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The multi-dimensional damages caused by the Covid-19 pandemic have highlighted
the fragility of our economic systems and their lack of resilience. People are starting
to question globalisation, and debates on alternative modes of development are back
and alive. If economic paradigms need reforming, we also need educational systems
that will equip people to build more sustainable societies. With this in mind, this
article focuses on two crucial components in ‘current issues in comparative
education’. One relates to the emergence of a so-far under-explored area of research
in education, that of Territorial Education (TE), and places it in the context of both
the 1990s educational reforms, intended to create a standardised ‘world class
education’, and of ‘education for sustainability’. The second one focuses on the
experiential nature that skill-orientated Territorial Education can provide, in
contrast to other types of ‘education for sustainability’ approaches that are more
conceptual. Using Urban Agriculture initiatives in Lisbon as illustrative examples,
the article shows that such practical approaches might help to make cities sustainable
and resilient in the future.

Introduction

The COVID-19 pandemic we are experiencing has encouraged people to
question globalisation not only from an economic perspective but also with
regards to how it has affected our education systems. Authors such as Teodoro
(2020), Santos (2006), and Sahlberg (1996) have explained the mechanisms by
which the calls for a standardised ‘world class education’ global reform in the
1990s were mainly targeted at adapting educational institutions to new
configuration systems in world organisations. The OECD assumed a central role
in this global reform, directly motivated by achievements in the economic
sphere, and encouraged competition and standardisation mechanisms. This
‘educational reform’ was very different from the humanistic approach to ‘Global
Citizenship Education’ put forward by UNESCO (2014) which “referred to a
sense of belonging to a common humanity, and emphasised socio-political,
economic and cultural inter-dependency, and interconnectedness between the
local, the national and the global” (UNESCO, 2014: 14). The 1990s educational
reforms also contrasted with efforts to develop educational approaches that
would help communities to ‘put sustainability into practice’. This paper focuses
on the types of knowledge and learning processes needed to understand what
urban sustainable communities would look like if cities were to reduce their
dependency on food produced outside, in a less globalised world. The article
focuses on the so-far little explored area of research in Territorial Education (TE).
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Part One presents the emergence of TE, first as a reaction against the 1990s
educational reforms and then in the context of research on education for
sustainability. Part Two uses Urban Agriculture (UA) and project-based educational
approaches related to UA in Lisbon as a practical illustration of how TE could be
used to make the city more sustainable. It first explores the contribution of UA to the
sustainability of a city and its links to food security and food systems. By showing
the evolution of policies focused on the greening of Lisbon, Part Two also highlights
the development of participatory processes in urban planning that contribute to
making TE usable at different levels and with various stakeholders, extending
education for sustainability not only to more practical urgent topics (such as feeding
a city) but also beyond the educational institution.

The emergence of Territorial Education

As Champollion explained, “while the different contexts having influence on
education—spatial, political, institutional contexts for instance—have been analysed
for a long time, territoriality has only really been tackled for fifteen years” (Boix et
al., 2015, p. 12). Other authors focused on related issues - such as learning with local
communities (Gargiulo Labrida, 2016), territorial governance (Jahnke, 2019),
sustainable development and territories (Barthes & Champollion, 2012), territorial
development (Courlet & Pecqueur, 2013), educational territories (Leite & Carvalho,
2016) — but ‘territorial education’ per se is relatively unexplored and ill-defined.
Explaining the context in which it developed and the needs it meets will help to
grasp better what it means.

TE and the global educational reforms of the 1990s: why does the - local - territory
matters?

