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Introduction

This chapter will outline the role of life history / life story approaches to research and knowledge exchange within a community of learners comprising teacher educators, student teachers and children.  My professional responsibility within this community includes developing programmes of citizenship education and programmes for personal, social and emotional development that support teachers and learners in reflecting on the consequences of their relationships and activities in the wider world.  A specific focus is identified – the promotion of responsible engagement with local and global environments in the light of the climate changes that we are experiencing.  A range of data is  presented, taken from students’ written reflections about themselves as global citizens and from children’s reflections on the impact of the Royal Society of Arts  ‘Arts and Ecology Project’ (2006) on their everyday lives.  A framework for making sense of these personalised accounts is provided by my own reflexive responses presented as a series of autobiographical artefacts.  These have been constructed in order to identify power relations and identity crises that lie at the roots of my own lifelong learning and participation in this field.  In this way the effect and affect of powerful educational influences begin to emerge as personalised narrative strands that support understanding of a key question of our times; to what extent is sustainability a political or an educational issue?  Within the context of this book the question could read – in what ways does dialogic exchange about our own lives create communities of learning and action for the planet that we inhabit?

Experience today 

‘’I used to be a car tyre”.    So reads the sign on the zip up bag that is on display in the ‘Green Café’ where we are sitting with cups of coffee.  The upholstered seats are also labelled in an informative way.  ‘’There are 28 recycled plastic drinks bottles per square metre of this fabric”..  A displayed advertisement for a film ‘The Age of Stupid’ issues a warning, ‘‘I defy anyone to come out and not to feel like they have got to make a difference”.   Even the lighting system that helps us to read these notices signals changing practices within this niche that we had visited in hope of a restful moment.   The sign reads,   ‘’in an effort to reduce the impact of our business on the environment, we have fitted energy efficient lighting using compact fluorescent and LED bulbs.  Total business lighting consumption has reduced from 4200 watts to 748 watts’’.   As we seek a space in this café to reflect on the activities of our day, we are instead being informed and firmly guided to take up a real challenge of our time.  We are being encouraged to participate in reducing the volume heat trapping gases we create just through living the lives that we do.   I have read elsewhere that every year, world wide, we generate a ‘mile high mountain, twelve miles in base circumference, of solidified carbon dioxide’ (Lovelock 2009: 70).  Here in this café we are learning about futures that are possible and preferable.  There is evidence that materials can be changed and reformed to avoid the generation of methane gases and that our use of energy can be radically reduced.  The hope is expressed that we will review, re-imagine and re-articulate our relationship with the world.   This is a demonstrably a seat of a particular and purposeful kind of lifelong learning.  Do I show the same level of responsibility for the wider world in my role in teacher education as these considerate and conscientious café owners?   How is my personal lifestyle measuring up?  Forget about why I came to the café  - how am going to make an ethical journey back home from the cafe? 


Understanding Ourselves with the Wider World 

As world-wide plans to break through new economic pressures include an emphasis on the need for sustainable low carbon futures, my personal lifestyle and professional role as a teacher trainer begins to get tangled in unfamiliar ways with United Nations (UN) policy drives.   Mediated messages from UN Conferences on Environment and Development, the UN Convention on the Rights of the Child and the UN Millennium Goals inform and remind me, frequently it seems, that the very environment that I love, enjoy, utilise and depend on economically is seriously threatened and that this is a matter of concern not only to me but to future generations.  I am awkwardly caught within lines of responsibility.  Those who will inhabit the earth after me include not only my own children but also the student teachers and children on whose behalf I work on a daily basis.    The living contradictions that this community of learners experience as a result of anthropogenic climate change become a necessary focus for research and knowledge exchange.    Life history and narrative approaches have power to illuminate ways in which our growing awareness of the affects of our daily actions are provoking internal and shared dialogues that may radicalise our lifestyles. 

Illustration of this point is found in these extracts from student teacher logs.   As part of their preparation as teachers of citizenship and providers of personal, social and emotional development, they are responding to the question ‘How am I connected with the wider world?’  

‘Almost everything I do or own is, in some way, connected to other parts of the world.   For example, some of the fruit that I eat is imported from South America and the tea I drink from Asia.  I own a car that burns fossil fuels and so contribute to global warming.  I wear clothes and own items that have been manufactured in other parts of the world before being transported to the UK.  This has generated work for people but has also resulted in lengthy transportation. …. I am connected globally in almost everything I do or own, yet on reflection, most of my connections appear to generate a negative impact on the globe, through the waste or products that result from my actions’.

