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RECOMMENDATIONS

The following recommendations were developed by the authors after a review of the evidence
included in this submission.

A. Governance

A1. Establish as an imperative a clear role for children and young people in the co-design,
implementation, monitoring and evaluation of ALL of the legislation, policies, strategies, curricula
and programs outlined in these Recommendations.

A2. Enact a new legislative framework, the WA Climate Change Act, which is co-designed by young
people and embeds the principles of sustainability and climate change mitigation and adaptation in
government actions and processes, acknowledges Aboriginal knowledge and understanding of
country, and supports reporting on the outcomes across government through an bi-annual State of
Climate Action Report.

A3. Establish a State Climate Action Innovation Strategy, co-designed by young people, in which
the State Government clearly articulates its sustainability and climate change strategy and funding
to provide a vision, innovation and leadership to the community and government departments. This
strategy would outline the expectations of all Government agencies (including Department of
Education) regarding the development of climate change mitigation action plans and associated
deliverables.

A4. Establish a Department of Education Climate Action Innovation Plan, which is co-designed by
young people and covers a range of issues including school funding for implementation, research
and development, curriculum, school policy, training and support, partnerships, carbon emissions
(including waste minimisation and energy consumption reduction), community engagement and the
built environment.

A5. Establish a Directorate on Climate Change Education composed of young people,
environmental scientists, technical advisors to support school sustainability officers, curriculum
experts and educators. The group would oversee the allocation of funding to schools, development
of curriculum, on-line resources, training, support and partnerships for all schools. It would also be
responsible for monitoring and gathering data on the implementation of UN SDG Target 4.7 to
“ensure [that] all learners acquire knowledge and skills needed to promote sustainable
development…” (UNESCO, 2016).

A7. Require a Sustainability Code of Practice for Government Agencies for all government
agencies, including education.

B. School policy

B1. Mandate a School Sustainability Policy (which addresses climate change) in every school,
which is co-designed by young people and includes dedicated funding, student voice, mitigation
action plan and communication strategy. The policy is developed by a School Sustainability
Committee and its work is ideally driven by student leadership, with the support of school
leadership, staff, parents and other stakeholders. The Policy must be reviewed biannually and
endorsed by the School Executive, School Board/Council and Parents and Citizens Association. (see
Appendix F)

B2. Fund a 0.5 FTE School Sustainability Officer in every school, based on a job description
template that every school can adapt (See Appendix E). The main task of the officer is to provide
whole-school support with young people to develop, implement, monitor and review the School
Sustainability Policy and oversee actions to reduce greenhouse emissions.

B3. Mandate targets for each school’s School Business Plan and Operational plans, which is
co-designed by young people, associated with the School Sustainability Policy.
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B4. Mandate professional learning on sustainability and climate change for all school leaders,
corporate service managers and executives.

C. Curriculum

C1. Establish Sustainability (Climate Change) as a Content Descriptor and General Capability (with
progressive framework and specific outcomes for students) in all curricula and remove
Sustainability as a cross-curriculum priority. Delivery of curriculum should be co-designed by
young people; use problem-based, inquiry-based, whole systems thinking approaches; and
encourage global collaboration and international education as part of the process of understanding
climate change, in alignment with the United Nations Sustainable Development Goals (see
Appendix B). The curriculum should recognise the current and future health impacts of global
sustainability concerns. All students would be awarded a Sustainability grade or mark so that
parents and carers understand the value for their child as a local and global citizen.

C2. Refocus STEM and careers education in schools to more clearly include learning and career
opportunities about climate science and emerging technologies. Our young people care about
climate change so such a re-focus would not only better engage young people in learning, but
ensure that they acquire the knowledge and skills needed to promote sustainable development
throughout their lives and in their future careers.

C3. Integrate disaster risk knowledge and resilience into formal education, but within a context of
an overarching strategy and shared vision for disaster risk reduction and resilience education.

D. Training, support, networks and partnerships

D1. Create a Global Youth Innovation Centre for Climate Change and Global Youth Innovation
Award. The Centre provides input to education initiatives related to climate change and innovation
at all levels of government, industry and TAFE and higher education; organises events, awards and
scholarship opportunities for students; and engages in international partnership projects involving
young people on the interrelated issues of sustainability, science, indigenous knowledge and
technology. The Award is organised every year with partners to celebrate young people who have
found innovative solutions to complex climate change-related problems.

D2. Mandate in all teacher education programs sustainability and climate change education (see
Appendix G).

D3. Establish Sustainability and Climate Change Innovation Schemes with Schools, TAFE,
Universities, Technology, Industry, Local Government and Regional Councils to provide
opportunities for young people in new and emerging areas in energy, conservation, transport,
tourism, industry, technology, etc. that are addressing climate change.

D4. Create a centralised network of professionals to support all schools in cooperation with Local
and Regional councils, at no cost to the school, with curriculum-based resources and guidance
related to water and waste reduction and recycling, and energy consumption and production.

D5. Create Climate Change School Networks, using the Sustainable Schools Network Model,
partnering secondary schools with feeder schools in districts, to showcase examples of good
practice and processes with other teachers/schools.

D6. Create Climate Change Communities of Practice to showcase examples of good practice,
processes and outcomes with School Sustainability Officers, school leaders, teachers, pre-service
teachers and teacher educators.

D7. Accredit climate change/sustainability teachers for early years, primary and secondary
education in order to show value and recognise their skills and expertise.
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E. Infrastructure

E1. Empower learning communities to engage in the design process for all capital projects to
support climate change education through authentic consultation that identifies what economic,
social and environmental sustainability principles can value add to both the design and educational
outcomes.

E2. Prioritise embedding sustainable principles in all capital projects, allowing for the associated
time and cost for engagement with professionals and the community, supported by funding
commitments for implementation.

E3. Identify baseline improvements to the existing building stock towards zero carbon emissions
targets that includes replacement programs of high energy consumption fixtures and fittings that
fall short of current requirements for new buildings as outlined in the National Construction Code.

E5. Conduct an energy and water audit of each school with the School Sustainability Officer to
ascertain how schools are using lighting, and heating and cooling systems – and where cost savings
could be made.
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1 Climate Change: Aspirational statements for challenging realities

1.1 What is climate change?

Western Australia is a large and diverse state, and different regions are and will be experiencing a
range of environmental impacts as a result of our interactions with it (Figure 1). Global and local
forums like Millennium Kids’ Mandurah Youth Led Deliberation (Millennium Kids, 2020) and Climate
Strikes have been bringing together young people to deliberate over the charge: How can we, as
Western Australians, as Australians and as citizens of the world, take collective responsibility for our
negative impact on the planet (i.e. tackle climate change) while supporting our places to thrive?
What does this mean for our region and the way we live? How can we acknowledge, respect and
learn from 60 000 years of Aboriginal ways of knowing, being and doing? How can young people be
enfranchised to think critically and deliberate over the most viable solutions needed to address
climate issues locally and globally? Feeling comfortable and connecting with others about our
environmental impact enables and enfranchises young people to have open discussions, develop
strong relationships with like minded individuals, and hold to account those who can help make
change happen.

While “sustainability” was identified as a cross-curricular priority in the Australian Curriculum in
2015 by the Australian Curriculum and Assessment Authority (ACARA, 2015), “climate change” was
not addressed in the three key concepts underpinning sustainability in the curriculum. In fact, the
term “climate change” has not been used by state and Federal governments until very recently.
While some WA schools have historically included a strong focus on environmental education and
education for sustainability (EfS) (see Appendix B), many have struggled to embed EfS into their
educational programs - and climate change has not been an explicit key driving force. According to
Kuzich (2019), “fragmentation and disorientation; dislocation of affordances; and deep inertia were
found to be major obstacles that impeded the implementation of EfS”.

Since 2006, the concept of sustainability and climate change has been a core part of the OECD
Program for International Student Assessment, “the world’s global metric for gauging the quality of
learning outcomes at school” (Schleicher, 2021). In 2018, PISA’s first Global Competency Assessment
(OECD, 2020a) highlighted a critical flaw in student learning around climate change in all
participating countries. While students reported high levels of environmental awareness, they
lacked the agency - “the capacity to set goals, reflect and act responsibly to effect change” (OECD,
2020a) - to effect change. On average, 78% of students in OECD countries agreed or strongly agreed
with the statement that “looking after the global environment is important to me” and most said
they actively support environmental sustainability in their daily life. However, only 57% of students
reported that they could do something about global problems like climate change. And only 44% of
students think their behaviour can impact people in other countries (Schleicher, 2021).

The team of experts involved in drafting this submission, led by Dr Jennifer Pearson and Hannah von
Ahlefeld, believe that education is one of the most effective vehicles to enable and enfranchise
deliberations of young people, who must learn to live with the “wicked” problems (World Bank,
2014) that are the legacy of the late so-called Anthropocene.

Following the Education and Health Standing Committee’s Terms of Reference for this Inquiry into
the Response of Western Australian Schools to Climate Change, this submission provides an
aspirational context for discussion of climate change in education; a history of climate education in
WA; co-benefits of climate action in schools; strengths, weaknesses, opportunities and threats of
climate change mitigation and adaptation actions currently being undertaken in schools; and what
more can be done to support schools to respond to climate change.
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Figure 1. Environmental impacts of climate change in WA (Weeramanthri et. al., 2020 p. 23)

1.2 Prioritising climate change

In the wake of COP26 in Glasgow, the annual Conference of the Parties to the United
Nations Framework Convention on Climate Change (UNFCCC), international pressure is
mounting on Australia. Since the release of the most recent IPCC Report (AR6, Working
Group I) (IPCC, 2021) in August 2021, the media has amplified the scientists’ warning –
Code Red for Humanity. Climate change will need to be prioritised across all sectors, from
agriculture to transportation, and from education to health care. Although the Federal
Government has declared a plan to reach net zero emissions by 2050 (Taylor, 2021), the
underlying modelling and implementation strategies remain obscured (Mizen, 2021), and
Australia is one of the few OECD countries to travel to the first five-year stocktake after the
Paris Agreement from 2015 with no increased emission reduction ambition for 2030. In
contrast, some States have announced ambitious interim targets for 2030, such as Victoria
(DWLEP, 2021), in order to demonstrate immediate action rather than postponing
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responsibility and counting on so far unknown or unproven technological breakthroughs
later.

The 2022 Climate Change and Emission Reduction Bill has been recently introduced to the
WA Parliament, including a 50% reduction of greenhouse gas emissions by 2030 that is on
par with other State regulations and policies (Martin, 2021). On the adaptation front,
targets remain elusive, even though the Federal Government has released an updated
National Climate Resilience and Adaptation Strategy with a 2021-2025 timeframe (AWE,
2021). The Strategy details three objectives, yet several questions regarding the ‘how’ and
‘with whom’ remain: 1) drive investment and action through collaboration; 2) improve
climate information and services; and 3) assess progress and improve over time. The
potential for enhancing adaptive capacities and building resilience across young
populations, especially those disadvantaged in our society, are not addressed in this
Strategy.

1.3 Adapting to a carbon-constrained future

We hear a lot about children learning coding at school in anticipation of a digitalised future, in
anticipation of the training and jobs that might result. What about a carbon constrained future? We
need future generations to be able to understand climate and sustainability related topics to be
better able to adapt and further mitigate; to problem solve with significant complexity, on a scale
that hasn’t been seen before. We need to develop a connection to nature in all its complexity to
change behaviours of individuals who operate within organisations and communities. Research
shows that pro-environmental intentions (Yuriev, Boiral, Francoeur, & Paille, 2018) and behaviours
(Hernández & Muñoz, 2021) of individuals in organisations are more likely to result in changes to
specific practices in an organisation rather than to the values of the organisation itself.

Despite emerging Commonwealth, state and other think tank policies espousing new employment
opportunities in the zero-carbon economy (Bergin et al., 2020; Clean State, 2021; Government of
WA, 2020), there seems to be a disconnect between these potential opportunities afforded by the
NZE economy and existing pathways and skills developed in further education and training, and on
the scale required (Shergold et al., 2020). The climate crisis and energy transition are global
challenges that everyone is a part of, as producers and consumers. We need graduates coming
through who are already fully informed of climate and sustainability issues, ready to start solving
and innovating. Many schools and university sites do not have basic waste management systems,
limited consideration of energy efficiency but seemingly little exposure to the multi-disciplinary and
cross-curricular topic of whole systems sustainability. Very few education institutions have
mandatory or core units in sustainability education, suggesting that the sector as a whole is ill
prepared and will not be providing the sort of education that will be necessary for students who will
be going out into a very different world than the one their educators prepared them for. Climate
change will be making the world warmer, creating difficult challenges across all sectors, in a world
with many more mouths to feed, homes to power and an ongoing expectation for higher standards
of living. Population growth, global finite resources and biodiversity loss and extinction are also
essential elements of the required sustainability education for our students.

Currently, workplaces often don’t have basic sustainability processes in place. So instead of
innovating and devising clever solutions to climate and circular economy issues, employees spend
their time establishing basic sustainability protocols, reinventing the wheel, trying to correct the
past. Increasingly, employers will have the expectation that graduates will commence work with the
climate and sustainability knowledge necessary to help navigate our changing world. Sustainability
and climate related considerations apply to all sectors, these issues are no longer only relevant to
science students. Hairdressers, architects, plumbers, electricians, builders, engineers,
manufacturers, teachers and scientists all need to have an understanding of how they as individuals
and their chosen sector contribute to these issues. Adopting ecocentric mindsets however requires
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changing values, which is more challenging than changing existing processes. These challenges
include barriers associated with internal and external viewpoints, habits, and practices (Kemper &
Hall, 2019; Landrum, 2018; O'Reilly, Allen, & Reedy, 2018)

Basic sustainability principles, while needing to be taught and practiced, also need to be a lived
experience. Students need to understand and learn about the issues within these systems, what
drives these issues and what their own connection with these issues are. Just recently COP26 was
held in Glasgow and for industry to align with the Paris Agreement it is acknowledged that the
technologies required to solve the energy component of our climate crisis don’t even exist yet at the
scale required. So present and future generations will need to experiment and innovate to come up
with these solutions. However, they must first understand the critical need for these targets to be
achieved and this comes with fundamental climate and sustainability education.

How will the next generation of climate and circular economy technologies evolve when students
have gone to a school that hasn’t focused any education on the world's carbon constrained future.
In fact, the school doesn’t even have basic recycling facilities in 2021?

1.4 Climate change and the United Nations Sustainable Development Goals

In 2015, Australia joined United Nations Member States as signatories to the UN 2030 Sustainable
Development Goals (SDGs), by which governments committed to transform the world to balance
the needs of “the planet, people and prosperity” and leave “no one behind” (UN General Assembly,
2015). Seventeen SDGs, with a total of 169 targets and 232 indicators, underpin international
cooperation to address complex and inter-related global problems on Education, Inclusion, Jobs and
Growth; Health and Well Being for All; Clean Energy and Industry; Sustainable Food and Land Use;
Smart Cities and Transport; and Digital Technologies and E-governance. The Paris Agreement (SDG
13 Climate Action), which is a legally binding international treaty on climate change, was adopted by
196 Member States at the Conference of the Parties (COP 21) in Paris. It aims to limit global
warming to well below 2, preferably to 1.5 degrees Celsius, compared to pre-industrial levels
(United Nations, 2015).

In 2021, the Australian Government still has no overall national plan for the achievement of the
SDGs, including SDG 13 on Climate Change and SDG 4 on Education. This is despite clear
recommendations and messages from the 2018 Australian Voluntary National Review
(Commonwealth of Australia, 2018), a 2019 Australian Senate Inquiry into the UN SDGs
(Commonwealth of Australia, 2019) the Global Compact Network Australia, a group of Australian
businesses, industry groups, universities and civil society organisations for the Government to use
the SDGs as a framework for policies that would strengthen the economy (Briggs and Mey, 2020). In
November 2020, the Transforming Australia: SDG Progress Report (2020) stated that while Australia
was performing well in health (SDG 3) and education (SDG 4), it was falling behind in the reduction
of CO2 emissions (SDG 13), waste and environmental degradation (SDG 12, SDG 14 and SDG 15),
and addressing economic inequality (SDG 10). In 2020, Australia's overall performance has fallen
from 18th out of 34 countries in 2015 in the SDG Index to 37th out of 166 countries (Monash
Sustainable Development Institute, 2020).

In 2016, UNESCO’s 2030 Sustainable Development Agenda highlighted SDG 4.7 - implementing
education for sustainable development and global citizenship - as an important enabler of the
societal transformation required to address all the other Sustainable Development Goals, including
SDG 13 Climate Change (UNESCO, 2016, 2021). In 2021, the Berlin Declaration on Education for
Sustainable Development sought to scale up action on the United Nations Decade of Education for
Sustainable Development (2005 - 2014) and the Global Action Programme (GAP) (2015-2019) by
calling for greater awareness, resources and monitoring of ESD in Member States (UNESCO, 2021).

However, a recent review of primary and secondary education policies and curricula across 46
UNESCO Member States revealed that more than 50% of education policies and curricula studied
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did not mention climate change. The report noted that “while Australia incorporates sustainability
as a cross-curricular priority, this has little impact on actual practices (Nicholls & Thorne, 2018) and
is rarely included within the core content areas of English, History, Mathematics, and Science”.
Indeed, a recent survey of 28 primary and secondary teachers in WA (AAEE, 2021) indicated that the
WA curriculum currently presents some or limited opportunities to address the behavioural, social
and emotional, and cognitive learning objectives outlined in the UNESCO Education for Sustainable
Development Goals #13 on Climate Change (UNESCO, 2017). Nearly 60% of teachers reported little
or no opportunity in the curriculum “to collaborate with others and to develop commonly
agreed-upon strategies to deal with climate change” and more than 70% of teachers reported little
or no opportunity in the curriculum to “explore behavioural learning outcomes like acting in favour
of people threatened by climate change” or “knowledge about prevention, mitigation and
adaptation strategies”.

Since 2017, the United Nations Association of WA (UNAAWA) has offered upper secondary students
a WACE-endorsed curriculum on Global Citizenship and Sustainability, where students can identify
and find solutions to global challenges like Climate Change within the framework of the SDG goals
and present them to their school communities (UNAAWA, 2021) (Appendix A). The engagement of
school communities in this program illustrates what can be gained from increasing understanding
and involvement of educators, students and parents in a problem-based learning program with
urgent global issues like climate change at its core (Prabawa-Sear and Dow, 2018; UNAAWA, 2021).

1.5 Enfranchising young people to address climate change

The Alice Springs Maparntwe Declaration (Education Council, 2019) outlines the need to
significantly lift the vision and intention of formal schooling in Australia to address more than just
the acquisition of knowledge. The aspirations articulated in the Declaration reflect the Australian
Government’s desire to maintain an educational system that provides opportunities for all learners
to be:

● “Active and informed members of the community”…
● Optimistic “about their lives and the future”.
● “Resilient” and able to “develop the skills and strategies they need to tackle current and

future challenges”.
● “Able to recognise, adapt to, and manage change”.
● Aware of their “responsibilities as global citizens and know how to affect positive change”.
● Able to “work for the common good, in particular sustaining and improving natural and

social environments”.

While the Australian Government could be seen as enabling its citizens to work towards meeting
global climate targets and Sustainable Development Goals in achieving the above aspirations,
neither the Declaration nor similar “commitments to action” for young Australians such as the
Beyond 2020. WA Youth Action Plan 2020-22 (Department of Communities, 2020) explicitly
addresses climate change, sustainability or employment prospects in a carbon-constrained future.

1.6 Role of education systems to model change, futures and resilience

We are living in a time of unprecedented natural hazards and disasters for which the Australian
community is greatly under-prepared. Governments at national, state and territory levels have
released a range of disaster resilience and disaster risk reduction strategies and frameworks over
recent years, but, while the corresponding emergency management plans may well be in place
(consistent with, for example, Australian Standard AS3745), there is a failure to socialise these and
engage the community in disaster risk reduction and resilience. As Robert Glasser (2019, p. 4)
presciently argued in early 2019, “This emerging Era of Disasters will increasingly stretch emergency
services, undermine community resilience and escalate economic costs and losses of life”.
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The importance of bushfire education for Australian children and young people has been explicitly
recognised in formal bushfire inquiries and Royal Commissions for the past 80 years. However, the
final report of the 2009 Victorian Bushfires Royal Commission, noted that none of the
recommendations from previous inquiries had been fully implemented. Most recently, the 2018
National Disaster Risk Reduction Framework recommends support for disaster risk education, but
there is still no nationally consistent bushfire education strategy. In recent times aspects of disaster
resilience have been included in the Australian Curriculum (AIDR, 2018a). As the Australian Institute
for Disaster Resilience (AIDR, 2018b, p. 1) notes,

The reality of increasing disaster risk in Australia is not yet acknowledged in formal
education. The lack of a shared vision and overarching strategy for disaster resilience
education (DRE) contributes to the vulnerability of children and young people and represents
a significant gap in our national efforts to “enhance Australia’s capacity to withstand and
recover from emergencies and disasters” (Commonwealth of Australia, 2011).

As recognised in the National Disaster Risk Reduction Framework (Department of Home Affairs,
2018a, p. 4), in order to strengthen resilience, “countries must prevent new and reduce existing
disaster risk”. Thus, the National Framework includes in its first priority action to reduce disaster
risk: “Support long-term and solution-driven research, innovation and knowledge practices, and
disaster risk education” (p.8). Also, consistent with the Sendai Framework for Disaster Risk
Reduction 2015-2030, Profiling Australia’s Vulnerability: The interconnected causes and cascading
effects of systemic disaster risk (Department of Home Affairs, 2018b) notes that hazards only lead to
disaster if they intersect with an exposed and vulnerable society and when the consequences
exceed people’s capacity to cope, and this report includes in its “pathways to safety” that a “high
level of education and educational programs” are needed in order to achieve safe locations and
sustainable livelihoods (p.45).

These recent recommendations for actions need to be combined with existing efforts towards
disaster resilience education, but within a context of an overarching strategy and shared vision for
disaster risk reduction and resilience education (DRRRE).

A succession of international conferences and strategies since the Yokohama Strategy for a Safer
World: Guidelines for Natural Disaster Prevention, Preparedness and Mitigation (United Nations,
1994) have included education in their guidance on reducing disaster risk and the impact of
disasters. The most recent of these, the Sendai Framework for Disaster Risk Reduction 2015-2030
(United Nations, 2015), has a stronger emphasis on disaster risk management rather than disaster
management, and broadens the scope of disaster risk reduction “to focus on both natural and
man-made hazards and the related environmental, technological and biological hazards and risks”
(p.5). In addition, the Sendai Framework takes disaster risk reduction and resilience education
beyond knowledge transfer and into child-centred pedagogy, stating that one of the roles of States
as stakeholders is to recognise that “children and youth are agents of change and [they] should be
given the space and modalities to contribute to disaster risk reduction, in accordance with
legislation, national practice and educational curricula” (United Nations, 2015, p. 23). This
child-centred approach is much more likely to lead to prevention and reduction of “hazard exposure
and vulnerability to disaster as well as increased preparedness for response and recovery, and thus
strengthen resilience” (United Nations, 2015, p.12). However, it provides an even greater challenge
to member states, like Australia, who are already struggling to include disaster risk knowledge into
formal education, and where it is included it is more based on information dissemination than being
a child-centred approach to learning. It is also important to involve children and young people in the
design and implementation of policies, plans and standards regarding reduced loss and damage to
infrastructure, an aspect that does not yet exist in many schools.
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2 A history of sustainability and climate change education in WA
schools
The history of climate change education in Western Australia reflects the priorities of various
Government Departments, NGOs and communities over an extended period of 35 years. The Shape
of the Australian Curriculum, first approved by the council of Commonwealth and state and territory
education ministers in 2009 confirmed a commitment to develop an aspirational curriculum for all
students and the AAEE strongly promoted the inclusion of the Sustainability Cross Curriculum
Priorities. When the endorsed national curriculum was launched in 2014 it became evident that
some States and Territories struggled to adopt all aspects of the new curriculum. While the
Aboriginal and Torres Strait Islander Histories and Cultures received significant support from ACARA
to develop resources for teachers the Sustainability priority has not, despite repeated requests from
AAEE. The National Curriculum Review has stalled this discussion.

The term of Sustainability was also highly contested because it was a relatively new concept in
education and as such the definition was unclear with respect to identification of how it could be
enacted through learning programs. Teachers were accustomed to environmental education
articulated through the learning areas of science and social sciences but the sustainability priorities
presented a more complex set of concepts:

● The first key concept explores the interdependent and dynamic nature of systems that
support all life on Earth as well as the promotion of healthy social, economic and ecological
patterns of living for our collective wellbeing and survival.

● The second key concept presents the issues surrounding sustainability in a global context.
This concept allows for a diversity of world views on ecosystems, values and social justice to
be discussed and linked to individual and community actions for sustainability.

● The third key concept is aimed at building the capacities for thinking and acting in ways that
are necessary to create a more sustainable future. The concept seeks to develop reflective
thinking processes and empower young people to design actions that will lead to a more
equitable, respectful and sustainable future. (ACARA, 2015)

With sustainability identified as a cross curriculum priority in the National Curriculum the intention
was to help teachers connect sustainability within the current learning areas. This was problematic
as each learning area has a well-established scope and sequence of learning experiences and
outcomes. Teachers first had to know and understand what sustainability is and required assistance
to orientate existing programs to realise the richness of providing integrated learning experiences.
For schools that historically included nature study / environmental education the move to education
for sustainability was a comfortable shift. For many school systems, priorities aligned with the
Department of Education focus on STEM, Science, Technology, Engineering and Maths, often viewed
as discrete learning areas.

A review of the available environment programs in Western Australia shows that there appears to
be a time of growth of programs that address particular issues. From the mid 1990’s these include
water quality & conservation, biodiversity, threatened species, marine education, salinity, litter &
waste, energy and air quality. Some professional development support was offered and resources
were aligned with appropriate curriculum outcomes at national and state levels. The inclusion of the
national Australian Sustainable Schools Initiative (AuSSI) model around 2005 (see Appendix H)
complemented the ambitious State Government integrated plan, ‘Hope for the Future: The Western
Australian State Sustainability Strategy’, developed by the Department of the Premier and Cabinet,
Perth in 2003.

