
Sustainability Starts  
with Teachers
Capacity Building Programme for Teacher Educators on 
Education for Sustainable Development (CAP-ESD)

The Sustainability Starts with Teachers is a collaborative capacity building programme 

for teacher educators on Education for Sustainable Development (ESD) in Southern 

Africa.  The project builds on the existing capacity base for ESD in the Southern African 

region and links existing and expanding ESD capacity to the UNESCO Regional Office 

for Southern Africa (ROSA)’s ESD programme of work, which is aligned with the 

Southern African Development Community Education Sector goals.  

Focusing on the region’s educators to implement changes towards sustainable 

development, the programme will have the catalytic effect of enabling the next 

generation of teachers to integrate sustainable development into their teaching and 

community practice, contributing to the achievement of educational quality and 

relevance in Southern Africa.  

The programme is a partnership programme. 

Learning Action 4: 
Design and try out assessment of significant learning in ESD 



UNESCO Education Sector

Education is UNESCO’s top priority because 
it is a basic human right and the foundation 
on which to build peace and drive sustainable 
development. UNESCO is the United Nations’ 
specialized agency for education and the 
Education Sector provides global and 
regional leadership in education, strengthens 
national education systems and responds 
to contemporary global challenges through 
education with a special focus on gender 
equality and Africa.

The Global Education 2030 Agenda

UNESCO, as the United Nations’ specialized
agency for education, is entrusted to lead and
coordinate the Education 2030 Agenda, which is
part of a global movement to eradicate poverty
through 17 Sustainable Development Goals by
2030. Education, essential to achieve all of these
goals, has its own dedicated Goal 4, which aims to 
“ensure inclusive and equitable quality education
and promote lifelong learning opportunities for all.”
The Education 2030 Framework for Action provides
guidance for the implementation of this ambitious
goal and commitments.
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The fourth step in the ‘Sustainability Starts with Teachers’ programme 
is to critically reflect on how we assess ESD and design assessment of 
significant learning for ESD.

LEARNING OUTCOMES: 

At the end of this Learning Action you should be able to: 

� Design at least two assessments that assess aspects of 
significant learning for ESD that also reflect principles of ESD.  

� Decide on how to strengthen your chosen Change Project 
with assessments that are rich in creative and critical 
thinking, that develop higher order skills, and that assess 
significant learning.

Welcome to this 
Action Learning

Programme!
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Learning Action 4:

A case story



FROM OUR CASE STORY: 

As an experienced Teacher Educator, Ms Sibongile is part of the 
faculty committee whose responsibility is to design ways of 
assessing student teachers, including end of course examinations. 

Over the years, she has been part of a team that has overseen 
the development and use of different forms of coursework 

assignments and an end of course examination. Although they 
have become accustomed to these forms of grading, which seem 

to be working well, they have come to realise that they only test isolated application, facts, or 
memorised data at lower-level thinking skills. 

Ms Sibongile and her colleagues involved in the Sustainability Starts with Teachers 
community of practice in their TEI have been discussing how they could initiate a shift from 
the status quo to a focus on assessing a wider range of learning dimensions reflected in the 
SST course ‘significant learning’ model for guiding significant assessments. They realise that 
this will require introducing alternative and integrated assessments which demand from 
learners higher-order, more complex thinking skills, as well as ethics and values.  

Ms Sibongile and her team have been looking at several practical frameworks that incorporate 
ways of assessing the dimensions of significant assessment into their teacher education 
modules and programmes, so that their assessment enables, rather than hinders, students’ 
ESD learning. After consulting with colleagues in the TEI, and after undertaking extensive 
research, they decided to focus on the questions in the Significant Learning Assessment 
Model in the SST course as a starting point for developing assessment tools and approaches 
that also use alternative assessment approaches.

A case story   —   Sustainability Starts with Teachers: Learning Action 4
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Assessing

significant learning*

This section draws on a paper that 
has been developed by Shumba, 
Mandikonza and Lotz-Sisitka (in 
press) to guide assessment of ESD 
in southern Africa, and to guide this 
Learning Action in the Sustainability 
Starts with Teachers course.
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Assessing significant learning   —   Sustainability Starts with Teachers: Learning Action 4

A key shift currently taking place in educational thinking can be found in the emphasis towards 
the multi-dimensional nature of learning, involving cognition, social-emotional engagement, 
normative commitments, and action and engagement orientations (UNESCO, 2017). These 
are oftentimes also summarised as involving acquisition of knowledge, skills, values and 
competencies for realising human well-being through effective functioning and contribution 
to improving the quality of life for self, others and the commons. A number of countries have 
introduced outcomes based or competence based education systems, where the outcome of 
learning is emphasised using a ‘design down’ approach to curriculum development. 

These approaches are gaining popularity in southern Africa. For example, in Zambia, the 
approach (outcome based education) seeks to link education to real life experiences. It aims 
to give learners skills to access, criticise, analyse and practically apply knowledge. To do this, 
learners are given practical experiences during the teaching and learning processes that help 
them gain life skills (Zambia, Curriculum Development Centre, 2013). Similarly, in Zimbabwe, 
the Curriculum Framework for Primary and Secondary School in Zimbabwe advocates for a 
competence-based approach to education (Zimbabwe, Ministry of Primary and Secondary 
Education, 2015). This approach foregrounds the development of competences, and outcomes 
of the learning process that are relevant for life and work contexts.  

However, it is important to focus on the quality of learning and teacher preparedness for such 
approaches.  In South Africa, when an outcomes-based approach was introduced, it was found 
that superficial interpretations of the outcomes-based approach, together with inadequate 
preparedness amongst teachers, led to a situation where the curriculum was not well 
implemented, which disadvantaged learners and affected the quality of learning outcomes. 
One of the challenges of the outcomes-based approaches is that they fail to give enough 
attention to knowledge. In response to some of these problems that emerged from the first 
round of implementation of an outcomes-based approach in South Africa, the Minimum 
Requirements for Teacher Education Qualifications were revised, and they now underline 
both knowledge as well as practice, and propose knowledge of, as well as competences 
for, designing situational learning during teacher development programmes (South Africa, 
Department of Higher Education and Training, 2017). Another major challenge associated 
with the introduction of these approaches to curriculum is the associated assessment practice, 
which also needs to change so that the situated and multi-dimensional nature of learning can 
be adequately assessed.