‘When my housemates shout at me for leaving the lights on or say “You are not doing washing again!  Think of the penguins and polar bears!” it makes me stop and think about the amount of electricity just one house uses and that I should do more to be a better global citizen. I think it is crucial for children from a young age to ensure that they are aware of their global connections as they are the ones who will shape the future’.

‘I try to do my bit for the planet by recycling and car sharing, but I have doubts especially when I hear on the news about recycled objects ending up in different parts of the world. ….   It is only when asked to stop and think about ‘my connections’ that I realise just how much impact one person has on the planet’.


(Source: anonymised responses to a directed task, shared on UWE online for the module ‘Global Perspectives for Change and Development’ 2008, presented with permissions).

These statements reflect an obvious growing awareness of personal and emotional connections with the wider world together with an emerging sense of professional responsibility.  Although it may be argued that  the creation of sustainable carbon free futures is the responsibility of governments, there is evidence in these statements that some beginning teachers are recognising that  climate change is an educational issue and that lifelong learning can include ‘responsible lifestyle learning’.  This  places a new emphasis on specifications for ‘personal development’  that are emerging in curricular discourses. The compulsory school curriculum in England already includes more opportunity for child / young people-led,  independent enquiries into matters of concern to themselves (QCA: 2007)  and the environment is identified by children and young people as such a concern (Hicks and Holden: 2007).  In this way the lifestyles of teachers in training and my own lifestyle as a teacher trainer fall under a new kind of scrutiny.   As professionals we all need to develop capacity to reflect critically on our various impacts on the state of the planet and to develop coping strategies to manage the emotional states that this awareness induces.    There are fewer places for me and my way of life to hide.  





Reflexivity from lifelong actions.  My changing self within a changing world

The life story research approach that I engage in here is aided by artefacts chosen to stimulate critical and reflexive responses to questions about my relationship with the world,    I have noted that friends who have been on a trip or a day out like to look at and talk about photographs that they have collected.  The detailed descriptive content of photo snaps support the development of conversations (internal and shared) that are open to a wider review process.    

Figure 1

Figure 1  Myself with the Wider World

	Photograph / Date /  Theme
	Description 
	First level of reflection
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	I had been taken to this place which I still remember to this day.  I was happy to endure a very long day’s drive from London to a wild north Cornish coastline where I learned about shrimps and other small creatures that live in rock pools on the edge of the Atlantic ocean.  It was very sad when my parents took us back to London.  
	I had begun to love wilderness environments.  I had no thought of carbon footprints.  This was an era of peace, promise and emerging prosperity in a post war period.   I have taken my own children on such journeys in the 80s and 90s and have thought that it is their right to have direct contact with wilderness.  I drove long distances to take them there!  Now I try to avoid car journeys but have not really sorted my transport needs from my transport wants.  
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	At the Schumacher Lecture in 1981, I witness  Russell Means (American Indian Movement) declare in poetic oratorical style that ‘Peace is not possible’ in a place where western people’s contact with nature is so removed.    His narrative account of his journey to Bristol illustrates how his feet had not touched mother earth since he left his home.  His words further stimulate my interest in minority rights issues. 
	An interview with Means published subsequently in Resurgence reveals his anger at the greed and consumptive capacity of the western world, as represented by the exploitation of natural resources by multinational companies on Indian reservation land.  His arguments echo views found Miller J and Miller M (1979) The Politics of Energy vs the American Indian’ in the Journal ‘Akwesasne Notes’.   ‘At stake.   Northern Cheyenne: 1.5 trillion tons of coal.  Navaho: 4 Corners Power Plants will use 94 million tons of coal per year’.   I was shocked to hear that the Akwesasne Notes printing works were burnt down.
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	Many years later my new shared publication about citizenship education includes a statement that effective citizens in the C21st will need to change their behaviours to save the environment  (Clough and Holden 2002).   A picture of Russell  Means is still prominent on my bookshelf but at this stage my work is more rooted in social justice themes at community level. 
	By 2002 it was already proposed that anthropogenic global warming could cause  damage to the planet’s  systems.  However the text predominantly reflects themes related to social responsibility at the expense of ecological matters.  There is a focus on the life of Mandela but not on the life of Gandhi or Lovelock.  My previous publication ‘Emerging from the Tunnel’ (Clough 1998) emphasised that responsible citizens should understand the controversial nature of actions for sustainability.
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	2 years later I was struck by the game being played by children with their grandmother in rural Zimbabwe.  They are using a blow up globe that has just arrived along with boxes of books for the library that this community of subsistence farming families are building.  There are hardly any cars here and Jane and I  have arrived by bicycle from the capital, Harare,    
	Another unreliable rainy season in Zimbabwe threatens the maize crop and adds fuel to the claim that global warming has affected the agricultural capacity of some areas in Southern Africa – raising the stakes in unresolved land issues.   The farming / economic activities here have different ecological costs – resulting from fuel searches in the forests.  I expand my networks as I participate as volunteer and researcher in a locally initiated community venture, the Zambuko Community Library. 