With the establishment of the AuSSI, a collaboration between DET, DEC & CALM, the advisory group
recognised that the WA community had adequate programs to support school sites throughout the
state to implement sustainability. Through consulting with the national AuSSI group, frameworks
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were developed to provide the overarching system for whole school implementation and reflected
recognition that whole systems thinking is part of Critical and Creative Thinking and one of the
General Capabilities in the WA Curriculum. A whole systems thinking perspective is vital for
understanding the complexities of climate change. This was examined by Elaine Lewis (2012) in her
thesis that examined the ‘Impact of education for sustainability at a Montessori primary school:
From silos to systems thinking’. The progression from the Ecological Footprint to include a Social
Handprint was a unique contribution from WA to other states. In Perth a network of climate
environment program providers was established from 2009 and hubs were set up in rural areas led
by key teachers, these still function on a regular basis.

The DEC engaged consultants in 2008 - 09 to create an online climate change resource. Operation
Climate Change presented rich tasks for students to solve through creative and critical strategies,
based on the Ecological Footprint, aligned to the curriculum and provided NAPLAN type assessment
tasks. This was launched in 2009, trialed and operated for a 12 month period, sample of a planning
outline can be found in Appendix B.

The restructure of the DEC and CALM in 2011 disrupted key programs that did not align with
government policies in relation to climate change education.

The development of Little Green Steps WA, by the AAEE WA Chapter, is a unique climate change and
sustainability professional learning program. This commenced in 2009 with Waste Authority grant
funding to trial workshops for 0-8 educators. Subsequent funding from Lotterywest expanded the
program and short term contracts with local governments of Cockburn, Canning and Armadale have
enabled the work to continue. This is a unique program in Australia as it focuses on increasing the
educators knowledge and practices to be sustainable at work and home. This uses the Ecological
Footprint and Social Handprint and was designed to complement the AuSSI, now SSWA, model as
most established programs did not include an early year perspective for schools or childcare sites.

The development of the new (2021) Year 6 integrated unit on Climate Change and Sustainable
Energy being developed by the Einstein First (https://www.einsteinianphysics.com/) group at UWA
is modernising the Science curriculum. This is a unique program addressing the climate change gap
in primary school teaching and learning. The unit will be trialled at selected WA primary schools in
2022.

The central position of coordination in the DET was reclassified to a general role once the national
funding was withdrawn. The networks operate but at a reduced level and resources are required to
reinvigorate this system to reach its full potential.

Appendix B provides a summary of current programs, thus providing a collective of the AAEE WA
knowledge base.

3 Co-benefits of climate action in schools
3.1 Students, staff, parents and the system

The 'co-benefits' of a pedagogical approach that supports students to understand the world around
them, and to play a positive role in improving their 'place and space' (now and in the future) are
extensive. Such a transformative education approach has benefits for students, parents, teachers,
administrators and the 'system' alike, not to mention the other beneficiaries, including all the other
species with whom we share the planet.

Benefits include but are not limited to the following:

3.1.1 For students

● Rich, meaningful, engaging tasks with a broad range of associated positive learning
outcomes;

● Sense of empowerment; and
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● Improved mental and physical health.

3.1.2 For teachers/administrators

● 'Un-crowding curriculum' through the use of critically important contexts;
● Engaged students (better student outcomes (academic and social/emotional), higher

attendance, etc);
● Well (broadly) educated students, with maximised multiple intelligences (social, emotional

and academic); and
● Knowing that you're helping to prepare students to meet life's challenges, and supporting

them to hopefully make a positive contribution e.g. embracing 'sustainable patterns of
living' which in turn will have positive benefits for society and the natural environment.

To assist with realising these benefits, the following is required of staff:

● Become as informed as possible about climate change and sustainability, and the likely
implications for the students in your care;

● Actively look to engage with education for sustainability (think critically important context)
and design/engage in teaching and learning programs that are transformative in nature,4

action-based and student-centred supporting student-inquiry processes;
● Actively share examples of good practice and processes with other teachers/schools;
● Actively support your school's sustainability action plan and sustainability committee; and
● Celebrate/communicate your school's contribution to sustainability and climate change

mitigation with your local school community.

3.1.3 For parents

● Children highly engaged in, and motivated by, the educational process;
● Improved mental and physical health of children, both short term and long term; and
● Well (broadly) educated children, with maximised multiple intelligences (social, emotional

and academic).

To assist with realising these benefits, the following is required of parents:

● Become as informed as possible about climate change and sustainability, and the likely
implications for your children. N.B. IPCC, UNEP reports, WACSSO position papers,
specifically their position paper on sustainability/climate change;

● Actively look to support education for sustainability programs/activity at school - offer skills,
knowledge, expertise to support school programs; and

● Actively support your school's sustainability action plan and sustainability committee.

3.1.4 For the system

● Enhanced student achievement;
● Greater levels of student attendance;
● Enhanced professional capacity/capability/standing of teaching and administrative staff;

and
● Well (broadly) educated students, with maximised multiple intelligences (social, emotional

and academic) capable of contributing to society and a sustainable future for all.

4 A great example of such teaching and learning programs is 'Outdoor, on Country Classrooms' - these types of
programs 'un-crowd' curriculum by typically addressing content within numerous learning areas as well as
supporting skills acquisition (general capabilities) and all within critically important contexts/curriculum
priorities (sustainability and Aboriginal and Torres Strait Islander histories and cultures). As students and
teachers learn more about the Aboriginal concept of 'Caring for Country', they learn more about the
importance of connection to, and care for, the natural environment whilst developing a greater understanding
and respect for the histories and cultures of the traditional custodians*. Being able to better understand and
therefore connect to, and care for place and space provides an ideal opportunity for schools to work for
sustainability and reconciliation.
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To assist with realising these benefits, the following is required of the system:

● The School Curriculum and Standards Authority (SCSA) needs to include sustainability as
general capabilities, rather than a cross-curriculum priority, and develop appropriate
assessment and reporting structures to guide and support schools in this area.

● The Department of Education needs to:

(a) significantly increase its focus on sustainability and climate change - specifically it needs
to finalise and implement its Sustainability Framework (includes SS-WA) to provide vision,
leadership and support to schools, thus raising system expectations, and ensure that it is
adequately funded to allow for systemic change. It needs to develop a sustainability action
plan ASAP to catch up with many schools and to provide good modelling to others;

(b) significantly increase its focus on general capabilities, rather than cross-curriculum
priorities, with regards to sustainability within the Western Australian Curriculum, providing
appropriate support including professional learning opportunities for teachers and
administrators;

(c) lobby SCSA re 1. (above) and linked to (b);

(d) showcase examples of schools' good practice and processes;

(e) share examples of good practice and processes of Central Office, Statewide Services,
Regional Offices re sustainability e.g. infrastructure (buildings materials used, design, etc),
operations (switch to LEDS, solar power, etc); and

(f) measure/report on the system's overall contribution to sustainability and climate change
mitigation.

In conclusion, one of the key things this document highlights is the need for a new legislative
framework, strategy and action plan addressing sustainability and climate change mitigation and
adaptation, bound together by a shared vision, common (overarching) goals, and significant ACTION
at all levels, from students to parents to teachers to principals to bureaucrats to ministers.

3.2 Student learning

Climate change education is not solely about teaching facts or content. It requires attention to how
students are learning, including their exploration of worldviews and taking action around matters of
local and/or global concern. This also involves acknowledgement that children and young people
carry out legitimate research relating to matters such as climate change that has potential for
profound impact both socially and politically (Cutter-Mackenzie-Knowles & Roussell, 2019).

Fundamentally, worldviews require shifting away from anthropocentrism towards ecocentric
worldviews and sustainability mindsets to be aligned with strong approaches to sustainability (Ruhs
& Jones, 2016). Such deeper worldview changes will involve pedagogical shifts for teachers
including the promotion of critical thinking skills, systems thinking (Meadows, Sweeney & Mehers,
2016) and action-orientated teaching aligned with the GCs.

In particular, McLaren (2015) describes critical or radical eco pedagogies as a way forward in these
ecologically challenging times. Critical reflections that question the underlying structures of global
unsustainability and injustice may offer students different ways of thinking and being every day for
their sustainable futures. Over decades various curriculum approaches such as problem based
learning, whole school approaches, project approach and inquiry learning where students take
control of their own learning have offered alternatives and are well suited to more fully addressing
SCCP across all GCs and KLAs.

Indeed, these approaches will help address a lack of student agency revealed by data from the
OECD Program for International Student Assessment’s (PISA) first Global Competency Assessment
(OECD, 2020a, 2021). In PISA 2024, two new knowledge areas will shed further light on how
education systems are preparing young people for climate change.
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reach higher standards in energy efficiencies. This provides a regulatory framework through which
building certifiers are required to assess projects for building approvals. However, energy
consumption in existing schools can be reduced by identifying some baseline items in line with the
National Construction Code of Australia (NCC).

The International Energy Agency’s (IEA) Net Zero Emissions scenario, requires all countries to only
sell LED lights by 2025 (IEA, 2021). LEDs use about 75% less energy than halogen light bulbs and last
5 to 10 times longer, greatly reducing replacement costs and the number of light bulbs ending up in
landfill. The up-front cost of LEDs generally has a payback time of less than 1 year (Australian
Government, n.d.). Up to one third of schools’ total energy usage is attributed to lighting, and
replacing traditional gym lighting with LED or fluorescent tube lighting will typically reduce energy
consumption by 50%. (Sustainability Victoria, 2016, UK BEIS, 2017). In 2020, the NSW Government
launched a $157.8 million LED Lighting Upgrade Program in schools as a stimulus response to the
COVID-19 pandemic and to address the Government’s net zero emissions targets by replacing old
inefficient lights in NSW public schools with smart LED lights (NSW Government, 2020).

Existing schools in Western Australia have different methods for heating and cooling, depending on
the location, age of buildings and community funding (eg. P+C’s). The proliferation of reverse cycle
air-conditioning has resulted in significant increases in energy consumption over a number of years.
This resulted in the requirement for upgrading electrical supply to the school sites to cater for
ongoing programs of incorporating a/c. The older air-conditioning systems (10+ years old) contain
outmoded technologies compared to current day systems which have significantly reduced energy
consumption, provide management systems to control operational times and work together with
passive design principles to improve air quality. Evaporative cooling is often confused with providing
air-conditioned spaces but is severely restrictive in humid conditions and can not be used in
environments requiring no moisture (e.g. computer rooms, libraries). Gas heaters should be
reviewed as many older schools rely on these for heating. Efficient reverse cycle air-conditioning
systems remove the requirement for these to be maintained.

3.4.2 Energy production

Emission reductions and cost savings, in addition to creation of jobs, can also be made by
decarbonising the electricity grid through the use of renewable energy such as solar power or the
use of batteries or heat pumps. In the United Kingdom, for example, schools spend around £630m
per annum on energy, and the adoption of cost-efficient energy measures such as use of LED
lighting, increasing efficiency of heating and cooling systems and improved metering could result in
savings of up to £860m per year across the UK (UK BEIS, 2016). Beyond Zero Emissions' Million Jobs
Plan (2020) estimates that installing solar panels and batteries on all Australian schools and early
childhood centres that do not currently have solar and allowing them to operate as Virtual Power
Plants (VPP) would save $114 000 in annual energy bills per large school or centre and $12 700 per
small school or centre. Case Study 1 describes the cost savings in Victorian schools. The flow-on
effects of these measures can provide rich learning opportunities for students, improve teacher
retention and foster community engagement (Kats, 2006; Rauland, Odell and Perry, 2019;
Sustainability Victoria, 2016, 2021).
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Case study 1 Cost Savings in schools in Victoria through Sustainability Victoria’s ResourceSmart
program

Sustainability Victoria was established under the Sustainability Victoria Act 2005 as a statutory
authority with a board appointed by the Minister for Energy, Environment and Climate Change
with obligations under the Environment Protection Act 1970 for statewide waste management
strategy and planning (Parliament of Victoria, 2005). In 2008, Sustainability Victoria established
the ResourceSmart program as a free government-funded program, supporting Victorian schools
to embed sustainability across the school facilities, community and curriculum (Sustainability
Victoria 2021). Through the ResourceSmart program, which gives participating schools access to a
community of sustainability experts including a Regional Coordinator, curriculum resources,
programs to track energy and water consumption (Schools Water Efficiency Program and
ResourceSmart Online), School Sustainability Certification (5 Star schools are recognised as
Leadership schools) and an awards program, its 1 400 participating schools have:

● saved more than $38 million on bills
● planted 5,269,342 trees
● saved more than 110,000 tonnes CO2e greenhouse gas emissions
● diverted 177,000 cubic metres of waste from landfill
● saved 1,798,539 kilolitres of water (Sustainability Victoria, 2021).

However, many state schools still do not have solar - or their systems are too small, and few have
batteries. Case Study 2 describes the kinds of challenges schools typically face when trying to install
solar panels themselves. Synergy is installing commercial batteries and VPP technology in up to 16
participating schools across the South West as part of a VPP Pilot Project launched in 2020 (n.d.). At
the time of writing, the results of this study and feasibility of implementing this program across
schools in the State are unknown. The use of low carbon heating solutions (e.g. large-scale heat
pumps and heat networks) is growing though it can involve significant initial investment and longer
payback periods (UK BEIS, 2017). A review and replacement program across the school system
would significantly reduce energy consumption, allowing for further efficiencies when combined
with the provision of solar panels.

Case study 2
Installing solar panels in a typical WA school in the Perth metro area

The sustainability committee at a Perth primary school is an arm of our P&C. At the beginning of
2021, the Principal gave the sustainability committee the approval to explore solar panel
installation. As the school’s electricity bills are $40 000 per year, solar would provide both
significant financial benefits once the installation costs had been remunerated, as well as the
environmental benefits. The plan was to fundraise the capital. The P&C contacted Synergy to
arrange for a quote, but they alerted the P&C to the fact that there is a policy in place with public
schools which requires them to procure higher risk items such as solar through the Department
of Building, Management and Works.

The school then contacted the Department of Building, Management and Works, who reported
that they do not endorse school P&C associations arranging and funding solar panel installations
themselves. They reported that a feasibility study would need to be arranged through the
Department of Finance (DoF) or directly through PFM (Programmed Facility Management). They
also said that the feasibility study would be an additional cost to the installation and must be
funded by our school (likely $7 000 for our sized school). The school community predicted that
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the overall cost to be ~ $150 000.  Due to much higher than anticipated costs, plans were
abandoned.

Following this, the school was extremely pleased when the McGowan Government delivered
their election promise to fund solar for schools. However, it is still not clear to us when schools
such as this one would be granted funding, if it all.

3.4.3 Energy and water audits

Energy and water audits are rightly viewed as a baseline starting point to understand how energy is

flowing through the system and collect reliable data. In Australia, a recent survey revealed that

while 94% of respondents supported their schools in tracking energy, water and waste production,

only 28% of schools were tracking energy and 27% had an action plan or tools in place to reduce

consumption. In addition, while energy forms the largest component of a school’s carbon footprint,

most school sustainability programs targeted waste (77%) and water (49%), which are much more

tangible than energy, which saw only 39% of programs target (Rauland, Odell and Perry, 2019).

In Western Australia over the last decade, a small number of schools have been contracting an

Energy and Water Auditor to conduct an audit, write a report, identify efficiencies and make

recommendations through programs such as ClimateClever or EnviroHouse, typically saving up to

$10 000 a year (varies with size of the school) (Climate Clever, 2019; EnviroHouse, 2021). Energy

savings can be made from simply turning fridges and freezers off during the school holidays or

removing sugar and energy heavy slushy machines in canteens. Schools often fund an Audit out of

their own budget based on environmental sustainability goals set by their school community,

although the cost is often partly subsidised by local councils, P&Cs or other sponsors (Climate

Clever, n.d; EnviroHouse, 2021). Data collected from Energy and Water Auditors has not been

collected by the Department, nor has an energy audit been conducted of education infrastructure in

WA.

Schools that have managed to locate Energy and Water Auditors in the community and paid for an

Audit do report a series of barriers to implementing recommendations. It takes a very resourceful,

focused, persistent leadership team or individual to implement environmental sustainability goals in

a public school in WA at this time. Many educators and parents in WA express frustration with lack

of resources, often citing difficulty with trying to get projects off the ground; lack of leadership;

maintaining momentum; securing financial resources; and finding time. Often P&Cs are at the

forefront of initiating, planning, funding, and assisting with implementation of audits and related

sustainability projects (WACSSO, 2021). Funded, resourced, and regular 3-yearly energy and water

audits for schools, and having a dedicated staff member implement recommendations and keep up

to date with data is imperative. However, few schools have the resources to manage ongoing data

collection internally without support or incentive. If schools identify the continued monitoring of

water as a priority, they often save tens of thousands of dollars avoiding wastage (see Appendix C).

3.4.4 Waste reduction and recycling

Education support and services relating to waste reduction and recycling in Western Australia is

available through Local Councils (e.g. Suez, CleanAway, private contractors), Regional Councils (e.g.

Earth Carers, Recycle Right), government-funded agencies (e.g. WasteWise, Water Wise) and other

organisations such Containers for Change. Levels of education support and waste management
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services in schools therefore vary greatly depending on the level of education support that the local

council or regional council is able to provide; the capacity of the school to explore the most effective

options for waste disposal through the school procurement process; the capacity of teachers to find

time to navigate these services within their own educational programs and time available; and the

willingness of school canteen managers to prioritise waste reduction. The onus is ultimately on

individual teachers to apply, organise and implement what is required (see Case Study 3).

Responsible waste education with a focus on reduction and a proper understanding of what

happens to your waste once it goes into the bin doesn’t need to be reinvented at every school. To

ensure information is accurate and up to date, this needs to be directed from a central source that

focuses on sustainability and reduction.

Waste management needs to be a comprehensive, whole school approach, where all school

principals and facility managers are given guidance as to appropriate waste management

infrastructure from a sustainability perspective. This support also needs to be available to school

canteens for both procurement and waste management. Teachers also need to have curriculum

aligned information about aspects of material use, consumption, sustainability, waste management

and end of life to support the emerging circular economy. This approach would support the

principles of the circular economy, each individual school wouldn’t need to start from scratch and

schools know where to go to get support.

Case study 3
Case study from a northern suburbs Perth State Primary School < 500 students

This case study involves a State Primary School in the northern suburbs. In 2019, the school had
two landfill skips and one paper/cardboard skip bin. The aluminium cans from the canteen,
plastic milk bottles from the staff room and green waste from the grounds go in the landfill bin.
There are no incentives to reduce waste to landfill, no guidance relating to better solutions and
no curriculum-based resources available. Indeed, each school needs to reinvent the wheel when
it comes to how this should be best managed. There are solutions though. Greenbatch emerged
as a front runner in innovative technology for local Perth based plastic recycling. Unfortunately,
due to lack of funding, Greenbatch (along with the curriculum aligned resources if supplied)
folded in 2021. ClimateClever is another innovative solution. At this Perth school, it took two
years of discussions but the ClimateClever subscription was eventually approved. This program
provides schools with a framework to reduce their consumption and thereby emissions through
school wide education and curriculum embedded, student involved practical solutions. Alas, due
to current teacher workloads there is no teacher time available to incorporate this innovative,
embedded, solution-based application. The school did apply for and receive the initial WasteWise
grant, however the feedback on the process was that it was very onerous and completed in the
teacher’s own time. Whilst the money was well spent on worm farms and wicking beds that the
school still uses today, this is one isolated project rather than a comprehensive waste
management program with a whole school approach. In 2021, the school still has two landfill
skips and one paper/cardboard skip bin.

3.5 Community

The Western Australian Department of Education acknowledges that strong partnerships and
collaboration between schools and their communities provides better outcomes for students. The
Western Australian Council of State School Organisations Inc. (WACSSO), which is the peak body
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representing 660 Parents and Citizens Associations (P&Cs) in public schools in Western Australia,
has a key role to play in fostering strong alliances between school and community. Its most recent
policy paper, WACSSO (2021, p. 18) highlights the “the polarized state of the discourse around
climate change and climate action in Australia” and the need to continue to foster strong
collaboration between all levels of government, business and community to address climate change.
A plethora of dynamic, local volunteer-based organisations in WA like Bottle Top Hill, Containers for
Change, EarthCare, GiveWrite, Greenbatch, Keep Australia Beautiful, Parents 4 Climate Change and
Solar our Schools further illustrate the growing need for communities to work and learn together for
the common good to address climate change. With the move to holistic, place-based, participatory
approaches to formal education, community is fundamental to learning. Pedagogy in community
makes learning come alive and is a very effective and efficient way of addressing all curriculum in a
holistic, engaging, and relatable approach. It enhances the opportunities for many of the Quality
Teaching elements of good pedagogy—particularly connectedness, knowledge integration,
engagement, deep understanding, substantive communication, and importantly problematic
knowledge. This leads to elements of student self-regulation and direction, and social support (NSW
Department of Education, 2007).

Thus, even without the onslaught of more frequent and extreme disaster events, there is a
strengthening of professional capital for teachers and schools connected to the broader community
(Sahlin, 2019) with learning opportunities both inside and outside the classroom and school
provided through community partnerships (Mayer et al.; Rennie, Wallace & Venville 2018). For
example, learning communities, including community partnerships, set up within the School Climate
Change Initiative (2007-2009) were foundational to the climate change learning experience.
Important recommendations from this initiative included the inclusion of evidence of learning
outcomes, executive support, and long-term commitment, as well as external support be embedded
in development. (Ladwig, Mockler & Ross, 2010).

However, partnerships are particularly important in times of upheaval (Ramesh & Sucharita, 2016)
with the importance of community highlighted through disasters such as the fires and floods that
Australia is increasingly experiencing. Furthermore, teaching with and in the community enriches
student understanding and preparedness for disaster events. (Rennie et al., 2018). In times of
disaster community partnerships provide support such as student health and wellbeing and social
support in addition to expertise and learning opportunities (Okilwa & Barnett, 2017; C. Thompson,
2018; Wang et al., 2016). During and following periods of crisis, schools should work in collaboration
with community and external support providers to provide a critical source of support (Araz et al.,
2013). Schools often provide shelter for the wider community following crisis periods (Kline,
Schonfield & Lichtenstein, 1995). As the impact of a crisis can continue for years after the initial
event, post-crisis partnerships with communities can help long term recovery efforts for schools
(Gawith, 2013; Gibbs et al., 2019; Ormandy, 2014). For example, research following Hurricane
Katrina found that school partnerships played a vital role in building effective school improvement
practices (Beabout, 2014).

Partnerships between schools and communities are vital in learning, in crisis management, and in
effective learning around climate change knowledge and skills in mitigation and adaptation. Ensuing
climate change education will prepare students and the community for disasters while also
contributing substantially to climate change mitigation which in turn will lead to greater
psychological and physical wellbeing for students and their communities.

3.6 Opportunities for innovation to effect change within and across sectors

As our understanding of climate change improves, different sectors are becoming more aware of
how their operations directly and indirectly contribute to climate change and other sustainability
topics. Increasingly we are seeing different sectors align with the Paris Agreement and make claims
that their company and institution will be net zero by 2050 (Figure 2). What this actually means for
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their company operations and how they will achieve it is even more important than the
commitment itself. Whilst there are several levers of decarbonisation, innovations are vital across
each one of them. Global emissions need to halve by 2030 and reduce by 90% by 2050 to limit
temperature increases to 1.5C (IPCC, 2021). This requires massive shifts in technology, policy and
education within all sectors, including those that are considered hard to abate, like aviation,
shipping, steel and oil and gas.

Innovations can take different forms. They can be a completely new technology, a more efficient,
lower carbon version of an existing technology, a way to make a technology accessible or affordable
or creating a new market or business model for a technology (BCG, 2021).

Figure 2. Carbon neutral, net zero and 100% renewables commitments by Australian universities
as at Feb 2021 (100% Renewables, 2021)

“A big constraint on wind-generated power is the construction of wind farms in locations with a
steady airstream and a limited number of neighbours. Offshore locations are an attractive solution,
but constructing windmills in deep-water settings, where winds blow strongly and more steadily,
has been prohibitively expensive—until recently. Enter Equinor, with new technology that enables
offshore wind turbines to float, obviating fixed moorings. Motion controllers and sensors regulate
the turbine blades in relation to wind speed, intensity, and direction to prevent capsizing…Floating
wind farms could power up to 12 million homes in Europe by 2030.” (BCG, 2021). This development
has the potential to further strengthen the renewable energy industry and to drive change within
the broader electricity sector by improving the cost competitiveness of wind, further displacing the
use of fossil fuels. The innovations won’t be complete by 2050 either, if we are to limit warming to
1.5°C and then work to reduce historical emissions from the atmosphere, innovations and
developments in technology will still be required well beyond 2050. Indeed, to achieve net zero,
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some of the technologies required may not have been invented yet (WEF, 2021). In order to create
these innovations, it is essential to have a solid understanding of the issues faced, the challenges
that are associated with change, the knowledge to develop and the leadership to implement. These
fundamentals are all grounded in education.

It is clear that the climate crisis won’t be solved by this generation alone but the many generations
to come and that is why embedding climate and sustainability into the Australian curriculum is
essential for us to adapt to and thrive in a lower carbon future.

3.7 Opportunities to make climate change explicit across the curriculum

General Capabilities (GC) such as Critical & Creative Thinking, Ethical Understanding and Personal &
Social Capability “play a significant role in the Australian Curriculum in equipping young Australians
to live and work in the twenty-first century” (ACARA, 2019). While literacy and numeracy are
essential foundational skills (Education Council, 2020), GC can support teachers to authentically
build knowledge, understanding, empathy and enfranchisement about climate change in their
classrooms.