ELRC/Rhodes U
niversity
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In ESD, there have also been a number of attempts to define competences that support 
learning and sustainability. One such attempt is provided by Giangrande et al. (2019), who 
created a modified key competency list as follows:

� Intrapersonal – e.g., self awareness, stress management, self-reflection 
� Interpersonal – e.g., communication skills, teamwork, mediation
� Future thinking – e.g., visioning, backcasting, recognising heritage
� Systems thinking – e.g., working with complex problems, promoting resilience
� Disciplinary and interdisciplinary – e.g., critical thinking, expressing multiple ways of 

knowing
� Normative and cultural – development of worldviews and perspectives, awareness of 

values, awareness of local context and global trends
� Strategic – planning, decision making, implementing, addressing challenges.

There are also a number of taxonomies that are used to guide assessment – for example 
Bloom’s taxonomy that articulated the importance of progression to higher order skills,  i.e. 
knowledge, comprehension, application, analysis, synthesis, and evaluation. Bloom’s taxonomy 
was critiqued for being too linear, and was later adapted by Anderson et al. (2009, cited in 
Wilson, 2016) who revised it to create a taxonomy involving remember, understand, apply, 
analyse, evaluate, and create as the highest level. These six represent cognitive processes that 
can be executed to reflect four different types and levels of knowledge, i.e., factual, conceptual, 
procedural, and metacognitive (Wilson, 2016).

However, despite a two-dimensional characterisation of learning outcomes in the Anderson et 
al. (2009) framework, it still lacks a holistic enough representation relevant for the realisation 
of the scope and types of competences outlined above that are favoured in ESD discourse, 
and the true capability and agency (i.e. the situated, contextualised and emergent learning) 
that ESD aims at. Dee Fink’s (2003) taxonomy of significant learning is promising in this regard. 
Table 1 provides a summary of the six kinds of learning that, together, constitute what Fink 
(2003) refers to as a significant learning experience. 

These six types of significant learning are not hierarchical, but synergistic. Each kind of learning 
interacts and relates to the other kinds of learning, adding something, overall, to significant 
learning. Fink explains that “achieving any one kind of learning simultaneously enhances the 
possibility of achieving other kinds of learning as well”. Significant learning is thus the totality 
of learning achieved when learners have experiences in some or all of the six interacting 
kinds of learning in Table 1. 

Type of significant learning Definition and value added

1.  Foundational knowledge
Knowing, understanding and remembering specific and valid information and ideas and perspectives, e.g., science of 
climate change or biodiversity, ecological systems, etc.
Value added: Provides the basic understanding that is necessary for other kinds of learning.

2.  Application Learning how to engage in critical, creative, and practical thinking and action, e.g., engaging in a change project.
Value added: Allows other kinds of learning to become useful.

3.  Integration Seeing and understanding the connections between different things, ideas, concepts and real-life contexts.
Value added: Gives learners a new form of power, especially intellectual power.

4.  Human dimension Learning about self or others, and appreciating personal and societal value of what is learned.
Value added: Informs students about the human significance of what they are learning.

5.  Caring Acquiring new feelings, interests or values that reflect caring about something or someone.
Value added: Inspires students to want to learn more and make it a part of their lives.

6.  Learning how to learn Learning how to be a better student, how to engage in inquiry, or how to become a self-directed learner.
Value added: Enables students to continue learning effectively in the future.

Adapted from Fink (2003) in Shumba, Mandikonza and Lotz-Sisitka (in press) 

Table 1  A summary of Dee Fink’s 

six kinds of learning and value 

added
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Significant learning relates to increasing capabilities of learners, as Fink (2003) explains that 
“significant learning is learning that makes a difference in how people live – and the kind of life 
they are capable of living”. She states further, “We want that which students learn to become 
part of how they think, what they can and want to do, what they believe is true about life, and 
what they value – and we want to increase their capability for living life fully and meaningfully”.  
These intentions are shared by ESD practitioners. 

Significant learning is when a learner has knowledge and can see connections and 
applications, can see and care about the human dimension and the planet that is his or 
her home. It aligns with the ‘learning as connection’ approach that Lotz-Sisitka and Lupele 
(2016) and Shumba and Kasembe (2016) have described as socio-culturally and situationally 
meaningful learning, and which we discussed in the sections on T-Learning and Active 
Learning in Module 3. 

Significant learning similarly entails seeing the personal and societal value of what is learnt, 
caring about it, and continuing to learn and acting consistently with developing knowledge, 
skills and values to improve the quality of life at the personal, familial and societal levels. Fink 
(2003) suggests that significant learning has a process dimension (active engagement) and 
outcome dimension (meaningful and lasting change), which aligns well with the intentions of 
ESD. It features one or more of the following values: enhancing an individual’s life; enabling the 
individual to contribute to the communities in our lives, i.e., familial, community, national and 
global; and preparing the individual for the world of work. Change resulting from significant 
learning experiences must thus have relevance and importance to the learner’s life. 

This makes Fink’s taxonomy relevant for creating assessment frameworks in ESD education 
and change projects for sustainable development. It has potential to add to our growing but 
fledgling understanding of how ESD and assessment of learning outcomes contribute to 
educational quality and relevance.

Significant learning also includes a clearly articulated focus on values, and valuing. Many of the 
frameworks being put forward to guide education and assessment do not mention values and 
valuing specifically, and yet this is critical to achieve agency for sustainable development, as 
values and knowledge combine to shape motive to act. 

Overall, with these shifts in educational thinking, we can see that innovative assessments are 
needed which are guided by a mindset that supports the notion that we can learn to face up 
to the developmental challenges of our time and that, as humans, we do have agency to learn, 
co-learn and act, even if we are unable to change everything that needs transforming. In this 
regard, Dweck’s (2010) ‘growth mindset pedagogy and assessment for learning’ is noteworthy:

… teach students to love challenges, to enjoy effort, to be resilient, and to value their own 
improvement. In other words, we can design and present learning tasks in a way that helps 
students develop a growth mindset [meaning agency], which leads to not just short-term 
achievement but also long-term success. (Dweck, 2010, cited in Shumba, Mandikonza and 
Lotz-Sisitka, in press)

This necessitates a paradigm shift to embrace assessment for and as learning, taking us beyond 
assessment of learning, which has been the dominant mode in most formal education 
systems. Assessment for learning is well acknowledged to support the ongoing acquisition 
and continued growth of various skills and competencies (Price et al., 2011; William, 2013). 
William (2013) argues that all assessment can be made relevant for formative purposes, and 
counsels that “the term formative should apply not to the assessment, but to the function that 
the evidence generated by assessment actually serves” (p. 15). A paradigm shift in the way 
assessment is used to inform teaching and learning is therefore necessary. Supporting learners 
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to learn to learn (as outlined in Fink’s 2003 notion of significant learning – see also Figure 
1), can also enable assessment as learning, where assessing a situation reflexively can help 
learners to learn new things.  

