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Climate change is the most pressing challenge facing 
humanity. In every sphere of human thinking we need 
urgent work to tackle the crisis. For this reason it is a 
particular pleasure to see the special section of this 
issue of RI focused on the environment. Education, 
as both an academic discipline and a field of practice, 
is centrally important to what we might achieve in 
tackling global warming. In primary and secondary 
education we have young people who are naturally 
interested in the topic of climate change; they are also 
the generations who will experience the successes and 
failures of those with responsibility for environmental 
change now. With regard to climate change education 
in schools, the RI special section includes a critique 
of England’s curriculum and assessment system, 
particularly its knowledge-based approach that is 
increasingly seen as unfit for purpose. Universities are 
generating new knowledge in the battle against climate 
change; students, alongside those who take different 
routes into environment work, will be next in line to 
take on the fight.

The word ‘British’ in British Educational Research 
Association is hard-wired into BERA’s work. 
Representation on BERA Council from all four nations 
is an important part of this. It is, therefore, always a 
pleasure to read perspectives that include in-depth 
knowledge about Northern Ireland, Scotland and Wales. 
In this issue, we have reflections about the nature of 
educational research in Northern Ireland, reflections 
on education and poverty from the perspective of the 
Scottish Educational Research Association’s special 
interest group on that topic, and we learn about Wales’s 
national strategy for educational research and enquiry.

As the end of 2021 approached, BERA took the annual 
opportunity to formally report to members at the 
AGM. In my presidential report I paid tribute to the 
extraordinary work that everyone connected to BERA 
had done in very challenging circumstances. One of the 
major emphases of my presidency has been the nature 
of education as an academic discipline, including the way 
it is perceived by people working in education but also 
by those outside of the discipline. The next phase of the 

Generational responsibility

DOMINIC WYSE
UCL INSTITUTE OF EDUCATION

Universities are generating 
new knowledge in the 
battle against climate 
change; students, alongside 
those who take different 
routes into environment 
work, will be next in line to 
take on the fight.

Let us hope that, armed 
with the new knowledge 
that the analyses of the 
survey data will bring, we 
will be even better placed 
to advocate for positive 
change for all those who 
work in education research.

Education: The State of the Discipline project – a large-
scale survey of education researchers – is vital because it 
will gather powerful empirical evidence of the conditions 
that BERA members and all those who work in education 
departments face. Once the details about completing the 
survey are published, I urge you to help us make this the 
largest survey ever completed about education research. 
Let us hope that, armed with the new knowledge that 
the analyses of the survey data will bring, we will be even 
better placed to advocate for positive change for all those 
who work in education research.

Finally, in an impressive milestone, RI has reached 
its 150th issue. I want to thank all the editors and 
contributors who have brought their expertise to 
exploring cutting-edge issues for BERA members.  
I’d also like to warmly thank Ross Fulton for his 
outstanding work in supporting the development  
of RI, and indeed across all BERA publications.
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BERA has commissioned a further two important 
pieces of research as part of the Education: The State 
of the Discipline project. First, a team led by Rebecca 
Morris and Tom Perry from the University of Warwick 
has been commissioned to carry out an ambitious, 
wide-ranging survey of education researchers’ 
perceptions of their work and identities in relation to 
education research in universities.

This survey will:
• provide robust data about the state of education as an 

academic discipline in universities in the UK
• examine the structures and processes that influence 

opportunity for, and engagement in, research activity 
for staff working in university education departments

• generate insights into the experiences of individuals 
undertaking educational research across the UK.

In an illustrated report, 
BERA has set out its strategic 
plan which will inform 
every facet and activity of 
the organisation over the 
coming years. It clarifies our 
vision, mission, values and 
objectives, and details the 
activities BERA will pursue 
to achieve the following 
four priorities.

Second, BERA has commissioned a team based at 
Queen’s University Belfast to conduct new research 
that provides a detailed understanding of the profile 
of UK academic staff working in education, focusing 
in particular on equality and diversity considerations. 
While various data have indicated that women and 
ethnic minority colleagues occupy relatively few senior 
academic roles (professors, readers, senior lecturers, 
heads of school and department) in our discipline, 
we lack analyses of career trajectories that identify 
the points at which these colleagues face barriers to 
progression, or indeed exit the profession altogether.

Both of these projects will report before the end of 
2022, and will be followed by work analysing the 
outputs of the latest Research Excellence Framework 
later in the year.

BERA commissions major new 
research on the education discipline

BERA publishes its strategic 
plan for 2021–2026

• Enhance the health of education as a 
discipline by nurturing a strong and confident 
research environment.

• Champion education research, enhancing its use in 
policymaking and educational practice.

• Celebrate and recognise excellence in the education 
research community.

• Ensure a strong and sustainable future for BERA.

To read our strategic plan in full see  
bera.ac.uk/strategic-plan-21-26.

ConceptCafe / iStock

http://bera.ac.uk/strategic-plan-21-26
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In November 2021 it was announced that three new associate editors would join the editorial team of the 
British Educational Research Journal (BERJ), expanding its capacity and expertise.

Some new faces have joined the Review 
of Education (RoE) editorial team in recent 
weeks, as the restructured team extends its 
term in office to December 2023. Continuing 
team member Nadia Siddiqui has joined 
Stephen Gorard (both of Durham University) 
as joint lead editors of the journal, and 
Johny Daniel (Durham) and Binwei Lu 
(Zhejiang University) will join as new 
associate editors alongside David Bolden, 
Xiaofei Qi, Dimitra Kokotsaki (all Durham).

Two exceptional teams are the joint winners of this award  
for 2021/22.

The University of Kent’s Centre for Child Protection (CCP) 
for the project, Keeping Children Safe: Advancing Child 
Protection Pedagogy, Awareness and Practice through 
Innovative Simulations. This project involved developing two 
simulation suites – designed and directly used with young 
people – which provide immersive training tools to improve 
knowledge and practice around complex child protection issues, 
and around extremism, radicalisation, exploitation, grooming, 
gangs, knife crime and internet safety. Team leader Tracee 
Green shares this award with colleagues Jane Reeves, David 
Shemmings, Vanisha Jassal, Emma Soutar, Aravinda Kosoraju 
and Isobel Drew. 

The University of Oxford’s Teacher Education and Professional 
Learning Group, for The Reform of Initial Teacher Education 
in Wales, which has profoundly influenced teacher training in 
Wales: participating schools and their partner universities now 
place a significantly greater emphasis on increasing capacity to 
undertake and use research. Members of the team developed 
a new criteria that all ITE ‘should be based on learning that is 
both rigorously practical and intellectually challenging at the 
same time’, which is now codified in legislation and a number 
of frameworks. The team receiving the award comprises John 
Furlong, Katharine Burn, Hazel Hagger and Trevor Mutton.

New associate editors join BERJ

Change & 
continuity at 
Review of 
Education

Joint winners of 
BERA’s Public 
Engagement & 
Impact Award

CHRISTINE CALLENDER 
an associate professor at the 
UCL Institute of Education 
whose research focuses on 
‘race’, teacher education, gender, 
intersectionality and readership.

KEVIN SMITH 
a senior lecturer in education 
at Cardiff University with 
specialisms including curriculum 
theory, critical pedagogy and 
cultural studies.

REVA YUNUS 
a lecturer in education and social 
justice at the University of York who 
works at the intersections between 
sociology of education, critical urban 
studies and childhood studies.

JOHNY 
DANIEL

BINWEI 
LU

Beng Huat See and Jonathan Tummons – 
two valued members of the team which, 
since 2016, has developed RoE into a 
distinctive and highly successful young 
journal specialising in publishing substantial, 
interdisciplinary papers – stepped down as 
associate editors at the end of 2021. The 
BERA community is grateful to them, as 
we are to all our journal editors, for their 
generosity, expertise and hard work.
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Vote in the BERA Council Elections 2022
BERA Council has launched an ambitious strategic plan 
covering 2021–2026 and BERA Council will play a key role 
its implementation: providing academic leadership and 
oversight, expanding and engaging with all those involved 
with the discipline, and ensuring BERA’s ongoing stability. 

We are pleased to announce that we have received several 
strong expressions of interest in joining BERA Council 
and the BERA membership are now able to vote for their 
preferred candidates.
 
Voting closes on 1 March 2022

READ THE STATEMENTS AND HELP SHAPE BERA’S FUTURE – 
VOTE HERE: WWW.BERA.AC.UK/ELECTIONS22. YOU CAN 
ALSO FIND THIS LINK IN YOUR WEEKLY NEWSLETTER.

British Educational Research Association, 9–11 Endsleigh Gardens, London WC1H 0EH
E secretariat@bera.ac.uk |     @BERANews

Upcoming Events

#BERA_Sexualities&Gender
@BERANews

11 March 2022 
Researching Gender 
and Sexuality in 
Educational Settings: 
An event for PGRs
and ECRs

#BERA_SocialTheory 
@BERANews

18 March 2022 
Social Theory as 
Critical Pedagogy: 
Book launch of 
Social Theory: A 
New Introduction

#BERA_PresRT 
@BERANews

2 March 2022
President Roundtable 
Seminar Series: 
Addressing Racial 
Disparities in 
Education After 
the Sewell Report: 
Implications for policy, 
practice and research

#BERA_SEND 
@BERANews

24 March 2022 
Spotlight on SEND: 
Curriculum Design 
and Practice

www.bera.ac.uk/events/upcoming-events

Research 
Intelligence at

150
This issue marks the 150th edition of BERA’s members’ 
magazine. First launched in 1981, Research Intelligence 
was initially billed as a newsletter, though it included 
a variety of original articles. Issue 1 opened with a 
statement from then BERA president Bruce Choppin 
expressing concern about the Centre for Policy 
Studies’ ‘personal vilification of the researchers’ 
behind the National Children’s Bureau report Progress 
in Secondary Schools, and more generally about the 
interventions of politically motivated organisations 
being given the same standing in the media as those 
by ‘objective educational research institutions’ that 
conduct rigorous research. It also included the articles 
Women and Educational Research: A Personal View by 
Dale Spender, and Symposium on School Effectiveness 
Studies: The Emergence of a Fledgling Paradigm by 
David Reynolds.

RI has always served as the Association’s publication 
of record, and in its early years included some weighty 
methodological interventions such as Reporting 
Interviews: A Code of Good Practice (Janet Powney & 
Mike Watts, issue 17, September 1984) and a report by 
John Elliott (issue 31, February 1989) that called for a 
code of practice for educational research to be drawn 
up. That call was answered by the Proposed BERA 
Ethical Guidelines for Funded Research, written by 
Caroline Gipps and Helen Simons and first published in 
RI issue 43 (summer 1992).

For the majority of its life, the magazine was overseen 
by a succession of permanent editors that began with 
Michael Smith of Kingston Polytechnic and ended 
with Kalwant Bhopal of the University of Birmingham. 
From 2009 onwards, editors oversaw the publication 
of themed special sections within each issue. However, 
since 2017 our Publications Committee has invited guest 
editors to act as curators of each issue. This new system 
allows those guest editors to pursue their chosen topics 
and bring in a wide range of perspectives and expertise, 
alongside news and features from the wider education 
research community.

Anyone with an idea for a special section, like the one 
featured in this issue curated by Lynda Dunlop and 
Elizabeth Rushton, is welcome to submit a proposal 
using the form available at bera.ac.uk/RI, where you can 
also find a complete back catalogue of issues. A prize 
to any reader who can find a better headline than this 
– ‘What Works’ as a Sublinguistic Grunt (Gary Thomas, 
issue 106, March 2009).

We thank all our contributors, editors, designers and 
printers for making Research Intelligence such an asset 
to our Association and our discipline over the last four 
decades, and we look forward to many more issues.

Issue 17

Issue 57

Issue 120Issue 100

Issue 147

Issue 46

Issue 75

Issue 130

http://bera.ac.uk/RI
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In 2021 BERA published one edited collection and 
18 reports, many of which presented the findings of 
research it had commissioned or funded. Among them 
were the first of a series of reports on BERA’s major 
project, Education: The State of the Discipline (Boyle et 
al., 2021), and an important overview of the evidence 
on The Role of Schools in the Mental Health of Children 
& Young People by Jane Hurry and colleagues (2021). 
Looking ahead, we have initiated work on the fifth 
edition of BERA’s much-used Ethical Guidelines for 
Educational Research.

All of these outputs, some of which are or will be 
influential and impactful within the discipline, can 
be classified as ‘grey literature’ – research published 
outside of the standard forms and processes of 
academic publishing, and often distrusted for that 
reason. However, the question of quality in grey 
literature has not received a great deal of attention – 
and this is something BERA’s Publications Committee 
is trying to change. I think that in many ways this 
question is similar to another that BERA has considered 
at some length in recent years: what constitutes 

ROS MCCLELLAN
UNIVERSITY OF CAMBRIDGE

These outputs, some 
of which are or will be 
influential and impactful 
within the discipline, can be 
classified as ‘grey literature’.