Therefore, it is vital that GC are not just 'seen' and 'noted' by teachers in the syllabuses, but that
they are instead 'inspirational' and 'tangible/usable' for teachers - and that teachers are presented
with general capabilities that demonstrate the ‘progression’ that students should take as they
journey from Foundation to Year 10. GC are 'action-oriented' and not 'hypothetical' in terms of
real-world problem solving/understanding. In order to ensure that Climate Change is authentically
and consistently embedded in student learning, ACARA has an important role to create a means of
making it clearly visible and obvious to teachers about how they can explicitly connect the GC to
Climate Change and the Key Learning Areas, for example using:

● an interactive portal that links teachers to teaching and assessment examples that focus on
Sustainability, sub-elements of general capabilities and content.

● a coding system within each general capability continuum that points to sub-elements that
provide particularly ‘rich’ authentic sustainability learning opportunities for students.

A more purposefully embedded approach to sustainability as a cross-curricular priority (SCCP)
would be feasible if sustainability values, concepts, skills and actions were explicitly evident across
all general capabilities (GC) and key learning areas (KLAs). Our shared experience is that without
explicit reference, teachers may only focus on content knowledge and not identify the links or
integrate across all curriculum aspects.

There is also scope to refine understandings of sustainability as a construct. We argue it should not
be limited to ‘anthropocentric’ worldviews and ‘green’ environmental concerns as these are
inadequate to drive the transformative global change needed. Sustainability must be viewed as
multi-dimensional, inclusive of the natural, economic, political and social dimensions promoted by
UNESCO (2010).

Also, while global sustainability in the past focused on environmental protection and conservation,
current approaches focus more on mitigating human environmental impacts and restoring or
regenerating the Earth and acknowledging Aboriginal and Torres Strait Islander peoples
environmental /sustainability practices. It is unconscionable today to focus on protection and
conservation only, in the context of intergenerational equity and learners’ futures.
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4 Climate change mitigation and adaptation actions currently being
undertaken in schools, their challenges and the benefits they are
achieving

This section addresses two parts of the Terms of Reference: b. Climate change mitigation and
adaptation actions currently being undertaken in schools, and the benefits they are achieving; and
c. Barriers that schools encounter in undertaking climate action and how these can be addressed.
Four key programs delivering education for sustainability (EfS) in WA schools, which includes climate
change education, were selected for a SWOT (Strengths-Weaknesses-Opportunities-Threats)
analysis. The SWOTs were conducted by the program leads and others participating in the program.
The objective of the exercise was to provide a balanced analysis of each program and to identify
salient commonalities and differences to inform the group’s recommendations.

4.1 Coolbinia and Hillcrest Primary Schools: Models for enfranchising students, staff
and community

Coolbinia Primary School is a community-focused Independent Public Primary School in suburban
Perth, catering for 414 students (2021) from Kindergarten to Year 6. Work on sustainability and
environmental education at Coolbinia Primary School is supported by Dr Elaine Lewis as
Cross-Curriculum Leader, which is a part-time 0.2 teaching position that has been in place for over
ten years. Supportive leadership at Coolbinia Primary is demonstrated through relevant statements
in the school’s Business Plan, as well as the STEM and Cross Curriculum Operational Plans. Dr Elaine
Lewis and Coolbinia Primary School have received multiple awards and is recognised as a leading
sustainability school in the State (see Appendix D).

Established in 1950, Hillcrest Primary School is located in the suburb of Bayswater with 464 students
(2021) in K-6. Since 2017, the school has employed a permanent part-time (0.4FTE) teacher, Rachael
Roberts, to develop innovative practices in sustainability throughout the school. In 2018, Hillcrest
Primary School won Waste Wise School of the Year and in 2020, Ms Roberts was the Winner of the
World Teacher’s Day Award (UNAAWA). Ms Roberts leads the sustainability programs at Hillcrest,
delivering a cross curriculum program focussed on building student skills across the Curriculum,
engaging in meaningful hands-on projects.

4.1.1 Strengths

Leadership from the Principal and embedding environmental sustainability into the School Strategic
Plan was the model chosen by Hillcrest Primary School to implement a program of change. This
model signalled to the school community that environmental sustainability is an educational and
organisational priority and there is a commitment to this goal for a period of time.

Hillcrest Primary School developed this model in response to a number of factors: peer reviewed
science pointing to the need for environmental sustainability to provide a secure future for our
children; Sustainability as a Cross Curriculum Priority in the WA Curriculum; pressure in our
community for action; financial responsibility in using resources efficiently and putting the savings
back into education; the understanding that schools should be a priority institution for
demonstrating civic responsibility in this area.

The success in implementing the Sustainability goal in the Strategic Plan can be directly attributed to
the resources invested from the one line school budget - employing a part-time Sustainability
Teacher. Providing paid non-contact teacher time for planning, collaboration, coordination, problem
solving, establishing partnerships and taking advantage of goodwill, grants and opportunities, has
created expanding educational opportunities for students in the sustainability space. The model has
also realized significant financial savings in a tight budget environment.

25



Hillcrest Primary School is not as advanced as Coolbinia Primary School in terms of embedding
sustainability into curriculum areas, but has completed the first phase of showcasing ideas and
modelling to other schools the actions that can be undertaken in a school to increase engagement
with sustainability based projects. We are in the beginning phase of educating teaching staff and
exploring avenues for students, staff and our community to engage in and drive projects. Initiatives
are currently directly scaffolded and supported by the Sustainability Teacher through Committee
structures.

Sustainability education provides equitable access for all students to explicitly learn skills that can
then be applied in real-life. Sustainability education is engaging, only limited by our imagination.
The strength of sustainability education is that if resourced, understood and embraced, students
benefit from the resources developed and so does the community. Creativity, team-work, resilience,
problem solving, well-being, citizenship, data driven solutions, evaluating results, inventing,
researching, citizen science projects, developing a sense of place and your place in a global context
are all just a fraction of what sustainability education can offer. Climate change is a challenge that is
going to require all these skills and more.

4.1.2 Challenges

Setting a goal to implement environmental sustainability and integrate it into student education is a
long term project. Educators are wary of fads that come and go and are unlikely to invest energy
into something unless it is clearly articulated by educational leaders as a priority and this needs to
be responsibly resourced. Current Sustainability Projects in schools have a life as long as one or two
passionate individuals (parents, staff, volunteers) in the school community are available. Placing
value on environmental sustainability requires our educational leaders to understand what it is, why
it is important and how the community, school and students benefit. This has not been articulated
clearly for schools in WA as yet. As a result sustainability projects in schools are often not valued
enough to resource them adequately. Most exist because of the commitment, hard work and
volunteering from a community or staff member.

School based sustainability projects cannot be established for the long term without leadership,
planning, resources and support. Currently schools focus on the sustainability areas where
resources and support are available – currently in the areas of waste and active transport.
Resourcing for school based climate change initiatives has been scarce.

Sustainability is a cross-curriculum priority in the WA Curriculum, however many teachers do not
have the time or expertise to create meaningful learning experiences for students. Most educators
didn’t benefit from sustainability education themselves and did not receive it during teacher
training. Climate change has for so long been an area of political conflict in Australia that it is not
surprising that our educators and schools are unsure about how to explain the climate crisis to
students and the actions that will make a difference.

4.2 Sustainable Schools WA: Model for supporting teachers

Sustainable Schools is a whole-school planning framework for Education for Sustainability (EfS) that
has been developed “by schools, for schools” in conjunction with a broad range of organisations
that provide support for schools within this critical context for teaching and learning. Sustainable
Schools WA has informed the development of the Australian Curriculum cross curriculum priority of
sustainability and now provides schools with an ideal support mechanism to implement significant
components of the Western Australian Curriculum.

4.2.1 Strengths

● Co-designed and co-developed ‘by school for schools’, in conjunction with local EfS
providers/programs (SS-WA Alliance) -> broad local ownership

● Generic in nature reflecting broad vision, guiding principles and overarching goals -> schools
can develop locally relevant sustainability action plans
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● Reflects a holistic, interconnected view/picture of sustainability i.e. cultural/social,
environmental and economic -> supporting a movement from ‘green to mainstream’ thus
providing many more opportunities for broader engagement and buy-in

● Process-driven i.e. discussion/communication -> actions e.g. working groups, committees,
development of shared vision and goals, collective activity and outcomes, etc.

● Research evidence for enhanced student attitudes and values,knowledge and
understandings, and skills and behaviours following participation in sustainability programs
that are embedded across the curriculum (e.g. Lewis 2013, 2015a, 2015b; Lewis, Mansfield
and Baudains, 2014; Prabawa-Sear and Dow, 2018).

● Research evidence that teachers perceived sustainability programs to be highly effective
especially when leadership support was provided

● Research evidence that SS-WA provided support to school sustainability champions,
particularly when they had access to sustainability networks/hubs and professional
learning, school leadership support, and broad stakeholder participation in school
sustainability programs.

4.2.2 Weaknesses

● Has lacked sufficient system support including appropriate resourcing to allow for
comprehensive rollout

● Process requires greater detailing/clarity and communication

● Research evidence identified barriers to sustainability education in schools, which included
a lack of leadership support and professional learning with associated ongoing support, as
well as inadequate stakeholder engagement over time

4.2.3 Opportunities

● All schools in WA could be supported to embrace this whole-school planning framework
and develop locally relevant, curriculum-linked sustainability action plans through e.g.
leadership training

● The Department of Education and all affiliated sites e.g. Statewide Services, Regional Offices
could be supported to do similarly

● SS-WA could be used as the basis for the system to measure and report on its contribution
to sustainability and climate change mitigation

● Comprehensive education for sustainability input to pre-service teacher education

4.2.4 Threats

● The value of SS-WA may not be recognised by teachers, administrators, and the system
alike, and so may not receive the requisite amount of support to enable it to realise its
potential to support sustainability outcome in schools and across the system more broadly

● Token implementation of the new 'Sustainability Framework' at the various levels -
Department, Principal, Staff and Classroom

4.3 Australian Association for Environmental Education Little Green Steps: Model for
supporting professional community

Little Green Steps WA (LGSWA) is a unique and innovative program linked to the National Quality
Standard (NQS), Early Years Learning Framework (EYLF) and Australian Curriculum (AC) that partners
with early childhood education providers to connect them with a hub of practical resources to
achieve a lifetime of sustainable living. This involves engagement on an individual and group basis in
training and support measures, together with leading edge research, to embed 'reaching out and
treading lightly' through the concepts of the "Social Handprint and Ecological Footprint". Our people
are completely dedicated to a sustainable future through practical measures built around lived
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experience and are driven by a desire to preserve all that is unique about our planet for future
generations.

4.3.1 Strengths

Knowledge – collaborative, work smarter, Passion, Networks, Belief in the change we drive, Highly
motivated, Adaptive, Resourceful, Have sustainability practices embedded, Unique program, Good
reputation.

4.3.2 Weaknesses

Lack of visibility, Lack of time, Lack of funding, Lack of belief in the program’s/our ability to expand,
Staff turnover, Not enough focus on the big picture, Lack of experience in marketing.

4.3.3 Opportunities

Many potential customers, Many partnership opportunities, Many marketing platforms and
strategies, Support networks, Sharing stories, Work smarter and collaboratively, Work at higher
levels.

4.3.4 Threats

Time - limited, Funding - lack of continuity, Resources - lack, Lack of recognition as a vital program,
Weakening economic outlook.

4.4 Climate Clever: Model for measuring school’s carbon footprint

Developed following years of research and successful pilots (Rauland, Odell and Perry, 2019;

Rauland et al., 2014), the ClimateClever platform distills the most effective components to create an

innovative, data-driven App, consisting of three interactive online tools. The App enables schools to

easily calculate and track their carbon footprint; conduct an audit of their buildings; and create

personalised action plans to reduce consumption, costs, and carbon emissions across all utilities

(electricity, gas, water and waste).

4.4.1 Strengths

● Provides a network between schools to support engagement and knowledge sharing
● Student-led and student focussed, so kids are directly engaging with the subject matter
● Accurate data
● Accessibility
● Data privacy
● Simple user interface ie easy to use
● Community engagement e.g. partnership programs
● Clear month-month tracking/easy to read graphs
● Focus on low/no-cost actions
● Curriculum resources included
● Community events included program e.g. school meetups
● Support team
● Knowledgeable staff and academic background
● In-house development team
● Links to curriculum

4.4.2 Weaknesses
● Time restrictions on updates due to team size
● No carbon related certifications for users
● Some tasks such as Audit are both time consuming and mundane
● Time consuming for teachers
● Expensive and a continuous cost renewed annually
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4.4.3 Opportunities
● DOE partnerships
● Further private funding
● Increase climate action in schools
● Increase community engagement
● Big demand for environmental standards/future proofing carbon record keeping for schools
● Increased in health benefits, physical and mental
● Increased learning for both students and staff
● Identifying improvement opportunities for existing buildings

4.4.4 Threats
● Competitive industry
● Changing regulatory environment
● Policy restrictions from the DOE
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5 Supporting schools to respond to climate change: Towards a
cross-sectoral centralised approach to addressing climate change,
starting with Education

5.1 Rules of good governance

Education systems are incredibly complex, but the rules of good governance always apply. While
some systems have a long tradition of providing local authorities and school leaders with sizable
autonomy in how they run their schools, others remain highly centralised. According to OECD data,
Australian teachers have autonomy over curriculum and assessment above the OECD average and
autonomy over resource allocation (such as hiring and dismissing teachers and budget allocation) at
around the OECD average (OECD, 2019). But adding parents and other stakeholders to the mix, who
all have an opinion and stake in the system’s problems and how to solve them, makes for a dynamic
system that is open to negotiation. Information is now more widely gathered than ever before,
posing challenges but also offering opportunities to shape education. Despite these demands and
challenges, it remains the responsibility of the ministries of education to put policies in place to
deliver a high-quality, sustainable and equitable education system, with respect, health and safety
of all its citizens as its core business.

Climate change is an issue that requires a systemic global response – and this is testing our complex
decentralised dynamic systems, including education, where the potential for change is greatest.
Again, despite these complexities, it remains the responsibility of governments to put in place the
legislative and regulatory frameworks, and set the strategic policy guidance and accountability
frameworks and collaborative mechanisms to ensure that its citizens can live peacefully, sustainably
and equitably.

OECD work on governing complex education systems (Burns and Köster, 2016) outlines six key areas
of effectively governing complex education systems, which is a useful policy framework for all
governments when formulating a comprehensive policy response to climate change (Figure 2).
While countries like Finland, Korea, the Netherlands (GEEP, n.d.) (Case Study 4) and the United
Kingdom have championed exemplary governance to address climate change, there is much to be
learned from our past. In 2005, the State Government of WA published ‘Hope for the Future: The
Western Australian State Sustainability Strategy. A vision for quality of life in Western Australia’. The
National Australian Sustainable Schools Initiative (AuSSI) model was aligned to this policy (see
Section 2 and Appendix H). Many aspects of this policy, which is a comprehensive strategy to embed
sustainability in the system, in both WA and globally, can equally address a climate change agenda,
following the OECD principles in Figure 3:

● Take a whole-of-system perspective by developing a Sustainability Act that embeds
the principles of sustainability in government actions and processes and supports
reporting on the outcomes across government through a periodic State of
Sustainability Report. The policy clearly establishes roles, benefits and values of
sustainability and acknowledges sustainability as a global process with widespread
social, economic and educational benefits, especially for businesses, communities
and the environment itself.

● Create accountability by requiring government agencies to respond to a
Sustainability Code of Practice for Government Agencies and developing a
Sustainability Action Plan to address a range of issues including energy use,
greenhouse emissions, waste minimisation, community engagement and
sustainability procurement; and embedding sustainability into the planning system
through a Sustainability Scorecard approach to development control
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● Ensure capacity by establishing a Sustainability Directorate in the Department for
Planning and Infrastructure and a Sustainability and Development Assessment
Committee as a Standing Committee of the Western Australian Planning
Commission.

● Promote knowledge governance by initiating and trialling a Sustainability
Assessment—an integrated and holistic approach to decision-making to create ‘net
benefit’ outcomes.

● Involve stakeholders by creating a Sustainability Roundtable with community and
industry expertise in order to facilitate State-Local Government Sustainability
Partnership Agreement, partnership projects, Regional Sustainability Strategies, etc.
Promote Aboriginal employment targets in major developments, joint management
with Aboriginal people of National Parks, an Indigenous Protected Areas program
and Indigenous Regional Agreements to support Indigenous sustainability.

● Think strategically by facilitating the new Global Centre for Sustainability
(combining expertise from universities, TAFE, the CSIRO, government and industry)
to undertake major international partnership projects on the interrelated issues of
population, global aid and environmental technology, and implement a Western
Australian Greenhouse Strategy and continue to develop innovative contributions
to the global greenhouse issue.

Figure 3. Strategic Education Governance Framework (OECD, 2020)

Case study 4 Education for Sustainability Policies in the Netherlands

The Netherlands passed its first national environmental education (EE) in 1988 and initiated the
first multi-year EE action program in 1992. During the UN Decade for Sustainable Development –
which began in 2005 – the Netherlands released two separate policies: one for environmental
education (EE) and one for Education for Sustainable Development (ESD), which converged in
2013 under the country’s Duurzaam Door program. Duurzaam Door serves as "the umbrella for
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educational activities in the field of nature, environment and sustainability”. Through Duurzaam
Door, €2.7 million is budgeted for national programming. For provincial programs, €1.5 million in
government grants are available on an annual basis. Provincial/local governments, as well as third
parties, each contribute an additional €1.5 million. Total budget on an annual basis for the
provinces includes a maximum of €4.5 million.

K-12 educators in the Netherlands can access environmental education resources through Groen
Gelinkt, an online search system that offers teaching materials and information about
environmental education and sustainability. National policy also supports new forms of
monitoring and evaluation for the country’s prominent environmental education programs, such
as Groen Gelinkt, and facilitates national education networks for sustainability in secondary
education (Sustainable Chain Gang (VO)), higher education (Higher Education - Students for
Tomorrow) and vocational practices (Sustainable MBO) to lobby at all levels and achieve key
objectives for engaging students in sustainable development curricula, research, and practice.

Sustainable PABOs supports environmental educators by offering professional learning
opportunities through conferences, lectures and workshops, newsletters with tips and activities,
and online resources. It also supports teacher training colleges and primary schools in learning to
use the PRISE (Primary Sustainable Education), an assessment and evaluation instrument for
Education for Sustainable Development (ESD) in primary education.

According to GEEP (2021), “by positioning environmental education as a platform for forging
relationships and building capacity, the Netherlands’ government facilitates a “learning society”
to assist individuals and institutions in addressing key issues through education and sustainable
practices”.

Source: Global Environmental Education Partnership (GEEP), Countries,
https://thegeep.org/home, North American Association for Environmental Education, Accessed
20 October 2021.

5.2 A systemic policy approach to supporting schools address climate change

Despite being a signatory to international multilateral agreements such as the Paris Agreement in
2016, of which Article 12 affirmed the importance of climate change education, and the United
Nations 2030 Agenda for Sustainable Development with its associated 17 Sustainable Development
Goals (SDGs), Australia has yet to develop a coordinated educational policy approach. Indeed, in the
last decade, policy mechanisms at both the state and federal level to support climate change
education have faded. The Alice Springs (Mparntwe) Education Declaration, a key policy pillar
agreed upon by every education minister in each Australian state, omitted any reference to either
climate change or the need to integrate sustainability across the curriculum that had been part of
the previous 2008 Melbourne Declaration of Educational Goals for Young Australians (Gough, 2021).
This retrograde step has removed a significant imprimatur for our national body that sets curriculum
and assessment priorities- the Australian Curriculum and Assessment Authority (ACARA) - to enable
the inclusion of climate change. Whilst the sustainability cross-curriculum priority in the Australian
Curriculum has been intact since the inception of the curriculum in 2012, it is a weak policy
imperative for climate change due to its fragmented scattering of concepts and ideas across the
year levels (Kuzich, 2019), and its lack of explicitness about climate change (Colliver, 2017). In fact,
there are only two references to climate change and they are presented as part of sustainability
issues to consider within the learning areas of technologies and languages (Eilam, Prasad, & Widdop
Quinton, 2020). The non-mandated nature of the sustainability cross curriculum priority means that
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teachers may or may not include these ideas (Kuzich, 2019) and thereby climate change can be
completely omitted.

In the absence of any clear macro policy support for climate change education in schools, teachers,
parent groups, principals/school leaders, and students have taken the initiative themselves. The
paradox of the situation is that these groups are fully aware of the urgency of the situation and
realise they cannot wait for formal education in climate change. At present, teachers are co-learning
with their students, however there are concerns about the potential to perpetuate misconceptions
(Ledley, Rooney-Varga & Niepold, 2017) or arrive at simplistic actions (Stevenson, Nicholls &
Whitehouse, 2017). In considering their response to these issues, policy makers need to recognise
that climate change education is complex – it is not simply a matter of educating ‘about’ climate
(Reid, 2019). Moreover, whilst it is enmeshed with environmental education and education for
sustainability, it is a field of inquiry in its own right (Rousell & Cutter- Mackenzie-Knowles, 2020).
Teachers, therefore, need assistance to develop the prerequisite understanding and skills that
support student understanding of prevention, mitigation and adaptation strategies and the
development of strategic action competence. However, neither newly graduated teachers, nor
those currently in the workforce, are provided the opportunity within their professional preparation
(Berger, Gerum & Moon, 2015; Boon, 2016). There is an urgent need to include climate change in
university teacher education courses and also to offer ongoing high quality contextualised, place
based professional learning for those teachers already in service.

It appears that at present, the greatest sphere of action and concern for climate change is at the
micro level of schools. There are two areas of concern with the current situation: lack of scalability
and conflicting priorities for schools. The first issue is that without the support of a macro level
policy infrastructure for climate change education, our schools rely on a precarious and
unsystematic network of individual teacher or school leader ‘champions’. This piecemeal approach
has proven to be an ineffective policy platform for change, as has been evidenced with the
education for sustainability movement (Malone & Somerville, 2015; Kuzich, 2019). The result is a
hindering of the capacity of the education system as a whole to ‘scale up’ the response to climate
change (Glennan, Bodilly, Galegher & Kerr, 2004). Secondly, schools are subject to competing policy
demands with climate change education as an existential priority being displaced by regimes of
accountability centred on literacy and numeracy achievement. Certainly, schools having an
articulated vision and supportive suite of policies is a prerequisite to enable the possibility of
climate change education. However, these school-based ideals can conflict with the institutional
policy behemoth of raising literacy and numeracy scores (Nicholls, 2016; Kuzich, 2019).

In a prevailing climate of narrowed curriculum and pedagogical practices, brought about by a desire
to raise school achievement on nationally comparative standardised tests such as NAPLAN, practices
that support climate change education risk erosion or omission. Such pedagogical practices, cited in
the literature as having a positive impact on students’ attitudes and actions towards climate change,
are cooperative, interdisciplinary, participatory, place-based and experiential learning (Rousell &
Cutter-Mackenzie-Knowles, 2020). These stand in stark contrast to the growing trend towards
didactic formulaic pedagogies that are considered beneficial in improving test scores (Polesel, Rice
& Dulfer, 2014). Thus, for schools to become a fertile ground for climate change education there
needs to be a coherent policy alignment between macro level (whole of government) policy, which
in turn informs the stance taken by each educational sector, and that of each school.

5.3 Transformative pedagogical practices linked to the curriculum

For climate change education to gain traction in schools it is necessary to support teachers by
providing examples of successful models of curriculum and pedagogy. Especially critical is the need
for pedagogical practices that are designed to be transformative, that is, to change inaction to
action. One framework that has gained prominence in Australia, due to our horrific experience with
bushfires in the last decade, was created by the Global Alliance for Disaster Risk Reduction and
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Resilience in the Education Sector (GADRRRES). This framework has responded to the calls to reduce
the risks of all hazards in the education sector through its Comprehensive School Safety global
framework (GADRRRES and UNISDR, 2017). The goals of this framework are to

● protect students and educators from death, injury and harm in schools,
● plan for continuity of education through all expected hazards and threats,
● safeguard education sector investments, and
● strengthen risk reduction and resilience through education.

Figure 4. The three pillars of Comprehensive School Safety (GADRRRES and UNISDR
2017, p. 3)

According to this framework, “Comprehensive School Safety is addressed by education policy and
practices aligned with disaster management at national, regional, district, and local school site
levels” (p.2), and it rests on three pillars (see Figure 4) which are designed “to promote school safety
as a priority area of post-2015 frameworks for sustainable development, risk reduction and
resilience” (p.3):

1. Safe Learning Facilities
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2. School Disaster Management
3. Risk Reduction and Resilience Education.

However, while State education authorities do their best to provide safe learning facilities (Pillar 1),
and require schools to file annual emergency management plans (Pillar 2), the curriculum content
component (Pillar 3) falls far short of disaster risk reduction and resilience knowledge needed to
prevent and reduce hazard exposure and vulnerability to disaster, as envisaged in the Sendai
Framework – especially when hazards are seen as including both natural and man-made and their
associated risks.

Traditionally, school-based DRRRE has tended to adopt a transmission model of education, where a
specific body of knowledge is transferred from adult to child. In this model, children are positioned
as passive receptacles of information as opposed to critical thinkers and problem solvers. Over the
last several years, however, there has been a noticeable shift away from the transmission model
towards more holistic, place-based, participatory approaches that not only provide children with
essential knowledge and skills, but empower them to actively participate in DRR and resilience
building activities. While the application of this approach is relatively new and emergent, there are
three key components that are essential to its effective implementation:

● Understanding local hazards. For children to view DRRRE as a meaningful activity relevant
to their own lives, they first need to understand the hazards that could threaten their
community. Increasing children’s understanding of local hazards can be achieved using
experiential

● Identifying vulnerabilities and capacities. It is well established that disasters happen when
hazards impact communities that are vulnerable in some way. Still, the concept of
vulnerability is often overlooked in school-based DRRRE. Instead, it should be included as a
central concept because it highlights that disasters are not “natural” or inevitable, but a
consequence of human action and decision-making.