The questions in Figure 1 above point to what an educator needs to think about when 
developing knowledge on any concept, and they can help to define the outcomes that 
the learners can achieve as they interact with the knowledge. Assessment will therefore be 
establishing the achievement of these outcomes.  

In Table 2 below (from Shumba, Mandikonza and Lotz-Sisitka, in press), we consider these 
questions in relation to an example of a learner engaging with the problem of pernicious 
plastic pollution, to illuminate the dimensions of significant ESD learning. 

Figure 1  Adaptation of Fink’s 

(2003) framework for assessing 

significant learning in ESD (by 

Shumba, Mandikonza and Lotz-

Sisitka, in press)

Table 2  Adaptation of Fink’s 

framework for assessing significant 

learning in ESD processes, applied 

to an ESD example

FOUNDATIONAL
KNOWLEDGE

LEARNING
HOW TO LEARN

CARING
UBUNTU APPLICATION

INTEGRATION
HUMAN AND
ECOLOGICAL
DIMENSIONS

ESD
SIGNIFICANT

LEARNING

Is the learner able to critique, evaluate, 
review, formulate and generate new 
ideas and suggestions for change?

Can the learner re�ect on a 
situation and show ubuntu, 
empathy and compassion 
for self, community, other 
life forms and the world 
around him/her?

Is the learner able to show care and 
concern for the human and the 
ecological dimensions of life, and show 
ability to relate well to others and the 
world around him/her? 

Can the learner identify, critique, 
understand and describe the SD issue 
or matter of concern? Can the learner 
use systems thinking to develop 
foundational and in-depth 
understanding of SD issues?

Can the learner analyse, 
intepret, and apply 
knowledge to solve 
problems in relation to SD 
matters of concern in a 
particular context? 

Can the learner describe, synthesise 
and align di�erent types of 
knowledge(s), values and skills in 
order to contribute to problem solving 
and change processes? 

ESD Signi�cant Learning
Assessment Model

Dimensions of significant 
learning in ESD processes 

Questions that help to focus the assessment 
of significant learning in ESD processes 

Applied to an example of a learner dealing 
with single plastic waste 

Foundational knowledge 

Can the learner identify, critique, understand and 
describe the sustainable development issue or concern? 

Can the learner use systems thinking to develop 
foundational and in-depth understanding of sustainable 
development issues/concerns? 

Learner explains what plastic is and how it has been made. 

Learner explains why single use plastic is a problem in 
the environment. Learner explains how single use plastic 
affects the environment, relates this more broadly to how 
humans are affecting their environment, other forms of 
life, and consequently their own health, through plastic 
pollution. 

Application 

Can the learner analyse, interpret, and apply knowledge 
to solve problems in relation to sustainable development 
matters in a particular context?  

Can the learner demonstrate agency (thought and action) 
on a sustainable development concern in ways that seek 
change/transformation in and of matters of concern? 

Learner innovates the reuse of plastic waste by making 
artefacts from it as a way of generating income (e.g., uses 
plastic bottles to establish small hanging food gardens). 

Learner shows agency by developing the small hanging 
food garden and re-using the plastic bottles. 
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Dimensions of significant 
learning in ESD processes 

Questions that help to focus the assessment 
of significant learning in ESD processes 

Applied to an example of a learner dealing 
with single plastic waste 

Integration 
Can the learner describe, synthesise, relate and align 
different types of knowledge(s), values and skills in order 
to contribute to problem-solving and change processes? 

The learner links scientific knowledge of the problematic 
substances in plastics to local knowledge on how to grow 
food. By developing the solution of re-using the plastic 
bottles, the learner shows innovation skills. 

Human and ecological 
dimension 

Is the learner able to show care and concern for the well-
being of the human and ecological dimensions of life, 
and show ability to relate well to others and the world 
around him/her? 

The learner shows ethics of care for humans and the 
environment by reducing plastic pollution and growing 
food in the re-use of the plastics. 

Caring and ubuntu 
Can the learner reflect on a situation and show ubuntu, 
empathy and compassion for self, community, other life 
forms and the world around him/her? 

By growing food that others can use, the learner shows 
ubuntu and empathy. By reducing plastic waste, the 
learner shows empathy for sea creatures that are most 
heavily affected by plastic pollution. 

Learning how to learn 

Is the learner able to critique, evaluate, review, formulate 
and generate new ideas and suggestions for change? 

Is the learner able to reflexively engage with knowledge 
on a continuous basis? 

The learner is able to review the problem of plastic 
pollution and come up with a solution, formulating an 
alternative, and applying it to a local context, offering 
suggestions for change. 

Table 3 below expands the possibilities for ESD significant learning further. The table provides 
verbs that guide the educator in stating the learning outcomes and the learning tasks. It is 
hoped that, in addition to proactively defining outcomes of learning, these verbs can help 
educators (at all levels and in all settings) to design learning tasks that help learners to learn 
through assessment, thus realising the assessment for and assessment as learning processes. 
The framework can be used for assessment of learning as well as assessment for learning and 
assessment as learning. 

Levels Description Some verbs

Learning to learn; reflexive review and 
evaluation, transformative agency

Learning how to ask and answer questions, becoming a self-
directed learner, future’s orientation, reflexivity. Developing 
one’s agency for change, developing new solutions / options 
for change

Critique, evaluate, analyse, act, create, 
reflect, review, formulate, generate, 
hypothesise, reflect, theorise, engage

Caring and ethics
Identifying/changing one’s feelings, interests, values; 
showing ubuntu, empathy and care for self, others and the 
environment

Reflect, interpret, empathise, show care, 
ubuntu

Human dimensions and life appreciation 
(respect for and relations with cultural 
heritage, others and environment)

Learning about and changing one’s self and community; 
understanding and interacting with others and the wider 
environment (non-human life systems); social learning

Reflect, assess, relational engagement

Synthesis and integration
Make connections among ideas, subjects, people, cultures, 
science and environment systems

Describe, integrate, compare, critique, 
align, synthesise, relate, justify

Comprehension, analysis and 
application

Critical, creative and practical thinking, problem solving, 
reflexivity

Analyse, interpret, apply, compare, 
contrast, argue, solve problems

Foundational knowledge Understand and remember, systems thinking Identify, name, list, describe, understand

Table 3  Adapted assessment 

framework for ESD significant 

learning

Adapted from Anderson et al. (2001), Bloom (1956) and Fink (2003) – in Shumba, Mandikonza and Lotz-Sisitka (in press)
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Exploring your 

experience of assessment 

in the context of ESD

assessment innovations
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Learning Action 4, Activity 1

To start with, we will ask you to reflect on your experience of more transformative, learning 
centred approaches to assessment that are congruent with ESD learning objectives.  We 
will use two examples from the UNESCO Education for SD Learning Objectives document to 
work with (you may choose one to focus on in your discussion):

� Suggested learning objectives for SDG 6:  Clean Water and Sanitation 

� Suggested learning objectives for SDG 5:  Gender Equality

If you use learning outcomes instead of learning objectives in your country, you can simply 
reframe the learning objectives into learning outcomes and then conduct the same activity. 

