
	
		Punta Arenas Antarctic Youth Coalition: Lessons Learned and South-South Reflections From Young People -- Sur-Sur Southern knowledges: Education, sustainability and social transformation
		
		

        			

        	
	
		
			
	
		16

		Punta Arenas Antarctic Youth Coalition: Lessons Learned and South-South Reflections From Young People

								

	
				Katia Macías Díaz
 Antarctic Youth Coalition, Australia
  
 Abstract
 In February 2020, on the eve of the world going into lockdown due to the COVID-19 pandemic, five young leaders representing the cities of Hobart (Australia), Christchurch (New Zealand), Punta Arenas (Chile), Ushuaia (Argentina) and Cape Town (South Africa) travelled to King George Island (Antarctica) to launch an Antarctic Youth Coalition. The initiative was part of the Australian Research Council Linkage project Antarctic Cities led at Western Sydney University by Professor Juan Salazar. In this chapter, Punta Arenas representative Katia Macías Díaz presents a first-person account of that experience as a teacher and young leader and the consequent establishment of a youth coalition across five Antarctic gateway cities, and its role in South‒South cultural diplomacy.
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 In 2019, I was selected as the Punta Arenas Youth Ambassador for the Antarctic Cities Youth Expedition (ACYE) as part of an Australian Research Council Linkage Project (2017‒2021) led by Professor Juan Salazar from Western Sydney University (Salazar et al., 2020, 2021, 2022). The expedition’s main objective was to bring together five young leaders, one from each of the five so-called Antarctic gateway cities, and travel to the Antarctic Peninsula to conceive and develop an international, South‒South, Antarctic Youth Coalition. When I received the news about my selection, I was overjoyed: I was going to travel to Antarctica! As I began to familiarise myself with the project and the history of the Antarctic continent, I also started to hone my critical and cultural thinking skills. However, intrusive thoughts and doubts plagued me at night. What could I, a young teacher with no knowledge of Antarctic science, contribute to an international project of this magnitude? How would we create a global youth organisation in 7 days? How would I motivate young people from Magallanes to join the network? These questions were all answered before, during and after the expedition. Upon returning home, I was finally able to silence those intrusive thoughts.
 Before the Expedition
 
 The Antarctic Cities project sought to study the relationship that five gateway cities to Antarctica – Punta Arenas, Ushuaia, Christchurch, Hobart and Cape Town – had with Antarctica and with each other. One of the main focuses of this project was to incorporate the contemporary, diverse and rarely heard perspectives of the young people who live in these territories, whether on Antarctic issues, citizen participation or public policy. The recruitment process was quite competitive: I had to record a video and upload it to YouTube, answering the question, “How do you think your city relates to Antarctica, including historical connections and a look to the future?” In addition, I had to prepare my CV, two references, and participate in a telephone interview. I went through the entire process with great hope and conviction that I could be selected, as the requirements matched my experience, personality and convictions. They were looking for young people between the ages of 18 and 29 years, leaders in their communities with a deep-rooted regional identity, a commitment to social and environmental issues and a global outlook.
 From the moment I was selected, I embarked on a journey of deep learning, not only about the project but also about the history of Antarctica and my city. It was during this process that I answered this intrusive question: What could a young teacher with no scientific knowledge contribute to an international project of this magnitude? My contribution came from the ordinary: from a female leadership perspective in the classroom and a vision of protecting and caring for the environment. It came from the desire to democratise knowledge and to think about how a young woman who was born and raised in a city that is the “gateway to Antarctica” never had any real opportunities to learn about this continent at school, or how she had reached the age of 25 years without knowing the importance of Antarctica for the planet. My contribution was education, diversity and the desire to leave the world better than I found it.
 During the Expedition
 In February 2020, I finally met my fellow travellers: Caleb from Christchurch, Florencia from Ushuaia, Chloe from Hobart, Rudzani from Cape Town, and the researchers behind the project (Antarctica Cities): Juan from Western Sydney University, Elle from the University of Tasmania, and Elías from the Chilean Antarctic Institute (INACH).[1] Together we embarked on a week-long journey to King George Island in the South Shetland Islands, where we were hosted by the Chilean Antarctic Institute at the Professor Julio Escudero base. We spent seven days getting to know each other, exploring the landscape, seeing the wildlife, talking to scientists and logistics personnel, visiting international bases, and beginning to create the Antarctic Youth Coalition (AYC). How could we create an organisation in seven days? We didn’t – but that is where the foundations of the AYC began. Every afternoon we sat down to talk, write and plan our strategy, mission and vision. Antarctica played its part too. Our mentors were key to this process, as were our diverse backgrounds and our multidisciplinary approach. This is where we began to reimagine the relationship between our cities and Antarctica, and also rethink the role that our communities and we have in the future of this continent.
 After the Expedition
 When we returned from the expedition to Antarctica, I was enthusiastic and convinced about the project. However, a few weeks later, COVID-19 paralysed the world, and with that came uncertainty, discouragement and frustration. Far from giving up, I decided to adapt. If we couldn’t bring people together in-person, we would do it virtually. I started with what I had at hand: my own Scout group, where several children and young people showed curiosity about Antarctica. Together with them, we organised virtual talks with polar scientists, created educational material and followed the iceberg route, part of the “Institutional Antarctic Seal” program of the GAIA Antarctic Research Centre of the University of Magallanes (Soto, 2020). In this process, I discovered that there was an interest in Antarctic knowledge in my community; all that was needed was to make it accessible and entertaining. These activities gradually restored my motivation and inspired me to take the next step: to openly invite other young people from Punta Arenas who wanted to join the Coalition. The difficulty was in how to do it. How could I motivate young people from Magallanes to become part of this network? The first thing I did was to approach social media and the local press. Our target audience was young people between the ages of 18 and 29 years, and in my experience, most of them used Instagram as a platform for interaction, especially in the context of a global pandemic that forced us to communicate remotely. So, in September 2020, I posted a call on my personal Instagram inviting young people from Magallanes to a Zoom meeting to join the Punta Arenas Antarctic Youth Coalition. I remember the exact date: 12 September 2020. There were seven of us participating in that first virtual meeting, each connecting from their homes in different parts of the city (and the country). It was exciting to see in their faces the mixture of enthusiasm and nerves that I also felt. That afternoon, we formally decided to launch AYC PUQ,[2], inspired by the strategy created during the expedition, but adapting it to our reality in southern Chile. Of those seven original members, four are still active today, and one of them is even the current president of our organisation.[3]
 The Punta Arenas Antarctic Youth Coalition: looking back, forming this team was an exercise in trust and shared vision. From the beginning, we wanted to replicate the inclusive spirit of the expedition: we set out to bring together young people from diverse disciplines, generations and territories, with a focus on female leadership, diversity and inclusion, and a passion for environmental protection, transformative education, and building an Antarctic identity in our communities. Diversity was our strength. In the words of one of our founding members, we sought “to involve not only scientists, but also artists, lawyers, teachers, journalists – young people from all fields united by their interest in Antarctica” (“Hito en Punta Arenas: Coalición de jóvenes antárticos ahora es fundación,” 2023). We were clear that Antarctica is not an issue that affects only scientists, but encompasses global social, cultural, educational and climatic dimensions, and that our coalition could be instrumental in providing tools for young people to discover and exercise their power as agents of change in society.
 Since March 2023, the Punta Arenas Antarctic Youth Coalition has been a foundation in Chile (“Hito en Punta Arenas: Coalición de jóvenes antárticos ahora es fundación,” 2023). Through the dissemination of Antarctic knowledge, our foundation seeks to build a network of young guardians to protect the future of Antarctica, fostering sustainable communities and interconnected urban identities. Since our inception, we have had three female presidents, and currently, the board of directors is composed entirely of women. In addition, we have carried out more than 200 outreach activities promoting the notion of an “Antarctic city”. Our impact has been exponential, achieving collaboration agreements with national and international institutions. We even took a giant step forward by becoming collaborators in a project led by the University of Tasmania, together with the Municipality of Hobart and funded by the Council for Relations between Australia and Latin America (COALAR), in which we will support the creation of the Antarctic Youth Coalition in Hobart.
 Reflections From AYC: Citizen Participation and Cultural Diplomacy
 The AYC promotes coordination among territories, youth, and institutions in a joint effort to achieve a sustainable future for both Antarctica and the southern hemisphere. As Salazar et al. (2022) point out, both the expedition and the coalition were conceived as an unprecedented experiment in South‒South cultural diplomacy and youth participation in Antarctic affairs. Three years later, we can affirm that this “experiment” has become a concrete reality: AYC has become a platform that allows young leaders to express their visions for the environmental and cultural care of the Antarctic region, embracing the values of cooperation, science and peace that the continent symbolises. This experience demonstrates that the voice of young people, historically marginalised in debates about the future of Antarctica, is necessary for more democratic and diverse governance, which arises from civil society and, in particular, from young people in the cities that inhabit the Southern Ocean.
 In our case, we work directly on SDG 11 by promoting sustainable cities and communities that recognise their link with Antarctica and integrate environmental education into our community. We also align ourselves with SDG 16 by strengthening spaces for youth dialogue, citizen participation and active, bottom-up work with local and global institutions. Every initiative we led and promoted was aimed at generating a lasting and meaningful impact: from workshops in schools and outreach activities to meetings with key players in Antarctic governance.
 In short, what began as an “experiment” (Salazar et al., 2022) has now become a youth movement capable of building bridges between local communities and international entities. From Punta Arenas, we raise a voice that turns action into a collective mission: to be protectors of Antarctica and our shared future.
 Reflections of an Antarctic Leader
 In 2019/2020, my nights were filled with doubts and intrusive thoughts about my role. Today, after years of volunteer work with the Antarctic Youth Coalition, I have clearer answers: I discovered that it is not necessary to have a master’s or doctorate degree to contribute or lead; it is enough to have a strong identity, a commitment to my community, and the conviction necessary to motivate others. The doubts that once made me tremble turned into momentum; they led me to recognise that my personal mission is to open spaces for more young people to raise their voices and build a more democratic and multidisciplinary Antarctic identity, one that is born from civil society in the southern hemisphere. What began as a journey full of uncertainty became a compass and my life’s mission. Leading is not about giving all the answers but about listening, connecting and shaping a collective project. It is also about knowing when to step aside so that others can empower themselves and coordinate a large team of volunteers. My leadership is not mine alone; it reflects a network that dared to get involved and participate where previously there were no designated spaces, visibility, or opportunities for young people or civil society. Each step we took together opened up a new path, transforming absence into presence and silence into a collective force that today resonates beyond our city.
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 Abstract
 There are global efforts to communicate and inspire action on climate change across communities, institutions and industries. As leaders of and participants in global social movements and climate justice organisations, young people are spearheading knowledge-sharing and education for climate action. Yet, students are narrowly constructed as the subjects of both climate and civics education – even when it is recognised that both are severely lacking and/or ineffective (Manning & Edwards, 2014; Rousell & Cutter-Mackenzie-Knowles, 2020). Coupled with the need for creative and innovative approaches that can address the multifaceted nature and challenges of the climate crisis, this raises the question of who should educate for action on climate change and how?
 Drawing on the concept of youthful “politics-as-action” informed by Isin (2002) and Rancière (2010), I consider how student climate activism is a disruptive, generative form of public pedagogy (Biesta, 2012). Comparing and contrasting case studies of student activism and advocacy in the Australian context, I argue that learning from youthful politics offers ways to reimagine education as intergenerational and intersectional public pedagogy for climate justice and democratic renewal.
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 There are global efforts to communicate and inspire action on climate change across communities, institutions and industries. As leaders of and participants in global social movements, climate justice organisations and initiatives, young people are spearheading knowledge-sharing and education for climate action. Yet, students are narrowly constructed as the subjects of both climate and civics education – even when it is recognised that both are severely lacking and/or ineffective (Manning & Edwards, 2014; Rousell & Cutter-Mackenzie-Knowles, 2020). Coupled with the need for creative and innovative approaches that can address the multifaceted nature and challenges of the climate crisis, this raises the question of who should educate for action on climate change and how?
 Since 2019, a team of scholars, young leaders and students have come together to examine who is taking part in the Australian school strike for climate movement,[1] what actions they are using and how these are being responded to. In examining youth climate activism and advocacy, we have sought to understand and explain the implications of youthful politics for civic and climate education, and for democratic renewal. The research has involved participant observation, social media analysis, live protest surveying, visual ethnography, participatory analysis, and interviewing. As climate activists, parents, artists, curators, students, researchers and youth leaders embedded in a range of contexts, including universities, activist and youth-led organisations, living in what have become urban heat traps, bushfire and flood zones, we are not researchers on but co-constituents of the knowledges, practices and politics we seek to understand.
 This chapter draws on that project to engage with young people’s climate activism and advocacy in Australia to rethink the role and forms of pedagogy in a time of climate crisis. First, it introduces how young people’s climate action has shaped ways of learning and acting to address global warming. It then considers how conceptualisations of “politics” and learning as forms of praxis open possibilities for rethinking young people’s various forms of climate activism and advocacy as a generative form of public pedagogy (Biesta, 2012). Drawing on examples of student activism and advocacy in the Australian context, it examines how “youthful politics” are constituted in rights claims, creative interventions in togetherness and action, and dissensus. It concludes that learning from such “youthful politics” offers ways to reimagine education as intergenerational and intersectional public pedagogy for climate justice and democratic renewal.
 Youth Climate Advocacy and Activism
 For more than four decades, students and young people have been at the forefront of environmentalism, calls for sustainability and action on climate change (Bessant et al., 2024). Indeed, children and young people’s political activism did not start with the modern climate movement. In Australia, the history of “protest” and campaigns to protect Country is at least as old as Indigenous resistance to the British invasion and the ongoing struggle against the destructive forces of colonisation (Collin & Matthews, 2021). In their communities and organisations, children and young people have always been a part of these efforts to secure justice for Country. In their own words, they remind us that there cannot be climate justice without First Nations justice (Shakespeare, Catanzaro & Brooker, 2024).
 In 2018, students in the Victorian town of Castlemaine were worrying about climate change. Living in families and a community keen to promote sustainability and greater action to halt global warming, and inspired by Greta Thunberg’s Fridays for Future strikes, 3 students organised a group of mainly 14-year-olds to hold local strikes leading to the first national “School Strike 4 Climate” (SS4C) on 30 November 2018 (Collin & McCormack, 2019; Bessant et al, 2023). The SS4C movement in Australia (and around the world) grew with protests in the week of 17 September 2019, when 80,000 students and their supporters rallied in the Domain, Sydney (on 20 September 2018), joined by an estimated 350k around Australia and 7.6m internationally. Over the subsequent years, online events, global strike days and local events have been held to call for urgent action on climate change. Despite the public health orders during the COVID-19 pandemic and the subsequent escalation of other intersecting issues, including gender-based violence, First Nations justice and sovereignty, and wars in Ukraine and Gaza – all of which have stirred youth and public action – students have continued to organise and advocate for action on climate change.
 Underpinning the rise of the School Strike 4 Climate has been a deliberate strategy by students and youth-led organisations over two decades to use educative approaches to build a youth movement for climate justice (Hilder & Collin, 2021). In doing so, they have generated online and offline peer education as well as public events and actions designed to support learning on climate change. In classrooms, on social media and in the strikes young people have produced what Rancière would call a significant interruption to the “natural order” of domination by those who are usually excluded from the political sphere (Rancière, 2004, p. 11). For Rancière, politics is what happens when “the natural order of domination is interrupted by the institution of a part of those who have no part” (2004, p. 11). In protests and other forms of climate advocacy and action, including speech-making, strategic litigation, legislation, and direct action young people are claiming “the right to have rights” (Bessant et al., 2023; Collin et al., 2023).
 However, this claim does not go unanswered. While many have celebrated students’ strikes, the challenge of recognising and activating youth climate advocacy and activism for renewing democracy is epitomised by a now infamous quote in 2018 by then PM, Scott Morrison:
 “…we do not support our schools being turned into parliaments.”
 “What we want is more learning in schools and less activism in schools.”
 (Prime Minister of Australia, Scott Morrison, The Guardian, 26 November 2018)
 While the federal government in Australia has changed, the focus of much media and political commentary has been on ‘appropriate’ youth engagement in democracy and contemporary processes of political socialisation and why they should be in school – and largely ignoring their substantive concerns and calls for policy to arrest climate change. To think our way out of the politics of youth, we need to rethink politics itself.
 Learning With “Youthful Politics”
 Part of the reason why former – and even current politicians in Australia – think that young people belong in schools “learning” and not on streets “doing” is that deficit concepts of students “as becoming” and normative understandings of politics remain dominant (Collin, 2015). As in many Western democracies, civics education and the “health” of democracy has come to be measured in terms of knowledge and compliance with current institutional arrangements and with consensus politics (Collin, 2015; Pickard, 2019). Legacy politics is thus a combination of status (as Western liberal rights and responsibilities) and habitus (Bourdieu, 1994) – or, the institutionalised routines, patterns of thought and conduct that shape the governance of society.
 This is despite a significant body of political participation research that shows that young people – and many older people – are politically engaged and participating, but with new repertoires (think online campaigns), new actors (such as celebrity UN Goodwill Ambassadors) and targeting their activism beyond government (e.g. targeting banks that finance new coal mines) (Collin, 2015; Vromen, 2003; Sloam & Henn, 2019). Rather than continuing to argue for a view of young people as “active” participants, instead, we should flip the lens and work at the generative edges of “youthful politics”. As defined by Catanzaro and Collin, “A “youthful politics” lens proposes re-theorisation of the political through critical engagement with young people’s views and practices” (Catanzaro & Collin, 2021, p. 11). Thus, while recognising children and young people’s as social and political agents, within contemporary democracy they remain the “part that has no part” (Ranciere 2004, p. 11). However, when they make themselves visible by inserting themselves into spaces as citizens with views, or as educators, or as litigants, they are being political and are enacting “acts of citizenship” (Isin, 2008).
 Nevertheless, in society, students are still positioned as the subjectsof climate and civics education—even when these are acknowledged as ineffective (Rousell & Cutter-MacKenzie-Knowles, 2020). Following a systematic review of international research on climate change education, Cutter-Mackenzie-Knowles and Rousell (2019) find that the dominant approaches are top-down with a focus on scientific knowledge and cognitive understanding, formal curriculum, (individual) behaviour change or mitigation/adaptation (Rousell & Cutter-MacKenzie-Knowles, 2020, p. 202). Moreover, they note that digital/ communication-based, child-framed, participatory, and creative educational approaches are nascent (Rousell & Cutter-MacKenzie-Knowles, 2020, p. 202). Considering this, and given the demand for creative approaches addressing the multifaceted climate crisis, raises the question: who should educate on climate change, and how?
 From Learning for Climate Action to Public Pedagogy
 If “youthful politics” proposes re-theorisation of the political – what should we make of “pedagogy”? How can pedagogy be rethought through critical engagement with young people’s views and practices? While there is good reason to remain interested in what happens in schools and the opportunities for a better climate and civic learning in formal educational settings, youthful politics expands the prospects for learning. Rather than approaching learning as a regime (of education), learning can be concerned with openness, plurality and inclusivity. We understand education as a broad and inclusive form of togetherness and learning, that can happen across all ages in public spaces (Biesta, 2012: 694). According to Biesta, learning can be focused on a concern for “publicness” or ‘publicity’: that is, a concern for the public quality of human togetherness and thus for the possibility of actors and events to become public. (Biesta, 2012, p. 693).
 Thus, reading through Biesta, learning for climate action that is not about “education”, but about “becoming public”, we can identify 3 key enablers to focus on:
 	Becoming public is a claim to the right to have rights.
 	Becoming public is about the achievement of a form of human togetherness. In the language of Hannah Arendt, through human togetherness, action is possible and freedom can appear (Biesta, 2012, p. 693).
 	Becoming public is to “disrupt”. In this interpretation, the educational agent ‒ the public pedagogue ‒ is neither an instructor nor a facilitator but rather someone who interrupts the taken for granted routines, values, knowledges and expectations in society (Biesta, 2006). Such interruptions take the form of what, after Rancière, we might think of as “dissensus”. Dissensus is not to be understood as the “opposition of interests or opinions [but is] the production, within a determined, sensible world, of a given that is heterogeneous to it” (Rancière, 2003, p. 226).
 
 So what might this look like in practice? Below are three examples from the Australian context to test the idea of youthful politics as intergenerational public pedagogy for climate justice and democratic renewal.
 Claiming Rights
 For many young people, the protests are a unique space for their political voice, including messages delivered through signs and placards carrying diverse images, words, slogans and metaphors. In their speeches, at school strikes and in the media, young people make claims to justice: for children and young people, for Indigenous peoples, for women, for the non-human (Collin et al., 2023). Students speaking publicly, as well as striking, are enacting “creative ruptures”, which “break given orders, practices, and habitus” (Isin, 2008, p. 36). Along with live protest surveying, interviews and ethnography with student collaborators, and analysis of speeches made by student climate leaders, we are learning what young people are saying and how they can be understood through analysing the visual language of the protests. In an analysis of more than 1,500 placards collected at Australian school strikes between 2019 and 2024, Catanzaro and colleagues have found that signs and placards are deliberately made to be read by a public audience, including peers, politicians and policymakers. While the protests themselves can read as a claim to the right to have rights, the placards convey the meaning and nature of the rights claims young people are making.
 Specifically, young people’s visual language conveys political emotions. Through colour, typeface, humour and illustration, young people express grief, anger, irony and hope. They express and use emotion to move others, including peers, allies and those in power (Catanzaro & Collin, 2021). They also call for gender and intersectional justice. By referencing “mother earth”, First Nations culture, referencing bodies, sex and rights to a just and safe planet, they claim rights as women, as Indigenous peoples and other minoritised and colonised peoples who disproportionately bear the impacts and suffering of the effects of climate change (Catanzaro, 2024; Catanzaro & Collin, 2021; Shakespeare et al., 2024). Additionally, they critique the politics and adultist ideologies and institutions that perpetuate children and young people’s exclusion from formal politics. For example, common posters declare “I’d be in school if you’d do your job” and “SCHOOLS HAVE TO BE PARLIAMENT WHEN PARLIAMENT IS A SCHOOL YARD” (original capitalisation).
 By taking to the streets, with the support of many elder allies, young people are aware they are not “full citizens”. They note the various ways in which children and young people are “outsiders” inside the state, with provisional status towards full political and civic rights. In doing so, young people are not just making a claim for their rights as articulated in the UNCRC: they are identifying themselves as “entitled” to make rights claims “as social and political actors” (Collin et al., 2023).
 Creative Interventions in Togetherness and Action
 
 Much as streets are conceived of as legitimately “adult” spaces, schools, courthouses, parliaments and museums are largely configured as institutions where children and young people are “done” to – as the subjects of lawmaking or learning. In school strikes, on climate change picnics and at community events, children and young people are convening with their Elders to exchange knowledge.
 One such event was held in Sydney on 27 July 2023, at the Powerhouse Ultimo, part of Australia’s largest museum group. The Powerhouse Late: Climate event was conceived to recast relations between young people, scientists, designers, artists, parents, creatives and activists who are collaborating across disciplines and generations to take meaningful action on climate change. The program was planned to feature visual communication pieces created by students who do not consider themselves “activists” but who are concerned advocates for climate change. Programmatic elements of the evening included: a temporary digital exhibition of the student visual communication pieces, a workshop (“United Under Common Cause” designed by leaders of Australian Youth Climate Coalition (AYCC) and SeedMob), a panel event (“Climate action, young people and the power of the visual” led by the Young and the Resilient Research Centre at Western Sydney University), performance art pieces interpreting the climate crisis by a performance artist and an intergenerational dialogue event (“Climate Café”). Five hundred people aged between 5 and 85 years took part.
 Such events are made with young people and focused, as Biesta has suggested, on “making open the opportunities for becoming public or, in Arendtian terms, to keep open the possibility of a space where freedom can appear” (Biesta, 2012, p. 693). According to Catanzaro et al (in press), in this model, young people are not being taught how to act or “be”, and are not put on a pedestal as “the” educators, but, rather, are part of a process of enacting intergenerational processes of public making through engagement and creativity. The event itself is the focus as a:
 
 	platform for collaboration (connecting). Creative approaches allow various actors to come together to create playful and unexpected engagements, creating multidisciplinary learning opportunities for facilitators as well as participants.
 	a process (making) allows for open-ended ways to engage with the issue; this elevates concerns and pressures of outcome and instead focuses on the “doing” (Bentz, 2020, p. 1600).
 	a platform for communication(looking). Using visual communication to make artefacts or things allows diverse (and sometimes shocking, funny or intense) messages to be delivered using a variety of emotional devices. This also includes creative activities such as performance and dance routines, which create organic spaces for participants to watch and move together with shared interests, guided by creative expression.
 	a facilitator for conversation and dialogue (participating and listening). Creative activities such as workshops and facilitated conversations allow participants to listen, participate and engage in discussions, guided by creative expression and prompts.
 	a mechanism for transformation and change (open-ended exchange and learning). The way that creativity is infused in each educative activity allows for open-ended learning experiences that facilitate change.
 