	 (
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	Frustrated at our decision not to work with the library project during local elections, Jane and I are walking / camping with a local guide, in the Okavanga Delta, Botswana, There are no cars here.  We have just heard a lion roar.  Neither these animals nor the guide seem perturbed and I am learning to respect natural phenomena in a new way.   But should we be here at all?  
	Soon after this I prepare an article for the Ngami Times (Maun, Botswana) 

‘Perhaps human fascination for getting out and about in ‘nature’ is what will raise our spiritual awareness and sensitise us to natural systems and more sustainable behaviours.  Perhaps the process of human wilderness wandering will so disturb nature that even the wilderness will succumb to the status of another controlled and built environment. ‘
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	We are working with an environmental activist, Fred Miller, who is guiding a group of residential care workers to closely study worms adjacent to their place of work.  They are intending to create a wormery with the young people in their care who have severe emotional and behavioural difficulties.  They will use the compost that the worms create from their food waste for the purposes of planting.  
	It was surprising and beautiful that the care workers engaged so readily in this investigation on the floor of the woodland.   There was much talk and excitement about this and other Earth Sensing (Van Matre 1979) activities that we undertook together.   Some of the care workers found that individuals in their care were responsive to these centering exercises.   It was through sharing these ideas that discussions about facilitating the cared for as carers began to take root.  




In Figure 1: Myself with the Wider World  a small sample of photographs taken over a period of more than fifty years are used to initiate an internal interaction between what Bakhtin (1981) referred to as an earlier and later self.    A form of enduring internal dialogised learning is facilitated as contradictions continue to emerge.  ‘A dialogized word can never be zaverseno (completed).  The resonance or oscillation of possible meanings within it is not only not resolved  (nezaversenno), but must increase in complexity as it continues to live.’   (Bakhtin 1981: 426).

The presentation in Figure 1 of ‘Myself with the Wider World’ is inevitably incomplete.  There are photographs not presented here that are pressing to be included as I think of further life strands that could justifiably be woven into this recycled fabric.  Notwithstanding this incompleteness, a convincing theme emerges from the sample that I have selected.  Looking retrospectively, ways of seeing, thinking and valuing that seemed more certain to me in my previous states of mind have become confused and challenged as new understandings have their impact and disturb earlier cultural bases of my world view.   

These points of disturbance are where dialogic critical evaluation should start.  As I consider ‘Myself with the Wider World’ I have only recently appreciated that it is not just myself that has been changing.  So has the relationship between gases, rocks and water in the biosphere that is my very habitat.  The capacity of the planet to ‘self regulate’ and maintain consistent temperatures was gradually accepted as ‘Gaia theory’ within the science community during the 1970s.  This self regulatory system is concisely summarised as follows;

‘As the sun gets hotter, bacterial action in the soil is stimulated, which increases the rate of rock weathering.  This in turn pumps more CO2 out of the atmosphere and thus cools the planet.  According to Lovelock and Margulis, similar feedback cycles – interlinking plants and rocks, animals and atmospheric gases, micro-organisms and the oceans – regulate the Earth’s climate, the salinity of its oceans, and other important planetary conditions’.
                                                                           		 (Capra 1996:105).

As has already been intimated, during the 54 years since 1955, the date of the first photograph (Figure 1: My Life with the Car),  a solidified mass of carbon dioxide has been created, the equivalent size of 54 mountains, each a mile high and each of a 12 mile base circumference.     

‘Our world has changed for ever and we will have to adapt, to more than climate change.  Even in my lifetime the world has shrunk from one that was vast enough to make exploration and adventure and included many distant places where no one had ever trod. Now it has become an almost endless city embedded in an intensive but tame and predictable agriculture.  Soon it may revert to a great wilderness again’
                              						(Lovelock 2009: 19).  