● Engaging in an authentic project. When children understand their local hazards and have
identified the vulnerabilities and capacities that exist in their local context, they can take
action to reduce risk by engaging in an authentic project. They can create workshops or
games to educate others about disaster planning and preparedness. Regardless of the
nature of the project, children should have a voice in its development and there should be
sufficient time for them to reflect on, critique and revise their work.

The many benefits of place-based participatory DRRRE include increased knowledge and awareness
among children and their families, increased household planning and preparedness, and increased
child participation in a range of DRR and resilience activities at home and in the wider community.
Furthermore, teachers are able to cover large swathes of the curriculum in meaningful ways and
local emergency managers asserted that the program constituted a legitimate and highly effective
mode of community engagement.
While the shift towards more holistic, place-based participatory DRRRE is still in its early stages,
there are a range of tools and resources that can assist educators and DRR practitioners to
implement this approach in schools.

With the increasing frequency and magnitude of hazards and disasters, the delivery of DRRRE that
provides children with genuine opportunities to actively participate in DRR and resilience building
activities is both necessary and urgent, particularly in high risk areas.

5.4 Infrastructure, and places and spaces for learning

The prevalence of knowledge shared with students at all levels of their schooling has driven the
development of a highly informed generation of learners. Student engagement during the planning
and design phase of any project, together with meaningful consultation with the teaching staff, will
provide more meaningful design outcomes that begin to build the narrative around schools
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addressing climate change (Woolner et al., 2007). Sustainable practices are not just expected
through the built form but demanded. As one of the major capital infrastructure commitments for
governments, opportunities to develop authentic learning experiences through the built form -
coined by Reggio Emilia founder Loris Malaguzzi as “The Third Teacher” - are too good an
opportunity to be ignored.

H.G. Wells wrote in The Outline of History (1920) vol. 2, ch. 41, pt. 4: “Human history becomes more
and more a race between education and catastrophe”

Figure 5. The 9 Foundations of a Healthy Building (Harvard School of Public Health, 2016)

In Australia, there has been record investment in education infrastructure in response to the
COVID pandemic (Government of WA, 2020). Buildings in Australia contribute to 25% of global
emissions so it is little wonder that building codes and regulations in many countries are working
to make net zero buildings the minimum requirement. Despite a promising start in WA, with
South Fremantle Senior High School heralded as the first carbon-neutral school in Australia
(Rauland et al., 2014), schools are not required to measure, reduce and offset the emissions
associated with products and construction to achieve net zero carbon; reduce operational energy
through renewable energy; or offset any remaining emissions from operational energy to achieve
net zero carbon (Infrastructure Act of WA, 2019). Two measures used in Australia to monitor
emissions, National Australian Built Environment Rating System (NABERS) and Green Star, are
voluntary and for the most part aspirational and used by a minuscule amount of builds. (Martek
and Hosseini, 2019). In the long term, as in other countries with net zero or nearly net zero
(NZEB) building requirements (European Commission, 2021; UK Government, 2021), a more
holistic approach must be considered for net zero whole life carbon to cover all of the emissions
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associated with the procurement, planning, design, construction, operation, maintenance,
decommissioning and demolition of a building.

The need for “healthy buildings” encompasses the physical dimension and impacts student
health and learning effectiveness (Figure 5). These factors provide a framework that should be
embedded in every school project, and is based on extensive research over the past 30 years.
Commensurate with this is the need to promote these factors through the design of the learning
environments. Digital technologies provide powerful monitoring opportunities, daylight
penetration provides natural light with the ability to teach about sun angles, waste management
through accessible recycling stations, information panels ‘telling the story’ of selected green
materials and their manufacturing processes, openable windows and not sealed facilities, water
wise gardens and rainwater harvesting – all these factors and more become part of the
integrated response within schools to addressing a more sustainable future. International trends
throughout the developed world have embraced healthy buildings, addressed energy
consumption, advocated for renewable materials and built authentic learning experiences within
the built fabric.

5.5 Dedicated individual roles and accountability to facilitate lasting change

If integration of education for sustainability (EfS) and climate change into teaching practice are to be
achieved, the important first step must be to convince schools (and teacher training institutions)
that sustainability is a priority and an important focus of the Australian Curriculum. To demonstrate
this will require provision of suitable professional development (PD) - to raise awareness of EFS,
clarify the concept of EfS and increase comprehension of what constitutes EfS-engaged teaching in
schools.

Some mandate and/or measure of accountability will facilitate teacher compliance, which is
considered to be quite different from teacher engagement with EfS. It was considered that were
schools claiming to be engaged, even where whole-of-school approaches are considered to have
been adopted, schools will contain a mix of compliant and engaged teachers.

Research by Lonergan (2013) validated a model that documents the Teacher journey - from a lack of
awareness and understanding of EfS to EfS-engaged teaching in classrooms. This model provides
useful reference points for key barriers and enablers at different stages of the journey.
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Figure 6. Key facilitators of change in schools (from Lonergan, 2013)

The school principal plays a very important role in whether a school becomes engaged with EfS or
not (Figure 6). The Principal journey (to assist with the development of an EfS-engaged school) is
closely linked to the School journey, and the Principal also has a strong influence on the Teacher
journey.

The Principal develops the character of the school by determining the priorities and school focus at
the local level, but must balance this with demands from the State education departments and the
internal and external community. A passionate principal can facilitate enablers and overcome
barriers for school EfS-engagement whilst a disinterested principal can do the opposite. In the latter
case, the research confirmed ways by which a resistant principal can be encouraged to become
supportive and engaged.

Examples of key enablers on the School journey towards a whole-of-school approach include ‘top
down’ directives regarding the importance of EfS together with clear communication and
supporting guidelines for EfS at the school level, engagement with the local community, cross
curriculum teacher support, a dedicated support team in the school, accountability, State assistance
with or development of teaching units. To begin the journey at least one passionate teacher (or
Principal) is required.

Key enablers identified included PD, internal and external support networks, clear definitions and
explanations of EfS, the development of Professional Learning Teams (PLTs), providing time for
knowledge acquisition and planning, increased funding (for schools and support organisations) and
the development of suitable classroom ready resources. PD was identified and unpacked as the
universal enabling strategy.
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Figure 7. Key facilitators of change in schools (from Lonergan, 2013)

It was recognised that lasting school change will depend on the conversion to EfS engagement of a
significant proportion of teachers and of the internal community of the school (Figure 7). Without a
supportive principal, lasting change is unlikely, and the assistance of other external bodies such as
AuSSI has proved invaluable to facilitate lasting change in many engaged schools. Even with the
majority of enablers in place, it was acknowledged that it is hard to facilitate a truly whole-of-school
approach and to maintain it (Appendix H). To achieve lasting school changes requires continual PD,
dedicated roles and responsibilities, regular planning (both strategic and succession planning),
constant re-evaluation of the level of engagement of both internal and external communities, some
evaluative measure of accountability, and ongoing re-commitment to the philosophy of EfS .

5.6 Dedicated and sustained resourcing over time for schools, teachers (pre-service
and in-service), school and community leaders

For several decades, a range of committed providers including local and state government, NGOs
and private program stakeholders, in addition to 330 schools participating in the Sustainable Schools
Network Schools, have maintained a strong, dedicated and resilient network to support schools in
EfS. However, due to the myriad of factors identified in this report, a profound shift in policy is
required to adequately support schools to support teachers to connect to and enhance
sustainability in their practice, with a focus on climate change. In order for systemic change to occur,
there must also be an alignment with school governance, championed by school leaders and their
Executives and built into the fabric of every school business plan, operational plans, and School
Board and Parents and Citizens’ Terms of Reference.

Specifically, each school would need a minimum of the following.

● Dedicated teacher support of 2 days per week (0.4) (see Appendix E for a description of a
School Sustainability Leader)

● School Sustainability Policy endorsed by each governing body explicitly referencing the role
of teacher as a permanent budget item (see Appendix F for a model School Sustainability
Policy from Lynwood SHS)
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● School determines the strategic direction and outcomes with reference to achievement of
EF & SH criteria in the School Business Plan and Operational Plans

● Savings achieved for ecological footprint initiatives are documented and acknowledged to
enable this to be directed towards ongoing initiatives

● Professional learning and networking for these teachers at a district level on a biannual
basis

● Teacher and school linked to the Department key person
● Teacher is part of the district network hubs

The above requirements would have other flow-on effects for school communities including but not
limited to:

● “Utilities” savings through water, energy, waste
● Increase understanding of First Nations, leading to improved reconciliation
● Links of science to onsite biodiversity initiatives
● Student wellbeing and sense of place
● Understanding and celebrating diverse cultural knowledge
● Air quality improvements
● Healthy eating through food production
● Resilience, solving real world issues
● Connection to broader community initiatives for environment, local councils
● Citizen science data collection on site or in community

Universities have also identified a need to better prepare teachers to understand the value of EfS,
with a focus on climate change. The time is now to provide funds and expertise to embed Efs not
just into a single unit but into multiple units in the pre-service education courses. iSTEM Social
Change, for example, is an Elective 4th Year Unit for the Bachelor of Education (BEd), Curtin
University. This unit is one of three undergraduate Option units offered by the School of Education
which uses a problem-based learning (PBL) and inquiry approach to teach environmental education
with specific focus on climate change within the framework of the SDGs (see Appendix G).
Pre-service teachers (PSTs) need to see the Efs embedded into their units in all areas of the
curriculum with a range of pedagogical approaches to include increasing their content knowledge
around climate change and Efs and also how PSTs can employ a range of pedagogical approaches
including for example PBL and Inquiry to identify the issues and also to be empowered to suggest
localised solutions. PSTs can then embed these approaches and use their content knowledge to plan
learning experiences in their classes.

Expertise is probably contained within the universities and therefore it is finding the funding for
time for the experts to meet and then create and embed the Efs in the content curriculum within
the units ensuring that the units are still compliant with TEQSA. Experts are embedding the Efs into
the curriculum of the units in the undergraduate and postgraduate courses.

Currently in Western Australia, there is a need for guidance, resources, professional learning
opportunities and accreditation to inform school and community leaders about climate change and
sustainability. There is no provision relating to climate change or sustainability in the Australian
Institute for Teaching and School Leadership (AITSL) Professional Teacher Standards, or for Chairs of
School Boards and Presidents of Parents and Citizens Associations.
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UNAA GLOBAL CITIZENSHIP AND SUSTAINABILITY PROGRAM 

Approved by the WA School Curriculum and Standards Authority as a Provider-

developed Program [WACE Endorsed Units] 2018 to 2022 
 

Program Provider Details  
 

Title of organisation United Nations Association of Australia (WA) 

Contact person Rees Barrett 

Role or title School Programs Coordinator 

Address  

Telephone  

Mobile  

Email  

Website https://www.unaa.org.au/divisions/western-australia/ 
 

Name of program 
 

The following titles will appear on the Western Australian Statement of Student Achievement 
(WASSA) 

UNAA Global Citizenship and Sustainability Program Unit 1: Global Goals and the Local Community 

UNAA Global Citizenship and Sustainability Program Unit 2: Global Goals and Australian Regions 

UNAA Global Citizenship and Sustainability Program Unit 3: Global Goals and the Indo-Pacific 

UNAA Global Citizenship and Sustainability Program Unit 4: Global Citizenship and Sustainable 

Earth    
 

Description of program 
 

Based on the UNESCO model for Global Citizenship Education and the UN 2030 Sustainable 
Development Goals (commonly termed Global Goals), students apply General Capabilities to plan 
for the planet and implement projects at the local, regional or global level. Students develop 
understanding of the 17 Goals and global interconnections, identify a problem to address, design 
and implement solutions. Challenge-based learning pedagogy requires students working in teams to 
define real-world problems for sustainability, devise and implement authentic solutions. Throughout 
the process, students use a digital portfolio to record evidence of critical and creative thinking, 
personal and social capability, intercultural and ethical understandings.  
 

 Four units designed for flexible delivery. 

 Students integrate Humanities (geography, civics and citizenship, economics and business), 
enterprise and project management skills and STEM understandings to solve problems at 
local, Australian regional, Indo-Pacific regional and global scales. 

 In each unit, students work in teams to implement actions contributing to the Global Goals.    

 

Average learning time 
 

Four semester units each a minimum of 60 hours, typically at least 30 hours of 
classroom or face to face instruction and 30 hours private study/homework 
 

Participant profile 
 

Integrated challenge-based learning suited to Year 10, 11 and 12 students with a wide range of 
dominant learning styles.  



 

 

There are no pre-requisites. Key attributes required for students to successfully undertake this 
program will be:  

 student interest in planning for the future, sustainable development 

 student capacity for self-directed, collaborative learning 

 student capacity for challenge-based learning 

 
Cost 
Estimate the costs associated with the delivery or certification of this program.  

Flexible delivery  
Digital based learning 

Estimated cost of $11 per student per unit (UNAAWA Global Citizenship School members) to cover 
administration, certification and quality assurance costs. UNAAWA will exercise its discretion to consider 
applications to renegotiate this cost to ensure that no student is prevented from undertaking the program.   

 
Rationale 
 

UNAAWA has gained endorsement of this program in order to: 

Promote integrated, applied learning based on the Sustainable Development Goals 
Empower youth voice and action in planning process – global citizenship 
Promote the UNESCO Global Citizenship Education model – the basis for PISA testing of Global 
Competence from 2018 

Contribute to Australia's achievement of Goal 4 Quality Education, Target 4.7: 

 By 2030, ensure that all learners acquire the knowledge and skills needed to promote sustainable development, including, 

among others, through education for sustainable development and sustainable lifestyles, human rights, gender equality, 

promotion of a culture of peace and non-violence, global citizenship and appreciation of cultural diversity and of culture’s 

contribution to sustainable development.  
 

 

 Learning outcomes 
 

The key learning outcomes of this program are: 

1. Learners acquire knowledge and understandings of local, national and global issues and the 
interconnectedness and interdependency of different countries and populations 

2. Learners develop skills for critical thinking and analysis. 
3. Learners experience a sense of belonging to a common humanity, sharing values and 

responsibilities based on human rights. 
4. Learners develop attitudes of empathy, solidarity and respect for differences and diversity. 
5. Learners act effectively at local, national and global levels for a more peaceful and sustainable 

world. 
6. Learners develop motivation and willingness to take necessary actions. 

 

Source: UNESCO Model for Global Citizenship Education  

 
Learning and teaching program 
 

See attached program. Note there are four discrete units in the program. Students may complete one, 
two, three or four of the units and in any sequence. Each unit has a common design; however, each is 
differentiated by the context of learning (from local to global). This hierarchy of contexts provides 
differing learning challenges. It is advantageous, but not essential, for students to move through the 
hierarchy from local to global.  The common design of the units facilitates multi-unit delivery 
(differentiated learning) in a single class group. 

 



Assessment 

See attached assessment outline 

 
Certification evidence  

See attached statement and certificate 

 
Minimum requirements for the program to be successfully completed: (This may include 

attendance, assessment tasks and/or performance) 
 

Students satisfactorily complete all assessment tasks included in the outline. 

 
Achievement descriptors 
List the words that are used to describe achievement in the program?  

High Distinction [HD] 
Distinction [D] 
Credit [C] 
Not Yet Achieved [N] 

Withdrawn [W] 

Note: It is understood that for the purposes of recording achievement with SCASA the first three 
categories will be combined as Achieved. 

 
Program structure and delivery strategy 
Schools determine the delivery strategy most appropriate for the context. The Program may be 
delivered during normal school hours or after school hours, spread over a number of weeks or more, 
for individuals, small numbers or larger groups and classes. In all cases the program is delivered by 
school personnel.  

Personnel 

Identify the personnel who will be delivering this program. 

Personnel 
List qualifications, competencies, experience, training or 
induction 

Teachers Teachers participate in UNAAWA approved Education for 
Sustainable Development professional development through  
range of delivery modes. 

Expert speakers Working in the sustainability area over a range of occupations 

 

Note: If required, personnel working with children must have a current Working with Children Check. 
For comprehensive information on the Working with Children check, go to www.checkwwc.wa.gov.au 
 
Resource requirements 
 

IT facilities 
No specialist equipment required 

 
Quality assurance 
 

UNAAWA collaborates with partner organisations to implement the following quality assurance 
process: 
 

 Teachers satisfactorily complete approved professional development 

 School teaching/learning and assessment program submitted electronically and approved 

 Evidence of student achievement sampled electronically 

 Monitoring of quality of student outcomes through annual UNAAWA Global Goals Challenge 
 



 

The Provider ensures the authenticity of certification through controlled use of UNAAWA signature and 
logo. 

 
Record keeping 
 

UNAAWA will gather and permanently retain the following records:   

School name 
Teacher contact details 
Year of completion of unit 
Student name and year level 
Units achieved 
Level of achievement  

 

Program evaluation 
 

UNAAWA evaluates its school programs annually. 
The process is led by the School Programs Coordinator reporting to the Education Reference Group 
and Executive Committee. The Education Reference Group includes key stakeholder representatives 
(currently Curtin University, Industry, teachers and professional development providers). 

 
Longevity of program 
 

The program will be implemented in a limited number of schools for the first time in 2018. It is 
expected to be available for schools during the life of the Sustainable Development Goals (i.e. until 
2030). During 2029, it is anticipated that all member nations will reach agreement on progress made 
towards the Goals and the next 'generation' of Goals (as occurred in 2015 when the Millennium 
Development Goals expired).  

The program is endorsed by the WA School Curriculum and Standards Authority from 2018 to 2022.  

 

Additional Information  
 

The four units of the UNAA Global Goals and Sustainability Program have been recognized by 
Curtin University through its Learning Futures Network. It is a Curtin University recognized ACES 
(Achievement Centred Engagement for Students) Program. In his email confirming this recognition 
Professor David Gibson commented:  
 

"I am pleased to say that the UNAAWA is the first formally recognized program of the Learning Futures 

Network. Your application shows the care and depth to which you and your colleagues approach creating 

learning opportunities for youth. 
 

We are here confirming that students who take part in your program of offerings seem poised to produce strong 

evidence of knowledge and skills that are highly valued by Curtin University. 
 

We will list the following title as a recognized ACES program:  

  

UNAA GLOBAL CITIZENSHIP AND SUSTAINABILITY PROGRAM " 
 

Students completing one or more units will also be eligible to apply for Curtin SHAPE Scholarships. 

 

Professor David Gibson 

Director | Learning Futures | Curtin Learning and Teaching 

UNESCO Chair of Data Science in Higher Education Learning & Teaching 

  

Inspiring and supporting innovation, excellence and impact in learning and teaching 

 

 



Attachment One 

UNAAWA GLOBAL CITIZENSHIP AND SUSTAINABILITY PROGRAM 
 

The UNAAWA Global Citizenship and Sustainability program is based on the UNESCO model in Global 
Citizenship Education: Topics and Learning Objectives (UNESCO, 2015, p15). This model underpins design of the 
Global Competence test in the Program for International Assessment (PISA). 
 

  
Learning and Teaching Program 

1. The program is designed for Year 10 to12 students with diversity of dominant learning styles. 

   
   

   

   

 

      



2. Based on GCEd model (above) and UN 2030 Sustainable Development Goals (SDGs below) 

 
3. Four units with varying contexts: Unit 1: Local community; Unit 2: Australian Regional; Unit 3: Indo-

Pacific Regional; Unit 4: Global  
4. Initial phase of learning in each unit focused on SDGs; human and natural systems in the unit context; 

system interconnections local to global; project management and enterprise skills. 
5. Second phase of learning involves students working in teams (ideally four students) and applying a 

design thinking model to SDGs and context, investigating possible solutions, devising and implementing 
a project management plan to create a solution. 

6. Third phase of learning involves students reflecting on, preparing for and presenting their team 
solution. 

 

  

 

 
 
 
 

 
 

 
 

  

 

   
   

  
  

 
  

 

  

 

  
 

 

  

 
  

 

    

 
 
 
 

  

  
 
 
 
 

 

     

  
     

            
        

      
            

 

 
 

 
 
 

 
 

 
 

 

 





Unit 1: Global Goals and the Local Community  60 hours 
 
 
 
 
 
 
 
 
 
 
 
 
Critically analyse global governance systems, structures and processes and assess implications for global citizenship 
Global governance systems, structures and processes and the way that regulations, policies and decisions are made 
and applied at different levels. 
 

Critically examine local, national and global issues, responsibilities and consequences of decision-making, examine 
and propose appropriate responses 
Inquiry into major local issues and perspectives on these (gender, discrimination, human rights, development, peace 
and conflict, refugees, migration, environmental quality, youth unemployment). 
 

Critically assess the ways in which power dynamics affect voice, influence, access to resources, decision-making and 
governance 
Analysis of local community issues from the perspective of power dynamics (e.g. gender equality, disability, youth 
unemployment). 
 

Critically examine ways in which different levels of identity interact and cultivate a sense of belonging to a common 
humanity 
Personal and collective identities and memberships in local community context viewed through multiple lenses. 
 

Critically assess connectedness between different groups 
Rights and responsibilities of citizens and groups in the community. 
 

Develop and apply values, attitudes and skills to manage and engage with diverse groups and perspectives 
Values and attitudes of empathy and respect beyond own groups. Engaging in actions for social justice in the local 
community. 
 

Develop and apply skills for effective civic engagement 
Skills for effective political and social engagement (critical inquiry and research, assessing evidence, making 
reasoned arguments, planning and organising action, working collaboratively, reflecting on the potential 
consequences of actions, learning from successes and failures).  
 

Critically assess issues of social justice and ethical responsibility and take action to challenge discrimination and 
inequality 
Local issues that involve ethical questions. Demonstrating ethical and social responsibility. 
 

Propose actions for, and become agents of, positive change 
Contributing to the analysis and identification of needs and priorities that require action/change in local community. 
Exploring opportunities for social entrepeneurship. Actively participating in the creation of a vision, strategy and 
plan of action for positive change. Critically analysing the contributions and impact of the work of various actors. 
Inspiring, advocating for and engaging others to act. Practicing communication, negotiation and advocacy skills. 
Promoting positive societal behaviour. 
 

 
 
  

Learning and Teaching Program 
The following learning objectives are drawn from Global Citizenship Education: Topics and Learning Objectives 
(UNESCO, 2015). Students learn in the context of applying the Global Goals to analysing needs and taking positive 
action for developing sustainability in the local community (the school community or neighbourhood or local 
government area). Students undertake a challenge-based, collaborative project (working in teams of three to five) 
to address an issue of concern. Challenge-based learning involves students defining a problem, developing and 
delivering a specific solution. Throughout the program students develop and apply the four General Capabilities: 
Critical and Creative Thinking, Intercultural Understanding, Ethical Understanding, Personal and Social Capability. 
This unit provides opportunities to incorporate the cross-curriculum priorities of Sustainability and Aboriginal and 
Torres Strait Islander histories and cultures.  

Assessment Outline 
Students demonstrate learning outcomes through three assessment types: 
Knowledge and understanding (written report or test or oral presentation or visual presentation)  
Team Project plan, implementation and review (written report or test or oral presentation or visual presentation) 
Global competence (using digital portfolio – see illustrative example Attachment Two) 

 



  Unit 2: Global Goals and Australian Regions   60 hours 
 

 
 
 
 
 
 
 
 
 
 
 
Critically analyse global governance systems, structures and processes and assess implications for global citizenship 
How individuals and groups, including public/private sectors, engage in global goverance structures and processes. 
 

Critically examine local, national and global issues, responsibilities and consequences of decision-making, examine 
and propose appropriate responses 
In-depth analysis of interconnected nature of issues (root causes, factors, agents, dimensions, international 
organisations, multinational corporations). 
 

Critically assess the ways in which power dynamics affect voice, influence, access to resources, decision-making and 
governance 
Factors facilitating or hindering citizenship and civic engagement (social and economic inequalities, political 
dynamics, power relations, marginalisation, discrimination, state, military/police power, social movements, trade 
unions. 
 

Critically examine ways in which different levels of identity interact and cultivate a sense of belonging to a common 
humanity 
Personal and collective identities and memberships in Australian regional context viewed through multiple lenses. 
Factors that lead to successful civic engagement (personal and collective interests, attiudes, values and skills). 
 

Critically assess connectedness between different groups and communities  
Concept of legitimacy, rule of law, due process and justice. 
 

Develop and apply values, attitudes and skills to manage and engage with diverse groups and perspectives 
Concepts of peace, consensus building and non-violence. Engaging in actions for social justice in national community. 
 

Develop and apply skills for effective civic engagement 
Skills for effective political and social engagement (critical inquiry and research, assessing evidence, making reasoned 
arguments, planning and organising action, working collaboratively, reflecting on the potential consequences of 
actions, learning from successes and failures). Selecting the most appropriate way for obtaining information, 
expressing opinions and taking action.  
 

Critically assess issues of social justice and ethical responsibility and take action to challenge discrimination and 
inequality 
National issues that involve ethical questions (youth unemployment, equity, fighting crime and corruption, 
indigenous rights). How different perspectives on social justice and ethical responsibility influence political decision-
making and civic engagement (political movements, voluntary and community work, involvement in charitable or 
religious groups) or complicate the resolution of national issues. 
 

Propose actions for, and become agents of, positive change 
Contributing to the analysis and identification of national needs and priorities that require action/change. 
Exploring opportunities for social entrepeneurship. Actively participating in the creation of a vision, strategy and plan 
of action for positive change. Critically analysing the contributions and impact of the work of various actors. Inspiring, 
advocating for and engaging others to act. Practicing communication, negotiation and advocacy skills. Promoting 
positive societal behaviour. 

 
 

Learning and Teaching Program 
The following learning objectives are drawn from Global Citizenship Education: Topics and Learning Objectives 
(UNESCO, 2015). Students learn in the context of applying the Global Goals to analysing needs and taking positive 
action for developing sustainability in an Australian regional community (e.g. Perth Eastern Metropolitan Region, 
Pilbara, Great Southern, Kimberley). Students undertake a challenge-based, collaborative project (working in teams 
of three to five) to address an issue of concern. Challenge-based learning involves students defining a problem, 
developing and delivering a specific solution. Throughout the program students develop and apply the four General 
Capabilities: Critical and Creative Thinking, Intercultural Understanding, Ethical Understanding, Personal and Social 
Capability. This unit provides opportunities to incorporate the cross-curriculum priorities of Sustainabilityand 
Aboriginal and Torres Strait Islander histories and cultures.  