Avalon_Studio / iStock

‘quality’ in close-to-practice educational research? In 
both cases, published research within our discipline is 
often automatically considered ‘suspect’ in terms of 
(for example) originality, significance and rigour, despite 
numerous examples to the contrary of good practice 
and excellent content (see Wyse et al., 2018).

WHAT IS GREY LITERATURE?
All of the original and often long-form research  
reports that BERA publishes under its own imprimatur 
(as opposed to in its journals) can be described as ‘grey 
literature’ according to some commonly accepted and 
interrelated criteria.

• They are published by a ‘source for which publishing 
is not the primary activity’.

• They are published by a business or organisation 
other than a commercial publisher.

• They are not identifiable through a traditional index 
or database.

• They are not journal articles that appear in ‘widely 
known, easily accessible electronic databases’ 
(Rothstein & Hopewell, 2009).

Distrust in grey literature among researchers and others 
is evident in the fact that, for example, many research 
syntheses include only published journal articles, on 
the basis that ‘other sources of data are lesser quality’ 
(Rothstein & Hopewell, 2009, p. 120). The peer review 
process, or rather the lack of one, is often cited as the 
primary reason for that quality differential.

BERA’S PUBLICATIONS COMMITTEE

Update from the Chair
Shades of grey literature
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PEER REVIEW & ‘IDENTIFICATION’
While peer review is clearly not an absolute guarantee 
of rigour or quality, BERA’s Publications Committee is 
in the process of formalising our peer review policy 
for BERA’s ‘grey’ publications. This policy distinguishes 
between two types of outputs.

• Those that are strongly identified with BERA – for 
example, reporting on major BERA projects – in which 
BERA is often heavily involved in the research process 
through steering and working groups. These will be 
peer reviewed either by the relevant steering group 
and/or by specially commissioned reviewers.

• Other outputs that, for example, report the findings 
of projects funded by BERA grants and awards and 
which do not necessarily reflect the views of the 
Association. These will not be peer reviewed.

In order to be as transparent as possible we have 
chosen to make the process unblinded. A number 
of recent publications have received this treatment 
(including Boyle et al., 2021 and Hurry et al., 2021). 
We have also implemented a policy of including a 
statement on the imprint page of each BERA publication 
that makes clear the nature and extent of peer review 
that it has (or has not) received. In doing so, we hope 
to contribute to demystifying and building trust in the 
in-house publishing capacity that the Association has 
built up in recent years.

BUILDING TRUST IN BERA’S PUBLICATIONS
In that connection, it is also important to make clear 
– particularly in connection with BERA publications 
that won’t be peer reviewed under the proposed 
schema – that BERA takes many other important 
steps to ensure the quality of our outputs. The judging 
panels that award grants generally provide academic 
feedback on proposals and submissions, including 
their methodologies, and ensure that unsound 
projects don’t receive BERA backing (not that we 
receive many substandard applications). Research 
projects commissioned by BERA normally have 
steering groups appointed that will monitor the 
project’s progress and provide feedback on an 
interim and/or draft report that will shape and 
improve the final report. Some grant recipients are 
also assigned a mentor, or receive less formal support 
with developing their research and its outputs.

From an editorial standpoint, BERA supplies detailed 
author guidelines for all of our reports that cover length, 
style, structure and content, which helps ensure that 
reports cover the relevant details in sufficient depth. 
Furthermore, all BERA research outputs are copyedited 
either by a freelance professional or the publications 
manager (who is also an experienced copyeditor). 
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Unlike the copyediting performed on academic 
journal articles, which can involve little more than the 
application of house style conventions, this copyediting 
process is extensive and detailed, ensuring that the 
text is clear, unambiguous and internally coherent 
and logical: it can involve asking probing questions of 
authors’ work, and result in significant improvements 
to the text. These steps, and our high design and 
production standards, establish a baseline level of 
quality assurance for BERA publications.

It is worth noting that this principle extends to the 
BERA Blog – submissions to which are reviewed by the 
editorial team of senior academics and are frequently 
revised substantially before then being professionally 
copyedited. This is a key factor in why the Blog is so 
readable and, in turn, increasingly well read.

We do have further work to do in this area. We need,  
for instance, to take steps to visibly ensure that our 
reports remain permanently available in the public 
domain, outlasting current and future iterations of  
the BERA website (the perceived or actual transience 
of ‘grey literature’ is one reason why some researchers 
can be reluctant to use and refer to it). Relatedly, we 
also intend to ensure that all publications are included 
in relevant indexes and databases to aid discoverability 
and trust. However, we will do so secure in the 
knowledge that, in all aspects of BERA’s publishing 
activities, we are working with authors to create  
content of enduring value to the discipline.

https://www.bera.ac.uk/publication/education-the-state-of-the-discipline-systematic-scoping-review
https://www.bera.ac.uk/publication/education-the-state-of-the-discipline-systematic-scoping-review
https://www.bera.ac.uk/publication/education-the-state-of-the-discipline-systematic-scoping-review
https://www.bera.ac.uk/publication/the-role-of-schools-in-the-mental-health-of-children-young-people
https://www.bera.ac.uk/publication/the-role-of-schools-in-the-mental-health-of-children-young-people
https://www.bera.ac.uk/publication/bera-statement-on-close-to-practice-research
https://www.bera.ac.uk/publication/bera-statement-on-close-to-practice-research
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ELIZABETH RUSHTON & LYNDA DUNLOP
KING’S COLLEGE LONDON & UNIVERSITY OF YORK

Education for environmental 
sustainability

EDITORIAL

The recent gathering of world leaders, negotiators 
and activists from across the globe for the 26th United 
Nations Climate Change Conference of the Parties 
(COP26) in Glasgow prompted a renewed focus on 
the role of education in the context of anthropogenic 
changes to the climate system. For example, during 
COP26 the UK government published a draft strategy 
for the involvement of the education sector in meeting 
the goals for climate action and environmental 
sustainability (DfE, 2021).

Young people have long been calling for changes to 
the education they receive about climate change and 
the environment, which they view as insubstantial 
and inadequate (Teach the Future, n.d.; UK Student 
Climate Network, n.d.). While this renewed attention 
from policymakers on the value of education in 
environmental sustainability may be welcome, it 
remains to be seen whether the new strategy will 
meet the demands of both young people and those 
who teach them. For example, the draft strategy 
stresses the importance of science, geography and 
citizenship as contexts for teaching about climate 
change (DfE, 2021, p. 12), and yet youth and teachers 
frequently call for sustainability to be integrated across 
school subjects, so that all students are able to learn 
about this vital concept (Howard-Jones et al., 2021; 
Teach the Future, n.d.).

Researchers engaged with education for environmental 
sustainability (EfES) have argued that formalised 
knowledge systems, such as education, are failing 
humanity when seeking to respond to challenges such 
as climate change (Fazey et al., 2020). For example, 
in England, environmental education in schools 
has persistently focused on knowledge about the 
environment, rather than education for the environment 
(Glackin & King, 2020). Rousell and Cutter-Mackenzie-
Knowles (2020) have argued for a move away from 
didactic approaches to climate change education and 
towards participatory, interdisciplinary and creative 
approaches which focus on the involvement of young 
people in responding to climate change. At the same 
time as acknowledging the current challenges for 
enacting EfES, it is also important to note that it is 
understood, described and enacted in a variety of ways 
depending on the research and educational context. For 
example, researchers also draw on a range of theories 
and approaches when considering EfES including 
environmental justice (Schlosberg, 2013), action 
competence (Læssøe, 2017) and critical pedagogies 
grounded in the work of Freire (2017). In our work for 
the BERA Research Commission 2020–2022 to create A 
Manifesto for Education for Environmental Sustainability 
(2021), we sought to provide spaces for young people 
and teachers to work together (Rushton et al., 2021) and 
to include the voices of those less frequently heard in 
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conversations about education and the environment. 
We saw education as a space in which constructive and 
supportive dialogue can reach across generations and 
the four jurisdictions of the UK.

This special section of RI spotlights four themes that 
are important in advancing research in EfES. The first 
relates to the approaches taken. Andrea Bullivant, 
Jacqueline Ayre and Amanda Smith discuss the 
importance of participation and co-creation in 
manifesto-making in the context of EfES. In their 
contributions, Jane Essex and Judy Ling Wong highlight 
the need for collaborative and inclusive approaches to 
EfES, and Tanesha Allen challenges white scholars to 
confront uncomfortable truths about the composition 
of the field – and what this means for the knowledge 
created within it.

We saw education as a 
space in which constructive 
and supportive dialogue can 
reach across generations.

The perspectives included in this special section 
demonstrate the energy for collective action across 
sectors and generations. We look forward to further 
conversations and invite colleagues interested in 
forming an environmental education special interest 
group to get in touch.1

1 Elizabeth.rushton@kcl.ac.uk; Lynda.dunlop@york.ac.uk

The questions of whose voices are recognised and 
who participates in environmental decision-making 
relate to the second theme of environmental justice. 
Contributions from Haira Gandolfi and Maddie 
Stanford explore the sociopolitical dimensions of 
environmental education and challenge educators to 
examine how environmental issues can be tackled 
through education in a more socially just way. They 
draw attention to the connection between local and 
global approaches, and to confronting the inequitable 
distribution of environmental and social justice.

The third theme – participation and activism –  
includes a contribution from climate activist Molly  
Hucker on the importance of conversations between  
youth and teachers, and from Cyrus Nayeri on how  
writing can function as a form of activism. Central  
to arguments from Claire Ramjan are expanded  
notions of environmental citizenship and activism,  
and Smriti Safaya considers the place of experiential 
learning in bridging the values–action gap in relation  
to environmental issues.

On the final theme – collective action – Melissa 
Glackin highlights the need for political leadership 
that values education for the environment through 
curriculum, assessments and inspections. And Molly 
Hucker discusses how constructive conversations and 
actions in school can empower educators and young 
people to make changes demanded by the urgency of 
climate change.
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Environmental challenges & 
social justice
What can we do about environmental justice through education?

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

As a Brazilian, I was educated and worked as a 
teacher in a country well known for its longstanding 
– and highly contradictory – relationship with both 
environmental ‘hope’ and ‘issues’. Throughout our 
colonial history and up to today, Brazil, like many 
countries in the Global South, has been defined by 
its natural resources (Roy, 2018) as either a ‘source’ 
or a ‘destroyer’ of them (OECD, 2015). As a chemistry 
and science teacher, engaging with the links between 
natural resources, scientific development and human 
life in Brazil was a central part of my work.

Nevertheless, reflecting on my experiences of 
teaching about socioscientific issues such as 
environmental challenges, it strikes me how often 
I focused on ‘individual actions’, on things that we 
(teachers, students, families) could do to address 
environmental issues. Similar to findings from 
Misiaszek’s (2020) research in Brazil, Argentina and 
the US, and from Eaton and Day’s (2020) study in 
Canada, very little of my practice involved discussions, 
for instance, about the unequal footing of our 
private actions and public spheres; and even less 
about the environmental legacies of the colonial 
and socioeconomic processes that shaped Brazil’s 
national identity (Voskoboynik, 2018; Whyte, 2017). 
As argued by Eaton and Day (2020), Dunlop et al. 
(2021) and Tannock (2020) in the context of Global 
North countries, sociopolitical discussions have been 
consistently absent from environmental education 
practices and curricula and, more especially, from 
science education (Levinson, 2018; Zeidler et al., 2019). 
For some, these discussions belong in sociology, 
history and politics lessons, with science needing to 
‘stick to the facts’ about ‘the’ environment.

But what happens when human developments in 
the natural world put different communities and 
populations in an unequal position in relation 

to environmental impact, generating an uneven 
distribution of ‘most affected people and areas’ (Reyes 
& Calderón, 2021; Young, 2021), often coinciding with 
formerly colonised communities (Eckstein et al., 2021)? 
What happens when our approaches to scientific 
and technological – sometimes even ‘sustainable’ 
– development clash with social justice (Eaton & 
Day, 2020; Misiaszek, 2020)? For two decades, those 
interested in the unequal impact of environmental 
issues have been using the notion of ‘environmental 
justice’ (Schlosberg, 2013) to reflect on how social 
justice and environmental issues overlap, advocating 
‘the fair treatment and meaningful involvement of all 
people regardless of race, colour, national origin, or 
income’ and that ‘no group of people should bear a 
disproportionate share of the negative environmental 
consequences resulting from industrial, governmental 
and commercial operations or policies’ (USEPA, n.d.).

