and program
UN
World
link
as
such
cannot address all needs, an official
up with other agencies
Food Program would have been beneficial by combining food distribution and learning
learning
for
Other
learning
physical
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a
poor
meaningful
were
programs.
infrastructure(e.g. no comfortable seating, no partitions between groups, leaking roofs)
and a lack of security (e.g. from theft, vandalism) (Maclure 2001).
What this program did not offer was a critical examination of the root societal causes
instability
Obviously,
highly
in
the
the
and ,
political
volatile
context of
of
emergency.
deep levels of trauma, this would have been a hugely sensitive and contentious area to
be included. It is understandablethat it was not dealt with during a short pilot program.
In such a prolonged human-made emergency situation as in Sierra Leone, determining
when and how to introduce this highly controversial element requires careful
consideration but, in terms of achieving long-term social justice, cannot be swept under
the carpet.

Principle 5. Interconnectedness (i.e. at multiple levels)
One of the core objectives of this pilot program was to reduce children's trauma.
Survivor children, who had experienced or witnessed horrific incidents as victim,
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dealing with emotions, feelings and bodily distrurbancesis a fundamental part of
learning. So an emphasis, as occurred in the first four weeks, on intra and inter
healing
the
during
the
trauma
interconnectedness
part
of
program were vital
personal
in this context.
Pointing out trauma healing as a 'fashionable'form of current interventionby the
internationalaid community in war torn contexts, Maclure (2001) warns that:
there is a risk that interested parties may regard "de-traumatizationlike a washing
machine"that will help to 'fix'whole populationsand enable them to move easily
on towards stability and development (15).
In order to support trauma healing processes,as against 'de-traumatization',it is vital
to create a self-sustainingeducational and community support mechanism so support
continues after the quick intervention by the external agency ends. In this sense,
engagementby and interaction with local community members, the next level of nested
interconnectedness,is critical, while seemingly 'distant' levels are not of immediate
concern.

Principle 6. Anticipation (i.e. clarifying future aspirations and needs and developingproactivity towards the future)
It is very plausible that participating children's future aspirations, visions and needs
were expressed to some extent during the trauma healing activities and peace
education lessons. However,given what is said in available documentation,the degree
of actual inclusion of future aspirations, needs, and visions is unclear. What is obvious
is that the program was primarily focused upon children's past and present experiences
relating to atrocities they had experienced. Unless close and concrete reality which
strongly overwhelms children's whole being is dealt with, considerations of the distant
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reality (i.e. the long-term, mid-term and, in times of distress, even imminent future)
would not have been of much worth, or, at worse, might have contributed to a 'detraumatization,' a seemingly quick-fix healing leaving deep-seated trauma to fester.
Therefore, the (potential) absence of future perspectives is justifiable. It remains to be
gradually introduced after the temporal continuum between the past and present are
dealt with in a meaningful and appropriate way.

7.3. Reflections
The two education programs examined in this chapter responded to emergency
situations caused by different triggers (an earthquake in one case and civil strife in the
other) in different geographical locations (respectively Indonesia and Sierra Leone) and
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What follows are reflections regarding the applicability of the suggested six principles.
Principle 1. Flexibility. In both cases, the exigency of the situations became the
barrier to consultationswith and self-determination by local stakeholders in planning
CFS
in
the
As
learning.
the
seen
programs as well as processes of
and management of
for
longer
duration
for
implementation,
a
opportunities
program
program, with
consultation and self-determination began to emerge.
Principle 2. Balance. The two programs employed a smorgasbord of child-friendly
approaches resonating well with the principle on balance. In each case, the non-formal
education setting seems to have enabled the accommodation of diverse pedagogical
approaches, given the absence of strict learning outcomes. A constraint on employing
diverse pedagogical approaches crept in when one program introduced the contents of
formal school curriculum (i.e. the literacy and numeracy lessons in Rapid Education
Program). However,taking the Rapid Education Program as a whole, children were
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Maintainingthe choice of diverse pedagogiesthroughout the programwould have been
the ideal even as formal learning was introduced but such aspirationsalso have to take
into account parental and wider societal pressures.
Principle 3. Resilience. Building individual resilience overlaps with the trauma
healing objectives of both programs. Communityresiliencewas indirectly addressed
through the empowermentof individual participants,especially trained facilitators and
teachers. In enhancing community resilience, more specific approaches could be
Education
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the
the
depending
the
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considered
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Program,there might have been positive spin-offs from developing camp community
empowermentin that camp members might have taken newly-acquiredskills and
dispositionsback to their home communities. During and immediatelyafter each
immediate
human
dealing
that environmental
need
so
or
social
was
with
emergency,
resiliencewas not considered.
Principle 4. Social Justice. Addressing root and exacerbatingcauses of
emergenciespresents enormous challenges during and in the immediate aftermath of
a disaster. In the case of an earthquake triggered emergency situation, the examination
issues
disaster-exacerbating
and
of power and socio-economic
of structural causes
injustice would not be immediatelyappropriate and learner receptivitywould likely be
however,
for
Emergency
their
to
to
need,
educators
plan
non-existent.
slight
consideration in the middle and long term in the name of both resilience and social
justice. Similarly in the case of civil strife in Sierra Leone, it would have been an uphill,
probably impossible,task to consider power issues during and in the immediate
aftermath of fearful political instability. The case for such consideration remains of midand long-term importance.
Principle 5. Interconnectedness.In both contexts where individuals were
overwhelmedby physical, environmentaland social devastation, emphasizing the
immediate reality of learners with a focus of intra- and inter-connectednesswas
beneficial and more could have perhaps been done with regard to the next nested level,
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that of community. Interconnectednesswith wider world or distant reality remains to be
gradually integrated in learning once individual and close community well-being have
been nurtured and recovered.
Principle 6. Anticipation. Similar to the principle 5, the focusing on past and present
before
first
(close
important
learners
step
and concrete reality) was an
experience of
beginning to focus on the future (distant reality) at the early stage of the emergency
response and trauma healing.
In sum, the examination of two cases reveals that all principles and elements were
not equally important, nor practical. The exigencies of each situation posed limitations
on what could be done practically in the field. Dealing with the immediate and close
reality of children (in terms of time, space, and issues addressed) was the priority in
both cases. During the immediacy of the emergency, it is necessary to narrow down
and prioritize across and within the six principles according to contextual needs and
long
term and
foreshadowing
in
the
their
treatment
and
mid
while
wider
constraints,

determining,at least in a broad-brushway,how theywill be then treated.A narrowing
down does not then negate the holistic nature of the principles in that, on both spatial,
temporal and issues axes, the part conveys the signature of the whole.
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CHAPTER EIGHT
LEARNING IN A'CLIMATE CONSTRAINEDWORLD 69:SOME REFLECTIONS

8.1. Introduction

To recapitulate,this thesis has sought to address four research questions (see
pages 30-31):
1. What is the current range of renditions and understandingsof the concept of
emergency education?;
2. What is the current range of renditions and understandingsof the concept of
educationfor sustainability?;
3. What holistic and sustainable principles arise from examining the interface
between emergency education and education for sustainabilityin order to
in
humanitarian
to
a more comprehensiveway?;
crises
respond
4. What insights arise from applying holistic and sustainable principles to concrete
and projected emergency education situationsfomented by climate change and
other causes?
A central tension in both fields of emergency education and sustainability-related
education arises from a tension between the mechanisticworldview and the holistic
based
former
the
tend to accommodateand
Educational
on
manifestations
worldview.
In
dominant
exploitative
and
structures
uncritically.
contrast,
unsustainable
reproduce
manifestationsof the latter consciously strive to advance reflective and critical learning
processes towards personal and social transformationon behalf of the needs of people
and the planet. The six mutually embedded holistic and sustainable principles
emerging out of this study - flexibility, balance, resilience, social justice,
interconnectedness, and anticipation- are in accordancewith the aspirations of the
latter. This final chapter ranges far and wide across issues emerging from responses to
these research questions as discussed in, respectively,Chapters Three, Four, Five and
Six. What follows is a synthesis, pulling themes together while deepening the
69A phrase used by Tom Mitchell during the personal interview in August 2008.
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discussion.

8.2. Issues Emerging from the Study
1. The ever-swelling confluence of emergencies Including, perhaps especially,
climate change calls for a radical rethink of the idea of 'development'
The examination of the two fields of emergency education and sustainability-related
education has revealed that these two fields predominantlytie themselves to the
economic growth oriented development.Alternative renditions of development become
critical, since continuous material growth and exploitation of natural resources are not
possible given the finite nature of Earth's natural system and with an ever increasing
world human population.Also, since the dominant production and consumption pattern
is a root cause of the creeping emergency that is climate change, those who are in
materially privileged positions need to rethink and change their lifestyles and underlying
values which perpetuate the exploitative and destructive modes of current development.
In shifting the dominant approach to development, the embrace of life-affirming
values is of critical importance. In the words of Gadotti (2008), "our lives need to be
guided by new values: simplicity, quietness, peace, serenity, listening, living together,
sharing discoveries and building together" (41). S/he emphasizes that simplicity should
be based on people's willingness to change their consumption patterns and also
in
includes
from
learning
that
listening
each
other
quietness
explains
attentive
and
to
the
for
"to
the
silenced,
conditions
currently
order
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ones
many narratives,
come to life" (41). Similarly, according to Selby, what is needed is 'sustainable
in
the
(2007a)
(2009)
long-term
'sustainable
as a
contraction'
moderation'
value and
near and mid-term in response to runaway climate change. These values present a
stark contrast to mechanistic metaphors of individualism, competition, continuous
economic growth, and endless accumulation of material wealth.
Along the same line, Francis Sathya refers to frugality as a key value in considering
alternatives to current development. He states:
Frugality is related to conserving and minimising your wants and greed... [Poor]
.
227

they
because
their
traditions
because
their
conditions,
of
economic
and
people,
of
are naturally practicing the frugality principles (personal interview 2008).
Emphasizingthat "the poor is not the problem but the solution," he claims that people in
"consumersocieties" should learn from them.
Addressingthe issue of values is also put forward by the Earth Charter,which states
"Fundamentalchanges are needed in our values, institutions." The notions of frugality,
Ivoluntary simplicity' or 'towards a way of life that is outwardly simple, inwardly rich'
(Elgin 1981) are in line with the Charter's view that "We must realize that when basic
needs have been met, human developmentis primarily about being more, not having
more" (Preamble).AýbelardoBrenes, one of the key architects of the Charter, affirms
that we need to reconceptualizewhat human satisfactionmeans:
the whole idea of living with simplicity,and being able to be happy, being able
...
to have a sense of strong community,to find a balance with nature [are critical].
We need to have an authentic and democratic dialogue where we respect that
there are alternative paths for human happiness,and that there are people who
can live with dignity, but with a light ecological impact ... (personal interview
2005).
In order to resist the dominant neo-liberaldevelopmentideology,learners should be
helped*tonurture those values by examining their taken-for-granted assumptions and
by acting them out in their immediate environment.
Enhancinglocal capacities and creating new forms of community also become
critical in resisting theglobal treadmill of development,970
especially in the face of the
increasing number and intensity of complex emergencieswhere locals are the ones
who need to deal with the consequenceslong before and after the external
interventions.Despite the powerful forces of predatory global disaster capitalism (see
pages 8-9), Klein (2007) believes hope for the future can come from the local actions
and the values of community.
The universal experience of living through a great shock is the feeling of being
completely powerless: in the face of awesome forces, parents lose the ability to
save their children, spouses are separated, homes - places of protection become death traps. The best way to recover from helplessnessturns out to be
helping - having the right to be part of a communal recovery.... Radical only in
their intense practicality,rooted in the communitieswhere they live, those men
70A phrase used by Professor David Selby during the tutorial
session with the author in
February 2009.
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and women see themselves as mere repair people, taking what's there and fixing
it, reinforcing it, making it better and more equal. Most of all they are building In
resilience - for when the next shock hits (465-466).
Z The field of emergency education needs to embrace more holistic conceptions
of 'risk'and 'crisis'