The main characteristic of TE is its focus on the local level in the context of a global
pandemic that has triggered concerns and critical reflexions on globalisation. Some of
the most obvious of these have explored how the reduction of transportation costs
derived from globalisation has brought infectious diseases everywhere. Harrold
James (2020), international historian, reflected on whether the coronavirus pandemic
could bring about the waning of globalisation. Fujita and Hamaguchi (2020)
discussed possible impacts of the COVID-19 pandemic through “a first scenario in
which the fear of acute supply shocks of essential goods motivates rich countries to
hoard domestically produced goods — a setback for globalisation — and a second
scenario, in which the global economy adjusts to living with the coronavirus, creating
opportunities to innovatively ‘re-orientating globalisation’ through cooperation”. In
parallel, as Vidal points out, “a number of researchers today think that it is actually
humanity’s destruction of biodiversity that creates the conditions for new viruses
and diseases like COVID-19 to arise—with health and economic impacts in rich and
poor countries alike”. As David Quammen explained, “we cut trees; we kill animals
or cage them and send them to markets. We disrupt ecosystems, and we shake
viruses loose from their natural hosts. When that happens, they need a new host.
Often, we are it” (2020).

One way or another, the current pandemic has encouraged us to question economic
globalisation. It has also highlighted the unsustainability in our ways of living. This
realisation reveals a failure not only with policy-making processes but also with the
way in which citizens behave. Education has an important role to play in equipping
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people to make the world more sustainable, but it seems to have had difficulties in
doing so.

As we will see in the next section, the various reforms focused on generating
approaches to education for sustainability have recently led to approaches that are
more territory centred. However, before exploring this evolution, it is worth
explaining how, during the 1990s, educational reforms also focused on globalised
dimensions and how this affected people’s attitudes.

The major global educational reforms undertaken in the 1990s aimed to create a
‘world class education’ everywhere through the Global Education Reform Movement
(GERM), which generated a process of comparison between educational systems’
performances and was reinforced by the Programme for International Student
Assessment (PISA), carried out periodically by the OECD. With such objectives in
mind, these reforms did not leave room for the broader aims of schooling, except
insofar as they can be of economic benefit. For example, “issues of citizenship and
socialization are not considered as concerned with how humans interact, but
immiserated, as merely providing stable, economic conditions favourable to
economic growth” (Gillies as cited in Colucci-Gray & Gray, 2014, p. 80).

As Teodoro deplores, “the rise of neoliberalism in the 1980s-90s produced a
fundamental change (...): the traditional professional university culture, based on the
freedom of enquiry and open debate, has been progressively replaced by the
rationale of performance and has created a paradigm of ‘entrepreneur education’
“(2020:84). The GERM has been mainly criticised (Teodoro, 2020; Cowen &Kazamias,
2009) for the technical fragility related to making international comparisons but also
for generalising societal values based on Western economic principles, enhancing
competition in the learning environment, and homogenising pedagogical approaches
to entirely different communities. Besides, an underlying belief in the neo-classical
approach to economic issues was translated into the ways in which development and
environmental problems were being tackled, which resulted in a detachment of our
communities from nature. The socio-economy-environment interactions advocated
by ecological economists (Martinez-Alier, 1987) as being core to the notion of
development were never integrated in educational reforms,which consequently did
not help to modify attitudes, beliefs systems and all that had contributed to creating
environmental crises in the first place.

The relatively new focus on the territory accompanies what Courlet and Pecqueur
(2013) described as a crisis in the notion of ‘Nation State’, in a somehow “post-normal
paradigm’ within which liberalism, globalisation and growth models are being
questioned (p.7). Focusing on the notion of ‘territorial economy’, these researchers
describe it as a ‘new grammar of economics’ which seeks to contest the dogma of the
‘homogeneous space’ and encourage the emergence of ‘local and territorial
development” within which the territory, as a complex system, is aligned with the
deepest challenges of current societies. The original interest in ‘the territory’ was
closely linked to the ‘theories of localisation’, which suggest that the diminution of
transportation costs amplifies the polarisation of activities (Courlet & Pecqueur,
2013). All challenges of recycling, energy saving, and reclaim encourage territorial
innovation and ‘new proximities.’
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The territory we are focusing on is the Lisbon Metropolitan Area (LMA), which hosts
a third of the population of Portugal. The LMA has grown dependent on the rural
areas and on food imports, despite its dense network of agricultural activities - the
second most expressed land-use pattern (Oliveira and Morgado, 2014). With efforts
focused on making Lisbon the Green Capital of Europe in 2020, combined with
concerns about food security raised by the current pandemic, this paper explores
how the sustainability of this territory could be enhanced through educational
programmes focused on the various benefits brought by UA.