I and others argue that ‘environmental justice’ can help 
us consider and practice a more socially just type of 
environmental education: one that involves thinking 
about consequences, not only from a purely scientific 
or local viewpoint – or even in relation to future 
generations – but also from the socioeconomic, political 
and historical perspectives of communities severely 
impacted by environmental issues for centuries (such as 
indigenous and landless groups). Exploitation of natural 
resources is both the livelihood of several Global South, 
‘developing’ countries (Voskoboynik, 2018) and the bane 
of their environmental struggles (Eckstein et al., 2021). 
So how can calls for sustainable development consider 
both the environmental and the socioeconomic burden 
that a global overreliance on natural resources has 
placed on certain populations?

In answering this question, I take inspiration from Paulo 
Freire’s critical pedagogies (2004) and their subsequent 
operationalisation into the notion of ‘ecopedagogies’.

HAIRA GANDOLFI
UNIVERSITY OF CAMBRIDGE
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‘[Freirean] ecopedagogies are grounded in critical 
thinking and transformability, with the ultimate 
goal being to construct learning with increased 
social and environmental justice… [they are] 
centered on better understanding the connections 
between human acts of environmental violence 
and social violence that cause injustices/
oppressions, domination over the rest of Nature, 
and planetary unsustainability.’

Misiaszek, 2021, p. 359

Adopting a Freirean perspective around environmental 
education would involve engagement with sociopolitical 
discussions and notions of ‘justice’ and ‘structures for 
social participation and decision-making’ in all school 
subjects, not just in the ‘humanities’. Perpetuating 
purely celebratory and acritical views of ‘progress’ within 
science education, for instance, without considering 
how scientific endeavours have been historically linked 
to complex sociopolitical (often oppressive) projects 
(Gandolfi, 2021), will not be enough if our aim is to tackle 
environmental challenges in a socially just way. What 
is needed is acknowledgement of the links between 
environmental challenges with sociopolitical decisions 
and actions, and the disruption of individualised views 
of citizenship, to be replaced by educating for ‘widened 
collectivity’ through more ‘local-planetary’ notions of 
citizenship (Misiaszek, 2021). This would involve, for 
instance, a better engagement with the concept of ‘scale’ 
as part of our educational experiences, especially when 
thinking about the links between local/global, national/
international, here/there, individual/collective, now/
future, human/environment surrounding the topics 
and activities we promote in education (Freire, 2004; 
Misiaszek & Torres, 2019; Misiaszek, 2020).

Our approach to environmental challenges within 
education and action needs to explicitly embrace a 
collective reflection about the connections between, 
as Bruno Latour (2020) puts it, ‘where we live in, and 
where we live from’, between different communities, 
and between humans and the environment – a ‘world-
earth de-distancing’ (Misiaszek, 2021).
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For decades, we have known two things: that Black, 
Indigenous and people of colour (BIPOC) communities 
(Selvarajah et al., 2020) are disproportionately and 
negatively impacted by climate change (IPCC, 2014), 
and that BIPOC scholars are underrepresented within 
sustainability-related fields (for example, ecology, 
biology). Despite this longstanding knowledge, 
widespread conversations about racial equality/
equity within our field only occurred after the global 
Black Lives Matter protests in 2020 following the 
murder of George Floyd. This article argues that 
simply increasing the number of BIPOC students and 
researchers within sustainability-related fields is not 
enough to offset the long delay in addressing racial 
equality/equity. White colleagues must be willing to 
confront uncomfortable truths, ask themselves honest 
questions and act upon the answers.

Climate change exacerbates existing inequalities. 
Communities vary in their exposure to climate hazards, 
their susceptibility to damage and their ability to recover 
from it (Islam & Winkel, 2017). The disproportionate 
impact on BIPOC communities and the Black Lives 
Matter protests renewed conversations about racial 
inequality/inequity. Scholars published articles 
discussing various equality, diversity and inclusion 
(EDI) issues, such as the lack of BIPOC representation 
in higher education institutions (HEIs) (Gilliam, 2021; 
Massey et al., 2021) and the erasure of BIPOC voices 
from mainstream climate change conversations 
(most notably Vanessa Nakate [McFadden, 2020; 
Rafaely & Barnes, 2020]). Some scholars outlined 
recommendations for HEIs, hoping to improve EDI 
within their own walls (Cronin et al., 2021; Rudd et al., 
2021).

However, none of this information is new. Publications 
discussing the exacerbated racial disparities resulting 
from climate change have existed since at least the late 

TANESHA ALLEN
UNIVERSITY OF OXFORD

Why did it take so long?
The uncomfortable truths about racial equality/equity in 
sustainability-related fields

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

1970s/early 1980s (Downing, 1982; Schnittker Associates 
& Aspen Institute for Humanistic Studies, 1978). 
Publications addressing racial inequality/inequity within 
sustainability-related fields and proposing potential 
solutions have existed since at least the early 2000s 
(Davis et al., 2002; Kimmerer, 2002). Yet despite the 
myriad of studies identifying the issues and proposing 
solutions, these conversations were only seriously and 
widely considered after the murder on camera of an 
innocent person.

Why has there been such a delay in advancing racial 
equality/equity – and EDI initiatives in general – within 
our field? Oftentimes, local outreach initiatives are the 
primary solution for increasing BIPOC representation 
within sustainability-related fields, on the assumption 
that BIPOC students lack the awareness, interest or 
motivation to pursue a sustainability-related career. 
Although outreach initiatives can increase students’ 
knowledge and enthusiasm (Clark et al., 2016; Jensen 
& Buckley, 2014), relying solely on these initiatives 
to improve racial equality/equity by bringing in more 
BIPOC students presents two main issues. First, 
attributing BIPOC students’ absence in the field to 
a lack of awareness, interest or motivation aligns 
with the ‘knowledge deficit model’ framework of 
thinking. This model correlates the public’s lack of 
knowledge regarding science, technology, engineering 
and mathematics (STEM) to their lack of support 
for STEM-related issues (Miller, 1998; Miller, 2001). 

Publications discussing 
the exacerbated racial 
disparities resulting from 
climate change have 
existed since at least the 
late 1970s/early 1980s.
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However, engaging in outreach under this assumption 
can undermine the effectiveness of these efforts (Simis 
et al., 2016; Varner, 2014). Second, BIPOC researchers, 
academics and professionals within sustainability-
related fields often experience racial discrimination 
which impacts their career trajectory (Cronin et al.,  
2021; Davis et al., 2002; Rudd et al., 2021).

The mere presence of more BIPOC students and 
researchers is not enough to change the system. 
Furthermore, claiming ignorance about EDI-related 
issues can no longer be a valid excuse, since this 
knowledge has existed in the literature for decades. 
For substantive and sustainable inclusivity to occur, 
we must go beyond introductory activities such as 
unconscious bias training and book club discussions. 
While these activities can provide insight into the 
complexities and sensitivities surrounding racial 
discrimination, they are not a substitute for the active 
allyship required for meaningful progress. Our white 
colleagues – particularly those in senior leadership 
positions in professional and academic organisations 
– must be willing to engage in active, honest self-
reflection. They must ask themselves (and their 
peers) questions about their interactions with BIPOC 
classmates/colleagues, their willingness to allocate 
adequate resources (time, money, personnel) to EDI 
initiatives, and why it took them so long to participate 
in these conversations.

Once these questions receive honest answers, and 
these are acted upon by those with the power and 
resources to implement change, then perhaps we can 
make up for lost time.
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Environmental justice 
in the urban context
Implications for education

Environmental inequality based on race, income and 
(dis)ability has been widely documented (Malin & 
Ryder, 2018), and children often disproportionately 
feel the consequences (such as with air pollution [BLF, 
n.d.]). Urban areas of the UK are full of environmental 
inequality and injustice (Velho, 2019; Barnes et al., 
2019); many of our students experience such injustice 
and have limited political agency to enact change.

MADDIE STANFORD
CHESTNUT GROVE ACADEMY, LONDON
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‘Remaining silent in the face of injustice implies 
that we, as the educators, have landed on the side 
of the oppressor.’

Lac, 2017, p. 12

Hung_Chung_Chih / iStock

The curriculum intent of countless geography 
departments is to create ‘global citizens’ and help 
students understand their place in the world; studying 
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Teaching environmental 
justice in school as a new 
way of considering global 
issues could help students 
pave the way for a more 
environmentally just future 
for themselves and others.

Having investigated a 
number of environmental 
injustices together, 
including inequitable 
access to green space 
in cities, disabling 
environments and waste 
colonialism, students had 
the opportunity to critically 
analyse other issues 
themselves.

their understanding of issues, such as the existence 
of pollution and the unequitable exposure to certain 
types, often as a result of historical and systematic 
issues, providing a strong cross-curricular link to history.

Having investigated a number of environmental 
injustices together, including inequitable access to 
green space in cities, disabling environments and 
waste colonialism, students had the opportunity to 
critically analyse other issues themselves. I presented 
them with different sources, such as graphs of air 
pollution, car ownership and households in poverty 
(Barnes et al., 2019), and information on the health 
impacts of pollution exposure and London’s Ultra 
Low Emission Zone. Students interpreted the sources 
to create a picture of who bore the unequal burden 
of environmental harms, and to consider possible 
solutions. Overall, their solution to pollution in cities 
was not only to reduce overall emissions, but also to 
divert traffic from schools in low-income areas and 
provide subsidies for low-income households for 
electric cars.

Our students are future voters, workers and leaders 
– a critical awareness of the inequitable burden of 
environmental harms and the socially conscious 
approach needed to tackle this is important for an 
environmentally just future.

environmental injustices in geography and beyond 
could help foster this understanding. Dittmer and 
Riemer (2013) argue that when children are critically 
aware of injustices in their own communities, this 
can set the foundations for them to become agents 
for change in social justice movements. I argue this 
could be extended to include environmental justice 
movements. Teaching environmental justice in school 
as a new way of considering global issues could help 
students pave the way for a more environmentally just 
future for themselves and others.

But what would this look like practically? And how 
can it help students think critically about their and 
others’ access to environmental benefits and harms? 
I developed a scheme of work that followed a GCSE 
Geography Urban Challenges specification through an 
environmental justice lens. I used ‘layers of inference’ 
activities of source analysis (see Roberts, 2013) to help 
students establish what different sources could tell 
them, what they can infer and what more information 
they need to understand an environmental issue. 
The students had to learn how to ask questions, 
including about the intersectionality of those impacted. 
Students asked ‘who’ is impacted, ‘why’ them and 
not others, and ‘what’ is the cause – transferable 
questioning techniques. This allowed them to deepen 
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Pedagogy with purpose 
Experiential education & the youth appetite for activism

SMRITI SAFAYA
UNIVERSITY OF YORK

As one teenage school student in Hong Kong put 
it, the goal of environmental education should be 
focused on ‘creating a love and appreciation for the 
environment… [such that negatively impacting it 
is as if you are] sacrificing yourself or a loved one’. 
The emotive nature of this curricular objective 
from the student’s perspective is indicative of the 
value learners put on education with a purpose. 
In my PhD study examining the appetite of Hong 
Kong youth for environmental action using citizen 
science as a catalyst, younger local secondary school 
students (aged 11–14) wanted greater knowledge and 
experience of activism before they would take further 
environmental action, while their counterparts at 
the international school needed to first believe their 
actions would make a tangible difference.

The most influential psychological factors for older 
students (aged 15–18) from both local and international 
schools revolved around their values, attitudes and 
motivations. Knowing that experiences can shape 
values, attitudes and behaviour, educators are in 
a powerful position to design the delivery of their 
environmental education curriculum for greater youth 
engagement in citizenship actions on environmental 
sustainability (Reid et al., 2021). Among the pedagogical 
approaches to teach about and for environmental 
sustainability, experiential education is a style that 
resonates powerfully with young people.

Though educators often assume that increased 
environmental knowledge leads to greater pro-
environmental actions, studies have shown that this 
is not the case (Schultz, 2011). The factors influencing 
behavioural change are complexly linked to one’s 
values and attitudes, as well as factors beyond one’s 
control. However, encouraging findings suggest that 
direct experiences can shift attitudes (Heberlein, 2012) 
and trigger values of care and responsibility towards 
nature, which in turn can influence behaviours (Krasny, 
2020). Helping young people to develop a ‘sense of 
place’ and connection with nature is key to sparking 
their interest in environmental sustainability (Chawla, 
1999) and in actions they can take individually and 
collectively. Schools are keen to develop youth agency; 
Sobel (2005) suggests using a place-based education 
approach, as students can develop their knowledge, 
skills and experience tackling local issues. For example, 
the industrial process of ‘fracking’ was used as an entry 
point for students in north-west England to engage 
with their local socio-environmental concerns (Dunlop 
et al., 2020). Citizenship actions can be categorised 
as ‘personally responsible’, ‘participatory’ and ‘justice 
oriented’, as summarised in table 1 (Westheimer & 
Kahne, 2004). To take the learning further, educators 
can create space for discussions and analysis about the 
injustices in relationships, power dynamics and socio-
environmental practices embedded in environmental 
sustainability issues (de Andreotti, 2014).

