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Abstract

:

Currently, all members of the educational community have a relevant role in the development of professional competences on the sustainability of students. This is supported by the findings obtained by different research studies carried out in different countries and which show the need to characterize and evaluate the practice of EGS as key agents in the training and counseling of teachers on sustainability topics, which, in turn, is the goal of this study. To address this, we have conducted an exploratory study based on the case study of EGS members in the metropolitan area of Granada (Spain) that has helped us to profile the professional practice of its members in the development of professional competences in Education for Sustainable Development (ESD). Answers to a questionnaire provided by 43 teachers who are linked to the EGS have been investigated in addition to an interview to six formal members of the EGS. Results evidence that transmit some values over others correlates positively with the type of competences for sustainability that they promote. Therefore, this shows the interrelation of these competencies with the teaching-learning process and, consequently, with the promotion of an education for sustainability. We conclude that counseling on participatory methodologies, working on values, competences, and curricular sustainability, as well as the cross-curricular nature of the content that is imparted, are the most effective ways from which these teacher guidance services can promote the development of professional competences linked to sustainability in schools.
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1. Introduction


We live on a finite planet. We are depleting non-renewable resources and consuming renewable resources faster than they can regenerate. Globally, we are witnessing a dizzying loss of biodiversity, climate change, pollution, deforestation, and various other environmental problems. These problems are accompanied by strong social inequalities, which are marked by economic, political, and environmental issues that must be addressed within the field of education.



Educators face a great challenge, and the Education for Sustainability Development (ESD) is presented as a necessary tool to address it, especially given that it is the key to generating more awareness and sustainable societies. Likewise, in order to educate about sustainability, certain key competencies are necessary to enable students to constructively and responsibly participate in society [1,2,3,4,5,6,7,8]. The concept of competency can be understood as ‘a functionally linked complex of knowledge, skills, and attitudes that enable successful task performance and problem solving; when applied to sustainability complexes of knowledge, skills, and attitudes that enable successful task performance and problem solving with respect to real-world sustainability problems, challenges, and opportunities’ ([2], p. 242, [3], p. 204).



It is in this vein that this exploratory and descriptive study based on a case study has been undertaken, the objective of which is to analyze educational practices for sustainability linked to the Educational Guidance Service (EGS) as well as the key competencies that both the team of counsellors and teachers that make up the EGS highlight as references for the development of their professional practice. The analyzed EGS is a public service provided by the Government and aims to advise and guide primary and secondary school teachers to improve their teaching practice. In this case, we have focused on the guiding members of EGS and primary education teachers who are beneficiaries of the work of this service, which is later specified in the section “description of the case study.”



Based on approaches of current literature and different guidelines that promote international initiatives related to the education for sustainability (‘Sustainable Development Goal on education, the Education 2030 Agenda and Framework for Action, the Global Action Programme (GAP) on Education for Sustainable Development (ESD), and the Sustainable Lifestyles and Education program of the 10-Year Framework of Programs on Sustainable Consumption and Production -10YFP-). We intend to analyze the trend of this guidance service ([9], p. 1173 [10]). We, therefore, consider it interesting to analyze how the studied EGS advocates for professional practices focused on a more qualitative and transformative approach, which is one of the key principles of education for sustainability.




2. Theoretical Background


2.1. Education for Sustainable Development (ESD)


ESD is a key concept for education in the new millennium because it provides a distinctive focus on addressing a number of important aspects of education as a whole including access to it, the relevance of acquired skills or equity, and inclusion. A literature review indicates that, currently, the integration of sustainability in education requires changes in thinking and practice that can be perceived in some cases by the educational community as great challenges due to the lack of training and tools to face them [11,12]. ‘Sustainability education implies a transformation in educational thinking and practice through which education becomes more transformative learning. This indicates a paradigm that is holistic, systemic, and participative’ ([11], p. 110 [13,14]). Therefore, ESD is much more than just teaching principles and knowledge of sustainability. It consists of educating so that there is a profound social transformation opening avenues toward more sustainable societies [2,9,10,11,12,15,16]. In this sense, four axes have been proposed from which to orient the ESD that highlights integrality and cross-curricular approaches [16]: ‘Improve access and retention rates in quality basic education,’ ‘Reorient existing educational programs to achieve sustainability,’ ‘Increase public understanding and awareness in relation to sustainability,’ and ‘Provide training to all sectors of the workforce.’ The first two axes refer mainly to the processes of change in the field of formal education, and the third and fourth focus especially on non-formal and informal education. Therefore, for the development of these axes, coordinated activities are required between the formal, non-formal, and informal educational sectors [17,18].



On the other hand, ESD goes beyond knowledge related to the environment, society, and the economy. ESD also contemplates learning skills, perspectives, and values that encourage the search for more sustainable ways of life. It also involves the study of local and global problems and their relationship with each other. It points out the need for these five components (knowledge, skills, perspectives, values, and problems) to be included in the formal academic programs aimed at addressing Sustainable Development and use experience-based learning as a tool to introduce sustainability into the classroom [8,19]. Within this task, there are different relevant factors that increase the quality of educational process and that include students, teachers, guidance services, social agents, and the learning approach, didactic material, learning climate, evaluation processes, training teachers or continuous professional development, and revision of the curriculum. These factors, ultimately, favor the improvement of educational process from an effective teaching approaches and strategies, adequate training of teachers, and safe and effective learning environments [9,10,20,21].



The implementation of ESD is such a challenge that it is necessary to refocus curricula and educational models toward considering students as operating beings and, at the same time, part of both a local and global community and who, therefore, must learn to feel and live in harmony with all other beings on the planet as well as with the environment, by taking into account the interrelationships and dynamics that occur [9,17,18,22].




2.2. Competences for Sustainable Development


This shared effort to educate for sustainability has the objective for promoting the development of competencies that empower people to reflect on their own actions, by taking into consideration their social, economic, environmental, and cultural effects, both current and future, and from a local and global perspective, with the ultimate goal of promoting sustainable societies [16]. In this sense, we want to corroborate if the teacher group and guidance team investigated in our case study, tend to correlate SD with environmental aspects, and less often with social or economic aspects or, on the contrary, they manifest an integral conception of SD linked to the three pillars that sustain it (social, economic, and environmental) since it has been corroborated by other researchers in this field [23,24,25,26,27,28,29,30,31].



In order to educate on sustainability, as previously mentioned, certain key competences are necessary to enable students to constructively and responsibly participate in society [2,3,4]. These competencies include cognitive, motivational, affective, and procedural elements. In order to acquire the key competences required for ESD.

	-

	
An innovative methodology, which combines the acquisition of knowledge with its adequate application to educational practice, is needed.




	-

	
We must pay attention to the teaching-learning processes centered on the ethical criteria of social justice, equity, solidarity, and respect for the environment,




	-

	
Models that focus on practice and on project-based methods need to be incorporated.