It is now widely accepted in the science community that these changes pose a serious threat to the capacity of the planetary systems to continue to be able to regulate the earth’s temperature within limits that can support current levels of biodiversity and the current levels of human population.   A 2 degree C rise in temperature is seen as the limit that the earth’s self regulating system can cope with.  The newspapers of the day report that  ‘Almost 9 out of 10 climate scientists do not believe that political efforts to restrict global warming to 2 degrees C will succeed’ (Adam: 2009).

Reading this uncomfortable proposition I realise that I am need of a new philosophy and I begin look for a coping strategy for myself and my community of learners.  It is a new and fundamental crisis for our living and learning.  We are seeing that our common hopes for the future are at risk and that as teachers our  levels of responsibility are heightened.  ‘One of the tasks of the progressive educator is to unveil opportunities for hope …no matter what the obstacles might be‘(Freire 1994: 9).   This key factor was identified by Biko writing about identity struggles in another most uncomfortable situation.  Within the context of South African apartheid he emphasised the need for hopeful struggle as a necessary sequel to awareness raising.  He invoked Freire’s ‘conscientisation’ process to encourage people 

‘to grapple realistically with their problems, to attempt to find solutions to their problems, to develop what we might call awareness, a physical awareness of their situation, to be able to analyse it and provide answers for themselves.  The purpose behind it being really to provide some kind of hope’  
                                                                                                     (Biko 1978: 114).

The need for personalised and hopeful journeying is identified by Pike and Selby writing in the 1980s.  Among four dimensions of learning about the wider world they pinpoint, ‘Process mindedness – understanding that learning and personal journeys are continuous and with no fixed destination’ .  (Pike and Selby 1988: 35). 

Reviewing my life journeying  I recognise that some of the ways of seeing, thinking and valuing that I received from parenting and even imparted during my own parenting no longer have currency in face of the changing world that I face.   I am placed in a state referred to by Medina (2003) as one of ‘disidentification’.  My continuing lifelong learning enables me to seek out new rays of hope from others with radically different views of self / world relationships.   While doing this I retain necessary vestiges of my prior perceptual and valuing systems.  ‘Disidentification messes up the relationships within and across families, inviting the re-articulation of the networks of similarities and differences that sustain familial identities’ (Medina 2003: 666-667).  

Within my own narrative account I can identify shifts towards new forms of ecological outlook and cultural action.   These have partly resulted from a gradual change in emphasis in the way that media have identified and publicised environmental risks – ranging from fear of nuclear contamination and scarcity of resource in the 1970s (Richardson: 1976) to more recent concerns about anthropogenic damage to the biosphere that is contributing to climate change  (Heise 2009: 205).  My own shifts in outlook have also partly derived from the influence of social movements and pedagogical networks that I have encountered.  Such influences have supported me through various stages of ‘disidentification’ and have sustained my interest in developing innovatory pedagogical responses to challenges that are identified. 

Finding expression through new communities of learning 

My engagements with social movements and pedagogical networks have largely been outside of official political frameworks.  To this extent my professional development has resulted from what Beck and Beck-Gernsheim have referred to as ‘self culture movements’ or ‘self staging’ and even ‘seeing .. life as a work of art’  (Beck and Beck-Gernsheim 2002:42).   Self culture movements and the processes of self staging are predicated on direct and creative action within informal networks rather than formal political frameworks in which selves are represented by others.   

My own self-staging in this field has been enhanced through training and self development in informal settings created within Local Authorities, Higher Education Institutions and Education Trusts with which I have been actively engaged. 
These professional affiliations supporting forms of ‘global education’ have served to legitimise innovative curricular approaches and interventions.  Through them I have been able to sustain my concerns for ‘learner centred’ and ‘world centred’ education of kinds that Hicks (Hicks: 1996: 266) has identified as the joint legacies of humanistic psychology (Carl Rogers: 1983), participatory development (Paulo Freire: 1970) and peace education (Johan Galtung: 1976).  

For some this work was being achieved when attacks from the political right, which subsequently found expression in the contemporary National Curriculum in England, posed a serious threat to education initiatives of this kind.   Hicks (2003) identifies that this distancing of global education from the mainstream political sphere originated from the mid 1980s following targeted criticism that such forms of education (peace studies and world studies)  were indoctrinatory, one sided, pedagogically unsound and moreover lowered educational standards because they were not a real curriculum subjects (Scruton:  1985, Hillgate Group:1986).  