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

Table 1: Types of citizenship action (Westheimer & Kahne, 2004)

PERSONALLY RESPONSIBLE PARTICIPATORY JUSTICE ORIENTED
Take personal action to support 
issues that matter to them, within the 
constraints of the community system

Actively engage in civic life by taking the 
lead in organising community-based 
events

Critically see complex root causes of 
issues in the community and explore 
collective strategies to challenge the 
injustice

E.g. sort household waste, buy local 
seasonal produce

E.g. run a recycling campaign, be a 
youth ambassador of an NGO

E.g. discuss with local government 
to address littering and waste 
management problems
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Though the students in my study felt that personally 
responsible citizenship actions were more effective at 
addressing the issue, they also felt that engaging with 
community-level authorities to tackle local concerns 
was effective because it gave them a greater chance of 
being heard than targeting multinational corporations or 
the executive government (justice oriented type action). 
Interestingly, their teachers felt that engaging with 
those in power would yield little impact and be futile. 
They felt actions that included learning outcomes, 
like hosting a photography exhibition about plastic 
pollution, would have greater impact because of the 
emotive imagery. However, students saw this type of 
passive experience as having little influence on spurring 
action because after the exhibition, the issue would be 
‘out of sight, out of mind’. These differing perspectives 
highlight the need for common understanding about 
realistic and impactful citizenship actions. A related 
research project looking at climate change education 
and activism revealed that older secondary school 
students felt confident in their knowledge about the 
causes and consequences, but they keenly desired 
information on how to take action as an individual  
and a collective, and the time to carry out those  
actions in a supportive setting among adult role  
models (Safaya et al., 2021).

(table 1) as well as an appreciable development in 
environmental science agency (Ballard et al., 2017). 
My current research also suggests a greater frequency 
and range of pro-environmental behaviours by school 
students in Hong Kong, with intentionality and self-
reported actions including modifying consumptive 
habits, engaging in environmental advocacy, and 
seeking further knowledge about environmental 
sustainability issues and solutions. Even short durations 
of citizen science during a science class can contribute 
in such ways. Teachers are not often the authors of 
curricular learning outcomes, but how these are taught 
is within their control. What could be more compelling 
than experiential education that enables purposeful 
cognitive and affective development which influences 
how young people feel, think and act towards 
their environment?

Citizen science is a pedagogical strategy with promise 
to develop youth knowledge and agency for taking 
action, involving experts and the public investigating 
issues of community interest. Thousands of such 
projects exist on aggregate platforms like SciStarter.org 
and Zooniverse.org from which educators can choose 
between topics like biodiversity, climate change impacts 
and marine waste. Studies about young people’s 
experiences with citizen science show positive impacts 
on their scientific knowledge, skills for research, and 
engagement in all three types of citizenship actions 

A related research 
project looking at climate 
change education and 
activism revealed that 
older secondary school 
students felt confident in 
their knowledge about the 
causes and consequences, 
but they keenly desired 
information on how to take 
action as an individual and  
a collective.

https://doi.org/10.1080/14733285.2020.1828827
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http://Zooniverse.org
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As a researcher finding out about citizen science, 
and through my previous role as a biology teacher, 
I am passionate and curious about how young 
people relate to and engage with the natural world. 
In my current research, I have been examining the 
experiences that young people have that might lead 
them to become an ‘environmental citizen’. The 
question ‘what is an environmental citizen?’ kept 
recurring, so I decided to investigate this further.

WHAT DOES THE LITERATURE SAY?
Pallett (2017, p. 2) suggests that ‘in the case of 
environmental citizenship, the primary focus is on 
regulating and reducing the environmental impacts 
of individual actions’. However, Dimick (2015) 
cautions against taking an individualistic approach to 
environmental citizenship. She suggests that young 
people must be encouraged to develop both critical and 
caring dispositions in order to successfully participate 
in challenging and solving environmental concerns. 
Hayward (2012) suggests that young people have 
different experiences of environmental citizenship 
to adults, and her writing has led me to think about 
citizenship in a way that emphasises the everyday 
experiences of young people – at home, in school or with 
their friends – rather than their ‘adult’ experiences, like 
voting or environmentally conscious consumerism.

BUT WHAT DO YOUNG PEOPLE THINK?
In order to find out what young people think about 
environmental citizenship, I asked a small sample (34 
17/18-year-old biology and geography students from four 
schools in Scotland) to finish a series of sentences, for 
example, ‘An environmental citizen is someone who is...’ 
and ‘An environmental citizen is someone who engages 
in activities such as...’.

The responses to ‘An environmental citizen is…’ could 
be divided into three categories: ‘active’, ‘emotional’ and 
‘communicating’. The most common responses were in 
the ‘active’ category – 74 per cent included a statement 
such as: ‘actively takes part in making the world a 
better place’ or ‘actively trying to protect and better the 
environment’. Ideas about learning and being aware of 
the environment were also expressed.

The ‘emotional’ category was also well represented in 
the responses, with 59 per cent of students including 
terms like ‘caring’, ‘passionate’, ‘thoughtful’ or 
‘dedicated’. However, many of the young people included 
both emotional and active elements in their definitions, 
for example, ‘Active in the environment and loves to 
learn about it. They can be old or young, small or tall 
but the one thing they have in common is their love for 
nature’ and ‘cares about the environment and wants to 
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protect it and learn about the environment and how they 
can help it’. It is apparent that for many of this sample, it 
is not enough to only ‘care’ or only ‘do’ – their definition 
of an environmental citizen is the combination of both 
caring and doing.

A small number (24 per cent) of young people included 
an aspect of communication in their responses, 
although this was always in combination with one or 
both of the other categories. For example, ‘Someone 
who cares deeply about the environment and is willing 
to make personal changes for it and take time to 
educate others on environmental matters’ and ‘cares 
for the environment and wants to make a change and 
spread awareness’.

When asked specifically about the activities that an 
environmental citizen would do, the young people 
gave predominantly practical examples, including 
waste reduction such as recycling or composting, 
and stewardship activities such as litter picking or 
beach/river cleaning. Getting involved in citizen science 
or data collection was also suggested by some students. 
The second most common type of example given was 
social activities, including participation in eco-groups 
or volunteering and raising awareness/educating 
others. Finally, 17 per cent of responses included a 
reference to more political actions, either protesting 
or starting petitions.

WHAT DO THE TEACHERS & SCIENTISTS WORKING 
WITH YOUNG PEOPLE THINK?
The young people in my research were participating in 
projects led by class teachers and scientists working for 
environmental organisations (for example, a national 
park). I asked a sample of them (one teacher and three 
scientists) what they thought were the characteristics of 
an environmental citizen.

The scientists felt that learning was really important: 
one suggested that understanding the environment, 
how it works and the cultural and historical connections 
were important; another proposed that an ‘enquiring 
mind’ was an important characteristic. The teacher 
echoed these points, suggesting that an environmental 
citizen is ‘Someone who has an interest in exploring 
the environment around them and understanding 
how it works’.

‘Encouraging others’ was also identified as a 
characteristic of an environmental citizen. One of 
the scientists said she considered herself to be an 
environmental citizen and felt that as a role model to 
the young people she works with she can show them 
positive engagement with the environment and thereby 
reduce their eco-anxiety. She felt that this could also 

empower young people to make changes, by suggesting 
that ‘we’re all doing the best that we can, contributing 
to something’.

The greatest difference between the adults’ and 
students’ definitions of an environmental citizen was in 
the affective domain. The adults rarely mentioned any 
emotional elements, with the exception of one of the 
scientists who described being able to ‘talk passionately’ 
as a way of encouraging others to make changes.

WHAT DOES THIS MEAN?
Why were emotions so much more visible in the 
responses of the young people than the adults in 
this study? The adults interviewed are all involved in 
environmental education in some way, and as such 
perhaps the emotional connection is implicit in their 
choice of career. However, this is definitely something 
for me to explore further.

Many of the practical activities suggested by both the 
students and the adults are examples of the ‘self-help 
agency’ or personal responsibility that is more closely 
associated with ‘thin’ citizenship (Hayward, 2012). The 
social and political activities proposed connect more 
closely with the ideas that Hayward describes as ‘strong’ 
citizenship. Which leads me to my final question: 
how can young people and adults be encouraged 
to participate in more social and political activities 
that would potentially increase the ‘strength’ of their 
environmental citizenship?
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This article argues for the importance of writing 
as a form of activism. While it is well documented 
that youth climate activism has increased over the 
past few years in the UK (for example, Kythreotis 
et al., 2021), this activism is often couched in terms 
of mobilising online and in person. Here I make the 
case that youth activism might be more broadly 
defined such that the importance of research and 
writing are not overlooked as forms of participation. 
It is therefore imperative that as teachers we 
continue to support students with their research, 
and to capitalise on new ways through which these 
ideas can be disseminated.

Young people in schools and universities write for 
all manner of reasons. Over the past decade, the 
places and spaces in which students can disseminate 
their writing has slowly opened up such that there 
are now a small but growing number of journals 
to which young people in sixth form (aged 16–18) 
and university phases of education can submit their 
work. Walkington (2021) narrates an example of how, 
through publishing dissertation research on carbon 
offsetting in a student journal, one of her students 
prompted a supermarket to consider introducing 
carbon labelling. This, in turn, helped to launch the 
student’s future career in carbon offsetting. While 
this example is anecdotal, it shows the potential of 
journals to be a force through which positive change 
is catalysed.

In 2020, my colleague Elizabeth Rushton (King’s 
College London) and I set up a new student journal 
called Routes (routesjournal.org) to provide a space 
for undergraduate and sixth form geographers to 
publish their work. The journal is free to read and it is 
free to submit work for publication. Students receive 
constructive, high-quality feedback on their work 
from a team of reviewers, including academics and 
teachers, before it is published. Since its launch, we 
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Writing as participation
The importance of supporting students in their 
research & writing

have seen a significant level of student engagement 
with topics related to the climate emergency. For 
example, students have written about electoral 
politics in an age of climate change, evaluating the 
success of contemporary environmental activism 
and the impact of population growth on ecological/
environmental systems. Many students have also 
written about interrelated themes such as inequality 
and the rights of minority groups.

As a society, we need the perspectives of students on 
these important issues. Journals like Routes provide 
new opportunities for these ideas to be validated 
and shared with an international audience in a 
manner not previously possible. For students to feel 
confident to submit their work, they often need the 
supportive words of a teacher or supervisor who can 
point them towards a journal (Shanahan et al. 2015). 
Routes accepts a variety of submission formats, not 
only essays and reports, however students do require 
a certain level of proficiency in basic research skills, 
including knowing how to reference. These skills are 
all the more vital if students are to have their voices 
heard in the current climate emergency.

http://routesjournal.org
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Young people are frequently at the forefront of calls 
for action and change in the context of education for 
environmental sustainability (EfES), as demonstrated 
by campaigns such as Teach the Future (n.d.) and 
campaigners such as Greta Thunberg and Vanessa 
Nakate (UN, 2020), who have repeatedly urged 
political leaders to ‘wake up’ to the interrelated crises 
of climate change, poverty and violence.

Researchers have underlined the need for educational 
approaches that empower youth: Glackin and King 
(2020) have shown that young people need to learn for 
as well as about and in the environment, and Mackey 
(2012) argues that youth need to decide and act not just 
know about the environment. While there are frequent 
calls to listen and learn from youth perspectives 
(Nolas, 2021) and to focus on experiences beyond 
the Global North (Walker 2020a, 2020b) there are 
infrequent examples of intergenerational conversations 
about environmental sustainability and the role of 
education. Such intergenerational conversations afford 
opportunities to reach back and towards generations 
known and unknown and to explore the spatial, social 
and temporal dimensions of EfES.

Our recent work on the BERA Research Commission 
2020–2022 (2021) aimed to co-create with youth (aged 
16–18 years) and teachers an illustrated manifesto 

for EfES. Through online workshops we established a 
space where intergenerational conversations could be 
held about the changes teachers and young people 
would like to see. A key facet of the project was the 
opportunity for researchers and participants to work 
with illustrator Maisy Summer. This approach afforded 
opportunities for participants to share, discuss and 
visualise their values, ideas and vision for the future of 
EfES. Here we share our reflections on three aspects 
of manifesto-making in the context of the climate 
emergency: including voices less frequently heard; the 
place of shared values in the context of participatory 
workshops; and co-creation.