 (Catanzaro et al., in press)
 Dissensus
 Biesta reminds us that to “stage” dissensus is to introduce an incommensurable element ‒ an event, an experience and an object ‒ that can act both as a test and as a reminder of publicness (Biesta, 2006). Children and young people ‒ supported by adult allies ‒ are claiming rights and making “adult” spaces public: online, in conference rooms, courts and houses of parliament.
 For example, there have been a number of cases around the world where young people have been lead litigants in cases against Ministers and Government and arguing that Ministers (and governments) have a duty of care to children now – and those yet to be born – which must be considered in decisions associated with the Environment Act (Slobodian, 2019; Gordon, 2024). While ultimately these cases were overturned, they have catalysed debate and discussion and led to new novel actions by Australian young people – such as working with Independent Senator David Pocock to put a bill to the parliament to amend the Environment Act and legislate a Duty of Care.
 By leading these actions, young people are entering institutions and processes from which they are typically excluded. By introducing their “incommensurable” selves, they are actively testing the boundaries and expectations of publicness; they are making it. As one of the litigants in the case of Sharma v Minister for the Environment put it:
 The eight of us are just the tip of the proverbial melting iceberg. This class action was filed on behalf of all young people around the world and we received almost 2,000 messages of support from young people in 39 countries on almost every continent. I’m proud to have represented these young people, especially those at the intersection of the frontlines of climate impacts and the vulnerabilities of being a person of colour, living rurally and regionally, or being disabled. (Ava Princi, age 17, 2021, transcript #9 cited in Collin et al., 2024, p. 64).
 Youthful Politics as Pedagogy?
 Understood as “becoming public”, youth climate advocacy and actions are not separate from those of other social and non-human actors. Indeed, student climate action has always emerged through forms of intergenerational solidarity and tensions. In recent decades, these intergenerational relations have been central to the development of local and international networks, strategies to challenge laws, community and industry practices to advance climate justice, as well as efforts to diminish, constrain or discredit the efforts of young people (Bessant & Lohmeyer, 2021; Collin & Matthews, 2021; Lobo et al., 2024).
 Taking on Biesta’s provocation that there is profound democratic potential in public pedagogy and that such pedagogy is not about finding ways to educate “for” or educate “by” young people but to enact a form of human togetherness in which action is possible, and freedom can appear, there are many opportunities for learning with the youthful politics of student climate activists. At a time when creativity, collaboration and dialogue matter more than ever to our capacity as a society to respond to global warming, (re)thinking “with” young people emerges as both a viable and necessary option to addressing the dual crisis of climate change and contemporary democracy.
 Students in classrooms, on the streets, online and in courtrooms and museums are expressing their concerns and their hopes for climate justice “with others”. Many of them feel they need to shout to be heard. Sadly, many now feel that the effort to be heard is not paying off. However, there are many examples where young people, in coming together with adult allies, are instituting forms of public pedagogy which are both a source of hope and a call to action for the rest of us. Rather than asking how we teach or even how we support young people to educate one another, there is significant potential in learning from youthful politics as intergenerational public pedagogy for climate justice and democratic renewal.
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 Abstract
 In this chapter, I trouble and unsettle those colonial theoretical frameworks that underpin most approaches to language, diasporas, and immigrants. I draw attention to alternative approaches inspired by insights from decolonial politics and Southern perspectives. What would a decolonised view of migrant and diaspora identities look like in theory and in practice? In addressing this and related questions, I propose a project of decolonising that rests on three concepts: “frontier diasporas”, “ontologies of incompleteness” and “unfinishable possibilities of existence otherwise”. Using examples from my previous ethnographic work with African diasporas in metropolitan Victoria and regional NSW (Australia), I suggest that identities of migrants must be understood as open-ended interconnections (frontiers) that expand and contract ‒ in equal measure ‒ reflecting group and individual biographies, ways of being, complex migration histories and (re)imaginings of present and future life trajectories and aspirations.
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 Troubling the Normativity in Diaspora Discourse
 While diaspora cultures, identities, and language practices have been widely theorised, several issues require another look from different conceptual angles that hold the promise of decolonial futures. A major problem with current theoretical frameworks is their tendency to privilege and impose a colonial and imperial scientific view of linguistic, immigrant, and diaspora identities, often masked behind discourses of multiculturalism, multilingualism, universalism, modernity, globalisation and other similar high-sounding terminologies. The dominance of these discourses has meant that the promises of other ways of knowing, reading and interpreting the world of immigrant and diaspora communities have been consigned to the fringes of mainstream conversations about past and present understandings of the world and humanity in general.
 Taking after the foundational work of people like Safran (1991), Cohen, and Shuval (2000)  , the scholarship tends to uncritically reproduce narratives that describe the identities, cultures, languages, and ontologies of diasporas in terms that homogenise and reify. The recurring conceptualisation links diasporas to experiences of forced displacement, dispersal and migrancy, with nation-state and ethnic affiliation as common units of social analysis. This is particularly evident in Safran’s (1991) four-point typology, which considers diasporas as having a somewhat primordial identity traceable to a perceived homeland that they will return to at some point. Subjective perceptions and anxieties about the prospect of never being accepted by their host societies are said to be the reason diaspora communities develop cultural and social lifeways that are nostalgic about imaginary homelands (at best) and no longer existent (at worst).
 However, Safran’s typology, which most mainstream scholars of migration have adopted, is problematic insofar as it ignores the complex lived experiences of diasporas and how such experiences mediate the cultural sensibilities and identity imaginations of groups and individuals alike (Ndhlovu, 2014). Safran’s framework places undue emphasis on the relationship of the diaspora group with its homeland while overlooking cultural complexities arising from transnational solidarities and other forms of sociality and networking with other diaspora communities elsewhere, who share similar experiences. This old, imperialising and homogenising view was earlier criticised by Stuart Hall for referring ‘to those scattered tribes whose identity can only be secured in relation to some sacred homeland to which one must at all costs return, even if it means pushing other people into the sea’ (Hall, 1990, p. 235). Ndhlovu and Masuku (2025) have recently elaborated further on Hall’s (1990) argument, which had earlier been refined by Roza Tsagarousianou (2004). In the words of Ndhlovu and Masuku (2025, p. 55), the continued emphasis on typologies runs the risk of ‘undermining the ‘potentialities’ and ‘capabilities’ of diasporas ‒ that is, it might lead to a lack of attention to the various creative possibilities opened by the activities of diasporas at both local and translocal levels of interaction’. The shared migration histories, dreams and visions for common futures among disparate diaspora groups are equally as important as the supposed yearnings for return to homelands that are probably only distant memories.
 The case of African migration to Australia ‒ historically quite low compared to immigration from regions such as Europe and the Asia–Pacific – is informative. There has, however, been a significant increase in the number of people of African background settling in Australia in the last 20 to 30 years. The 2022 Australian Bureau of Statistics census shows that over 400,000 people living in Australia are of African origin, thus representing 1.6% of the Australian population and 5.1% of Australia’s overseas-born population. Most (58%) are white South Africans, but 42% are black Africans from sub-Saharan African countries (Abur, 2020: 1). The other major countries of birth are Egypt, Zimbabwe, Sudan, Mauritius, Kenya, Ethiopia, Somalia, Zambia, Ghana, Nigeria, Sierra Leone, Liberia, Rwanda, Burundi and Eritrea (Abur, 2022; Australian Bureau of Statistics, 2012; Jakubowicz, 2010; Ndhlovu, 2014; Ndhlovu & Makalela, 2021).
 The data from my previous ethnographic studies in Victoria and regional New South Wales (see Ndhlovu, 2013, 2014, 2017) shows that African diasporas in Australia come from multilingual communities and have a rich repertoire of languages from their countries of origin and additional ones acquired in transit during their migration journeys. This means people of African descent living in Australia are an extremely diverse group, reflecting the linguistic, cultural, ethnic, and political diversity of their continent of origin, as well as their varied immigration trajectories, histories, and life journeys as migrants and refugees. Notwithstanding their differing migration trajectories and histories, the African diasporas in Australia are unified by their shared identity narratives that defy fatalistic nation-state-centric imaginings of people’s identities. The stories that African diasporas share constitute a rallying point in forging pan-ethnic diaspora networks and solidarities. A major empirical observation about the migration histories and life stories of the sampled African migrants is the nested language repertoires that crisscross in complex ways, defying putative associations between language and nationality/country of origin (see Ndhlovu’s 2013 and 2014 discussion on the ‘language nesting model’). The African diasporas that participated in my ethnographic studies reported that they use bits and pieces of multiple languages to (re)define and (re)constitute their identities to achieve the best social outcomes for themselves and their communities across a range of interactional contexts ‒ with their fellow African diasporas in Australia, and diasporas in other places such as the United Kingdom, the United States and in Africa. What all this means is that the cultures, identities and linguistic repertoires of African diasporas are too complex to be adequately captured by reductionist logics that I have elsewhere characterised as the ‘big battalions of groupism’, namely multilingualism, multiculturalism and nation-state-centric ideologies (see Ndhlovu, 2017). But why does this kind of reductionist thinking about diasporas and diaspora identities persist in both scholarly and popular discourses? I address this question in the next section that spotlights the overbearing influence of imperial science on conversations about migration and diaspora.
 Critique of Imperial Science
 Mainstream social-scientific theorisations about diasporas proceed from the logics of what some scholars have called imperial science (Collyer et al., 2019; Connell, 2007, 2014, 2018, 2019; Harding, 2009; Hountonji, 1997; Ndhlovu, 2023; Nyamnjoh, 2020; Reiter, 2019). The character traits of an imperial science are numerous. At least three are worth discussing here. The first is about grand erasures, grand narratives, and the universalising posture of the imperial knowledge tradition. This is about imperialist claims whereby the very idea of mainstream social theory involves talking about universals and generalisations as if the whole world were a homogenous continuum. The fallacy of this claim rests on the fatalistic assumption that all societies know and are knowable in the same way and from the same point of view (Connell, 2007, p. 44). An undesirable consequence is the denial and pushing into the shadows (Reiter, 2019) of other traditions of knowing such as those of Southern and Indigenous communities. An imperial science excludes knowledge systems of the colonised from mainstream discourses and conversations about what constitutes valid scientific thought—what Boaventura de Sousa Santos (2007) and Sabelo Ndlovu-Gatsheni (2019) call a”worldwide epistemicide”.
 The second contour of imperial science is related to the first. It is about the foundation of imperial science on Aristotelian logics of rationality, linearity, development, and disembodiment of science (Ndhlovu, 2023; Pennycook & Makoni, 2020). Following this logic that searches for neat patterns, regularities and predictions, imperial science imposes a concrete and binary categorical view of the world. Such imposition is often extended to those societies whose cultural and contextual conditions do not fit into the grand narrative. Epistemicide (the killing of other ways of knowing) (Ndlovu-Gatsheni, 2019) is the inevitable consequence of forcing reality into the template of imperial science. These hallmarks of imperial science are evident in much of mainstream diaspora studies project designs, research agendas, and research reports: the tendency to search for regular features and patterns from data to confirm correlations (or, rarely, a lack of correlations) between linguistic usages and such things as identity, race, ethnicity, gender, social class, religion, education, and so on. Most mainstream diaspora studies project designs (both quantitative and qualitative) rest on these colonial habits and practices of matching linguistic and social phenomena as if they were self-evident correlates of a natural kind.
 The third characteristic of imperial science is about the tendency to classify and categorise not just subject populations but also knowledge systems as part of the broader global colonial project of controlling and exercising power. Imperial science categorises populations through the fallacy of absences: “literate” versus “oral/illiterate”; “civilised” versus “primitive”; “savage” versus “progressive”; “pre-modern” versus “modern”; “black” versus “white”; and so on (Ndhlovu, 2019). Categorisation is, therefore, used as a method of inventing perceived differences to justify all manner of discrimination, exclusions and epistemicide (Ndhlovu, 2019; Ndhlovu & Makalela, 2021; Reiter, 2019). This leads us to the question of global politics of knowledge. The point is that there is a reciprocal relationship among knowledge, power and the legitimation of social inequality—what has long been described as the global politics of knowledge (Ndlovu-Gatsheni, 2021; Weiler, 2009) that is implicated in perpetuating epistemic and cognitive injustices.
 The imperial scientific discourse that proceeds through classifying and categorising people, languages, language practices, and things suffers from at least three major deficits: (a) not taking a sufficiently critical view of what “knowledge” means; (b) failure to address the political-economic conditions and consequences of the production and use of knowledge—the “politics of knowledge”; and (c) failure to adequately address what kinds of structural changes would follow from acknowledging the need to transform the epistemic basis of our contemporary knowledge culture (Chilisa, 2011; Smith, 2012; Weiler, 2009). And for Sabelo Ndlovu-Gatsheni (2021) and Ngugi Wa Thiong’o (1981), imperial science operates and manifests through the cognitive empire: “that form of imperialism which invades the mental universe of its victims, in the process imposing particular knowledge systems, displacing others, and consequently shaping the intellectual consciousness of its victims” (Ndlovu-Gatsheni, 2019, p. 1). So, although the formal occupation of territorial spaces by colonial forces has ceased, the empire has not gone away (Wa Thiong’o, 2009). Empire is still firmly resident in the minds, cultures, education systems and research agendas that obtain in postcolonial societies. It is for this reason that Ngugi Wa Thiong’o’s (1981) book written four decades ago, Decolonizing the Mind, remains instructive. Ngugi says that the empire of the mind was enforced through the imposition of languages and linguistic ideologies, or what he calls “linguistic encirclement.” With specific reference to the African context, Ngugi shines the laser light on the “encircling” effect of identity labels and nomenclature such as Anglophone Africa, Francophone Africa, Lusophone Africa, and so on. The history of these labels is colonial: they are traced to the carving of Africa into spheres of influence (colonies) by Western European colonisers at the Berlin Conference of 1884–1885.
 Ndhlovu and Odhiambo (2024) extend and repurpose Ngugi’s linguistic encirclement thesis to shed new light on how theorisations that are informed by the logics of imperial science culminated in the invention and imposition of linguistic identities that alienate African peoples from their cultures and traditions of knowing. Encirclement that is actuated by logics of imperial science affects people’s praxes, their agency, their thinking, their independence, their autonomy, their creativity and their ontology (Ndhlovu & Odhiambo, 2024). There is no action that they take that is on their own terms unless, of course, they manage to subvert the system through exercising epistemic disobedience (Mignolo, 2011). Epistemic disobedience entails doing at least the following two things simultaneously: (a) troubling normative (colonial) traditions of knowing and de-linking from them; and (b) embracing other ways of knowing and being that (re)introduce alternative languages, grammars, vocabularies, memories, economies, and social organisations that accord with diverse ontological subjectivities (Mignolo, 2011, p. 63). Citing the work of Lane (2023), Ndhlovu and Odhiambo (2024) conclude that the posture of epistemic disobedience is necessary because linguistic encirclement paves the path to domination. The exercising of power on Africans and other formerly colonised peoples around the world, including migrants and diasporas, was achieved through changing and controlling the colonial subjects’ languages, cultures, mental and cognitive capacities and sense of self-definition—a form of linguistic encirclement by stealth.
 To summarise, the logics of imperial science serve the singular purpose of reinforcing—directly or indirectly—the Cartesian/colonial model of knowledge-making that thrives on categorising and classifying beings, ideas, identities, languages, cultures, and things, as if they were totally disconnected from one another. Decolonising diaspora studies is, therefore, a necessary part of efforts to rehabilitate a field that is largely built on those colonial habits and practices of separation while overlooking interconnections.
 Frontier Perspective—Decolonising Diaspora Identity Narratives
 In this section, I consider what diaspora identities might look like when seen through the lens of ‘frontier’ and decolonial perspectives. I leverage decolonising as a methodology to posit the idea of ‘frontier diasporas’ as a pathway to a more fruitful discourse on the cultural complexities, language practices and identity narratives of migrant communities.
 Decolonial and Southern theorists are critical of hegemonic knowledge traditions (de Sousa Santos, 2007, 2014; Makoni et al., 2023; Mignolo, 2011; Mignolo & Walsh, 2018; Ndhlovu, 2022; Ndhlovu & Ndlovu-Gatsheni, 2024; Ndlovu-Gatsheni, 2015; Tuck & Yang, 2012), underpinning the proposal for an alternative approach to our understanding of diaspora identities. These scholars argue for the need to recognise the importance of different knowledge systems by ‘looking at different beings who are capable of being knowledge producers’ (Makoni et al., 2023, p. 8). This is about promoting ecology of knowledges, which is ‘founded on the idea that knowledge is interknowledge’ (de Sousa Santos, 2007, p. 66). As part of the broader decolonial and Southern intellectual tradition, Indigenous scholars such as Chilisa (2011), Smith (2012) and Yunkaporta (2019) advise that we need new ways of knowing and discovering, and new ways to think about research to demonstrate the possibilities of addressing societal challenges through drawing on a wider and more sophisticated battery of explanatory frames. This is because ‘the world is complex, and knowledge endures because everybody carries a part of it, no matter how fragmentary; you must talk to everybody and listen carefully’ (Yunkaporta, 2019, p. 14).
 Two contours of decolonial and Southern theories inform the analysis: ontologies of incompleteness and unfinishable possibilities of existence otherwise. The concept of incompleteness as a state of being is about the importance of interconnections, with a focus on why, in a world peopled by infinite possibilities, tastes and value systems ‒ we are much better off working together because nothing is complete on its own without others (Nyamnjoh, 2020). That is, incompleteness is effectively the default state of things, beings, identities, cultures, languages and traditions of knowing. In other words, human beings complete one another through interconnections, and sharing cultures, knowledges, traditions and experiences. They are only complete when they interact and relate as an epistemic community: a community of common practice, interests and visions. Therefore, when seen through the lens of incompleteness, diaspora identities would be better understood as being about common bonds that derive from a more universal conception of humankind couched in a language of ‘interdependency’, ‘incompleteness’, ‘conviviality’, ‘interconnectedness’, ‘co-operation’ and ‘collaboration’ (Cantle, 2012; Nyamnjoh, 2020). The thesis of incompleteness thus holds the promise of recognising the cultural complexities of diasporas as an inherent part of their identities ‒ what constitutes them ontologically, socially and politically.
 The second decolonial contour, that of unfinishable possibilities, speaks to the open-ended nature of cultures, identities and languages. With its emphasis on the ongoing rootedness, possibilities of existing otherwise, and thinking and acting with/across territories, the concept of unfinishable possibilities speaks to the endless prospects for being and becoming that should frame our struggle for new futures. The concept of unfinishable possibilities is a fitting summary term that captures the kind of posture, attitude and action we need in pushing forward the agenda of resistance, refusal, resurgence and a re-existence in transformative, counter-hegemonic and anti-conventional ways (Mignolo & Walsh, 2018; Ndhlovu, 2022; The New Polis, 2022). Thinking in terms of unfinishable possibilities could help us appreciate that diaspora identities are constituted by imperatives of human sociality that tend to expand and contract ‒ in equal measure ‒ reflecting group and individual biographies, cosmologies, complex histories of mobilities of people, things, objects, and (re)imaginings of present and future life trajectories and aspirations.
 Building on the two decolonial concepts of ontologies of incompleteness and unfinishable possibilities of existence otherwise, I posit frontier diaspora as an alternative plank for new conversations about migrant identities to emerge. The idea of frontier diaspora rests on the related concept of frontier diaspora languages. For example, the Bantu linguistic and cultural identity is one common narrative of origin that could bind together most African people from across the entire continent and those in the diaspora. Historical accounts and philological studies are replete with evidence that supports the claim that following their migration from southern West Africa, people who speak the genetically related Bantu languages spread throughout much of the African continent: from east of the Great Lakes region all the way through central Africa to modern-day South Africa and Namibia (Bresnan & Moshi, 1990; Hiernaux, 1968; Nurse & Philippson, 2003; Vansina, 1995). African diasporas in Australia and from elsewhere around the world can leverage these well-known linguistic interconnections to craft new identity narratives that rest on a rethought language of ‘frontier diaspora’.
 The Bantal-Pulaar community of Australia is one model for how this could be achieved.[1] This is a community of African diasporas who migrated from more than 14 countries across 3 regions in Africa: East Africa, Central Africa and West Africa. Although the African languages they speak are known by different names (Fula, Pulaar, Peul, Tuculor, Fulful, Fulbe and Fulani), they are all mutually intelligible and genetically related (Barro, 2010; Ndhlovu, 2011, 2013; Prah, 2009). Through leveraging these cross-linguistic commonalities, the Bantal-Pulaar community in Australia has forged a transnational frontier diaspora identity narrative that has enabled them to build the much-needed critical mass to sustain community language schools and other pan-ethnic social, economic and cultural activities here in Australia. There are other similar projects by African diasporas in Australia, such as the Lang Dentity Project,[2] an African heritage language learning initiative pioneered by Dr Sithembinkosi Dube, and the Wagga African Association’s intercultural summer schools. An observable driver of the activities of all three African community organisations is the desire to delink from the logics of imperial science that privilege nation-state and standard languages as units of analysis in diaspora identity narratives.
 Conclusion
 What we learn from the above is that a frontier diaspora perspective is ‘a serious effort to capture current language practices [of African diasporas and those of Africans on the content], which are generally pan-ethnic in nature ‒ hence, which cut across conceptualisations about language/society/ethnicity affiliation implicit’ (Makoni, 2003, p. 145). It is essentially a proposal to envision diasporas through centring the real language practices and experiences of our communities (Ndhlovu, 2015; Ndhlovu & Makalela, 2021) or, as Sinfree Makoni suggested two decades ago, a frontier diaspora perspective entails imagining people’s language practices as ‘multilayered interconnected chains’ (Makoni, 2003, p. 141). This is about looking at linguistic usages through a decolonial prism that challenges and unsettles the putative notion of languages as self-enclosed entities. Through working with interconnectedness, the metaphor of frontiers enables us to talk about speakers’ language repertoires rather than the ‘number’ of discrete language-things that a speaker supposedly moves in and out of (Fardon & Furniss, 1994; Makoni, 2003; Ridge, 2000). Finally, as Ndhlovu and Masuku (2025) recently advised, conceptions of language as interconnected patterns, frontiers and scrambled systems hold the promise for delinking discourses on diasporas from the overbearing hold of Euro-modernist imperial scientific models that are top-down and that sustain global inequalities and hierarchies of humanity, languages, cultures, ontologies, epistemologies and traditions of knowing.
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 Abstract
 The Fair Go Program (FGP) of research investigates “What makes classrooms work for students in low socioeconomic schools?”, focusing on student engagement in learning and education. This chapter will consider the move from individual teachers to larger groups of teachers and whole schools that support not only students to feel that school is a place for them and that education is a potential in their life, but also makes teachers feel that the school is a place that supports their learning, and that teaching is a career for them. It begins with a brief introduction to the FGP student engagement frameworks, followed by an outline of the FGP projects that contributed to our understanding of engaged classrooms and how the frameworks informed teacher action research. It then considers how the FGP has influenced school culture, conceptualised as the Insider School and Engaging Messages for teacher frameworks, ending with an overview of the FGP Chile Pilot Project.
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 Classrooms can be sites where students see education as a resource that they can profitably deploy in their current and future lives. Alternatively, they can be places that convince students that school is not for them (Munns et al., 2008; Zammit, 2011). The FGP student engagement frameworks and pedagogical approach have been influencing teaching practices in the disadvantaged schools of Sydney for many years across different projects. Through mentorship and teacher action research, teachers have used the FGP student engagement frameworks of engaging experiences, the Insider Classroom and Engaging Messages (The Fair Go Project, 2006) to frame their classroom inquiry and research question, inform changes to their teaching practices, and guide their data collection to determine if the changes they implemented were having an impact on their students’ learning and engagement in learning (Sawyer et al., 2018). As a result of the teachers’ changes, the community of practice (Wenger et al., 2002) that ensued also promoted shifts in the whole-school culture, promoting an Insider School and Engaging Messages for Teachers.
 The Fair Go Program
 The FGP began in early 2000 as an equity project within the NSW Department of Education Priority Schools Program, which resulted in the School is for Me publication (The Fair Go Project, 2006). Our research focus was on “What makes classrooms work for students in low socioeconomic schools?” It has also been informed by the work of Newmann and Associates (1996), Haberman (2010), Bernstein (1996) and Hayes et al. (2000) on “productive pedagogies”. The different projects within the FGP have utilised the FGP student engagement frameworks of engaging experiences, the Insider Classroom (Figure 1) and Engaging Messages (Table 1) (The Fair Go Project, 2006) as tools to understand engaged classrooms and as the basis for driving pedagogical changes to teachers’ practices through action research projects.
 Figure 8.1
 Engaging Experiences
 [image: Figure for Engaging Experiences]Note. Fair Go Project Classroom Changes Image © 2006 by Fair Go Team and Western Sydney University. Licensed under CC BY-NC-SA 4.0. These projects focused on teachers researching their practices to change them, with the goal of improving student engagement in a particular curriculum area in their classrooms (Zammit, 2021). Their research question might focus on the Fair Go definition of student engagement, such as designing learning experiences that were challenging (high cognitive), emotionally rewarding (high affective) and/or actively involved (high operative) so students were in-task not just on task, or the Insider Classroom learning processes within the class, such as student self-reflection, teacher inclusive conversations, community of reflection or teacher feedback (Figure 8.1). Their research question might focus on an aspect of the Engaging Messages framework to recognise and design learning and teaching that valued students’ knowledge, ability, control, voice and/or place (Table 8.1). Changes to the academic team and COVID-19 halted further school-based projects.
 Table 8.1
 Engaging Messages Framework 
 	Knowledge 	"We can see the connection and the meaning" 	Reflectively constructed access to contextualised and powerful knowledge 
 	Ability 	"I am capable" 	Feelings of being able to achieve and a spiral of high expectations and aspirations 
 	Control 	"We do this together" 	Sharing of classroom time and space: interdependence, mutuality and power with 
 	Place 	"It’s great to be a kid from" 	Valued as individual and learner and feelings of belonging and ownership over learning 
 	Voice 	"We share" 	Environment of discussion and reflection about learning with students and teachers playing reciprocal meaningful roles 
  