Froma holisticperspective,emergenciesand crisesare consideredas 'presented
symptorns'or a tip of the iceberg, and they cannot be dealt with sufficientlywithout
addressing underlying and interlinked issues and multiple implications as a whole. As
Edmund O'Sullivan's view below implies, educators need to play an important role in
helping learners to critically examine what emergency is:
If you do not show the complete picture - or... a broader context for why
emergency happens - then it is misinformation,and actually it is not telling you
what the emergency is about (personal interview 2005).
Given the systemic nature of reality and the interconnectedness of socio-economic and
environmental crises underpinned by a crisis of worldviews, it is vital to address 'symptoms'of emergencies by linking them with silent and creeping emergencies.
Compartmentalizedthinking and approaches offer only partial and superficial solutions,
by
holistic
the
likely
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is
to
This
argued
point
yet
a
pertinent
another crisis.
and are

thinkers.
The creepingemergencyof climatechangeis highlylikelyto bringaboutmore
livelihood,
decline
fallout,
of
a
complex emergencies consisting of environmental
economic collapse, hunger and malnutrition, infectious diseases, violent tensions
among groups, and massive population displacements in specific constellations and
intensities.As some of the case study participants highlight, enhancing health and wellbeing of the individual, community and society as a whole become vital in reducing
physical, social, economic and environmental vulnerabilities comprehensively,rather
than responding to a symptom individually.

3. Emergency educators are in danger of using human rights codes as
'catechism'
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Internationalhuman rights instrumentshave been widely used to frame and
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education
stages of emergency
One of the issues regarding the rights based approach is an inevitable tension
among different rights in their practical application.Although all rights are considered
equal, some rights tend to be prioritized more than others. For instance, during the
Asian Tsunamiresponse focusing on swift and efficient life saving efforts by external
agencies left very little room for local communitiesand children to exercise their rights
to participationin decisions affecting their lives (Plan 2005a). During times of
be
Anticipating
can
acute.
situations of severer
among
rights
conflicts
emergency,
emergency,it is highly likely that authoritieswill intervene to defend some rights more

than others.
A more fundamental issue regarding the use of human rights standards is whether
they could remain useful and relevant when the impacts of climate change become
intensified,and massive socio-economicand environmentaldisruptionstake place. A
number of questions come to mind: reflecting upon the historical expansion of the
scope of human fights will new rights be encoded, as some rights become redundant
and irrelevant?When planetary survival is in danger, should human rights be extended
to include the rights of non-humanspecies as a whole? Should addressing the needs
of all living things, as deep ecologists claim, be more appropriate than the current
anthropocentricrights framework? Will some rights have to be defended and/or
trespassed upon by authorities for the common good? Should there be a move back
from individual rights to collective rights? These questions must be reflected upon in
relation to the formal, informal and non-formal learning of emergency education.
In addition, regarding the Convention on the Rights of the Child which is popularly
and somewhat uncritically employed in the field, it is important to remember some of
the critiques arising from the assumption that rights are of universal application despite
socio-economicand cultural differences; also the related Eurocentric assumption of the
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independent and autonomous individual child existing within the predominantwestern
notion of family and society (Ansell 2005). With those limitations In mind, should
emergency education address 'needs' and rights in a more balanced way, especially In
the context of growing socio-economic deprivations and multiple risks? Should 'needs'
discourse even predominate above 'rights' discourse? Some argue that focusing on
needs is in line with ecological thought because 'needs'tend to be more context
specific, more open to empathetic treatment, more intuitive and more inclusive than a
rights based approach (Selby 1995:16).

4. Focusing on education of children in isolation is conceivable as an example of
displacement
The main target age group for emergency education is school-aged children. A
critical question to be asked is: how effective is the focus on children in creating
meaningful and swift change in the face of imminent and looming emergencies?
Considering the fact that approximately half of the world's population consists of
children and youth (Ansell 2005), it is important to empower them by raising their
awareness and nurturing their capacity to play an active role in preempting and coping
in
Selby
however,
(2007a),
points out placing children
with near-at-handemergencies.
the'pole position' especially in tackling urgent and serious climate change can be seen
hardly
"members
'displacement'
of society
or even'hand washing'since children are
as
best positioned to effect urgent and far-reaching social, economic and cultural change"
(256). Ansell (2005) also argues that "there are limits to what children can do alone"
(249), adding that "the image of innocent childhood, removed from the adult world,
does great disservice to the real lives and real interest of children" (252).
In terms of climate change mitigation efforts, changing production and consumption
patterns by cutting down carbon emissions inevitably includes examining the current
status quo. Wider public engagement is indeed needed and the current focus on
focusing
by
in
be
to
future
redressed
children relation ongoing and
emergencies should
in
those
Adult
who are
more on youth and adult populations.
populations, especially
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more materiallyprivileged positions need to be involved. Learning for children would be
more effectivewhen explicitly linked with adult and community learning in tackling
anticipatedemergencies. In this sense, boundaries betweenformal, non-formaland
informal learning need to become more permeable.

5. The six holistic and sustainable principles elaborated in this thesis become
transformative, when they are viewed in dynamical, systemic relationship and
applied as such to the four facets of education discussed in the thesis (i. e. policy,
curriculum, pedagogy, non-formallcommunity)
Guaranteesagainst having the suggested holistic and sustainable principles
appropriatedfor status quo purposes derive from the holistic treatment of those
principles. If the principles are merely treated at a rhetorical level or as discrete from
each other, they will have only superficial resonance, but if they are applied in a
thoroughgoingsystemic way, they take on transformativepotential. Not only one
particular principle, or an element within a principle, in isolation, but every element at
every level needs to be addressed in an integrated and dynamic way. The principles
themselves and particular elements falling under each principle may not be unique in
isolation, but it is the actualization of their synergistic potential that can make them
unique and transformative. In both personal and professionalterms a mindset of
constantly relating each principle to each other principle will lead stakeholderstowards
a deeper, more radical, and felt understandingof their potential allied to an enhanced
pre-dispositionto act upon them in that spirit.
Taking the case of the Children in a Changing Climate Programme, social justice
(Principle 4) is one of the important components.Addressing the urgent challenges of
climate change which the children in the least developed countries face - those who
have contributed to climate change least but will be hit first and hard is a matter of
global social justice. Although this programme is aware of a dynamic relationship
between global, national and local levels to some degree, using the various media of
learning (Principle 2) and anticipatory perspective (Principle 6), more emphasis on the
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interconnectedness of the issues at multiple levels (Principle 5) and balancing the
different ways of knowing (Principle 2) are critical if the Initiative Is to become radically
transformative. Lotz-Sisitka (2010) points out that over-contextualizedand localized
learning and actions for transformation in response to climate change "without giving
become
to
their
global
nature,
origin"
attention
content
and
adequate
and
equal
paradoxicallystatus quo conservative, because they fail to address the wider structural
injustice. From this perspective, a dynamical interaction between social justice, balance,
and interconnectedness becomes indeed critical. Global social justice will also be
deepened by integrating intergenerationaljustice (linking to Principle 6, Anticipation),
self-determinationand ownership by individuals and groups (linking to Principle 1,
Flexibility) and social and environmental well-being (Principle 3, Resilience).When
those elements are embedded in multiple nodal points at different layers of policy,
curriculum, pedagogy and informal and non-formal learning, so building a dynamical
webbed network of those points, their synergetic effects increase abundantly (Fullan
1991; Selby 1997).
What is crucial across the principles and within each principle is a focus on the
'inscape'of learners. Being aware of who they are, what their unique perspectives and
feel
fears,
how
they
their
hopes,
future
and sense,
are,
visions
and
values are, what
Building
learning.
important
integral
features
be
holistic
and
sustainable
and
should
of
confidence and self-esteem is a prerequisite for learners to be proactive.
In the practical application of the holistic and sustainable learning principles, one of

the commonconcernsincludesextra demandsposedon teacherswho are often
the
'
Acknowledging
'ill
trained,
'
'lacking
and
characterizedas
capacitiesand resources.
hard realitiesteachersface, two pointsshouldbe highlighted.First,the suggested
principlesdo not necessarilyrequireformaltrainingthat is dependenton manualsand
guidelines.What is fundamentalis developingteachers'owncapacitiesfor self(Francis
in
learning
the
their
environment
reflectionand awarenessabout
own power
Sathyapersonalinterview2008; Pikeand Selby1999b).Thosewho are involvedin
emergencyeducationcould playa pivotalrole as 'whistleblowers'in helpingteachers
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increasetheir self-reflectivecapacities and gain a new or renewed sense of
professionalism.Another point is linked to the nature of the knowledge itself. What
does 'lack of capacities' imply? Is there an implicit assumption here that teachers' lived
experienceis inferior to the theories advanced by external agencies?This point is
further discussed in the following section.