TE in the context of sustainability-focused educational approaches

With the rise of environmentalism in the 1970s, efforts to raise environmental
awareness grew, partly through the creation of NGOs such as the World Wildlife
Fund, but also through education. The term ‘Environmental Education’ (EE) was first
mentioned at the 1972 United Nations Conference on the Human Environment,
during which the establishment of the International Environmental Education
Programme (IEEP) was recommended. Initial EE focused on helping students to
understand better the natural environment from a scientific perspective. Although
the socio-economic and political dimensions of ‘un-sustainable’ practices had been
discussed, “the multi-disciplinary approach to EE was left to small bands of
enthusiasts in each country” (Fien, 2020, p. 4). This situation remained throughout
the 1970s and 1980s and it is only at the end of the 1980s that a broader
understanding of the issues at stake helped reform EE.

Formerly known as the World Commission on Environment and Development
(WCED), the Brundtland Commission helped in formulating the concept of
‘sustainable development’ in 1987, providing the definition for it that is now most
referred to: “a type of development that meets the needs of the present generation
without putting at risk the capacity of generations to come in meeting their own
requirements” (WCED, 1987, p. 43). For UNESCO, Education for Sustainable
Development (ESD) involved integrating key sustainable development issues into
teaching and learning. The UN Decade of ESD (DESD: 2005-2014) mobilized the
educational resources of the world to help create a more sustainable future. Various
ways to do so were described in Agenda 21, the official document of the 1992 Earth
Summit. UNESCO coordinated DESD initiatives and published their findings
(Buckler & Creech, 2014). Were these initiatives successful? As Fien (2020, p. 1), who
explored the history of EE over the past 30 years, showed: “student levels of
awareness of key concepts for sustainability are low, with few able to correctly define
essential concepts—e.g. precautionary principle and sustainable development”. With
this disappointing conclusion in mind, researchers explored further the shortcomings
of the ‘greening’ of the educational system.

Much energy was put into reflecting on the type of effective changes that were
needed. Some focus was put on the overall content of the teaching. Thus, for
instance, in Coriddi (2008), Ros Wade introduced the notion of Education for
Sustainability (EfS) into the debate, preferring the term EfS to ESD and discussed
how EfS aims to overcome the separation of development and environmental
education that is frequent in the global North. Besides, a plethora of individual
initiatives, project-centred educational programmes were put in place around the
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world. Some networks of initiatives also helped to identify common features,
characteristics of education for sustainability, and skills for ‘sustainability learners’.
Thus, for instance, Howard et al. (2019) presented the Living School concept. As they
explain, “in keeping with the ethos of ecological thinking and the interdependence of
communities, the values of local relevance, and cultural appropriateness, an
approach to scalable educational change through sustainable community economic
development (CED) is offered” (p. 2). The main message of Living Schools is that the
learning outcomes of education for sustainability have to be meaningful in practice
for communities, who therefore need to get a sense of ownership of the concept
through acquiring the skills and the ethos that will lead to its operationalisation.
“The curriculum of the Living School is founded on understanding the vitality of
one’s place within the larger landscape as being inextricable from human well-
being”, (O’Brien & Howard, 2016, p. 123).

Living Schools have built on reflections of skills and competencies that are needed to
prepare young generations for the 21st century. With sustainability at the core of
preoccupations and new technologies and contexts specific to the 21% century, these
competencies include critical thinking, communication, collaboration, creative
problem solving, character education, and citizenship but also innovation, creativity,
computer-enhanced learning and entrepreneurial mindsets (Fullan & Langworthy,
2013). The focus on well-being ensures that Living Schools support outdoor learning
(Williams & Brown, 2012), positive education, as well as social-emotional learning
(CASEL, 2019) and health (Morrison & Peterson, 2013). These competencies together
with the principles of Community Economic Development (CED), call for holistic
and interdependent approaches to creating sustainable communities. CED, defined
as “action by people at the local level to create sustainable economic opportunities
and to improve social conditions contributing to well-being for all’ (http:/ / www.cf-
sn.ca/ community_economic_development/definition.php) occurs when people in a
community take action and, as a result, local leadership and initiative are then seen
as the resources for change (Schaffer et al. 2006).