 Note. Adapted from Fair Go Project Classroom Changes Table 2 – Engaging messages for low SES Students © 2006 Fair Go Team and Western Sydney University. Licensed under CC BY-NC-SA 4.0.
 Understanding Engaged Classrooms
 Teachers are messengers of what counts as educational practice and who is viewed as a “good student” as they control the curriculum, pedagogy and assessment within a class (Bernstein, 1990, 1996), guided by the scope and limitations of mandatory syllabi. From the initial FGP project (aka School is for Me), in which FGP team members co-researched projects, we began to understand what makes an engaged classroom where students were successful learners in ways that were different from other classrooms.
 The next two FGP projects, Motivation and engagement of boys (Munns et al., 2006) and the ARC-funded Exemplary teachers of students in poverty (Sawyer et al., 2018), provided further confirmation of what constituted an engaged classroom, reinforcing the Insider Classroom processes, engaging learning experiences and Engaging Messages frameworks. An outcome of the former was the acknowledgment that, in addition to teachers’ classroom practices that were reflective of components of engaging experiences and the Insider Classroom processes, which disrupted the negative discourses shifting them to engaging messages to students, teachers also included strategies that supported the motivation of individual students (the addition of the M component to the FGP student engagement frameworks). In Exemplary teachers of students in poverty (Munns et al., 2013), case studies of 28 exemplary teachers, from preschool to year 12, who had classrooms where students were successful and highly engaged in learning, further supported the FGP student engagement frameworks (aka MeE framework). Further validation of the MeE was undertaken using a mixed methods approach (Munns & Martin, 2013).
 Encouraging Changes in Pedagogical Practice
 The next phases in the FGP included three projects employing the MeE framework to inform teacher action research projects to increase student engagement with learning in their specific classroom context, with support from academic mentors and/or teacher mentors. It was proposed to teachers that three changes needed to take place: (1) a change in the pedagogic discourse: the what and how of teaching (Bernstein, 1990, 1996); (2) concurrent changes in practices in the classroom (the recontextualisation practices); and (3) the messages that students receive about themselves (Bernstein, 1996; The Fair Go Project, 2006). With teachers investigating their own practices, it was considered possible that the changes would disrupt the reproduction of the disengaging messages to which low-SES students had been repeatedly exposed (see Zammit, 2011).
 The Fair Go from the Get Go project involved early-career teachers in a school, supported through professional learning and mentoring of academic partners, depending on the individual teacher’s research question. The Engaging Rural Boys project (Cole et al., 2010) involved year 5 and 6 primary school teachers and high school teachers based in three regional towns in NSW. Professional learning was provided with ongoing support from each academic team (two academics per region), with teachers designing their research around what they wanted to change in their own teaching to enhance the learning of boys.
 The Engaging Schooling (Sawyer et al., 2018) project was a 3-year longitudinal project that began with teachers from the Exemplary Teachers project mentoring a colleague within their school, who then became a mentor to another colleague within the school, while the original mentor supported a teacher at another school in the area. The project also grew to other teachers within the initial schools, to include a large proportion of the teachers or the whole school.
 Individual FGP team members also worked in co-researching roles with teachers using the MeE frameworks to guide their research (McGuire & Cole, 2008; Munns et al., 2008).
 Influencing School Culture
 The Insider School project investigated the changes that occurred at a school level when teachers were involved in FGP-informed action research (Zammit, 2020; Zammit, 2024). Data were obtained from two schools in the Engaging Schooling project (Flatland and Grassland Public Schools) (Zammit, 2018a, 2018b). Both schools implemented the approach with many classroom teachers and specialist teachers (librarian, ESL, support teachers) within the school (Flatland), and across the whole school (Grassland).
 I had people on staff saying “How did those two teachers get on that program?… We were never asked”. That made me think ‒ obviously other people were also seeing that this (FGP) was a fantastic thing. (Sheena, Deputy Principal)
 We wondered…
 What if the key to student engagement was in substantive teacher engagement?
 What would happen if our teachers believed our school was a place they were valued, a place they belonged?
 Designing opportunities that led to teacher engagement?
 Would engineering learning opportunities that had our teachers dancing along the edges of their comfort zones be key to transforming classroom practices? (Michelle, Coach and FGP coordinator)
 Interest spread from individual teachers to other teachers because they could see the changes in student engagement, participation, behaviour in and out of class, and attitude to school. Through the commitment of the leadership in each school and teachers’ desires to improve their students’ engagement, the enriched support network also made gains in staff confidence, motivation and morale (Grice, 2019). Each school in its own context:
 	provided professional learning and focused on teacher action research based on FGP student engagement frameworks, that is, MeE;
 	supported teachers on a regular basis with professional learning, to reflect on what they had trialled, to take risks, and to revise their action research;
 	provided time off class for teachers to work together or with a mentor, reflect on lesson/s, and discuss readings, strategies and next steps with a mentor;
 	shared their learning: the good, the bad and the ugly, within their community of practice digitally and/or in staff meetings.
 
 Figure 8.2
 The Insider School 
 [image: Figure of The Insider School]Note. Adapted from Figure 1: The “Insider” School: Teacher engagement in the process towards student engagement, by Sinclair, C. and Johnson, K. (2006), in School is for me: Pathways to student engagement (pp. 73–77), Fair Go Project Team, NSW Department of Education and Training. Licensed under CC BY-NC-SA 4.0. Teachers were involved in “circles of dialogue” with their colleagues on a regular basis, with a mentor and with an academic partner. Through the professional dialogue that ensued with the development of a professional learning community around student engagement and researching their own practices, collegial support, and reflecting on their practices with a mentor and community, the school culture shifted. They had to think hard about what and how they taught (high cognitive), feel good about their teaching (high affective) and take action to trial different strategies (high operative) without fear of failure: to learn from what did not work as well as what worked. This cultural shift towards becoming an Insider School (Figure 8.2) embedded positive messages for teachers about themselves as professionals (see Table 8.2).
 
 Table 8.2
 Engaging Messages for Teachers
 	Knowledge 	We want to change our teaching
 "we know our students and about teaching" 	Reflectively constructed planning for learning based on teacher's knowledge of students, pedagogy, content, and informed by evidence and research: what do you want to change?
 How will you know it has had any impact on students?
 We are learning together. 
 	Ability 	We can make a difference
 "it's ok to try different things out" 	Feelings of being able to make changes to teaching, be innovative, without fear of retribution, in order to make a difference to student's engagement in learning and learning outcomes. 
 	Control 	We are the decision-makers
 "small steps are ok" 	Sharing of the decisions on what pedagogical change to investigate in the classroom, what student learning and engagement outcomes do you want, what strategies will be trial, what evidence will we collect 
 	Voice 	We have a say about what happens 	Environment of collegiality where everyone contributes to the strategic directions of the school and individual professional learning is collaboratively designed. 
 	Place 	We feel supported
 "teaching and working at this school is great" 	Valued as an educator, an individual and colleague that is supported to continually reflect on and improve teaching practice. 
  
 Note. Adapted from Fair Go Project Classroom Changes Table 2 – Engaging messages for low SES Students © 2006 Fair Go Team and Western Sydney University. Licensed under CC BY-NC-SA 4.0.
 Teachers within the two schools found that investigating their own practice with a view to improvement renewed their feeling of pride and excitement about teaching, revitalised their sense of being a teacher, reminded them of their intellectual capability and its importance, recognised that the work they did in school matters, reconnected them to their colleagues and their initial commitments to teach, expanded their sense of what they could and ought to do, and restored their sense of professionalism and power in the sense of having a voice (McLaughlin, 2004, p. 15).
 It was just really nice to know that there’s another 17 people that’s doing the same thing as you, that’s going through the same set of challenges and setbacks and successes. It was nice because we were able to share it within the Edmodo forum. And that way we were able to share resources, … [and] our stories of success. I remember straight after our perseverance lesson, I was really proud of our achievement so I posted it up on Edmodo straight away … It wasn’t to show off, … it was just to say, hey, this is what we’ve achieved… And it’s just been really awesome because you feel like you’re part of a team, a really tight knit team. (Classroom teacher, Flatland)
 The culture of the school encourages you to make mistakes, “fail forward” and learn from them. (Classroom teacher, Grassland)
 It’s my sixth year of teaching and you know it’s tiresome and just teaching with a focus on engagement was much more beneficial for me. It wasn’t just giving them the School is for Me message, it was giving it to me as well, you know because any other time you’re just struggling for how are you going to get through this content and all the rest of it, whereas because they were engaged and motivated … it works hand in hand. So for me as a teacher it’s really rejuvenated me. (Classroom teacher,  Grassland)
 Wilkinson and Kemmis (2015) similarly found that “build[ing] a community of practice among its learners (including executive, teachers and students) and its adoption of an enquiry approach to learning” (p. 349) resulted in shifts to teaching practice and students’ learning. However, in the FGP schools, the teachers and leadership had a framework (Figure 8.1, Table 8.1) upon which they could ask questions about their pedagogy, their teaching practices, the selection of curriculum and how students were assessed based on what they wanted to change in their classrooms and school to promote student engagement.
 While many teachers in Flatland and all teachers in Grassland Public School were involved in investigating their teaching practices and shifts in the school culture, they implemented a diversity of strategies across their classroom research: some worked, some did not, and some were modified and trialled again. However, while the FGP’s whole-school approach was designed as self-sustaining, it still requires further input from the academic team or the FGP Champion in the school. Individual teachers and leaders move schools, and new ones join, which reduces the sustainability. COVID-19 also impacted their ability to continue to research their own practices, even though they did attempt to maintain students’ engagement (Fairbairn et al., 2021), as the challenge of emergency remote teaching for many was overwhelming. More recently, system-based curriculum changes and mandates around how to teach have further confounded teachers’ capacity to investigate their own practices and teach for the needs of their students.
 Moving Beyond the Local: FGP Chile Pilot Project
 The FGP student engagement frameworks are now being trialled in a pilot project in the Biobío region of Chile in collaboration with colleagues from the Universidad de Concepción. Two teachers from three schools in vulnerable communities have received professional development on the FGP engagement frameworks, designing research questions based on a perceived problem in their classes, and undertaking action research, including data collection. Students in these communities, especially post-COVID, have disengaged from schooling as they don’t see that school or education is a place for them or their futures. Teachers and colleagues speak about the poor attendance, behaviour and participation of the students. They perceive that the parents and caregivers also do not value education.
 Each school has two academic mentors supporting them and meets monthly to share their projects: the good, the bad, and learn from each other. Anecdotal evidence after only a few months implementing their action research projects points to shifts in students’ attitudes and participation in class, which has been noted by other teachers in the school. Teachers have also seen changes in students’ perceptions of themselves.
 Refinements of the FGP engagement frameworks are also being made to make them contextually relevant to Chilean teachers and leaders. Exciting times are ahead with the pilot expanding within each school in the next stage (2026) and to all interested teachers in the final stage. The FGP Chile Pilot project has the potential to improve educational outcomes and engagement in education for highly vulnerable communities.
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 Abstract
 Youth activism through the arts creates a form of engagement that reconnects the body, spirit and mind, and can engage people through imagination, emotionally moving moments, care and joy; qualities often missing from conversations about struggle and resistance. This chapter sketches the parameters of the relationship between youth, activism, the arts and social justice. It outlines the nature of the relationship that young people have with activism at this moment in history and offers some consideration of why this relationship is not an idle luxury or fanciful pastime, but an urgent necessity for many young people. Some of the broader conceptual considerations that frame this relationship are examined. The chapter then turns to matters of justice and the search for impactful and affective change towards just ends, which we argue is at the heart of all activist activity. A framework for creative justice (Finneran & Jacobs, 2025) developed by the authors is offered, which allows for the positioning of artistic activist work. The chapter concludes with a case study of this framework in action in a climate change project.
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 Youth Rising: Exploring a New Generation of Activism Through Creative Justice
 The arts are used regularly as activist interventions in contemporary society through parades, stage performances, song, murals and everyday performativity. Arts activism is particularly attractive to young people who are often silenced, overlooked or patronised in conversations about issues that pertain to them and their world. Their relationship with art and social change is an interesting and complex one (Belfiore, 2011; Belfiore & Bennett, 2008) and continues to evolve as a catalyst for social transformation and as the complexity of the world accelerates (Rosa, 2013) and ideas of normality recede (Sardar, 2010).
 The arts have always served as a mirror reflecting the complexities of human struggle. From the ancient Greek tragedies that delved into the essence of human nature to Shakespearean dramas exploring power dynamics and morality, theatre has been a medium for examining the human experience. Through the portrayal of symbolism and personal narratives, the arts provide a space for introspection and dialogue, inviting audiences to confront uncomfortable truths and challenge prevailing norms. Similarly, the arts provide a centuries-old canvas for storytelling dystopias and utopias, warning us of dangerous paths humans tread and the joyful flourishing that awaits us if we make better choices. Through the arts, individuals can inhabit different perspectives, allowing for the fostering of empathy and understanding, compelling reflection on societal injustices and inspiring action. Perhaps most compellingly of all, the arts provide a blank page or street or image on which youth can express their thoughts on how the social imaginary (Taylor, 2004) should be constituted and dream of what a utopian world (Busby, 2021; Dolan, 2005) might look like for them and their peers.
 This chapter sketches the parameters of the relationship between youth, activism, the arts and social justice. It outlines the nature of the relationship which young people have with activism at this moment in history and offers some consideration of why this relationship is not an idle luxury or fanciful pastime, but an urgent necessity for many young people. Some of the broader conceptual considerations which frame this relationship are examined. The chapter then turns to matters of justice and the search for impactful and affective change towards just ends, which we argue is at the heart of all activist activity. A framework for creative justice developed by the authors is offered which allows for the positioning of artistic activist work. The chapter concludes with a case study of this framework in action in a climate change project.
 Young People and Activism
 Activism is defined by intentionality, accompanied by an organised effort by individuals or groups to bring about social, political, economic or environmental transformation. The strategies and tactics used aim to challenge existing power structures, norms and injustices. One of the key tenets of activism is the recognition of power dynamics and the ability to identify power imbalances in institutions or systems. Acts of activism take place within a social structure and are fundamentally a visible manifestation of a broader struggle framed by questions of class, language, location, and increasingly community and ethnic identity. Issues of power abound. Power is part of the framing ecology of activist work; an operational reality in its execution; and represented in the third space of potential.
 Activism is very much driven by the belief that change is achievable and can be brought about through collective action. For young people, safety in numbers is often important, as well as critical for impact. Pattie, Seyd, and Whiteley (2003) offer a model of civic engagement that only recognises acts of individuals as forms of activism in the way they link to political activities aimed at changing larger social structures. Youth activists often leverage diverse tactics to engage communities, raise awareness, and mobilise support for their causes. Their activism is often characterised by defiance, acting in ways that subvert narratives that children should be silent or compliant, or they act in defiance of social norms. A key feature of the new generation of activists is their aim to build solidarity across diverse communities and forge alliances to effect lasting change. They see connections between social movements and strive to dismantle artificial separations between issues. For example, and in general, young LGBTQ+ activists will try to ensure that their movement includes all genders, people of colour and racial minorities, and people with disabilities. Or young climate activists will cede space to hear from people affected in the global majority or seek to understand climate impacts on the working class, people with disabilities, refugees or other minority groups. Young activists have an inherently intersectional awareness in spaces where issues may have stood apart from each other in the past. As an example, Greta Thunberg was 16 years old when she addressed her positionality at the UN Climate Action Summit in 2019:
 You have stolen my dreams and my childhood with your empty words. And yet I’m one of the lucky ones. People are suffering. People are dying. Entire ecosystems are collapsing.
 There are many examples where youth activism is a catalyst for social transformation, challenging the complacency of the adult world and advocating for a more just and equitable society from those who are not yet old enough to have a say by using formal structures such as voting. While not holding significant levels of social or cultural capital, youth activists go beyond advocacy, which relies heavily on education and information, working within existing structures to create change over time. Instead, activist interventions are often direct, sharp or even jarring actions, aiming to create sudden shifts towards social change. In one example from the USA, the 2018 March for Our Lives formed one of the largest ever protests in American history, with between 1.2 and 2 million protesting US gun laws and mass shootings in schools. Led by the students of Marjory Stoneman Douglas High School in Parkland, Florida, the march was announced 4 days after the shooting at the school. Many presumed that the students would be in shock or silently grieving the tragedy. To see students expressing agency, defiance and political opinion was unsettling for some adults, but also empowering for many. This activist intervention also demonstrated that while activism may not immediately achieve its goal, it can contribute to incremental change. As a result of March for Our Lives, extensive media coverage was generated, as was widespread public support, as well as opposition from the USA’s gun lobby. The organisers continued to pressure lawmakers beyond the march, leading to over 300 changes to state laws, including the passage of a gun safety bill in Florida that raised the minimum age to buy rifles. They also secured corporate divestment from the National Rifle Association (NRA).
 At its heart, activism is a form of performance. Performance studies and particularly the concept of performativity (Schechner, 1988) are useful in looking at the act of activism, with protest and a campaign for transformative change sometimes taking place on the level of the everyday and singular (Fischer-Lichte, 2008), and sometimes by seeking the radical in performance (Kershaw, 1992, 1999). Butler’s work (1997, 2015) looks at the performative from a feminist perspective and explores how it advocates for and seeks change. Deleuze and Guattari (1987) draw on Spinoza’s notion of potentia to describe what a body or assemblage can do here and now. This is a description of power inherent to existence. Here, potentia describes the lived capacity of participants (activists) to create new ways of seeing themselves and others through performance. Change emerges less from scripted outcomes and more from the possibilities that surface in the act of acting together – moments of improvisation, shifts in dialogue, or unexpected responses that open space for new forms of understanding.
 Youth activism can be expressed by young performers who deliver a message in the form of an artwork, dance, theatre performance, music performance, poetry piece, art installation or other disruption. It is received by an audience, which may consist of their peers, families, community, the media or the online world. Writing from the field of feminist activism, Martin, Hanson and Fontaine (2007) argue that for an action or campaign to be considered activist, it must be visible beyond the individual. Activism is performed for someone. It is rarely, if ever, performed for no one. The performance is central to the objective. If the act goes unnoticed, it is unlikely to achieve its aim. It is essential to add that the performance of activism is a real-world act with real-world consequences. The term “performance” implies that there is something pretend going on. However, youth activism can be high-stakes, as, depending on the context and political conditions, it can have a high proximity to risk for those involved. Engaging in political organising, direct action or the creation of propaganda pieces can result in social exclusion, future job insecurity and subsequent financial instability, arrest or other legal ramifications. In parts of the world, it can potentially lead to incarceration, physical harm, torture or even death.
 One of the criticisms contained in the literature on youth activism is that it tends to over-emphasise mass mobilisations and Western contexts. Broader, intersectional dialogues are needed to recognise the efforts of those young people in the global majority. There is no shortage of examples of practice in the south. For example, the Pacific Climate Warriors are a youth-led grassroots network from Pacific Island nations who use cultural identity, storytelling, and activism to demand urgent global action on climate change. Founded in 2011, the movement emphasises the existential threat of rising sea levels, intensified and frequent natural disasters, and environmental degradation to small island states such as Tuvalu, Fiji and the Marshall Islands (George, 2015). Their motto, “We are not drowning, we are fighting”, reflects a refusal to accept victimhood narratives, instead positioning Pacific youth as resilient defenders of their homelands and cultures (McDonnell, 2016). Their actions highlight the hypocrisy of their rich, powerful and polluting neighbours, such as Australia. Through canoe blockades, they have disrupted coal shipments in Australia. They have taken their advocacy internationally, for example, to United Nations climate summits, and used digital storytelling campaigns to amplify Pacific voices in global climate discourse (Klepp & Chavez-Rodriguez, 2021). By blending traditional practices, such as canoe-building or storytelling, with transnational activism, the Pacific Climate Warriors embody a form of climate justice activism that centres Indigenous knowledge, intergenerational responsibility and sovereignty in the fight for a sustainable future.
 Regardless of context, youth activists have much to lose as they are young with their futures at stake. However, for young people, the cost of inaction may be greater. The challenges of the world today dictate what will be passed to future generations tomorrow. For this reason, engaging in activism is an ontological need for some young people, particularly those from minority communities. When they engage with the world and their communities in this way, they calculate the risks and benefits of their activism and make decisions either as individuals or a collective on a case-by-case basis. These risks differ between individuals. For example, activists from marginalised groups are more likely to experience more dire consequences of activist engagement. The arts can help in this regard, opening more accessible spaces to people for whom forms of direct action may cause harm. The arts help youth activism become more accessible, emotional and collective. Art allows young people to express political views in creative ways, sustain movements through joy and solidarity, and challenge dominant narratives without always needing institutional power (Ginwright, 2010; Shepard, 2011).
 Creative Justice
 Creative justice is the intersection of creativity and social justice. It positions creativity as a vehicle for systemic change, aimed at addressing historical and ongoing inequalities through truth-telling, healing, empowerment and reconciliation. Creative justice looks at inequities of power, both historical and contemporary. We argue that not all creativity is just, and creative justice emphasises transformational creativity, which is creative acts aimed at making the world better. The concept applies particularly to education, arts and arts education, but it has direct application to the question of activism as it seeks to empower marginalised voices and communities. It critiques Western-centric, individualistic views of creativity and advocates for culturally grounded, collective and ethical practices.
 