1. Learning objectives for achieving the SDGs      Education for Sustainable Development Goals: Learning Objectives

22

1.2.6. SDG 6 | Clean Water and Sanitation | Ensure availability and

 sustainable management of water and sanitation for all

Table 1.2.6. Learning objectives for SDG 6 “Clean Water and Sanitation”

Cognitive learning 
objectives

1. The learner understands water as a fundamental condition of life itself, the importance 
of water quality and quantity, and the causes, e�ects and consequences of water 
pollution and water scarcity.

2. The learner understands that water is part of many di�erent complex global 
interrelationships and systems.

3. The learner knows about the global unequal distribution of access to safe drinking 
water and sanitation facilities.

4. The learner understands the concept of “virtual water”3.

5. The learner understands the concept of Integrated Water Resources Management 
(IWRM) and other strategies for ensuring the availability and sustainable management 
of water and sanitation, including �ood and drought risk management.

Socio-emotional 
learning objectives
 

1. The learner is able to participate in activities of improving water and sanitation 
management in local communities.

2. The learner is able to communicate about water pollution, water access and water 
saving measures and to create visibility about success stories.

3. The learner is able to feel responsible for their water use.

4. The learner is able to see the value in good sanitation and hygiene standards.

5. The learner is able to question socio-economic di�erences as well as gender disparities 
in the access to safe drinking water and sanitation facilities.

Behavioural learning 
objectives

1. The learner is able to cooperate with local authorities in the improvement of local 
capacity for self-su�ciency.

2. The learner is able to contribute to water resources management at the local level.

3. The learner is able to reduce their individual water footprint and to save water 
practicing their daily habits.

4. The learner is able to plan, implement, evaluate and replicate activities that contribute 
to increasing water quality and safety.

5. The learner is able to evaluate, participate in and in�uence decision-making on 
management strategies of local, national and international enterprises related to water 
pollution.

3

3. Virtual water is the water ‘embedded’ in commodities. Producing goods and services requires water; the water used to produce agricultural or 
industrial products is called the virtual water of the product.  
http://www.unesco.org/new/en/natural-sciences/environment/water/wwap/facts-and-�gures/all-facts-wwdr3/fact-25-virtual-water-�ows/
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In discussion with colleagues, consider the Education for SD Learning Objectives for one 
of the SDGs above. Draw on the earlier discussion about assessing significant learning, and 
consider how you would ASSESS these learning objectives. Describe: 

� How would you go about assessing the cognitive learning objectives? 

� What variety of assessment methods could you use for assessing the socio-emotional 
learning objectives? 

� What assessment approaches would you use to assess the behavioural learning 
outcomes, especially those that reflect values? 

� How would you assess social learning outcomes associated with the SDG, especially the 
involvement of learners working with communities on sustainable development actions 
(as emphasised in Learning Action 3)? 

� How could you include the above in an inclusive end of course examination?

� To what extent does your assessment reflect assessment of significant learning?

1. Learning objectives for achieving the SDGs      Education for Sustainable Development Goals: Learning Objectives

20

1.2.5. SDG 5 | Gender Equality | Achieve gender equality and empower all 

 women and girls

Table 1.2.5. Learning objectives for SDG 5 “Gender Equality”

Cognitive  
learning objectives

1. The learner understands the concept of gender, gender equality and gender 
discrimination and knows about all forms of gender discrimination, violence and 
inequality (e.g. harmful practices such as female genital mutilation, honour killings and 
child marriage, unequal employment opportunities and pay, language construction, 
traditional gender roles, gendered impact of natural hazards) and understands the 
current and historical causes of gender inequality.

2. The learner understands the basic rights of women and girls, including their right to 
freedom from exploitation and violence and their reproductive rights.

3. The learner understands levels of gender equality within their own country and culture 
in comparison to global norms (while respecting cultural sensitivity), including the 
intersectionality of gender with other social categories such as ability, religion and race.

4. The learner knows the opportunities and bene�ts provided by full gender equality and 
participation in legislation and governance, including public budget allocation, the 
labour market and public and private decision-making.

5. The learner understands the role of education, enabling technology and legislation in 
empowering and ensuring the full participation of all genders.

Socio-emotional  
learning objectives

1. The learner is able to recognize and question traditional perception of gender roles in a 
critical approach, while respecting cultural sensitivity.

2. The learner is able to identify and speak up against all forms of gender discrimination 
and debate the bene�ts of full empowerment of all genders.

3. The learner is able to connect with others who work to end gender discrimination and 
violence, empower those who may still be disempowered and promote respect and 
full equality on all levels.

4. The learner is able to re�ect on their own gender identity and gender roles.

5. The learner is able to feel empathy and solidarity with those who di�er from personal 
or community gender expectations and roles.

Behavioural  
learning objectives

1. The learner is able to take the measure of their surroundings to empower themselves 
or others who are discriminated against because of their gender.

2. The learner is able to evaluate, participate in and in�uence decision-making about 
gender equality and participation.

3. The learner is able to support others in developing empathy across genders and 
breaking down gender discrimination and violence.

4. The learner is able to observe and identify gender discrimination.

5. The learner is able to plan, implement, support and evaluate strategies for gender 
equality.
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BACK TO OUR CASE STORY: 

Ms Sibongile and her colleagues completed this exercise. They also tried it out with other 
learning objectives in the UNESCO document to explore a similar process, and encouraged 
different colleagues in their community of practice to choose those SD learning objectives 
that are best suited to their areas of teaching and expertise. You could try the same in your 
community of practice! In addition to the insights into assessing significant learning outlined 
above, they also found the general guidelines on good quality, learning centred assessment 
discussed in the next section helpful for thinking about ESD assessment planning.

ELRC/Rhodes University
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Assessment in ESD should always support transformative and change oriented 
learning approaches and significant learning as discussed above. As seen in 
Learning Action 2, ESD involves supporting learners to become more engaged with 
environmental stewardship, to develop the capacity for futures thinking, to engage 
with complex issues, and to develop ethics and values for people and planetary 
well-being.  Learning Action 3 emphasised engaging in sustainable development 
actions and active learning processes. Assessing these processes requires the 
capacity to design assessments that are congruent with the learning objectives of 
ESD, as highlighted above. 