Assessment Outline 
Students demonstrate learning outcomes through three assessment types: 
Knowledge and understanding (written report or test or oral presentation or visual presentation)  
Team Project Plan, Implementation and Review (written report or test or oral presentation or visual presentation) 
Global competence (using digital portfolio – see illustrative example Attachment Two) 

 



Unit 3: Global Goals and the Indo-Pacific   60 hours 

 
 
 
 
 
 
 
 
 
 
Critically analyse global governance systems, structures and processes and assess implications for global citizenship 
Critical reflection on what it means to be a member of the global communityand ho w to respond to common 
problems and issues [roles, global connections, interconnectedness, solidarity and implications in everyday life]. 
 

Critically examine local, national and global issues, responsibilities and consequences of decision-making, examine 
and propose appropriate responses 
Evaluation of how global governance structures and processes respond to issues and the effectiveness and 
appropriateness of responses (mediation, arbitration, sanctions, alliances). 
 

Critically assess the ways in which power dynamics affect voice, influence, access to resources, decision-making and 
governance 
Analysis of Indo-Pacific regional issues from the perspective of power dynamics (e.g. gender equality, disability, 
youth unemployment). 
 

Critically examine ways in which different levels of identity interact and cultivate a sense of belonging to a common 
humanity 
Personal and collective identities and memberships in Indo-Pacific context viewed through multiple lenses. 
Commitment to the promotion and protection of personal and collective well-being. 
 

Critically assess connectedness between different groups, communities and countries 
Promoting well-being in the community and understanding threats to and potential for well-being. 
 

Develop and apply values, attitudes and skills to manage and engage with diverse groups and perspectives 
Mutual interdependence and challenges of living in diverse societies and cultures (power inequalities, economic 
disparities, conflict, discrimination, stereotypes). Diverse and complex perspectives. Engaging in actions for social 
justice in the Indo-Pacific region. 
 

Develop and apply skills for effective civic engagement 
Skills for effective political and social engagement (critical inquiry and research, assessing evidence, making 
reasoned arguments, planning and organising action, working collaboratively, reflecting on the potential 
consequences of actions, learning from successes and failures). Analysing factors that can strengthen or limit civic 
engagement.  
 

Critically assess issues of social justice and ethical responsibility and take action to challenge discrimination and 
inequality 
International issues that involve ethical questions (terrorism, gender equity, modern slavery, indigenous rights). 
Challenges for governance of different and conflicting views of fairness and social justice. 
 

Propose actions for, and become agents of, positive change 
Contributing to the analysis and identification of international needs and priorities that require action/change. 
Exploring opportunities for social entrepeneurship. Actively participating in the creation of a vision, strategy and 
plan of action for positive change. Critically analysing the contributions and impact of the work of various actors. 
Inspiring, advocating for and engaging others to act. Practicing communication, negotiation and advocacy skills. 
Promoting positive societal behaviour. 
 

 
 
  

Learning and Teaching Program 
The following learning objectives are drawn from Global Citizenship Education: Topics and Learning Objectives 
(UNESCO, 2015). Students learn in the context of applying the Global Goals to analysing needs and taking positive 
action for developing sustainability in the Indo-Pacific regional community (e.g. the Middle East, Africa, East Asia). 
Students undertake a chellenge-based collaborative project (working in teams of three to five) to address an issue 
of concern. Challenge-based learning involves students defining a problem, developing and delivering a specific 
solution.  This unit provides opportunities to incorporate the Cross-curriculum Priorities of Sustainability, 
Australia's Engagement with Asia and Aboriginal and Torres Strait Islander histories and cultures.  

Assessment Outline 
Students demonstrate learning outcomes through three assessment types: 
Knowledge and understanding (written report or test or oral presentation or visual presentation)  
Team Project Plan, Implementation and Review (written report or test or oral presentation or visual presentation) 
Global competence (using digital portfolio – see illustrative example Attachment Two) 

 



Unit 4: Global Citizenship and  Sustainable Earth  60 hours 
 

 
 
 
 
 
 
 

 
 
 
 
Critically analyse global governance systems, structures and processes and assess implications for global citizenship 
Inequalities between nation  states and their implications for exercising rights and obligations in global governance. 
 

Critically examine local, national and global issues, responsibilities and consequences of decision-making, examine 
and propose appropriate responses 
Critical reflection on the influence on global issues and interdependnce of history, geography, politics, economics, 
culture or other factors. 
 

Critically assess the ways in which power dynamics affect voice, influence, access to resources, decision-making and 
governance 
Critical examination of different viewpoints, opponent or minority views and critiques, including assessing the role 
of mass media and social media in global debates and on global citizenship. 
 

Critically examine ways in which different levels of identity interact and cultivate a sense of belonging to a common 
humanity 
Collective identity, shared values and implications for creating a global civic culture. Complex and diverse 
perspectives and notions of civic identities and membership on global issues or events through cultural, economic 
and political examples (ethnic or religious minorities, refugees, historical legacies of slavery, migration). 
 

Critically assess connectedness between different groups, communities and countries 
Rights and responsibilities of citizens and groups in the international community. Promoting and  defending human 
rights for all. 
 

Develop and apply values, attitudes and skills to manage and engage with diverse groups and perspectives 
Actions by various organisations to bring positive change regarding global issues. Engaging in actions for social 
justice in the global community. 
 

Develop and apply skills for effective civic engagement 
Skills for effective political and social engagement (critical inquiry and research, assessing evidence, making 
reasoned arguments, planning and organising action, working collaboratively, reflecting on the potential 
consequences of actions, learning from successes and failures).  
 

Critically assess issues of social justice and ethical responsibility and take action to challenge discrimination and 
inequality 
Global issues that involve ethical questions (nuclear power and weapons, climate change, indigenous rights, 
business practices). Challenging injustice and inequalities. 
 

Propose actions for, and become agents of, positive change 
Contributing to the analysis and identification of needs and priorities that require action/change in the global 
community. Exploring opportunities for social entrepeneurship. Actively participating in the creation of a vision, 
strategy and plan of action for positive change. Critically analysing the contributions and impact of the work of 
various actors. Inspiring, advocating for and engaging others to act. Practicing communication, negotiation and 
advocacy skills. Promoting positive societal behaviour. 
 

 
 
  

Learning and Teaching Program 
The following learning objectives are drawn from Global Citizenship Education: Topics and Learning Objectives 
(UNESCO, 2015). Students learn in the context of applying the Global Goals to analysing needs and taking positive 
action for developing sustainability in the global community. Students undertake a challenge-based, collaborative 
project (working in teams of three to five) to address an issue of concern. Challenge-based learning involves 
students defining a problem, developing and delivering a specific solution. Throughout the program students 
develop and apply the four General Capabilities: Critical and Creative Thinking, Intercultural Understanding, 
Ethical Understanding, Personal and Social Capability. This unit provides opportunities to incorporate the Cross-
curriculum Priorities of Sustainability and Australia's Engagement with Asia.  

Assessment Outline 
Students demonstrate learning outcomes through three assessment types: 
Knowledge and understanding (written report or test or oral presentation or visual presentation)  
Team Project Plan, Implementation and Review (written report or test or oral presentation or visual presentation) 
Global competence (using digital portfolio – see illustrative example Attachment Two) 

 



Attachment Two 

 
Global Citizen Skills 'Passport' – Secondary Teachers' Notes 

A resource developed for UNAAWA Global Citizenship Schools by Rees Barrett, 2017 

 The Global Citizen Skills Passport is a digital portfolio. Its purpose is to provide a framework for 

students to design projects implementing one or more of the UN 2030 Sustainable 

Development Goals (also known as Global Goals for Sustainable Development). Each project 

(termed a 'Mission' - from the WFUNA1 Mission Possible program) may extend over one to two 

years and is ideal for promoting integrated, cross-curriculum, extension, collaborative, 

community service learning. 
 

 The framework targets four of the WA Curriculum General Capabilities (based on UNESCO 

Global Citizenship Education Key Learner Attributes and PISA Global Competence) – Critical and 

Creative Thinking, Personal and Social Capability, Intercultural Understanding and Ethical 

Understanding. 
 

 The framework integrates progressive development of the above four General Capabilities 

through four levels (Levels 3 to 6 described in the WA Curriculum Learning Continuum for 

each). 
 

 As a general guideline, each of the four 'Mission' levels encompasses two years of learning 

(e.g. Level 3 Bronze Mission = Lower Primary; Level 4 Silver Mission = Upper Primary; Level 5 

Gold Mission = Lower Secondary; Level 6 = Platinum Mission Upper Secondary). Differentiation 

of the four Missions is through increasing complexity and level of difficulty of the project (e.g. 

number of SDGs involved, depth of analysis and reflection required to demonstrate 

progressive development of General Capabilities). 
 

 Students work in teams as they plan and undertake their Sustainable Development Project; 

they integrate and apply learning from across the school curriculum; they take responsibility 

for monitoring and gathering evidence of their demonstration for each element of the three 

General Capabilities; they seek teacher verification of their evidence. 
 

 
 
 
  

                                                 
1 World Federation of United Nations Associations 

2030 Global Goals for Sustainable Development 'Mission' Framework 
1. Select at least one of the UN 2030 Sustainable Development Goals.  

2. Investigate the needs of people in the local community and a community in another 

country related to the selected Goal(s).  

3. Design a project that will help address these needs.  

4. Implement and reflect on the project.          

 

 
      

  



Global Citizen Skills 'Passport' – Students' Notes 
This Skills 'Passport' is presented to you as a Global Citizen in training. You can use it to 
record your learning journey as you plan and carry out projects designed to make a 
difference to your own community and those in other parts of the world. These projects 
are called Missions. 
All 193 members of the United Nations, including Australia, have committed to a set of 17 
Global Goals (called the 2030 Sustainable Development Goals). These will help to build a more 
peaceful and fairer world for all of its citizens. You can find out more about these goals 
through these webpages: 

http://worldslargestlesson.globalgoals.org/ 
http://www.un.org/sustainabledevelopment/sustainable-development-goals/ 
http://www.wfuna.org/mission-possible 
http://www.wfuna.org/wfuna-70-global-citizenship-challenge 

 
Your Mission is to be part of a team of students to create and implement a project in your 
school community using the following five steps: 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
The WFUNA2 Mission Possible Program Cycle, being used by students in other countries, is the 
inspiration for this approach.  

                                                 
2 World Federation of United Nations Associations 

2030 Global Goals for Sustainable Development Mission Cycle 
1. Investigate the needs of people in the local community and a community in another 

country related to one or more of the UN 2030 Sustainable Development Goals.  

2. Act by designing and carrying out a project that will help address these needs.  

3. Reflect on the progress and impact of your project - along the way and when it is 

completed.  Do this by analysing (looking at the parts) and synthesising (looking at the 

whole) of your project. 

4. Share your learning by involving and reporting to others your school and community. 

5. Sustain by thinking about ways to expand your project, develop a new project, or mentor 

others to become involved.       

  
 

 

  
 

 

  
 

  
    

  

 
  

 

 

   
   

   
   

  
  

 
  

    

  
 

 
   

 

 
  

  
 

 

  
 

 
  

 
  

   

 

   
  

 
  

 
  

 



 
Source: WFUNA Mission Possible webpage  http://www.wfuna.org/mission-possible 

As the Mission proceeds use the 'continua' provided for Critical and Creative Thinking (CCT), 
Personal and Social Capability, Intercultural Understanding (ICU) and Ethical Understanding 
(EU) to plan and record your learning journey. The table below is a guide on how to link 
elements of these capabilities with the Mission stages.  

Planning – check the 'continua' to learn about things to do and think about as you plan your 
project. If you don't fully understand the words used in each 'map' ask your teachers for help. 
Remember these 'maps' apply to your classroom learning in many subjects. 

Reflecting – use the 'continua' as a journal to record and link evidence of your journey. Built up 
over time, the journal becomes an important record. Link evidence like photos, written 
feedback, documents.  Ask your teacher to verify your journal and linked evidence along the 
way. Develop your personal icon to do this. 
 

Mission 
Cycle 

Critical and 
Creative 
Thinking 

Continuum 

Personal and 
Social Capability  

Continuum 

Intercultural 
Understanding 

Continuum 

Ethical 
Understanding 

Continuum 

Investigate CCT 1, CCT 2, CCT 
3 

PSC 1, PSC 2, PSC 3, 
PSC 4, PSC 5, PSC 6, 
PSC 7, PSC 8, PSC 9, 
PSC 10, PSC 11, PSC 
12, PSC 13, PSC 14, 
PSC 15, PSC 16 

ICU 1, ICU 2, ICU 3 EU 1, EU 2, EU 6, EU 7 

Act CCT 4, CCT 5, CCT 
6, CCT 10, CCT 11 

ICU 4, ICU 5, ICU 6 EU 3, EU 4, EU 8  

Reflect CCT 7, CCT 8, CCT 
9, CCT 12 

ICU 7, ICU 8 ICU 9 EU 5 

  

    

  

 

 



Platinum Mission  

General 
Capability 

Level 6 (typically end of Yr 10) Evidence (student reflection linked to supporting 
information) 

CRITICAL AND CREATIVE THINKING 

CCT 1 Pose 
questions 

pose questions to critically 
analyse complex issues and 
abstract ideas 

 

CCT 2 Identify and 
clarify information 
and ideas 

clarify complex information and 
ideas drawn from a range of 
sources 

 

CCT 3 Organise 
and process 
information 

critically analyse independently 
sourced information to 
determine bias and reliability 

 

CCT 4 Imagine 
possibilities and 
connect ideas 

create and connect complex 
ideas using imagery, analogies 
and symbolism 

 

CCT 5 Consider 
alternatives 

speculate on creative options to 
modify ideas when circumstances 
change 

 

CCT 6 Seek 
solutions and put 
ideas into action 

assess risks and explain 
contingencies, taking account of 
a range of perspectives, when 
seeking solutions and putting 
complex ideas into action 

 

CCT 7 Think about 
thinking 
(metcognition) 

give reasons to support their 
thinking, and address opposing 
viewpoints and possible 
weaknesses in their own 
positions 

 

CCT 8 Reflect on 
processes 

balance rational and irrational 
components of a complex or 
ambiguous problem to evaluate 
evidence 

 

CCT 9 Transfer 
knowledge into 
new contexts 

identify, plan and justify 
transference of knowledge to 
new contexts 

 

CCT 10 Apply logic 
and reasoning 

analyse reasoning used in finding 
and applying solutions, and in 
choice of resources 

 

CCT 11 Draw 
conclusions and 
design a course of 
action 

use logical and abstract thinking 
to analyse and synthesise 
complex 
information to inform a course of 
action 

 

CCT 12 Evaluate 
procedures and 
outcomes 

evaluate the effectiveness of 
ideas, products and 
performances and 
implement courses of action to 
achieve desired outcomes against 
criteria they have identified 

 

PERSONAL AND SOCIAL CAPABILITY 

PSC 1 Recognise 
emotions 

reflect critically on their 
emotional responses to 
challenging situations in a wide 

 



range of learning, social and 
work-related contexts 

PSC 2 Recognise 
personal qualities 
& achievements 

assess their strengths and 
challenges and devise personally 
appropriate strategies to achieve 
future success 

 

PSC 3 Understand 
themselves as 
learners 

evaluate the effectiveness of 
commonly used learning 
strategies and work practices and 
refine these as required 

 

PSC 4 Develop 
reflective practice 

reflect on feedback from peers, 
teachers and other adults to 
analyse personal characteristics 
and skills sets that contribute to 
or limit their personal and social 
capability 

 

PSC 5 Express 
emotions 
appropriately 

consider control and justify their 
emotional responses, in 
expressing their opinions, beliefs, 
values, questions and choices  

 

PSC 6 Develop 
self-discipline and 
set goals 

critically analyse self-discipline 
strategies and personal goals and 
consider their application in 
social and work-related contexts 

 

PSC 7 Work 
independently & 
show initiative 

establish personal priorities, 
manage resources effectively and 
demonstrate initiative to achieve 
personal goals and learning 
outcomes 

 

PSC 8 Become 
confident, 
resilient, 
adaptable 

evaluate, rethink and refine 
approaches to tasks to take 
account of unexpected or difficult 
situations and safety 
considerations  

 

PSC 9 Appreciate 
diverse 
perspectives 

articulate their personal value 
system and analyse to effects of 
actions that repress social power 
and limit the expression of 
diverse views 

 

PSC 10 Contribute 
to civil society 

plan implement and evaluate 
ways of contributing to civil 
society at local, national, regional 
and global levels 

 

PSC 11 
Understand 
relationships 

explain how relationships differ 
between peers, parents, teachers 
and other adults and identify the 
skills needed to manage different 
types of relationships 

 

PSC 12 
Communicate 
effectively 

formulate plans for effective 
communication (verbal, non-
verbal and digital) to complete 
complex tasks 

 

PSC 13 Work 
collaboratively 

critique their ability to devise and 
enact strategies for working in 
diverse teams, drawing on the 
skills of team members to 
complete complex tasks  

 



PSC 14 Make 
decisions 

develop and apply criteria to 
evaluate the outcomes of 
individual and group decisions 
and analyse the consequences of 
their decision making 

 

PSC 15 Negotiate 
and resolve 
conflict 

generate, apply and evaluate 
strategies such as active listening, 
mediation and negotiation to 
prevent and resolve 
interpersonal problems and 
conflicts 

 

PSC 16 Develop 
leadership skills 

propose, implement and monitor 
strategies to address needs 
prioritised at the local, national, 
regional and global levels, and 
communicate these widely  

 

INTERCULTURAL UNDERSTANDING 

ICU 1 Investigate 
culture and 
cultural identity 

analyse how membership of 
local,  regional, national and 
international groups shapes 
identities including their own 

 

ICU 2 Explore and 
compare cultural 
knowledge, beliefs 
and practices 

critically analyse the complex and 
dynamic nature of knowledge, 
beliefs and practices in a wide 
range of contexts over time 

 

ICU 3 Develop 
respect for 
cultural diversity 

understand the importance of 
mutual respect in promoting 
cultural exchange and 
collaboration in an 
interconnected world 

 

ICU 4 
Communicate 
across cultures 

analyse the complex relationship 
between language, thought and 
context to understand and 
enhance communication 

 

ICU 5 Consider 
and develop 
multiple 
perspectives 

present a balanced view on 
issues where conflicting views 
cannot easily be resolved 

 

ICU 6 Empathise 
with others 

recognise the effect that 
empathising with others has on 
their own feelings, motivations 
and actions 

 

ICU 7 Reflect on 
intercultural 
experiences 

reflect critically on the effect of 
intercultural experiences on their 
own attitudes and beliefs and 
those of others 

 

ICU 8 Challenge 
stereotypes and 
prejudices 

critique the use of stereotypes 
and 
prejudices in texts and issues 
concerning specific cultural 
groups at national, regional and 
global levels 

 

ICU 9 Mediate 
cultural difference 

recognise the challenges and 
benefits of living and working in a 
culturally diverse society and the 
role that cultural mediation plays 

 



in learning to live together 

ETHICAL UNDERSTANDING 

EU 1 Recognise 
ethical concepts 

critique generalised statements 
about ethical concepts 

 

EU 2 Explore 
ethical concepts in 
context 

distinguish between the ethical 
and non-ethical dimensions of 
complex issues 

 

EU 3 Reason and 
make ethical 
decisions 

investigate reasons for clashes of 
beliefs in issues of personal, 
social and global importance 

 

EU 4 Consider 
consequences 

analyse the objectivity or 
subjectivity behind decision 
making where there are many 
possible consequences 

 

EU 5 Reflect on 
ethical action 

evaluate diverse perceptions and 
ethical bases of action in complex 
contexts 

 

EU 6 Examine 
values 

analyse and explain the interplay 
of values in national and 
international 
forums and policy making 

 

EU 7 Explore rights 
and 
responsibilities 

evaluate the merits of conflicting 
rights and responsibilities in 
global contexts 

 

EU 8 Consider 
points of view 

use reasoning skills to prioritise 
the relative merits of points of 
view about complex ethical 
dilemmas 

 

 
Source: General Capabilities ACARA webpage: 
http://www.australiancurriculum.edu.au/generalcapabilities/overview/pdf-documents 

 
 

 

 

 

 

 

  



  Attachment Three 

 

Sample Certificate 
 

 

This is to certify that 

[INSERT STUDENT NAME] 

has fulfilled the requirements of the 

 

GLOBAL CITIZENSHIP AND SUSTAINABILITY PROGRAM 
 

delivered by [INSERT SCHOOL]  

and achieved the following: 

 

 Unit title     Minimum Hours Level    Year 

[INSERT DETAILS BELOW] 

[Unit 1: Global Goals and the Local Community  60  Credit   2018] 

[Unit 2: Global Goals and Australian Regions   60  Distinction  2018] 

[Unit 3: Global Goals and the Indo-Pacific   60  Distinction  2019] 

[Unit 4: Global Citizenship and  Sustainable Earth  60  High Distinction  2019] 
 

 
 
 
Achievement Descriptors 

High Distinction – the student has completed all of the assessment requirements for the unit at an 
outstanding level. 
Distinction – the student has completed all of the assessment requirements for the unit at a 
commendable level. 
Credit - the student has completed all of the assessment requirements for the unit at a satisfactory 
level. 
 
Not Yet Achieved – the student has not completed all of the assessment requirements at a 
satisfactory level. 

    
   

    
    

   
    

 



Appendix B. WA Climate Education Timeline 1970 – 2021 

The timeline below outlines most of the programs that were available to schools, some from Government departments supported with PD and resources 

for free, others were as part of national resource initiatives, excursions or incursions at cost. This is not a definitive list. 

It is important to note that the AuSSI, initiated in 2005, was the first coordinated system for all of government and non-government schools in WA. This was 

part of the Environmental Education Strategy introduced by the state government in 2004.  

Leading up to the 1980’s much of the environmental programs were based around the nature table concept with Gould League taking a lead in supplying 

resources supported by Department of Education. The Department of Environment developed and collaborated with other organisations to create a range 

of programs responding to state government initiatives. Many programs were also developed by community groups and nonprofit organisation.  

Year Project/Program Delivered By  Program Description  

1939 
to 
2008 

Gould League DET, Gould League The WA Gould League (operators of Herdsman Lake Discovery Centre) was 
formed in 1939 with Charles Hadley, who was at that time the Director of 
Education, as its first President. Regular booklets were sent to schools, 
programs developed for the HLDC and delivered until DET defunded that 
position in 2008. The centre is a community base and relies on grants and 
funded activities to operate.  

1970 
to 
2021 

Captain Clean-up  Keep Australia Beautiful Council 
of Western Australia 

Captain Cleanup delivers an entertaining environmental message to primary 
school students about their responsibility to littering, recycling and looking 
after the environment. Captain Cleanup’s school visits consist of songs, 
interactive games and other education tools. The use of a superhero character 
is a fun and innovative alternative to the usual class based activities. This is no 
longer attached to DEC since 2002 but is still available on request.  
 

1980 
To  
2021 

Trillion Trees Schools 
(formerly Million Trees 
Program)  

Trillion Trees (formerly Men of 
the Trees WA) Non Profit 
volunteer Organisations relying 
on grants and donations.  

Participating schools will set up a shade-house or growing area at the school. 
Students guided by a teacher, parent or volunteer, experience sowing and 
nurturing native seedlings.  
Then, during the planting season (normally July to September), the students 
will go out and plant the seedlings they have grown. The planting site may be 
somewhere on the school ground, an area near the school that needs 
revegetating, or somewhere else in the vicinity identified as suitable. 
The whole process can be tied into the school syllabuses relating to Science, 
HASS, and the environment. 



The Trillion Trees Schools has a handbook and other resources. The team run 
information sharing workshops from time to time. 

1989 
to 
2013 
 

Ribbons of Blue,  
 

DEC, Swan River Trust, Avon 
Catchment Council 

The RoB program was about monitoring water to determine catchment health 
had gained rapid acceptance and support in WA, and empowered students to 
co-operate with others in finding solutions to environmental problems. IN 1992 
it was gained the Banksia Award. There was a significant program developed 
and resources created for teachers. The program was chopped around 2013 
when Federal Funding was withdrawn.  

1990 
To  
2021 

One World Centre, 
cultural diversity. The 
purpose of the OWC is: 
Working towards a just 
and sustainable 
world.   
  

  
 

One World Centre, currently 
run by volunteers, Coordinator: 
Lynne Butler; had three 
employees in past years. 

One World Centre programs are still being delivered, by volunteers.  Federal 
Government funding is no longer available.  Memberships, donations and 
grants keep the organisation operational. The programs consist of professional 
development for teachers and other interested community members.  
Professional development relates to the UN Sustainable Development Goals 
and includes e.g. Aboriginal justice, STEM programs and the Humanities 
curriculum. 

1990 
to 
2021? 

ALCOA Landcare 
Project 

Tammin Shire Council, ALCOA, 
Parks and Wildlife  

The ALCOA Landcare Project was launched in 1990 and South Tammin 
Catchment Group has been actively involved with this project which aims to 
increase land reclamation through the establishment of on-farm 
demonstrations. Most of their landcare demonstrations are at a mature stage 
and provide visitors with the opportunity to hear from farmers, about the costs 
and benefits of different approaches such as minimum tillage, beef on tagasate 
and improved pastures. Schools were taken on camp to learn about salinity.  

1991 
to 
2021 

Perth Zoo, Envirolink 
and various program  

Perth Zoo Environmental Information Service, funded by Australian National Parks and 
Wildlife Service for Zoo visitors, schools and agencies concerned with 
environmental issues. 
Established themes, design, content and activities for three environmental 
education exhibits: 
Conservation Discovery Centre (ecological principles for species survival),   
Microworld (interactives promoting Landcare concepts),  
Harmony Farm (concepts of low energy consumption living and low-impact 
food production). 