 Figure 11.1
 Principles of Creative Justice
 [image: Figure of principles of creative justice]Note. Figure created by Michael Finneran and Rachael Jacobs. Licensed under CC BY 4.0. There are seven principles in creative justice (Figure 11.1). It is active – creativity should confront and fight injustice. It is accessible, and we assert that everyone deserves creative opportunities and self-expression. Creative justice is inherently respectful – it values diverse “funds of knowledge” from home, community, and culture. It is innovative, and it encourages imagination and freedom of expression. Alongside this, it is advocative and empowers those historically excluded from creative spaces, and equitable in that it ensures fair resourcing for marginalised groups. Finally, and perhaps of most relevance to the discussion of activism, it is liberatory and seeks to dismantle oppressive structures (for example, patriarchy, whiteness, capitalism). A two-axis visual framework is used to describe creative justice practices (Figure 11.2). A horizontal axis represents time, and this ranges from habitual (everyday) to interventionist (activist or urgent) actions, which have a creative justice intentionality. The vertical axis describes the ontological aspect of creative justice, the type of knowledge at play in creative justice actions, and these range from praxis (deep belief and identity) to methodology (structured practice or intervention).
 Figure 11.2
 A Framework for Creative Justice
 [image: Figure of a framework for creative justice]Note. Figure created by Michael Finneran and Rachael Jacobs. Licensed under CC BY 4.0. The resultant intersection of these axes produces four quadrants which can be succinctly described as (clockwise from top left) everyday belief, changes to policy and program, activist intervention and embedded practice.
 Creative Justice inherently acknowledges positionality and ideology, and the implicit possibility in work of this nature of exploitation, saviorism, or imposing external values. We argue that creative justice must decentralise the practitioner and uplift Indigenous, traditional and community-rooted forms of knowing and expression. The case for creative justice is that structural change requires more than individual efforts; it demands system-wide reform, inclusive policy and equitable funding. The principles and framework of creative justice allow for self-reflection, critique, and the positioning of work and projects. It is a continuous, evolving pursuit, not a fixed goal; however, it encompasses activism as a particularly pointed and effect-oriented aspect of the interaction of creativity and social justice. In doing so, it seeks to embrace the joy, care, and imagination inherent in creative practices as tools for societal transformation.
 Case Study
 In Australia, the effects of the climate crisis are commonly felt through rising surface temperatures and heatwaves, which affect more people than any other environmental disaster in the region (Australian Climate Science, 2023). For this reason, young people in South West Sydney (SWS) embarked on a collaboration to raise their collective voices about the lived experience of heat in their communities. SWS is part of an urban heat island that experiences exacerbated effects of climate change through hot homes, sweltering workplaces and classrooms. Most of the region can be at least 10 degrees hotter than suburbs closer to the eastern seaboard (Sweltering Cities, 2022). SWS is also one of the most racially, religiously and linguistically diverse regions in Australia. The population is predominantly working class, and among other populations, is home to migrant and refugee communities, long-term unemployed, people in public housing and people living below the poverty line. There are a lot of young people, with 21% of residents under 15 years, and a further 14% in the 15 to 24-year age range (South Western Sydney Primary Health Network, 2019).
 Using poetry, cartooning, dance and drama, young artists came together through a project called Chill the Heat. Through a multidisciplinary approach, artists used their skills to create performances and workshops that told stories of the lived experience of heat in the region. South Asian progressive, matriarchal Fusion Arts company, Bindi Bosses, created a collaborative dance piece involving South Asian Dancers, one First Nations choreographer and one First Nations storyteller. The piece was performed live and also captured as a video project; the artists expressed the “devastating effects of, and intersections between, climate change, colonisation, mass land clearing and rising temperatures in Western Sydney” (Bindi Bosses, 2021). A professional animator held a cartooning program for young adults (aged 16 to 26) in SWS, with workshops available online and face-to-face at one of SWS’s galleries. Two First Nations poets engaged young people from the region in a poetry writing program. Originally planned as a face-to-face project, the program had to take place online due to the ongoing restrictions of COVID-19. Two workshops of 1.5 hours long included meditations on the natural environment and the feelings of being on Country (Country is the term often used by First Nations people to describe the lands, waterways and seas to which they are connected), which were journalled and then transformed into poetry that could be read or performed. Finally, a drama program was held with Western Sydney University students where they participated in a process drama (Heathcote & Bolton, 1995; Neelands and Goode, 1990; O’Neill, 1995; O’Toole, 2003) based around The Lorax by Dr Seuss (1971), then they created performance pieces depicting life in urban heat islands.
 Overall, over 80 young people aged 15 to 26 were engaged in Chill the Heat, and each artform had its own distinct modalities that became vehicles for young people to raise their voices about life in urban heat islands. Remarkable resonances between the artforms also emerged as the project progressed, and each engagement demonstrated some of the qualities of creative justice outlined in this chapter. Each of the engagements was interventionist, as each facilitating artist aimed to respond to the climate crisis in a way that allowed young people the opportunity to stop, pause, ponder, reflect and collaborate to create impactful artefacts. The artists were motivated to create outcome-oriented engagements. Each of the engagements resulted in the creation of work that was a form of protest, designed to communicate urgency and desire for change. Some of the workshops, notably the cartooning and drama workshops, honed their intentions with an exploration of ways to create lasting change through policy and legislative change. All the engagements, unknowingly and without prior collaboration from the artists, were located in the “outcome” quadrant of the Framework for Creative Justice (Finneran & Jacobs, 2025), although some (the poetry and drama workshops) were more praxis-oriented, generating personal change through a process of critical reflection leading to self-emancipation and transformation. However, none of the engagements aimed solely at personal change. All looked to the root cause of the climate crisis by asking critical questions about the inequities of social structures with a view to changing them. The principles of creative justice (Finneran & Jacobs, 2025) were reflected in the equitable accessibility of the engagements – each was fully funded with no fees, held in spaces that were accessible to as many young people as possible, with support for diverse participation available. Each engagement centred the participants’ funds of knowledge (Barton & Tan 2009; González et al., 2006) and demonstrated commitment to individual expression while building a collective movement. Finally, the engagements centred advocacy and liberatory approaches, as the facilitators named the disruptors of environmental justice as patriarchy, colonisation, white supremacy and capitalism, and similarly centred collective action as the antidote to these.
 
 Conclusion
 The primary purpose of this chapter is to offer insight into youth activism through the arts and locate it within the theoretical frame of creative justice (Finneran & Jacobs, 2025). This frame and accompanying model will evolve and morph as new understandings of the power of creativity to affect social change emerge over time. Conceptualising creative justice helps us to identify ways in which the arts create spaces for participants to question, resist, or reimagine social structures and norms. In the context of this chapter, our case study, when analysed in relation to the creative justice frame, helps to demonstrate the power of youth activism. This can reveal the hidden power dynamics shaping communities, challenge who gets to speak or be heard, and open up possibilities for new subjectivities and social relations. In this way, youth activism becomes not just a site of protest but also a site where power is negotiated and potentially redistributed through creative mediums that are accessible, emotional and collective.
 Youth activism through the arts thrives on a wild openness, inviting participation from communities and creating spaces for participants and audiences to feel emotionally moved to join a movement. The work of youth arts activists is often open-ended, with unfolding potential, and where transformation is collective, unpredictable and ever-evolving. Importantly, they create a form of activism that reconnects the body, spirit and mind, and can engage people through fun, imagination, care and joy, which are qualities often missing from conversations about struggle and resistance. Creative justice can provide a useful frame through which we can consider the intersection of youth leadership, creative acts and social justice so that we might better understand and support their actions as a vehicle for positive social change.
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 Abstract
 Despite extensive linguistic and cultural diversity in Australia, there are gaps in policy and curriculum that inform early multilingual education and validate children’s multiple linguistic repertoires, cultural practices and identity negotiation. These pedagogies exemplify departures from deficit-based views of multilingualism and cultural diversity embedded in monolingual mindsets, which inform much of educational policy in Australia (Clyne, 2008). This chapter draws on frameworks of cultural studies (Hall, 1996) and socio-critical theory (Bourdieu, 1990) to critically examine the findings from a study conducted in two multilingual Early Childhood Education and Care (ECEC) settings that aimed to extend children’s home languages (HLs). The findings reveal that, despite educators’ well-developed understandings of the importance of early multilingual education, there was pedagogical uncertainty about approaches to support children’s HLs in ECEC due to gaps in policy, curriculum and pedagogy. This has broader implications for languages education in ECEC in Australia.
 Keywords
 multilingualism, capital, field, habitus, identity, early childhood education and care.
 
 Australia is undoubtedly one of the most super-diverse nations in the world, reflected in the 323 languages spoken (ABS, 2021). This is apparent in the mixing of cultural, linguistic, religious and social practices that operate within contexts of economic mobility, ethnicity, income, education and immigration across multiple identity locations, involving varied political, religious, linguistic, cultural and social allegiances (Jones Díaz, 2023; Vertovec, 2010). Young multilingual children growing up in super-diverse post-multicultural societies such as Australia often experience their identities and use of their languages across multiple locations, mediated by diverse social, cultural, educational and linguistic practices and landscapes. They encounter new possibilities and multiple experiences of identity negotiation, affirmation and connection, whereupon their identities are often fluid and multiple, often fluctuating, and contested, particularly in hegemonic and monolingual English-speaking educational contexts such as prior-to-school, school and community settings.
 In super-diverse societies such as Australia, many multilingual children attend ECEC settings where they have few opportunities to use their HLs (Jones Díaz et al., 2024). As a result, they may become aware of the legitimacy afforded to English as the official national language, influencing a negative attitude towards the use of their home language with family and community members, resulting in children losing their home language at the expense of learning English (Jones Díaz, 2024; Nicholas, 2014). Despite extensive research that documents the multiple social, cultural, linguistic, intellectual and familial benefits associated with early multilingualism (Escudero, et al., Jones Díaz, et al., 2024), monolingual pedagogies often prevail which misrecognise the diverse ways in which children experience their HLs, often resulting in limitations for them to capitalise on their cultural and linguistic knowledge at the setting. Therefore, ECEC has a significant role in supporting and extending young children’s multilingual repertoires.
 Moreover, despite the super-linguistic and cultural diversity that exists in the Australian ECEC workforce, there is limited research that addresses the role of ECEC and, in particular, multilingual educators’ linguistic resources in maintaining and extending children’s HLs (Escudero et al., 2020; Jones Díaz et al., 2024; Keary et al., 2025). This is compounded by the lack of curriculum and policy direction that addresses early multilingual education (Jones Díaz, 2024), despite growing parental awareness of the importance of HLs evidenced in the significant increases in preschool enrolments in Community Language Schools (Cruickshank et al., 2022).
 Theoretical Perspectives
 
 In highlighting the significance of multilingualism in young children and the implications for ECEC pedagogy, the following discussion provides an overview of the key theoretical frameworks pertaining to socio-critical theory (Bourdieu, 1990; 1991) and cultural studies (Hall, 1994; 1996) that inform the analysis of the findings discussed in this study.
 Bourdieu’s key concepts of capital, field and habitus highlight how linguistic inequality is reproduced through the promotion of official languages in educational settings. These concepts permit an analysis of how monolingual pedagogical practices in ECEC settings prohibit children’s multilingual repertoires. Bourdieu’s notion of capital articulates how human resources, such as social, economic, cultural and symbolic capital, are accumulated, transferred and converted from one capital to another within different social, cultural and institutional contexts which may or may not yield social, political or economic power (Bourdieu, 1990; 1991).
 Social and economic capital connect more broadly to societal distributions of economic and social resources. Economic capital includes the material wealth that converts into material goods such as property and resources (Bourdieu, 1991). However, for economic capital to become operational, a conversion process based on social capital is necessary, and this conversion also depends on the laws governing it (Bourdieu, 1993). Social capital is the access to social institutions, social relations and resources accessible to individuals due to group membership.
 Cultural capital includes forms of advantage that some people accumulate through experiences, knowledge and taste, which, in certain social contexts or fields, are activated as sources of validity and recognition. Central to cultural capital are the resources affiliated with languages and literacies that represent meaning, which, when recognised in the field, becomes linguistic capital. For children’s HLs to be recognised as linguistic and cultural capital in ECEC settings, such forms of capital need to be legitimised by the field. Bourdieu’s notion of fields includes institutions such as education, health, media and law, as well as relationships, interactions and social contexts (Bourdieu, 1977). Specifically in relation to linguistic capital is Bourdieu’s linguistic market (fields) where “someone produces an utterance for receivers capable of assessing, evaluating it and setting a price on it” (Bourdieu, 1993, p. 79). Where the “official” language of any given country is afforded more value and prestige over other languages, this language has more symbolic power over other languages. Therefore, ECEC settings where the linguistic market affords greater value to the official language will render other languages as marginal, misrecognising their utility as linguistic capital.
 Central to Bourdieu’s notions of capital and field is the concept of habitus, which enables individuals to act and respond in certain ways recognised by the field. This involves the durable and resilient incorporation of dispositions, practices and perceptions realised both spontaneously and generatively through social practice within social or cultural fields (Bourdieu, 1990). The concept of disposition is an integral component in Bourdieu’s habitus, highlighting how dispositions generate practices, perceptions and attitudes which are inculcated through socialisation practices in the early years. These practices affect the social, cultural and historical conditions within which they are acquired.
 Hall’s (1994; 1996) theorisations of identity as transformative, negotiable and contestable provide insights into how multilingual children experience their languages and identities, arguing that identity is related to shared culture, belonging and solidarity, bounded by the resources of mutual histories, languages and cultural practices. Hall is also concerned with the positional and shifting aspects of identity, where processes of identity are never complete.
 Methodology
 The study was conducted across two ECEC settings in super-diverse urban regions in Sydney, Australia. These settings included a Spanish bilingual long-day care preschool (LDC/PS) and a preschool (PS) for children aged 4 to 5 years. At the LDC/PS, most of the children were from Spanish-speaking backgrounds, and many of the educators were proficient in Spanish. At the PS, a Mandarin-speaking educator was employed to support and extend the children’s Mandarin. Data collection practices included semi-structured interviews, participant observation and field notes to ascertain the level of multilingual support afforded to the children attending these settings.
 The interviews were conducted with four educators and four parents from each setting to investigate their perspectives on how children’s HLs were valued and supported at the settings. Eight children (one from each parent) were observed throughout the study. As this chapter focuses on qualitative data from parents’ and educators’ perspectives, information about the quantitative findings is not included (Escudero et al., 2020).
 The research questions centred on: (1) validation and support to children’s HLs at the setting, (2) opportunities afforded to children to use their HLs at the setting, (3) parents’ perspectives and experiences of their children’s maintenance and use of HLs in the setting, and (4) the pedagogical practices and policies implemented at the settings that support extension of children’s HLs.
 The data were analysed using NVivo software to organise the coded data into node categories, common themes and sub-themes (Hughes & Jones, 2003). Informed by Critical Discourse Analysis (CDA) (Mullet, 2018), relevant quotes from the interview data were categorised into major themes and linked to categories that align with the research questions that underpin this study. CDA is useful in educational research as it assists in examining pedagogical relationships and the impact of educators’ perspectives on their practice (Llewellyn, 2009). In this study, it was relevant, as it assisted in documenting the major themes discussed below. Ethics approval for this research was granted by the Human Research Ethics Committee of the researchers’ university (Approval No. H12055). Pseudonyms are used for all participants’ names in this chapter.
 Analysis and Discussion
 For the parents in this study, the support provided to their children’s HL was highly positive, which articulated the links between early multilingual education and identity. However, there were differing views between the parents and educators regarding the role of intentional teaching of the HL. Nevertheless, both educators and parents acknowledged the significant role of multilingual educators, given the multilingual expertise they contributed to the ECEC setting. This study highlights the role of educators in providing leadership and advocacy for the provision of HL and multilingual support. The use of existing curriculum frameworks was also considered crucial in the absence of a policy and curriculum that inform early multilingual education.
 Cultural Identity is Expressed Through Language
 The parents articulated the interrelationships between HLs and identity construction through multiple and hybrid ways of belonging across diverse cultural, social, linguistic and familial landscapes. Below, Leanne reflects on their children’s use of Spanish to solidify connections to heritage, family roots and identity.
 I got … family back in Argentina and … and … [my son can] fully communicate with anyone in Argentina… without any trouble whatsoever … there is a whole cultural and social thing that relates to being bilingual. (Leanne: LDC/PS)
 Leanne emphasises the relationship between the cultural and social use of language. Bourdieu’s analysis of social capital (Bourdieu & Wacquant, 1992) highlights the connections between social and linguistic capital. For Leanne, social capital is a useful tool for the exchange of other forms of capital, such as linguistic capital, as she views the relationship between the “cultural” and the “social” as highly relevant to her child’s bilingualism. HL retention and the family’s social capital enable the accumulation of linguistic capital in HL maintenance, leading to strong links to culture.
 Following Hall’s (1996) framework of belonging, solidarity and collectivity through which identity construction and transformation are integral to HL retention, Catarina’s comment below eloquently expresses this connection:
 For me [the HL] is our language of love. Our heritage, family roots and identity are expressed through language. (Catarina: LDC/PS)
 Parental Perspectives of Multilingual ECEC Programs
 Recent research on parents’ perspectives on multilingual preschools shows that most parents are highly supportive of such programs for their children (Benz, 2017; Schwartz, 2018). Equally, in this study, the parents overwhelmingly supported their children’s settings’ implementation of HL support. Below, one parent, Leanne, regarded the incorporation of multilingual education in ECEC as essential in supporting children’s cultural and linguistic identity:
 I think … it is very necessary… . It … reinforces the connections … kids have with their families … [that] helps with their identity. This goes beyond the practical use of the language; … it helps them know … where their families come from and have an appreciation for that. I wish these programs were implemented everywhere. (LDC/PS)
 Leanne’s comments illustrate Hall’s (2012) concept of identity, through which processes of identity negotiation are transformative and fluid. For Leanne, this goes beyond the ‘practical use of language’ and extends to knowing and appreciating family heritage and history. For multilingual children, identity is a process of becoming that is often multilayered and intricate as they encounter multiple social, cultural and linguistic experiences embedded in family, educational and community settings (Jones Díaz, 2018).
 For parents in this study, the HL played an important role in their children’s well-being, particularly in view of their adaptation to the Australian educational context. Milli spent her first 4 years in China with her grandmother, and had only recently arrived in Australia. Milly’s mother, Zian, saw the use of Mandarin in the preschool setting as an important strategy that supported her daughter’s emotional well-being and communication with the Mandarin-speaking teacher, as she explains below:
 [The teacher] will give [my] child … strong self-confidence. … She gets on well with [her]. When she is at school, she speaks her mind frankly [with her]. [She is] … a special teacher. (PS)
 As Milly negotiates the new educational environment, opportunities to communicate with the Mandarin-speaking teacher enable her to express her knowledge, needs, wants and emotions. Drawing on Bourdieu’s concepts of linguistic capital, habitus and field (1990; 1991) in this context, Mandarin is a language of currency between Milli and her teacher, while the habitus is the everyday use of language and classroom practices, through which the habitus is negotiated and ultimately influenced by the contextually structured field. Milli can accumulate linguistic capital by deploying her linguistic habitus already gained in her Mandarin-speaking repertoire.
 Divergent Views Between Parents and Educators
 
 While parents were highly supportive of multilingual support for their children, there were differing views regarding the implementation at the pedagogical level. Below, Leanne acknowledges that often teachers and staff are not well-equipped to integrate multilingual education in her child’s setting:
 I would like to see … more … activities … around … the HL language. I know that they do cooking … reading and they have these extra-curricular activities … more of it is in English, … but maybe adding a [focus] where kids start to apply … numbers and letters in the HL and they start learning … literacy as well as they do in English. (LDC/PS)
 In contrast to Leanne’s views, Celia, the educator from the bilingual preschool, described her setting’s informal approach:
 We are not a language academy. Our target is to provide care for the children, that the children feel safe, happy, and the HL is something that we do all the time, and they learn from it. It is not that we provide language class for an hour a day like other places. (LDC/PS)
 Celia’s comments highlight a possible binary between education and care, emphasising that the aim of her service is to provide “care” rather than being “a language academy”. Below, she emphasises that HL support a way of delivering “care” in the HL, rather than as a specific language program with learning objectives and linguistic outcomes:
 We are not aware of how much they are learning, because we don’t quantify, … It is not our target. (LDC/PS)
 Celia’s comments perhaps reflect a misunderstanding of intentional teaching and a misconception of languages education in ECEC. Intentional teaching refers to deliberate, purposeful and thoughtful approaches that scaffold children’s learning, as described in the Early Years Learning Framework for Australia v2 (AGDE, 2022), (hereafter referred to as EYLFA v2). Multilingual educators achieve this by incorporating intentional strategies across various learning experiences that extend children’s multilingual repertoires through a planned approach of documenting and evaluating children’s languages learning (Jones Díaz et al., 2024). Given the absence of a multilingual pedagogical framework in ECEC, Celia’s setting adopts an informal approach in which the HL is used as a linguistic and cultural expression rather than as a deliberate pedagogical intent. Her reference to “It is not our target” implies that there is no specific programming or planning in place that would inform explicit strategies to extend children’s HLs.
 Role and Expertise of Multilingual Educators
 In recognising the specific expertise that multilingual educators bring to ECEC, the director, Molly (below), highlights their role of incorporating the HLs into the curriculum as a bridge to learning.
 [The children] seem … a lot more confident [and] … more involved in the program. We are getting insight into their thinking that we never had before. You know Lindi (the bilingual educator) is sharing with Kiera and me and we’re going wow, imagine that they were thinking that! You know, so it’s been quite … a … revelation … . (PS)
 In the extract below, Kiera, the educator, highlights the importance of having multilingual educators catering for languages at the preschool.
 … having Lindi here … [has] … provided a bridge between us and Ellie … (one of the children) She’s interested in the classroom, the bird’s nest, … drawing, and then says enough words that we can relate [them] to a previous experience. (PS)
 Both Molly and Kiera highlight the cultural and linguistic expertise that multilingual educators bring to their setting. This underscores the significance of establishing safe linguistic and cultural spaces for multilingual children that enable the accumulation of social, linguistic and cultural capital.
 Leadership and Advocacy
 At the preschool setting, leadership and advocacy for HL and multilingual support were considered key to inclusion and quality. In the extract below, Kiera reflects on her role as an advocate in supporting HLs for multilingual children and their families:
 I think in terms of critical reflection, our job … [is to] advocate for HL maintenance … without bilingual education … these children wouldn’t have [been] connected and supported emotionally and linguistically. (PS)
 Kiera’s emphasis on the importance of advocacy for multilingual education highlights the need for greater investment in HL support and the interconnections between cultural and symbolic capital. Contingent upon educators’ embodiment of cultural and symbolic capital is their professional knowledge of pedagogy, which enables them to be influential advocates for the accumulation of linguistic capital in the languages represented in their setting. Ultimately, through their advocacy and leadership, multilingualism becomes embedded in the curriculum, where linguistic capital is converted into symbolic capital for multilingual educators, families and their children, thereby facilitating sustained support for children’s HLs.
 The Absence of an Early Multilingual Education Curriculum
 Fundamental to the EYLFA v2 are notions of identity that connect children to family, community, culture and place. Below, Molly points to the EYLFA v2 in the absence of a national ECEC multilingual policy in guiding her understanding of the relationship between multilingualism and identity.
 I think the EYLFA … prompted me to do more for [multilingual] children … and I can see the progress that each child has made … . These children don’t really belong, and they’re not really becoming, and they’re not really being who they are … Without bilingual teachers, without the research, without my new knowledge … those children would still be feeling somewhat disconnected. (PS)
 While the ELYFA v2 does not explicitly focus on languages learning, there is some reference to the importance of children’s HLs, cultural practices and identities. However, the absence of specific curriculum guidelines for languages education in ECEC limits its utility in providing a clear pedagogical intent that supports and extends children’s languages learning. As EYLFA v2 is not a language curriculum, it can provide some justification for educators to deconstruct normative English-only pedagogies, making it possible to validate and support children’s HLs in a context without broader curriculum frameworks for early multilingual education in Australia.
 Conclusion
 In settings where multilingualism is validated, multilingual educators can effectively build and sustain relationships with children and families through their cultural and linguistic expertise, thereby affording opportunities for children to accumulate linguistic, cultural and social capital. This permits the activation of their multilingual linguistic habitus as evidenced in the two settings discussed in this chapter. For the parents in this study, the support provided to their children’s HL support was highly positive, which articulated the links between early multilingual education and identity. Highlighted is the role of educators in providing leadership and advocacy for the provision of HL and multilingual support. However, the findings reveal some ambiguity regarding intentional pedagogy that supports children’s HLs in ECEC due to gaps in policy, curriculum and pedagogy. This has broader implications for languages education in ECEC in Australia.
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 Abstract
 Human-induced climate change is an established scientific fact with devastating consequences for human society and all planetary systems, potentially driving a sixth mass extinction. Yet most people continue their daily lives, seemingly detached from the urgency of the crisis. Meanwhile, universities have become sites where students are burdened by debt, competition and market logics that, alongside heightened restrictions on free speech and organising, constrain possibilities for collective action. This chapter examines the “Festival of Action” at Western Sydney University as a case study of resistance against these market constraints and an experiment in cultivating everyday activism for climate justice in higher education. Emerging from a transdisciplinary curriculum innovation project underpinned by student–staff partnerships, the Festival was created as a mechanism to transform campus life into a space where solidarity, community and creative resistance can flourish. Through event-based pedagogy, ranging from curriculum-linked activities to art, storytelling, climate action stalls and reuse initiatives, the Festival creates entry points into activism, connecting university life with broader social and climate justice movements. We argue that such spaces are vital for enabling students and staff to think and act beyond the dominant modes of 21st century capitalist colonialism, if we are to confront the accelerating plunge into climate chaos.
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 The Industrial Revolution in Great Britain in the eighteenth century has had far-reaching consequences that are still with us today (More, 2002). Capital was deployed to fund industrial processes that burned coal and exploited human labour to operate machines. These processes have duplicated and multiplied globally, entangled with ongoing colonial expansion, resource extraction, and the violent oppression of Indigenous peoples and occupation of their lands. The accumulation of wealth in Europe and its settler colonies was built not only on fossil fuels and labour, but also on land theft, slavery, genocide, ecocide and the epistemicide of Indigenous knowledges (Stein & de Oliveira Andreotti, 2025). Capitalist, colonising forces continue to shape our present condition, in which complex capital investment markets evolve to seek profit from any source of human endeavour, including those reliant on fossil fuels and other vital resources (see, for example, Poulantzas, 2018).
 While there are opportunities for green, renewable and net zero innovation in this global picture of interrelated capital (see, for example, Cole & Baghi, 2024), the integration of business processes and labour, which are the overwhelming consequences of the Industrial Revolution and colonialism, negates the importance of environmental impacts on everyday (profit-driven) activity. As Stein and de Oliveira Andreotti (2025) argue, universities themselves are caught within this system, too often striving to restore “business as usual” rather than reckoning with their complicity in ecological and social harm and breakdown. Thus, students (and indeed staff), who are frequently aware and passionate about issues of social and climate justice, are forced to navigate between surviving financially in increasingly hostile and predatory working conditions and acting for a just, liveable future.
 One might reply that negotiations between environmental action and financial survival should not be so stark. Yet this predicament currently determines climate inaction and the inability to organise communally and to make progress on, for example, lowering the emissions of greenhouse gases (cf., Gillingham & Stock, 2018). Large and widespread emitters only act to lower emissions if there are financial incentives to do so (or sanctions if they do not), and thus we are left with a situation in which capital and its deployments for profit are interwoven into, for example, the very desires of students to do something about the current climate crises in their everyday lives (Capstick et al., 2014; Schwanen, Banister & Anable, 2012). Students may not always have access to, or be made aware of, the historical and corporate processes structuring the anthropogenic crisis. Yet they become entwined in these harmful processes through merely going to university (doing knowledge-labour), taking part in social media (infused with capital- and consumer-desire), and wanting to have a safe and prosperous future (which often entails reproducing the capitalist-colonial status quo). In sum, the objective of this chapter is to describe an escape from the complete entwinement of students (and staff) in the contemporary situation that links capitalism and colonialism with planetary destruction and the jeopardising of human and more-than-human futures.
 Case Study: The Festival of Action – Building Everyday Activism on Campus for Climate Justice
 