As also mentioned above, often ESD educators are not only concerned with 
assessment of learning, but also with assessment for learning, which means that 
they prefer their assessment approaches to also foster and strengthen the learning 
process. Hence we can also talk of learning-centred assessment. Such assessment 
is often formative (i.e. it takes place during the learning process), but can also be 
summative (i.e. take place at the end of the learning process). 

Underpinning assessment with good 
assessment design principles 
 
When discussing assessment innovations in the context of ESD, a key question to 
ask would be, ‘What is worth assessing?’, as it is clear that assessment in ESD will 
not simply be about testing the knowledge of the syllabus. It is also true that, in 
many cases, assessment defines the curriculum. Assessment sends messages about 
the standard and amount of work required, and about what is most valued in the 
course. Clear indications of priorities in what is to be learned (despite the methods 
being used), and why those particular aspects are priorities, provide a more fertile 
ground for ‘deep approaches’ to assessment that avoid superficial and meaningless 
assessment. 

Working with the UNESCO ESD learning objectives (contextualised to your own 
context and matters of concern) could be a helpful starting point, as outlined above. 
These learning objectives, and our discussions in Learning Actions 2 and 3, suggest 
that, in ESD, there is need to asses: 

Good quality, learning centred 
assessment should “benefit 
most learners without losing the 
requirement that assessment should 
aid learning and should demonstrate 
the acquisition of the module or 
course learning outcomes”. 
(Waterfield and West, 2006)
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� Cognitive learning objectives;
� Socio-emotional learning objectives; 
� Behavioural or action oriented learning objectives, which include applied 

evidence of values (often shown through active learning and engagement with 
issues and concerns); and 

� Social learning objectives or outcomes (which involve engagement with 
communities and action oriented programmes which result in wider changes). 

Having established what needs to be assessed, the next task is to establish the 
best form of assessment. As we saw in the introductory section and activity, 
assessing the range of knowledge, competences and values implied in ESD requires 
a range of different types of assessment strategies that support transformative 
learning approaches involving both individual and social changes, all of which 
contribute to more productive and well-rounded individuals in society. Using 
a range of innovative assessment techniques could provide opportunities for 
students to demonstrate achievement of course outcomes in the core areas of 
ESD; environmental stewardship; social justice, ethics and well-being; and futures 
thinking. In this context, assessment is expected to look for: 

� Critical thinking and higher order cognitive abilities
� Solving problems and developing plans
� Performing procedures and demonstrating techniques
� Managing and developing oneself
� Assessing and managing information
� Demonstrating knowledge and understanding
� Designing, creating and performing
� Communicating

Learning Action 4, Activity 2 

Reflect on your practice:

Do you agree with the statement below? What are the implications of this 
statement for ESD assessment in Secondary teacher education contexts?
 

The teacher [educator] with a developed understanding of assessment 
will strive to connect his or her goals for learning firmly with the 
assessment strategies he or she uses … This teacher will be thinking 
carefully about the related need to assess students’ values and 
commitments to the subject area … Teachers who teach from this 
perspective will assess commitment to, and interest in the subject, 
the extent to which the student values ideas and procedures in it, and 
the progressive development of independent thinking [and reflexive 
abilities] in relation to it. (Ramsden, 2003)

What are the implications for your practice?
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Using a variety of assessment 
methods for more inclusive, holistic 
assessments 
Rather than relying on one or two assessment methods, consider increasing the 
diversity of assessment methods. For example, the use of in-class tests; multiple- 
choice questions; group presentations; self and peer assessment; creation of audio-
visual material; performance; reflective diaries; or laboratory work. In all cases, it 
is very important to think of how you can effectively transform from traditional to 
more authentic alternative forms of assessment as shown in the table below.

Shift from traditional 
types of assessment 

Shift towards more inclusive, transformative types of 
assessment congruent with ESD 

Assessing knowledge only 
Assessing knowledge, skills and understanding, values and ethics 
and action competences 

Assessing products only Assessing processes as well as products 

End of course test only 
Continuous assessment as well as summative tests and other forms 
of summative assessments 

Written assessments only 
Use of variety of methods/evidence in the assessment process, 
including written tasks and assessments 

Norm-referenced only Criterion-referenced

Pass/fail summative

Formative identification of strengths and weaknesses and recording 
of positive achievements in addition to summative outcomes of the 
task; providing regular feedback so that assessment can strengthen 
learning as the process unfolds 

Characteristics of more inclusive, holistic types of assessment:

� Requires student to develop responses, rather than selecting from 
predetermined options; 

� Elicits higher order thinking in addition to basic skills; 

� Directly evaluates a range of dimensions of holistic projects; 

� Synthesises with classroom instruction approaches (e.g., active learning 
approaches); 

� Uses sample of student work (portfolios) collected over an extended time period, 
to allow for formative feedback as well as summative assessment; 

� Stems from clear criteria made known to students beforehand; 

� Allows for the possibility of multiple forms of human judgment; 

� Relates more closely to transformative learning approaches and active learning 
methods, especially project type or enquiry-based learning interactions over 
time, as promoted in ESD; 

� Teaches students to evaluate their own work and the work of their peers. 

In these types of assessment, the purpose is to identify strengths and weaknesses, 
and to provide appreciative yet critical feedback. The purpose is not to compare or 
rank students.

Table 4  Shifts in assessment 
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Learning Action 4, Activity 3

Study the resources (in your e-library) for the Fundisa [Teaching] for Change Programme 
(Subject specific materials). Look at how these teacher educators have used a range of 
different assessment methods. 

Also study the SWEDESD manual, The Parts and the Whole: A holistic approach to 
environmental and sustainability education. Here we share one example from the texts on 
“Cell Phones, Gorillas and Armed Conflicts”, found in the Worksheets pages 63–65 (Activities 
1, 2 and 3). These are included below for discussion purposes. Your task is to review the 
activities and, more importantly, to look at the different assessment tasks that have been set.
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Comment critically on the different types of assessment 
methods used in these activities. To what extent have the 
following critical thinking skills been covered in these 
assessment tasks? 