1992 
to 
2021 

Kings Park Education & 
Nature Scape 

Botanical Gardens and Parks 
Authority 

Kings Park and Botanical Gardens comprises 400 ha, of which approximately 
267 ha is bushland. Kings Park has guided walks and education programs 
tailored to school and community groups.  Nature Scape commend in 2012 



funded by Rio Tinto, integrated programs offered on site plus Aboriginal 
cultural experiences.  
NB DET did offer programs in earlier years.  

1993 The Cockburn 
Wetlands Centre 

The Wetlands Centre The Wetlands Centre provides a range of education through its Education and 
Community Engagement projects. The programs offered are diverse, delivering 
a wide range of environmental, cultural and sustainability knowledge and skills. 
Curriculum linked environmental education. Practical and experiential learning 
experiences. 
 

1993 
to 
2021 

Eco Education  Nearer to Nature (formerly 
Department of Environment) 

Developed EcoEducation curriculum linked programs that promoted nature 
conservation values and an understanding of traditional Aboriginal culture. 
Students and teacher numbers involved in the programs increased from 250 
participant’s in1994 to more than 20,000 per annum in 2004 - 14 programs 
were offered to early childhood to tertiary level students. By 2008 more than 
200,000 students, teachers and other adults had benefited from the programs 
at five centres around Western Australia. Programs included professional 
development for teachers and members of school communities, resources for 
students, excursion/camp activities at field centres. Programs included special 
events: Threatened Species Day activities, Care of water catchments, series of 
events to launch a threatened ecosystem Investigating Tuart Woodlands 
program. DEC’s representative presented talks and facilitated sessions at EE 
seminars, workshops, State and National conferences. 

1994 
To  
2005? 

Ribbons of Blue Department of Environment Ribbons of Blue was an environmental education network aimed at increasing 
community awareness and understanding about local water quality and taking 
action for a better environment.   Ribbons of Blue programs involve schools in 
catchment management activities. The environmental education activities for 
students are linked to the Department of Education’s Curriculum Framework 
Learning outcomes. 

1994 
to 
2021 

Kanyana Wildlife 
Rehabilitation Centre 

June Butcher  Family Kanyana Wildlife Rehabilitation Centre is a not-for-profit organisation 
dedicated to wildlife conservation by: 

 Caring for sick, injured, orphaned and displaced wildlife 

 Breeding threatened species 

 Training and research 

 Educating schools and community. 



1995 
To  
2021 

Waterwise Schools 
Program  
 

Water Corporation WA, fully 
funded positions to create 
program for primary and 
secondary schools, later 
kindergarten.   

The program has been operating for primary and secondary schools and 
provides free curriculum-linked teaching resources, hands-on activities, school 
incursions and tours of water and water resource recovery facilities. 
2002 – Christmas Island District High School first non-mainland school 2003 
– 100 schools recognised as Waterwise  
2005 – A Waterwise Starters Package specific curriculum resource for 
kindergarten centres. 
2011 – 500th school joined the program. 
2018 – Kep, the leak-detecting dog, was introduced  
2020/21 – The Waterwise Experience is launched, a new immersive approach 
to learning with audio-led narratives using silent disco-like technology. 

1995 
to 
2021 

Fish for the Future Department of Fisheries Fish for the future is a package available to teachers to increase student’s 
awareness of the State’s fishery resources, and how successful management of 
these resources impacts on their lives. Refinement over time. The Community 
and Education team provides a variety of initiatives to encourage the wider 
community to engage with fisheries and the aquatic environment. People’s 
improved understanding of the science and management behind sustainable 
fisheries will in turn help them to contribute to ensuring a sustainable future 
for Western Australia's aquatic ecosystems.  
Our learning programs are based on current science and data generated by 
scientific research undertaken by our Research Division. Program themes 
include ecosystem processes, aquatic species diversity, aquatic habitats, 
human impacts and aquatic natural resource management.  
We have a number of on and off-line resources available to school teachers, 
students, educators and the community to enable them to participate in 
fisheries and marine education programs and activities. 

1995 
to 
2021 

Catchments Corridors 
and Coasts 
 

AAEE WA Chapter  - NGO 
operated by volunteers.  

Originally a five day, 36 hour professional development course for 
Environmental Educators, Local Government State Government, Teachers, 
University & TAFE Students, and interested Community Members.  
Day 1: Environmental Education, Day 2: Landcare , Day 3: Bushcare 
Day 4: Coastcare, Day 5: Rivercare 
In 2007 this was adapted to a three day program reflecting the title 
Day 1: Catchment, Day 2: Corridors, Day 3: Coasts and a set of programs were 
aligned in each sector to reflect best practice programs in place to deal with the 
environmental issues associated.    



1995 
to 
2021 

Coastcare Landcare  Australia  1995 the initial Coastcare programme was established by the Australian 
Landcare and work at a local level to engage students about issues related 
to their coastal sites. This program now sits within the NRM system for funding 
and support services.  

1996  
To  
2009 

AirWatch Department of Environment AirWatch provides an opportunity for schools to take part in air quality 
monitoring, surveys of behaviour and attitudes related to air quality, as well as 
education on the air and weather. Primary school kits and manuals are 
available free. The secondary manual is free at Professional Development 
sessions. Monitoring equipment and automated weather stations are available 
to schools at cost. Schools can also take part in the Channel 7 WeatherWatch 
program. 

1996 
to ?? 

Salinity in our 
classroom 

State Salinity Council, Ag Dept, 
DET 

The State Salinity Council provides coordination, leadership and policy advice 
for salinity management in WA. They produce quarterly newsletters and have 
developed a school education kit with activities tailored to WA conditions. The 
website contains information sheets as well. This is still available if you google.  

1996 
to 
2021 

Millennium Kids Inc Millennium Kids Inc Millennium Kids is a non profit, non government organisation. It is run by 
young people and was established in response to their demand for a greater 
say about their environment and their world. It is a group of young people 
aged 10-25 who are committed to the environment.  They met regularly to 
progress ideas pitched by young children through finding sponsors and grants 
to support their work.  

1998 
to 
2021 

Bush Rangers Western 
Australia has operated 
as part of the State 
Government's Cadets 
WA program. 
 
  

DBCA formerly (Department of 
Conservation and Land 
Management) 

Bush Rangers is an environment cadetship program which aims to give all 
secondary school aged youth the opportunity to participate in personal 
development training that provides practical life skills, develops leadership, 
teamwork and initiative skills, and fosters qualities of community responsibility 
and service. The program includes teacher manuals, uniforms and resources to 
operate in a school.  

1998 
to 
2021 

Phosphorus Action 
Plan, Frog Watch, 
Noongar Culture,   

SERCUL The Phosphorus Awareness Project provides talks and displays about nutrients 
in our rivers and how to limit their input.  Children meet the Algae Buster fish, 
participate in a River Food Web or Catchment Story and there are resource 
sheets available. SERCUL also has other programs and a library of resources of 
program files and kits.  

2000 
to 
2021 

Waste Wise Schools Waste Authority (formerly 
Department of Environment)  

The Waste Wise Schools Program is an interactive program to involve the 
school community in reducing the amount of litter and waste produced.  By 
participating in free Professional Development Workshops Teachers learn ways 



to save money, improve the schools image and increase students’ 
knowledge and understanding of waste issues through curriculum linked 
activities.  
Resources include a web page, mobile display trailer that visits schools, 
community groups and agricultural shows providing interactive workshops on 
worm farming, composting, shop smart and other waste recycling and 
reduction messages.  The Waste Wise Website contains loads of information 
relating to waste management and waste minimisation in WA. 

2000 
to 
2021 

Fire Inside Out Kit – has 
adapted  

Fire & Emergency Services WA 
Government 

Cross curriculum material about issues of fires Inside houses and Outside in 
bush. Resources include teachers notes, big books, story books, music CD, 
interactive CD ROM and video. Free professional development is offered. There 
is a Fire Education Museum and Firefighters visits to year three students. 

2001 
to  
2004 

The Drain Game 
 

Swan River Trust The Drain Game is a fun, interactive game highlighting ways young people can 
join the Swan-Canning Cleanup Program and help keep our rivers healthy by 
correctly using household products such as fertilisers, garden wastes and 
household litter. 

2001 
to 
2006  

Swan River Education 
and Action Kit 

Swan Canning Clean Up 
Program 

School program and an adult education study circle. Program is suitable for 
small groups up to 15 to learn and talk about river issues. One hour sessions 
over six sessions. These are still available as a Kit from SERCUL but are not 
supported by staff professional development. 

2001 
to 
2021 

The Stephanie 
Alexander Kitchen 
Garden Program,  

The Stephanie Alexander 
Kitchen Garden Foundation 

The Stephanie Alexander Kitchen Garden Program instils positive food habits 
and knowledge in children and young people through growing, harvesting, 
preparing and sharing fresh produce. We deliver this through memberships; 
online, in person and customised professional development; printed resources; 
and access to hundreds of downloadable activities, templates and guides on 
our Shared Table platform. All the while, the program encourages 
investigations into sustainability and food security teaching students about 
caring for nature and the planet, helping to shape citizens of the world. 
Children and young people are taught practical skills in both the kitchen and 
garden including composting, caring for the soil, natural pest control, seasonal 
planting and harvesting, and learning to prepare and enjoy fresh local produce. 

2002  AuSSI – initial 
exploration  

DEC, CALM DET reps and EE  On 27th November 2002 a group met at Piney Lakes to clarify our proposal 
This was written and submitted in February of 2003 
Now in 2004 we are waiting on a redraft to see if the state gets to be included 
in the National Sustainable Schools program. 



Meanwhile schools are being encouraged by the Department of Environment 
to enter a Sustainable Schools Competition 

2002 
to 
2021 

Ground Water Festival Whiteman Park Whiteman Park has a range of activities available that can be tailored to school 
or community groups. Entry to the Park is free and it contains some historical 
displays, crafts, bushwalks, picnic spots and playgrounds. Major annual event is 
Ground Water Festival with over 1,000 student attending.  

2002 
to 
2021 

Adopt A Beach Perth Natural Resource 
Management  
 

The Adopt A Beach program helps schools experience, learn about and 
conserve our coastal and marine environments with in-class activities and 
excursions. 

2003 AuSSI support secured 
from DEC, CALM & DET  

  

2003 Yellow Fish Road – 
Drain Stencilling  

Stormwater Industry 
Association 

Stencilling program of major drains in an area to raise awareness of that drains 
affect our aquatic life. 

2003 
To 
2021 

Western Shield Schools 
program 

DBCA formerly (Department of 
Conservation and Land 
Management) 

Western Shield promotes school and community involvement for threatened 
species and communities conservation; the program encourages attitudinal 
and behavioural change to reduce impact on threatened species and 
communities. This program includes teacher professional development, 
excursions and curriculum based resources. 2003 inaugural Professional 
Development (PD) weekend camp for teachers. 

2003 
to 
2011 

Grow us at Home  and 
Living Landscapes 

Greening Western Australia A non-government organisation dedicated to working with the community in 
native vegetation management to protect and restore the health, diversity and 
productivity of the unique Australian Landscapes. Greening WA run many 
different projects and offer a wide range of support, publications and training 
to landcare groups, schools etc.  
An example is the ‘Grow Us a Home’ project, which provides native plant 
seedlings to schools wishing to create bush gardens, enhance bushland or 
create frog friendly gardens. 
Living Landscapes supports rural communities in catchment planning 

2003? 
to 
2021 

Your Move (formerly 
Travel Smart Schools – 
changed name in 2017) 

Department of Planning and 
Infrastructure 

TravelSmart is a successful Western Australian community-based program that 
encourages people to use alternatives to travelling in their private car. Travel 
Smart schools specifically focuses on alternatives available to school children. 
Delivered by Millennium Kids 

2004 Launch of Advisory 
Board and EE Strategy 

WA Government - DEC The first EE Strategy for Environment Education was launched by Environment 
minister Judy Edwards, chairperson led delegates to talk with a range of 



for WA, meetings with 
various stakeholders 

education institutions about embedding these strategies in the sectors, 
tertiary, government and non government schools ect.  

2004 
to 
2021 

Alcoa frog WAtch Alcoa / WA Museum Frog identification program which offers great resources and ideas for building 
frog ponds and gardens.  
Kit includes frog calls tape, posters and monitoring info. Results are sent to the 
museum. 

2005 Litter Prevention 
Strategy For Western  
Australia  2006–09 

DEC & Keep Australia Beautiful  Developed and rolled out to schools.  

2006 Fire- A force of life 
program 

DEC DEC developed and launched the Fire- A force of life program in the wake of 
the Perth Hills wildfire and the tuart woodland program and resources which 
included interactive CDs, virtual field trips, teacher guides and props for 
excursions. 

2006 Turtle Watch  AAEE WA Chapter, Cities of 
Canning, Cockburn  

Turtle Watch is an AAEEWA project and includes a collaborative network of 
community partners and individuals who work to facilitate the conservation 
of snake-necked turtles. Turtle Watch also aims to assist in the collection of 
information, including educational materials, to enhance awareness of the 
biology and needs of the snake-neck Turtle. 

2007 
to 
2021 

Growing Agriculture Department of Agriculture The Department of Agriculture provides support for primary and secondary 
teachers in all areas of agriculture, farming and food and fibre production, 
including associated landcare and environmental issues.  Information and 
resources available online or by contacting the Education Officer. Offers grants 
to secondary students for study.  

2008 
To  
2021 
 

Canning River Eco 
Education Centre  
 

DBCA, City of Canning, Parks, 
DET, DEC,  

The center was initially planned as a joint venture including SERCUL, volunteers 
and government departments to create a center that would enable schools 
and community to learn about the issues of river quality.  DET supplied a 
teacher but this stopped in 2018 and Nearer to Nature oversee activities at the 
site for schools. City of Canning took over running the center and managing 
community events.  

2008 
to ?? 

Climate Change 
Excursion 

DEC Was developed but not sure it is offered by DBCA as part of the Nearer to 
Nature programs but only operated for a couple of years.  

2009 LGSWA trail of 2 
workshops 

AAEE WA Chapter Waste Authority small grant secured to provide for two workshops for early 
years educators, one in a daycare center and one in a pre-primary. Both 
successful leading to application for funds from Lotterywest to extend to a full 
time position to trial setting up the program in WA. 



2009 
to 
2012 

Launch of Operation 
Climate Change 
website  

Department of Environment & 
Conservation – Community 
Branch  

DEC commissioned an interactive online program to engage primary aged 
students with solving issues around climate change. This covered the Ecological 
Footprint themes but was axed when DEC and CALM merged.  

2010 
to 
2021 

River Rangers  DBCA – Nearer to Nature  River Rangers is a primary school cadet program for students in Years 5 and 6. 
It seeks to engage and educate the next generation of children to help us 
protect our local rivers. It aims to empower students to make positive change 
to their local communities and waterways and ultimately, their local river park. 
River Rangers allows students to actively investigate local issues and design, 
evaluate and share the results of their projects with other schools and the 
wider community. 

Conservation projects undertaken by River Rangers include tree planting, litter 
pick-ups, bird and bat box building, biodiversity surveys, water quality testing 
and building native gardens. 

2010 
to 
2021 

The Re-Cyc-Ology 
Project 

Simon Cherriman, Danielle 
Crichton, Ben Atkinson 

We run a nest-box building workshop for schools and community groups. 
Simon and Dani are responsible for the continued development and delivery of 
the project in schools. Ben constructs the nest-box kits for the workshops. We 
provide information prior to visiting a school, and a post-workshop letter that 
summarises all of the information presented on the day.  Our nest-box plans 
are available for free download on our website. We don’t offer professional 
development.  

2011 
to 
2012 

LGSWA LW trial, 3 
centres 

AAEE WA Chapter  Lotterywest Funding to trial LGSWA program in City of Canning, Gosnells and 
Armadale to confirm level of support EC require to begin to adapt centres to 
include sustainability actions.  

2012 
to 
2021 

Earthcarers Department of Environment/ 
Regional Councils/ EMRC 

Earth Carers is a community empowerment program where volunteers are 
trained in waste minimisation issues and skills such as composting, worm 
farming, recycling and minimising waste production. The Earth Carer 
volunteers then share there skills with other community members and 
neighbours through formal and informal demonstrations.   

2012to 
2021 

LGSWA 
Implementation 

AAEE WA Chapter Linked to City of Cockburn, Canning, Armadale to refine model for local 
government inclusion. Established a relationship with Waste Wise Schools to 
develop and deliver EY WW program which is ongoing.  

2012 ClimateClever Dr Vanessa Rauland Following extensive research, pilots, tonnes of carbon savings and hundreds of 
thousands of dollars of utility savings, the ClimateClever Initiative is now 



empowering schools and students all over Australia to reduce their carbon 
footprint and save money! 
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Report Summary 

Hillcrest PS spends over $40,000 per year on electricity with about a third of this due to the 

general baseload of the school which runs at almost 5kW.  This can be attributed to 

equipment left on standby (e.g. smartboards), essential IT equipment, fridges, HWS etc.  

Lighting accounts for about $10,000 in costs each year and there are options for changing 

from the current T8 fluorescent tubes to more efficient lamps but this will need careful 

planning and costing to ensure a reasonable return. 

Classroom computers are already quite efficient models but the important factor here is to 

ensure they are in standby mode when not being used and completely off outside school 

times. 

There are several options for saving electricity use in the canteen which uses very inefficient 

refrigeration appliances.  Replacing the glass fronted fridges with solid door fridges will 

greatly reduce electricity use and have a payback time of 2-3years. 

The school is considering changing from the Synergy flat rate of 35c/unit to a time of use 

tariff with Alinta which should offer considerable savings and could change some of the cost 

estimations in this report. Particularly for the bore which will always operate off peak. 

Water costs are about $5500 per year with water use of 15litres per person per schoolday 

which is considered quite low by Watercorp.  The main use of scheme water is for toilet 

flushing and hand washing although there has been some garden watering this summer.  

While the school has efficient dual flush toilets, it is very important to continuously check 

that there are no leaks in the cisterns as leaks have been noticed every time the school has 

been visited, both by checking the water meter and direct observation.  Total leaks over 

1000l/day have been seen.  The hand basins are mostly fitted with standard, unrestricted 

taps which are often difficult for children to turn off properly.  The school could make the 

best impact on water use by changing all taps to pushbutton versions and implementing 

regular monitoring to quickly pick up all leaks.  A monitoring plan is also important to enable 

qualification for Watercorp funding for further efficiency measures such as rain water tanks. 

Gas consumption amounts to costs of about $4000 per year at Hillcrest and virtually all of 

this is for classroom heating.  The historical bills show that a large saving has been made by 

fixing a large gas leak and this monitoring should continue i.e. gas consumption in summer 

months should be 0. 

The school has some gas heaters which have pilot lights and these should be turned off in 

summer.  The type of heater does not really impact on the amount of energy(gas) used as 

the main determinants are the building characteristics (levels of insulation, draughts/leaks 

etc) and the set temperature on the thermostat.  Some classrooms were observed to be 

quite warm with thermostats set above 23°C while the recommendation for efficient 

operation is 21-21°C.   
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Introduction 

An audit of the Hillcrest Primary School site was conducted over several weeks from April 

through July 2014.  The audit comprised: 

• several site visits to document all appliances, building configuration and patterns of 

appliance usage (with the assistance of school students), 

• analysis of gas, electricity and water usage bills for the previous 2 years, 

The school has approximately 430 students and 30 staff.  

Building Envelope  

The main part of the school was built in the 1950’s using double brick walls, large sash 

windows and high ceilings.  The main school buildings were recently re-roofed with 

corrugated iron.  The school is oriented on a NE/SW axis and so has extensive window 

exposure to the NE in the mornings and NW in the afternoon. 

 

Figure 1 

There are several other buildings of various ages and construction methods surrounding the 

older part of the school including pre-primary classrooms, art/music centre, covered sports 

area and library. 

The school has extensive grassed sports areas to the SE which are watered from a bore. 
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The first 2 options above can provide considerable savings at virtually no cost to the school.  

Replacing the T8’s with T5’s or LED’s can be quite complicated as there are issues such as 

will the replacements give the same light levels, will they provide more light so that fewer 

lamps are needed, are they a simple plug in replacement or is an electrician required.  If a 

significant change to the lighting is considered it is recommended that lighting specialists are 

used to provide recommendations and quotes, including estimates of annual savings and 

payback times.  It may be advisable to change a small number of rooms first as a trial. 

Room Heating and Cooling 

Classroom heating is mostly done with gas heaters and so is discussed in the following 

section on gas use.  The Administration area and computer room use Reverse Cycle Split 

system air conditioners for heating.  As for gas heating, the main influence on how much 

energy is used by these heaters is not the power rating of the appliance, but the thermal 

characteristics of the area being heated (insulation, draughts etc) and very importantly the 

set temperature on the thermostat.  Each 1°C increase in the thermostat will increase 

energy use by 10%.   

The majority of the cooling for the school is provided by evaporative coolers which are very 

efficient and economical to operate.  The Figure 3 suggests that electricity use in summer is 

about 50-100units per day higher than in winter. The classroom evaporative units are 

probably rated at 1kW which means they will use 1 unit per hour.  With 9 systems operating, 

daily use could be 8hrs x 9units per hr = 72 units. 

As for heating, efficient and economical use of the split system air conditioners relies on the 

thermostat setting which is recommended to be set at 24°C or higher.  Using fans in 

conjunction with the air conditioner can enable using a higher setting on the thermostat 

while using very little electricity for the fan. 

The following chart also gives some information on the use of electricity for cooling by 

showing the increase in units used vs the daily max temperature. 
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weekends.  When selecting fridges it is important to consider the efficency/operating costs, 

which is indicated on the star rating label as shown below. 

 

Figure 9 

This fridge use 384kWh/year or just over 1 kWh/day. 

Because the various fridges are so inefficient they generate a large amount of heat in the 

canteen and make it uncomfortably hot in summer and needing high air conditioner use.  

This could be helped by providing ventilation at the top/front of the canteen along with 

open door/windows on the back wall – the ceiling slopes towards the front wall and so hot 

air could naturally flow to the ceiling and out of the room. 

The slushy machine uses a lot of electricity even though it is only a small appliance as the 

chilled container is completely uninsulated.   The machine also appears to be left on for long 

periods when it could perhaps be filled and turned on much closer to the time of selling.  An 

alternative may be to manufacture an insulated cover for the slushy container using a 

polystyrene box.  This could be an informative learning exercise for students in the school 

who could measure the electricity consumption with and without the cover. 

6 other standard fridges were seen around the school with a combined use of 9units per day 

– i.e. similar to the use of the coolroom.  Some of these fridges had very little contents and 

could perhaps be turned off without much inconvenience to the teachers. 

The canteen also makes use of ovens for heating but this was not found to be a significant 

factor. 

Recommendations are: 

1. Consider replacing glass fronted fridges with solid door fridges.  Use labels on the 

outside of the door to indicate contents if needed. 

2. Minimise use of coolroom by packing all contents in to as few fridges as possible. 
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3. Consider use of slushy machine for only special occasions – the net return of funds 

to the school from this machine should be considered in light of its high operating 

cost.  Alternatively manufacture an insulated cover for the machine. 

4. Install a timer on the buglite so that it only operates during canteen hours. 

5. Install ventilation in the front and rear walls to enable hot air to escape. 

Bore Pump 

Over the recent summer the bore pump has been operating 6 days per week which is not 

allowed by Watercorp.  Now that the grassed areas are established and recovered the bore 

controller should be re-programmed to ensure it only operates 3 days per week which could 

save the school over $1000 per year.  It was reported that all other actions are being taken 

to ensure effective use of the bore water such as coring the grass and applying water 

wetting agents.  The recommended amount of water to maintain a lawn in Perth is 10mm 

twice per week and this should be checked when watering resumes next summer to ensure 

the bore is not operating for too long. 

1. Re-program bore to operate a maximum of 3 x per week. 

2. Check water application on the lawns is 10mm per application. 

Computers 

The student survey reported a total of 112 computers in the school.  The survey also 

collected information on the usual operating time of the computers which gave an estimate 

of 67units per school day for computer use.  There are also 18 smartboards which were 

carefully measured and found to be quite efficient in standby – consuming only 11.3W each.  

Even at this level though, if all 18 smartboards are in standby for a whole year the cost is 

$650 per year.  Turning them all off at the wall every weekend would save almost $200.  

Smart boards were estimated to be using 24units per schoolday. 

The school computers are already quite efficient, using 70W while operating and 10W when 

in standby.  The most critical factor with these computers is ensuring that the operating 

system is set up so that they go to a low power sleep or standby mode when not being used 

and are also turned completely off overnight and on weekends/holdays. 

Recommendations: 

1. Instigate a program where certain students are responsible for checking that all 

computers are turned off overnight and on weekends/holidays. 

Hot water systems 

The school appears to have several small storage hot water systems but only 1 of these 

could be seen as the others were in the ceiling space.  Electric storage hot water is the most 

expensive form of hot water but it is probably not a high cost for the school as it is only used 

for hand washing.  The Dental school are very proficient in turning theirs off at weekends.  

Even with no hot water use a typical storage HWS will use 1unit per day to compensate for 

the heat lost through the insulation. 
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1. Introduce a school policy that all heater thermostats should be set to no higher than 

21°C.  Use thermometers in classrooms with older heaters to monitor the room 

temperature. 

2. Ask classrooms to consider heater use and when students are comfortable and 

wearing suitable winter clothes, that heaters are turned off. 

3. Ensure pilot lights are turned off at the end of the heating season and over school 

holidays. 

It would be an interesting exercise for students to measure the usage of pilot lights.  Over a 

weekend ensure that just one heater pilot light is left on and read the meter change from 

Friday to Monday.  Note that the meter reads gas use in cubic metres and to change this to 

units the reading must be multiplied by 11.3. 
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not be using any water.  Signs should be placed around the school near sinks and toilets 

reminding the students to check for and report any leaks. 