INCLUDING VOICES LESS FREQUENTLY HEARD
In seeking out partners for the manifesto, we identified 
those who could enable the project as a whole to 
include perspectives and ideas from underrepresented 
groups in the context of EfES. This included providing 
bespoke pathways for different stakeholders to 
contribute, to ensure that their views and vision for EfES 
were incorporated. For example, we were aware that 
young people with additional educational needs (AEN) 
and their teachers are far less visible in conversations 
about EfES and, when they are, the context is often 
negative. For instance, we noted the criticism Greta 
Thunberg faced following publicity about her diagnosis 
of Asperger’s syndrome – which she described as a 
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‘superpower’ (Rourke, 2019). Therefore, we worked with 
partners with expertise in AEN and used ‘provocations’ 
– short video clips or written material to prompt 
discussion in the online workshops (Routes, 2021a) 
– with contributions from those with AEN, including 
those from members of the Camphill Village Trust 
Stourbridge community, who wrote and performed 
their poem ‘Our Planet Earth’ (Routes, 2021b). Working 
with teachers from school settings with a focus 
on AEN, we developed a way for their students to 
contribute to the project by reforming the online 
workshop into a teaching resource and encouraging 
contributions in a way that best suited their needs, 
for example through posters, pictures and poetry.

THE PLACE OF SHARED VALUES IN THE CONTEXT OF 
PARTICIPATORY WORKSHOPS
By implementing participatory approaches to the 
online workshops, we included opportunities for 
discussion, debate and conversation in the context of 
EfES. One way to foster productive intergenerational 
conversations with participants from across the UK was 
to have, as a starting point, space to consider values 
that are shared in the context of EfES. We invited 
participants to respond to prompts such as, ‘For me, 
environmental sustainability means…’, and provided 
various ways for them to do this to ensure they felt 
comfortable, such as verbally, through anonymous 
contributions to a text-based chat function, or via a 
collaborative drawing tool. Through these discussions 
we were able to develop a shared set of values which 
underpinned the manifesto project (BERA Research 
Commission, 2021). In designing activities within the 
workshops, we included stakeholders as co-leaders 
– for example, facilitators were drawn from across 
our partners, including the artist and NGOs – which 
demonstrated the value of developing research 
partnerships beyond academia. During the workshops, 
we highlighted provocations contributed by both 
youth and teachers to underline their equal status 
within the project – both with each other and with the 
research team.

CO-CREATION AT THE CENTRE
The workshops were designed to enable the genuine 
co-creation of a manifesto for EfES. Our approach 
began with our desire to bring together a diverse 
partnership of stakeholders to inform the project 
during development and implementation. Our project 
team included people with longstanding networks 
and expertise within different communities, such 
as the Black Environment Network, the Centre for 
Alternative Technology, the Routes journal for student 
geographers and TEESNet (Teacher Education for Equity 
& Sustainability Network). In inviting provocations, 
we drew on our project team to develop themes 

that would speak to a diverse range of communities, 
including: young leaders of collective action for 
the climate; perspectives from practitioners and 
teachers; perspectives from research; intergenerational 
conversations about the climate; and local/global 
bridges to an interconnected world. Through the 
partnerships and resources, we designed workshops 
and materials in which the questions, resources and 
activities we considered were themselves co-created. 
This provided the starting point for participants to share 
their ideas and vision for the manifesto for EfES as a 
continuing part of co-creation, where they understood 
they were contributing as key partners to a collective 
and collaborative document. We encourage similar – 
inclusive, co-creative and participatory – approaches in 
responses to the manifesto.
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I recently had the pleasure of participating in the co-
creation of A Manifesto for Education for Environmental 
Sustainability that has just been launched (BERA 
Research Commission, 2021). It was a particular 
privilege to collaborate with experts, and young 
people whose future depends on adults supporting 
them to make sensitive decisions about their planet’s 
future. The biggest factor in persuading me to take 
part, however, was the project leads’ willingness to 
let me adapt their methodology so that the views 
of young people with learning difficulties could be 
sought and incorporated into the manifesto’s design. 

Far too often it is assumed that these young people – 
because they may have difficulties in communicating, 
need longer to understand and respond to stimuli, or 
do not use standard communication devices – have 
nothing to say. Having researched the responses of 
young people with significant learning support needs 
to being taught science, technology, engineering 
and mathematics (STEM), and supervised a doctoral 
student who considered their response to learning a 
modern foreign language, I have been convinced that 
they have much to communicate, if only researchers 
will listen to them.

JANE ESSEX
UNIVERSITY OF STRATHCLYDE

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

Listening to unheard voices
The responsibility of inclusive researchers

SolStock / iStock
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The production of the education for environmental 
sustainability manifesto required the team to 
consider various aspects of the project. These can be 
considered under three headings: being visibly inclusive; 
being responsive and risk-taking researchers; and 
reconceptualising data.

significance of posting a video onto a website where it 
could be seen by thousands of people. This meant that 
informed consent could only be obtained by providing 
very clear descriptions of the consequences of sharing 
their video, and by giving them time to fully understand 
what they were consenting to. Although this presented 
potential logistical problems for a project that was 
on a tight timescale, it could not have been done any 
other way.

A second adjustment was that the questions for the 
main discussion rooms were reduced in number and 
the language simplified. This could be considered a 
‘reasonable adjustment’ allowing contributors to take 
time to reflect on the question, and to focus on key 
questions without going beyond their attention span, 
which is commonly limited.

RECONCEPTUALISING DATA
Potentially the highest research risk was allowing 
contributors to communicate their ideas about the future 
of the environment in whatever way they preferred – by 
choosing pictures or speech, signing or using eye-gaze 
technology to pick out symbols. This open-ended 
data gathering is high inference, relying on both the 
translation of staff who were recording their answers and 
the researchers who then had to make sense of the data 
returned by the staff. Despite the risk of wrongly inferring 
meaning from the data, without this level of flexibility 
we could not claim to be giving a voice to very diverse 
learners. We were hugely reassured when their answers 
identified themes and issues that were common to other 
participants, even though some were at the extreme end 
of the range given by the other focus groups.

At the end of the project, I think the team can be 
justifiably proud, not only of the report and its topicality, 
but also – for the sustainability of the planet and 
educational research – that we sought out and genuinely 
listened to diverse voices. The report represents a 
powerful manifesto for education for environmental 
sustainability, and its research methodology has made 
important steps towards meeting United Nations 
Sustainable Development Goal 10: the reduction 
of inequalities.
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While we have all grown 
used to symbols for 
accessibility for wheelchair 
users, visually impaired 
and deaf or hard of 
hearing people, we have 
no equivalent marker for 
accessibility for very diverse 
learners.

BEING VISIBLY INCLUSIVE
While we have all grown used to symbols for accessibility 
for wheelchair users, visually impaired and deaf or 
hard of hearing people, we have no equivalent marker 
for accessibility for very diverse learners. This meant 
that, to meet the timescale of the project, the request 
for contributions had to be directed to specialist 
educational settings and third sector organisations 
working with people with significant learning support 
needs. Fortunately, Camphill Village Trust, a third sector 
organisation that offers day care and work opportunities 
for just such adults, put us in touch with a staff member 
who had recently facilitated the creation of a group poem 
on the environment. I asked whether we could have a 
transcript of the poem to share prior to group discussions 
to provoke debate; the poetry group went one better and 
offered to be filmed speaking their poem (Routes, 2021). 
They all rehearsed very hard so that even the shyest 
member of the group could speak the line they had 
created, and we were delighted to use their video in our 
portfolio of stimulus material. Having a contribution from 
visibly neurodiverse people sent out a strong message 
that other diverse people belonged in the project and 
were welcome to participate. This undoubtedly assisted 
in my quest for further contributions from other school 
groups. In recognition of the contributions made, 
the final report had on its cover Makaton (a sign and 
symbol system commonly used with and by people 
with learning difficulties to support, or in place of, oral 
communication) symbols for ‘look after’ and ‘Earth’.

BEING RESPONSIVE & RISK-TAKING RESEARCHERS
The poetry group raised an important question about 
ethicality in data gathering from so-called ‘vulnerable 
subjects’. Although all had attained the age of adulthood, 
they could not be assumed to understand the full 
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Calls for education to respond to complex global 
challenges increasingly emphasise learning as a 
transformative process, which connects understanding 
of complexities with the values of compassion and 
empathy, and the ability to act in solidarity with 
others and the planet. As the lead agency on the 
role of education for sustainable development in the 
United Nations (UN) Sustainable Development Goal 
4.7 (quality education), UNESCO (UN Educational, 
Scientific & Cultural Organization) sees this process as: 
‘A tipping point arrives where a compassionate mind is 
set on the path of empowerment’ (2019).

Educators seeking to facilitate this kind of 
transformative learning need to incorporate principles 
of participation, including opportunities for young 
people to experiment with new ‘disruptive’ ideas, to 
experience democracy and collaboration in action, 
and to develop the skills to participate in political 
processes and advocate for change. While calls for 
such principles can appear new, they draw on a legacy 
of ideas about educational purpose which emphasise 
the role of ‘participatory pedagogy’ (Simpson, 2018, 
p. 7). Educational philosophers such as John Dewey 
and Paulo Freire viewed education as a vehicle for 
social transformation in which students are active 
agents and ‘critical co-investigators’ with teachers 
(Freire, 1970, p. 53).

Participatory principles were key to the process of co-
creating A Manifesto for Education for Environmental 
Sustainability (EfES) (BERA Research Commission, 2021) 
through a series of nine online workshops with young 
people and teachers. They were built into the research 
and workshop design process via collaboration between 
researchers and practitioners in universities and non-
governmental organisations (NGOs). While recognising 
that understanding of participatory approaches is not 
exclusive to practitioners, this collaboration provided 
heightened opportunities to introduce ideas from NGOs 
whose practice draws on dialogic and other Freirean-

ANDREA BULLIVANT1, JACQUELINE AYRE1 & AMANDA SMITH2

1LIVERPOOL WORLD CENTRE & 2CENTRE FOR  
ALTERNATIVE TECHNOLOGY

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

Facilitating the ‘tipping point’
Co-creating a manifesto for education for environmental sustainability

inspired techniques (Bullivant, 2020). It also contrasts 
with findings on other research–practice collaborations 
which show that practitioners are often only involved at 
the beginning (problem definition) and dissemination 
stages (Keller & Bender, 2020).

THE CO-CREATIVE & PARTICIPATORY PROCESS
The research and workshop design was framed by the 
following three questions.

• What is the current context for EfES and what do 
we need?

• What can we learn from others’ experiences of EfES?
• What could the future of EfES look like?

The aim was to encourage students and teachers 
to offer responses which could be analysed and 
represented in visual and text formats. The challenge 
was to facilitate a process that could quickly engender 
a sense of community among participants from a range 
of schools, ensure different voices could be heard and 
produce relevant research ‘data’. This raised a tension 
about how to ensure that the research imperative 
did not undermine opportunities for young people 
to ‘participate in the process of their own education’ 
(Freire, as cited in Krupar & Prins, 2016,p. 360).

Workshops began with an ice-breaker, ‘Would you 
rather…’, which is typically used as a thinking game 
in the Philosophy for Children approach (for example, 
the Philosophy Man1). This immediately encouraged a 
sense of playfulness and participation, as everyone was 
invited to join in through action responses. Participants 
were then asked to complete the sentence, ‘For me, 
environmental sustainability means…’, by submitting 
responses via Zoom’s chat tool. This focused their 
attention on the central theme and emphasised a 
sense of collectivity. Visual stimuli were key to many 

1 https://www.thephilosophyman.com/wp-content/
uploads/2010/09/Vote-With-Your-Feet-Early-Years-Example.pdf
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activities, including filmed ‘provocations’ and images 
to convey abstract concepts. For example, one activity 
used a deck of cards, each with an image of a different 
human value (Holmes, et al, 2011). Participants worked 
in breakout groups to ‘diamond rank’ their values 
(figure 1) according to those they considered most 
central to EfES (Clark, 2012).

between the need to produce research outcomes and 
allowing participants freedom and power to contribute, 
and concerning the question of whether or not to 
introduce wider literature on skills for EfES which could 
similarly undermine the co-creative aspect (Krupar 
& Prins, 2016). However, the dilemmas could also 
be seen as part of the experience of democracy and 
collaboration that EfES requires. The resulting manifesto 
offers clear direction for the development of EfES.
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This allowed participants to identify commonalities 
and differences in ‘lived realities’, for example 
between young people and teachers (Beck & Purcell, 
2013). Diamond ranking facilitated collaboration and 
dialogue, clarifying value positions and perspectives, 
and enabling comparison and critique. It also allowed 
participants to identify ‘ideal’ values for EfES, generating 
energy and hope through what Freire called ‘generative 
themes’, as well as tensions between these and values 
underpinning mainstream education. Participants 
then identified barriers to the changes they would 
like to see and explored solutions to these barriers. 
The process of building a collective picture of EfES 
and encouraging critical comparison with mainstream 
policy was supported by a ‘problem-posing’ approach 
which encouraged participants to identify what and 
how change might happen (Freire, as cited in Krupar & 
Prins, 2016, pp. 361, 365). Online tools such as Google 
Jamboard and Mentimeter word clouds were used to 
capture responses and support collaboration.