1. Refining generalisations and avoiding over-
simplifications;

2. Comparing analogous situations: transferring 
insights into new contexts;

3. Developing one’s perspective: creating or exploring 
the implications of beliefs, arguments, or theories;

4. Clarifying issues, conclusions, or beliefs;

5. Clarifying and analysing the meanings of words and 
phrases;

6. Developing criteria for evaluation: clarifying values 
and standards;

7. Evaluating the credibility of sources of information;

8. Questioning deeply: raising and pursuing root or 
significant questions;

9. Analysing or evaluating arguments, interpretations, 
beliefs, or theories;

For further information on different assessment methods, see Appendix A to this Learning 
Action, and browse the Plymouth University’s Teaching and Learning website for a list of different 
methods: http://www1.plymouth.ac.uk/ouruniversity/teachlearn/guidanceresources/Pages/

10. Generating or assessing solutions;

11. Analysing or evaluating actions or policies;

12. Reasoning dialogically: comparing perspectives, 
interpretations, or theories;

13. Reasoning dialectically: evaluating perspectives, 
interpretations, or theories;

14. Reading critically: constructing an accurate 
interpretation of, understanding the elements of 
thought in, and evaluating, the reasoning of a text;

15. Listening critically: constructing an accurate 
interpretation of, understanding the elements of 
thought in, and evaluating, the reasoning of an oral 
communication;

16. Writing critically: creating, developing, clarifying and 
conveying, in written form, the logic of one’s thinking;

17. Speaking critically: creating, developing, clarifying 
and conveying, in spoken form, the logic of one’s 
thinking.

 Source: https://www.criticalthinking.org/pages/a-model-
for-the-national-assessment-of-higher-order-thinking/59

Learning Action 4, Activity 4

Design an assessment example for your Subject, 
preferably something different from what you are used to. 
Your challenge is to design an assessment that assesses 
significant learning and that addresses cognitive, socio-
emotional, behavioural change / action and engagement 
learning as well as social learning objectives. Examples of 
methods to use :

� Portfolios/e-portfolios
� Peer-assessment
� Self-assessment
� Reflective journaling

� Project based learning
� Rubrics
� Online discussions/blogs
� Oral presentations, debate and interviews

Discuss your examples of assessment activities:  

� To what extent do they develop critical thinking and 
higher order skills; problem solving skills; critical and 
creative skills? 

� Are values and ethics being assessed? If so, how is this 
being done?



Additional guidance for designing assessments in ESD   —   Sustainability Starts with Teachers: Learning Action 4

24

Incorporating student choice in 
assessments 
When developing assessment choice, consider activities that simulate real-life contexts. For 
example, in a democratic process, students may choose to write a report, design a poster or 
prepare a PowerPoint presentation on current news events associated with an aspect of their 
daily life. Introducing assessment choice can empower students to take responsibility for their 
learning, and real-life contexts are likely to improve their engagement with assessment. As 
teacher educators, we need to prepare our students by discussing the differences between the 
given assessment choices, and avoid overwhelming students with too much choice (O’Neill et 
al., 2010). 

BACK TO OUR CASE STORY: 

Ms Sibongile and hear team became really interested in all of the activities in the resource 
The Parts and the Whole: A holistic approach to environmental and sustainability education. 
They found that this resource was using a range of different assessment methods. They 
discussed the example below, linked to an activity that was discussing the problems with 
how chocolate was being produced, and found in the section on “Chocolate, Slavery and 
Fair Trade” (Worksheets pages 60–62).  They thought that this was a good way to assess 
learners’ values as well as social learning objectives: 

ELRC/Rhodes University
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Learning Action 4, Activity 5

Study the case of innovative assessment practice at XB University 

During an environment and sustainability education course for teacher educators, an 
assessment model was developed at XB University in SADC that strengthens student 
learning. Students were involved in setting the assessment criteria (negotiating them 
with the lecturer). After they had completed the first draft of their assignments, they were 
asked to refine or revise the assessment criteria. Tutors teaching the course found that this 
enhanced the students’ abilities to revise and improve their assignments, i.e. it helped them 
to be more reflexive of their learning. Tutors found that the process was not as effective 
if the assessment criteria were negotiated only at the start of the learning process; it was 
more beneficial to the learning process if the assessment criteria were negotiated at the 
beginning and then revised midway through the process. This model presents assessment 
as a learning process. This model of assessment has also been successfully used with 
Master’s level students, and with fourth-year students (Lotz, 1999).

Have you ever involved your students in the setting of their own assessments? Or in peer 
assessments? Could you do it, and if so, how would you go about it?

Designing inclusive examinations

BACK TO OUR CASE STORY: 

Ms Sibongile and her colleagues are aware that, in their subject area, final examinations will 
for the foreseeable future continue to be an essential requirement by the teacher education 
institution, and they need to be creative in influencing the design of inclusive examinations. 
Their problem is amplified by the fact that the current education system of accountability and 
incentives uses the results of national examinations and tests to assess teachers and schools.  
They tried some of the following approaches:

Ways of making examinations more inclusive include: 

� Changing the scheduling, i.e. time, of exams; 

� Changing the choice of exam method (open or closed book, take home exam); 

� Changing the length of the exam; 

� Changing the weighting of the exam; 

� Changing the structure of the exam questions (open or closed questions, multiple choice 
questions); and 

� Providing opportunities for students to undertake a practice-based exam. 
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Considering how technology can assist 
Technologies have the potential to enhance assessment practices by creating more diverse 
assessment methods and choice (Ball, 2009). A range of technologies are available that can 
support the submission of coursework, improve feedback processes and reduce the risk of 
plagiarism (Bull and McKenna, 2004). For example, when assessment materials are made 
available online, they can improve access and offer students the opportunity to submit their 
work electronically. Consider the use of e-portfolio, Question Mark Perception, podcast, online/ 
typed exams rather than handwritten exams (Mogey, 2008), and audio or video feedback. 
Learning technologists within your faculty can provide you with further support. It is important 
to arrange appropriate induction and training to ensure all students are able to access and 
utilise the technology. 

Learning Action 4, Activity 6

Discuss how the following technology supported approaches can be used to enhance 
assessment of ESD.

� Online discussions/blogs
� Blended learning assessments
� Online project based learning
� e-portfolio
� Question Mark Perception
� podcast 
� online/typed exams 

What would make these more appropriate for transformative learning and ESD 
practice? How can your example in Activity 4 (or other assessment activities) 
incorporate ICT to address ESD objectives?

Supporting students in the assessment 
process 
Students might resist innovative and different assessment approaches because they are 
concerned about how it might affect their performance (McDowell, 2001). It is important to 
prepare students before assessment takes place so as to give them adequate information on 
the assessment criteria, marking schemes, required standard and, where possible, examples of 
assignments using different assessment methods. For example, consider setting aside tutorials 
where students can discuss with each other and try out different assessment methods; or give 
students previous work (both good and poor examples) to assess, grade and discuss in order 
to help clarify the standard required. In addition, students should be given the opportunity 
to practice and rehearse any new assessment methods (Price et al., 2012), through early 
assessment with smaller weightings. 
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Monitoring, reviewing, and sharing 
practice 
And finally, innovative assessment needs to be part of a wider consideration of all assessment 
practice, rather than a modular or ad hoc issue. This can inform current and new course 
developments and provide a forum to discuss the resource implications and the staff 
development requirements. Student involvement in programme and assessment reviews 
will help monitor inclusive practice. Assessment audits can also be incorporated as part of a 
programme staff development or team meeting workshop to enable the team to carry out and 
share good practice. An audit map is available from the Teaching and Learning website: 
https://www.plymouth.ac.uk/your-university/teaching-and-learning

BACK TO OUR CASE STORY: 

Based on their experience, Ms Sibongile and her colleagues are recommending the 
following when introducing innovative forms of assessment for ESD for the first time:

� Integrate alternative assessments gradually, while still using the traditional assessments.