Therefore, they have a multidimensional nature because educating for sustainability implies knowing, understanding, acting, and being [32]. These key competencies linked to sustainability can be summarized in seven points (Figure 1) that make visible the integral perspective of what educating for sustainability means [2,3,5,33].



From a competency perspective, ESD is a great challenge and, at the same time, a great opportunity, since it is in line with education’s ultimate goal: to prepare students for their future and to assume their responsibility in it [34,35,36].



To achieve the ESD objectives, it is essential to rethink educational methodologies, since it is necessary for students to acquire competencies and sustainable values through teaching-learning processes that place them as active subjects for their education and that encourage participatory and democratic processes [17,18]. ‘This imperative is further emphasized by UNESCO’s Education Strategy (2014–2021), which outlines three strategic objectives: (1) to develop education systems and support educators to foster quality and inclusive lifelong learning for all, by improving learning processes and outcomes, (2) to empower learners to be creative and responsible global citizens by, for instance, strengthening education for sustainable development, and (3) to shape the future education agenda by rethinking education for the future’ ([35], p. 406, [37]).



ESD cannot be based solely on the inclusion of content about sustainability in the curriculum, but that global changes are required in the very conception of the educational process, introducing significant changes in didactics [34,35,38]. ‘The environmental (biophysical) dimension of sustainability has been traditionally overemphasized in SD curriculum integration. More holistic approaches stressed the importance of cultural-based approximations aimed at encouraging the understanding of the underlying causes of the unsustainability of current trends. As an example, an analysis of the political and cultural dimensions related to sustainability can facilitate a deep understanding of Earth overexploitation’ ([39], p. 287). Therefore, it is time to transform learning processes by stimulating processes of critical reflection in teachers and students who question their assumptions and beliefs [39,40].




2.3. Educational Guidance Service and ESD


Educational Guidance is revealed as a key strategy and as a transforming and innovative vehicle that contributes to the integration of ESD in education systems. In Spain, the counsellors ‘are responsible for both educational guidance and for the promotion and support of the development of different educational programs. They can act as critical colleagues, advisors, and key agents for the improvement of teaching and learning processes’ ([41], p. 151). On the other hand, this service also favors the vocational development of students in order to promote their academic development and their future inclusion in the working market. In this country, these counselors organize themselves in Educational Guidance Services. They have the ability to promote the acquisition of the knowledge, skills, attitudes, and resources that teachers will need to address the reconceptualization of the educational process that is being defended in this work [35,39,40].



In Spain, the Provincial Technical Services of Spanish Educational and Professional Guidance have proposed and developed a series of innovative methodologies that are in line with ESD principles including cooperative learning, interactive groups, case studies, project-based learning, or service learning in the classroom [42]. The EGS propose that these methodologies are carried out within the classroom, and it is with this that the guidance teams have a lot to contribute, advising and motivating teachers on their implementation.



But the EGS not only works with teachers, but also has a framework of activities that covers the entire educational community. This great responsibility is also at a great advantage since analyzing it from the paradigm of sustainability, it coincides with the idea of acting overall in not just a local way, but also in a global way and valuing the interrelationships that exist between all the components [36]. For this reason, this research is framed in the context of the EGS since this organization has a broader and more systemic vision of the context in which they have developed their work and because, from this perspective, we must question ourselves (1) how do they approach teaching for sustainability? and (2) what should ‘learning for sustainability’ constitute within the Technical and Vocational Subjects that EGS members teach? [36,43]. In order to work on the roadmap of counselors and teachers, new ways to incorporate education for sustainability in their practice must be investigated [36,43].





3. Description of the Case Study


In Spain, the EGS are an external support service to a school, organized by geographical areas and educational stages and whose basic functions are related to the diagnosis, advice, and guidance of the educational community (center, students, and families). ‘The work of these professionals is distinguished by the interdisciplinary and specialized nature of their interventions, by the functions of support and complement to the educational activities at the centers, and by their contribution to educational dynamization and innovation’ ([44], p. 2). In this way, the EGS are seen as agents of change who have the significant function of promoting the transformation and improvement of the educational process on an individual level, but also on social and institutional levels. Key functions that are linked to the development of professional skills in ESD from all perspectives (from the management of the center, teacher training, the teaching-learning process of students, and the transfer of knowledge outside the classroom).



From these premises, this study aims to characterize the professional practice of an Educational Guidance Service in the Metropolitan Area of Granada (Spain) linked to the development of professional competencies in Education for Sustainability, in order to identify and analyze any weaknesses and recommended improvements with regard to advice and teacher training, but also from the teaching practice of teachers, as recipients of these actions.



The EGS object of this research is composed of five counsellors, with the support of two other counsellors who share their place of work with other teams, and a social educator. They regularly attend 15 educational centers for early childhood and primary education (12 Early Childhood and Primary Education Centers, two Early Childhood Education Centers, and 1 Rural Public School), and occasionally attend six secondary education centers (four high schools and two private teaching centers).



The environmental context of this EGS is geographically extensive and the associated educational centers have different characteristics. At some centers, there is a remarkable percentage of compensatory education students (ethnic minorities and immigrants) and students with specific educational support needs compared to other centers in which there are competitive students from an academic point of view.



This area also stands out for having innovative centers - centers where innovative methodologies have been implemented and they are participating in innovative plans, projects, and programs. Some of the sustainability plans and projects that a number of centers in the area are working on include: growing in health, participation in Eco-schools (including the following programs: grow with your tree, Andalusia Botanical Gardens Network, Nature and You), the creation of a recycling corner, creation of a school garden, Red Andaluza Escuela Espacio de Paz (Peace Space School Andalusia Network), Coexistence Plan (Living Together), Plan for Equality between men and women, and Ponte en Marcha (Get Moving Project).



Given the characteristics of the area, where there are innovative centers that are fully standing behind plans and projects related to sustainability, it was considered pertinent to investigate the perception on ESD at educational centers, and undertake an analysis of competencies that participants develop around this issue.



Lastly, we consider the following, in general, to be the objectives of this study: (i) Analyze the professional practice (beliefs, attitudes, content inclusion, difficulties) of the EGS members and teaching staff linked to the development of professional competencies in Education for Sustainability, (ii) identify strengths and improvement actions linked to the Education for Sustainability from the perspective of the guidance team and teachers or those who have benefited from the work of this EGS. Both objectives are operationalized through more specific ones, such as: (1) analyze the beliefs and attitudes of members of the EGS and teaching team on ESD, (2) diagnose the deficiencies linked to the inclusion of content related to ESD, (3) identify the sustainability competencies that both counsellors and teachers promote in their professional practice, (4) characterize the difficulties that counsellors and teachers perceive when incorporating and developing key competences linked to the ESD, (5) identify strengths and proposals for improvement, both of the guidance team and the teaching practice, which channel the development of professional skills in the exercise of actions in favor of sustainability.