Work on Living Schools and CED helped re-localise and contextualise work on
sustainability. Although, historically, economic development and community
development were viewed as separate concepts, researchers were encouraged to
progressively integrate them, highlighting the benefits of partnership-building
within communities (Beauregard, 1993; Reese & Fastenfest, 1996).

Identifying what needs to be learnt to transform our societies into sustainable ones
still needs improving. As Ison, et al. (2007) suggested, ‘sustainability science’ needs
to create new understanding by a coupling of multiple knowledge systems into
‘learning systems’ based on social networks. Research has demonstrated that
sustainability-oriented programmes could not be successful unless concerned parties
were also involved in their design and running (Healy, et al. 2013). This implies an
appropriate size of activities, at a manageable scale, but also a move away from a
teacher-student model and more active participation.

As we will see in the next part, food production in a city constitutes a relevant case

study and platform for the application of TE, since UA both facilitates a practical
understanding of what greening a city, contributing to food security and linking food
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production to other activities in a “circular — zero waste - economy’ mean. The
evolution of policy responses by the municipality of Lisbon and local stakeholders
demonstrate that learning platforms are also developing outside the educational
system, extending to its subject of study itself: the city as a sustainable territory.

UA as a practical example of TE in Lisbon

There are numerous definitions of UA, all of which converge into describing UA as
the growing of plants and the raising of animals for food and other uses within and
around cities (Van Veenhuizen, 2006). UA also includes concepts such as aquaponics,
indoor agriculture, vertical farming, rooftops production, edible walls, edible
landscapes, school and community gardens, and many other forms of integrated
agriculture (Skar et al, 2020). The wish to concentrate our research on UA initiatives
in Lisbon stem from the realisation that: (a) according to the World Food programme,
the Covid-19 pandemic could force more than a quarter of a billion people into acute
hunger by the end of the year unless swift action is taken to ensure that food supply
chains keep running; and (b) while cities cover 3% of all land areas on the planet,
they consume 75% of the world’s energy, generate 80% of CO2 emissions, use large
quantities of water, and create an enormous amount of waste and pollution (UN,
2018). UA could both contribute to improving a city’s food security as well as making
them greener and healthier environments.

In this part, we will first link UA to food security, food systems, and environmental
protection; we will present how Lisbon’s local institutions recently addressed them.
Then, a second section will explore how the policy achievements and new
governance approaches, together with insights from practical skills for sustainability
developed through project-based UA initiatives, could contribute to putting into
place a model of TE to create EfS that leads to tangible results.

UA as a core ingredient to making cities more sustainable

The dimensions of sustainability that we are most interested in here focus on food
security and sustainable food systems as key ingredients to transforming the city into
a resilient, no-waste and environmentally friendly environment.

The FAO (2002) defined food insecurity as a socioeconomic situation that leads to
limited or uncertain access to the nutritious food necessary to maintain a healthy life.
Various studies have focused on food security in Portugal (Alvares & Amaral, 2014;
Gregorio et al., 2018; Maia, et al., 2019), which concluded that the prevalence of food
insecurity was 17% on average (2014-2019). We are now experiencing a world
pandemic during which many households are losing their means of living, and food
supply and circulation is changing. In Portugal, at the end of April 2020, articles in
the Correio da Manha indicated that calls for help in the form of charitable food
donations had increased by 50% since the 1% of March. In total, 600 000 people had
then been reported as not being able anymore to meet their own needs and earn a
living because of the COVID crisis. Learning how to feed the city and strengthen
food autonomy is both useful in the short term and in designing strategies for the
post-Covid uncertain transition. Portugal, which turned its back on agriculture after
its entry in the EU, now needs to import food to meet its own needs (FAO, 2017).
Related to food security, a food system includes various stages in the food chain. A
sustainable food system is “one in which the food production chain (production,
processing, distribution, trade to final consumption, and waste management) ensures
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food and nutrition security in terms of quantity and quality, accessing food for all,
while promoting a healthy environment, economic dynamism, social cohesion and
public health” (Oliveira & Morgado, 2014, p. 5).