6. Sustainability-related education and emergency education are, for the most
part, characterized by a top down approach that projects knowledge of the
supper'on to the 'lower'
The dominant sustainabilityeducation discourse is strongly underpinnedby the
economicallyprivileged north and voices of the global south have not been properly
represented(Gadotti 2008; Vargas 2000). Likewise,the field of emergency education
employs the discourse of the powerful north (including donors and international
agencies), and is acted upon by those who are affected by crises. There is a clear
power hierarchy in terms of who creates and legitimatesknowledge.
What is needed in both fields is a sea change in the direction of flow of knowledge
both at theoretical and at practical levels. Those who are engaged in emergency
education should be mindful that "people in emergenciesare their own experts in their
experience" (John Barry, personal interview 2006). "Working more on building up
knowledge based on experience in the field" is currently lacking but desperately
needed in emergency education (Gonzalo Retamal, personal interview 2007). The new
processes of engagement- where local knowledge and experiences are heeded and
respected, and acted upon - should be actively promoted. Voices of those who are
normally excluded from the decision making - children, women, those who with
disabilities, minorities - should be heard through culturally appropriate arenas and
channels.
In creating a change in the flow of knowledge,those who are in the 'upper' hierarchy
equipped with privileges and affluences need to be more self-aware and open to
learning. Most importantly,they need to realize that their knowledge is limited (John
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Barry,Abelardo Brenes, Edmund O'Sullivan, personal interviews 2005,2006). Francis
Sathya's testimony below highlights the point:
Having come from a poor country and observed poor people's life In many parts
of the world, I think poor people are not part of the problem. They are part of the
solution. And in fact if you look at their livelihood, it is the most sustainable
livelihood the poor people lead. And in fact the developed, the educated, the solot
the
that
a
of
consume
quite
are
societies
consumer
societies
called civilised
Our
And
[to]
Earth.
tend
this
to
tell
the
current
change.
we
of
poor
resources
development models and systems are geared towards promoting that ideology
that encourages us to view the poor people as problem and who have to actually
change. The problem is not with us. It is fundamentally a faulty notion [in]
education at all level. This type of ideology somehow has been passed on to the
experts coming even from developing countries (personal interview 2008).
A series of questions raised by Chambers (1997) become important reminders for
educators positioned at the 'upper'end of the hierarchy:
All powerful uppers think they know
What's right and real for those below
At least each upper so believes
But all are wrong; all power deceives....
Whose knowledge counts?
Whose values?
Whose criteria and preferences?
Whose appraisal, analysis and planning?
Whose action?
Whose monitoring and evaluation?
Whose learning?
Whose empowerment?
Whose reality counts?
'Ours' or'Theirs'? [Italics in original] (ibid.: 100-101).

Chambers goes on to ask, "What can and should we, as uppers, do to make our
realities count less, and the realities of lowers - the poor, weak and vulnerable - count
more?" (101) From this perspective, the above-mentioned issue of 'lack of capacities'

look
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7. The onset of ubiquitous rampant and runaway climate change has profound
implications for understandings of emergency and emergency education

In the field of emergencyeducation,a linearconceptualization
of emergenciesby
dividing them into different phases is common (e.g. Tawil and Harley 2004; UNESCO
2006a). This is clearly predicated on the mechanistic assumption that emergencies
future
bleak
In
the
is
of
development
normality
continues.
start and end,
recovered and
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a climate constrainedworld, what would the start and end of an emergency mean when
they are everywhereall the time? Emergencieswould not be containedwithin specific
be
interventions
international
How
the
time.
agency's
would
priorities of
space and
justified when there are continuous demands to respond to emergenciesin various
locations? Reading the higher end of climate change projectionssuggested by
scientists,such concerns are not a mere brainstormingexercise.
The increasing number and intensity of climate change trigged emergencies have
significant implicationsfor those who work in the different aspects and 'phases'of
emergencies.A number of UN agencies and NGOs have already started to discuss the
implicationsof climate change for their operations.The challenge remains huge given
the uncertaintysurroundingthe particular manifestationsof issues. The traditional
coping mechanismsand past experience would be of probably very limited usefulness,
and "new ways of working, imaginative solutions" (Save the Children 2007b:13) are
urgently needed to cope with the anticipated challenges.The risks of climate change
demand not only educators who are presently involved in the different stages of
emergencies- disaster risk reduction, emergency,reconstructionand development but also educators who are currently in non-emergencysituations to rethink education
policies, provisions,curriculum and pedagogicalapproaches.

8. The six principles, taken as a whole, will offer an enabling and reflective
framework for education policy makers and practitioners in preparing for and
mitigating the impacts of the 'creeping emergency'of climate change
As discussed in Chapter One, climate change will present a backdoth of lurching
decline in livelihood, ecosystem, health and economy in the front of which will play out
abrupt and extreme weather-related disasters marking out climate as an ever more
fickle affair. Greater environmentaland social stresses are likely to result in intensified
survival struggles that may well trigger violent conflict over the diminishing availability
of livable land and natural resources. Because of these debilitating conditions, more
exposure to the extreme weather events, and intensifying survival struggles, humanity
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will inevitably face a frequent sense of loss on multiple fronts at micro, meso and macro
levels (for instance, loss of family and friends, loss of home, loss of place-based
community, loss of social network, loss of cultural diversity, loss of routines and jobs,
loss of individual and collective identity) (Cannov6 2008).
In such contexts, it is increasingly important that learning content, processes, and
(and,
learners'
diverse
most
needs
address
sensitively
environment/atmosphere
crucially psychosocialneeds) through incorporating various forms of self-expression
(Principle 2, Balance). Since the onset of multiple emergencies and repeated exposure
to extreme weather events "may dull the awareness necessary for proactive
responses" (Bartlett 2008), learning also needs to be an empowering process by
supporting learners to overcome a sense of fatalism, cynicism or passivity and helping
them take concrete actions (Principle 6, Anticipation).Anticipating seemingly (but not
necessarily) 'distant' emergencies in the temporal dimension, mitigating their potentially
negative or even devastating effects as much as possible becomes a vital and urgent
task for those who are involved in education. In this sense, not only immediate but also
distant levels of spatially and temporally nested interconnectednessneed to be
addressed simultaneously(Principle 5, Interconnectedness)so as to trigger and
levels.
different
at
accelerate synergetic change effects within multiple nodal points
Simultaneoustreatment of nested temporal levels becomes all the more essential
given the fickle nature of climate change with its potential to make the seemingly
'distant' imminent. Also in anticipating the creeping emergencies of climate change,
3,
(Principle
enhancing mutually reinforcing social and environmental resilience
Resilience) becomes vital. Given that we cannot be absolutely certain about what kind
is
face,
type
not
for
of
emergency/crisis
preparing
of emergencies we might
a particular
likely to prove practicable or effective, so human societies need to address risks and
vulnerabilities in a more generic and comprehensiveway.
One possible consequence of creeping emergencies will be an increase in
frequency of interruption of formal education provision in many parts of the world. The
field of emergency education has witnessed that when formal education is interrupted
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informal and nonformal education play a complementaryrole. Hence, it is very likely
that in a climate-constrainedfuture society, boundaries betweenformal and non/formal
educationwill inevitably become permeable. In other words, the foci and leadership of
learning need to become much more flexible depending upon changing circumstances.
Top-down,externally and expert-driveneducational provision and learning processes
will simply become obsolete or dysfunctional,and more dispersed and horizontalforms
of knowledgecreation and educational leadershipwill become imperative. Considering
the fact that even now it is local people who need to deal with the consequencesof
emergencieslong before and after any external intervention(Jabry 2002; Plan 2005a),
enhancing local leadershipand ownership of learning processes and educational
provisions becomes a viable, even essential, future way forward. Therefore, what
Principle I on flexibility (i.e. self-determined,flexible and gently-pacedlearning) and
Principle 4 on social justice (i.e. ensuring inclusivenessespecially for the marginalized*
and vulnerable) suggest becomes exceedinglyrelevant.

8.3. Pointers to Further Research
What follows highlights some potential further research areas emerging from this
study. First, there is a great need for conducting empirical research into holistic
renditions of emergency education initiatives. Holisticallyoriented initiatives are
currently limited and, for the few that exist, empirical evidence as to the particular
impact of their self-consciouslyholistic approach is lacking. Since holistic learning
principles can be understoodand applied without ensuring their overall coherence, a
great challenge remains at the implementationlevel. Hence, close examinations of the
following questions would contribute to the development of the field:
"

What are enabling factors for teachers and educational administratorsto
effectively implement holistic renditions of emergency education?;

"

How would holistic renditions of emergency education help learners, teachers,
parents and local communitiesdevelop crisis resilience and preparedness?

"

How are the effectivenessof different pedagogiesin relation to whole person
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development and empowerment?
Second, theoretical development is needed In terms of embedding Insights from the
field of emergency education into mainstream educational theory and practice In the
'non-emergency' context.As discussed above, the current boundary between what.is
In
is
become
would
more permeable the face of
emergency and what non-emergency
In
deal
to
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with
emergencies
climate change and all educators would probably need
knowledge
(Selby
Integrating
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future
2007b).
the
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near
way or another
from the field of emergency education into normal educational provisions will help to
create a seamless and mutually embedded cycle of emergency preparation, mitigation,
is
Important
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done
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as practice
response, recovery, and resilience.
research focus.
Third, forward-looking educational theory and practice considering the runaway
nature of climate change needs to be further developed in a more thoroughgoing
The
impacts
in
has
This
of
general.
study
addressed anticipated emergencies
manner.
both acute onset and slow onset of emergencies are important to examine, and the
latter deserves significant attention because of the prolonged hardships that would be
the norm around the world, changing traditional notions of planning for 'development.'
Lastly, on a more personal note, building upon this research I would like to continue
to develop the theory and practice of holistic and sustainable learning with a specific
focus on climate change-induced emergencies. My initial interest in emergency
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triggered
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grown
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education
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APPENDIX 1. Semi-structured Individual Interview guides (phase one)
To educators In the field of emergency education
Please explain briefly about your involvementin the field of emergency
education.
What are the key issues which emergency education is addressing?What
definitionsare there of 'emergencies'?
What models/conceptualframeworks for emergencyeducation have you drawn
upon particularlyin your work? Which educators and other thinkers have been
particularlyinfluential in developing your commitmentto and understandingof
emergencyeducation?
Who are the priority target groups and what are the time spans for emergency
education initiatives?
Are the terms 'sustainability' or 'sustainable development'frequently used in the
field of emergency education? If so, what do they mean in the field of emergency
education?Are they useful terms in your field?
In your view, what is a relationship between emergency/crisesand
sustainability/sustainabledevelopment?What implications does such a
relationship have to educational responses within emergency education?
To educators in the field of education for sustainability
e