� Walk students through the rubrics and discuss expectations when you introduce 
assignments.

� Learn to score innovative assessments yourself, and then gradually introduce students 
to self-evaluation and peer assessments.

� Teach students how to thoughtfully give each other feedback as you introduce them to 
peer-response.

� Try always to get a balance of assessment approaches that assess cognitive learning, 
socio-emotional, behavioural or action oriented, and social learning objectives and 
outcomes.  

� Try always to include critical thinking, higher order thinking skills, futures thinking and 
values and attitudes in assessment tasks.

ELRC/Rhodes U
niversity
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1. Portfolios (Source: Basto, 2014)

In order to create a portfolio assignment for the students, it is necessary to establish a series of 
questions which have to be addressed in designing the portfolio assignment.

1. Purpose – What is the purpose of the portfolio?
2. Audience – In what audiences will the portfolio be created?
3. Content – What samples of student work will be included?
4. Process – What processes (e.g., selection of work to be included, reflection on work, 

conferencing) will be engaged during the development of the portfolio?
5. Management – How will time and materials be managed in the development of the 

portfolio?
6. Communication – How and when will the portfolio be shared with pertinent audiences?
7. Evaluation – If the portfolio is to be used for evaluation, when and how should it be 

evaluated?

2. Reflective journals (Source: Mishra and Panda, 2007)

� Reflection is important for learning;
� Two types: Reflection-on-action and Reflection-in-action;
� Reflection is a systematic meaning making process that requires attitude to value the 

personal and intellectual growth of oneself and others;
� It is not just writing a diary;
� Use action verbs in the level beyond “Remember” in the revised Blooms Taxonomy;
� Cover a critical reflection approach by using questions such as what, how and why; 
� Provide opportunity to contextualise, theorise, personalise, and generalise

3. Peer assessment (Source: Mishra, 2004)

Used for

� Developing learners’ skills of assessment;
� Deepening their understanding of the process of assessment;
� Strengthening their understanding of the topic and methods;
� Developing their skills of group task management, and power of articulation to provide 

feedback;
� Facilitating self-assessment and reflective thinking.

Is useful when

� Adequate training in small group work is given;
� Adequate training on self- and peer-assessment given;
� The learning task is clearly defined with marking criteria;
� It is moderated by the teacher and feedback is given to students;
� Group tasks are to be evaluated.

4. Self-assessment (Source: Mishra, 2004)

� Promotes self-monitoring of progress by learners;
� Develops independent and self-directed learning;
� Important to apply for recognition of prior learning;
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� Promotes self knowledge and understanding;
� Research shows that high achievers tend to underestimate and low achievers tend to 

overestimate ;
� Tutor feedback is important;
� Assessment criteria for self-assessment;
� What I have been doing?
� How have I been doing?
� What do I think of what I have been doing?

Effective alternative assessment relies on observations that are recorded using checklists and 
rubrics.

5. Rubrics

A rubric is a scoring guide that assists in evaluating a student’s performance based on a range 
of criteria rather than a single score. You can use it to evaluate the depth, breadth, creativity 
and conceptual framework of an essay, presentation, skit, poster, project, lab report, portfolio, 
etc. A rubric may be applied to numerous tasks in the classroom. Rubrics consist of specific pre-
defined performance criteria that are:

� Summative in providing information about a student’s knowledge;
� Formative in providing information about a student’s strengths and weaknesses;
� Evaluative in providing ways to create instruction that better fits each student’s needs;
� Educative in providing students with an understanding of how they learn science.

At least four types of rubric can be cited in association with alternative assessment: holistic, 
analytic, primary trait and multi-trait. 

5.1 Holistic rubric

A holistic rubric is also known as a single criteria rubric (one-dimensional), used to assess 
participants’ overall achievement on an activity or item based on predefined achievement 
levels. Performance descriptions are written in paragraphs and usually in full sentences.

Example of holistic rubric

Score Description

5 Demonstrates complete understanding of the problem. All requirements of task are included in response.

4 Demonstrates considerable understanding of the problem. All requirements of task are included.

3 Demonstrates partial understanding of the problem. Most requirements of task are included.

2 Demonstrates little understanding of the problem. Many requirements of task are included.

1 Demonstrates no understanding of the problem.

0 No response / task not attempted.

5.2 Analytical rubric

An analytical rubric is two-dimensional, with levels of achievement as columns and assessment 
criteria as rows. It allows you to assess participants’ achievements based on multiple criteria 
using a single rubric. You can assign different weights (value) to different criteria and include an 
overall achievement by totalling the criteria written in a table form.
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Example of analytical rubric

Criteria 4 points 3 points 2 points 1 point

Has a plan for 
investigation The plan is thorough.

The plan is lacking a 
few details.

The plan is missing 
major details.

The plan is 
incomplete and 
limited.

Use of 
materials

Manages all 
materials responsibly.

Uses the materials 
responsibly most of 
the time.

Mishandles some of 
the materials.

Does not use 
materials properly.

Collects the 
data Thorough collection. Some of the data.

Major portions of the 
data are missing.

The data collection 
consists of a few 
points.

5.3 Primary trait rubrics

In primary trait scoring, the instructor predetermines the main criterion, or primary trait, for 
successful performance of a task. This approach thus involves narrowing the criteria for judging 
performance to one main dimension.

Trait Exceptional Acceptable Amateur Unsatisfactory

Specifications

The program 
works and 
meets all of the 
specifications.

The program works, 
and produces the 
correct results 
and displays them 
correctly.  It also 
meets most of the 
other specifications.

The program 
produces correct 
results but does not 
display them correctly.

The program 
is producing 
incorrect results.

Readability

The code is 
exceptionally well 
organised and very 
easy to follow.

The code is fairly easy 
to read.

The code is readable 
only by someone 
who knows what it 
is supposed to be 
doing.

The code is poorly 
organised and very 
difficult to read.

Reusability

The code could be 
reused as a whole, 
or each routine 
could be reused.

Most of the code 
could be reused in 
other programs.

Some parts of the 
code could be reused 
in other programs.

The code is not 
organised for 
reusability.

Documentation

The 
documentation is 
well written and 
clearly explains 
what the code is 
accomplishing, 
and how.