During the last 20 years, much research has been carried out to demonstrate that UA
could contribute to improving both food security and cities’ environmental
improvement. It has shown that UA can contribute to minimising the effects of
climate change and to improving the quality of life in urban areas, addressing the
UN Habitat’s concerns (2012). McDougall, et al. (2019) showed that small-scale UA
results in high yields. Altieri and Nicholis (2018) focused on the potential to increase
UA vyields through agro-ecology and suggested ways to re-design UA to explore
whether UA, which can currently provide 15% to 20% of global food, could help
cities reach food self-sufficiency. Saavedra, et al. (2017) showed that 20% to 30% of
total anthropogenic environmental pressures derived from private consumption are
caused by the global food system and investigated potential food system
transformation and changes of diet. Most studies demonstrate that UA can contribute
to sustain a regular supply of food for low-income urbanites ignored by long food
chains (Sonnino, 2009).

In terms of territory, the city could grow as a more autonomous entity, part of a
group of interconnected local production units, with UA at the core of the overall
food system. For this to happen, the ‘territory’ on which food systems are being
considered needs changing. As Oliveira and Morgado (2014) explain, “strategies for
food security in cities have highlighted the need to re-localize production-
consumption systems and to find innovative approaches in urban planning” (p. 1).
The fact that, in the LMA, 37% of the land is used for agricultural purposes, which
justifies in itself the need to adopt a strategic vision for the LMA’s food system
planning.

As Delgado (2017) stressed, “so far, UA in Lisbon is not approached from a city food
system perspective that connects producers, distributors, processors, retailers, formal
and informal markets, restaurants, institutional food service and waste
management” (p.141). However, examples of ‘connected” food systems exist. Thus,
the cooperatives Fruta Feia and ADREPES collect fruits and vegetables that are
rejected by the corporate sector and distribute them through a large network of
producers (Fruta Feia CRL, 2017). Other programmes, such as Programa PROVE,
have established short distribution chains between small-scale producers and
consumers. In the context of ‘social economy and entrepreneurship” (still relatively
new in Portugal with its first ‘social economy law’ appearing in 2013 -law N.
30/2013), they can help us to understand how improved food systems could
contribute to making economic activities of the city more circular.

Various studies have documented today’s revival of UA in Lisbon. Mougeot (2015)
focused on hortas urbanas and short food chains. Branco (2016) explored the 2011
‘Parques Horticolas Municipais’ programme. Delgado (2017) mapped 29 UA
initiatives in Portugal and highlighted their focus on food production for self-
consumption among formal or informal frameworks. Besides, the Portuguese
National report to Habitat III (2013) listed allotment gardens initiatives, covering 27
hectares. The European programmes Cost Urban Allotments Gardens in European
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Cities (2012-2016) and Cost Urban Agriculture Europe (2012-2016) strengthened the
connections between Portugal and Europe. These programmes generated networks
of researchers from more than 29 countries who investigated how UA can provide
solutions in Europe and contribute to innovative cities” (Sanye-Mengual, 2015). In
addition, Portugal and 136 other countries joined the Milan Urban Food Policy Act,
aimed at engaging cities around the world in the development of sustainable urban
food systems (MUFPP, 2015).