FINAL THOUGHTS ON PARTICIPATION
The level of participation and quality of data generated 
suggested that students and teachers felt able to 
participate and contribute to the manifesto. There 
was a breadth of original ideas, which revealed some 
interesting contrasts between the two groups. We 
argue that the ‘success’ was influenced partly by the 
way participation was built into the process through 
collaboration between researchers and practitioners. 
This allowed for a collaborative and creative approach 
to adapting participatory pedagogy for the online 
context. It was not without tensions, including those 

Figure 1: Participants ‘diamond ranked’ their values (Clark, 2012)
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The murder of George Floyd in 2020 sent a wave of 
emotion across the world and highlighted the work 
of Black Lives Matter. It has given impetus to actions 
for diversity, equality and inclusion. In particular, 
it urges us to pay attention to the importance of 
structure and processes in working towards a vital 
interconnectedness that is essential to the local and 
global agenda.

There are three key themes for working with 
inclusion: representation, engagement and provision. 
Underpinning these themes is the principle that 
affected communities should lead. Therefore, 
in developing A Manifesto for Education for 
Environmental Sustainability (EfES) (BERA Research 
Commission, 2021), young people and teachers were 
the stars of the show. I greatly enjoyed working as a 
team with the BERA Research Commission, identifying 
actions to ensure diverse presence in the co-creation 
of the manifesto.

Outreach work underpinned representation. All of 
us cascaded invitations among our networks. We 
pooled our contacts that are trusted in the community 
and in schools to extend our reach and increase the 
participation of diverse young people and teachers. 
There was also forerunning work in the development 
of appropriate outreach materials.

Around engagement, a lot of attention was paid to 
the design of workshops and consultation to ensure 
that diverse voices were heard. Provocations were 
prepared to foreground serious themes of EfES. This 
was combined with lively, creative and fun processes, 
including the involvement of artists. An atmosphere of 
welcome and openness, and the meticulous collection 
of input, led to rich material for consideration. The 
final document is purposefully shaped to extend 
that ethos of lively and relevant engagement, with 
cultural and other aspects obviously visible to place 

JUDY LING WONG
HONORARY PRESIDENT, BLACK ENVIRONMENT NETWORK
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inclusion upfront. The sensitive use of graphics is one 
dimension of this approach.

When I speak of the final theme of provision, I am 
mindful of the need for a framework that meets the 
needs of those we are educating, thinking beyond our 
wish to switch on the contribution of young people 
to sustainability. Those who feel cared for are best 
able to care for others and for the environment. For 
many disadvantaged groups, especially those living 
in deprived areas, there is much to be done. Young 
people will in time shape the future. It is now that we 
must take action to adequately resource a framework 
that meets their multifaceted needs, with the needs of 
teachers as an important facet of provision. We must 
build young people’s personal sense of potential and 
confidence, of entitlement to fairness, and nurture 
their creativity and talents to lay down the foundation 
for their motivation to act.

Black Environment Network continues to pose 
the challenge that ‘there is no such thing as a 
pure environmental project – a so-called pure 
environmental project is one which has rejected its 
social and cultural context’ (BEN, n.d.). I look forward 
to the manifesto at work in schools and communities. 
It will make a difference as a co-created and inclusive 
focus for working with environmental sustainability.
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Black Environment 
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as a pure environmental 
project – a so-called pure 
environmental project is 
one which has rejected its 
social and cultural context.
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In the approach to the 26th United Nations Climate 
Change Conference of the Parties (COP26), which 
coincided with the launch of BERA’s manifesto for 
education for environmental sustainability (EfES) 
(BERA Research Commission, 2021), I reflected on 
how education can shape the way we approach the 
climate emergency.

I think there’s a consensus that current climate 
education is insufficient. It’s inadequate. Education 
should empower people; instead, current climate 
education puts the climate emergency into a box. 
Isolating climate education to science, instead of 
looking at the cross-cutting causes and impacts, 
inadvertently encourages people to forget about 
the climate emergency or not challenge those that 
perpetuate it. For those who do learn more about the 
climate emergency it can be really overwhelming.

MOLLY HUCKER
CLIMATE ACTIVIST, SOUTH WALES

Climate education 
fit for the future

EDUCATION FOR ENVIRONMENTAL SUSTAINABILITY

I’d say my climate education 
was a non-event – I can 
only remember learning 
about greenhouse gases in 
chemistry.

I’d say my climate education was a non-event – I can 
only remember learning about greenhouse gases in 
chemistry. So when I found out more it was hard to 
believe that school had glossed over the issue. I felt 
guilty to learn of how my individual actions were having 
negative impacts on the planet. This led to me over-
analysing how every element of my life contributed to 
such a colossal problem, leading to climate anxiety. If I 
had received sufficient education, teaching me that the 
climate emergency was a human-made problem caused 

A march for the Global Day of Action for Climate 
Justice in Glasgow during the COP26 conference, 

6 November 2021. Jonathan Porter / Alamy
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by systemic exploitations but with solutions waiting to 
be implemented, maybe I wouldn’t have felt so scared 
for my future.

Lack of understanding breeds fear. If the climate 
emergency is approached in schools in a way that is 
in line with the values covered in the manifesto (BERA 
Research Commission, 2021), such as compassion, 
adaptability and pragmatism, then I’m hopeful that 
we will see a culture shift beyond ignorance and fear, 
towards more constructive approaches to processing 
the current situation. Climate education could empower 
more people to become part of the discussion and 
demand a seat at the table. Often as a climate activist I 
feel as though my knowledge of the climate emergency 
is insufficient – I don’t know every fact or understand 
the scientific causes of every process. However, I have 
to remind myself that I don’t have to understand every 
detail for my voice to still be valid. In fact there are 
people who understand all the details and they’re still 
not listened to. My point is that, in some ways, not 
teaching people about the climate emergency is a way 
of stifling discussions.

The manifesto makes clear that the solutions suggested 
need to come from a number of different places. 
Classroom solutions focus on the need to encourage 
discussion and openness in responses, empowering 
young people to take the future of the planet into 
our own hands. I love how the community solutions 
highlighted in the manifesto galvanise schools as 
focal points of communities, showcasing that through 
sharing our own experiences and raising each other’s 
voices, communities can help facilitate collective action 
towards sustainability. I would like to see governments 
adopting the school solutions proposed in the 
manifesto for themselves. The manifesto mentions the 
need for the most sustainable option to be the most 
convenient option – this shouldn’t just apply to schools; 
for example, we need to see this in our food systems 
and energy markets too.

In my view, an aspect of the manifesto that can’t 
be overstated is the need for sustainability to 
be incorporated into existing mechanisms of 
accountability. Accountability – that is, holding those 
in positions of power responsible – is vital. Without 
accountability I think climate polluters and inert 
governments would be doing even less than they 
are currently. Accountability is crucial in both climate 
activism and social justice. It applies not just to external 
bodies but also to ourselves and those who surround 
us. We need to continue to keep speaking up for what 
we believe in. As individuals, we need to be critiquing 
the systems we may be upholding; this particularly 
applies to people with specific privileges who may be in 

a position to dismantle oppressive systems from within. 
As Martin Luther King taught us, we must never fall silent 
on the issues that matter most to us. We must always 
demand better for people and the planet. We must 
remember that there can be no climate justice without 
social justice.

My main focus while at COP26 was to demand better 
and hold governments to account. In many ways I feel as 
though I have been bearing witness to what lies ahead 
for the future of humanity. COP26 was one of the most 
exclusionary COPs ever, with fossil fuel lobbyists having 
the largest delegation. I don’t think we can expect change 
to come from those who actively benefit from the causes 
of the climate crisis. I don’t believe that the system which 
caused the climate emergency is capable of solving it. 
How could a conference that excluded the ‘most affected 
people and areas’ come close to delivering the change 
needed? The voices which matter most were locked out. 
When politicians and ‘leaders’ like Boris Johnson say 
it’s ‘hit or miss’ whether COP26 will result in change, I 
think this shows how disconnected leaders can be. The 
climate crisis is not theoretical – it is already devastating 
communities across the Global South. We do not have 
time for inaction. Whether or not any meaningful 
change will come from COP26 is uncertain, but one thing 
we do know is that any meaningful change needs to 
incorporate education.

The manifesto for EfES shows clearly how schools can 
really lead the way. If climate conscious habits are 
cultivated early on in schools, then people will be more 
likely to understand and expect better for our planet 
now and for the future. Maybe if this manifesto had been 
implemented decades ago when the alarm bells began 
ringing, then we would see more action today. We have 
the solutions, now we need them to be implemented.
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On the eve of the 26th United Nations Climate Change 
Conference of the Parties (COP26), leaders of four 
unions, representing school, college and university 
staff, co-signed a letter calling for climate change 
education to be embedded in systems in the UK (PA 
media, 2021). Their demands follow increasing calls 
for the UK government to lead on implementing 
a greener, fairer and more equitable education 
system. England’s Department for Education (DfE) 
has repeatedly rebutted such appeals, saying that 
environmental issues are satisfactorily covered in 
the national curriculum and that schools have the 
freedom to implement an educational ethos that 
emphasises caring for the environment. However, 
increasingly, young people are demanding more action 
from those in power and are angered by the status 
quo (Teach the Future, n.d.). It is therefore an apt time 
to ask: what is the current state of environmental 
education and what responses are needed from 
teachers, schools and political leaders?

In 2018, funded by the British Academy, my colleagues 
and I undertook a review of environmental education 
in secondary schools in England (Glackin & King, 2018; 
Glackin & King, 2020; Glackin et al., 2018). We examined 
both the policy landscape (national and local) and the 
perspectives of educators. Our research suggests that 
environmental education in formal schooling is weakly 
supported by national policies – there is a lack of 
intention or vision for environmental education explicit 
in education policies. This lacuna has led to patchy 
environmental education across secondary schools. 

Further, the quantity and quality of a student’s 
environmental education is greatly dependent on their 
examination pathway, normally their GCSE subject 
choice, alongside the examination board specification 
studied. However, this national environmental 
education vacuum has not always been the case. Kate 
Greer’s (2021) research illuminates the different levers 
that have facilitated the rise and fall of climate change 
policy directives and practice over the past century.

Our findings support the unions’ call for an embedded 
climate change education. Indeed, we recommend 
a coherent national policy which sets out a vision 
for environmental education in schools and further 
education colleges (Glackin & King, 2018, p. 1). The 
policy would shape future national curriculum reforms 
and assessments. Moreover, our recommendations 
call for the national policy to recognise the multiple 
dimensions of environmental education – education 
about, in and for the environment – and ensure 
that all three are given equal footing throughout a 
student’s school career. Going further, the national 
policy needs to recognise the numerous perspectives 
and responses required to answer climate change 
and biodiversity loss. A vision for environmental 
improvement must balance scientific, technical 
and political responses with socially critical and 
‘alternative’ approaches – a recommendation that 
results from the current dominant discourse that 
technology alone will provide the solutions.

To signal a shift in values towards a pro-
environmental vision, the innovative national 
policy needs to be written to incorporate language 
concerning notions of care for the environment, 
for other species, for fairness and for empathy. To 
this end, the policy should allow young people 
the opportunity to think broadly about local and 
global environmental issues and encourage the 
development of a sense of ownership, agency and 
collectivism. We require a policy that ensures students 
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receive a democratic pluralistic education about the 
environment and are able to develop the capabilities 
and resolve to mitigate environmental inequalities. 
Yes, we need to talk about politics.

A national education policy driven by the DfE is 
essential for the fundamental change required for 
young people to have the skills, knowledge and 
attitudes to manage future environmental issues. 
However, no policy works in a vacuum. The urgency 
of the crisis requires a response co-ordinated 
across different ministries. There are a number of 
opportunities to support and address the current 
absence of environmental education in legislation that 
are not directly education focused. For example: the 
new UK Environment Act will require all government 
departments to give due regard to the environment 
in future policymaking; and the Skills and Post-16 
Education Bill includes amendments supporting skills 
and capabilities relating to climate change adaptation 
and other environmental goals.

While policy directives are essential to establishing 
the vision, our research identified ingredients that 
may support successful policy enactment (see our 
recommendations in detail at Glackin et al., 2018, 
p. 2). First, the necessity for the policy vision to be 
interwoven through all subject curriculums, and 
to include a variety of modes of assessment which 
engender a creative landscape of pedagogy. Effective 
environmental education needs to encompass equal 
opportunities for environmental action-oriented 
learning, subject acquisition and skill development. 
To achieve this, learning opportunities need to occur 
both in and outside the classroom. They need to be 
available for all and not limited to one subject or one 
examination specification. Examination boards need to 
be part of the conversation – they hold a great deal of 
power over what is taught, how it is taught and how it 
is assessed in schools.