A larger scale project would be to consider installing rain water tanks specifically to provide 

water for flushing toilets. 

Water Corporation Grants 

The Water Corporation issues grants to enable schools to implement water savings 

measures.  A guide to the program can be found at: 

https://www.watercorporation.com.au/-/media/files/teachers/grants/wws-grant-selection-

guide.pdf 

As part of the qualification process the school needs to register for the benchmarking tool 

at: 

https://www.watercorporation.com.au/home/teachers/save-water/measure-your-schools-

water-use 

(This has already been completed and suggests that the school is already doing very well 

with low water use). 

and also complete the water saving checklist at: 

https://www.watercorporation.com.au/-/media/files/teachers/grants/wws-grant-water-

saving-checklist.pdf 

The next round of applications closes on Oct 31 2014 and some action should be started well 

before this to enable qualification for the grants, i.e.  

1. Start a water use monitoring program – reading the meters daily and recording use. 

2. Consider what water saving opportunities are most relevant and develop a plan of 

implementation. 

3. Establish a water monitoring team to record any changes made, leaks detected and 

fixed etc. 
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Appendices 

1. Recommendations: 

Immediate commencement of student committee to work with a teacher/expert to 

implement the no cost/low cost recommendations below. 

No cost/low cost: 

Electricity/Gas/Water Monitoring: 

Establish monitoring and data recording systems in the school. Use Synergy website to 

monitor electricity use; gas monitoring through meter reading and checking for leaks; water 

monitoring through meter reading and checking for leaks. In the long term consider 

automated meter monitoring systems. 

Lighting and computers 

1) Ensure lights are turned off when not needed.  Signs adjacent to light switches can 

help remind students and teachers to do this.  (The many lights in the undercover 

area have been seen to be left on when no students are using this area.) 

1. Reduce the number of tubes in use in areas where high lighting levels are not 

needed.  The recommended lighting intensity for a classroom is 300lux and this can 

be measured with a cheap light meter. 

2. Instigate a program where certain students are responsible for checking that all 

computers are turned off overnight and on weekends/holidays. 

Heating/Cooling 

3. Introduce a school policy that all heater thermostats should be set to no higher than 

21°C in winter.  Use thermometers in classrooms with older heaters to monitor the 

room temperature. 

4. Introduce a school policy that all air-conditioner thermostats should be set to no 

lower than 24⁰C in summer.  Provide ceiling or personal desk fans for administration 

offices to enable a higher thermostat setting. 

5. Ask classrooms to consider heater use and when students are comfortable and 

wearing suitable winter clothes, that heaters are turned off. 

6. Ensure pilot lights are turned off at the end of the heating season and over school 

holidays – who will do this? 

7. Isolate the taps to the Evaporative Air Con systems end of the school year and 

winter – who will do this? Nine systems in the school. Monitor for leaks. 

8. Seal the vents in the pre-primary area. 

Water Saving 

9. Establish a water management group to start regular reading of the water meters to 

track daily water use and watch for leaks.  This group could also create signs to 
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remind students to check for and report on leaks and develop an action plan for 

future water saving initiatives. Continue to report for Water Wise Schools with 

Water Corp. Hillcrest details for Water Corp School Benchmarking Tool. Account 

Number is  and Pin is  

10. Re-program bore to operate a maximum of 3 x per week. 

11. Check water application on the lawns is 10mm per application. 

Canteen: 

12. Minimise use of cool room by packing all contents in to as few fridges as possible. 

13. Turn off the cool room on weekends. 

14. Consider use of slushy machine for only special occasions – the net return of funds 

to the school from this machine should be considered in light of its high operating 

cost.  Alternatively manufacture an insulated cover for the machine. 

Capital cost recommendations: 

1) Classrooms/Admin: Replace T8 tubes (40W) with T5 fluorescent tubes (28W) (more 

efficient).  A T8-T5 adapter kit is available for about $30 and at would save 30% of 

the power used, or about $6 per year per tube. 

2) Change T8 tubes to LED tubes.   LED tubes vary greatly in price and quality and 

should be selected with care.  A 20W LED tube would save 50% of the running costs 

and so about $9 per year. 

3) Security lighting: calculate the hours lights are on (timer/light sensor) and the 

current wattage and receive a quote to retrofit more efficient lighting. 

4) Canteen: Install ventilation in the front and rear walls to enable hot air to escape to 

reduce need for air conditioning. 

5) Canteen: Install a timer on the buglite so that it only operates during canteen hours. 

6) Canteen: Consider replacing glass fronted fridges with solid door fridges.  Use labels 

on the outside of the door to indicate contents if needed. Ensure all fridges are 

energy efficient. Consolidate the contents into a minimum number of fridges. 

7) Water savings: Replace all standard taps on hand basins with pushbutton taps. 

8) Water savings: Replace existing tank fed urinals with more water efficient options. 

Investigate different waterless urinals eg North Woodvale PS and Embleton PS 

 

 



Appendix 2. Coolbinia Primary School 
Examples of Co-Benefits Demonstrated in a Primary School Context 
 
 
Dr Elaine Lewis, Cross Curriculum Leader, Coolbinia Primary School, WA Department of 
Education, is employed part-time to support the implementation of the three Cross 
Curriculum Priorities of the WA Curriculum.  These Priorities are: 

Aboriginal and Torres strait islander Histories and Cultures 
Asia and Australia’s Engagement with Asia 
Sustainability  

 
In relation to climate change education and action, work at Coolbinia Primary School is 
supported by the Cross Curriculum Leader role, which has been in place for over ten years.  
Most WA schools do not have a teacher employed in such a role, although some schools 
employ a staff member, for instance, in a combined science-sustainability role or leadership 
position.  For other schools the role is voluntary, taken on by a champion.  This results in major 
challenges for the continuity of sustainability/climate change programs due to staff turnover 
in schools.  In brief, from my perspective as a sustainability educator, some paid staff time is 
recommended for all schools to engage with the sustainability/climate change priority. 
 
Supportive leadership at Coolbinia Primary is demonstrated through relevant statements in 
the school’s Business Plan, as well as the STEM and Cross Curriculum Operational Plans.  
Having a staff member who has a paid part-time role and an associated budget allocation for 
resources also demonstrates the support of the school’s leadership team. 
 
Benefits in relation to climate change education and action include but are not limited to: 
 
Sustainable Schools WA Active Membership: 
 
Coolbinia Primary has been an active member of SS WA for over ten years.  SS WA has 
provided support through professional learning and tools: 
http://det.wa.edu.au/curriculumsupport/sustainableschools/detcms/portal/ 
Case Studies of SS WA schools, the SS WA Toolkit and Climate Change feature on this website 
and provide resources for schools to access.  SS WA and the associated SS WA Alliance of 
organisations providing curriculum linked support for sustainability programs in schools, has 
facilitated learning, networking and sharing of resources and experiences.  Coolbinia Primary 
has shared its approach to sustainability/climate change through SSWA membership, and 
membership of other similar organisations, conducting many workshops over the years. 
 
Given appropriate governance and resourcing, the WA Department of Education’s new 
Sustainability Framework will enable WA schools to develop their sustainability/climate 
change commitments through curriculum, infrastructure and operational enhancements.  
The Sustainability Framework is essential for wider, deeper progress to be achieved.  
 
 
 



Ecological Footprint and Social Handprint: 
Coolbinia Primary has used the Toolkit extensively: 
http://det.wa.edu.au/curriculumsupport/sustainableschools/detcms/navigation/sustainable
-schools-wa-toolkit/ 
Annual reviews, using the Key Elements Rubrics, are undertaken every year and used to inform 
the following year’s targets. 
 
Ecological Footprint –  

 
Purchasing & Waste e.g. Year 5 Waste Warriors and Climate Crew (worm farming, composting 
& recycling); accessed all 3 levels of Wastewise grant funding for waste management 
initiatives. 
 
Biodiversity e.g. Caring for Country annual whole school bushland STEM projects (Save our 
Bobtails, Conserve Butterflies Birds & Bees, etc); Year 6 River Rangers participated in the 
Bullsbrook tree planting day; all year levels plant on school grounds every year. 
 
Transport & Air e.g. Year 4 Your Move classes have achieved Double Platinum Your Move 
School status. 
 
Energy e.g. Years 5 & 6 participate in solar lantern kit programs for schools in Asia & Africa: 

Benefits of Solar Lanterns Impact of 25 Solar Lanterns 
made in 2021  

Impact of 220 Solar 
Lanterns made 2011-2021 

Lives impacted 125 1100 

Environmental: Equivalent 
seedlings grown for 10 years 

65 trees grown  572 trees grown 

Educational: Study hours 
created over three years 

54,750 hrs 481,800 hrs 

      
    

  

   
       



Health: Carbon emissions 
offset over the lifespan of 
the light 

3,875 CO2e kgs 34,100 CO2e kgs 

Economic: Reduction in 
kerosene etc expenditure 

80% 80% 

 
Water e.g. Year 3s are our Water Warriors and completed rostered tasks to promote and save 
water; fundraising and donations for wells in Asia & Africa; and prize-winning 3D printed 
water filter. 
 
Social Handprint –  

 
Student and Staff Wellbeing e.g. Positive Behavioural Supports school; many before, during 
and after school clubs. 
Economics/Built Environment e.g. nature play areas, Aboriginal murals, bird/native 
bee/microbat nest boxes. 
Community Partnerships e.g. Many partnerships with government and non-government 
organisations, as well as local businesses, e.g. United Nations Association of Australia WA 
Global Citizenship Schools program.  
Cultural & Social Diversity e.g. inclusive HASS programs, Harmony Week celebrations.  
Aboriginal & Torres Strait Islander Histories & Cultures e.g. PALS and NAIDOC Week initiatives 
with long term impacts, Two-way Science school & annual reviews of the Aboriginal Cultural 
Standards Framework with target-setting. 
 
Additional information about the school’s sustainability/climate change programs may be 
viewed on the school website, such as: 
Sustainability updates: https://coolbiniaps.wa.edu.au/curriculum/cross-curriculum-
priorities/ 
and 
weekly School Bulletins e.g.: https://sway.office.com/oojDD6NvHezjdmQZ?ref=Link  (STEM & 
Reducing our footprint) 

      
    

   

   
             



Carbon Emission Reduction Plans: 
Coolbinia Primary has been monitoring the school’s carbon footprint since 2011.  A series of 
carbon reduction plans have been implemented: 10, 50, 100 and 200 Tonne Plans over 
successive years.  A description of the 10 Tonne Plan may be found at: 
http://det.wa.edu.au/curriculumsupport/sustainableschools/detcms/navigation/climate-
change/ 
 
Research papers reviewing the school’s carbon emission reduction plans and the importance 
of systems thinking – 
Lewis, E.  (2013).  Education for Sustainability at a Primary School: From Silos to Systems 

Thinking. Environmental Education Research, online 20 Sept 2013.  Retrieved November 3, 

2021, from 

http://www.tandfonline.com/doi/full/10.1080/13504622.2013.833593#.UkBQib6Q-Uk 

Lewis, E., Mansfield, C. & Baudains, C. (2014). Ten Tonne Plan: Education for Sustainability 

From a Whole Systems Thinking Perspective, Applied Environmental Education & 

Communication, 13(2), 128-141.  Retrieved November 3, 2021, from 

http://dx.doi.org/10.1080/1533015X.2014.950890 

Lewis, E (2015).  Thinking globally, acting locally: A school and community case study – carbon 

emissions reduction.  Getting Started with Sustainability in Schools.  Retrieved November 3, 

2021, from  http://www.sustainabilityinschools.edu.au/thinking-globally-acting-locally 

Lewis, E. (2015). 360 Tonnes of Impact!  Practical steps for reducing your school’s greenhouse 

gas emissions.  Eingana: Journal of the Victorian Association of Environmental Education, 

38(3), 24-30. 

Barry, S.  (2016) The greenest school in Australia.  School News.  Retrieved November 3, 2021, 

from http://www.school-news.com.au/profiles/the-greenest-school-in-australia/ 
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Curriculum Integration: 
School staff have worked on curriculum integration over a number of years and considerable 
progress has been achieved.  Please refer to the school’s Scope and Sequence in Appendix 2. 
 
Coolbinia Primary is innovative, looking for ways to enhance sustainability/climate change 
curriculum integration.  Two recent innovations include: 
Two-Way Science Program -  
Our school is a Two-Way Science Trial school in the metropolitan area.  This participation is 
enriching our relationships with Aboriginal people and our understanding of and engagement 
with the Department of Education’s Aboriginal Cultural Standards Framework, as well as the 
Aboriginal and Torres Strait Islander Histories and Cultures Cross Curriculum Priority.  We are 
implementing science programs that are inclusive of Aboriginal knowledges, which deeply 
engage our students, such as the Year 6 CSIRO unit “Let’s Stick it Together”, Year 4 Two-Way 



Science “Mapping” unit, and exciting Early Childhood workshops with Aboriginal educators.  
Participation in the Two-way Science Program is important because the school is engaging 
with and empowering Aboriginal communities.  These communities are holders of knowledge 
that can contribute to climate change actions, such as fire management.  Furthermore, this 
participation is demonstrating cultural responsiveness, through building partnerships that 
connect the WA Curriculum with Aboriginal knowledges. 
 
Einstein First Program -  
Staff attended professional learning through UWA, related to updating the science 
curriculum.  This is fundamental to preparing students for the future by providing them with 
the latest scientific knowledge.  Our Year 5s are currently studying a Fantastic Photons unit 
that informs climate understandings at the atomic level, and our Year 6s will participate in a 
new Climate Science and Sustainable Energy Program in 2022.  This new integrated unit is 
underpinned by Einsteinian Physical, Chemical, Biological and Earth science. 
 
 
Community Engagement: 
The school works collaboratively with many community partners including, for example, 
CSIRO STEM Professionals in Schools, One World Centre, Australian Association for 
Environmental Education WA, UNAA Global Citizenship Schools, Friends of Coolbinia 
Bushland and local businesses.  This level of community engagement provides the students 
with real life meaningful learning contexts.  For example, the school has 1.4 hectares of 
bushland adjacent to the school buildings and this ‘outdoor classroom’ provides a rich leaning 
environment for students and involves all the partners mentioned above, as we work to 
conserve the flora and fauna of the bushland.  Students have created a community bush trail 
with signage and documented their learning in three published books. 
 
Recently the school was award the Community Impact Award by the United Nations 
Association of Australia WA Branch for its sustainability initiatives, in particular the Year 6 
Fete that raised funds for local, national and international organisations related to the UN 
Sustainable Development Goals (SDGs) the students selected as their stall focus.  SDGs such 
as  
 
Finally, community engagement empowers all stakeholders and enhances the opportunities 
for students to work on real life problems, like climate change, and take action to contribute 
to solutions. 
 
 
 



 
Appendix E. School Sustainability Coordinator / Zero Coordinator 

Salary range - $73,000 - $79,000 

Currently few schools have the capacity to undertaken meaningful and ongoing climate change 

mitigation initiatives. Employing a professional to fulfill the non-teaching role of Sustainability 

Coordinator in every school would enable schools to reduce utility costs, provide links for teachers 

showcasing sustainability at the school level and take a wholistic approach to climate change 

mitigation and adaptation.  

Two models are suggested. 

1. A part-time Sustainability Coordinator in every school, this option ensures the focus remain 

within one school.  

or 

2. A full-time Sustainability Coordinator working across a small group of schools. This model 

could include a high school and several primary schools or up to five primary schools. There 

are benefits to collaboration between schools working towards a common goal – climate 

change mitigation, shared knowledge plus the opportunity for successful actions to be 

duplicated in multiple schools. 

Criteria 

• Demonstrated knowledge and understanding of climate change and sustainability  

• Demonstrated well developed verbal and interpersonal communication skills, including the 

ability to maintain effective working relationships with students, parents, internal and 

external clients and work effectively and constructively as part of a team.  

• Demonstrated well developed project management skills, including the ability to implement 

initiatives to support sustainability education.  

• Demonstrated initiative and well developed organisational skills, including the ability to 

identify priorities and deliver outcomes on schedule. 

• Demonstrated well developed written communication skills, including the ability to prepare 

grant and award submissions.  

Eligibility 

• Recognised qualification in Sustainable Development, Energy Studies or Environmental 

Science or similar; OR completed Sustainability Officer Accreditation 

• Obtain a current Department of Education Criminal Record Clearance prior to 

commencement of employment; and  

• Obtain or hold a current Working with Children Check.  

Tasks 

• Supports the implementation of sustainability and climate change curriculum across the 

school  

• In consultation with the Sustainability Committee, develops and implements the School 

Sustainability Policy and monitors compliance and liaises with school staff responsible for all 

other related projects to ensure their directions and activities are aligned with the School 

Sustainability Policy and School Business Plan  



• Liaises with the P&C, industry, universities, other organisations and community groups to 

develop and implement activities that align with the objectives of the School Sustainability 

Policy  

• Coordinates sustainability working parties and reference groups, including facilitating 

meetings and preparing agendas and minutes  

• Communicates with students, staff, community members, sustainability experts and other 

agencies to attract support  

• Prepares stories and images for local media, school newsletters and other publications  

• Develops and presents induction sessions and professional learning for staff in relation 

sustainability practices  

• Prepares grant and award submissions  

• Assists in preparing for events associated with the program  

• Provides advice and support to partner primary schools  

• Develops, implements and monitors programs and initiatives to reduce and monitor energy 

use, water use and waste consumption 

 

 

 



 

 

 LYNWOOD SENIOR HIGH SCHOOL SUSTAINABILTY AND 
CLIMATE ACTION POLICY 

 
Policy Statement 
Lynwood Senior High School will maintain its focus of sustainability through minimising carbon 
emissions from existing and new school operations. 
 
Sustainability related content, and/or practices will be embedded in all learning areas and across all 
year groups. 
 
The implementation of the sustainability focus will be supported through a dedicated Sustainability 
Program Coordinator appointed to the school, working with students and staff and meeting 
regularly with the Sustainability Committee. 
 
Rationale 
Climate change is the pre-eminent global concern and human activities such as energy use, travel 
and landfilled waste is a serious issue of mounting international and local concern. South-west 
Western Australia is identified to be seriously affected by reduced rainfall and rising temperatures 
within the lifetime of the current students. The school can substantially reduce its contribution to 
climate change through demonstrating leadership both within the school and seeking to work with 
other schools. 
 

Background 
In 2008 the decision was taken to set “sustainability” as the school focus to provide a defining 
direction and a sense of belonging and identity. A key action was to re-badge the school as a “Centre 
for Environment and Life Sciences”. A leadership role was created in 2012, with the Head of 
Curriculum guiding staff in highlighting the focus on sustainability teaching across the school. Two 
new pathways for students were created in 2011; a senior school engagement program, the 
Lynwood Environmental Academic Flexible Learning (LEAF) Program and in 2012, the Environment 
and Life Sciences (EaLS) Program. 
 
Sustainability is embedded in actions plans across the whole school, in both teaching and non-
teaching areas. It is steered by the Sustainability Committee (SC) which meets at least twice a term. 
The SC is open to all members of the school community as well as local community members and 
academics. Since 2016 a part-time Sustainability Program Coordinator has been employed to drive 
climate change and sustainability initiatives at the school. The position was initially funded through 
the school staff budget allocation and later with savings from sustainability energy and water 
initiatives.  
 
Reductions were initially identified through a School Greenhouse Audit in 2016 and many of these 
and new initiatives have been implemented under the project. 
 
Policy - Key Elements  
To achieve the policy, the following key elements are essential: 
 
1. Continue to seek and implement emission reduction opportunities: 

 
a. Plan to replace lighting, refrigeration and heating to more efficient units through 

grants or budget allocations 



 

 

b. Retain a waste contract that enables recycling and composting  
 

c. Incorporate environmental purchasing criteria (see AuSSI checklists) including  
i. procure energy efficient appliances when new equipment is required with a 

star rating of 3 ½ stars or higher  
ii. Request Carbon Neutral or local and recycled product options when 

procuring items for the school 
d. Consider energy efficiency and sustainability in all major works on school buildings 

and facilities with a green star rating 
e. Reduce greenhouse gas emissions from fuel use in transport through fuel efficient 

vehicle purchases and transport choices, encouraging staff to bus, train, walk or 
cycle to school, and purchasing offsets for air travel. 

f. Continue to support related initiatives such as tree planting at the school and off-
site as well as the LEAF, Ngalark Karlup, Aquaponics and Bush Tucker Gardens and 

which demonstrates low carbon food production. 
 

2. Communicate with new and existing staff and students through induction (see later), staff 
meetings, professional learning opportunities and signage. 

3. Continue participation in the ClimateClever Program to monitor and record utility use and 
subsequent emissions. 

4. Embed content, concepts or practices into all learning areas, eventually creating a 
Sustainability Curriculum Overview. 
  

Sustainability Program Coordinator 
The Sustainability Program Coordinator will be responsible for; 

 Implementing the key elements of this policy, supporting staff where necessary 

 Ensuring an annual carbon audit is undertaken via the ClimateClever App 

 Leading the emissions reduction measures within the school 
 
 
Induction of new staff to the Sustainability Committee 
 
All new staff will be provided with an outline of the Sustainability Program summary and an 
invitation to join the committee. 
 
To address the causes of climate change and sustainability at the school amongst staff, the following 
practices are outlined for all staff to adopt.  They may be delivered through individual conversation, 

group presentation, and prompted with complementary signage. In addition, the SC will form a 
regular component of School Development Days to inform and refresh staff.  
Sustainability Actions for All Staff 
 
1. Water saving in the school 
If you see signs of water leakage on school grounds, whether in the gardens, rooms, pool or 
toilet/shower blocks Report leaks immediately to the Manager of Corporate Services (MCS). 
 
2. Sustainable procurement 
When you are looking to purchase equipment or stationary supplies, incorporate the environmental 
purchasing checklist recommended by AuSSI (see 
http://www.environment.gov.au/sustainability/government/purchasing/index.html ).  
 
When purchasing office equipment consumables consider, in addition to price: 

 The goal of reducing overall waste and using fewer resources 

 Low environmental impact packaging 



 

 

 Additional environmental benefits documented by the company 

 Don’t forget to use the Common Use Agreement (CUA) 
 
Paper and cardboard 

 High Australian recycled fibre content (and/or Carbon neutral certification) 

 Made from the lightest weight paper acceptable for the job 

 Manufactured using EPA licensed effluent systems 

 Manufactured in facilities that perform better than required by licencing standards 

 That do not have non-recyclable coatings 

 With low environmental impact packaging 
 
 
It is the responsibility of all staff to check for carbon neutral, local or low energy alternatives for 
products being procured.  
 
 
3. Waste separation  
The school has 24 waste streams; see attachment 1.  
 
 In all places at the school appropriate waste separation is required into the bins provided. 
This is to minimise waste to landfill, waste of resources and reduction of greenhouse emissions.   
 
Contact Sustainability Program Coordinator or MCS if there are any issues. 
 
Sustainability Actions for Teaching Staff 
Classroom and office practices: 
 
Energy Saving  

 Turn off lights and fans when each class is over.  

 Evaporative coolers – leave windows open where students and staff are to direct cool air flow 
this way. Lowering the fan speed makes a big difference in energy use so keep the fan down 
when you can. 

 Reverse cycle a/c will have a temperature setting of 20o in winter and 26o in summer. Australian 
Government recommendation is that there is a maximum of 10o difference between inside and 
outside temp.  

 Turn off your computer at the end of the school day and choose power saving or switch off in 
between times 

 Fridges - switch-off for summer holidays, minimise number of fridges and avoid small fridges 
(there is little or no energy saving compared to a large fridge/freezer).  
Also remember a full fridge works most efficiently and if there is ice build up, a defrost is 
needed.  

 Hot water systems - gas storage in Hospitality classrooms and Gym will be turned off during 
school holidays. Other electrical systems need to be left on as per the operating manual. 

 Gas heaters - pilot lights will be turned off at the end of term 3 and relit no earlier than term 2. 
 
Waste separation system – 

 Each classroom and office should have at least 1 paper & cardboard recycling bin and 1 mixed 
rubbish (landfilled) bin. These are emptied by daily by cleaners.  

 In hospitality classrooms, food waste also needs to be collected and deposited in the Green 
Cone.  
 
 
 



 

 

 
 

 
Waste minimisation - 

 As a default, use double-sided printing of paper where available on a printer. 
 
Students 

 A Student Sustainability Squad was established in 2019 this is a student lead group which will 
decide on activities and actions as they see fit (Access 10) 

 Students are rostered to manage the plastic bottle recycling Greenbatch bins. 

 EALS students manage the LSHS Community Recycling Station in liaison with the Sustainability 
Program Coordinator.   

 LEAF students fresh produce is sold to staff from LEAF garden and aquaponics – this reduces 
greenhouse emissions for food miles as it is locally grown and organically grown.  

 
Administrative Staff  

 Incorporate environmental criteria into the purchasing of office equipment and consumables as 
stated in the Policy. 

 Minimise waste through paper and cardboard recycling in Administration and minimise paper 
use through double sided printing and judicious printing of notices. 

 
 
Horticultural Staff  

 Water saving practices in keeping with this policy intent from water-wise plant choices and 
garden designs to efficient irrigation equipment and timing,  

 Make use of green waste skip bin for garden waste. 

 Undertake holiday switch-off of hot water systems and boilers and water cooler fountains at end 
of each term to eliminate energy wastage. 

 
Canteen staff 

 Separate waste including kitchen waste for home composting or chicken food.  

 Holiday switch-off of fridges, freezers and cool room (if possible). Minimise number of 
fridges/freezers, avoid small fridges (there is little or no energy saving compared to a large 
fridge/freezer) and undertake regular defrost where needed to optimise efficiency. 

 
Cleaners  

 Regularly liaise with Sustainability Program Coordinator to ensure that, recycled or CN paper 
products are used and waste is separated into the appropriate skip bins i.e. paper & cardboard, 
general waste and green waste. 

 Turn off lights, heating and cooling systems in classrooms and office if left on. 
 