4. Materials and Methods


The complexity of the object of this study is such that approaching it through only a single approach would be insufficient, so a mixed methodology has been chosen (quantitative and qualitative) by collecting and analyzing both qualitative and quantitative data and proceeding to its subsequent integration and combined discussion, in order to obtain results that will help us to understand the studied phenomenon with more depth and breadth. ‘The basic premise of this methodology is that such integration permits a more complete and synergistic utilization of data than separate quantitative and qualitative data collection and analysis’ ([45], p. 1) and allows us ‘to determine different versions of reality, the factors that are related to those versions in terms of power and privilege, and the making visible of the potential for social change associated’ ([46], p. 7; [47]), which are both basic principles in the field of education for sustainability.



More specifically, our research can be identified as an exploratory and descriptive case study. This type of study tries to create descriptions by focusing the attention on the ‘what is’ of the educational phenomenon, going beyond the mere collection of data. It is an exploratory study that aims to investigate the problem in the context of reference. It is, therefore, an exploratory study that aims to investigate the problem in the context of reference without offering definitive solutions. The research topic is explored with different levels of deepening [48,49] with the purpose of generating processes of self-reflection for the improvement of the professional practice of the participants in the study [50,51,52]. For this reason, the case study is confirmed as the methodological approach from which to orient this research because the questions and research aims will be addressed from the detailed analysis of the information offered by different sources of information related to the case studied. Our research has been addressed by obtaining quantitative data but also qualitative information that narrates the most relevant issues related to the case studied through illustrative key descriptions [53,54,55,56].



With regard to the strategies used to collect information, two instruments have been designed:

	(1)

	
Questionnaire: To analyze the perception of teachers in the area and recipients of EGS actions, a Likert scale questionnaire has been designed.



The questionnaire includes the following blocks: 1. Independent variables for personal identification (sex, age, years of teaching experience, academic training, educational center at which he/she currently works and subjects taught). 2. Specific questions about the research object (dependent variables). This consists of 32 items referring to five study dimensions that correspond to the research objectives: (i) beliefs and attitudes about education for sustainable development, (ii) shortcomings related to the inclusion of content related to the ESD, (iii) teaching competencies regarding sustainability, (iv) difficulties, (v) strengths and improvement proposals to include ESD in professional practice. The first four categories have been divided into eight items and the respondents address the latter through two final open-ended questions that have sought to generate reflection and self-evaluation processes.



For the design of the instrument, we drew from a questionnaire that has been previously validated by experts and used to measure these dimensions as well as theoretical references related to the subject [5,16,33]. All the items have been written as positive statements to facilitate their understanding. Of the 32 items, four have been written reflecting negative attitudes. These have been called unfavorable items.



There are five types of answers on the scale: (1) totally disagree, (2) disagree, (3) not sure, (4) agree, and (5) totally agree. The questionnaire ends with two questions that urge the inclusion of the rationale behind the answer. This way, obtaining richer and more in-depth results related to pointing out two or three needs in terms of advice, guidance, and training about ESD that are relevant to their practice. Interviewees must specify some activity, content, methodology, or specific competence linked to ESD that they consider appropriate to work on in their classroom for the improvement of the educational process.




	(2)

	
Interview: To obtain information from EGS members, a semi-structured interview was designed, based on a pre-established script with open-ended questions referring to the same study dimensions that are referred to in the questionnaire.



The interview begins with personal identification questions: name, sex, age, education, years of experience, years in the EGS, and relevant educational center. The body of the interview consists of 18 questions. First, the object of the interview is discussed and the concepts of Sustainable Development and Education for Sustainability are defined. The questions revolve around the five dimensions of study that the questionnaire addresses, varying in the approach, because it aims to delve into the guidance-based perspective: (i) beliefs and attitudes about education for sustainable development, (ii) shortcomings linked to inclusion of content related to ESD, (iii) teaching guidance-based competences on sustainability issues, (iv) difficulties of ESD in formal education from a guidance-based perspective, and (v) strengths of improvement proposals from a guidance-based perspective.









The population under investigation are the members of one of the EGS from the province of Granada and the Primary Education teachers of the centers assisted by this service. In this case study, we have employed an accidental non-probabilistic sampling. All members that form part of the studied EGS as well as all teachers of all primary education centers that are subjected to its guidance have been included in the sample.



The sample consists of six counsellors and 43 primary school teachers.



The sample for the interview is composed of three female and three male counsellors, with ages ranging from 31 to 53 years old, as detailed in Table 1.



As for the sample of teachers, this group is made up of 43 primary education teachers, aged between 34 and 57 years old, belonging to eight Early Childhood and Primary Education Centers in the area serviced by the EGS.



The distribution by sex is quite homogeneous with 58% female and 42% male. The average age of the teaching staff is 43.6 years old, and the average number of their years of experience as teachers is 17.2 years.



The majority of teachers have completed a Teaching Degree in Primary Education (93%) even though there is a small sample (7%) of teachers with other studies (English Teaching Degree or French Teaching Degree + Religion).



For the questionnaire, descriptive analyses were carried out through the SPSS v.22 software package. We have verified those items that obtained the highest and lowest averages, also taking into account their standard deviation, and analyzed which axes they belong to. As indicated above, of the 32 items, four were written reflecting negative attitudes. These are called unfavourable. Therefore, when analyzing the results, the values obtained were inverted. Those items with inverted results are: (i) ‘I think that Education for Sustainability should only be encouraged in informal and non-formal educational settings,’ (ii) ‘only those topics that are related to natural sciences should be addressed in relation to ESD,’ (iii) ‘incorporation, both in the curriculum and in the teaching of aspects related to sustainable development, must be the choice of teachers,’ (iv) ‘my subjects do not fit with ESD.’



To analyze the answers to the two open-ended questions that conclude the questionnaire, a content analysis has been carried out.



In relation to the quality criteria of quantitative data, the reliability of the questionnaire was calculated using Cronbach’s Alpha to assess reliability. This reliability has been calculated with two of the four sub-scales that make up the questionnaire and which are the central axis of this article, that is, sub-scales ‘values’ and ‘competences,’ which return a grouped value of 0.912, reflecting the high value of the reliability.



On the other hand, since it is an instrument adapted from other authors, the applied instrument has already been validated at the construct and content level by previous research processes [5,34]. However, on our side, we have carried out the factorial analysis of both ‘values’ and ‘competences’ sub-scales, which obtained a principal factor with a saturation of all the studied variables between 0.500 and 0.858. This shows that these two sub-scales measure the same theoretical construct (construct validity).



With regard to qualitative information, an analysis of the content of the interviews was carried out using NVivo v.10, which highlights the most relevant aspects that are of interest for this research by taking into account the five dimensions defined in the study.



To treat this information, we have based our analysis on the four quality criteria that need to be considered in the analysis of qualitative information (credibility, applicability, consistency, and neutrality) [57]. (i) Credibility: During the analysis process, conversations were held with participants in the study to corroborate the interpretations made based on their answers. (ii) Applicability or transferability: the study has been carried out in only one EGS of the province of Granada but instruments and results obtained can be applied in other contexts with similar characteristics. (iii) Consistency: we consider that similar results would be obtained if the study was to be replicated in other EGS because the analysis has been carried out in a meticulous way from a process of triangulation of sources and techniques. (iv) Neutrality: the detailed description of the research process carried out indicated in this article shows that it has been a neutral and non-biased process.