Set within a supportive national policy landscape, 
our second ingredient for success chimes with that 
of the government, in that our school leaders need 
to have the freedoms to choose the methods 
by which environmental education is addressed 
across their whole school community allowing 
the development of context sensitive learning. By 
emphasising local considerations, students will be 
able to develop ownership and agency for solutions 
while also understanding the interconnected nature 
of local environmental issues in the global context. It 
is only through a national policy that senior leaders 
will feel encouraged and able to include and prioritise 
environmental responsibility and action-oriented 
learning in their schools’ mission statements and 

aims. School leaders need to be supported (via policy 
and government resourcing) to incorporate principles of 
environmental responsibility into their school operations, 
policies and practices. Students will then experience 
curriculums that are sensitive to their anxieties about 
climate and reflect their desire for action.

Our schools respond to a complex array of policy 
demands that reflect a mix of government and societal 
values. Currently, in the hypercompetitive education 
landscape, where policies demanding school leaders’ 
attention include external assessments, Ofsted ratings 
and school performance league tables, even the most 
green-minded and eco-conscious headteacher could 
be forgiven if their environmental mission became 
sidelined. As politicians and policymakers discuss the 
outcomes from COP26, our political leaders must step 
up and grasp the environmental education challenge 
and embed a deep-rooted vision for our world in school 
curriculums – their grandchildren will thank them for 
their courage.
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BERA’s recent publication, Education: The State of the 
Discipline (Boyle et al., 2021), a systematic scoping 
literature review, explores the processes and structures 
that underpin educational research across the UK’s four 
nations. 114 studies were examined, with 19 relating to 
Scotland, Wales and Northern Ireland (NI). This article 
responds to three themes identified as relevant to 
the state of education research in NI: lack of research 
capacity, lack of research funding and challenges 
around implementing staff training in education 
research skills.

NI has a devolved government and is the UK’s nation 
state with the smallest population and only five 
higher education institutions (HEIs) – Ulster University, 
Queen’s University Belfast (QUB), Stranmillis University 
College and St Mary’s University College Belfast plus 
the Open University. Education in NI is characterised by 
segregation along religious/sectarian lines underpinned 
by a long history of religious tensions and fractured 
politics. 93 per cent of pupils in mainstream education 
attend schools with either a Catholic/Irish identity 
(maintained schools) or a British/Protestant identity 
(controlled schools), while only 7 per cent attend 
integrated schools (NISRA, 2020). NI’s post-primary 
school system is also divided by a selection process that 
determines whether 11-year-olds attend a non-selective 
post-primary school or a selective grammar school. 
These unique characteristics lead to inefficiencies and 
inequities in NI’s education system, as detailed in Ulster 
University’s Transforming Education project (Milliken 
et al., 2021); for example, controlled and maintained 
schools located close to each other, with empty desks 
due to a shortage of local pupils from one side of the 
community. The UK Parliament’s NI Affairs Committee 
has recognised that the school system is unsustainable: 
‘a broad ambition for the education sector should be to 
consolidate the school estate so that resources can be 
concentrated in fewer schools, giving greater scope for 
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A large amount of NI 
education research is carried 
out by academics working in 
the four main HEIs.

an enriched, broadened school experience’ (NI Affairs 
Committee 2019, recommendation 14). In response, the 
NI Assembly, through its ‘New Decade, New Approach’ 
deal, has commissioned an ‘independent fundamental 
review’ of education provision (UK Government & Irish 
Government, 2020, p. 43).

Against this background, a large amount of NI education 
research is carried out by academics working in 
the four main HEIs. Regarding the lack of research 
capacity mentioned in The State of the Discipline (Boyle 
et al., 2021), the number of education researchers 
currently active (submitted to Research Excellence 
Framework REF 2021) in these HEIs, or listed on their 
websites, appears small compared with the other UK 
nations. However, it seems to be a relatively healthy 
community with deep areas of expertise, some of 
which reflects NI’s ongoing history of political and 
religious conflict: shared education, religion in divided 
societies (QUB); education, conflict transformation 
and peacebuilding (Ulster); diversity and inclusion, 
community relations (Stranmillis); and social justice, 
inclusion and diversity (St Mary’s). Other topics reflect 
the initial teacher education identity of each institution: 
early years education, educational underachievement 
(Stranmillis); professional education, policy 
development, pedagogical practice (Ulster); children’s 
rights, advancing understanding, improving outcomes 
(QUB); and curriculum, pedagogy and assessment, 
Irish medium education (St Mary’s). More recent topics 
have explored teachers’, pupils’, parents’ and schools’ 
perspectives on the impact of the pandemic – school 
closures, remote learning and the future of education 
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in NI. Noteworthy is the lack of collaborative direction 
which would pull the richness of this activity together 
and give it a clearer path forward. This would be an 
important way of building future research capacity.

Regarding the lack of research funding referred to in 
the BERA report (Boyle et al., 2021), HEIs in NI receive 
direct quality-related funding from the Department 
for the Economy towards research offices and centres, 
for example, the Centre for Research in Educational 
Underachievement (Stranmillis), the UNESCO Centre 
(Ulster) and the Centre for Shared Education (QUB). 
Funding is also provided on a project-by-project 
basis by a wide range of organisations, for example, 
the NI Commissioner for Children & Young People, 
Erasmus+, the Council for Curriculum, Examinations 
& Assessment, Economic & Social Research Council, 
Atlantic Philanthropies, International Fund for Ireland, 
Global Challenges Research Fund and the British 
Academy. Interestingly, all of the HEIs have gained 
seed funding from the Standing Committee of Teacher 
Education North & South (SCoTENS) – evidence of 
an appetite to carry out cross-border research with 
universities in the Republic of Ireland.

Educational research skills training, the third issue 
highlighted in BERA’s State of the Discipline report, 
appears robust in HEIs in NI. Ulster University had 
a step change in 2017 with the establishment of its 
Doctoral College to oversee postgraduate research 
and to offer staff and PhD researchers a development 
programme involving workshops, specialist skills 
sessions, online courses and personal development. 
QUB has a similar skills and training offering through 
its Research & Enterprise Directorate which provides 
guidance for researchers on ethics and governance, 
applying for funding, working with partners, commercial 
developments and its postgraduate researcher 
development programme. At Stranmillis, a doctoral 
funding programme supports staff to complete part-
time doctorates; training/skills development through 
in-house mentoring, a staff development application 
process (through appraisal) and internal courses are 
also provided. A quick glance at online descriptions 
of projects shows that, in general, more studies are 
skewed towards qualitative than quantitative methods. 
Maybe, as Gardner and Gallagher commented (2007), 
funding for instrumental survey-type work is still more 
likely to be directed to private research consultants, 
meaning there is lack of opportunity or necessity for 
academic education researchers to upskill or put their 
quantitative training into practice as much as they 
would like.

Looking to the future, Leitch’s (2009) comments still 
stand – NI HEIs need to move away from an education 
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research approach which is fragmented between 
institutions to develop a collaborative culture among 
those who work next to each other. Creating an 
education research network has the potential to build 
a cohesive, shared research direction in NI which 
can work towards addressing pressing issues such 
as those detailed in Ulster University’s Transforming 
Education project (Milliken et al, 2021). A good starting 
point might be the proposal in NI Assembly’s ‘New 
Decade, New Approach’ deal ‘for an enhanced North/
South programme of research and innovation [through 
the creation] of an all-island research hub’ (UK 
Government & Irish Government, 2020, p. 60). Indeed, 
an All-Island Research Excellence Network1 project was 
launched in 2021 to connect research managers and 
administrators across the island of Ireland. Its long-
term goal is to establish a network that will benefit the 
whole sector. If the NI Executive can act on this and, 
importantly, embrace, establish and implement a NI 
research ‘hub’, a more strategic educational research 
approach might be achieved to meet the nation’s 
urgent education priorities.

1 https://airen.network/
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As a result of devolution of power, since 1999 Wales 
has developed its own distinct education system. 
Building on earlier policy developments, in recent years 
a major reform programme has been underway (Welsh 
Government, 2017). This includes the introduction 
from September 2022 of a new, innovative, school 
curriculum (Welsh Government, 2021a), initial teacher 
education founded on university–school partnerships 
(Welsh Government, 2018a), a national approach to 
teacher professional learning including a national 
education master’s programme (Welsh Government, 
2018b) and, subject to legislative approval, a new body 
to oversee all post-16 education and training (Welsh 
Government, 2021b).

Until recently, these developments have not been 
underpinned by a commensurate growth in educational 
research capacity and volume in Wales. At the outset 
of devolution, the weakness of Wales’s educational 
research base was highlighted (Furlong & White, 
2001) and despite the stalwart work of the Welsh 
Education Research Network (Gardner, 2009) and 
WISERDEducation (Oancea et al., 2017), momentum to 
overcoming these weaknesses has not been sustained. 
This led the Royal Society and the British Academy to 
note in their report on educational research in the UK, 
‘a severe lack of educational research in Wales’ which 
acted as ‘a barrier to the use of evidence and insights 
for practitioners and policy makers’ (2018, p. 14).

Lobbying about this situation by Wales-based education 
researchers to BERA and the Welsh Government 
resulted in these organisations holding a conference in 
Cardiff in November 2018 to showcase existing research 
activity and to highlight the need for additional support 
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(BERA & Welsh Government, 2019). In what can be 
seen as a major turning point in Welsh Government 
support for educational research, the then Minister for 
Education, Kirsty Williams, announced at this event 
that she had asked her officials to ‘co-create a national 
education research strategy that provides a coherent 
and transparent framework for education research in 
Wales’ (BERA & Welsh Government, 2019, p. 38).

As a result of this commitment, Welsh government 
officials worked throughout 2019 with all parts of the 
education research ecosystem in Wales to develop 
what eventually evolved into a National Strategy for 
Educational Research and Enquiry (NSERE) (Welsh 
Government, 2021c). Although the onset of the Covid-19 
pandemic interrupted the co-construction process, 
in July 2021 the NSERE was launched by Jeremy Miles, 
the new Minister for Education and Welsh Language. 
At the launch event he expressed his determination 
that as the reform programme progressed it would 
be ‘informed by the best available research evidence 
and disciplined enquiry undertaken by educational 
professionals’ (Welsh Government, 2021c). The NSERE 
vision document published at the launch was widely 
endorsed by leading international and UK academics, 
including two former BERA presidents, members of 
the Organisation for Economic Co-operation and 
Development international panels and participants in 
the Atlantic Rim Collaboratory (Welsh Government, 
2021c).

The objectives of the NSERE are to support the 
development of evidence-informed policy, high-quality 
research capacity and volume in higher education (HE), 
an evidence-informed education profession in Wales, 
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and to contribute to and learn from international 
research and evidence. Although implementation 
of the strategy has been undertaken alongside its 
development, since July 2021 this has picked up pace. 
Key features of the current activity include:

• responding to the impact of the pandemic on the 
Welsh education system by funding the eight 
Welsh HE institutions to collaborate on a range 
of small-scale empirical research studies (Welsh 
Government, 2021d)

• the development of four funded collaborative 
research networks involving academics from each of 
Wales’s universities in the policy areas of curriculum/
pedagogy, Welsh language and bilingual education, 
leadership/professional learning and equity/inclusion

• major investment in the development of an evidence-
informed profession in Wales through a National 
Professional Enquiry Programme that works with 
schools to develop their enquiry skills in realising 
the new school curriculum and the funding of school 
research hubs drawing on the experience of the 
Education Endowment Foundation Research Schools 
Network (n.d.) and international examples.
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research and enquiry-rich culture in Wales as part of 
our ambition to create an excellent and highly equitable 
education system.

David acts as professional adviser to the NSERE 
within the Welsh Government.

To ensure the sustainability of the NSERE, the Minister 
for Education and Welsh Language has agreed to 
scoping work on creating a permanent infrastructure 
for the strategy – potentially to be known as Education 
Research Cymru.

While there is much still to be achieved, including 
securing long-term investment to support the strategy, 
the progress made over the last four years through 
the commitment of the Welsh Government and the 
collective endeavour of the research ecosystem, it is 
likely to be transformative for educational research 
in Wales.

The research we have undertaken on UK and 
international education systems and the endorsements 
we have received from researchers and research 
organisations, suggest that what we are attempting to 
undertake through the NSERE is highly innovative and 
in many respects sector leading. Ultimately, devolution 
has provided us with the opportunity to develop a 
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The Poverty and Education Network of the Scottish 
Educational Research Association (SERA) was 
established in 2014. SERA networks have a national/
international outlook that facilitates a dialogue and 
collaboration between academics from different 
universities and practitioners in a given field of 
educational research. One of the main aims of the 
Poverty and Education Network is to highlight new 
issues and research in the impact of poverty on 
education. A significant number of children and 
young people suffer from the effects of poverty 
and deprivation on a regular basis and, while this 
is a societal problem, child poverty has detrimental 
effects on engagement with school and the 
opportunities that are available for achievement and 
attainment. The network has been represented at all 
of the SERA conferences since 2014 and organised two 
highly successful online events in March 2021.