Integrating the food system into urban planning implies that some urban land must
be devoted to food production, taking advantage of all the eco-services that this
component of the system could provide (Oliveira & Morgado, 2014, p. 4). Although
the complexity of an urban food system brings to bare a substantial pressure on
existing planning public policy tools (for instance, an urban food system does not
geographically comply with administrative boundaries), debates on how to design
adequate spatial planning and governance instruments are needed. In 2009, Castro
Henriques carried out a piece of research focused on the planning of UA. At the time,
“the existing legal framework did not provide any protection to those practicing UA
and much of the land farmed (legally or illegally) belong[ed] to the municipality”
(p-49). A major change occurred when Lisbon Municipal Assembly ruled that its
Plano Director Municipal had to incorporate a Green Plan - designed Portuguese
landscape architect Gongalo Ribeiro Telles - (Plano Verde de Lisboa, 2012). This decision
opened up new possibilities for the development of UA in the city. The idea was to
form “green corridors” linking various land uses, such as hortas urbanas urban parks,
gardens, bicycle lanes and footpaths. Subsequent work included the development of
an UA Strategy by the Commission for UA, which “stressed the utility of UA sites,
namely because of the city’s dependence on imported fresh vegetables, the rising
prices in the international food markets, the added income UA provides for families
and the importance of UA in dealing with food shortages” (Castro Henriques, 2009,
p- 50).

Since then, work has been done in the area of land use planning which, in Portugal,
is divided between the regional level (where the Regional Coordination and
Development Committee for Lisbon and Tagus Valley, CCDR-LVT, is responsible for
creating the Regional Land use plan for the Metropolitan area of Lisbon (PROT-
AML) and the city level (where Lisbon Municipality develops the Master
Development Plan (PDM), which establishes territorial development strategies)
(Santos, et al., 2015). The Lisbon municipality established the Lisbon Strategy (2010-
2024), whose objectives focus on city regeneration, climate change adaptation, and
connectivity of green spaces. The municipality also put great efforts into developing
participatory governance by providing information platforms and developing
participatory instruments (such as Lisbon Participatory Budget (OP-L) [l. Together
with the Biodiversity 2020 Strategy, Lisbon’s Master development plan (2014) and the
Green Plan (2008) promoted UA, stressing that it can enhance sustainable
urbanisation, restore (i.e., repair) ecosystems, contribute to climate change mitigation
and adaptation, and improve risk management.

Recently, a research report came out highlighting that Lisbon still needs a

comprehensive strategy to integrate the Food System into urban planning and spatial
management. The European project conducted semi-structured interviews with 31
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types of stakeholders strategically identified [l to select preferences for food strategy
priorities (Serra, 2021). These priorities were ranked out of 21; those with the highest
scores were short food supply chain, food security, food waste, and food literacy.
From this, four main clusters (boosting agricultural production, stimulating
sustainable food distribution, developing food education and valuing waste)
emerged. Participants explained how they understood a food strategy could improve
elements belonging to these clusters. Thus, a global food strategy could stimulate
sustainable food distribution by improving transport logistics to create short supply
chains. It could also put into place food education programs, farmers training on
sustainability and innovation, and help to incentivise people to separate bio-waste
from other waste. About half of the people being interviewed identified a ‘food
platform’ as a preferred governance platform for the development of a food strategy
and the majority of respondents favoured autonomy through a food strategy that
would develop its own initiatives (Serra, 2021, pp. 21-22). This research highlighted
the importance of the governance process that helps linking urban planning with
food production, contributing to advances in social urbanism and TE.

TE learning approaches through UA

Research carried out on EfS in Portugal has highlighted a general lack of integration
of national strategies in HEIs with regards to the goals of the UN DESD 2005-2014
(Farinha, 2018), as well as a lack of long-term objectives (Teixeira and Koryakina,
2016), and of an underpinning framework (Dlouhd et al., 2016) in what seems to
mainly be top-down efforts. One important conclusion is that, in order to grasp the
practical dimensions of what makes a territory sustainable, one has to embrace
practical projects and acquire skills. As Kolb explained (1984), learners need
experiential components to really understand concepts. Many researchers have also
highlighted the importance of adopting a systems perspective like Bawden (1991) to
appreciate the multiple dimensions (economic, social, political, environmental) of a
‘sustainable city’.