The processing of the information obtained through the interview focuses on unveiling and comparing the attitudes, values, perceptions, difficulties, strengths, strategies, and suggestions that EGS members have about ESD. Key fragments of the respondents’ answers have been collected in respect to each of these dimensions, and a final synthesis is shown with the most repeated words in the respondents’ discourse through a word cluster and the repetition percentages of each one of these.



Within this fulfillment of criteria in the research, the process of triangulation is a key element. It becomes one of the basic requirements for credibility of the obtained findings, as a contrast technique that allows complementing and highlighting the convergence of information provided by different sources and by different techniques, in order to overcome methodological limitations and the subjectivity to which the qualitative methods are usually exposed [58,59,60,61].



The triangulation processes that we have carried out aim to offer confidence tests and guarantees that the results and findings proposed within this work meet the minimum requirements of credibility and rigor that have allowed us to build rich and diverse information as a result of its combination, complementation, and triangulation.



In this study, we have carried out a double triangulation since the data are crossed from the perceptions and opinions of the participating population and from the different information collection strategies carried out as it is depicted in Figure 2.




5. Results and Analysis


Based on the instruments applied, the results and analyses obtained were the following:



5.1. Results Derived from the Questionnaire Addressed to Teachers


When analyzing the results obtained in the questionnaire applied to 43 primary school teachers that form our sample with a 100% response rate, the following data have been extracted, which are shown grouped by research dimensions, and, within each one, the results have been ordered, according to the overall score.



5.1.1. Dimension 1. Teachers’ Beliefs and Attitudes to ESD


Considering the items of this dimension, the average scores given by the teaching staff are presented below (Table 2).



In this dimension, the items with the highest scores, which also show lower standard deviations, were: ‘All primary education students should learn about ESD’ (average: 4.63, TD: 0.49), and ‘The Administration should train teachers to work from the ESD approach’ (average: 4.35, TD: 0.57). These results show a positive attitude toward ESD.



However, when analyzing the items with the lowest scores, we can infer that the positive attitude towards ESD is global, since the most specific items have obtained lower scores and greater standard deviations (between 1.12 and 1.28), which show heterogeneity in the answers.



A contradiction can be observed, as the item with the highest scores states that all students in primary education should learn about ESD, but the item with the lowest score was that my subjects do not fit with EDS teaching, which highlights that they do not conceive ESD to be a cross-cutting axis that can be worked on from within all subjects. We also observe this contradiction when inferring that part of the teachers really think that ESD should not be promoted from within formal education, but from informal and non-formal educational settings.




5.1.2. Dimension 2. Shortcomings in Regard to the Inclusion of ESD-Related Content


The teachers surveyed the subjects to the extent to which they promote and work with content and values linked to topics related to ESD (Table 3).



Results show that teachers believe that they greatly promote the content and values promoted by the ESD in their classes.



Items with the highest score are: coexistence norms (4.81), peace (4.77), and conflict resolution (4.77), which are values that are deeply promoted in formal education and which have been promoted in the wider society.



To address this dimension, there has also been an open-ended question, related to needs in terms of advice, guidance, and training in ESD. The answers obtained show that the main need identified relates to training. Many of the responses given were that they need training in relation to ESD to include content in their classroom, without specifying what type of training. Two of the teachers have specified training in methodologies related to ESD and two others with regard to the evaluation of ESD activities.



In reference to training on specific content, there is a variety of responses, and the following topics were mentioned several times: organic farming, renewable energy, and responsible consumption. These responses show that they relate the ESD exclusively to technological-environmental content, since none of the teachers mentioned other types of specific content, such as social, economic, or justice and equity issues.



Four of the responses have been related to the allocation of resources, two have mentioned material and economic resources, and two other answers note specific materials such as Integrated Didactic Units, tasks, texts, digital content, programming, and games.




5.1.3. Dimension 3. Teaching Competencies Regarding Sustainability


Through these questions, teachers have reflected on the sustainability competencies that they work on in their classrooms (Table 4).



The item with the highest score is the one related to collaboration (with an average value of 4.44). This result is linked to the previous axis, which highlighted the values of coexistence norms, peace and conflict resolution, which are values that promote collaboration among students. The next item with the highest results is the one related to critical thinking (4.37), which included a reflection on one’s own values, perceptions, and actions. This shows, once again, that education about values is promoted in depth within the education system.



The items with the lowest scores (although still high) are those related to the promotion of ‘normative’ competences (3.81) and ‘systemic thinking’ (3.93). These competencies are directly related to the concept of ESD since they include recognizing and understanding the interrelations of the ecological, economic, and social dimensions, and understanding the norms and values that underpin our actions towards sustainability. They are more complex competences, involving a greater cross-curricular scope. These results show that there is still work to be done in this regard.




5.1.4. Dimension 4. Difficulties to Include ESD in the Teaching of the Subjects


According to teachers’ views, there are different difficulties that limit their teaching work linked to ESD (Table 5).



In this dimension, it is evident that the main difficulties teachers find in incorporating ESD in their classrooms are the insufficient duration of class time (3.81) and the excessive number of students per class (3.51). These items have obtained significantly high standard deviations (1.20 and 1.32 respectively), which indicates the heterogeneity of the responses.



The item that has obtained the lowest score is ‘I have no interest in including ESD in my teaching work’ (1.51). This result is encouraging since it indicates that disinterest is not perceived as a difficulty. Additionally, not seen as a barrier is that the content of their subjects has no relation to sustainable development (2.28) not that the policies of the administration do not enable teachers to be flexible in their teaching (2.14).




5.1.5. Dimension 5. Proposals for Improvements with Regard to Including Sustainability in Teaching Practices


This question has been devised as an open-ended question to enable the respondents to specify what types of activities they consider most appropriate to apply in order to develop sustainable competencies in their students. Many of the answers have revolved around activities, and most are linked to environmental content, exclusively, such as: planting trees, creating a school garden, collecting waste in natural environments, energy saving strategies, and calculation of carbon footprints. One of the proposals presents a more global activity: design a city with a sustainable economy, resource management, population, and renewable energies. Two responses are related to the resolution of conflicts through mediation.



Fourteen of the responses related to activities refer to EE (environmental education) activities, while only three refer to other ESD aspects. These results reveal how teachers directly identify ESD with EE, obviating that ESD is much broader and includes a great variety of activities that interrelate an infinity of contents, values, and competencies.



Regarding methodologies, there have only been three responses: naming cooperative methodologies, learning-service, and innovative methodologies. In addition, in reference to these competencies, four participants have suggested a social and civic competence while one included religious competence (Christian and human awareness).