During this period non governmental influences in England included Oxfam Education, Save the Children, local development education centres and such organisations as the Minority Rights Group.  The latter developed a widely used pack ‘Profile on Prejudice’  (Van Der Gaag and Gerlach: L 1985)   that was partly derived from the experience of Russell Means of the American Indian Movement and from reports in Akwesasne Notes as featured in Figure 1.  It is ironic as I reflect on these materials that I used them to promote awareness of human / children’s rights and of diversity issues while downplaying the ecological and environmental concerns that with hindsight seem obvious and pressing.  This was perhaps because I was working in inner urban schools where social themes and the need for solution focussed approaches were at the forefront of children’s experience in the classroom.  Figure 1: Promoting Responsibility indicates that my published work following the Rio Summit, only turned to environmental concerns as I drew attention to the challenge that teachers face in supporting learning about controversial issues (Holden and Clough 1998: 64).   In a section of a chapter headed ‘Children, Cars and the Future’ detailed reference is made to work undertaken with children in 3 primary classrooms.  However my line of argument emphasised the teacher’s role in ensuring that discussion with children about the exercising of their participatory rights is informed by a broad spectrum of viewpoints.  A case study is presented of a class that had engaged children in an enquiry about the protest campaign that was temporarily halting a road widening scheme less than two miles from their school.  The children communicated some of the findings of their enquiry in a play called ‘Fair Mile’ during which many perspectives of local people were shared.  

My summary statement reads, ‘The key question arising in this case study was how teachers can ensure that he children are well informed about all aspects of a local issue, (Clough 1998: 65).  While I would not disagree with this principle today as I engage in teacher training activities, I would now draw in a different way on data that I presented.  For example one child in the play, acting the part of an owl living in Fair Mile, declared 

‘Owl: 	I tell you things are going to change around here (waves a wing).  All this woody peacefulness and plenty will become a new human run, a roady thing through our homes’
                                                                                         (Clough 1998: 73).


Another child provided a summary as follows

‘Roads themselves are alright.  They are not the real problem.  It is the form of transport that we use, the way we power is seriously wrong.  The world will get seriously damaged unless we find some new way of powering cars’  
                                                                                                (Clough 1998: 74).


If human impact on the environment was a matter of concern to them 12 years ago, then I wonder what they feel now, given what is publicly recognised about the anthropogenic causes of climate change.   With hindsight the evaluation should have focussed more critically on the possibility that the children’s invocation of ecological value may have been negated within the then current policy drive for a citizenship curriculum in England that prioritised support for children’s political awareness and democratic engagement and teachers’ safe and unbiased handling of controversial issues (QCA 1998: 60).  The juxtaposition of their expressions of ecological value alongside those of everyone created only limited opportunities for dialogic exchange and reflexivity.  The evaluation question should focus less on the capacity of the children to recognise the ways that their views were balanced by other ways of looking at the world and more on the extent to which the educational experience enabled them to build on their newly acquired sensitivities about ecological issues.  We could ask, ‘to what extent did the children’s enquiry stimulate an enduring and sustainable education process about themselves in the wider world?  What kind of pedagogical response would have ensured that their original value statements became an integral part of their subsequent actions and inner dialogues?’ 

As for me, my subsequent engagement with  groups who take independent direct action to find solutions to their problems has sensitised me in different ways and has opened me to new ways of seeing, thinking and valuing in education.  As identified in Figure 1: New Networks,  this included working and researching alongside a group of subsistence farmers in rural Zimbabwe who had decided to build their own ‘Zambuko Community Library’, a bridge into learning that was independent of the local schools where printed materials were very scarce (http://www.zambukocommunitylibrary.org)   Our repeated  visits (1999 ongoing) to this community beyond the electricity and water grids have raised in my mind new possibilities of a low carbon lifestyle.   The lifestyles within this particular community in Zimbabwe were formed not only by the material economic constraints of their physical situation but also by an enduring commitment to preserve meaningful relationships within the natural environment.  Their very different life stories continue to be integrated within my own life learning experience.  My two sons, Ben and Leo,   are creating a film about a migrant’s return visit to the community after 15 years in England and have documented ways in which environmental and ecological dimensions are closely implicated with the social and spiritual processes of re-engaging with family and friends after so long away.  Moreover the community library has now been identified as a site for work related learning on a programme at the University of the West of England, Bristol for care workers and teachers who are exploring the connected themes of  ‘local / global partnerships, diversity, sustainability and innovation’. 