Please explain briefly about your involvement in the field of education for

sustainability.
9

What are the key issues which education for sustainability is addressing? What

are your definitionsof 'sustainabledevelopment'and 'sustainability?
What modeIs/conceptual frameworks for education for sustainable development/
education for sustainability have you particularly drawn upon in your work?
Which educators and other thinkers have been particularly influential in
developing your commitment to and understanding of education for sustainable

development/educationfor sustainability?
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Who are the priority target groups and what are the time spans for education for
sustainability initiatives?
Are the terms 'emergencies' or 'crises' frequently used in the field of education
for sustainable development/ education for sustainability? If so, what do they
for
for
development/
in
field
the
education
sustainable
of education
mean
in
terms
Are
they
useful
your field?
sustainability?
In your view, what is a relationship between emergency/crisesand
sustainability/sustainabledevelopment? What implicationsdoes such a
relationship have to the educational responses?
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APPENDIX 2. Summary of first round of individual interviews with emergency
educators
A. Synopsis of key issues emerging from interviews with five emergency
educators
Emergencyand sustainable development/sustainabilityinterface: No overlaps
Three participantsmentionedthat sustainabilityand sustainable development
were not the terms and/or concepts commonly used in the field of emergency
Two
in
participants
emergency
acutelchronic
situations.
education, particularly
preferred "durability' to sustainabilityas a term/conceptto use.
One participant pointed out that educationfor sustainabledevelopment used
did
language
broad
and
not seem to acknowledgesufficiently
vague
very
and
the context of developing countries. Hence, educationfor sustainable
developmentwas questionedfrom the perspectiveof it only being relevant to the
context of economicallywealthy developed countries.
Tensionbetween emergency education and educationfor sustainable development
*

One participant mentioned that one of the tensions between emergency
for
sustainabledevelopmentis that each has different
education
education and

targettime spans.
It seems that at the conceptual levels a long-termor future perspective is
accepted in emergency education, but what is challenging is to apply a future
perspectiveto emergency affected contexts at a practical level given the
preoccupationwith meeting urgent needs.
Questionsregarding what to sustain
Three participantsexplained 'sustainability'in emergency education in terms of
sustainabilityof institutions, initiatives or structures, while one participant raised
critical questions regardingfundamental purposes of education and emphasized
the importance of understandingsustainabilityin terms of economic, political,
social sustainability.
Responding to psychosocial needs
*

With regard to psychosocialneeds for emergency affected populations, the
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participantshold differentviews in terms of degreesand ways In which
psychosocialneedsof learnersare addressedin education.One participant
stronglyemphasizedthe importanceof dealingwith traumaof victimsthrough
variousmediaof expression.Two participantsimpliedstructuredactivitiesand/or
schoolingas a way to deal with trauma.Anotherparticipantpointedout a gap
betweenagencyperceptionsand local people'sperceptionswith regardto
psychosocialneeds.
Emergency education and issues of power
Politics and practices of emergency education are not free from issues of power
and the broader context of globalization. In emergency education, how to turn
challenges into opportunities remains the challenge.
B. Detailed version of summary of key issues emerging form Interviews

Emergency and sustainable developmentlsustainability

interface: No overlaps

Three participants mentioned that sustainability and sustainable development were not
the terms and/or concepts commonly used in the field of emergency education,
to
1
Participant
in
use
prefers
acute/chronic
emergency situations.
particularly
"durability" to sustainability meaning that emergency education will have a lasting
impact among the children. Similarly, participant 2 highlighted "durable solutions" in the
UNHCR constitution. In the context of displacement, participant 2 said, agencies "do not
talk about sustainability as a main criterion because they are expecting the people to go
home."
One participant pointed out the vagueness in the concept of sustainable development:
Personally, I come from the generation that believes sustainable development is
about environment. I feel that... by including every aspect of social and economic
is
It
term
development
becomes
the
meaningless.
sustainable
almost
reform,
developing
in
the
ideal
the
countries.
and every problem of
every
poorer people
Togetherwith the original theme of environment. I think it has become education
for development. (Participant 2)
Participant 2 went on to say that education for sustainable development did not
sufficiently acknowledge the reality of developing countries:
the situation in the third world is still and in many emergency schools is such
...
that there are often no text books whatsoever. In some good situations the
teachers have a copy of most of the text books... The children don't have enough
writing materials. There are no reading materials. Not even text books. The
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is
for
the
time
that
very short.
system
so
study
classes are often on a shift
Blackboardsare very small and not well maintained.Therefore it is extremely
difficult to achieve anything, even a very well trained educator would have to work
very hard to do it. But we have people who have maybe only completed primary
school,[who have] maybe completed some or all of secondary;[but who] have not
ever been trained in modern pedagogyeffectivelyand whose idea of teaching is to
write on the board for the children to copy. -Therefore, these statements [on
educationfor sustainabledevelopment]are to my view very appropriatefor
movingthe agenda forward in the richest countries of the world and have very little
relevanceto developing countries and very little relevanceto emergency
situations.
Tension between emergency education and education for sustainable
development
According to Participant 1, "There are a lot of tensions around [sustainability]," because
what emergencyeducation does is "one time specific interventionin response to a
specific crisis" and agencies are not necessarilyhoping that their initiatives will last.
Participant1 thinks that one of the elementswhich differentiatesemergency education
and educationfor sustainabledevelopment is the time span on which each initiative
focuses:
in crisis is on the continuum more about respondingto more
education
...
immediate needs, and really focusing on quite a practical level in terms of trying to
prepare people for a future. I feel like education for sustainabledevelopment
probably is a longer term approach thinking about what are things in this
community going to look like even this year or a hundred years and what can we
do about it to really have a sustainable developmentapproach.We would
probably be looking more at five months to maybe three years or something.
Three to five years. This is a long-term picture for the emergency education sector
(Participant 1).

Laterin the conversation,Participant1 statedthat
I thinkso muchof a humanitarianresponseis onlyaboutimmediateneeds,of
keepingpeoplealive.But if you look at humanitarianprinciplesand if you look at
humanrightskind of frameworks,there is a strongfocuson life with dignityand
people'sown self-sufficiencyand ability.In a way I interpreteducationas a
humanitarianresponse,as an opportunityfor peopleto createtheir ownfuture.
Participant1's commentsabovecouldbe understoodas sayingthat the importanceof
havinga long-termor futureperspectivein educationseemsto be supportedat a
conceptuallevel,but at a practicalor operationallevel,it mightbe difficultto be
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prioritized. In the case of Participant 3, a future perspective is a key to Inform
immediate initiatives:
have to approach [education] as a challenge and an opportunity to not only
you
...
look at the problem, but to look at the future not simply reconstructingthe past.
...
And to be asking good questions about why we are reconstructing,what you are
reconstructing.... The basics of education are to draw on - and a lot of those
because
that
the social consensus that hasn't been
you
can't
ask
questions
developed. But there are so many that you can answer. Nearly always in a post
crisis situation there is a quest for greater democracy. Greater participation. I think
it is fairly easy to find broad trends of the future and it is usually reaction to what
took place in the past. I think it is possible to use certain broad trends and to
identify these questions for consensus.... (Participant 3)
According to Participant 4, the issue of long-term and immediate focuses are not either
or, and emergency education need to "re-think curriculum in both short-term and
long-term."
Questions regarding what to sustain
There was not any consensus regarding the meanings of sustainability. For some
participants,sustainability in emergency education meant sustaining institutions,
initiatives or structures (including financial structures).
the issue of sustainability comes out particularly when you start building

...
structures. Who are they afterwards? Now if it is inside of the country and they
are IDPs, then those are going to be schools or structures [of] youth centre or
something for the government generally. But when it is outside of the country;
some countries don't want you to build permanent structures, schools and so on.
And other countries very much want to it depends on the country. So that is one
...
way to look at sustainability (Participant 5).
the salary issue is one of the biggest issues. In emergency education, the

...
funding is sufficient only for very minimal salaries, payments to the teachers.
There should be payments, because otherwise the teacher turnover is too great
So from the very beginning there is this concern of the emergency education

...
programme itself to be financially sustainable. (Participant 2)

In contrast,Participant3 expresseda broaderview of sustainability:
I have hardly ever heard people talking about sustainable development [in
emergency education]... because people are focused on getting the schooling
system back functioning because people have a right to school. A right to
245

education.And there is not a great deal of talk about why, what purpose of
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when you raise the issue of sustainabilitypeople talk about the sustainabilityof a
system.Are there enough resources to keep the system going? It is only when the
debate gets to the topic of reconstructionpeople start to ask the sustainability
it
for?
How
How
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will
econom)(7.
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education
sustain social and political change?
I think that is a mistake. I think that people need to be looking at some dimensions
of sustainabilityfrom an early stage. And that is part of my early point about - what
education is for. It could be rebuildinga system that stands for unsustainable
through also unsustainabledevelopmentwhich is both politically,economically,
longer
it
fall
into,
is
taking
trap
I
think
that
we
a
a
often
not
socially not sustainable.
view from an early stage. Now it is understandablefor those agencies involved in
humanitariansupport to focus on the short term and assume education must be a
good thing. But it importantfor agencies ... which [are] more focused on
reconstruction[take) the issue of sustainabilityseriously."
Responding to psychosocial needs
Participantshold different views in terms of degrees and ways in which psychosocial
neeqs of learners are addressed in education. For instance, Participant4 strongly
emphasizedthe importance of dealing with trauma of victims through various media of
expression:
There is a psychosocialdimension in the process of education. It is fundamental if
you want to provide the quality education for the children who are victims of
violence. If you do not do it, you are losing time in a way, because those
children are going to fail. They are traurnatisedand they cannot learn mathematics
or languages. So providing them with mathematicsand languageswithout
providing them first recreation, expression,dealing with their past, [ and] trying to
realize what is like the life in the future, ... even if they have text books and trained
teachers to teach mathematicsand language, it does not work.... (Participant 4)
Participant4 further explained the contents of expression as follows:
be a very important aspect of curriculum. You need to
should
-expressions
provide instrumentsfor expression. Children can express in other languages,
which is not necessarilya written language. Dancing, drawing, talking, re-enacting
the horror playing has to be a part of quality of education. Otherwise,we are just
...
reproducinghate.... the future warlords.
For Participant 1 and Participant 5, offering structured learning opportunities to the
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emergency affected populations is a way to deal with trauma experiences:
the idea behind [psychosocialsupport] is that just even the structure of a
...
I guess, to keep them busy.
learning day for children, part of it can be healing
....
In a way keep children busy.... And it really is about learning for the future
...
something has happened to you, but you are still here, you can continue on, you
can grow as a person despite what happened. So it is really giving a positive outlet
for children. That is really important. You see so many children that will talk about
the importance of their education and they don't want to lose those opportunities
just because of a conflict or a crisis (Participant 1).
I think the thing that seems to work best in most cases is you try to find - basically
the model is really initiated by parents and students and teachers. Because what
they want after everybody has done, when there is food and shelter are sufficient,
the parents, communities, teachers very much want young children in particular to
get back to school, because usually in their early stages of an emergency,they are
is
that
And
back
into
them
traurnatised.
something
situation
getting
a school
very
the entire community wants. (Participant 5)
Participant 2 pointed out a gap between agency's perceptions and local people' s
perceptionswith regard to psychosocial needs:
Contrary to what happened with Rwandan refugees when all of us were thinking
focus
didn't
issues
lot,
on
which
stages
with
a
and we came up
about psychosocial
the school year, now I would say that there is a greater awareness that the first
priority is for the community to understand when the school year will resume, and
to fit any support activities which are unusual around the conventional curriculum
immediate
is
the
That
emergency.
year
and
examinations.
and school
Emergency education and issues of power