It should be noted that the majority of respondents (82%) have mentioned that they require some type of training in this aspect. The connection between the fact that some of the participants say they need training in cooperative methodologies and that they propose these as a resource to work on ESD should also be noted. Regarding the proposed activities, it is worth noting that these are directed more toward specific activities than to work ESD in a cross-curricular manner through methodologies, competencies, or work on values.




5.1.6. Correlation between Competencies and Values Related to ESD, Which are to be Promoted in the Class


In light of the results obtained in the questionnaire, a correlational analysis has been carried out to see what type of correspondence exists between the block of competencies and the block of values (Table 6).



Based on the analysis carried out, it is evident that there is a positive correlation between the competency block and the values block, which is why it is interesting to specify which values correlate with each competence since it will allow us to disseminate a trend of teaching practice linked to EDS among the teachers who are the object of our study.



Next, we show each one of the competences analyzed and the values associated to each one of them, according to their level of correlation (Table 7).



This table highlights the map of values that the surveyed teachers promote when working each competence. This roadmap shows, in turn, possible strengths and weaknesses that the teachers may experience when working with ESD in a transversal and integral way.



In this way and, according to the table, we observe how ‘Regulation competence’ has the most correlated values. According to the answers of the teachers, all the values referred to in the questionnaire are positively correlated with it, which reveal the transversality of this competence in the teaching professional practice.



The second competence with the most correlated values is Anticipation.’ Again, all the values reappear even though some come with a more significant correlation (sig. 0.01) than others (sig.0.05).



Regarding, ‘Systemic Thinking competence,’ ‘strategic competence,‘ and ’critical thinking’, we see there are five values with significant correlation scores. The values that correlate with these competences and that are a constant in the three of them are: respect for the environment, human rights, gender equality, non-discrimination, and healthy habits. From this, we can infer that, parallel to the development of these competences, the teaching staff promotes certain environmental and social values. This may be not in an integral and transversal way since there are some values such as ‘coexistence norms’ or ‘conflict resolution’ that do not show a strong correlation.



Lastly, when it comes to the ‘collaboration’ and ‘self-awareness’ competencies, only ‘conflict resolution’ and ‘non-discrimination’ values are correlated, respectively. A special case is ‘problem solving’ where the results show a currently existing correlation to any of the analyzed values. The data, in general, show that the work of these competencies on the part of the surveyed teachers is diverse. There is no explicit correlation with the development of specific socio-environmental values.





5.2. Results Derived from the Interviews with EGS Members


For the analysis of the interviews undertaken with EGS members, an analysis of contents by dimensions has been carried out.



5.2.1. Dimension 1. Beliefs and Attitudes about Education for Sustainable Development


When undertaking an in-depth analysis of the interviews carried out with the EGS members, it can be noted that all of them agree that ESD should be encouraged not only within informal and non-formal education, but also with formal education.



They all also agree that all subjects should be addressed from an ESD perspective and point out that it should be done in a cross-curricular way. Several of them point out that the use of cooperative and innovative methodologies contributes to the implementation of ESD in all subjects. Likewise, the general view is that all subjects are susceptible to adapting to this approach, which, in some cases, suggests the use of certain methodologies, such as:




‘Taking as basis the nexus of the skeleton of a project that will affect a great many subjects, work (through) learning-services within the improvement in their own town, in an environment that will always be closer to them. Instead of telling them about the melting of Antarctica, which may concern them, it would be more appropriate, for children in primary education in this case, to get closer to what happens on the level of those natural systems close to their own environments and speak about what they can do to improve this, to commit …’



(Subject 1).





Regarding the way in which ESD can be promoted from the field of guidance, and from the EGS in particular, they agree to highlight the importance of counselling and tutorial action by providing a variety of suggestions: advice to teachers on methodologies, concrete actions during the tutorial group sessions, introduction of ESD in the Tutorial Action Plan, advice to the school leadership team in the elaboration of the Educational Project, advice and participation in the technical teams of Educational Coordination and in the faculties, contribution in the elaboration of the Curricular Project of the Center, and in the programming of areas, coordination, and promotion of concrete actions, advice to families, and through education in values and work by competences, which highlight social and civic competence.




5.2.2. Dimension 2. Shortcomings Linked to the Inclusion of Content Related to ESD


Therefore, the great importance that all team members give to ESD is reflected. When asked about the values and attitudes that can be worked on from this approach, the vast majority agree that the following should be pointed out: solidarity, equality, respect, empathy, cooperation, and commitment. They add: awareness, communication, active listening, resolution of conflicts, dignity, avoidance of consumerism, motivation, and tolerance. The broad answers given to this question denote that there is a perception on the part of the counsellors that an infinity of values can be addressed through ESD.



Regarding the question of whether they think that, in the schools where they work, sustainability and the values promoted by the ESD are fostered. We find heterogeneity in the answers. ‘Subject 1’ believes that, currently, we work in an anecdotal and ad-hoc manner. ‘Subject 6’ states that a lot of work is being done and that the teaching staff is very aware. However, he points out that there has not been any actual implementation of those innovative methodologies that are in line with this approach. ‘Subject 5’ notes that work is being done, but not in the depth that it should be, and ‘Subject 2’ mentions that the problem is that it is the teachers that choose whether to work on certain values or not. Therefore, we can find teachers who delve into work on values, while there are others who do not address these issues. He adds that, in his point of view, work is generally being done in an occasional and decontextualized way.



The diversity of responses may be due to the subjectivity that this question implies, and also to the fact that the counsellors work at different centers, so they witness different realities. However, a common response is detected. It is addressed only in an ad-hoc and anecdotal manner.




5.2.3. Dimension 3. Teaching Competences in Sustainability Matters


As to whether they consider that teachers have the necessary training and skills to work from the ESD approach, the general view is that they are not sufficiently trained. The majority point out that the training depends on the teachers’ own will, so they find teachers with high motivation who spend time and effort in their training, and teachers who, once they are working, do not undertake further training. They point out that the training is available in reference to the Center for Teachers Education and to specific resources that they look for on their own, but note that ultimately further training depends on the teachers’ will.



‘Subject 1’ makes an interesting contribution, which suggests that sometimes previous training is not as important as starting to work and training, according to the needs that arise.




‘I believe that we have to work on competencies as we get involved in the issue, because we often wait until we have received the perfect training, until the perfect moment, until everything is perfect, and experience has told me that we build as we learn, and as I take a step, although I may be not sure where the next step will lead me, where it can go, but while I’m taking the step and I’m raising my foot, I’m already looking, getting training, but I’ve already begun to take steps, I’ve already begun to move. Because otherwise, the perfect moment never exists and will never arrive.’



(Subject 1).





When we asked what guidance activities they carry out to work on the values and competences, they indicate the suitability of the implementation of methodologies that promote ESD. They indicate that their contribution is through methodological advice, using service-learning as an example. Other team members explain that their guidance actions related to ESD are channeled through tutorials, programs, and projects related to conflict mediation and resolution, emotional education, and social competence. ‘Subject 5’ adds the advice in the curricular project and the elaboration of school documents.