Thinking and valuing within these broad communities of learning

My exposure, as a lifelong learner, to a network of diverse influences has led me to adopting a learning identity that can be dubbed as activity based, absorbent and dialogic.  A review of my developing perspectives over the period of time represented in Figure 1 would suggest that my learning strengths have relied less on enduring certainties and more on sustained participation and reflection in a range of innovative activities that address social justice issues within my current frame of interest.  These activities have generated internal dialogues through which I have begun to accommodate new world views -  a form of ‘disidentification’ as has been discussed above.  This flexible and integrative learning identity has run counter to many of the expectations within the teacher education community of which I am also a member.  The latter has responded to assertive government requirements premised on a hierarchical compliance regime related to nationalised curricula and associated professional competences.  These requirements prioritised subject specialist knowledge over critical understanding of complexities within this contested field of diversity and social justice (Osler and Morrison:2000).  

Figure 2: Paradigms of Learning and Differential Learning Identities characterises two learning paradigms, the assertive and the integrative.  The figure differentiates, after Capra (1996: 10) and Sterling (2001:58) between hierarchic and networked power relations and portrays contrasting learning identities that can emerge.   On the one hand an assertive and hierarchical paradigm encourages responses to identified targets and the adoption of compliance measures.  Integrative and networked engagement, on the other hand, has potential to encourage a more personalised and holistic review sustained through the enacting of dialogic exchange in everyday encounters.  In this way Figure 2 begins to map the formation of differential learning identities that are being explored in this chapter’s stories of ‘self with the wider world’.  It identifies possible routes towards the kinds of critical and reflexive engagement that are a necessary part of sustainability education.  












Figure 2  Paradigms of Learning and Differential Learning Identities
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I have always found it challenging to integrate assertive public policy drives within my developing and personalised life learning framework.   Of course it is a frequent occurrence that personal / professional aspirations are not encapsulated by policy drives which derive from different kinds of economic and cultural discourses.  The living contradictions that arise from this tension have often become a substantive focus in life story  / action research in professional settings (Whitehead:  1993).   

The question that emerges in this life history approach is the extent to which this tentative finding can be applied more generally.  To what extent are current policy drives for education for citizenship and sustainable development compatible with the activities of those whose learning identities that have developed from lifelong engagement within networked environmentally rooted communities.  The Stern Review on ‘The Economics of Climate Change’ included the recommendation that fostering  ‘a shared understanding of the nature of climate change, and its consequences, is critical in shaping behaviour.   Governments can be a catalyst for dialogue through evidence, education, persuasion and discussion. (Stern 2006:21)



In England official responses to this challenge can be exemplified through the eco-schools / sustainable schools policy drives which set universal targets for sustainable behaviours at institutional levels for 2020   (Sustainable Schools National Framework 2009).   These measures may certainly reduce CO2 emissions from educational sites and encourage engagement in eco-processes.  However the distinction drawn between ‘communication for learning’ and ‘communication from learning’ in Figure 2 presents other possibilities for educationalists.  Assertive interventions from eco-policy drives (communication for learning) may be complemented by an ongoing communication process that arises from such eco-activity – one that facilitates personal transformation towards creative and fulfilling participation.  Such transformations may only be realised through a sustained and progressive learning process that includes 

1. opportunity to re-sensitise to the natural world,
1. dialogic engagement  
1. the inclusion of a global perspective through engagement with active / creative community organisations, 
1. participatory enquiry approaches to support personalised and localised understanding of ecology
1. opportunity to reflect critically on the complex relationship between our lifestyles and our physical situation.  

In short this corresponds to a form of facilitated capacity building that is predicated on critical self staging approaches through which courage, creativity and hopefulness can be found to rearticulate the way we identify ourselves with the wider world and review the way that we behave within it.   

The argument that is proposed in this chapter is that life history and life story enquiry methods represent an effective way of discerning learning from integrative ecological learning.   There are many lives – professional and personal – to explore.  My own life and teaching is portrayed here and I can report that the contradictions referenced in Figure 1 continue to resonate in my teaching.    In my teaching I continue to include reference the Journal ‘Resurgence’ which makes accessible a range of world views and value systems, including Sarvodoya (the upliftment of all life), Swaraj (self transformation through small scale participation) and Swadeshi (local sustainable economies) (Kumar 2008: 13).   Although it is difficult to relate such values to the content of official documents for Initial Teacher Education, for example the Standards for Qualified Teacher Status (TDA: 2006), they do sit well with the values of the subsistence farmers that I encountered under the leadership of Dominic Mandere at the Zambuko Community Library in Zimbabwe as described above .   As we face a most serious environmental global crisis, the application of such principles to our physical situation may act as a stimulus for a form of ‘critical consiousness brought about not through intellectual effort alone but through praxis, the authentic union of action and reflection’  (Freire: 1970).