 Western Sydney University (WSU), situated on unceded Darug, Dharawal, Eora, and Wiradjuri lands in so-called Australia, is a multi-campus institution located in one of the continent’s most climate-impacted regions. Students and local communities face extreme heat events, worsening air quality, the depletion of the natural environment, socio-spatial and socio-economic inequalities, and rising living costs. Like many universities, WSU is simultaneously experiencing the globalised pressures of corporatisation, marketisation, digitalisation and the controlling of space for dissent and protest. It is against this backdrop that the Festival of Action was founded in 2022, as an attempt to maintain the university as a site of “everyday activism” (Chatterton & Pickerill, 2010) where students and staff can collectively address important social and environmental issues and other causes beyond their classrooms and curriculum.
 From Curriculum Reform to Activist Third Space
 The foundations for the Festival were laid in a university-wide curriculum development initiative called the 21C Project. Through student‒staff partnerships, the 21C Project’s aim was to develop new transdisciplinary curriculum offerings available to all students. The project centred on the “future of work” as a guiding framework for curriculum development. Some teams leaned into this framework, embracing a neoliberal, enterprise-based approach to curriculum design and jobs. Other teams did not.
 The Future Thinkers Challenge student–staff team, one of five Challenges within the project, refused to accept the “future of work” as an unquestioned orientation for their curriculum. Rather, they committed to embedding equity and justice at the heart of their transdisciplinary curriculum, insisting that capital and jobs are frequently at odds with the survival of humanity and the care of planetary systems. For the team, the “future of work” was not a solution but a symptom of the problem: a capitalist project driving further exploitation, extraction and worker inequalities. In its place, they imagined and worked towards futures grounded in care, community and collective liberation. From this vision emerged two new transdisciplinary minors: 1) Equitable Technologies and 2) Climate Justice, to support graduates with the critical tools, political awareness and skills needed to dismantle unjust systems and to build alternatives for the future.
 The project team, a coalition of academic staff and paid Student Curriculum Partners, quickly realised the limitations of new transdisciplinary curriculum development within a rigid university infrastructure that remains fixed to discipline fields. Furthermore, the project was limited to only being able to use existing subjects to comprise the minors, adding “curiosity pods” into those subjects as the only way to generate the new curriculum required by the project. Introducing climate and technology justice content into already overcrowded programs was too slow and was too disconnected from the lived experiences of social and climate injustices in the Western Sydney region. Therefore, a different approach was needed, one that would move beyond content delivery to transform campus culture, build solidarity, and connect students with real-world movements for climate justice. The Festival of Action was born as a ‘third space’ (Bhabha, 1994) for activism on campus: a place where students could experiment with activist identities, meet others who cared about the same issues, and learn how collective action could challenge systems of injustice. The third space is important to the ongoing revitalisation and maintenance of the Festival because it provides a purposeful venue outside of the structures of the formal educational space, yet qualitatively different from the home and leisure worlds of the students.
 
 Festival of Action 2022: Finding People, Causes, and Purpose
 The first Festival in 2022 was a gathering of people, stalls and causes to enable students to “find your people, find your cause, find your purpose” and showcased the transdisciplinary curriculum developed by the 21C Project, with a focus on the minors that specifically responded to the climate crisis. It was a post-COVID-19 lockdown attempt to reactivate in-person events on campus situated in an outdoor space for social distancing. It brought staff, students and external partners such as the Australian Youth Climate Coalition (AYCC) together. AYCC had a stall and a signup sheet for their western Sydney chapter, a key goal for them is to build their communities in the most climate impacted Australian region.
 The Festival used art, storytelling, research demonstrations and hands-on activities to make activism accessible and invited participants to think differently about climate. Participants painted “climate futures” alongside local artists, joined citizen science projects such as 1 Million Turtles to protect eastern long neck turtles and their habitats, explored sustainable living practices from cloth nappies to plant-based diets, played interactive climate policy games, and listened to stories from young people in western Sydney already living with climate impacts. Petitions were signed, letters to MPs were sent, new members joined the Australian Youth Climate Coalition (AYCC), the key partner that joined us at this event, and wide-ranging conversations flourished. However, take up for the transdisciplinary minors was almost non-existent. The Festival did not manage to get many students enrolled in its transdisciplinary minors, but it did get climate on many people’s agendas.
 Building Bridges Beyond Campus
 
 Later that year, the Festival team deepened their connection with broader youth-led climate justice movements through PowerShift 2022, AYCC’s national climate action summit in Brisbane. By advocating for and securing the university’s $30,000 sponsorship of the PowerShift conference, the team went on to gain additional funding support for AYCC’s NSW Training Weekend, which was located at WSU Parramatta City Campus the following year. The Festival team therefore secured material support and enabled student participation in youth-led climate justice.
 At AYCC’s events, participants engage in intensive training on grassroots organising, campaign strategy and justice-oriented leadership. The events also centred First Nations leadership and built solidarity across diverse communities, including people of colour, queer, gender-diverse, and disabled activists. The Festival team contributed to Powershift 2022 with a workshop from their Future Thinkers curriculum on “using social media for climate justice”. This involvement with AYCC extended the Festival’s impact beyond campus, bridging the gap between institutional sustainability rhetoric and tangible climate action.
 Festival of Action Evolves: 2023–2025
 The Festival of Action continued to evolve in 2023 as the “Climate Justice Now” one-day event. This event was successful, with organised talks, forums, panels, workshops, a plant-based lunch and stalls. Students, staff and community members came together on the university’s Parramatta City Campus. The event moved one step closer towards creating a coalition for climate justice, but the question was asked by the coalition members: what would hold that coalition together? We needed a hook to bring people in, and a mechanism for holding them together.
 Returning in 2025, the Festival ran as a clothes and resources swap, responding to both environmental and social justice issues, tackling fast fashion and textile waste while helping to ease cost-of-living pressures on students and staff. Campus space was used to exchange good-quality pre-loved clothing, books, and household items. Alongside the swap, skill-sharing activations on mending, weaving and upcycling helped build repair cultures and challenge throwaway consumerism. Conversations about the climate crisis, inequality and collective solutions unfolded over sewing needles and the plant-based lunch break. For many attendees, the swap made climate action feel tangible and doable: it offered an entry point into activism rooted in care, mutual aid, everyday change-making and community. Consequently, there appear to be many possibilities in using the swap-and-reuse initiatives as a mechanism for societal (re)building, which can well support a coalition for climate justice at Western Sydney University.
 Outcomes, Impact, and Ongoing Challenges
 Reuse and repair events can generate a measurable impact: hundreds of participants, thousands of items saved from landfill, petitions signed and campaigns strengthened. These outcomes feed into WSU’s Times Higher Education Impact Rankings submissions, where the university has ranked #1 in the world for sustainability for 4 consecutive years. Festival of Action’s contributions align with SDG 13 (Climate Action) and SDG 17 (Partnerships for the Goals), showcasing how civic engagement, sustainability and education can intersect. This is one way that the Festival of Action can sustain its organisation and gain institutional support, by remaining key to the university’s rankings.
 Still, sustaining the Festival is difficult. Funding is precarious and dependent upon senior leaders and available budgets. Student organisers cycle out as contracts end or they graduate. Academic staff lack a recognised workload for community-engaged activism. Furthermore, institutional risk-aversion or palatability reframes political action as “engagement” or “greenwashing”, potentially diluting its edge.
 Yet the Festival demonstrates that event-based pedagogy can create powerful entry points for university communities into activism, making climate justice feel urgent, accessible and joyful. Everyday activism, whether swapping clothes, sharing skills, or signing petitions, keeps momentum alive between everyday contexts and large-scale protests and campaigns. In addition, while the purpose and significance of rankings can be critiqued, the Festival shows that they can be leveraged to build institutional support for initiatives grounded in climate justice and social care.
 The Festival continues to insist that activism belongs in higher education, not at its margins, and that small, everyday acts of collective resistance are needed to spark the deeper transformations our institutions, communities and planet urgently need.
 
 Discussion and Conclusion
 The Festival of Action represents a bottom-up, immanent approach (Cole, 2013; 2014) to community building, curriculum making, and climate justice on campus. Top-down perspectives treat curriculum as products and students as clients, blending with the dominant capitalist-colonial ideologies, which underpin the “intersecting crises” (Ang, 2021) we face today. Contrastingly, the bottom-up approaches to curriculum development and higher education are more unpredictable and precarious, but more personally meaningful, making space to take climate justice seriously, not as abstract content but as lived practices. Through initiatives like the Festival of Action, knowledges and skills are shared and emerge in real time, assessed by their impacts, whether that’s addressing climate change or cultivating resilient community strategies for survival and care.
 There are several ways that the ongoing success and maintenance of the Festival can be theorised. The first goes back to the Industrial Revolution of the eighteenth century, and the systems, consequences and repercussions that it has spawned. First, Marx’s analysis of alienation and the metabolic rift that ensued highlights how industrial and capitalist labour alienated workers from their labour and from nature (Saito, 2017). Today, digitalisation and social media continue and exacerbate this disconnection (Jordhus-Lier, Houeland & Ellingvåg, 2022). The Festival directly addresses such alienation by providing a “third space” (Bhabha, 1994) where students and staff can collectively identify and challenge capitalist exploitation and ecological harm.
 Another theoretical lens that offers possibilities for the Festival is through the social ecology of Murray Bookchin. Bookchin (1982; 2022) theorised that there is a correspondence between the rifts, problems, hierarchies and misunderstandings in human society, and the ways in which humans treat and live in and with nature. Bookchin was dismayed by the large-scale failures of twentieth-century communism, and looked to the ways in which industrialisation and power-based bureaucracies corrupted the higher goals of organising small-scale and ecologically sustainable society and living in harmony with nature (and each other). Rather, Bookchin (1991) theorised a mode of democracy wherein all social decisions are debated and interrogated by the community, and all members of a society have a say in its direction and operations. In contrast, in the contemporary situation, most people now live in a representative democracy, wherein they vote for the parties of political leaders, and after which they have no say in the decisions that are being made for them by the government. In sum, the Festival can take heed of Bookchin’s (1982; 1991; 2022) social ecology and look to define a new type of society through its “reimagining of university” (Stein & de Oliveira Andreotti, 2025) and community operations, that incorporates socially and ecologically harmonious modes of life into its functioning. In this way, the Festival can move outside of the present-day lines of unsustainable capitalist, colonial power and domination and refresh the aspirations of university communities.
 The Festival also embodies what Chatterton and Pickerill (2010) call “everyday activism”: small, significant practices, such as swapping clothes, repairing items or signing petitions, that resist capitalist and colonial norms while prefiguring just and sustainable futures. These practices sustain momentum between large-scale protests and systemic campaigns. The project further aligns with socio-technically just pedagogies (Swist et al., 2024), which advocate for relational, equitable curriculum-making in student‒staff coalitions that are responsive to systemic injustices. By weaving together everyday activism, socially just pedagogies and structural critique, the Festival demonstrates how higher education can serve as a site for cultivating activist coalitions, connecting everyday acts with systemic transformation, and enacting pedagogies of justice and survival.
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 Abstract
 The relationship between doctoral candidates and supervisors remains central to successful research training, yet traditional master‒apprentice models face growing pressures from institutional demands, workload intensification, and increasingly complex research agendas. This chapter explores the shift towards collaboration and extended supervisory models that democratise doctoral education by emphasising interdisciplinarity, inclusivity and socially engaged research. We argue that shared supervision across faculties, institutions and nations offers opportunities to diversify epistemologies, embed decolonial and participatory methodologies, and enhance equity of access. The within/between/extended model is proposed to formalise these practices by integrating intra- and inter-institutional collaboration with cross-border supervision, thereby expanding candidates’ access to expertise, resources and global perspectives. Existing models such as residencies, Dual Awards and online supervision are rarely used in doctoral education; however, they offer the structural underpinnings for the Within/Between/Extended (WBE) model. Ultimately, democratised doctoral education fosters methodological pluralism, shared learning and global partnerships, preparing doctoral graduates for impactful roles within and beyond academia.
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 The relationship between doctoral student and supervisor is at the core of the successful doctorate. It is well acknowledged that this relationship can foster timely completion, well-being and set the tone for the doctoral graduate’s overall research experience and future academic career (Dominguez-Whitehead & Maringe, 2020; Fossland, 2023). Traditionally, supervision in education and other disciplines has followed a “master–apprentice” model (Yeatman, 1995), characterised by close one-to-one relationships and personalised mentorship. In recent decades, however, escalating academic workloads, stricter completion timelines and institutional pressures for higher throughput have challenged this model’s sustainability (Robertson, 2017). At the same time, increasingly complex research problems demand broader expertise, prompting the development of alternative supervisory approaches designed to balance efficiency with quality support. A key response from academic institutions around the globe has been the adoption of collaborative supervisory models (McKenna & van Schalkwyk, 2023), which move beyond one-to-one or co-supervision to promote shared learning and collective support. These new models of doctoral supervision emphasise interdisciplinarity, employability, collaborative research, societal impact, and practice-based learning, and aim to prepare candidates for roles in the public, private and non-profit sectors, expanding beyond academia. In this chapter, we argue that taking an expanded practice of shared supervision models can offer significant opportunities to democratise doctoral education as a whole. In particular, it provides an opportunity for democratising doctoral education by encouraging greater diversity, equity, and inclusion not only in relation to access to doctoral education but also in terms of interknowledges, interculturality and interepistemic methodologies.
 Democratising Knowledge Production and Embracing Methodological Pluralism
 Democratising knowledge production in higher education implies challenging the linguistic and cultural hegemony in academia and promoting multilingual and culturally inclusive research. This embraces the idea of preparing researchers to be agents of change who value research in multiple languages and non-Western epistemologies. In this context, an agent of change is not just a knowledge producer, but someone who works hard to break down elitist barriers in academia and promote socially relevant, transformative knowledge (Law, 2004).
 At the same time, democratising research involves non-academic stakeholders, communities, practitioners and society in the co-production of knowledge, in which research is done with people, not on them. It also pushes curriculum development in higher education institutions to embed critical theories and decolonial thinking, and to include community engagement, reflexivity and social justice as core components (Davies, 2002; Wells, 2008).
 This view of research also challenges the traditional research-subject hierarchy and advocates for collaborative knowledge production with marginalised communities. It also questions the ethical and cultural rationales, encouraging researchers to adopt participatory, dialogic and socially just methodologies. A more democratic perspective of research sees the social reality as non-fixed but constructed through networks of relationships which are dynamic, stabilised or disrupted (Green et al., 2023).
 Babri (2024), for example, explores how researcher positionality could serve as a democratising force in qualitative research. She argues that embracing reflexive positionality allows researchers to challenge traditional hierarchies and binaries in academic knowledge production. Her openness to diverse empirical voices includes those often marginalised in mainstream research and encourages researchers to embrace complexity and ambiguity in research, offering a framework for decolonising and democratising research practices by valuing multiplicity and resisting reductionism.
 Democratising research also involves advocating for methodological pluralism as a way to challenge dominant paradigms, including marginalised voices, to support critical approaches that question power structures and then allow researchers and practitioners to engage in reflexive and culturally responsive inquiry (Taylor et al., 2012). This approach not only enhances the richness and validity of research findings but also democratises the research process by legitimising multiple ways of knowing. It also allows researchers to capture the complexity of socio-educational contexts, as no single method can do so, and to value the use of diverse epistemologies.
 Methodological pluralism is of importance in higher education research as it is not just about employing multiple research methods but also recognising the researchers’ limits of their own disciplines (Rosales & López, 2021). It is essential for interdisciplinary research and particularly relevant when complex socio-educational phenomena require insights from different disciplines that can collaborate across boundaries.
 Democratising doctoral supervision implies challenging traditional, hierarchical models of supervision and promoting collaborative, dialogic relationships between supervisors and advisees. It requires, on the one hand, redefining expertise to include relational competencies and, on the other, supporting supervisory quality recognising candidates’ diversity, backgrounds, languages and epistemologies. Supervisors and advisees are part of a loop of co-learning and co-construction of knowledge. Democratising supervision also means empowering students to take ownership of their research in supervisory frameworks that are context-sensitive, allowing for diverse expressions of mentorship.
 From a traditional perspective, Haley et al. (2023) analyse supervisors’ competencies from doctoral students’ perspectives identifying 5 core competencies: (1) domain knowledge defined as expertise in the subject area, (2) research methodology understood as the ability to guide rigorous research, (3) pedagogical component which emphasises teaching and mentoring skills, (4) relationships that aim at the emotional intelligence and interpersonal skills, and (5) functional aspects which target administrative and organisational abilities.
 Based on the transformative changes in doctoral education, Guarimata‑Salinas, Carvajal and Jiménez (2024) identify that it is undergoing a process of “resignification” that calls for a shift in the functions of a doctoral supervisor who should be more flexible and context-sensitive to value the richness and complexity of linguistic and cultural diversity, foster inclusivity and promote effective communication within the global academic community.
 The Complex Knowledge Generation Landscape of Doctoral Programmes
 Doctoral education not only aims to generate original knowledge but also to contribute to the specialisation of professionals who can contribute to innovation and society development (Shin et al., 2018). Doctoral education has undergone multidimensional and significant transformations over the last three decades, emphasising interdisciplinary research, societal engagement, transferable skills and professional development components. There is, however, an urgent need to shift doctoral education from elite academic preparation to broader societal relevance.
 Adapting to more complex scenarios implies addressing global challenges that require multidisciplinary, interdisciplinary and pluridisciplinary approaches. It also means engaging with the economic and political sectors and civil society and navigating the global trend of standardisation in local contexts that will always exhibit significant diversity and social specificities (Cardoso et al., 2022). This showcases that there is a growing need for preparing doctoral graduates for careers beyond the academic world, who can develop complex problem-solving and innovation capacities (Sarrico, 2022).
 A very important part of democratising research is identifying that knowledge generation in low-income countries is often not the same as in high-income countries. There are contextual constraints that affect collaboration, funding, internationalisation, research productivity and career paths (Taylor & Wisker, 2023). In high-income countries, doctoral education is often embedded in universities with strong institutional support, research training, quality assurance mechanisms, internationalisation, interdisciplinary research and collaboration with society. In contrast, in low-income countries, doctoral education is less responsive to diverse career paths, innovation strategies, society demands, international collaboration and research productivity (Cardoso et al., 2022). This is partly due to the lack of adequate funding, infrastructure, and supervisory capacity, often falling into the reliance on northern-southern hemisphere partnerships, which may be unequal in terms of agenda and resource sharing.
 The Within/Between/Extended Cohort Model of Support
 Doctoral education has evolved significantly over the past two decades, shifting from a traditional master‒apprentice model to a more multidimensional approach. Doctoral candidates are now more diverse and come from a wider range of backgrounds. Forming doctoral candidates involves a complex interplay of educational transformation, supervisory competence and mentoring relationships. McKenna and van Schalkwyk’s (2023) review of doctoral supervision models described in the literature between 2000 and 2021 highlights a global trend towards group supervision, which moves beyond one-to-one or co-supervision to promote shared learning and collective support. The literature identifies three common formats: peer cohort supervision, where one supervisor oversees a group of students who support each other (Bagaka’s et al., 2015; Browne-Ferrigno & Maughan, 2016; Hutchings, 2017); cohort-based advisory teams, where a supervisory panel collectively guides each student (Bitzer & Albertyn, 2011; Dominguez-Whitehead & Maringe, 2020; Van der Laan et al., 2021); and matrix supervision, in which a cohort of students is paired with supervisors offering complementary expertise (Bagaka’s et al., 2015; Choy et al., 2015; De Lange et al., 2011; Dominguez-Whitehead & Maringe, 2020). While each has limitations, together they reflect a systemic shift towards collaboration as a defining feature of doctoral education.
 This shift has reinforced the importance of ongoing supervisor development. Effective supervision requires continuous learning, and even experienced supervisors seek guidance from peers and training programs (Houston, 2024). Programs may address specific needs, such as supporting Indigenous candidates (Guerin, 2024), or focus on broader supervisory practices (Chen & Shen, 2024; Kiley, 2011).
 Parallel to these formal measures, Communities of Practice (CoPs) have emerged as important forums for supervisors to exchange experience and develop new practices. CoPs draw from the strengths of their members, encouraging interaction to engage in collaborative learning and have been widely applied to shared supervision models around the world (Shacham & Od-Cohen, 2009). CoPs can support supervisors at all career stages, and can also include professional staff or doctoral candidates (Choy et al., 2015). By fostering collegiality and shared learning, CoPs complement formal training and strengthen supervisory capacity (Wilde et al., 2022). The integration of collaborative supervisory models, structured professional development and CoPs signals a profound reorientation of doctoral supervision towards more collective practices.
 These shared supervision models have generally been practised within university faculties, that is, academics linked to a faculty supervising their own faculty candidates. There are occasions in which other faculty supervisors (within the same institution) may be part of the candidate’s supervisory panel (between faculty supervision), however, the general rule is that the supervision is a within faculty practice. This default position has many advantages, however, it has an intrinsic disadvantage of limiting supervision to faculty available expertise, resources and supervisor-centric characteristics, such as cultural background, languages spoken, and preferred ontological and epistemic predispositions. Growing numbers of enrolments in doctorates can also cause significant pressure on faculties and reduce the availability of supervisors. Although there are excellent practices in academic institutions to maximise access for doctoral candidates (Cardoso, 2024), organisational structures can both promote excellence in access and/or inadvertently contribute to fewer opportunities being available (Hallet et al., 2025).
 We propose a recognition and formalisation of these supervisory arrangements, including the adoption of shared supervision models within and between faculties in academic institutions and further suggest that the shared model of doctorate supervision provides an inherent opportunity to democratise doctoral education in the manner we described earlier.
 The model we wish to formalise is one that recognises the advantages of the within shared supervision model, but adds between faculty participation, and extended participation by the recognition of cross-institutional (for example, different universities), both national and international panel members to the supervision of the doctoral candidates. A WBE model (see Figure 1 below) of shared supervision is inherently democratic by encouraging the sharing of resources and dialogue across faculties and institutions; it creates diversity in supervisory panel members; it provides opportunities for panel members to supervise diverse types of students, it engages academics across disciplines in conversation, and provides candidates access to knowledges that are “locked in” within faculties or institutions.
 Extended Models of Doctoral Education
 Extended models of doctoral supervision designed to encourage national and international collaboration, open access to academic resources, peer support, professional development and incorporate access to supervisors from multiple institutions exist in some shape or form, but are not the norm in doctoral supervision. Residencies, for example, are set for limited periods of time in which doctoral candidates attend a host university for intensive study, supervision, and training. Dual (or Joint/awards) offers the doctoral candidate an opportunity to enrol in two (national or international) universities simultaneously. Supervisory arrangements are shared between the universities, and a single jointly conferred degree is obtained by the candidate. Open Distance Learning (ODL) involves, in some instances, entirely online doctoral degrees delivered via video conferencing, collaborative writing tools and research management apps.
 Formal research on the outcomes of these supervisory arrangements is scarce. There are some intrinsic advantages and disadvantages to each. Residencies and Dual Awards can pose a significant financial burden on the doctoral student if not offset by a scholarship, while ODL has the risks of isolating candidates (Netshitangani et al., 2021; Sverdlik et al., 2018). However, some evidence exists of the benefits they may impart. For example, extended cross-institutional supervision may be of particular benefit to minorities, including Indigenous peoples, who may wish to be supervised by external members but are themselves in remote areas, attend developing institutions, or may not have access to an Indigenous or minority supervisor at their institution but nevertheless wish to remain there. Grant and Pearson (2007) describe an Aotearoa, New Zealand initiative aimed to assist Māori and Indigenous doctoral candidates to have access to a wide network of supervisors across several universities in that country. Although based at the University of Auckland, satellite groups are based around the country who collaborate in writing retreats and facilitate Māori and non- Māori academics from various institutions to contribute their expertise in the development of doctorate candidates. Similarly, Netshitangani and colleagues (2021) explored the experiences of doctoral students enrolled in ODL doctorates in South Africa. Although some students did report being less supported, this was not necessarily the norm. Several of the interviewed candidates reported satisfactory support. Highlighting the costs vs benefits for territories such as Africa, including greater access for isolated students, they encouraged the development of CoP (see above) and adoption of technologies as they arose to provide greater support to students in ODL programs.
 Residencies, Dual Awards and Online supervision practices indicate that the structural underpinnings to expand extended supervision models already exist in most institutions. Nevertheless, it is also likely that this expansion may be hampered by the same difficulties that plague traditional supervision arrangements. Chief among these from a supervisory perspective is recognition of supervisory time, and from the student perspective is receiving ongoing support (see Askew et al., 2016; Hwang et al., 2015; O’Meara & Jaeger, 2023; Sverdlik et al., 2018). In many ways, these difficulties are tied up to the allocation of workloads for academics who participate in extended supervision practices such as those proposed here. This recognition varies significantly between institutions and may not include adequate workload allocation for the academic who is outside the doctoral student’s home institution (Kenny & Fluck, 2022; Kumar & Wald, 2023). The International Association of Universities (IAU),[1] a member based organisation representing more than 600 higher education institutions from 130 countries, together with UNESCO, have recognised that international cross-collaboration by higher education institutions is key to meeting the Economic Sustainable Development Goals (ESD) for 2030 and beyond.[2] Organisations such as these may assist in the development of structures and policies to facilitate extended supervision models. For example, a first step may be for international cross-institutional memorandums which encourage extended supervision by including the acknowledgment of workload for academics and credit for doctoral students who participate in extended supervision arrangements in the institutions where they are based. They may also offer incentives for conducting research on the enablers, inhibitors, and outcomes for institutions and doctoral students of such programs.
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 Shared supervision models are becoming the norm in most academic institutions around the world that offer doctoral education programs. Known as Cohort Supervision or CoP, this shared supervision includes greater flexibility, access to diverse knowledges, and exposure to pluralistic ontologies, epistemologies and methodologies. The norm for the practice of shared supervision models, however, is for doctoral candidates to be supervised by academics from within or between faculties in the same institution. Variations to these arrangements are present in scattered form through programs such as dual award programs, residencies and instances of supervision made possible by online services. We refer to these models as extended supervision models. These extended supervisory arrangements are rare, can impose financial burdens which restrict their practices, may isolate students and may inadequately recompense the academics involved, thus hampering their wide adoption. We argue that shared supervision models, but in particular extended supervision models, are aligned with the democratisation of doctoral education. The democratisation of doctoral education has the immediate consequences of increasing the ability to enhance doctoral training quality; distributing the access of doctoral supervision to marginalised, isolated, capable students; encouraging innovation through multiple ontologies and pluralistic methodologies; and strengthening global research and collaboration. The institutional structures are already in place to make this a reality; all that is required is thinking beyond the within and between paradigms of supervision and embracing a global extended approach to doctoral education.
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 Abstract
 The science behind the importance of the first few years of a child’s life, the interrelated critical transition periods of pregnancy, childbirth and starting school, is well established. India, with the largest child population in the world, must get the foundations of early childhood care and education right to optimise health, education and employment outcomes of its population. In this chapter, we explore the challenges in delivering responsive early childhood services using two case studies. One is the Integrated Child Development Services (ICDS) system, the largest publicly run early childhood service system in the world; the other is community-based creches run in remote tribal regions of Odisha. We dissect how the intersections of culture, science and power play out in the delivery and acceptance of these two very distinct systems, a top-down versus bottom-up approach. There are key lessons to be learned for both government and community sectors from this analysis.
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 Global attention and acknowledgment of the importance of the early years of life have culminated in the inclusion of early childhood development in the UN Sustainable Development Goals (SDGs) (Britto et al., 2016). There is incontrovertible evidence that the first 1,000 days ‒ that is, from conception to the end of the child’s second year ‒ is the period of maximum developmental plasticity, and therefore the period with the greatest potential to affect health and well-being over the life course (Moore et al., 2017). Many governments, especially in high-income countries, have taken on joined-up initiatives for the first 2,000 days, due to the evidence behind early childhood education and development, and the Lancet update on the “next 2000 days” has clearly articulated why focusing on this period is equally important (Nores et al., 2024; The Lancet, 2024). Collectively, the various Lancet commissioned series on early childhood development (ECD) in 2007, 2011, and 2017, with the additional updates, have provided a solid body of scientific evidence to support the importance of the early years. The evidence is clear – in utero experience of a baby, followed by a child’s early life experience, predicts their chances of succeeding at school, of doing well in life and of having chronic diseases as an adult. However, despite this widespread acknowledgment, ECD programs vary enormously in coordination and quality ‒ especially in low-resource settings, with inadequate and inequitable access, especially for children younger than 3 years.
 A decade ago, using proxy measures of stunting and poverty, approximately 250 million children younger than five years in low-income and middle-income countries were deemed at risk of not reaching their developmental potential (Black et al., 2016). This actually represented progress; as the proportion of children at developmental risk had dropped from 51% in 2004 to 43% in 2010 (Lu et al., 2016). Narrowing it down to children aged 3 and years, a staggering 80.8 million in low-and-middle-income countries (LMIC) experienced low cognitive and/or socio-emotional development according to estimates from 2010, with the largest number of affected children in sub-Saharan Africa and South Asia. The Lancet series on ECD (2017) built on earlier work and promoted a life course perspective. Recommendations were that children’s early development required nurturing care – defined as health, nutrition, security and safety, responsive caregiving, and early learning – provided by parent and family interactions, and supported by an enabling environment (Black et al., 2016). A truly comprehensive ECD program needs to provide joined-up integrated child development services for the first 2,000 days of life. Unfortunately, in LMICs, only 62 million children aged three and four years (25%) currently receive adequate nurturing care during the second 1,000 days (between two and five years), leaving 182 million children exposed to risks that jeopardise their healthy development (Draper et al., 2024).
 Guidance From the Nurturing Care Framework
 