Politics and practices of emergency education are not free from issues of power and a
broader context of globalization. Who has power to decide an agenda of emergency
instance,
influence:
For
is
there
a
strong
education?
media
the big question is funding, because nobody knows how much money is going
...
to go for an emergency. If it becomes a 'CNN emergency,'then there is some more
it
If
lot
is
That
for
that
of publicity.
a nickname
gets a
an emergency
money...
becomes CNN emergency,then you know they are going to get more money.That
is what it is called (Participant 5)
The challenge of promoting local participation and empowerment in highly complicated
limited
has
local
capacity,
very
government
situations of early post-war contests, where
for
initiatives,
by
local
the
to
As
touched
upon
all
way
promote
participants. a
was
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instance, Participant3 stated:
Early planning is about respondingto quality initiatives, to try and incorporatewhat
is on the ground into some kind of systemic framework rather than just to sit down
and say'Ok, do we need schools?'. The system is there in the communities and
what you need to do is to identify it. And enhance it. And look for balance. Look for
the gaps. Some people had the illusion that they are planning a new system.
There is no such thing as new system.
At a global level, Participant4 recognized a strong influence of politics of globalisation
within emergencyeducation. Participant4 was critical about education which narrowly
serves the modern sector of economy and, in so doing, further excludes the poor and
the vulnerable. Participant4 suggests a systematicanalysis of emergency education
and points out the applicabilityof the lessons learned in emergencyeducationto'normal
society'with different kinds of trauma situation.
In emergency education, how to turn challenge into opportunities remains the
challenge: I think [a relation between emergenciesand sustainability]is a problem,
a challenge and an opportunity. Crisis often results in collapse or erosion of the
system presenting a challenge for education, contributingto sustainable
development.Also it is the possibilityfor change or the acceleration of change.
Crisis is often needed in order to bring about change.And movementtowards
sustainabledevelopment requires change... (Participant3)
My view is that emergency is the window of an opportunity.... becausefirst there is
a lot of money coming to the situations of emergency but they have been used
very badly in many ways. The problem is that there are dual forces: one with
human face, humanitarian,and the other one is only with a face of the "efficiency
of economies." The latter is an illusion of efficiency.The view alone is not
sustainable.... The basic factor is that we have to put a human face in
development,especially when you are dealing with people who are victims of wars,
who are not only hungry but angry... You have to deal with anger If you are not
doing it you are excluding them and you are preparingfor the next generations for
wars... (Participant 4)
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APPENDIX 3. Summary of first round of Individual interviews with sustainability
educators
Mapping themes emerging from the interviews with five educators In the field of
development,
for
for
education
sustainable
sustainability
education
A. Key features and elements in education for sustainable developmentl
sustainability education
Al. Critical awareness
Sustainable Education is "radical" and it "has to have a critical understanding." It
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period
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are
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A4.

Process of leaming: life-long leaming: releVance to real life: diversitv. democracz
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Educationfor SustainableDevelopmentis "the ability to learn how to learn.... It
is for me about character building. It is about drawing out from people what's
within them in terms of allowing them to develop. It is about awakening in them
their sense of interdependenceon each other and on the planet, as a
compassionthat everybody has for life. It is [the] properly [which should be]
nurtured... So it's character, it's ethics, and it's also learning by example and
doing."
"Youwant to engage people in these questions in a way that's relevant to their
every day life - sustainabilityhas to become a daily activity.And that requires
reflection, it requires discussion. It also requires accepting that there's no one
best way. So you cannot present sustainabilityand condition people to become
sustainable.That's not education, that's training maybe - It's not education."
I think we've got to make sure that at the heart of any educationfor sustainable
development-just like in SustainableDevelopmentitself - is deep pluralism. I
mean there's a certain pluralismwe won't accept - fascists, sexists, racists and
so on. But beyond that, there must be a multiplicityof ways of life that are in the
round, sustainable. But the idea of one size fits all, and that somehowwhat we're
interested in is ecological re-programmingpeople, to me is deeply offensive,
flawed and simply won't work. It will end up destroying the democratic,
participative,reciprocal character of SustainableDevelopment.It may be
sustainable,but you'd live in a sustainable society that was fascist - there's no
particular connection in some ways between a very simplistic understandingof
sustainabilityin terms of ecological sustainability,and you could live in a
totalitarian state. So you've got to question, What are we sustaining?We are
sustainingways of life that we value, we are sustaining processes that we value
like democracy,and trying to deepen democracy and equality. So it's not just
about the environment- it has to be also about socio-economic,political, social
justice, equality."
"... the idea that each of us in a sustainablesociety lives exactly the same, I
think, need to [be] challenge[d]. For me, it's rather at the macro level. So long
as the overall society isn't unsustainable,there can be variety and differences,
and a band of inequality,rather than active and strict egalitarianism."
A5. Anticipatorv education: enhancing resilience
Educationfor Sustainabilityis "in a sense anticipatoryand it is trying to create a
better future before the future occurs. But, assuming that things do go wrong
and can go wrong and crises and emergenciesarise, you have to have these
ideas, such ideas in place."
*

"... how we actually design systems so that they are more sustainable, so that
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"
much
emergencies
as
as
possible?
crises
and
you avoid
"... you've got to comeback to resilient, self-organising systems, and that's
difficult but it's a matter of anticipating non-sustainabletrajectories - whatever
field you're talking about - and begin to rethink these things"
U what is a viable/healthy/sustainablesystem? And again, you may be looking
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connectivity within the system... "
B. Issues in education for sustainable developmentlsustainability

education

B 1. Vaque concepts and lanquaqe

"Some people talk about sustainable living, others talk about sustainable
development. It is still a very vague concept and I think it is compatible with
different interests and political ideologies"
"Language of Sustainable Development often is meaningless to people in the
Otherwise,
in
local
be
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has
the
It
to
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it will simply become another benign colonial project of enlightened western how
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telling
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need see ourselves as on
determine.
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but
to
not
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"I've always said that good Environmental Education includes the dimensions
that are ecological, that contributes to a better understandingof our place in
life,
it
includes
the
that
of relationships,
of
web
of
an understanding
eco-systems,
for
Education
to
to
So
I
that
inter-dependencies....
need move
never saw
of
Sustainability because I always thought, "Well, it's already in Environmental
Education, so why do we need the sustainability ?"
...
B2. Missinq dimensions in education for sustainable development
Global dimension
"... it's almost a contradiction in the idea of local sustainability,the idea of the
local sustainability. It has to be connected. And it's not sustainable if it does
forth
back
Paddling
lives
the
in
and
of others elsewhere a negative way.
affect
from
blind
Otherwise,
is
important.
local,
between
you're
regional, global very
"
impacts,
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community...
of
outside your
sustainability
Emergencylsurvival dimension
e

Emergencies are the conditions where "the immediate aspects of life and death
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directly
moment"
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are much more
"hasn't actually become able to appreciate the emergency of the situations when
"
from
it.
off
you are actually cordoned
"There is no felt emergency particularlyamong ESD people in a privileged
contextI 'In other words, this is 'moral exclusion"
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and
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other
of
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with
are
happiness. If this becomes the purpose of one's life, it can foster our fuller
developmentand is the motivation required to work together to bring about the
"
sustainabilityrevolution.
C. Key features and elements in Emergency Education
C1. Dealinq with trauma

a

"... probably the strongest discipline to have in an emergency situation is
Psychology:how do you deal with that trauma? Everythingthat you had owned,
been
have
it
family
biography,
all
pictures
could
albums,
your
your
your
disappeared,gone. And that's deeply dangerousfor human beings because we
live narrative lives, we like to have lives that can be lived with stories and know
So
I
there's
And
think,
from.
then
suddenly
massive
rupture.
a
where we've come
Psychologyto me, as I understandit, is about story-telling,re-weavingthe reality
of your life, the thread of the connectionsthat you have in your life and so on. So
I
in
Emergency
Education...
It's
for
that's
urge
would
something
me
certainly
lose
the
knitting,
like
you
stitch, you lose the piece of wool when
you're
almost
it's about re-weaving, how can people re-weave that again? And often together
"
left
their
their
communities...
of
what's
or
with
communities,

C2. Culturallvsensitive approach
"I think anybody who is going in to [ emergencyeducation] from the West has to
be extremely culturally sensitive, because what is art for you may not be art for
be
for
is
you
may
not
music for me... " There should be
music
me; what
"rejuvenationof indigenous knowledge"
"Any organisationthat does this kind of work should have cultural knowledge
and build upon the cultural practices of a given community... I think there's quite
a lot of knowledge now about this... like in some communities, if you don't make
peace with your ancestors, if you have clans who are forgiven by the ancestors,
no matter how much psychosocialinterventionyou might use, following Western
methods, you won't get very far. So it's importantto understand the culture if
we're going in. And work with people that are local, that are hopefully the ones
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who are goingto be the ones in control,and promoteand sustain...it couldbe
"
part of a longerterm democracybuildingrelationship.
C3. Proactive
-approach"... maybe a broader view of Emergency Education would be preventative
strategies, community resilience to crises, building a sense of community,
building peace, trust and all those things - that's preventative,that's a broad
to
try
is
Education
if
Emergency
there
you
really
and
an
emergency,
of
view
...
"
in
is
different.
that
re-build
a
way
re-design, re-create,
"And that's one part of it, and the other part of it is that if you are successful in
creating more sustainable communities, they will be better in responding to
crises... So that's another way of being proactive, in two ways: preventing a
crisis, and when they happen you've got communities that are better and able to
like
fabric,
it's
because
there's
a
more
resilient
so
a
strong,
social
respond,
healthy eco-system. It can sustain, it can cope with stress better than an
unhealthy system."
D. Issues in Emergency Education
DI. Definitions of emerqencv

9

Emergencies are "defined in the West whenever they suit them. But these
emergencies are everyday life for [70%] of people"
"... when I think about Emergency Education I think it gets that name from the
West, not from the Africa. -- So you've just noticed?l We've been like this for