Drawing conclusions: a case study of networked learning
  
The process of  ‘understanding ourselves and our lives with the wider  world’ and our continuous dialogic engagement within education for sustainability can be illustrated by my experience as evaluator for the project initiated in 2006 by the Royal Society for the Arts (RSA) and Creative Partnerships.  The project worked with two schools in Bristol within the framework of the RSA’s ‘Arts and Ecology Project’ and provided an opportunity to explore outcomes from a radical networked educational programme focussed on ecology and sustainability.  These are described and evaluated in the project report held by the RSA (Clough: 2006) and in a paper subsequently published in the RSA journal   (Munro with Clough: 2007).   Data that were gathered represent some of the dialogues that emerged from the actions of the project.  They include statements by children, teachers and the artists reflecting their developing understanding of new actions and behaviours that they were adopting in their lives.   

One provocative action in the project involved the sending of solid artefacts through the post, unwrapped but with addresses clearly written on the object itself with an appropriate collection of blue stamps.  Imi Mauf, a practising artist employed as a project leader in one of the schools, sent such artefacts to the children as they began to consider what such terms as ecology and sustainability mean – and before they actually met with her.  At a simple level this unusual action of the artist stimulated dialogic engagement.  The children asked ‘why is the artist sending materials like this?’    Subsequently  the children sent solid objects through the post themselves - recycled water bottles, addressed with blue stamps, with messages inside to many people that they thought could answer the question that interested them, ‘What do you do to help the environment?’. 

They sent one to me as project evaluator!  The bottle and message still sit on my desk.  (Figure 3: Ongoing dialogue with self and others).  This act engaged me in a form of participatory evaluation that I had not expected.  Internal dialogues had been stimulated.  The exhibition of responses to the messages in the bottles mounted by the artist and children working in collaboration provided an innovative way to view and review the many possible actions that people can take in the name of sustainability.    I am still asking myself– what is the enduring consequence of this project for my own behaviours?
 
As evaluator I set myself the task of attempting to discern the capacity of the children (9-10 years) to give reasoned voice to the day to day dilemmas that arose from this sensitising to sustainability issues.  They had taken photographs during the project and selected some of these to discuss with me during interviews about their learning.  One child described how walking the dog without the car is in fact quite time consuming and she has noted that her flip flops may not be the right footwear for the life without the car culture that she is adopting.  At least she is talking with her grandmother about it .  ‘My Grandma thinks it is good’.  Another child describes the case of his own household which lives in high rise flats near the centre of the city.  It does not have a ‘black bin’ for recycling.  He comments that his family, which has relatively recently arrived from Somalia, is one which does not ‘waste much anyway’.  He explained that he had decided not to talk with his mother about recycling:  ‘I am scared of rejection.  My mum might say ‘No’.  Another child mused as follows:


‘A piece of wood in a river does not matter because it rots,  Trees keep falling into rivers  Fruit would rot away in a river.  Plastic cartons would not rot a way. When I am a thousand years old I could say I remember when that piece of plastic was thrown away’. 


 The honest commentaries provided by these children illustrate how ecological thinking can be sustained beyond the classroom, even though ecological  behaviours are difficult to prioritise when other pressures are prevailing.    They provide illustration of sustained internal and external communication for action.  

Data from interviews with the artist included a statement that is most significant for those who are developing pedagogical approaches that sustain dialogic engagement in the field of sustainability education.  

‘In this project I did not want to be negative about what we are doing to the world.  I have never said if we do not do something we are all doomed. For example we use far too many plastic bags but we can make these canvas bags to use at school. It was something they could cope with emotionally.’  (Imi Mauf: 2007) 


Thus a basic principle, already referred to in the writings of Biko (1978)  and Freire (1994) , that sustaining education process involves the (re)kindling of hopefulness, is referenced in clear and applied format.  And from that moment in time, I remember about sustainability every time I have forgotten  my canvas bag.

There is a telling piece of data from interviews with a parent of a child  who had been involved in this project.  A father describes an interaction with his daughter as follows.