 Drawing on the quintessential relationship between maternal health, wellbeing and that of the child, especially in the first few years of life and building on state-of-the-art evidence about how early childhood development unfolds, the Nurturing Care Framework provides a welcome blueprint for action (World Health Organization et al., 2018). The Framework describes a whole-of- government and a whole-of-society approach to optimising early childhood outcomes, with guiding principles, strategic actions and ways of monitoring progress. The framework outlines five components of nurturing care, each of which is important to get right. These are: 1) Good health – of infant/child, mother, family and household; 2) Adequate nutrition – again of mother and child, promoting breastfeeding and adequate complementary feeding with dietary diversity; 3) Responsive caregiving; 4) Opportunities for early learning – tailored guidance packages for a range of settings promote caregiving practices that are responsive to young child needs and provide opportunities for early learning; 5) Security and safety – recognising the extreme vulnerability of young children, the serious risks of poverty, environmental threats and that infants and young children are most at risk of maltreatment. There are evidence-based policies and strategies suggested for each of these components ‒ see Table 1 (World Health Organization et al., 2018). Recognising that not all children and families need the same level and intensity of care, the framework identifies three levels of support: universal, targeted and indicated. The guiding principles of the framework are based on children’s rights, equity, family-centred care, and whole-of-government, whole-of-society. Most importantly, the five strategic actions that governments and nation-states need to sign up to include: investment and leadership; focus on families and communities; strengthen services; monitor progress; use data and innovate.
 Analysing the available evidence from across the health, education, child and social protection sectors, Britto et al. (2016) suggest that successful, smart and sustainable interventions to improve developmental outcomes need to be implemented as multi-sectoral intervention packages anchored in nurturing care, be applied at developmentally appropriate times during the life course, target multiple risks, be of high quality, and build on existing delivery platforms for feasibility of scale-up. Britto et al. (2016) make the case that early parent–child programs aimed at enhancing responsive parenting can reduce adverse childhood experiences – for example, poor nutrition, neglect, abuse and exposure to violence in the home – and can positively affect children’s cognitive and socio-emotional development and their physical health. Ensuring the Nurturing Care Framework works in majority world settings like South Asia, the existing platforms need to be acutely tuned in to the cultural and community norms of the subcontinent. They need to acknowledge both mother and child celebratory cultural practices as well as the threats and risks that target women and children in the subcontinent.
 ECD Status in India
 India is home to the largest child population in the world, with 115 million children in 2023 under the age of 5 years, as estimated by UNICEF (2025). Despite being – ostensibly – the fourth largest economy in the world, in certain childhood indices, India’s performance trails behind other comparable countries. Early childhood programs in India, perhaps necessarily, target nutritional and health outcomes rather than developmental outcomes ‒ thus the indices, collected or available, reflect that bias. While India has made gains in child survival, there are substantial variations between the states in the magnitude and rate of decline in mortality, and even higher variations between the districts of India. Overall, the under-five mortality rate per 1,000 births was 42.4 in 2017, with variations of six times between the states and 11 times between the 723 districts of India (Dandona et al., 2020). From the most recent round of the National Family Health Survey data, the highest under-five mortality rate per 1,000 was observed in states such as Uttar Pradesh (60), Chhattisgarh (50) and Odisha (41), whereas the best performing states were in the South – Tamil Nadu (22) and Kerala (five) (C. Kumar et al., 2022). As for nutrition status, there was a prevalence of 36% for stunting, 19% for wasting and 32% for underweight among children under 5 years in India between 2019 and 2021 (IIPS, 2021). While stunting and underweight have declined over the past three decades, wasting has changed negligibly, and as with other indices, there is wide-ranging disparity between regions. Findings from a study from an urban slum in South India found that, worryingly, developmental domains of cognition, language, motor and social skills showed a significant decline in scores between six and 36 months of age. Three domains were associated with developmental scores: nurturing home environment and socio-economic status, maternal education, maternal depression and iron status and linear growth (Koshy et al., 2021). There are a plethora of national programs and policies promoting ECD in India, principally the Integrated Child Development Services (ICDS) scheme, yet experts in the field believe it is unlikely that India will meet the countdown-to-2030 targets for ECD (Chattopadhyay & Aneja, 2021).
 In this chapter, we use two case studies to explore how ECD programs are delivered in practice in India in the 21st century: the large State-run Integrated Child Development Scheme and the community-based creches run in remote tribal regions of Odisha. We examine the intersections of culture, science and power in these two very different ECD systems. We posit that much more needs to be done to ensure children’s right to optimum early childhood health and development in the most populous country in the world, possibly starting with social legislation to promote the rights of very young children
 Table 15.1
 Laws, Policies and Interventions for Creating Enabling Environments
 	Component 	Laws and policies 	Examples of Services and Interventions 
  	Component 1: Good health 	Universal health coverage 		Family planning 
	Immunisation for mothers and children 
	Support caregivers’ mental health 
	Antenatal and childbirth care 
	Essential care for newborn babies, with extra care for small and sick babies 
	Kangaroo care for low birthweight babies 
	Support for timely care-seeking for sick children 
	Early detection of disabling conditions 
	Care for children with developmental difficulties 

  
 	Component 2: Adequate nutrition 	The International Code of Marketing of Breast-milk Substitutes and the accompanying guidance Baby-friendly Hospital Initiative (BFHI) 
 		Maternal nutrition 
	Support for early initiation, exclusive breastfeeding and continued breastfeeding after 6 months 
	Support for appropriate complementary feeding and for transition to a healthy family diet 
	Micronutrient supplementation for mother and child 
	Fortification of staple foods 
	Growth monitoring and promotion 
	Deworming 
	Support for appropriate child feeding during illness 
	Management of moderate severe malnutrition as well 
 as being overweight or obese 

  
 	Component 3: Responsive caregiving 	Paid parental leave Affordable childcare services
 Urban design
 		Skin-to-skin contact immediately after birth 
	Kangaroo care for low-birthweight babies 
	Responsive feeding 
	Interventions that encourage play and communication activities of caregiver with child 
	Interventions to promote caregiver sensitivity and responsiveness to children’s cues 
	Involving fathers, extended family 
	Social support from families and community groups 


 
 	Component 4: Opportunities for early learning 	Universal access to good-quality day care for children, as well as pre-primary and primary education 		Information/counselling about opportunities for early learning 
	Storytelling groups for caregivers and children 
	Book sharing 
	Mobile toy and book libraries 
	Good quality day care and pre-primary education 
	Using local language in children’s daily care 

  
 	Component 5: Security and safety 	Social protection and social services Minimum wage 
 		Birth registration 
	Provision of safe water and sanitation 
	Good hygiene practices – at home/work/ community 
	Prevention of indoor and outdoor air pollution 
	Clean environments free of hazardous chemicals 
	Safe family and play spaces in urban and rural areas 
	Prevention of violence by intimate partners 
 	Social care services 
	Cash or in-kind transfers and social insurance 

  
 	This is an adaptation of an original work 'Nurturing care for early childhood development: a framework for helping children survive and thrive to transform health and human potential. Geneva: World Health Organization (WHO); 2018. Licenced under CC BY-NC-SA 3.0 IGO. This adaptation was not created by WHO. WHO is not responsible for the content or accuracy of this adaptation. The original edition shall be the binding and authentic edition. 
  
 The State-Run Integrated Child Development Scheme[1]
 The Integrated Child Development Services Scheme in India was launched in 1975 and currently covers about 90 million children, 11 million pregnant and lactating women and 2 million adolescent girls. While this milestone is in itself worth celebrating, and the scheme is considered well-conceived, there remain many challenges and gaps with respect to the quality of services and their outcomes with respect to comprehensive child development (Prasad, 2025).
 History and Progress of ICDS in India
 Initially, the scheme was limited to a very small number of ICDS centres (popularly known as “Anganwadis” or courtyard centres) covering only 33 (4 rural, 18 urban, 11 tribal) blocks. This progressed to 3,654 blocks in 1995, and currently, there is near “universal coverage” through the existence of nearly 1.4 million Anganwadi Centres (AWCs) run by the Anganwadi Worker (AWW) and helper (AWH) (Kumar et al., 2022; Ministry of Women and Child Development, 2013). Though the ICDS was originally focused on early childhood education, subsequent policy and program shifts have created a stronger focus on nutrition within the various elements of early childhood care and development (ECCD) services. Under the National Food Security Act (NFSA), 2013, the provision of nutritious meals to all children became a universal entitlement, with norms for additional provisions for malnourished children. The ICDS “Mission Mode” was declared in 2012 with the laudable objective of making the Anganwadi a “vibrant ECD centre” at the village level (Ministry of Women and Child Development, 2013). While the policy states that the Anganwadi should move beyond the image of being a “feeding centre” and adopt a comprehensive approach to all elements of child development, in practice, however, four of five indicators of achievement are related to nutritional outcomes. Further integration with other policies has occurred, including the National Nutrition Mission (Poshan Abhiyan) in 2017 and Saksham Anganwadi and Poshan 2.0 in 2022. Parallel and less visible processes have been ongoing to promote early education, with the inclusion of ECCE within the National Education Policy (NEP) 2020 (MHRD, 2020), which identifies standalone Anganwadis as a site for ECCE activities. Where child protection is concerned, a formal integration has barely been attempted, with the bulk of services within the Integrated Child Protection Scheme (Ministry of Women and Child Development) being largely left to civil society groups (Prasad, 2025).
 ICDS Service Delivery
 The ICDS is a central scheme with norms that are largely fixed and uniform; however, flexibilities have been created to some extent to suit different contexts. Thus, population norms have been created that allow for one Anganwadi centre (AWC) for a population of 400 to 800; two AWCs for 800 to 1,600; three AWCs for 1,600 to 2,400 and thereafter in multiples of 800 ‒ one AWC. These have been reduced to one AWC per 300 to 800 for Tribal/ Riverine/Desert, Hilly and other difficult areas. The rules allow for an Anganwadi on Demand where a settlement has at least 40 children under 6 years with no AWC. However, this rarely translates into practice. The six basic services comprise supplementary nutrition, preschool non-formal education, nutrition & health education, immunisation, health check-up and referral services. The nutrition services further expand into critical activities of growth monitoring and anthropometry, the provision of take-home-rations for children under the age of three and pregnant and lactating women, the provision of hot cooked meals for children from 3 to 6 years who attend the centre for ECCE activities and special rations for children in severely malnourished categories. All 6 services are to be delivered by one AWW and one AWH per AWC. Though the AWC is expected to run for a few hours a day, practically speaking, it is full-time for the AWW and helpers with 21 core responsibilities and 11 registers to fill, with the addition of the online Poshan Tracker. Studies have confirmed that AWWs work about 6 to 9 hours a day, with 52% of their daily time directly serving children and paper register work taking up 14% of daily work time (Jain et al., 2020; Lall et al., 2024). Nonetheless, AWWs are considered honorary workers and paid an honorarium that is currently less than the minimum prescribed wage of an unskilled worker.
 How is the ICDS Functioning?
 Despite its longevity and reach, few robust evaluations of this scheme have been undertaken. The most comprehensive evaluation thus far, done by the NITI Aayog (2020), the former Planning Commission of the Government of India, highlights that uptake is highest for supplementary nutrition, lower for ECCE and lowest for health and nutrition education. The report documents a significant gap in utilisation between urban and rural areas, with 60% of children from rural areas and only 40% of children from urban areas receiving at least one of the ICDS services. From the point of equity, utilisation is higher among mothers from middle-income groups in rural areas, but this trend is reversed in urban areas, with Anganwadis serving lower-income groups more. The role of the ICDS and indeed the monitoring of its functioning has always been about facilitation of infant/young child feeding, given its supplementary nutrition as well as health and nutrition education agenda. However, the budget for the nutrition program is woefully inadequate to supply dietary diversity ‒ severely malnourished children are allocated 12 rupees per day, for example. There is also no attempt to connect to the community in rural areas for the utilisation of culturally acceptable local produce and the use of community-approved menus. Decisions on food and feeding remain highly centralised and top-down. Younger children are provided take-home rations, sometimes of unacceptable quality or kind (Marathe et al., 2015). The Indian government has chosen to invest in mandatory rice fortification for the containment of anaemia rather than in enhancing dietary diversity of the meals (Prasad, 2024). Most importantly, there are major problems with the data needed to track nutrition outcomes; especially through the Poshan Tracker, to identify, manage and track children with malnutrition, as well as take stock of trends at local levels (Prasad, 2021).
 Creches in Remote Tribal/Adivasi Areas of Odisha: A Community-Based Exercise in Early Childhood Care and Development
 The program is offered as an example of development-related work negotiating different and often competing cultural paradigms to be able to run a service that fulfils a mutually felt need. Tribal areas of Odisha are typically beset by geographical and social exclusion characterised by persistent poverty, illiteracy, malnutrition and ill health. Women work long hours in subsistence farming and as daily wage labourers, alongside their duties with respect to tending to animals, foraging for forest produce, household work and unpaid care work for the sick and elderly as well as their children. Given the intersection between the need for ECCD services, existing malnutrition and women’s labour, creche services for children under the age of three years have long been envisioned as a good and logical overall developmental intervention, though their existence on the ground leaves much to be desired. This is even more relevant considering that the ICDS program, as mentioned above, typically does not do justice to the critical age group of children under the age of 3 years, with the assumption that they would be well taken care of at home.
 History and Development of Creches in Remote Odisha
 While urban slum areas have had creches run by a handful of civil society organisations, rural creches had not been attempted, and communities in the Adivasi (First Nations) areas under consideration had never heard of them or seen them function. In this context, Public Health Resource Society (PHRS) ‒ a non-government organisation working in child health and nutrition  through participatory approaches ‒ was approached by a donor partner to attempt this experiment and agreed to do so with some degree of trepidation. The state of Odisha has stood out from the rest of India in its commitment to community-based work through its women-led Self Help Group programs. In some sense, that has also influenced the initiation of the experimental program described below. Many other states in India are likely to be less considerate of the community as a key stakeholder in development activities. Thus, the selection of Odisha was a considered one, keeping in mind the eventual goal of enabling the state to run such services at scale as a full-fledged public program.
 As part of the participatory process, the first step was to engage the community in a dialogue to see if they were at all open to the idea. Several village meetings were undertaken at each hamlet, often running into late evenings and nights, where villagers could speak of what they might gain or expect. Short films were shown on a laptop to provide a visual experience of what a creche comprised. It was made clear that the creche would be run by a committee of the village and the creche workers would be women from the village, selected by the village community, but with our participation as well, to ensure certain non-negotiable requirements. The creche workers would be paid, the children would receive a combination of services including early stimulation activities, decent quality food, and safety and protection, but the community would also hold some responsibilities, such as providing space and oversight.
 We were aware that we too had an agenda and influencing perspectives. We came from a modern, scientific, public health understanding of malnutrition with the primary intention of improving the nutritional status of participating children under the age of 3 years, albeit with a commitment to all the comprehensive elements of ECCD. The community did not understand malnutrition or ECCD in the way we did, but almost invariably, they agreed to and almost demanded that we go ahead with facilitating the opening of creches. Though it was not a problem they identified spontaneously, or a need they felt before a possible intervention was presented to them, they could immediately see the benefit to children as well as the family.
 Through the years, this relationship – often fraught with tensions and sometimes disagreements – matured to allow for changes in the culture of all who participated, even though PHRS was far more powerful. This was by no means enforced by the tribal community, which has been largely consigned to an acceptance of their circumstances, resulting in a lack of voice as has been well documented (Prasad, 2022). It arose more from a certain reflexivity and acknowledgment of power differentials as a result of training in social action and a public health approach that at least acknowledged politics.
 Demonstrating this negotiated existence within the principles of equity and participation, many flexibilities were set into the program, which, however, was still quite centrally determined and uniform by dint of its funding and implementation by non-community actors. The flexibilities pertained, for instance, to timings and to some extent menus, in distinct difference from the ICDS-run services. On occasion, the PHRS team had to argue against, defy or “disallow” a cultural practice since it was considered harmful. The most common arenas for cultural differences came up in infant and young child feeding, where scientific understanding of colostrum feeding, exclusive breastfeeding and initiation of complementary feeding were not part of the cultural practice of the community but were considered necessary behaviour-change to be discussed with the women from our point of view. Some other practices that are fortunately on their way out, such as branding babies with a hot iron to ward off evil, were actively resisted; they would have been considered illegal from a child protection lens as well. Sometimes, the community exerted a bias against a section of the village that belonged to a different tribe or caste, and that created challenges for the implementation of a program that considered itself secular and non-discriminatory. On occasion, we had to move away from a community that persisted with such discrimination. Thus, the process has been one of negotiation and dialogue and sometimes walking on eggshells. What is undeniable, however, is the mutual benefit and interest in this program and the beauty of participating in such a complex exercise. Much has been questioned and learned along the way, reinforcing our overall sense of the integrity of a process that allows for dialogue, creates safe and open spaces, is respectful and compassionate at its core and takes existing knowledge as a starting point – sometimes to be contested and often to be accepted, but always of significance.
 The key substantive differences between the two programs described briefly above are summarised in Table 2. However, what is most important to highlight is that it is the vision and process that creates the difference, not the elements per se. Here, the perspective of the facilitatory institution and the communication during capacity building and supportive supervision are paramount in maintaining respect for community ownership and participation as opposed to merely running a protocolised and mechanical program.
 Table 15.2
 
 Negotiating Intersections and Fault Lines: Culture, Science and Power 
 	Delivery
 Systems 	ICDS 	Adivasi Creche 
  	Culture 	Community considered passive ‘beneficiaries’ rather than rights-holders with power over the service.
 Poorly adapted ECD practices, especially for children <3 years, though the state of Odisha has made efforts to create culturally adapted play and other early stimulation material in local dialects for children aged three-six years. According to the ICDS Mission, states would be 'provided necessary flexibility to take care of local needs and socio -cultural variations'. No other explicit consideration of culture exists in policy documents.
 No attempt to connect to village community, use culturally acceptable local produce or local menus for the mid-day meal scheme. 
 	Community strongly engaged, and key stakeholders. ECD practices specific to the community were found to be sparse in the creche villages. Thus effort had to be made to resurrect them. In their stead, an effort was made to co-create action songs and play material with the women’s groups and creche workers from the community. The program started afresh to create material with the help of the community.
 Organising ECCD resonated with the needs of working tribal women for decent childcare services. Also allows older siblings to be released from childcare duties to attend to their education and recreation.
 A creche committee was set up around each creche comprising mothers and frontline health and ECCD workers to take decisions regarding the daily functioning of the creche and monitor accounts. This was also used as a vehicle to start Participatory Learning and Action meetings with the village community around the various elements of ECCD. 
 