9

years! You just came in on one of our worst daysl"
"The concept of 'what is emergency?' is problematic in itself, because it depends
on who is declaring something to be an emergency or not"
"What is formally declared to be an emergency on the part of some government
or international organization is very relative and often contingent on political

circumstances"
D2. Not addressing root causes of emerqencies

"... If you just take a limited views of Emergency Education, it must be reactive
be
time
to
to
than
the
me
proactive...
concept of emergency seems
rather
limited it's almost contained - it suddenly starts or something, and then it
...
finishes [emergency and Emergency Education] are both bounded concepts"
...
D3. Power imbalance
"... it's almost like the subject of emergency education are not pupils or human
beings, but victims. And that's quite a different dynamic of how you actually
hierarchy.
implicit
in
it's
the
of
sort
also
engage an educative process of victims...
If you're a victim, you feel sorry for somebody,there's a sense of charity, or in a
"
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it
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become
sense
powerless.
can
also
negative
patronising.
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"So in one way, you can talk about a North-Southdifference you might find
...
more in Africa, more, more than 70% of people are clearly in emergency
conditions... Every single day... Some of these emergenciesare not natural
emergencies.This is where the social justice dimension has to come in"
"Emergencyareas are usually people of colour So racism is a whole other
...
dimension.We go in there and help 'them'"
E Interface between education for sustainable development and emergency
education
El. Educationin a wider context
"... education has become an extension of corporate interest, and it's really a
threat to sustainability and education in general"

U education, in and of itself, without other broader social, political, cultural,
...
impact
in
be
limited
the
transformations
as
of
a
country
a
whole,
will
economic
E2. Dichotomy between 'reactive and proactive'and 'preventive and remedy

"Proliferationswith education for change has been problematicsince they led
fragmentation.' It is importantto look at 'synergies, connections.' Educational
'focuses must be permeable"
E3. Ememencies as sustainabilitv issues

9

Emergenciesare "all symptomaticof somethingthat is much bigger and a
systemic problem that we have in this world"

a

"if you adopt a broad sustainabilityagenda, wars have a lot to do with
domination over natural resources, and so on. So I would say that from that
perspective,emergency education is a sign that there is no sustainability,no
permanent orientationto sustainabilityin that context"
"... in one sense emergency crisis is actually the hot point. This is the hot point
of what the sustainabilityproblem really is. These crises are now being
experienced. People live differently all of these different times, but there has
never been such a massive threat to peoples' survival at a global level."

E4. Rethink educationlleamin
How do we actually re-think education so it's actually part of the way forward
rather than a problem? What informs educationalparadigm?
"Education in its original Latin meaning of educare... really is guiding in to,
facilitating, helping develop and exploration of the self and growth of personal
growth and competence,development- which is really about equipping people
to make sense of the world and make their own judgments. If you don't leave
254

that in education, and you take that out of education and education becomes an
instrument..."
Figure A: Survival, security, well-being: different emphases in education for sustainable
development and emergency education

I Well-beings

Security

Survival

Education
for Sustainable
Development
in privilegedcontexts]
Education
Emergency
[in lessprivilegedcontexts]
Figure B: Interface between Education for Sustainable Development and Emergency
Education
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APPENDIX 4. Draft holistic and sustainable learning principles
Six holistic and sustainable learning principles emerging from a study of the interface
between the fields of emergency education and educationfor sustainabilityand their
implicationsfor facets of education
Principle 1. Slowness
Slow learning is seen as opposed to an externally imposed quick fix approach for instant
measurable results. Learning at a self-determined and slow pace is particularly important
in the long run for those who are affected by a crisis.
Policy

Legitimize diverse speeds for learning, with particular emphasis
on slowness (e.g. secure time for reflection during learning;
making the learning needs of the learner a principle determinant
of the pace of learning)
Focus on enhancing quality of learning and learning
experience
Involve local stakeholders in curriculum change and
implementation process

curriculum

0

Include learning outcomes/goals for nurturing self-esteem, joy of
learning, enhancing relationships, healing trauma of the learning
community

0

Build in some flexibility in timetable so that different speeds of
learning could be accommodated
Integrate local and indigenous knowledge
Embed relaxation exercises in curriculum

Pedagogy

Give sufficient time for personal and collaborative reflection and
debriefing
Teachers to be flexible and sensitive to different paces of learning
among learners
Encourage multiple modes of knowing (e.g. the rational,
emotional and intuitive)

Non-formall
Community

Create a supportive and safe learning environment
Promote local stakeholder's involvement and contribution to
planning and implementation of educational initiatives, giving
voice to indigenous ways of learning

Principle Z Balance
In order to better meet diverse learning needs in the wake of a crisis, multiple ways
of
knowing and expression should be incorporated into learning processes in a balanced
way. Learners'own unique experiences and cultural diversities should be seen as
important assets in learning.
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Policy

0

Legitimize equal use of different learning styles

0

Develop assessment and evaluation mechanisms to validate
different learning styles
Nurture comprehensive well-being of learners including the
physical, mental, emotional and psychologicalthrough learning
Develop learners' cultural sensitivity and tolerance

curriculum

Leave some flexibility to adjust learning contents based on
learners' learning needs
Pedagogy

Employ diverse teaching and learning approaches by putting
more emphases on the use of arts, story telling, and role play (in
order to balance preponderance of transmissive modes of
teaching)
"

Create an appropriate balance between cognitive and
non-cognitive learning; balance between participatory methods
and information inputs

Non-formall

"

Ensure a dynamic balance between theory and practice

0

Create links and synergies between formal learning and

informal/community learning
Principle 3. Resilience
Community

Enhancing resilience both at individual and community levels is vital for long-term
human
beings
for
both
and the environment
survival
Policy

0

Protect and enhance ecological and cultural diversities, and
indigenous knowledge through educational practices

0

Embed emergency preparedness, adaptation, mitigation,
resilience in national and regional educational policies

curriculum

0

Understand the interconnectednessbetween ecological and

0

cultural diversities
Develop life skills (e.g. communication; cooperation; conflict
management; emotional coping skills with stress, anxiety and
uncertainty; risk avoidance; critical thinking)

a

Nurture learners' self-esteem

0

Develop knowledge of self (i.e. critical awareness of own identify,
perspectives, values and potentials)
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Pedagogy

0

Use diverse ways of knowing (e.g. narratives/ story telling, play,
and future visioning)

0

Balance different modes of learning (e. g. individual, peer and
group learning)

Non-formall

Contribute to create a local community which respects diversities
and pluralism, has social support networks and communication,

Community

as well as possesses a sense of trust, caring and reciprocity
Develop learners' livelihood skills (e. g. skills for local economy,
agriculture and arts/crafts)
Principle 4. Social Justice
SociaIjustice needs to be pursued by making sure of inclusiveness especially for those
who have become marginalized and vulnerable in the wake of a crisis
Policy

0

0
Curriculum

0

Improve access to education especially for those who have been
excluded from educational opportunities (e.g. girls, the poor,
ethnic minorities)
Support diversifying pedagogies so that the quality of learning is
open, enriched and enlivened for all
Examine the root causes of emergencies/crises which learners
have experienced
Develop critical thinking, communication skills, and
problem-solving skills as well as pro social values and attitudes

Pedagogy

0
a

Non-formall

Incorporate cooperative teaching and learning approaches
Use personal and group reflections to deepen understanding of
social justice aspects of the emergency

0

Create an inclusive learning atmosphere where learners can feel
a sense of belongings

0

Promote a cultural and gender sensitive process of learning
Help learners make visible changes in the immediate

0

ý
environment, however small
_
Principle 5. Interconnectedness

Community

Helping learners to understand and realize profound interconnectedness at multiple
levels
Policy

Curriculum

0

Legitimize whole person development including the intellectual,

0

emotional/ affective, physical, social, aesthetic, and spiritual
Understand interconnected ness between learners themselves

0

and the wider world, as well as human beings and nature
Develop moral pro-social values such as compassion, tolerance,
peace, justice
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Pedagogy

Non-formall

0

Use various modalities of learning (e.g. metaphor, story; arts)

0

Use peer, cooperative and group learning so that learners can

0

experience that their own learning depends upon others
Build formal and informal learning links by raising awareness of

Community

parents and members of communities
Principle 6. Anticipatory
In contexts affected by emergencies and crises, learners should be given opportunities to
individually
develop
future
needs
and
aspirations
and
and
pro-activity
collectively,
clarify
for
difficulties,
dilemmas and setbacks and to taking positive
coping
with
capacities
and
actions.
Policy
curriculum

0

Embed emergency adaptation, prevention, preparedness,

0

mitigation, and resilience into all educational policies
Understand the dynamic relationship between past, present and
future
Develop a vision for alternative and positive futures
Understand long-term consequences of present actions and
potential future disasters and risks
Develop learner's capacity (skills, knowledge and attitude) to take
concrete actions towards envisioned future images, to reduce
risks, and to deal with difficult emotions

Pedagogy

0

Build a scenario (active envisioning) for the preferred futures

into
Translate
learner's
futures
action plans,
of
0
visions preferred
and implement the actions
Non-formaY

0

Help learners make a visible change in the immediate

0

environment, however small
Communicate potential future risks and take actions with

Community

members at community
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APPENDIX 5. Semi-structured individual interview guide (phase two)
What is your role in Plan's Children and Young People at the Centre of Disaster
Risk Reduction initiative and/or a multi-agencyinitiative on the Children in a
Changing Climate (CCC)?
What are key educational approaches being employed for both these initiatives?
Why have those particular approaches been chosen? Do you see an evolution
of approach as the two initiatives have unfolded?
*

Can you evaluate the successes, setbacks and challenges so far with regard to
the Children and Young People at the Centre of Disaster Risk Reduction
initiative?
If you apply my principles to the Children and Young People at the Centre of
Disaster Risk Reduction initiative,would the approach have been different in any
way*? What advantageswould they have brought? Would there have been
downsides? More specifically,what would have been the learning, cost,
operational, logistical, political implications?Please elaborate your views
principle by principle, as well as estimating the possible or likely combined
impact of the six principles taken as a whole.

9

In what way, does the CCC initiative complementand/ or advance Children and
Young People at the Centre of Disaster Risk Reduction initiative?
Can you evaluate the success and challenge so far with regard to the CCC
initiative?

*

What are key achievementsyou would like to see through the CCC initiative?
If you apply my principles to the CCC Initiative,would the approach be different
from one you currently envisage? What would be the learning, cost, operational,
logistical, political implications? Please elaborate your views principle by
principle, as well as estimating the possible or likely combined impact of the six
principles taken as a whole.