5.2.4. Dimension 4. Difficulties of Including ESD within the Teaching of a Subject


When talking about the difficulties that teachers encounter to include ESD in schools, four of the counsellors point to the overriding curricular burden felt by teachers as the main reason. They argue that the regulations dictate a very broad curriculum that hardly allows the introduction of other topics. However, some detect that this may be due to the teachers’ identification of the curriculum with the textbook:




‘If we understand the book as a syllabus then it is true, they do not have time to address anything. But the truth is that the book is not the syllabus, the book is an aid that can be used, to a greater or lesser extent, to deliver the syllabus. And the syllabus is the list of objectives and content given by the Administration, which is sufficiently general so that this content can be included, and achieve the objectives stipulated by the Administration’.



(Subject 5).





Lack of training and knowledge, support, and time add to these difficulties. Furthermore, the excess of bureaucratic tasks and the decreasing motivation and implication levels are seen over time.



Regarding the difficulties faced by counsellors when working with teachers on this issue, there is a unanimous response: a lack of time. Many of them compare the time that can be dedicated to each center when you belong to an EGS and need to attend several centers each week, with the time you have when working in the guidance department of a high school.



They also agree that, with the development of prescriptive tasks such as psycho-pedagogical evaluations, the updating of reports, advice to families or schooling reports, there is barely any time left for other interventions. Some of them add that it is necessary that the center itself includes it in the design of its educational project.



On the question of what the predisposition of schools and EGSs to foster this approach is, the answers show that the team perceives that there is more predisposition on their part than on the centers’ part. They expand on this response by pointing out that the centers are very different from each other, and, while some are up for the task of innovating, others are not so eager, or are predisposed to work on it, but only in an ad-hoc way.



When talking about the predisposition of the EGS, they emphasize the tendency to innovation that exists in the team, and the desire to go beyond mere evaluations:




‘In this orientation team, I believe that one of the most positive things we have is that we are always open to working on everything, and above all, that we understand the orientation as something beyond the evaluation itself, and see it as a methodological change, as how to try to change the relationship with the environment’.



(Subject 1).





When talking about counsellors’ strengths to work on this approach with teachers, we find a variety of answers, which provide many ideas that are complementary, about their strengths. These include having more time than teachers, the systematic ability to understand that learning involves transforming the environment, having training on how to integrate this approach into the curriculum, in a cross-curricular manner, the vision held by teachers on counsellors, as an external agent, which results in them being taken into account more, the zonal perspective that provides the possibility of disseminating successful educational projects, and their own awareness about attention to diversity and ecological, economic, and social sustainability.



When the question arises on what are the needs of both teachers and EGS in terms of advice, guidance, and training in this field, there is a word that appears in all the answers: training, for both teachers and counsellors. Some of them specify that it would be useful to have training in cooperative methodologies such as learning-services and in new technologies. Another of the most frequent answers is the request for the provision of material resources, such as specific programs, and they add to this: assessment tools and instruments, that the ESD becomes part of the curriculum and is evaluated, and exchange of good practices with other centers.




5.2.5. Dimension 5. Improvement Proposals for Including Sustainability in Teaching Practice


When talking about specific guidance actions to improve or include ESD in schools, four of the team members suggest counselling on cooperative methodologies, proposing learning-service, cooperative learning, and project-based learning. Two of them emphasized the strength of having a zonal perspective by considering making the most of it and make proposals that arise from here, which act in a systemic way. Two people also proposed to promote work on values. These proposals are complemented with: help to review schedules, collaborate in the design of tasks that organize learning, and provide advice on specific activities, materials, and programs.



Lastly, in relation to the question of what improvements must be made at the educational center and on a classroom level, both at the levels of management and teaching practice, we find great diversity in the responses. However, there is a common response: to encourage cooperative methodologies (project-based learning, cooperative learning, and individualized learning based on meaningful learning by discovery). To which they add: review the schedules and methodologies, including content that is really relevant, foster exchanges of ideas within the centers themselves, sharing the successful experiences that take place in the classrooms, reduce the student ratio, boost shared leadership, and carry out sustainable practices within the classroom (reduction of consumption, separation of waste, evaluation of energy expenditure, etc.).



To end, and in order to make quantitatively visible the results obtained with these interviews, a count of the words that are most repeated across the five dimensions has been carried out using the N-Vivo 10 program, obtaining the frequency of the 50 most used words (Table 8) and a word cluster (Figure 3) to see the terms more visually. To do this, the transcripts of the interviews were previously coded by categorizing the answers, according to the analysis dimensions.



We can confirm through these new analyses that the counselors’ attention revolves around the projects that are carried out in schools. They pay special attention to the values fostered in educational programs, among which we can find peace, equality, and respect for the environment, generating in the students´ attitudes of commitment toward recycling and the management of resources. Likewise, they believe that working on these types of competencies in educational centers can be, a priori, complicated. However, the transmission and learning of curricular content can be achieved through appropriate coordination as well as by working with innovative methodologies and including the adequate training of teachers in the process. All this helps us to achieve the inclusion of education for sustainable development in a satisfactory way in the primary and secondary school curricula and, with it, the development of competencies related to sustainability.






6. Discussion


The case study presented has sought to verify the relevance and suitability of counselling as one of the ways to promote ESD and, thereby, endorse the development of key skills linked to sustainability.



Once the data obtained from each of the instruments used have been presented, it is important to carry out a process of discussion of the results that shows the state of the EGS in the development of key competencies that are linked to the ESD as well as the shortcomings and the proposals that are outlined for improvement.



Regarding the first specific research objective, which refers to an analysis of the beliefs and attitudes about ESD, it can be observed that, on the part of the EGS members, there is a more positive attitude towards ESD because the answer was unanimous: ‘ESD is very important. It must be promoted from the formal education arena and is susceptible to fit within all curriculum subjects’. On the other hand, the response of teachers has been more diverse. Although they show a positive attitude towards the general idea that students should learn about sustainability, when the questions specifically focus on whether it should be promoted from within a formal education setting, the answer is very heterogeneous, which reveals that there is a part of teachers who think that it should only be promoted from non-formal and informal educational spheres. It has also become clear that not all teachers think that all subjects fit with the teaching of ESD.



This more positive attitude on the part of the counsellors may be due to the fact that the counselling has a more holistic vision by taking into consideration the importance of addressing cross-curricular issues and advocates the implementation of innovative methodologies that allow the actual implementation of cross-curricular approach.



Among the functions of educational guidance is to help teachers improve their daily practice in the classroom by introducing methodologies that include more effective, integrative, and educational practices [38,40]. Guidance professionals can encourage innovation and improvement by assisting teachers in their processes of methodological change, which helps improve the overall development of students.