 	Science 	Evidence-based, scientific outlook and program protocols. Main focus including data collection/ monitoring- on components 1 and 2 of the Nurturing Care Framework. 
 Disproportionate focus on nutrition, to the detriment of developmental promotion. 
 	Evidence-based scientific protocols with adaptation to local practices and aspirations as far as possible. Traditional cultural practices that are potentially harmful to children had to be discouraged via dialogue and negotiation.
 All five components of the Nurturing Care Framework considered in service delivery, some more successful than others.
 Attempts made to engage the community in understanding the science of ECD. Special focus on children with special needs and disability. Red flagging of children with specific health concerns. 
 
 	Power 	Represents the top-down, all-powerful, hierarchical ‘State’ and thus contributes to the power differentials that historically exist, while at the same time delivering a necessary service that the community depends upon, as a welfare exercise. ICDS Mission states as one of its goals, to promote a rights-based approach with women’s empowerment as the 'mover of social change.' 
 In practice, the ICDS workforce- AWWs and helpers are poorly renumerated and acknowledged.
 	Ongoing legacy of historical discrimination, inequity and injustice. Dominant paradigm of development; neoliberalism and role of the state to facilitate industrial development, such as mining activities that displace and or disrupt natural resources.
 In this program, Adivasi women hold some degree of power as creche workers and creche committee members.
 Rights are considered an important framework; in terms of human rights and the right to participate or refuse to participate, but also specifically child rights. 
 
 	Note. Table created by Shanti Raman and Vandana Prasad. Licensed under CC BY 4.0. 
  
 Discussion and Conclusions
 We have described two distinct ECCD programs run in India. As Table 2 shows, there are strengths and weaknesses in both delivery systems. Comparing the two approaches, one is a top-down, centralised, overly bureaucratised service system that is nevertheless enduring; the other is a precarious, bottom-up community-led service, not state-supported, thus vulnerable. Despite ICDS being the largest universalised state-run ECCD program in the world with an enviable record of sustainability, the fault lines are clear. When reviewed against the components of the Nurturing Care Framework, there are obvious gaps. The key strategic actions needed by nation-states are investment and leadership, focus on families and communities, strengthening services, monitoring progress, using data, and innovating (World Health Organization et al., 2018) – one could argue that all sections need more action. Thus, for the ICDS program to succeed in delivering equitable and accelerated outcomes for all children, it requires significant reinvestment and revisioning. The main structural and systemic issues remain its highly centralised management that fails to allow community participation and ownership, and the failure to institutionalise it as a system as stable as schools and healthcare services. Services related to early stimulation, child development, health and supportive care need to be re-established and strengthened beyond the current narrow focus on nutrition. The Adivasi creches, by virtue of being rooted in community, culture and entirely women-run, are fragile, possibly because of these characteristics themselves. Given the massive challenges facing India’s child population in terms of health, nutrition and optimal development, perhaps the only safeguard would be if all ECCD programs are elevated through a law that upheld ECCD services as a universal right, but with greater attention to decentralised, contextually appropriate governance alongside adequate tax-based funding.
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 Abstract
 Racism occurs regularly in schools, manifesting in discriminatory practices, unequal access to resources, peer-to-peer racism, and biased treatment of students based on their race or ethnicity. Conversely, schools can also be spaces where anti-racism initiatives can be effective at addressing racial discrimination in children and young people’s formative years. This chapter presents a model for Deep Harmony, an arts-based anti-racism education program in Australian schools. It begins with an exploration of the unique position of schools as a site for challenging racism, as well as a discussion of anti-racism education. The key features of Deep Harmony will be discussed, examining its origins, then presenting the model with a discussion of its theoretical underpinnings. The chapter concludes by affirming the importance of robust theoretical models for anti-oppression work, relating the epistemological rationale for Deep Harmony to Southern knowledges.
 Keywords
 anti-racism education, arts education, racism, dance education, drama education.
 
 The Need for Anti-Racism Education
 As long as there has been racial discrimination, there have been efforts to eliminate, dismantle and eradicate racial oppression. Numerous approaches – including activism, public awareness campaigns, and educational interventions – play a role in the journey towards racial justice. Schools are a site for both racism and pro-social learning that can address racism. We know that racism occurs regularly in schools, manifesting in discriminatory practices, unequal access to resources, peer-to-peer racism and biased treatment of students based on their race or ethnicity. Conversely, schools can also be spaces where anti-racism initiatives can be effective at addressing racial discrimination in children and young people’s formative years. This chapter presents a model for Deep Harmony, an arts-based anti-racism education program in Australian schools. It begins with an exploration of the unique position of schools as sites for challenging racism, as well as a discussion of anti-racism education. The key features of Deep Harmony will be discussed, examining its origins, then presenting the model with a discussion of its theoretical underpinnings. The chapter concludes by affirming the importance of robust theoretical models for anti-oppression work, relating the epistemological rationale for Deep Harmony to Southern knowledges.
 In Australia, racism is present in schools, overtly or subtly present in the actions and attitudes of students, teachers, support staff, parents and community members. As students spend so many of their waking hours at school, it is the predominant location for interpersonal racism to occur among children and young people, with most perpetrators being other students (Centre for Multicultural Youth, 2014). Approximately 1 in 5 students experience racism every day, most commonly in the form of verbal abuse, teasing or exclusion (All Together Now, 2023). The impact is greater for Aboriginal and Torres Strait Islander students, as well as African‒Australian students, with studies reporting that up to 90% of children from these groups have experienced racism in educational settings (All Together Now, 2023; Griffith University, 2022). In studies conducted in the Australian states of Victoria and NSW, 12% of students also reported racism from teachers, and nearly 60% of students had witnessed racism among classmates (Global Citizen, 2021; Victoria State Government, 2024).
 An Australian Human Rights Commission (2024) report recommended that racism and anti-racism are addressed in schools “to ensure victims do not leave education facing lifelong disadvantage, and perpetrators do not enter adulthood believing racist behaviours are acceptable and do not attract accountability” (p. 5). We know that education can be a powerful force to counter racist behaviours and expressions (Arneback & Jämte, 2022). Education interventions that embrace anti-racism as an active process are more effective than other more passive approaches, such as diversity programs, which tend to speak to generic diversity issues using neutral language. Less effective methods of eliminating racism include celebration activities that celebrate visible cultural differences without engaging in truth-telling, or examinations of historical power imbalances or engaging in activities that activate deep understandings of racism. Hage (2016) outlines 6 typologies of anti-racism education which work to 1) reduce incidents of racism, 2) foster a non-racist culture, 3) support targets of racism, 4) empower racialised groups, 5) transform race relations, and 6) foster an anti-racist culture. Hage (2016) acknowledges the overlap of typologies, so rather than seeing these as distinct goals of anti-racism education, approaches can be strongest when each of these can serve to strengthen the others. Regardless of the approach, the underpinning principle of anti-racist education is that it inspires an active approach from all participants. As the quote attributed to Angela Davis states, “In a racist society, it is not enough to be non-racist, we must be anti-racist” (in Rutherford, 2020).
 Arts-based pedagogies can be powerful and effective mediums for addressing racism. The arts are often praised for their ability to foster empathy and promote critical reflection in educational settings. As the arts are inherently tied to culture, through understanding art, we can increase racial literacy and intercultural understanding. Numerous anti-racism programs have experienced success using arts engagement or arts-based pedagogies. The medical education program, Can We Talk About Race? (CWTAR) used artworks as catalysts for dialogue, with 48% of participants reporting increased comfort discussing race, and 44% said they began viewing people from alternative perspectives (Godley, Dayal, Manekin, & Estroff, 2020). In an Australian schooling context, one program involved Year 9 students engaging in role-play, rap, poster-making and other arts activities inspired by anti-racist principles. The evaluation demonstrated the arts’ capacity to deepen both understanding and involvement in anti-racism education (Keast, Sonn, Jayawardana, & Paredes Castro, 2025). Initiatives such as these build a case for the arts to be used in education to create a reflective and emotionally engaging learning environment, enabling meaningful anti-racism experiences through embodied, creative, and empathetic modes of learning.
 Deep Harmony
 In 2021, the Australia Council for the Arts (now Creative Australia) funded a pilot of an anti-racism program for schools that used dance and drama as the primary vehicles for learning. The program combines storytelling and guided practical modules to approach challenging discussions about racism. A large component of the program is devoted to strategies that combat racism in everyday life. However, structural, institutional and internalised racism are also addressed, as is the historical context of racism in Australia. Deep Harmony is a 5-week program and can be adapted for students in Years 3 to 11. Over the 5-week intervention, students learn about the following:
 	First Nations histories
 	Politics and policies of the past and present, including assimilation and integration
 	Migrant and refugee experiences
 	Media influence and leadership in Australia
 	Power and privilege
 	Bystander action
 	Culture, heritage and communication through the arts.
 
 Two teaching artists facilitate the 5-week program. Each session is 90 minutes, comprising approximately 60 minutes of drama-based activities around the aforementioned topics. All sessions begin with a drama-based warm-up to prepare students to work in collective and embodied ways. Drama is used as a pedagogy, and these topics are explored through carefully structured role-plays in which students enact responses to racism (but not the racism itself). Other key activities also include freeze frames (also called tableaux or still images), forum theatre, which transforms passive audience members into active participants, process drama in which both students and the teachers work in and out of role, as well as moments of performance. This chapter does not engage in a discussion of specific activities, but they have been documented through the research process and an activity guide has been created for teachers to support those who would like to integrate the activities into their own repertoire.
 One of the main features of Deep Harmony is engagement in a cultural artform. Facilitators are required to be people from racialised backgrounds who are experienced anti-racism educators, as well as being artists with expertise in a cultural artform. In the last 30 minutes of each session, a facilitator guides the students in their cultural art form. For example, Deep Harmony facilitators have engaged students in Bollywood dancing, Indonesian dance, spoken word poetry, rap and street dancing. Using their cultural expertise, the facilitator explains the history of their artform, which sometimes contains references to colonisation, colonial resistance, preservation of cultures and histories, with adjacent stories that often intersect with gender, class and identity issues. Through cultural engagement, students learn how to respectfully engage in a cultural experience, how to listen deeply, how to avoid cultural appropriation, and ways to respect cultural protocols. Students learn the artform in embodied and practical ways, at times being enabled to create their own choreography, poetry or rap battles. Deep Harmony culminates in an assembly or presentation event for an audience of either their peers or parents and families. This assembly ritually allows students to conclude the program and farewell facilitators, with an understanding that anti-racism learning continues throughout their lives. At this assembly, students summarise what they learned, demonstrate some of the key activities, perform their dance, poetry or rap battles, and present a collaborative artwork to the school that contains their commitments to anti-racist actions.
 The nomenclature of the program stems from its positionality in response to the challenges of anti-racism education in Australia. The program name, Deep Harmony, is a by-product of the Australian annual event, Harmony Week (once called Harmony Day), which takes place in March each year with celebrations of Australia’s cultural diversity. This event is held in mid-March because it centres around 21 March, which is the International Day for the Elimination of Racial Discrimination. This UN-sanctioned day marks a dark event in 1960 when police shot at and killed 69 people at a peaceful anti-apartheid demonstration in Sharpeville, South Africa. The United Nations General Assembly declared that this would become a day to challenge the international community to do better at eliminating racism. All Together Now (2014) details the history and political agendas that led to the creation of Harmony Week in Australia. In summary, Australia’s Howard Government made the choice to focus on “harmony”, rather than challenge the root causes of discrimination and prejudice. The Australian Human Rights Commission (2025) proposes that Harmony Day hides structural and systemic racism, implying that Australia has achieved a post-race utopia in which racism doesn’t need to be discussed (Jacobs & Dwyer, 2024). Harmony Week is typically characterised by fashion parades, cultural performances and the sharing of food, which offers a comfortable and safe version of multiculturalism, described by Watkins and Noble (2019) as “lazy multiculturalism” (p. 295). However, while challenged by this tension, many Australian schools remain committed to celebrations during Harmony Week as they provide opportunities for performance from minority groups who often have limited opportunities to celebrate their cultural expertise, as well as learning outside of the formal classroom. Deep Harmony was designed as a program that could be engaged in the lead up to Harmony Week, so that a true day of celebration could reward the school community for having engaged in challenging work that confronts the root causes of racism. Deep Harmony is now completed throughout the year, mostly programmed in Terms 1 and 4, outside of peak assessment periods. The pilot phase has concluded, with 14 primary and high schools having completed a version of the program, engaging over 900 students. Each term of Deep Harmony is accompanied by a teacher professional learning session for all staff at the participating school. Over 300 teachers have completed the professional learning session, and approximately 80 teachers have been directly involved in sessions as supervising teachers and co-facilitators.
 The Deep Harmony Model of Arts-Based Anti-Racism Education
 