*

What sorts of the climate change-inducedemergenciesand challenges do you
envisage globally and locally (within the contexts in which you work)? In your
view, how effective is the CCC approach in the face of those challenges?
Which elements of the principles are helpful or unhelpful, in applying them to the
contexts affected by climate change-inducedemergencies and challenges?
Please elaborate your answer.
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Given that climate change scientists are predicting an ever more dire future with
is
fit
for
do
think
CCC
the
you
and
purpose? Is
appropriate
ever more certainty,
it built on a 'slow burning' (i.e. incremental, not imminent and stoppable) view of
burn'
(imminent,
likely
'fast
be
to
a
abrupt and runaway) view
or
change
climate
of climate change? Is the approach reformist or transformative? Would you
see the application of my principles as a reformist or transformative step?
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APPENDIX 6. Key insights and issues arising from a study of two linked cases
(phasetwo)
Phase two of the research (for PhD Thesis titled 'Navigating holistic and sustainable
learning: Challengesand opportunities in ongoing and anticipatedemergencies')was
conductedto investigatethe applicabilityof and educational practitioners'receptivity to
the holistic and sustainable learning principles emergingfrom the phase one of the
research.Two linked ongoing initiatives of the NGO Plan International,Children and
Young People at the Centre for Disaster Risk Reduction programmeand its organically
emergingfollow-up multi-agency initiative, Children in a Changing Climate programme
were chosen as cases. The former was chosen because of its intentionto address root
causes of emergenciesand identify long-term solutions, and the latter for its anticipatory
focus on impacts of climate change, which is a current gap in both the fields of
emergencyeducation and sustainability-relatededucation.The analysis is informed by
qualitativedata emergingfrom the interactionswith eight research participantsas well
as a review of relevant organizationalor programmedocumentations.
Principle specific points
1. Flexibility
This principle is considered to resonate well with a rights based approach (e.g.
context and cultural sensitivity) and climate change adaptation (e.g.
self-determination,local ownership, context sensitivity)which these cases
employ
Frequent two-way communicationsbetweenteachers and students are critical in
incorporatingflexible learning paces. Two-way communicationsin meaning
making processesare also important in coping with current and future impacts of
climate change
2. Balance
This principle is considered to be in line with the rights based approach which
those two cases employ
Small group learning should be highlightedmore strongly as an effective
learning mode in the aftermath of emergencieswhere tensions often arise
among different groups
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3. Resilience

0

Resilience is a familiar concept for those who work for disaster risk reduction
and climate change adaptation
Developing individual coping capacities is critical In relation to climate change
but what it means seems to differ depending on the assumptions about climate
change
Enhancing the well-being of communities as a whole is considered more
important than 'teaching around coping specific to any one disaster or around
the science behind any one disaster'
All stakeholders' active participation in planning, implementation,monitoring
should be highlighted more strongly as an important aspect of resilience

4. Social Justice
The principle of social justice is considered to resonate well with the rights based
approach
There are practical difficulties in involving those who have been marginalized in
learning. Some of the useful strategies include: creating learning opportunities at
the community,long term engagement with the community,a small group
learning, and Child Friendly Spaces
The interface between armed-conflicts and environmentaldisasters, as well as
the interface between conflicts and climate change require more attentions
0

It is important to address the power issue between a teacher and students

include
inclusion:
important
to
is
it
the
who?;
shall
who
problematize notionof
e
into what system are the marginalized people includedT
5. Interconnectedness

different
'Pro-social
be
integrated
because
their
values'
of
should
carefully
0
cultural implications
e

Whole person development is currently less emphasized in these two initiatives
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The use of cross cultural and peer to peer learning has been effective to raise
critical awarenessfor social injustice
6. Anticipation
familiar
for
This
is
those who work for disaster risk reduction and
a
concept
e
climate change adaptation
*

There is a need for a more future-orientedand creative approach. It is important
to build upon what already exists in community

9 Visioning exercises are proven to be effective in facilitating individual and
collective actions particularly regarding climate change

9 Visions of personalfuture should be connectedwith regional, national and global
futures of a healthier society
General points
Participatingeducational practitionersexpressedtheir sense of the relevance of
the suggested principles to a considerabledegree, including to non-emergency

contexts
There
in
challenges
applying the suggested principles in the resource and
are
o
capacity constrained contexts
*

There are issues of assessmentand evaluation of holistic and sustainable
principleswithin the dominant mechanisticeducationalthinking and practice
A paradoxical nature of the holistic principles has become salient. There is the
danger of the principles being treated uncriticallyand applied superficially
without ensuring an overall coherence.The suggested principles could be used
for both a status-quo confirmative agenda and a transformativeagenda
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APPENDIX 7. Sample informed consent letters and forms for phase one
E J? V

**I%
4
leIAl 0 4s
[DATE]
Dear [NAME OF EMERGENCY EDUCATOR]:
I would like to invite you to participate in research I am conducting as part of my
doctoral studies in education at the University of Plymouth, U.K. The title of the
research is 'Education in response to emergencies: Challenges and possibilities of
application of sustainability principles in emergency education.'The study will examine
the interface between emergency education and education for sustainable
development, including the latter's sister educations such as education for
sustainability, education for sustainable futures, and sustainability education, in order to
explore more comprehensiveeducational responses towards emergencies and crises.
So far, I have undertaken research into governmental, academic and professional
literature on emergency education, education for sustainable development, and the
latter's sister educations.This has enabled me to begin mapping out the field while also
raising a lot of questions. My next step is to interview ten key educators in those fields.
Following that, my intention is to examine the applications of sustainability principles,
which will be identified during the study, to emergency education. The frameworks
and/or models will be discussed with six educational officers from one emergency
education initiative as a case study.
Through my literature search, you came regularly to my notice as a key thinker In
emergency education. Accordingly, I am writing to invite you to participate in the
research by being one of the emergency educators interviewed.
Interviews can be undertaken on a person-to-person basis or using video (or
telephone) conference or computer conference facilities depending on your availability
and convenience. I envisage two interviews in total and I would like to have at least one
face-to-face interview. The first interview, if person-to-person,will last 60- 90 minutes
and will be semi-structured conversation around questions laid out in the attached
it
is
The
Firstly,
to
first
interview
is
the
individual
twofold.
questions.
aim
guides of
of
elicit, even extend, your latest thinking of emergency education, which I will not be able
to obtain just by reading your publication. Secondly, it is to explore your view on
interface between emergency education and education for sustainable development.
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The interviewwill be tape-recordedwith your prior permissionand be transcribed for
have
the
interview
be
to
first
Full
transcription
and
you
will
sent
you
will
of
analysis.
I
deletions
the
to
to
will
script,
which
additions
and
opportunity make amendments,
honour. I will also create an anonymoussummary documents of issues emerging from
first interviewwith those who within your own field for your responsesto and reflections.
The second interview, a few weeks later, will last 45-60 minutes if person-to person,
and consist of questions in the schedules not addressed in the first interview plus
follow-upquestions to things said in the first interview as well as your reflection to the
brief summarydocument.
Second individual interview will be also transcribed and it will be sent to you for
is
deletions
interactions
to
Through
what
written.
with
and/or
additions
amendments,
the participantsduring the first phase and continuous literature review, I will develop
frameworksand/or models for sustainabilityoriented emergency education.The
frameworksand/or models will be also sent to you for your reflectionsand feedback. A
feedback
from
be
finalized
the
with
participants.
will
model/framework
Should the interview be by teleconferenceor computer conference,we can jointly
agree to conduct the interview in smaller sections. If we use computer conferencing,
then time involved will depend upon whether you have chat line facilities to hand or
whether you prefer to respond to questions using an ongoing exchange of emails
Followingten individual interviews, I am planning to conduct a case study with six
educationalofficers from an emergency education initiative and explore their views on
the suggested model/frameworkand their potential applicabilityto their own initiative.
An anonymoussummary document out of six individual interviewswill be created and
for
information.
their
to
the
participants
research
sent all
I do not foresee any significant risk to your participatingin the research.As you will
see from the attached, the questions are asking nothing about you personally but
simply trying to elicit your views on the origins, nature, development,impact of
emergency education as well as the interface between emergency education and
Data
development.
for
will be kept anonymously.You will be
sustainable
education
given the opportunityto choose a pseudonymand you will also be assigned a code in
all computerfiles and transcriptions.You should be clear, however, that, given the
prominent position you occupy in emergency education and given the limited
communityof emergency education advocates,some people working in the same field
identify
be
to
able
you from what you say. Beyond myself, only my supervisory
may
team, Professor David Selby and Professor Brian Chalkley will have access to data
emanatingfrom our interviews. Because of your potential significant contribution to
theory development,if you prefer, I will use your real name in order to give you
academic credit.
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All the data will be kept in lockedfiles in my lockedroomIn my residence.After one
year of completionof my thesis,interviewtapes and a copy of your interviewtranscripts
will be completelydestroyed.
I am very gratefulfor the interestyou haveshowedIn participatingIn this research
whenwe communicatedinformallyvia email.Couldyou nowconfirmyour positionby
Please
form?
the
note that absolutelyno negativeconsequences
completing attached
to
from
decision
to
from
follow
point
withdraw
at
any
participate
or
your
refusal
your
will
from participating(if you withdrawI will destroyall data collected).If I havenot received
yourform within 14 days I will contactyou againto ascertainyour position.Thankyou
very much.
Yours sincerely
Fumiyo,Kagawa
Address: Centre for Sustainable Futures
University of Plymouth, Drake Circus, Plymouth PL4 8AA, U.K.
Telephone: (+44)(0)1752 238664
Email: fumiyo.ka-qawa(cD-i)lvmouth.
ac.uk

Directorof Studies
Professor David Selby
Email: david.selby(cDplymouth.
ac.uk
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Consent Form
[PLEASECHECK EACH ITEM, SIGN BOTH COPIES, RETURNINGONE]
I have read Fumiyo Kagawa's letter, understandthe nature of her research
project, and understandwhat is being requested of me.
I agree to participate in the two semi-structuredconversationalinterviews as
described in the letter.
I agree to having the interviews audio-taped.
I understandthat, although every effort will be made to respect my anonymity,
there is some chance of my being recognizedgiven my prominent position
within emergency education.
I would prefer for the researcherto use my real name in the thesis.
I understandthat I will be given the opportunityto vet and approve
transcriptionsof interviews and make amendments,deletions and/or additions
as I see fit.
I understandthat I will be given the opportunityto vet and approve verbatim
quotationsfrom the interviewswith me that are included in the final version of
the thesis.
I would like to receive a summary of final results of the study.