In the examples of TE applied to UA projects, systemic learning is fundamental
because agriculture is a human-natural system. In the transdisciplinary agro-ecology
educational projects presented by Francis et al. (2011), work on sustainable farming
and food systems created an effective learning landscapes “for students to deal with
complexity, uncertainty and a range of biological and social dimensions, life-cycle
analysis and long-term impacts” (Francis et al., 2011, p. 226). In those, students
develop new governance and management systems in order to better manage
interconnections between agriculture and overarching resource systems of food,
energy, water and land-use, using a whole set of skills - such as negotiating, open-
mindedness, and appreciation of different perspectives. In Landscape Architecture,
Keeler (2011), for instance, documented the benefits derived from the ‘Urban Farm
educational Program’ (University of Oregon). He concluded that “place-based
education implies a process of re-storying, whereby students are asked to becoming
part of the community, rather than a passive observer of it” (Laurie Lane-Zucker, in
Keeler, 2011: p.11).

In Lisbon, about a third of the UA projects (including the LIPOR programme, Lisbon
Allotments Parks, and Cascais allotments) focus on mandatory training, education or
capacity building programmes (Abreu, 2012). As Cancela (2009) showed, some UA
initiatives created small-scale pedagogic kitchen-gardens in schools, or “pedagogical
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allotments”, where the public can visit and learn farming techniques, or even farm
their own plot. “Olivais Pedagogical Farm” is one of the first examples, with the
“Alta de Lisboa” where, thanks to the organization of local residents, an “urban
agricultural park” of three hectares was born in a bottom-up approach (Cancela,
2009, p. 7). Practically all the UA initiatives (22/29 selected by Delgado in 2017)
include educational activities in parallel with food production. The way in which the
learning is enhanced is both conceptual and skill orientated. TE based on UA projects
could also include debates on health and immunity — debates that are much needed
during the Covid-19 pandemic. Focusing on this could constitute one of the
motivations for learning about sustainability.

For citizens, institutions, small businesses, and urban planners, working together at
linking activities that could make the city greener could help them to appreciate
what a sustainable city might be. Away from top-down approaches to education and
training, TE through UA “focuses on the collective influence and responsibility in
creating inclusive and responsive public spaces” (Smaniotto et al., 2017, p. 53).
Through this, the territory both becomes an educational agent and content (Villar-
Caballo, 2001). Such an approach to TE could build on the participatory platforms
that have recently been put into place in the context the Lisbon’s Food Strategy.

Conclusion

The current pandemic is motivating us not only to think about how to make our
societies more sustainable but also how to ensure that educational activities can
contribute to doing so. Here we have explored the potential contribution of
‘Territorial Education’ through the example of Urban Agricultural initiatives in
Lisbon. Nominated as the Green Capital of Europe in 2020, Lisbon hosted a number
of UA initiatives throughout time, especially in times of crisis.

After exploring the historical context from which TE emerged (in reaction against the
1990s GERM and in continuity with efforts to improve education for sustainability),
this article explored the various characteristics of this type of educational approach
‘in the making’. From integrating initiatives focused on UA into it, we can conclude
that TE deals with local, practical problems in view of developing skills to address
them and also develops solutions to the problem in view of improving the
sustainability of the place. This approach enhances the formulation of solutions
through long-term communication and collaboration amongst a variety of
stakeholders whilst respecting the needs, perspectives and skills of various
stakeholders through a dialogical iterative social learning process that enables the
‘co-creation of spaces’ (Estrela and Smaniotto, 2019). TE encourages networking and
exchanges of ideas and know-how locally and globally, in order to improve learning
about sustainability in line with Global Citizenship principles. It also integrates
activities such as UA within the broader creation of the city’s resilience and
circularity and therefore, puts action at the core of learning.

Building on the recent participatory processes carried out in the LMA to initiate the
formulation of a comprehensive Food Strategy will help in understanding the
centrality of food within the overall urban sustainability and constructing learning
platforms and networks that will facilitate the collaboration of various stakeholders
to build a circular, no-waste and resilient city.
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