 Evaluation of the pilot revealed several factors contributing to success, including facilitators’ pedagogical expertise, engaging activities, and a robust theoretical model guiding planning and pedagogical refinement.
 Figure 12.1
 Deep Harmony Model
 [image: Figure of the Deep Harmony model]                         Note. Figure created by Rachael Jacobs. Licensed under CC BY 4.0. The model integrates three main intersecting theories, realised through arts practice in anti-racism education. The concept of brave spaces has been conceptualised by many, but Deep Harmony draws on the conceptualisation of Arao and Clemens (2013), who were writing in the field of social justice education. Establishing ground rules and ways of accessible engagement is foundational in socially just learning spaces. Arao and Clemens (2013) explain that it is common to describe environments as safe spaces to reassure participants who are anxious to speak on controversial or sensitive matters. However, they question this approach as they argue that there has been a conflation of safety with comfort, which may have arisen from society’s “defensive tendency to discount, deflect or retreat from challenge” (p. 135). They further problematise the propensity to risk from social justice dialogues, as it is simply impossible. Falcon et al. (2014) add:
 It is impossible to make a space safe when you are talking about colonialism, racism, patriarchy, and injustice, as well as the complicated and intertwined nature of our lives and the blurry lines of oppressor and oppressed. In addition, you do not grow politically and intellectually from being safe ‒ you grow from discomfort, dissent, and being challenged. (p. 275)
 Arao and Clemens (2013) propose shifting language away from safety to emphasise bravery to help participants better engage in challenging dialogue. Eizadirad and Campbell (2021) add that within brave spaces, storytelling is enacted as critical pedagogy to share pain, suffering, and trauma to disrupt the norm with intentionality, encouraging truth-telling from multiple perspectives. Campbell and Eizadirad (2023) go on to describe some of the challenges inherent in brave spaces. They involve navigating tensions, drama and some unexpected teachable moments that can come about in a diverse classroom with differences in opinions and lived experiences (Freire, 1970). Deep Harmony most certainly leans into some of this risk, particularly as the activities encourage students to work through the nuances of racism in embodied ways using drama pedagogy. The program does not propose to upset participants or re-traumatise people from racialised backgrounds, but it does call on all students to actively participate to better understand power, privilege and systemic oppression in various contexts. At various times, students grapple with dilemmas that encourage them to ditch neutrality and engage in anti-racist interventions, from bystander action to making ongoing commitments to anti-racism. Brave spaces “insists on historical and contextual analyses” (Dixson & Rousseau, 2005, p. 22), which is why Deep Harmony includes content addressing injustices to First Nations peoples in the past and present, as well as the White Australia Policy, and ongoing analyses of systemic and institutional racial oppression in Australian society. It is critically important that Deep Harmony does not avoid tension, jumping forward to harmony narratives that maintain students’ “comfort bubbles” (Campbell & Eizadirad, 2023 p. 24). Instead, the program engages in calculated risk-taking where norms and hegemonic structures are questioned to gain a better understanding of the interconnection between power, privilege, and profit in perpetuating inequities and social injustice (Arao & Clemens, 2013; Campbell & Watson, 2022).
 Hanna (2019) goes so far as to say that “discomfort should be encouraged because in order to dismantle invisible hierarchies of privilege, we must acknowledge their existence” (p. 233), which is uncomfortable work. This has resonance with the pedagogy of discomfort (Boler, 1999; Nadan & Stark, 2016), which can open spaces for internal dialogue and new realisations in relation to racial justice. Boler (1999) discusses a pedagogy of discomfort as a necessary shifting force, which moves educators and students beyond their comfort zones to recognise and interrogate hegemonic assumptions and hopefully move towards transformation. The discomfort is productive, as it encourages critical inquiry and reflection, all skills necessary for meaningful anti-racism education to take place. The pedagogy of discomfort guides Deep Harmony facilitators to lean into difficult conversations and questions that students may have when confronting privilege, whiteness, colonisation and other historical contexts of inequality.
 Discomfort is also present when examining internalised racism and lateral violence, which is commonly present in migrant, First Nations and communities of colour’s experiences. However, these experiences of discomfort are mediated by other feelings that occur when students engage in cultural engagement activities such as Bollywood dancing, street dance or rap battles. Students and teachers feel a level of unsettlement when invited to participate in cultural art forms that are unfamiliar to them, but with the guidance of the facilitating artist, they generally are willing to participate in this cultural exchange, albeit hesitantly at times. As their confidence with cultural engagement grows, so does their willingness to have challenging conversations about racism, express thoughts and ask questions. The arts have also been celebrated for their ability to embrace discomfort, making them useful as a catalyst for reflection, growth and social critique. Dolan (2005) argues that engaging in the arts, particularly drama, pushes people beyond comfort into deeper empathy and critical engagement, and Rancière (2004) highlights how disruptions in perception unsettle habitual ways of seeing and feeling, creating conditions for new political and ethical awareness. Using drama, dance and poetry to see the world from others’ perspectives forms part of this unsettling process that has been scaffolded into Deep Harmony activities. Similarly, anti-racism education is embedded in the human experience, which is contextual, nuanced and rarely has a correct set of definitive answers. The arts have also been recognised for developing comfort with ambiguity (Bentwich & Gilbey, 2017; Meltzer, 2015) that holds space for participants to explore and choose their next action or inaction and understand the consequences (Nolan, 2025).
 Freire’s (1970) work on critical consciousness (conscientização) emphasises the importance of developing an individual’s capacity to critically understand social, political, and economic contexts and contradictions, and act against oppressive forces. In the context of anti-racism education, critical consciousness guides the development of Deep Harmony so that there is a developmental process of increasing knowledge, analytic skills and emotional faculties that can lead to pro-social actions. Critical consciousness is particularly important for participants from racialised backgrounds, as Freire (1970) suggested that minority groups can work towards their own liberation via a critical understanding of sociopolitical systems. Elaborating on the developmental continuum, Hope et al. (2020) summarise the ways that analysis of structural oppression (critical reflection) can lead to self-beliefs in the ability to affect change (critical agency), which then results in pro-social action to redress systems of oppression (critical action). Deep Harmony programs are structured around this theory of change. Early learning experiences in the program build knowledge and understanding of structural racism and the historical reasons for its existence. This knowledge empowers participants to feel agency, leaving them primed for the action-oriented lessons that are structured into the latter half of the program. Critical consciousness also helps to ensure that both white students and students from racialised backgrounds see their responsibilities as anti-racist actors. Blame is reduced, as are feelings of shame and guilt, which can sometimes be a by-product of discussions about racism. Instead, critical consciousness can create the self-awareness and self-actualisation required so that students do not perpetuate the trauma of racial oppression.
 Brave spaces, the pedagogy of discomfort and critical consciousness are encased in arts practice in Deep Harmony. Arts practice is used as pedagogy to engage students in anti-racist learning, and as a content base which becomes a vehicle to explore key components of anti-racism education, such as intercultural dialogue, bystander action, challenging biases and stereotypes, avoiding cultural appropriation and committing to ongoing action. Griffith and Semlow (2020) argue that the arts can facilitate the processing of information that is foundational in the anti-racism space and help build a connection to the newly built knowledge. Furthermore, the arts can subvert the darkness and heaviness of racism by providing a joyful portal through which students walk towards greater understanding of racial justice. The act of moving, dancing, singing or making art collectively also helps participants feel connected to the community, reducing feelings of isolation while discussing challenging concepts.
 Implications for Southern Knowledges
 This chapter has used the lens of Deep Harmony to discuss a model for anti-racism education, opening spaces for further discussion on the place of the arts in such spaces. There are concurrently other analyses of the pilot in progress, and initial findings and their implications will be discussed in subsequent publications. The implication for Southern knowledges lies in the urgent need for education to address the challenges of racism in explicit ways, leaning into challenging conversations that centre critical, pluralistic and decolonial perspectives, rather than hiding the existence of racism behind a shroud of comfort and safety. The struggles of the Global South created by colonialism, dispossession and white supremacy, exacerbated by intersectional oppressive forces such as patriarchy and capitalism, have implications in Australian schools and schools around the world. However, engaging in programs that have strong anti-oppressive theoretical structures can help to address these struggles, while also challenging the epistemic erasure of global majority knowledges.
 In the context of Deep Harmony, a foundation of arts practice, used for pedagogy and content, can amplify the effectiveness of brave spaces, the pedagogy of discomfort and critical consciousness. When working interconnectedly, the key elements of this model guide facilitators to create a collective space in which students develop deeper understandings of anti-racism action, witness cultural sovereignty and experience joy through engaging embodied experiences.
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 Abstract 
 This chapter explores democratic education in Brazil through the lens of Paulo Freire’s critical pedagogy, highlighting its role in fostering critical consciousness and social transformation. It examines the challenges posed by conservative political movements, particularly the Escola Sem Partido (School Without Political Party) movement, which restricts academic freedom and promotes ideological control. Despite Brazil’s 1988 Constitution guaranteeing education as a fundamental right, conflicts surrounding educational goals persist, intensified by attacks on teachers and pedagogical autonomy. This chapter underscores teachers’ central role as defenders of democratic education amid persecution and censorship. It also emphasises Brazil’s cultural diversity as fertile ground for inclusive education. Drawing on Freire’s dialogical methods, educators and civil society resist authoritarian pressures through solidarity, advocacy and innovative practices. The chapter concludes that strengthening democratic education in Brazil requires union engagement, community involvement, international alliances and continuous critical scholarship to counter political repression and defend education as a democratic right.
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 Democratic education, understood not merely as a political aspiration but as a mode of life, is characterised by the cultivation of critical thinking and consequent social engagement. This consciousness involves active participation in the world, questioning existing power structures, and pursuing collective liberation (Freire, 1967).
 Paulo Freire, a Brazilian educator, advocated for an educational model that confronts social oppression. His critical pedagogy, grounded in dialogical interaction between educator and learner, fosters transformative processes at both individual and collective levels (Freire, 1987, 1996). Within this framework, education transcends the mere transmission of knowledge, becoming an inherently political act directed towards conscientisation and social change.
 The promulgation of Brazil’s 1988 Federal Constitution marked a pivotal moment in recognising education as a fundamental human right intimately linked to dignity and other social rights. This legislation assigned responsibility for education jointly to the state, families and society, catalysing reforms aimed at expanding access, increasing participation and promoting the development of citizens prepared for democratic life and labour (Brasil, 1988).
 Notwithstanding these advancements, consensus on educational goals remains elusive. Over the past decade, ongoing symbolic and political conflicts have intensified, particularly around the social role of schools and principles such as secularism and democratisation. These disputes reflect Brazil’s diverse moral and social landscape and have been exacerbated by the ascendance of conservative movements that challenge pedagogical autonomy and criminalise educators (Knijnik, 2022).
 This chapter reflects on documented experiences of resistance within Brazilian schools, focusing on the persecution of educators, contentious debates surrounding the Escola Sem Partido (School Without Political Party -ESP) movement, and emergent strategies characterised by hope, solidarity and pedagogical reinvention. It ultimately considers prospective pathways to strengthen democratic, pluralistic and emancipatory education within the Brazilian context and beyond.
 The Struggle for Education in Brazil: The School Without Political Party Movement
 Democratic education, as articulated by hooks (2003, 2020), involves expanding worldviews and fostering innovative ideas to create potential sites for social transformation. While knowledge originates in diverse social arenas, schools remain the primary institutions for systematising, expanding and disseminating knowledge (Gadotti, 1984).
 Freire (1987, 1996, 2001) posits education as a political act serving as a potent tool against social oppressions. Democratic engagement emerges through dialogic processes, wherein diverse perspectives are considered, and collective and ethical decisions are enacted, facilitating the development of autonomous learners who critically interrogate the self and society.
 However, over the past 20 years, Brazilian educators have faced growing interference in their classroom practices and restrictions on their freedom of expression. These efforts to tightly control and even penalise teachers’ professional activities reflect a broader international trend, as noted by scholars such as Apple (2013) and Chacko (2018). In neoliberal contexts ‒ such as Brazil ‒ these measures often accompany pushes towards school privatisation, transforming public educational institutions into tools for producing obedient employees rather than fostering independent, critically thinking citizens.
 These initiatives gained momentum during the widespread street protests that erupted in major Brazilian cities, calling for the impeachment of President Dilma Rousseff as she began her second term. In 2015 and 2016, millions of demonstrators rallied against the economic downturn and accusations of corruption within her administration. While many protesters voiced broad conservative demands ‒ including calls to reinstate military rule ‒ some focused their efforts on specific issues, such as public education, using the protests as a platform to strengthen their own organisations and agendas.
 These demands had a deep impact on Brazilian schools, which embody historical tensions and paradoxes: on the one hand, schools are seen as promoters of social change; conversely, as reproducers of exclusionary practices and hegemonic values. Advocates of “neutral” education argue for limiting the school’s role to teaching disciplinary content, avoiding debates considered “ideological”.
 The School without Political Party (ESP) movement, founded in 2004 by Miguel Nagib, epitomises efforts to impose purported neutrality by eliminating “ideological” debates in classrooms. Inspired by analogous US movements, the ESP deployed legislative and defamatory strategies to curtail academic freedom and stigmatise educators as “indoctrinators” (Ação Educativa, 2022; Espinosa & Queiroz, 2017; Miguel, 2016; Penna, 2018). ESP’s antagonism towards Freirean pedagogy symbolises its broader repudiation of democratic, critical education.
 Their strategies included bills restricting academic freedom and campaigns of denunciation, defamation and persecution of teachers (Ação Educativa, 2022). It was therefore unsurprising that ESP identified Freire as the source of Brazil’s educational challenges ‒ a stance made visible when banners denouncing Paulo Freire appeared during the protests that culminated in President Rousseff’s removal.
 ESP framed its objectives using a purported theoretical justification rooted in legal guarantees of human rights, even though its actual agenda sought to undermine those very standards. By invoking the concept of the “indoctrinating teacher”, the movement imposed limits on the subjects considered appropriate for classroom discussion. These strategies exposed a deeper debate about the social function of education and the principles of democratic schooling ‒ fundamental to the recognition of education as a right.
 Over time, the struggle for so-called neutrality in education provided fertile ground for the consolidation of other conservative movements. What began as dispersed efforts gradually evolved into a coordinated network capable of rapid mobilisation and scale. These actors converged around shared goals, using the rhetoric of neutrality to challenge democratic gains and attack the conception of education as a public and social good (Gava, 2023).
 Teachers as Defenders of Democratic Education
 It is essential to situate this conflict within Brazil’s long-standing struggle for secular, free and quality public education (Frigotto, 2010). Although initially apolitical in its stance on religion and gender, the ESP movement evolved to embrace ultraconservative ideologies aligned with Pentecostalism, agribusiness interests, pro-gun advocacy and cultural war narratives, including “cultural Marxism” and “gender ideology”. The rise of far-right President Jair Bolsonaro in 2019 deepened these dynamics, intensifying attacks on public education and democratic institutions (Ghiraldelli, 2023; Seffner, 2020).
 In response, resistance to the persecution of educators has emerged from a wide range of actors ‒ progressive, liberal, humanist, feminist, queer, based on a postcolonial view ‒ and has been used by social movements. These groups have mobilised innovative responses (César & Duarte, 2017). One example is the collective “Teachers Against the ESP”, formed by Brazilian teachers as a network of solidarity and mutual support in the face of widespread reports of persecution and to counter growing authoritarianism.
 These efforts respond to an urgent need: to expand and protect spaces for open dialogue and dissent without censorship becoming a de facto consequence. Their strategy focused on creating and strengthening spaces of dissent in the national educational debate. By directly engaging in the discourse around alleged indoctrination, Teachers Against the ESP created opportunities for critical reflection and questioned dominant narratives about the role of teachers. Revisiting Freire’s ideas, particularly his emphasis on dialogue as a social practice, enabled the public confrontation of fundamental issues in Brazilian society ‒ such as the right to quality education (Penna, 2018).
 Civil society members and scholars opposing ESP’s control over public education frequently rely ‒ either explicitly or implicitly ‒ on Freirean concepts. Expressions such as “democracy in schools”, “threats to public education”, “dialogical teachers”, “struggle against censorship in schools” and “resisting authoritarianism” illustrate the continued relevance of Freire’s philosophy. His work provides the conceptual framework for equipping educators and activists to confront conservative forces seeking to dismantle public education.
 Crucially, the very tradition of critical pedagogy now under siege also provides the tools for resistance. Freire’s notion of critical dialogue ‒ an “anti-method” that rejects rigid structures ‒ empowers educators and school communities to generate context-specific strategies for resisting the authoritarian tactics endorsed by ESP supporters.
 In this vein, the “Coalition Against Ultraconservatism in Education” has led public campaigns and developed resources to support threatened educators. Notably, the Manual de Defesa contra a Censura nas Escolas (Ação Educativa, 2022) became a key reference for safeguarding teacher autonomy. Moreover, empirical research mapping teacher persecution has informed legal strategies and advocacy efforts. In 2020, Brazil’s Supreme Federal Court ‒ the country’s highest judicial authority ‒ ruled that interference in teachers’ professional autonomy was unconstitutional. While this decision sparked an important national debate, it did not prevent the continued proliferation of exclusionary rhetoric and policy initiatives at the municipal and state levels, which persistently undermine the democratic role of public education (Kalil, 2019).
 Challenges and Potentialities
 In Brazil, the consolidation of democratic education remains contingent on overcoming profound structural obstacles ‒ persistent socio-economic inequality, precarious working conditions and systemic devaluation of the teaching profession ‒ that constrain the cultivation of critical autonomous subjects.
 The use of persecution against teachers is by no means a novel strategy (Leite, 2019; Senna & Simão, 2019). Currently, the situation observed in Brazil does not constitute an isolated phenomenon; rather, it exemplifies a broader, international tactic aimed at delegitimising educational institutions as essential spaces for democratic engagement. This strategy undermines not only the democratic potential inherent in schools but also operates as a gateway to the broader discrediting and destabilisation of democratic models themselves. Such dynamics reflect deliberate efforts to constrain the educational sphere’s role as a site of critical thought and active civic participation, thereby threatening the foundational principles of democratic governance (Penna, Aquino & Moura, 2024).
 The persecution of educators is part of a systematic process designed to silence, intimidate and control discourse within schools. This phenomenon is evident globally and manifests strongly in authoritarian regimes and conservative political environments seeking to weaken democratic institutions by restricting teachers’ academic freedom and legitimacy, who frequently serve as catalysts for critical awareness and societal transformation (OHCHR, 2025).
 Despite these obstacles, schools also represent powerful sites of resistance. The diversity and contradictions within the Brazilian school system create openings for educators to develop democratic, inclusive and pluralistic pedagogical practices. The legacies of Paulo Freire’s critical pedagogy continue to inspire educators committed to social transformation through education. These efforts are particularly meaningful in marginalised urban and rural territories, Indigenous and quilombola communities, and among populations excluded from the formal education systems.
 Educators, especially those committed to social justice, have been central targets of the “culture war”. The prospect of students filming their teachers ‒ encouraged by the ESP ‒ for future public monitoring and evaluation of their work creates friction in classrooms, undermining relationships among teachers and students, as well as among students themselves. When one party seeks to exert control over another, mutual trust and connection fostered by dialogical engagement are inevitably broken. On the other hand, despite the pressures and criticisms teachers face, they remain the main agents of hope and the reinvention of democratic pedagogies within their schools.
 Educational practices grounded in Freire’s pedagogy are inseparable from struggles for social justice. They advocate for a broad, integral and contextualised understanding of education ‒ an education that includes not only knowledge production but also affect, lived experience and community engagement. In these practices, teachers are not seen as passive transmitters of content but as cultural and political agents who build knowledge in dialogue with their students and communities (González & Barcelos, 2021).
 In Brazil, thousands of teachers, often working in adverse conditions and under political pressure, have mobilised to defend education as a public good. They have responded with creativity, courage and solidarity to the erosion of democratic values and attacks on academic freedom.
 The persistence of democratic education in Brazil relies on several interrelated elements. First, there is a need to strengthen political engagement by educators through union organising, advocacy and grassroots mobilisation. Second, social participation in school governance and curricular decision-making must be deepened to ensure that schools reflect the needs and realities of their communities. Third, international and regional networks of solidarity ‒ particularly in Latin America ‒ can help counter authoritarian educational reforms and support emancipatory alternatives. Finally, research is essential for documenting violations of academic freedom, developing advocacy tools and reimagining educational futures rooted in democratic values.
 Thus, the persecution of educators must be understood as a deliberate strategy embedded within a broader political and social agenda aimed at undermining democratic governance by controlling and suppressing education as an emancipatory practice. This reality demands integrated research and public policies that recognise teachers not only as bearers of knowledge but as vital agents for democratic resilience and social justice.
 At the same time, democratic education in Brazil remains both under threat and vibrantly alive, sustained by the resistance, creativity and commitment of educators and communities throughout the country. Anchored in the legacy of Paulo Freire, democratic education endures as an instrument of social transformation, fostering critical thinking, political agency and collective hope. Amidst persistent repression, the struggle to defend and advance democratic education is inseparable from the broader fight for justice, equality and democracy in Brazil and beyond.
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		Inclusivity, Diversity, Equity and Accessibility (IDEA) Statement

								

	
				Western Open Books
 is a publishing service that supports WSU academic authors in creating and publishing open textbooks for the curriculum or microcredentials. This includes open textbook hosting, copyright advice, design support, DOI minting, H5P support, structural and copyediting referrals, post-publication support (for example, textbook promotion, impact reports, alerts to training opportunities) and coordinating peer review.
 Western Open Books provides a platform for WSU authors to publish free, openly licensed content to support the university’s Sustainable Development Goals and is committed to fostering an inclusive, diverse, equitable, and accessible (IDEA) environment for all readers and contributors.
 The goals of Western Open Books are to: 
 	recognise the importance of promoting IDEA principles in our open-access publications
 	strive to include diverse perspectives, voices, and experiences in our content
 	represent a wide range of backgrounds, cultures, and identities
 	seek contributions from authors who bring unique viewpoints and challenge existing norms
 	celebrate diversity in all its forms. We value differences in race, ethnicity, gender, sexual orientation, disability, age and socio-economic status
 	enrich our content and contribute to a more equitable scholarly landscape
 	eliminate barriers that prevent equal access to knowledge, which extends to both our readers and authors
 	prioritise fair representation, fair compensation, and fair treatment throughout the publishing process
 	ensure that Western Open Books adhere to universal design principles, ensuring that content is accessible to all individuals
 	provide alternative formats, such as audio descriptions, transcripts, and accessible PDFs, to enhance usability.
 
 Inclusivity, Diversity, and Equity Assessment
 The editors and external copy editor check that the content in the front and back matter meets inclusion and diversity standards by:
 	making proper representation of genders, races, cultures, geographies, ethnic backgrounds, disabilities, nationalities, ages, sexual orientations, socio-economic statuses and diverse viewpoints
 	seeking to avoid offence and ensuring every student can see themselves in the content
 	monitoring changes in terminology
 	gathering input from colleagues, students or community members from diverse backgrounds, advocacy groups and committees or departments at the university devoted to diversity and inclusion.
 
 The following checklist is drawn from the OpenStax Improving Representation and Diversity in OER Materials (PDF), which identifies areas and elements where diversity, equity, and inclusivity are most relevant and visible.
 Table 1
 Inclusivity, Diversity and Equity Checklist 
 	Category 	Item 	Status (Yes/No/NA) 
 	Illustrations and graphics 	A range of diverse subjects and people have been included. 	NA 
 	Illustrations and graphics 	The background (literally), context, depicted actions of the subjects, expressions of authority, connotations, and so on, have been considered. 	NA 
 	Example names 	Diverse names representing various national origins, ethnicities, genders, etc., have been included. 	Yes 
 	Example names 	Stereotypes associated with specific names or names that are presented in a certain way have been avoided. 	Yes 
 	Key figures in the field 	Diversity in key/historical figures mentioned has been sought. 	Yes 
 	Key figures in the field 	The isolation of diverse contributors to specific sections, e.g., “multicultural impacts on psychology”, has been avoided. 	Yes[1] 
 	Key figures in the field 	Current and more diverse researchers/figures have been included where key or historical figures are not diverse. 	NA[2] 
 	Applications, examples, and exercises/problems 	Examples that include diverse people, organisations, geographies, and situations have been written and used. 	Yes 
 	Applications, examples, and exercises/problems 	Real-world practice problems and applications that pertain to situations and contexts, inclusive of all populations, have been created. 	Yes 
 	Applications, examples, and exercises/problems 	Negative stereotypes or sensitive subjects in problems and applications have been avoided, unless the subject matter demands it. 	Yes 
 	Applications, examples, and exercises/problems 	Exercises or problems do not require specific knowledge or context that may be absent in certain individuals or that may produce a negative connotation. 	NA 
 	Appropriate terminology 	All references to people, groups, populations, categories, conditions, and disabilities do use the appropriate verbiage and do not contain derogatory, colloquial, inappropriate, or otherwise incorrect language. 	Yes 
 	Appropriate terminology 	Use of outmoded terminology in historical situations, e.g., court cases, laws, and articles, has been clearly defined in quotations or annotated with contextual information. 	Yes 
 	Appropriate terminology 	An attempt has been made to use current terminology (Note: Style guides may conflict if terms are controversial or not widely adopted). 	Yes 
 	Appropriate terminology 	Idioms and colloquialisms have been avoided (particularly if they could lead to misconceptions among those who do not speak English natively or who may not have the educational or cultural context to understand them). 	Yes 
 	Keywords/indexed items 	Diverse topics and terms are represented in keywords/index. 	Yes 
 	Balanced issues and discussions 	Issues and situations that pertain to diverse populations have been considered and included (when discussing problems, conditions, or issues, those that affect an array of populations and groups have been included). 	Yes[3] 
 	Balanced issues and discussions 	Stigmatised victims or those having a specific condition, occupation, experience, or background have been considered. 	Yes 
 	Balanced issues and discussions 	When necessary, specific controversial topics have been described in a balanced manner. 	Yes 
 	References 	Diversity in references has been ensured (this may be easier in some disciplines than others). 	Yes[4] 
 	References 	Less formal, in-text mentions of specific researchers or studies have been made as diverse as possible. 	Yes 
  
 © Western Sydney University unless otherwise attributed. This Diversity, Equity and Inclusion Checklist is an adaptation of “OpenStax Improving Representation and Diversity in OER Materials” by Rice University, licensed under CC BY 4.0.
 Accessibility Assessment
 Below is a short accessibility assessment of key areas, including the front and back matter, assessed by the editors and an external copy editor during the production process of this open text.
 In addition:
 The checklist has been drawn from the BCcampus Open Education Accessibility Toolkit (https://opentextbc.ca/accessibilitytoolkit/). While a checklist such as this is just one part of a holistic approach to accessibility, it is a way to begin embedding sound accessibility practices in the books we support.
 We hope that by being transparent about our current books, we can begin the process of ensuring accessibility is top of mind for all authors, adopters, students, and contributors across all our open-text projects. As such, we welcome any feedback from students, instructors, or others who encounter the book and identify issues that need to be resolved.
   
 Table 2
 Accessibility Checklist
 
 	Category 	Item 	Status (Yes/No/NA) 
  	Organising content 	Content is organised under headings and subheadings. 	Yes 
 	Organising content 	Headings and subheadings are used sequentially (e.g., Heading 1, Heading 2, etc.). 	Yes 
 	Images 	Images that convey information include alternative text (alt text) descriptions of the image’s content or function. 	Yes 
 	Images 	Graphs, charts, and maps also include contextual or supporting details in the text surrounding the image. 	Yes 
 	Images 	Images, diagrams, or charts do not rely only on colour to convey critical information. 	Yes 
 	Images 	Purely decorative images contain empty alt text. (Descriptive text is unnecessary if the image doesn’t convey contextual content information.) 	Yes 
 	Tables 	Tables include column headers and row headers where appropriate. 	Yes 
 	Tables 	Tables include a title or caption. 	Yes 
 	Tables 	Tables do not have merged or split cells. 	Yes 
 	Tables 	Tables have adequate cell padding. 	Yes 
 	Weblinks 	The web link is meaningful in context and does not use generic text such as “click here” or “read more”. 	Yes 
 	Weblinks 	If a link opens or downloads a file (like a PDF or Excel file), a textual reference is included in the link information, e.g., (PDF). 	Yes 
 	Weblinks 	Internal web links do not open in a new tab. If a link must open in a new window or tab, a textual reference is included in the link information, e.g., (opens in new tab). 	Yes 
 	Weblinks 	For citations and references, the resource title is hyperlinked, but the full URL is not.[5] 	NA[6] 
 	Weblinks 	Complete email addresses are used as link text rather than embedding them in other link text (e.g., accessibility@gmail.com). 	Yes 
 	Embedded multimedia 	A transcript has been made available for a multimedia resource that includes audio narration or instruction. 	NA[7] 
 	Embedded multimedia 	Captions for all speech content and relevant non-speech content are included in the multimedia resource, which includes audio synchronised with a video presentation. 	NA[8] 
 	Embedded multimedia 	Audio descriptions of contextual visuals (e.g., graphs, charts) are included in the multimedia resource. 	NA[9] 
 	Formulas 	Equations written in plain text use proper symbols (e.g., −, ×, ÷).[10] 	NA 
 	Formulas 	For complex equations, one of the following is true: * They were written using LaTeX and are rendered with MathJax (Pressbooks).
 * They were written using Microsoft Word’s equation editor.
 * They are presented as images with alternative text descriptions.
 	NA 
 	Formulas 	Text-to-speech tools properly interpret written equations.[11] 	NA 
 	Font size 	Font size is 12 points or higher for body text in Word and PDF documents. 	Yes 
 	Font size 	Font size for footnotes or endnotes is 9 points in Word and PDF documents. 	Yes 
 	Font size 	Font size can be zoomed to 200 per cent in webbook or e-book formats without needing to scroll left or right. 	Yes 
  
 © Western Sydney University unless otherwise attributed. This Accessibility Checklist is an adaptation of the Accessibility Toolkit – 2nd Edition. Copyright © 2015, 2018 by BCcampus, and is licensed under CC BY 4.0, except where otherwise noted.
 
 Accessibility Features of the Web Version of This Resource
 
 The web version of this resource has been designed with accessibility in mind and incorporates the following features:
 	Designed to consider the needs of people who use screen-reading technology: 	All content can be navigated using a keyboard.
 	Links, headings, and tables are formatted to work with screen readers.
 	Images have alt tags.
 
 
 	Information is not conveyed by colour alone.
 
 The web version of this resource has been designed to meet Web Content Accessibility Guidelines 2.0. It also follows all guidelines in BCcampus Accessibility Toolkit 2nd edition, Appendix A: Checklist for Accessibility. See Pressbooks Accessibility for further details.
 Other File Formats Available
 
 In addition to the web version, this book is available in the following file formats: Print (online) and EPUB (for e-readers). Choose from available file types from the “Download this book” dropdown menu. This option appears below the book cover image on the eBook’s landing page. It is also accessible as a PDF (online) via the Library Online Catalogue.
 
 This book is linked to a number of external websites. The link text is underlined for those using a print copy of this resource.
 Third-Party Content
 In some cases, our open texts include third-party content. In these cases, it may not be possible to ensure this content is accessible.
 Accessibility Improvements 
 While we strive to ensure that this resource is as accessible and usable as possible, we might not always get it right. We are always looking for ways to make our resources more accessible.
 If you have problems accessing this resource, please contact the Library Research Services team via email at libraryresearch@westernsydney.edu.au so we can fix the issue.
 Please include the following information:
 	The location of the problem by providing a web address or page description.
 	A description of the problem.
 	The computer, software, browser and any assistive technology you are using that can help us diagnose and solve your issue, e.g. Windows 10, Google Chrome (Version 65.0.3325.181), NVDA screen reader.
 
  
 This accessibility disclaimer is adapted from BCampus’s Accessibility Toolkit, licensed under CC BY 4.0.
 
 
 
	Yes, according to the copyeditors ↵
	NA, because key/historical figures are diverse ↵
	Yes, in that the volume challenges the dominance of colonial dialogue by providing counter narrative and discussion ↵
	Yes, insofar as we are familiar with the literature and from the context provided in the volume ↵
	Western Open Books does not hyperlink URLs in references or citations, with the exception of Creative Commons licence URLs. ↵
	NA, not a feature of APA/WesternSydU reference style ↵
	NA, as the book has no multimedia resources ↵
	NA, as the book has no multimedia resources ↵
	NA, as the book has no multimedia resources ↵
	For example, a hyphen (-) may look like a minus sign (−), but text-to-speech tools will not read it out correctly. ↵
	Written equations should prioritise semantic markup over visual markup so that text-to-speech tools will read out an equation in a way that makes sense to auditory learners. This applies to equations written in LaTeX and those written in Microsoft Word’s equation editor. ↵



	

			
			


		
	
		
			
	
							This publication may be available under various Creative Commons licences. Users must accurately attribute the content in accordance with the specific licence terms, including attribution, share-alike, and non-commercial requirements. Visit the Creative Commons licence website for full details of the applicable licence.
LOGOS, TRADEMARKS AND BRAND ELEMENTS
All corporate logos, trademarks, brand names, and associated visual elements are owned by their respective rights holders and are not covered by this work’s licence. Reproduction, distribution, modification, or derivative use of these protected elements is prohibited unless permission is obtained from the relevant brand holder.
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“Bottles” photograph by Paz Errázuriz (Chile). Reproduced with permission. All rights assigned to Western Sydney University following the 2017 Western Sydney University exhibition Futuro Infantil Hoy: Transforming Children’s Futures.
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