With regard to the second specific objective of analyzing the inclusion of content and values linked to sustainability, the teachers surveyed show a heterogeneous tendency regarding framing said content in the ESD. This tendency is due, in part, to their unfamiliarity with the ESD concept. This statement is inferred from the responses given to questions where they had to show content, activities, values, and specific skills to work on ESD since these responses reflect the identification of ESD almost exclusively within purely environmental topics. Similarly, a general difficulty when working ESD in a cross-curricular manner can be seen. As several authors point out, there are difficulties when working ESD in this cross-curricular way due to a lack of training, materials and resources, time, coordination among teachers, recognition and support. Due to school secrecy, the stagnant culture of the school and the isolated work of teachers [33,34].



In respect to Objective 3, addressed from the identification of those professional competencies linked to education for sustainability, the teachers state that they work on all the values promoted by ESD. The EGS members, even if their opinions are varied, all agree that, in their opinion, the work on values carried out by the teaching staff is ad-hoc and anecdotal. The fact that teachers coincide in affirming that all values are worked on in depth, coincides with the fact that work on values has long been promoted both socially and legislatively.



It seems to be a fact that teachers have assumed that they do carry out work on values because it is very present in the discourse on education. However, some authors point out that, due to the rigidity in the proposal of the curricular design, which tries to assign a section on values across all the blocks of content, the outcome is that they are worked on only on specific occasions, striving to ‘fill gaps’ or meet administrative requirements, rather than being worked on as a true reflective process about values [35,41].



Regarding their contribution as counsellors for work by competencies, several of them agree that one of the best ways is to provide counselling on methodologies that allow and encourage the promotion of these competencies.



Teachers have agreed in stating that they work on quite a lot of competencies related to ESD. According to them, the competence they work on the most are related to education in values, and they work a little less on more complex competencies than would be more directly related to ESD. This is directly related to the fact that the values and competencies analyzed are not specific to ESD, but have been included in educational legislation for a long time now. On the other hand, ESD has not been widely promoted, so teachers are not very familiar with the concept.



For Objective 4, which aims to outline the difficulties encountered by teachers to include ESD in Formal Education, we find important differences between the opinion of teachers and that of the EGS members. The counsellors coincide in pointing out that the greatest difficulty that teachers have to include ESD is the excessive curricular burden, while teachers have given very heterogeneous answers to the questionnaire, which shows that a large part of them do not perceive the curricular burden to be a difficulty.



This data is odd because the rigidity of the curriculum is usually a common complaint on the part of teachers, but, when it is presented as a possible difficulty to include ESD, many do not perceive it as such. On the other hand, they have indicated (although with a high heterogeneity in the answers) the excessive number of students per class and the lack of time as greater difficulties. A relationship can be found between that lack of time and the excessive curricular content since it seems to be the same concept presented in a different way. In addition, it is not surprising that they mention the excessive number of students because the ratio of students in Spain is a common public complaint made by the education sector.



It is noteworthy that the counsellors think that teachers identify curriculum exclusively with the textbook, which suggests that they are not flexible enough to adapt this curriculum. However, when asked about their own difficulties in including ESD, they point out a lack of time and an excess of prescriptive tasks as the main reasons. This fact is widely perceived as an obstacle, arguing that there are many important tasks, frequently urgent, that often block the ability to be more flexible.



Many of the tasks set by the regulations are not usually solved and priority is given to other tasks that are more urgent but less effective. For this reason, we advocate counselling as an essential function, defining its ability to generate improvement processes that ensure desirable educational levels preferred for all students. With the analysis of the answers given by the teaching staff and the counsellors, it becomes clear that there is an overload of tasks that prevent the development of a quality education. To solve this situation, legislative measures and support from the administration are needed, but a change in the teachers and counsellors’ own perception is required, so that they strive to be innovative and try to change the trends, which are currently so corseted by taking into consideration a change in their own practice [2,41].



Lastly, in relation to Objective 5, which was nothing other than to identify proposals to improve the development of professional competencies in education for sustainability, EGS members agree that both they and teachers need, in order to improve their practice in this regard, specific training. Several of them mention training in methodologies related to ESD. They also point out the endowment of material resources and specific programs.



We should remember that 82% of teachers had indicated that they needed training. Some have agreed with the members of the EGS in pointing out the need for training in methodologies. Those who have specified what training content they require have pointed out specific EE content, which makes it clear that they have a reductionist idea about ESD since none has mentioned any other type of content [21,22].



In relation to this, the improvement proposals put forward by the teachers show yet again that they relate ESD to EE exclusively, since 82% have proposed specific activities within the EE framework. The problem is not that they make this type of proposal because these are interesting activities, but that they propose very specific activities that are so exclusive to EE that they detract from the potential of ESD, which can provide a much richer variety of activities, diversity of contents, values, and competencies at the same time.



In contrast, EGS members have proposed advice with special emphasis on cooperative methodologies that encourage ESD. These responses show a greater understanding of ESD since it is understood as a broader and more complex paradigm [10,11,56].



Lastly, in our case study, a correlational map of competencies for sustainability and values is evident, which shows how this faculty works with ESD in their classroom. In this sense, this finding can be the starting point for the characterization of the professional practice of teachers and counselors by taking into account the values they transmit from working competence for sustainability. On the other hand, it also expresses the weaknesses and strengths in EDS that the professors of our case study show in this field of work. I have been shown that transverse and integral work required to incorporate sustainability into the classroom is still a pending task for teachers. Although, there are sustainability competencies that this faculty works in a transversal way through the values that it transmits (e.g., ‘Regulation competence’ or ‘Anticipation’), the absence of the correlation of these values with some competencies denotes that some of them are worked in a linear and punctual way (e.g., ‘Collaboration’ or ‘Problem solving’).




7. Conclusions


This research work has tried to shed some light into the relation, the benefits, and impact that educational guidance can have for the development of professional competencies in the area of Education for the Sustainability, given that research linked to this professional practice barely exist. The data obtained reveal the perception and needs that are identified by teachers and the guidance team with regard to this topic as well as the courses of action that the educational guidance provides to promote ESD and proposals for improvement to transform the current state of reality.



Thanks to this research, it has been ratified that, as in other contexts, it has been possible to verify that counselling on participatory methodologies, the work on values, the cross-curricular nature of the content, the work on competencies, and the curricular sustainability are the most effective ways from which the guidance team can promote the implementation of ESD in educational centers. Likewise, it has become clear that more training on ESD is necessary for both the teaching staff and the guidance team.



It is clear that the holistic capacity, zonal perspective, and extensive educational training that EGS members have is a strength that must be taken advantage of as much as possible to carry out educational counselling processes that include ESD.



Given this situation, the study reveals some possible work proposals already derived in the theoretical framework, which can aim to cover the identified shortcomings and improve the current reality in this area. Some of these proposals are:

	- 

	
Expand the vision of SD (Sustainable Development), which is commonly identified with recycling, waste treatment, cleaning, and pollution in generic terms.




	- 

	
Encourage reflexive processes on the interconnection of all the elements to face ‘environmental long-sightedness,’ which consists of giving greater importance to what is closer than to what is at a distance.