Signed:
Date:
Name (in block lefters):
Any comment if you wish
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Af 0 40
[DATE]
Dear [NAME OF SUSTAINABILITY EDUCATOR]

I would like to invite you to participate in research I am conducting as part of my
doctoral studies in education at the University of Plymouth, U.K. The title of the
in
to
Challenges
is
'Education
response
emergencies:
and possibilities of
research
application of sustainability principles in emergency education.'The study will examine
the interface between emergency education and education for sustainable
development, including the latter's sister educations such as education for
In
futures,
for
order to
sustainable
and
sustainability
education,
education
sustainability,
explore more comprehensiveeducational responses towards emergencies and crises.
So far, I have undertaken research into governmental, academic and professional
literature on emergency education, education for sustainable development, and the
latter's sister educations. This has enabled me to begin mapping out the field while also
in
key
fields.
those
My
is
interview
to
ten
lot
educators
of
questions.
next
step
raising a
Following that, my intention is to examine the applications of sustainability principles,
frameworks
The
during
identified
the
to
be
education.
study,
emergency
which will
from
discussed
be
one emergency
officers
will
with
six
educational
and/or models
education initiative as a case study.
Through my literature search, you came regularly to my notice as a key thinker In
development.
I
for
like
take an advantage of your
sustainable
also
would
education
participation in the 'think tank on theory and practice of sustainability-oriented
by
jointly
hosted
implications
is
its
for
higher
educationwhich
education and
Schumacher College and the Centre for Sustainable Futures from 6-11 November
2005.
The first interview will last 60- 90 minutes and will be semi-structured conversation
in
in
laid
during
the
out
visit
your
attached
of
questions
guides
around questions
Schumacher College. The aim of the first individual interview Is twofold. Firstly, it Is to
development,
for
latest
thinking
which
your
sustainable
of education
elicit, even extend,
I will not be able to obtain just by reading your publication. Secondly, it is to explore
for
interface
between
the
emergency
sustainable
education and education
your view on
development. The interview will be tape-recorded with your prior permission and be
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transcribedfor analysis. Full transcriptionsof interviewswill be sent to you and you will
have the opportunityto make amendments,additions and deletions to the script, which
I will honour. I will also create an anonymoussummary documents of issues emerging
from first interviewwith those who within your own field for your responsesto and
reflections.
The second interview,a few weeks later, can be undertaken on a person-to-person
basis or using video (or telephone) conferencefacilities depending of your availability
and convenience.If it is on a person-to-personbasis, the interview will last 45-60
minutes and consist of questions in the schedules not addressed in the first interview
plus follow-up questions to things said in the first interview as well as your reflection to
the brief summarydocument. Second individual interviewwill be also transcribed and it
will be sent to you for amendments,additions and/or deletions to what is written. If it is
difficult to have a second interview on a face-to-face basis, the interview will be
conducted by teleconferenceor computer conference.We can jointly agree to conduct
the interview in smaller sections. If we use computer conferencing,then time involved
will depend upon whether you have chat line facilities to hand or whether you prefer to
respond to questions using an ongoing exchangeof emails.
Through interactionswith the participantsduring the first phase, I will develop
frameworksand/or models for sustainability-orientedemergencyeducation. The
frameworksand/or models will be also sent to you for your reflections and feedback. A
model/frameworkwill be finalized with feedback from the participants.
Followingten individual interviews, I am planning to conduct a case study with six
educationalofficers from an emergency education initiative and explore their views on
the suggested model/frameworkand their potential applicabilityto their own initiative.
An anonymoussummary document out of six individual interviewswill be created and
sent to all the research participantsfor their information.
I do not foresee any significant risk to your participatingin the research.As you will
see from the attached, the questions are asking nothing about you personally but
simply trying to elicit your views on the origins, nature, development,impact of
educationfor sustainable development as well as the interface between emergency
education and education for sustainable development.Data will be kept anonymously.
You will be given the opportunity to choose a pseudonymand you will also be assigned
a code in all computer files and transcriptions.You should be clear, however, that,
given the prominent position you occupy in education for sustainable development and
given the limited community of education for sustainable development advocates,
some people working in the same field may be able to identify you from what you say.
Beyond myself, only my supervisory team, Professor David Selby and Professor Brian
Chalkley will have access to data emanatingfrom our interviews. Because of your
potential significant contributionto theory development, if you prefer, I will use your real
name in order to give you academic credit.
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All the datawill be kept in lockedfiles in my locked room In my residence.After one
interview
tapes and a copy of your Interviewtranscripts
thesis,
of
my
completion
year of
will be completelydestroyed.
I am very gratefulfor the interestyou haveshowedIn participatingIn this research
whenwe communicatedinformallyvia email.Couldyou nowconfirmyour positionby
Please
form?
the
note that absolutelyno negativeconsequences
completing attached
from
to
decision
to
from
follow
participate
or
your
withdraw
at
any
point
your
refusal
will
from participating(if you withdrawI will destroyall data collected).Thankyou very
much.
Yours sincerely
Fumiyo Kagawa
Address: Centre for Sustainable Futures
University of Plymouth, Drake Circus, Plymouth PI-4 8AA, U.K.
Telephone: (+44)(0)1752 238664
Email: fumiyo.kagawa(-a).
Plvmouth.ac.uk
Director of Studies
Professor David Selby
Email: clavid.selby(@,
plymouth.ac.uk
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Consent Form
[PLEASECHECK EACH ITEM, SIGN BOTH COPIES, RETURNINGONE]
I have read Fumiyo Kagawa's letter, understandthe nature of her research
is
being requested of me.
what
understand
project, and
I agree to participate in the two semi-structuredconversationalinterviews as
described in the letter.
I agree to having the interviews audio-taped.
I understandthat, although every effort will be made to respect my anonymity,
there is some chance of my being recognizedgiven my prominent position
within educationfor sustainable development.
I would prefer for the researcherto use my real name in the thesis.
I understand that I will be given the opportunity to vet and approve
transcriptions of interviews and make amendments, deletions and/or additions
as I see fit.

I understandthat I will be given the opportunityto vet and approve verbatim
quotationsfrom the interviews with me that are included in the final version of
the thesis.
I would like to receive a summary of final results of the study.
Signed:
Date:
Name (in block lefters):
Any comment if you wish
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APPENDIX 8. Sample informed consent letter and form for phase two

e

Iz
0

[Date]

Dear Colleague:
I would like to invite you to participate in research I am conducting as part of my
doctoral studies in education at the University of Plymouth, U.K. The working title of the
in
is
'Education
response to emergencies: Challenges and possibilities of
research
application of sustainability principles in emergency education.' The study will examine
the interface between emergency education and education for sustainability, including
the latter's sister educations such as education for sustainable development, education
for sustainable futures, and sustainability education, in order to explore more
towards
responses
emergencies and crises.
educational
comprehensive
So far, I have undertaken research into governmental, academic and professional
literature on emergency education, education for sustainable development, and the
latter's sister educations. I have then interviewed key thinkers in both fields of
literature
for
From
review and
my
and
education
sustainability.
emergency education
interviews, I have come up with the holistic and sustainable principles which could be
is
have
My
to
to
the
next
step
emergency
education
situations.
applicable
interview
individual
with five/six educators within a chosen emergency
conversational
education initiative in order to examine the applications of principles which I have
developed to particular emergency education initiatives.
in my search for a case study initiative, I have learned about Plan's Children and
Young People at the Centre of Disaster Risk Reduction and a multi-agency initiative on
Children in a Changing Climate. Reflecting upon the increasing importance and
triggered
the
for
crises as
climate
change
anticipated
and
addressing
actual
urgency
in
in
Initiatives
the
field,
this
these
as case studies
gap
area
exploring
well as a current
for
be
my research.
valuable
very
will
As a part of the case study, I would like to conduct a conversational semi-structured
individual interview, which has two purposes. First, it aims at eliciting participant's
in
initiative;
the
Second,
it aims at eliciting their views and
personal narratives
Young
Children
the
the
the
to
applicability
and
of
suggested
principles
on
reflections
People at the Centre of Disaster Risk Reduction and/or Children in a Changing Climate
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initiatives.The interview would take 60-90 minutes in person or via telephone/email
conversationfacility according to the convenienceof the interview participants.The
interviewwill be audio-recordedwith prior consent for analysis purpose and full
transcriptionof the interviewwill be sent to you, so that you can suggest amendments,
additions and/or deletions to what is written. An anonymoussummary document out of
fivelsix interviewswill be created and sent to all the research participantsfor their
information.
I do not foresee any significant risk to your participatingin the research.As you will
see from the attached, the questions are simply trying to elicit your views on the origins,
nature, developmentof the initiative as well as your views on the suggested principles.
Data will be kept anonymously.You will be given the opportunityto choose a
pseudonymand you will also be assigned a code in all computerfiles and
transcriptions.Please note, however, that, given the prominent position you occupy in
the Children and Young People at the Centre of Disaster Risk Reductionand/or
Children in a Changing Climate initiatives, some people working in the same field may
be able to identify you from what you say. Because of your potential significant
contributionto theory development, if you prefer, I will use your real name in order to
give you academic credit.
All the data will be kept in locked files in my locked room in my residence. After one
year of completionof my thesis, audio interviewfiles and a copy of your interview
transcriptswill be completelydestroyed.
I am very grateful for the interest you have showed in participating in this research
when we communicatedinformally via email. Could you now confirm your position by
completingthe attached form? Please note that absolutely no negative consequences
will follow from your refusal to participate or from your decision at any point to withdraw
from participating(if you withdraw I will destroy all data collected). If I have not received
your form within 7 days I will contact you again to ascertain your position. Thank you
very much.

Yourssincerely,
Fumiyo Kagawa
Address: Centre for Sustainable Futures, Universityof Plymouth
Drake Circus Plymouth PI-4 8AA U.K.
Telephone:(+44)(0)1752238664 Fax.,(+44)(0)1752238 891
Email. fumiY kagawa(cDplymouth.
ac.uk
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CONSENTFORM
[PLEASE CHECK EACH ITEM, SIGN BOTH COPIES, RETURNING ONE]

I haveread FumiyoKagawa'sletter,understandthe natureof her research
project, and understandwhat is being requested of me.

I agreeto participatein one semi-structuredindividualInterviewas described
in the letter
I agree to having the interview audio-recorded.

I understandthat, althoughevery effortwill be madeto respectmy anonymity,
there is somechanceof my beingrecognizedgiven my prominentposition
withinthe ChildrenandYoung Peopleat the Centreof DisasterRisk
Reductionand/orChildrenin a ChangingClimateInitiatives.
I would prefer for Fumiyo Kagawa to use my real name in the thesis.
I understand that I will be given the opportunity to vet and approve
transcriptions of inter\fiews and make amendments, deletions and additions

fit.
I
see
as
I understand that I will be given the opportunity to vet and approve verbatim

quotationsfrom the interviewswith me that are Includedin the final versionof
the thesis.
I would like to receive a summary of final results of the study.

Signed:
Date:
Name (in block lefters):

Any comment if you wish
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