The documentation 
consists of 
embedded 
comment and 
some simple header 
documentation that 
is somewhat useful 
in understanding the 
code.

The documentation 
is simply comments 
embedded in the 
code, with some 
simple header 
comments separating 
routines.

The 
documentation is 
simply comments 
embedded in the 
code and does not 
help the reader 
understand the 
code.

Delivery The program was 
delivered on time.

The program was 
delivered within a 
week of the due date.

The code was within 
two weeks of the due 
date.

The code was 
more than two 
weeks overdue.

Efficiency

The code is 
extremely efficient 
without sacrificing 
readability and 
understanding.

The code is fairly 
efficient without 
sacrificing readability 
and understanding.

The code is 
brute force and 
unnecessarily long.

The code is huge 
and appears to be 
patched together.

5.4 Multi-trait rubrics

The multi-trait approach is similar to the primary trait approach, but allows for rating 
performance on three or four dimensions, rather than just one. Multi-trait rubrics resemble 
analytic rubrics in that several aspects are scored individually. However, where an analytic scale 
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includes traditional dimensions such as content, organisation and grammar, a multi-trait rubric 
involves dimensions that are more closely aligned with features of the task.

For example, on an information-gap speaking task where students are asked to describe a 
picture in enough detail for a listener to choose it from a set of similar pictures, a multi-trait 
rubric would include dimensions such as quality of description, fluency, and language control, 
as shown in the table below.

Trait Advanced Satisfactory Basic Below Basic

Team cohesion

Team members are committed 
to the team and show a sense 
of bonding and camaraderie. A 
climate of trust and acceptance 
exists and members feel pride in 
being part of the team.

Members feel some commitment 
to the team/group, but it is not 
consistent. Members’ behaviour 
ranges from competitive and 
individualistic to cooperative and 
supportive.

Members sometimes 
disconnected, other 
times fully engaged (not 
consistent). Depends on 
individual.

Low morale exists; there 
is little or no cohesion 
among group members. 
The team atmosphere 
is competitive and/or 
individualistic.

Communication

Team members communicate 
openly and treat one another 
with respect. All members 
listen to ideas. The work of 
each person is acknowledged. 
Members feel free to seek 
assistance and information, 
share resources and insights, 
provide advice, or ask questions 
of each other.

There is a general atmosphere 
of respect for team members, 
but some members may not be 
heard as much as others. Some 
members may not feel free to 
turn to others for help. Members 
may avoid discussing some topics 
for fear of disrupting the group’s 
work and/or hurting someone’s 
feelings.

Communication is limited 
among group members 
(information is not shared 
with one another and/or 
important topics are not 
discussed among the group 
because a climate of open 
communication has not 
been established).

Communication is 
generally absent or 
misleading/harsh.  
Members more interested 
in being heard than 
truly communicating 
with others. Attempts 
to exclude some from 
communicating. 

Team decision 
making

Clear procedures for making 
decisions are established and 
documented, when appropriate. 
Team members tend to make 
most decisions through 
consensus.

Decision-making procedures 
are established informally, 
leading to some inconsistency 
in implementation. Majority and 
minority opinions sometimes 
exist when decisions are made 
by group.

Decision-making process 
is inconsistent, sometimes 
follows procedures and 
discusses process, other 
times not.

Decisions are made by 
individuals and may not 
reflect the thinking or 
the desires of the team. 
There is often a failure 
to involve all members 
in the decision-making 
process.

Leadership

Team members share the 
leadership role. Each team 
member feels responsible for 
helping to lead.

A strong, clearly focused leader 
develops. This leader sees him/
herself more responsible for 
helping lead the team than other 
members.

Leadership is present at 
times, usually exhibited 
by the same person or the 
same small group. 

The group has no leader 
nor do its members share 
the leadership role.

Managing 
conflict

Conflicts are consistently 
resolved through open 
discussion and compromise.

Members are generally able to 
resolve conflicts through open 
discussion and compromise.

Conflicts are either not 
dealt with or cannot be 
resolved. Members tend 
to hide true feelings

Cooperation

Participants are helpful to group 
effort, set positive example, 
respect others’ opinions and 
place group goals ahead of 
individual

Involved in group efforts and 
the decision making process, 
contribute in a positive way.

Active and cooperative but 
have difficulty taking on 
different roles within the 
group.

Participants 
are sometimes 
uncooperative and 
negatively impact on the 
group.

Responsibility 
and self-reliance

Participants assume 
responsibility for self, clearly 
communicate needs, and 
actively listen to others.  

Participants meet commitments 
and take responsibility for own 
actions.

Make some commitments 
and take responsibility for 
some of own actions.

Frequently need to 
be reminded to take 
responsibility for own 
actions.

Source: Adapted from Howard Feldman

You can use online tools such as Rubistar to develop your own rubrics at: 
http://rubistar.4teachers.org/index.php 



Notes





UNESCO Education Sector

Education is UNESCO’s top priority because 
it is a basic human right and the foundation 
on which to build peace and drive sustainable 
development. UNESCO is the United Nations’ 
specialized agency for education and the 
Education Sector provides global and 
regional leadership in education, strengthens 
national education systems and responds 
to contemporary global challenges through 
education with a special focus on gender 
equality and Africa.

The Global Education 2030 Agenda

UNESCO, as the United Nations’ specialized
agency for education, is entrusted to lead and
coordinate the Education 2030 Agenda, which is
part of a global movement to eradicate poverty
through 17 Sustainable Development Goals by
2030. Education, essential to achieve all of these
goals, has its own dedicated Goal 4, which aims to 
“ensure inclusive and equitable quality education
and promote lifelong learning opportunities for all.”
The Education 2030 Framework for Action provides
guidance for the implementation of this ambitious
goal and commitments.



Sustainability Starts  
with Teachers
Capacity Building Programme for Teacher Educators on 
Education for Sustainable Development (CAP-ESD)

The Sustainability Starts with Teachers is a collaborative capacity building programme 

for teacher educators on Education for Sustainable Development (ESD) in Southern 

Africa.  The project builds on the existing capacity base for ESD in the Southern African 

region and links existing and expanding ESD capacity to the UNESCO Regional Office 

for Southern Africa (ROSA)’s ESD programme of work, which is aligned with the 

Southern African Development Community Education Sector goals.  

Focusing on the region’s educators to implement changes towards sustainable 

development, the programme will have the catalytic effect of enabling the next 

generation of teachers to integrate sustainable development into their teaching and 

community practice, contributing to the achievement of educational quality and 

relevance in Southern Africa.  

The programme is a partnership programme. 

Learning Action 4: 
Design and try out assessment of significant learning in ESD 