	- 

	
Demand legislative changes because one of the limits found by schools is a highly-bureaucratized administration system that is not capable of managing complex, multidimensional, and interdisciplinary projects such as those proposed by the ESD.




	- 

	
Encourage the involvement of the school management team as well as greater administrative involvement to promote this type of project since this is vital for its effectiveness.









The positive influence that the process itself has had should be highlighted as an achievement of the research. This research has favored that those professionals who have participated in the study gain greater knowledge about competencies required to incorporate ESD into their professional practice and an opportunity to reflect on it.



On the other hand, another finding has been to determine the correlation that can exist between the socio-environmental values that are worked in the classroom and the competencies for sustainability in order to generate an interrelated action framework. This entails a road map from which generating new research that helps outline how the transmission of values influences the development of competences related to sustainability, and that shows the strengths, weaknesses, and difficulties that teachers and counselors exhibit when incorporating ESD in a complex, transversal, and integral way. It can be considered a roadmap that may serve as a starting point for viable and coordinated improvement strategies.



With respect to the case study that we present in this report, in order to obtain richer and more reliable data, and to understand this phenomenon in depth, broader samples of both counsellors and teachers are required, as well as finer qualitative analyses and more participatory and collegial research designs among counsellors, teachers, and researchers that also favor the transfer of knowledge and results outside the educational center.



However, through the data obtained and the conclusions drawn, sufficient arguments are offered for a thorough review, reconstruction, and improvement of policies, practices, and training in the field of ESD from educational guidance. This work opens a line of research that would be very interesting to continue: ESD through the perspective of Educational Guidance.



Regarding future work, an interesting line of research to follow comes from the analysis of ‘ESD through the perspective of Educational Guidance’ and the expansion of the results and messages coming from this particular Spanish case study to the broader regional and global community working to promote ESD. There is, therefore, an opportunity to channel professional practice toward the previously mentioned counselling by trying to move away from the vision of counsellors as ‘fire-extinguishers’ and moving toward a professional figure that provides support and advice, capable of motivating and guiding the entire educational center to inject the ESD paradigm into the management of the center.



It has been proven that, through the theoretical review and the analysis of the opinion of teachers and counsellors, the implementation of innovative and cooperative methodologies is perceived as one of the most effective ways to promote ESD, since they make possible cross-curricular approaches and allow improvements to education in all its aspects and dimensions.



ESD is an essential tool to create more sustainable societies, so we must stand behind it and promote it from educational guidance outward. Educating students in sustainability is not betting on a better future, but betting on a better present, because children are environmentally-competent citizens capable of generating changes in their environment.
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Figure 1. Competencies on sustainability. Adaptation of References [2,3,5,34]. 
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Figure 2. Type of triangulation developed within this study (own elaboration). 
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Figure 3. Word cloud extracted from interview transcription. Source: own elaboration. 
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Table 1. Features that characterize the sample of EGS members.
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	STUDY SUBJECTS
	GENDER
	AGE
	EXPERIENCE TIME
	EXPERIENCE TIME IN THIS EGS
	PERSONAL BACKGROUND





	1
	Male
	38
	10 years
	7 years
	Psychology Ph.D.



	2
	Female
	31
	8 months
	4 months
	Graduate in Psychology & Master’s degree in high school teacher



	3
	Female
	42
	8 years
	5 months
	Graduate in Pedagogy, Master’s degree in educational psychology & Master’s degree in sociocultural animation and socio-educational intervention



	4
	Female
	47
	18 years
	5 years
	Teaching diploma & Graduate in Psychology



	5
	Male
	53
	25 years
	3 years
	Graduate in Psychology



	6
	Female
	44
	19 years
	2 years
	Teaching diploma, Graduate in Psychopedagogy, History of Art (studying)
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Table 2. Teachers’ beliefs and attitudes about ESD.
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	Item
	Mean
	Standard Deviation





	All Primary education students should learn about sustainable development (SD).
	4.63
	0.49



	The Administration should train teachers to work from the ESD approach.
	4.35
	0.57



	All subjects should be focused from an ESD perspective.
	3.39
	1.18



	I have adapted my subjects to ESD.
	3.12
	1.07



	I think ESD should be encouraged only in informal and non-formal educational settings.
	3.02
	1.28



	Only those subjects that are related to natural sciences should be addressed from the ESD perspective.
	2.88
	1.14



	The incorporation into both the curriculum and teaching of aspects related to SD should be left to the choice of teachers.
	2.59
	1.29



	My subjects do not fit into ESD teaching.
	2.47
	1.12
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Table 3. Gaps linked to the inclusion of content related to ESD.
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	Item
	Mean
	Standard Deviation





	Coexistence norms
	4.81
	0.39



	Peace
	4.77
	0.43



	Conflict resolution
	4.77
	0.43



	Gender equality
	4.74
	0.44



	Nondiscrimination
	4.74
	0.44



	Respect for the environment
	4.70
	0.46



	Human rights
	4.65
	0.48



	Healthy habits
	4.60
	0.49
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Table 4. Sustainability competencies worked in the classroom.
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	Item
	Mean
	Standard Deviation





	Collaboration: learn from others, understand and respect the needs and opinions of others, solve problems in a collaborative and participatory way.
	4.44
	0.73



	Critical thinking: questioning norms, practices and opinions, and reflecting on values, perceptions, and own actions.
	4.37
	0.65



	Self-awareness: reflect on the role you have locally and globally, evaluate your own actions, and manage emotions and feelings.
	4.14
	0.83



	Anticipation: understand and evaluate multiple future scenarios, looking for alternative paths and changes for the future.
	4.02
	0.70



	Problem solving: apply different problem-solving frameworks to complex sustainability problems and devise solutions that promote sustainable development.
	4.02
	0.83



	Strategic: contextualize actions that promote sustainability by identifying the different dimensions of a problem or action, spatial dimension (local-global), and temporal dimension (past, present, and future).
	3.95
	0.69



	Systemic thinking: recognize and understand relationships by identifying and connecting the ecological, economic, and social dimensions of a problem.
	3.93
	0.43



	Regulations: understand and reflect on the norms and values that underlie our actions toward sustainability.
	3.81
	0.73
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Table 5. Difficulties to include the ESD in the teaching of the subjects.
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	Item
	Mean
	Standard Deviation





	Insufficient duration of class time
	3.81
	1.20



	Excessive number of students per class
	3.51
	1.32



	Incorporating the ESD in my subjects implies financial support from the Administration.
	2.93
	1.28



	I don’t have the necessary training to work on sustainability.
	2.84
	1.15



	The curricula of the subjects are overloaded so there is no space to cover the ESD.
	2.63
	1.34



	The contents of my subjects have no relation to SD.
	2.28
	0.98



	The policies of the Administration do not enable teachers to be flexible to modify their teaching to apply ESD.
	2.14
	0.96



	I have no interest in including ESD in my teaching work
	1.51
	0.85
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Table 6. Correlation competencies - values.
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