HOLAs 

 Holiday switch-off in learning areas of fridges, computers, overhead projectors and other 
electrical equipment. 
 
 

 



APPENDIX 7 

iSTEM Social Change, Elective 4th Year Unit for the Bachelor 

of Education (BEd), Curtin University 

This unit is one of three undergraduate Option units in integrated 

science, technology, engineering and mathematics (iSTEM) offered 

by the School of Education. Completing all three units will provide a 

specialisation in iSTEM. This unit aims to equip students with 

content and pedagogical content knowledge in integrated STEM 

education in the context of an inquiry based approach. Students will 

develop, create and reflect upon a contextual problem, make explicit 

links to the science, mathematics and technologies curricula and 21st 

century learning skills. Pedagogical content knowledge will be 

developed by students creating and evaluating project plans and 

implementation approaches in a variety of educational settings as 

appropriate to their degree (ie ECE, Primary or Secondary). 

 

ENVIRONMENTAL EDUCATION USING THE UNSDGS 

AND A PROBLEM-BASED LEARNING PEDAGOGY 

Summary 

In an overcrowded and content heavy curriculum how can the 

addition of Climate change or Sustainability or Environmental 

Education be achieved in a deep and meaningful way without it 

being just another ‘important’ topic to be added. ‘Important’ to 

whom is also an issue with many of the changes being top-down 

curriculum knowledge additions rather than more complex and 

integrated approaches. This unit taught to pre-service teachers 

seeks to use a problem-based approach to engage in deep 

meaningful learning and encourage conversations and debate on 

this issue. It uses the PBL approach to help PSTs explore complex 

ideas and develop their own understanding and then through 

agency develop solutions.  

 

 

Educating citizens with a strong background in STEM-related 

knowledge and skills is a priority for responding successfully to 

pressing global challenges, including climate change, as advocated by 

the United Nations Educational Scientific and Cultural Organization 
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(UNESCO, 2016). These challenges include but are not limited to a 

range of environmental and community issues pertaining to the United 

Nations sustainable development goals (UN, nd).  
STEM education is also recognized as a priority for preparing students for entry 

into in-demand STEM careers of tomorrow. The Australian Bureau of Statistics 

(2014) found that between 2006 and 2011 growth in STEM-related jobs was 1.5 

times the growth rate of other jobs (Timms, Moyle, Weldon, & Mitchel, 2018). This 

growth is needed to support the economy by leveraging advances in emerging 

technologies (Economou, 2016; OECD, 2015).  

To meet these challenges the Australian Government has proposed that STEM 

education should be a major focus of the curriculum in both primary and secondary 

schools (Education Council, 2015). Consequently, pre-service teacher education 

programs are busy developing programs to prepare new teachers to teach STEM 

across all levels of education and these units provide a useful medium to focus on 

the embedding of the content and skills required for environmental education with 

specific focus on climate change.  

 
As teacher educators engaged in unpacking and exploring what is (and should be) 

meant by the STEM acronym, our focus expanded from STEM-related disciplinary 

knowledge/skills to UNESCO’s transversal competencies of ‘critical and innovative 

thinking’, ‘global citizenship’, ‘interpersonal skills’, ‘intrapersonal skills’, and 

‘media and information literary’ (Care & Luo, 2016). Developing these 21st century 

competencies is recognised as an essential goal by both industry leaders and 

advocates of education for sustainable development. The Australian Curriculum 

outlines a closely related set of ‘general capabilities’ to be incorporated into all 

subject areas (ACARA, 2018; Gonski, et al., 2018), including ‘literacy’, ‘numeracy’, 

‘ICT capability’, ‘critical and creative thinking’, ‘personal and social capability’, 

‘ethical understanding’ and ‘intercultural understanding’ and in the general 

capabilities there is ‘Sustainability’ where environmental education with specific 

focus on climate change can be taught.  

 
The challenge, therefore, was to develop for pre-service student teachers a 

meaningful and interesting STEM-related program, incorporating both general 

capabilities and disciplinary knowledge/skills that would enable them to create 

engaging learning experiences for their own future students and these can be focus 

on environmental education including climate change.  

 

To provide an ethically meaningful and motivating context for 

problem-based learning we adopted the UN’s sustainable development 

goals (United Nations, nd). To further support our students’ problem-

based learning, especially identifying and planning to solve a problem 

and enacting a solution strategy, we adopted the Hasso-Plattner design 

model (2017). Our holistic approach incorporated aspects of science, 

technology, engineering, mathematics, digital art, geography, history 
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and economics. We were charged by our School of Education to 

develop an innovative unit – iSTEM Social Change - for the Bachelor 

of Education (BEd) program that would prepare early childhood, 

primary and secondary teachers as STEAM specialist educators. We 

selected the following definition to provide the most flexibility for the 

unit design: “the deliberate full or partial integration of any or all of 

the key components of science, technology, engineering, art and 

mathematics, including skills and content knowledge”. 

Sustainable Development Goals 

The unit was designed for students to select one or more of the United Nations 

sustainable development goals (UN, nd) and to develop a solution to a real-world 

problem they had identified, prototyped and tested. The sustainable development 

goals are expressed as targets to be achieved by the year 2030, and Australia’s 

progress towards achieving its targets are reported on the website: 

https://www.sdgtransformingaustralia.com/#/2772/1369// Our unit directed students 

to relate these targets to their own lives. This provided an opportunity for students 

to have unique, personal and perhaps vulnerable experiences as they struggled to 

design projects that stimulated their awareness of sustainable development values. 

General Capabilities 

A recent report on achieving excellence in Australian schools (Gonski, et al., 2018) 

stated that the ‘general capabilities’ need to be at the core of curriculum and teaching 

practice. These transdisciplinary competencies are embedded in the Australian 

Curriculum Framework (ACARA, 2018), however, because they are not mandated 

to be taught they are easily overlooked by teachers. We decided to focus our unit on 

developing students’ general capabilities of ‘critical and creative thinking’, ‘personal 

and social capability’, ‘intercultural understanding’, and ‘ICT capability’ whilst 

embedding the unit in a wicked issues around the UN SDG such as aspects of a 

specific localized problem relating to the changes in climate and the impact of 

humans.  

Design Thinking 

To help us design the unit we chose the five-stage Hasso-Plattner design thinking 

model (2017) (see Figure 1). We felt that the model had a number of strengths. It 

would help to ensure that student learning followed a natural progression in 

designing a solution strategy for a complex problem. In doing so, it would encourage 

students to view the problem from multiple perspectives, thereby blending science 

understandings, mathematics competencies, digital technology and digital arts. This 

would give rise to a variety of student projects. 
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[Place Figure 1 Here] 

 

1. Empathize. The first stage in designing our STEAM focussed unit was to 

empathize with the needs of our prospective students, that is, to engage in a relational 

way of knowing. This was a complex design challenge as our cohort of students was 

enrolled in primary, early childhood and secondary education streams of the 

Bachelor of Education program, and included both online and on-campus modes of 

study. As well, our unit needed to be situated in the context of other units in the BEd 

program, meet overarching course outcomes, and align with national teaching 

standards.  

2. Define. In this stage we considered (i) how a problem-based approach (Wirkala 

& Kuhn, 2011) could incorporate the UN’s sustainable development goals and (ii) 

how the Hasso-Plattner design thinking model could direct our students’ problem-

based learning. It was important that they engage in open-ended problem solving 

that enabled them to define and refine their problem solutions.  

3. Ideation. In this stage we developed the problem-based learning approach, 

knowing that most of our prospective students would be unfamiliar with this 

pedagogical model. To this end, we adopted Larmer’s (2014) six-step problem-based 

learning strategy.  

1. Identification of an ‘ill-structured’ (open-ended, ‘messy’) problem. 

2. Problem definition or formulation. (the problem statement) 

3. Generation of a ‘knowledge inventory’. (a list of "what we know about the 

problem" and "what we need to know") 

4. Generation of possible solutions. 

5. Formulation of learning issues for self-directed and coached learning. 

6. Sharing of findings and solutions. 

In this stage we also identified success indicators for assessing students’ projects. 

4. Prototype. During this stage we created and implemented the unit using a 

purpose-built website and a suite of online tools. The web platform chosen was 

Weebly which can be found at https://istempbl.weebly.com/  We used this website 

to ensure that it was accessible for our student teachers after the unit was completed. 

It also provided a place where links to other websites and a repository of online tools 

can be easily accessed.  

5. Test. And in the test stage we assessed students’ learning experiences: the issues 

they had identified, the solutions they had prototyped, their development of general 

capabilities and disciplinary knowledge/skills, and their ability to understand and 

accept this innovative pedagogical approach for their own teaching practices. We 

documented the trials, tribulations and anxieties of the students and reflected on how 

well we had supported them (Kuhlthau, 1999). 
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Online Learning and Assessment  

In the ideation stage we identified success indicators of students’ ability to use the 

design model. We decided to focus assessment on the learning process. To help 

students create an organic and permanent example of their project we chose a web 

platform – Weebly – and created a website for the unit: https://istempbl.weebly.com 

The website provided a range of online tools to support student learning, including 

links to the UN’s sustainable goals and targets. Students would use these tools to 

curate and store examples of their learning. This would enable them to showcase 

their product and be a useful resource for their future teaching.  

Storytelling  

We added the additional hexagon of Storytelling to the Hasso-Plattner design model 

(see Figure 2) because we wanted our students to clearly articulate and reflect 

critically on the learning process they had undertaken. This arts-based narrative 

genre would enable them to represent their entire journey around the key hexagons 

of the model (Hasso-Plattner Design School, 2017)). By narrating their journey in 

the form of a brief video students could highlight the emotionality of their learning, 

thereby enriching their relational way of knowing and building empathy towards 

their future students.  

  

[Place Figure 2 Here] 
 

Unit Coordinator 

From my perspective as the unit co-creator, this highly innovative STEAM focussed 

unit successfully enabled students to explore projects that were authentic, had strong 

personal connections, and incorporated aspects of science, technology, engineering, 

mathematics and digital arts. Some projects also included connections to geography, 

history and economics. Including the UN sustainable development goals broadened 

the initial focus on the discipline of science to encompass a more holistic 

sustainability perspective. This paved the way for students to explore their homes, 

jobs, neighbourhoods and their own lives as they designed projects that were 

personally interesting and engaging. Once students had become emotionally 

invested in their projects they became vulnerable and, therefore, sensitive to 

feedback. Some students examined mental health initiatives in their communities 

after explaining the connection to their own mental health issues. Building trust with 

the students was, therefore, a key part of our roles as their teachers, a role that was 

largely successful, but unfortunately not for every student.  

IN CLOSING 

During our design and teaching of this innovative STEAM focused PBL unit, trust 

and emotions were issues that resonated deeply with us. We hoped that our student 

teachers would experience a range of emotions through engagement in relational and 

practical knowing, which would enable them to be empathetic towards their own 
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future students. Engaging in relational knowing enables students not to be 

judgmental of themselves or others and to step back and reconsider compassionately 

social  problems/issues. It was here that we became deeply involved in relational 

knowing, not only with each other as STEAM educators but also with our students. 

We came to share their sense of vulnerability, anxiety and fear. In so doing we 

became an integral part of their learning, connecting compassionately and seeing 

their problems and solutions through their ways of knowing and understanding of 

their worlds. 
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Purpose

This document defines the partnership between the Australian Government, the States 
and Territories in relation to the Australian Sustainable Schools Initiative (AuSSI). It 
articulates:
§ the nature of, and context for, the Initiative;
§ the Initiative’s vision, goals and strategies for action; 
§ governance arrangements; and 
§ protocols for partnership operations.

This Partnership is between the Australian Government, the States and Territories as 
represented by the relevant education and environment portfolios in each jurisdiction.

About AuSSI

The Australian Sustainable Schools Initiative provides practical support to schools 
and their communities to learn to live and work more sustainably1. Support is 
provided through access to best practice education for sustainability resources, a co-
ordinating structure for the use of existing environmental education / education for 
sustainability resources and mentoring and facilitation in sustainability for educators 
and school staff.
An AuSSI school is typically engaged in an action learning cycle involving: 
§ making a whole-of-school commitment to become more sustainable;
§ auditing/collecting baseline data on the use of its resources, the management of its 

facilities and grounds and assessing approaches to teaching and learning;
§ developing a plan of action, including targets, most often referred to as a 

Sustainability Education Management Plan or SEMP that covers changes to its 
management of facilities and resources and integration of this into the curriculum 
and teaching and learning;

§ actively implementing, monitoring and evaluating their plan; and 
§ critically reflecting on progress and revising plans for the future.
Through this process, AuSSI schools achieve immediate and measurable 
improvements in their use of resources, grounds and facilities and strengthen social 
cohesion amongst the school community. The aim is to equip the whole school 
community with the attitudes, values, behaviours and capacity to meaningfully engage 
with complex issues such as sustainability. 

‘Students need to understand the complexity of the world in which they live and to 
have the knowledge, critical thinking skills, values and capacity to participate in 
decision making about environmental and development issues’2. AuSSI supports 
schools in ensuring that their students have achieved this goal.

A more detailed description of the principles and methodologies supported by AuSSI 
is set out in the National Environmental Education Statement for Australian Schools.

  
1 Consistent with the Australian Government Strategy for the United Nations Decade of Education for 
Sustainable Development, sustainability is taken to mean meeting the needs of the present without 
compromising the ability of future generations to meet their own needs.
2 National Environmental Education Statement for Australian Schools (2005)
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Context

AuSSI is implemented in the context of each State and Territory’s own system. 
Relevant policies for each State and Territory are listed in Appendix 1. 

AuSSI is informed by, and gives immediate effect to, the concepts and actions 
identified in Educating for a Sustainable Future: A National Environmental 
Education Statement for Australian Schools (2005). The Statement provides the first 
ever nationally agreed description of the nature and purpose of environmental 
education for sustainability through all years of schooling. AuSSI seeks to support 
schools to implement the principles and practices espoused in the Statement, which
should be read in conjunction with this document. 

Goal 1.7 of the Adelaide Declaration or National Goals for Schooling in the Twenty-
First Century states ‘When students leave school, they should have an understanding 
of, and concern for, stewardship of the natural environment, and the knowledge to 
contribute to ecologically sustainable development’. The practices and processes 
encapsulated by AuSSI encompass this Goal.

Nationally and internationally, AuSSI supports the National Action Plan, 
Environmental Education for a Sustainable Future (2000) and the Australian 
Government’s Strategy for the United Nations Decade of Education for Sustainable 
Development, 2005-2014 (UNDESD), Caring for our Future (2006). In the 
UNDESD, governments around the world have been invited to strengthen their 
commitment to sustainability through education and learning. 

AuSSI has drawn upon the experiences of other similar initiatives overseas, including 
the European-based Environment and Schools Initiatives (ENSI) Eco Schools, the 
Foundation for Environmental Education (FEE International) Eco-schools, the Green 
Schools Award in Sweden, the Green Schools Program in China, and the 
Enviroschools Program in New Zealand.

Vision, Goals and Strategies

The following vision, goals and strategies were developed jointly by the Australian 
Government, the States and Territories, including relevant stakeholders from each 
jurisdiction, at a national workshop in Canberra in 2005.

Vision
For all Australian schools and their communities to be sustainable

Goals
1. Learning and teaching for sustainability as an integral component of school 

curricula.
2. Schools actively engaged in a continuous cycle of planning, implementing and 

reviewing their approach to sustainability as part of their everyday operations.
3. Schools using natural resources, including energy, water, waste and 

biodiversity in more sustainable ways.
4. Schools and school authorities reporting on changes towards sustainability.
5. Young people sharing ownership of sustainability initiatives and decision 

making.
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6. Schools working towards sustainability in partnership with their local 
communities.

7. Schools and school authorities implementing governance practices that 
support effective environmental education for sustainability.

8. Individuals supported to make effective sustainability decisions and choices
9. Schools and communities developing values that support a sustainability 

ethos.

It is important that these goals are not seen or pursued in isolation. Giving effect to 
the whole of school approach embodied by AuSSI, and the National Environmental 
Education Statement for Australian Schools, requires their integration across a 
school’s daily operations. In practice this will require the work of school leadership 
teams, administration, teaching, grounds and canteen staff, parents, students, local 
community and education systems to be closely connected.

Strategies
The focus of AuSSI at the national level is on pursuing practical strategies that 
support the Initiative’s vision and goals. The Australian Government, and the States 
and Territories will work together to implement the following strategies.

1. Sharing resources and experience
In order to reduce duplication of effort and to promote the more efficient use of 
resources, the Australian Government and the States and Territories agree to 
communicate regularly on their work and to share information and resources, 
experiences, challenges faced, and support required. Where appropriate, these will be 
consolidated into national resources for use by everyone. The Partnership will 
establish agreed communication links and will refine and develop existing 
mechanisms for coordination and resource sharing where necessary. 

2. Improving school access to practical support
The Australian Government and the States and Territories will strive to provide 
practical assistance for sustainability to all Australian schools. Doing so will require 
the implementation of a range of strategies, which may include, but is not limited to:
§ the development of resources for the AuSSI and State and Territory websites;

§ inclusion of education for sustainability in pre-service training for teachers;
§ professional development in education for sustainability for existing teachers 

and other schools staff; and
§ forming partnerships with the existing providers of education for 

sustainability to schools;
§ integrating government environmental programs for schools including, for 

example, infrastructure and incentive programs.

3. Developing a framework and associated systems for school based monitoring and 
reporting

The Australian Government and the States and Territories will work towards 
developing a framework and associated systems for school based monitoring and 
reporting, including relevant indicators, to track the quantifiable achievements of the 
Initiative. Participating AuSSI schools should be supported to collect and report on 
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their progress as a basis for guiding their own cycles of continual improvement, and 
also to allow for a quantitative assessment of the impact of the Initiative over time.

4. Basing our approach on research and evaluation 
The Australian Government and the States and Territories will work towards 
developing an appropriate research and evaluation framework for the Initiative. The 
practical support provided to schools and communities through AuSSI should be 
founded on research in best practice education for sustainability and continually 
improved through feedback provided by a comprehensive evaluation methodology. 
The research and evaluation framework should also serve to capture qualitative and 
unanticipated outcomes arising through the initiative, particularly in the areas of 
teaching and learning practice, and changes in social interaction and engagement 
between schools and their community.

5. Communicating the Initiative 
In order to grow the Initiative, the nature, purpose and achievements of AuSSI need to 
be clearly articulated and promoted. An identifiable, national branding will be 
developed for AuSSI for use on all communications activities, including publicity and 
promotional materials. The Australian Government and the States and Territories 
agree to actively promote the Initiative within their jurisdiction in a way that is locally 
relevant (respects the needs and contributions of each jurisdiction), whilst also 
conveying the sense of being part of a national initiative via the inclusion of the 
national branding for AuSSI.   

6. Resourcing 
Implementation of AuSSI has demonstrated a significant return on investment through 
direct measures such as financial savings and environmental improvements, but also 
in indirect ways through improvements to teaching practice and engagement of 
disengaged students. However, it is acknowledged that implementing the Initiative 
and growing it nationally requires resources. The Australian Government and the 
States and Territories agree to demonstrate leadership by supporting and resourcing 
the Initiative within their jurisdiction, both directly and indirectly, and through efforts 
to align existing resources with the Initiative’s vision and goals. 

Governance

At the national level AuSSI is a partnership of the Australian Government and the 
States and Territories. It is co-ordinated by the Australian Government Department of 
the Environment, Water, Heritage and the Arts through a dedicated Working Group of 
the National Environmental Education Network (NEEN).  

NEEN was established under the National Action Plan, Environmental Education for 
a Sustainable Future (2000), to improve coordination in the delivery of sustainability 
education across Australia. Its membership is drawn primarily from environment and 
education departments, but is open to any Australian Government or State/Territory 
government organisation with an interest or involvement in education for 
sustainability. The Terms of Reference for NEEN are at Appendix 2.

Subject to the agreement of NEEN, non-government partners may be invited to 
participate in AuSSI at the national level, including participation in the AuSSI 
Working Group.
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Roles
The following outlines the respective roles of the Australian Government and the 
States and Territories in AuSSI.

Australian Government
The Australian Government’s role in the Initiative is to work with the States and 
Territories to:
- facilitate national co-ordination, including  continuing to convene, chair and 

coordinate the AuSSI Working Group of NEEN;
- develop nationally relevant events and resources;

- provide appropriate financial support for the purposes of assisting in the 
coordination, promotion and expansion of the Initiative in each State/Territory;

- co-ordinate the activities of participating organisations (government and non-
government) to ensure that relevant environmental programs for schools are 
appropriately linked to AuSSI;

- broker national level partnerships and sponsorships, in consultation with the 
States and Territories, consistent with AuSSI’s vision and goals; and

- develop international partnerships to share and promote Australia’s experience 
and expertise in the development of whole school approaches to sustainability 
with other nations, particularly in the Asia-Pacific region.

State and Territory Governments

The role of State and Territory Governments in the Initiative is to work with each 
other and the Australian Government to:
- implement the Initiative, including the development of necessary resources, in 

schools and communities;
- coordinate the activities of participating organisations (government and non-

government) to ensure that relevant environmental programs for schools are 
appropriately linked to AuSSI;

- monitor and evaluate the effectiveness of the support provided to schools; and
- broker State/Territory level partnerships and sponsorships consistent with the 

Initiative’s vision and goals.  

Protocols for working in partnership
In working together to develop and promote AuSSI, the Australian Government and 
the States and Territories agree that:  

Data ownership and management
• each State / Territory owns all data generated by participating schools within 

their jurisdiction;
• the States and Territories will share, by mutual agreement with the Australian 

Government, data for the purposes of evaluating, promoting and reporting on 
the Initiative at the national level; and
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• where necessary specific agreements will be negotiated to clarify issues or 
concerns over ownership and use of data in relation to the Initiative.

Publicity and promotional material
• publicity and other material associated with the Initiative will utilise branding 

that clearly conveys the sense of being part of a national Initiative;
• there is flexibility, within this use of branding to meet the needs and 

contributions of each jurisdiction; and
• the AuSSI logo style guide (Appendix 3) provides appropriate guidance for 

the development of publicity and promotional material related to the Initiative. 

Communications between partners
• they will freely share appropriate information, resources and experiences 

relevant to the efficient and effective uptake of AuSSI nationally (subject to 
Intellectual Property considerations as set out below);

• when utilising material provided by another party, all appropriate 
acknowledgements will be made;

• they will actively participate in the deliberations of the AuSSI working group 
of NEEN; and

• they will respect each others ideas, perspectives and imperatives, even when 
disagreement or divergent opinions arise.

Intellectual property
• subject to any other agreements to the contrary, they will continue to own 

intellectual property in all material developed by them for the purposes of the 
Initiative.

Resolution Process
• any concerns / issues / disputes will be resolved through the relevant senior 

officers of the agencies involved, who will communicate on the issue with a 
view to its timely resolution; where a dispute cannot be resolved, a mediator 
acceptable to all parties involved in the dispute will be engaged.

Review and evaluation of the Partnership Agreement
• this partnership statement will be reviewed by NEEN annually or in the 

instance all Partners agree there is the need for a revision.
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Appendix 1

State and Territory Policies framing AuSSI

Government policies providing the context in which each State and Territory 
approach is based include: 

In Victoria:
• Our Environment Our Future - Victoria's Environmental Sustainability 

Framework 2005
• Our environment our future: sustainability action statement 2006
• Principles of learning and teaching P-12
• Victorian essential learning standards
• The way forward: DE&T’s environmental education strategy

In New South Wales:
• Environmental education policy for schools
• Learning for sustainability: NSW environmental education plan 2006-2009

In the Northern Territory:
• Environmental Education Policy Statement
• Northern Territory Curriculum Framework
• Northern Territory Strategy for Greenhouse Action 2006

In South Australia:
• South Australia’s strategic plan
• South Australian Curriculum Standards and Accountability Framework
• South Australia’s Greenhouse Strategy, Tackling Climate Change

In Queensland:
• P-12 Environmental education curriculum guide
• Queensland Environmentally Sustainable Schools Initiative (QESSI) Alliance 

Strategic Plan – draft 2005 - 2007
• Ministerial Advisory Committee on Educational Renewal (MACER) report on 

Education for Sustainable Futures: Schooling in the Smart State
• Department of Education Training and the Arts response to the MACER 

reports recommendations
In Tasmania:

• The Tasmanian Curriculum, 2007

In Western Australia:
• Hope for the future: The Western Australian State Sustainability Strategy
• Western Australian Curriculum Framework
• Western Australian K-10 Syllabus
• Curriculum Assessment and Reporting K-10 Policy and Guidelines
• Environmental Education Strategy and Action Plan

In the Australian Capital Territory:
• Curriculum Framework Curriculum Framework for ACT Schools P-10

In Catholic Schools:
• On Holy Ground: An Ecological Vision for Catholic Education 
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Appendix 2

National Environmental Education Network: 
Terms of Reference

The objectives of the National Environmental Education Network are to:

• provide a national forum for Australian Government, State and Territory 
organisations involved in the development and delivery of Environmental 
Education in Australia; 

• improve the coordination and effectiveness of environmental education 
activity nationally; and 

• contribute to the development and implementation of environmental education 
programs and policies with common themes and approaches across 
jurisdictions where appropriate and feasible.  

The objectives are facilitated by:

1. regular meetings between members of NEEN, supported by electronic and 
other communications;

2. the exchange of information on experiences and current initiatives between 
the Australian, State and Territory Governments;

3. sharing research findings between the Australian, State and Territory 
Governments;

4. identification of possible/potential projects and programs, based on a 
sound understanding of the theoretical aspects of environmental education;

5. collaboration and sharing of resources within State and Territories in 
relation to new initiatives;

6. the formation of working groups to develop specific initiatives.

7. being an advocate for environmental education at all levels; and 

8. providing a forum for professional debate on the theory and practice of 
environmental education.

Note:     
Where reference is made to environmental education, it is intended that the term also encompasses 
activities variously referred to as sustainability education, education for sustainability and education for 
sustainable development.