This article presents an update on some of the new 
research being conducted by some of the leading 
members of the network on issues such as: literacy 
development, food insecurity, school uniforms, equity 
in music education, building social and cultural capital, 
the preparation of teachers and digital poverty (SERA, 
2021). There is, of course, important research being 
conducted in this field in Scotland by other colleagues, 
including the recent seminal research by Morag 
Treanor (2020), Joan Mowat (2020) and Chris Chapman 
(Chapman & Ainscow, 2021).

The current work of Alastair Wilson and Katie Hunter 
of the University of Strathclyde is based around literacy 

The view from Scotland
SERA’s Poverty & Education Network

STEPHEN MCKINNEY
UNIVERSITY OF GLASGOW

The overall aim is to develop 
community led change that 
can recognise and challenge 
some of the aspects of 
educational inequality.

development in children and ways to expand young 
people’s access to cultural and social capital. The 
overall aim is to develop community led change that 
can recognise and challenge some of the aspects of 
educational inequality. They have also been working 
with Lio Moscardini (Wilson et al., 2020) and Angela 
Jaap of the Royal Conservatoire of Scotland, researching 
inequality in access to music education – examining 
the ways in which it is becoming limited to those pupils 
who have access to both the necessary finances and 
the different forms of social and cultural capital valued 
by schools. The work aims to spotlight ways in which 
music education can be more equitable.

Rachel Shanks at the University of Aberdeen has been 
researching the school uniform policies of all 357 state 
funded secondary schools in Scotland, focusing on cost 
and affordability. In November 2020 she issued a policy 
briefing (Shanks, 2020) and met with members of the 
Scottish parliament and Scottish government officers 
to discuss her recommendations. The introduction of 
statutory guidance on school uniform with affordability 
as the top priority has garnered cross-party support and 
has been included in the Scottish government’s policy 
programme with a commitment on the use of generic 

cineman69 / iStock



 RESEARCH INTELLIGENCE | ISSUE 150, SPRING 2022 41

items of uniform and reducing costs for families. Rachel 
continues to research this issue, looking at the support 
provided by local authorities and the establishment and 
growth of school uniform banks.

Kevin Lowden and Stuart Hall from the Robert Owen 
Centre, University of Glasgow, are engaged in a 
number of projects. They are evaluating Connect1, 
a community engagement initiative for Glasgow 
Science Centre involving building social and cultural 
capital using science, technology, engineering and 
mathematics (STEM) education with those communities 
– often characterised by higher levels of poverty and 
deprivation – who traditionally have not engaged with 
the centre. They are also supporting Every Dundee 
Learner Matters,2 a large collaborative action research 
project involving all Dundee city council educational 
establishments. The establishments are working 
together to identify pupils and issues of concern, often 
related to the poverty related achievement gap, to 
develop interventions and gauge progress made.

John McKendrick of the Scottish Poverty & Inequality 
Research Unit (SPIRU), Glasgow Caledonian University, 
has been focusing on researching food security for 
children in Scottish schools. He led an evaluation 
of a pilot ‘grab-n-go breakfast cart’ initiative in East 
Renfrewshire; the report (McKendrick et al., 2021), co-
authored by SPIRU work placement students, draws on 
fieldwork observation, surveys and group interviews. 
The Poverty and Inequality Commission invited SPIRU 
to undertake research to understand the role of free 
school meals as an anti-poverty action in Scotland; the 
report (McKendrick & Cathcart, 2021) shares promising 
practice and learning from 10 schools (primary and 
secondary) across the country. John is also running 
an international webinar series on school meals and 
administering a survey on secondary school pupils and 
school meals in Scotland.

A research team at the University of Aberdeen, including 
Archie Graham, Lindsay MacDougall, Kirsten Darling-
McQuistan, Peter Mtika, Dean Robson and Kevin 
Stelfox, has been reporting on findings from various 
stages of a large three-year project supported by 
the Scottish Government and the Scottish Council of 
Deans of Education. It is researching teacher education 
pedagogies and induction strategies that better prepare 
early career teachers to make a positive difference 
for pupils in Scottish Index of Multiple Deprivation33 
(SIMD) 1–40 communities. This study contributes to 
an expanding body of work on the Scottish inclusive 

1 https://www.glasgowsciencecentre.org/sites/default/files/
Connect%20Final_For%20Web-2.pdf
2 https://nsee.org.uk/every-dundee-learner-matters/
3 https://simd.scot/
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practice project (Florian & Rouse, 2009), to further 
develop understanding of the preparation of new 
teachers to enact inclusive pedagogy.

Finally, I have been researching the ways in which 
Catholic schools have responded to digital poverty and 
food insecurity under Covid-19 lockdowns (McKinney, 
2020). This contributes to my work on the critical 
application of the preferential option for the poor to 
Catholic schools. I have also been conducting a study 
on the effects of Covid-19 and its impact on children’s 
human rights, especially for those who already suffered 
from disadvantage.
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The BERA Early Career Researcher (ECR) Network 
has a host of awards and opportunities for which 
members can apply, namely the Masters Dissertation 
Award, Doctoral Thesis Award, Doctoral Fellowship 
and ECR Career Development Fellowship. Not only are 
these awards and opportunities prestigious, but they 
also offer recipients considerable benefit packages, 
meaning that they are often very competitive. Every 
year, the ECR Network is astounded by the number 
of high-quality submissions received. However, 
following a recent judging round and with several 
awards and opportunities having recently opened for 
submissions, it seemed timely to take stock of what 
the ECR Network is looking for from applicants. As 
such, within this feature, we endeavour to outline 
some key considerations for those who might be 
thinking of applying.

1. DO YOUR HOMEWORK
Ensure that you have read the relevant guidance for the 
award or opportunity that you are thinking of applying 
for, paying particular attention to the eligibility criteria. 

If you do not meet these, unfortunately your proposal 
will not be considered. For example, to be eligible 
for the Masters Dissertation Award – which closes 
for submissions in January 2022 – applicants must 
have completed their master’s degree in the previous 
academic year (that is, 2021). Take note of the judging 
criteria for whichever award or opportunity you are 
applying for, so that you can aim to demonstrate how 
you meet these within your proposal.

2. TELL US A STORY
Make sure that you consider the ‘story’ that your 
proposal tells. Stronger proposals have a clear narrative, 
which really helps those judging to see how the 
applicant is deserving of the award or how they will 
benefit from the opportunity. Take, for example, the 
ECR Career Development Fellowship, which is intended 
to support ECRs in the first three years following 
completion of their doctorate, focusing in particular on 
those who are insecurely and precariously employed. 
The judges want to see not only how the flexible 
benefits package will be used but also the impact 

Ticking all the right boxes?
Key considerations for submitting a high-quality proposal 
for ECR awards & opportunities
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this will have on the applicant. Evidencing how an 
opportunity such as this would enhance your 
career is key.

3. STAY ON TASK
It can be easy to lose focus when putting together a 
proposal – especially if this is more extended, as is the 
case with the Doctoral Fellowship. However, this can 
mean that your proposal is not as impactful as it might 
be, particularly with word-limited elements (such as the 
research proposal required for the Doctoral Fellowship). 
Therefore, it is important to make sure that you are 
clear on the overall purpose of your proposal and keep 
this in mind throughout. Ensure that you refer back to 
this, so that it is clear to the judges that your proposal 
is well thought out.

4. KEEP IT REAL
It is important to ensure that you are realistic with your 
proposal. While you will likely wish to be ambitious 
– and ambition is, of course, encouraged – there is a 
balance to be struck between seeking to do as much as 
possible and what is actually possible within the various 
constraints (such as time, resources, funding) of the 
award or opportunity. For example, while the Doctoral 
Fellowship provides funding support for up to three 
years’ whole-time equivalent – and can be taken on 
a part-time basis – there are limits to what is possible 
within the bounds of a doctoral study. So, make sure to 
bear in mind just how feasible your proposal might be 
when putting it together.

5. GIVE US SUBSTANCE AND STYLE
Seek to ensure that your proposal not only has 
substance – providing the detail needed to satisfy 
the judging criteria – but that it is also thoughtfully 
presented. Proposals are often well thought out with 
much detail. However, they are not always so well 
presented. While it might seem like a minor detail, 
with competition for awards and opportunities being 
high, small factors such as this can make a difference. 
Ensuring that your proposal is laid out effectively means 
that judges can easily find the relevant information to 
inform their decisions. This is particularly the case for 
budgets, which some opportunities – such as the ECR 
Career Development Fellowship – require. These are 
not always well presented and this can make it more 
difficult to determine whether or not they represent 
‘value for money’ (see point 7 below).

6. MAKE A STATEMENT
Endeavour to make your proposal ‘stand out’ – highlight 
what is creative and innovative and/or what makes 
it novel and unique. Take, for example, the Doctoral 
Thesis Award, which recognises academic excellence in 
research by a doctoral student. Applicants need to be 

able to clearly articulate how they have demonstrated 
excellence. As such, you need to be somewhat 
unabashed in stating the distinct features of your 
research. While you should not seek to overstate 
the impact of your research, don’t be too modest in 
making a point of this.

7. MAKE IT VALUE FOR MONEY
Certain opportunities – such as the Doctoral 
Fellowship or the ECR Career Development Fellowship 
– provide considerable financial support to recipients. 
It is therefore vital that applicants demonstrate that 
this funding will be spent wisely. Ensure that you 
include an appropriate budget within the proposal, 
providing a breakdown of expected costs. While it 
is acknowledged that there may be an element of 
estimation to this – conference registrations fees, 
for example, can vary year on year – try to be as 
accurate as possible. Stronger proposals are those in 
which applicants have endeavoured to provide more 
precise costings that are clearly justified as part of the 
proposal’s narrative (see point 2 above).

8. CHECK & CHECK AGAIN
Carefully check your proposal before submitting it. 
Ensure that it is appropriately formatted (see point 5 
above) and has been thoroughly proofread – perhaps 
by a peer or supervisor, as well as yourself. It is also 
important to check that you have compiled all of the 
required elements to complete your submission. For 
example, for the Masters Dissertation Award and 
Doctoral Thesis Award, a supporting statement from 
your supervisor is required – without this, it will not 
be possible to consider your proposal. So, before 
submitting it, check – and check again! – to make 
sure it includes everything required.

The key considerations outlined above should 
be of use to anyone who might be thinking 
of applying and support them in putting 
together a competitive proposal. For more 
information about the ECR Network’s awards 
and opportunities, check out our page on the 
BERA website: bera.ac.uk/ECRN.

It is important to ensure 
that you are realistic with 
your proposal. While you will 
likely wish to be ambitious 
– and ambition is, of course, 
encouraged – there is a 
balance to be struck.

https://www.bera.ac.uk/ECRN
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A welcome from Professor Mhairi C Beaton, 
conference and events committee chair

As I begin to write this 
welcome text to our 2022 
BERA Annual Conference, 
my thoughts have turned 
to the time of writing the 
welcome text to the BERA 
Annual Conference 2020 
which had been scheduled 
to take place in Liverpool in 
September that year. 

During the intervening 
two years, the world has 
experienced a global 
pandemic which will have 
far reaching repercussions 
on both a personal and 
professional level for many 
of us.

During those intervening 
years, many of us have 
experienced a sense of 
isolation as we worked from 
home and communicated 
through online meetings. 

As BERA was preparing 
for the 2022 BERA Annual 
Conference, it seemed 
fitting therefore to return to 
our original plan to meet in 
Liverpool.

During the last two years, 
Liverpool has experienced 
the global pandemic in 
similar ways to many 
other large cosmopolitan 
cities but the people of 
the city continue to pride 
themselves on their warm 
welcome to visitors and 
so we look forward to 
returning to this vibrant, 
modern city.

During the past two years, 
BERA as an organisation 
has continued to go from 
strength to strength. 
Membership of BERA has 
continued to grow. The 

range of activities of BERA 
has never been so rich 
and wide ranging as the 
organisation has embraced 
the affordances of digital 
events.

The BERA Annual 
Conference 2022 will give 
an opportunity to celebrate 
and disseminate research 
that has been undertaken 
in recent years by our 
members. Perhaps even 
more importantly this 
year, the BERA Annual 
Conference 2022 will give us 
the opportunity to network 
in person with colleagues – 
both old friends and new.

We look forward to seeing 
you in Liverpool.

REGISTRATION 
FEES

EARLY BIRD RATE
BEFORE 1 MAY

STANDARD RATE
BEFORE 21 AUG

ONSITE RATE 
AFTER 22 AUG

BERA MEMBER £295 £345 £395

NON MEMBER £425 £475 £525

BERA STUDENT 
MEMBER

£245 £295 £345

FULL TIME 
NON–MEMBER 
STUDENTS

£315 £365 £415
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