‘There is one thing.  When the council delivered the recycling bins and left our house out, she said “We need to recycle or we are going to die in 50 years if we don’t stop producing all the pollution”. .  I said “‘We will see”.  This talk of sustainability, it missed our generation.  When it did start coming round its more like a counter culture coming from the side, from the left and right.  It needs to be made part of their culture’.

Here is an example of parental contribution to sustaining dialogue and hopefulness (we hope) and also a comment on the need for forms of sustainability education that are integrative rather than just assertive.


End note, but not end of life learning  

What can be learned from such life story exploration?  For myself the dialogic process is ongoing and snippets from my latest life struggles with sustainability are included in Figure 3: Ongoing Dialogue with Self and Others.  



Figure 3  Ongoing dialogue with self and others 
	Photograph
	Description 
	First level reflection 

	 (
Ongoing
dialogue with self
)[image: P1030552]
	The message and the bottle (with the blue stamp) that the children stares me in the face.   I remember that the child in the RSA Arts and Ecology project wrote her own message – explaining that what she did was to ‘feed her chickens the left overs’
	In what ways am I engaging dialogically with my actions on a daily basis?   There is not space enough here to write the full list of all the unstarted and unfinished pledges that I make myself.  In the first instance I really am going to have to rationalise how I move around – and whether I have to move around so much…..

	 (
Ongoing
dialogue with others
)[image: P1030549]
	Question to the biology student living in the house.  What do you think of this ecology encyclopedia?  ‘I love it.  It will make a lovely present for him  and you could make a birthday cake in the shape of the world, with the land masses green and the sea in blue’
	I am noticing new learning for sustainability networks.  The biology student living in the house is elected as the chairperson of the University Fair Trade Association, the local ‘Climate Action Group’ has sent me the 8th Newsletter, the film ‘The Age of Stupid’ had the world’s biggest ever simultaneous premiere showing, I am being offered a car share .

	 (
The world as a cake
)[image: P1010661]
	To James  on his 12th birthday.  What do you think of this cake? James  It is like the world.   This cake is not stable.  Nor is the world. The world is not stable
To James’ great grandmother.  What does it feel like eating half the world? Mary  It gives me a thrill.  When you are my age you can do what you like.
	What are the implications for education for sustainability?  Why has the Rose review on the primary curriculum dropped the recommendation that humanities education be given the title ‘human, social and environmental understanding’?  It has now reverted to ‘historical and geographical understanding’.  Will education for sustainability be relegated to a side issue of safeguarding children?

	 (
My life with cars
)[image: P1030555]
	Thoughts for the day.  We must change our car.  This car does 38 mpg if you are lucky.   The one in the second hand show room has a diesel engine and does 66 mpg.  It is classified as having low emissions.   Even as a second hand car it only generates 115 grams of CO2 per kilometer.  
	The sales person is using an economic rationale  ‘It makes economic sense.   You are saving money which will help you buy it’.  But what will this more ecological car mean for my lifestyle.  I will have to carry less around with me?  Why do I carry anything around with me?  Why do people carry more than fits in a carrier bag?  Should I have a car at all?  What does 115 g per 1k mean to our world?  How many oak trees would…  ?




There are discussions at home  about birthday presents for children – an ecological encyclopaedia, a birthday cake in the form of the planet, jokes about very serious things: ‘It is like the world.   This cake is not stable.  Nor is the world – the world is not stable’.  (James, 12 years, 2009)

There is mention too of the purchase (at last) of a more ecological car and an enduring question about why I have learned to carry things round with me in the way that I do.   There is a suggestion too that my evolving perspective /  outlook may not be sustained in new curricula for schools and trainee teachers.   

At a surface level the life story approach adopted here has illustrated ways in which as an educational theme of social justice is ever moving.  At another level the juxtaposition of my own dialogic engagement with those of children within a single interwoven narrative has provided opportunity to consider the relative value of different kinds of learning identity that education process has the power to support.   It has provided opportunity for the development of tentative hypotheses – that we should begin to promote opportunity for a sustainable sustainability education that is networked in ways that reflect the webs of life of which as human beings we are a part and that creates communities of learning and action for the planet that we inhabit.  

Notwithstanding its interwoven nature, this is a single life narrative and as such may achieve only what so many educational research ventures may achieve – a limited, partial glimpse of how educational ideas, in this case about sustainability, may become integrated into a person’s life.  Tomorrow I will have become a different learning person.  But today, as you read this, you will be able to note tentative findings that may stir your own deliberations about power relations that lie at the heart of any education process.  
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