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Introduction

Early childhood education (ECE) encompasses the education of children 
from birth to around age 9. In the South African context, young children 
a!end playgroups, nursery schools, and preschools until the age when 
formal schooling becomes compulsory at "ve or six (Department of Basic 
Education, n.d.). At this age, they enter the foundation phase, consisting of 
Grades R (reception year), 1, 2, and 3. During the "rst nine years, children 
reach a variety of developmental milestones and learn new skills (Schwartz 
and Palviainen 2016). Teachers in the "eld of ECE are not only responsible 
for supporting children to reach these age-appropriate milestones and 
promote cognitive development, but also provide them with nurturing care, 
guide them in terms of social skills and emotional well-being and gain an 
understanding and knowledge about the world around them. #is requires 
‘high-quality teacher-child interactions’ (Blewi! et al. 2020: 2) and quality 
education. Blewi! et al. (2020) also point out that teachers need support 
and professional development opportunities to enable them for the task. 
In the context of sustainable development goals (SDGs), teachers should 
be equipped to integrate the concepts of sustainability into their teaching 
practices. 

Agenda 2030 emphasises the importance of early childhood 
education (Bri!o et al. 2017; Samuelsson and Park 2017), and education 
of sustainability in this phase (Rodrigo et al. 2021; Samuelsson and Park 
2017). For early learners to become global citizens and learn sustainability, 
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teachers must have a broad understanding of SDGs (Chapman and 
O’Gorman 2022). #is makes teacher educators responsible for teaching 
SDGs to pre-service teachers and modelling classroom practices that 
are aligned with SDGs. More research in terms of sustainability in ECE 
is necessary, as sustainability is impacted by various systems such as 
interpersonal relationships and interaction with the environment (Davis 
and Ellio! 2024). However, in the global e$ort to advance sustainable 
development, early childhood education requires further research to foster 
more consistent understandings of the topic (Engdahl and Furu 2022). 
Teacher education in the "eld of higher education, which plays a pivotal 
role in teacher training and leveraging SDGs, is also less researched and 
regarded as an emerging, yet less obvious profession (Høydalsvik 2019). 
To enhance teaching practices aligned with the SDGs, this chapter aims 
to explore the skills that teacher educators need to advance sustainable 
development in early childhood education.

Teaching SDGs

#e United Nations proposed seventeen SDGs to reach the target as set out 
in Agenda 2030, which includes, but is not limited to, health and well-being 
(SDG 3) and quality education (SDG 4) (United Nations 2015). Reaching 
these SDGs requires knowledge, understanding and appropriate teaching 
practices, led by research and social responsibility towards preserving the 
planet. Implementing SDGs into teaching practices is not an easy task, as 
di$erences in worldviews, the interconnectedness of the di$erent goals and 
complexity thereof pose di$erent challenges (Filho et al. 2019). To leverage 
the SDGs, a top-down or bo!om-up approach can be followed (Mazon et 
al. 2020). Following a top-down approach, higher education policy (Mazon 
et al. 2020) must motivate the promotion of SDGs in higher education 
institutions. On the next level, teacher educators are positioned to share 
their knowledge, values and skills with the student teachers through their 
teaching practices. Furthermore, teachers can promote SDGs by modelling 
behaviour that is aligned with the SDGs, such as providing examples of 
how the promotion of well-being and quality education is present in ECE 
(higher education) classrooms.
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To gain a be!er understanding of the knowledge, skills, values and 
perceptions that are essential in teacher education in ECE, within the 
context of SDGs, questions can be asked, such as “which skills, related 
to the promotion of sustainability, are evident within higher education 
institutions in South Africa?” #is can be done by exploring teacher 
educators’ current knowledge, values, skills and perceptions in terms 
of SDGs. Previous literature that focuses on teacher educators’ values 
and skills in terms of SDGs highlights the importance of social cohesion 
(Galtseva et al. 2020; Nakidien et al. 2021), ‘patience, empathy, tolerance’ 
(Nketsia et al. 2020: 62), ‘citizenship’ (Nakidien et al. 2021: 6), as well as 
environmental and economic values (Galtseva et al. 2020). It is argued that 
if teacher educators portray values and skills such as these during classroom 
and education practices, and the necessary skills and knowledge regarding 
SDGs are added into the curriculum content, future teachers could gain the 
necessary knowledge and teaching practices to integrate it into their own 
early childhood pedagogies. Following a bo!om–up approach, student 
teachers can bring their own insights about SDGs into higher education 
institutions for further development within social contexts (Mazon et 
al. 2020) and further development by teacher educators, for instance, 
by integrating the student teachers’ knowledge and ideas into teaching 
practices and on- and o$-campus projects, creating di$erent learning 
opportunities. #e question that arises from the above-mentioned literature 
is: Which skills and interventions are necessary to promote professionalism 
in the context of the SDGs within ECE departments in higher education 
institutions?

Learning theories

According to di$erent learning theorists, a variety of factors have an 
in%uence on the learning process. While there are a variety of learning 
theories, for this chapter, experiential learning, social learning, self-directed 
learning and the transformative learning process in the context of the SDGs 
will be brie%y referred to.

Experiential learning: Individuals learn through their environment 
and the experience within it. Experiential learning can be de"ned as 
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learning knowledge, values, skills and perceptions by being involved 
in an experience (Jarvis et al. 2003). #e outcome of the experience is 
not signi"cant, but what is, is a sense of awareness about the individual 
experience and the process that was followed (Peterson and Kolb 2017) for 
it to be a learning experience. #rough this state of awareness within the 
situation, accompanied by self-re%ection, new perceptions and values are 
created (Kolb 1984), leading to changed behaviour. #is is a process that 
encapsulates all areas of being, which leads us to adapt to our environment 
(Kolb 1984), to grow (Peterson and Kolb 2017) and become a true version 
of ourselves (Jarvis et al. 2003). Considering learning and teaching SDGs, 
two processes are at play. Teacher educators should model values and skills 
that strengthen SDGs and create experiences for student teachers that are 
motivating to transform their thinking, values and perceptions in favour 
of SDGs. Furthermore, student teachers should be especially aware of 
their experiences, which requires the ability of self-re%ection and use the 
opportunity to gain knowledge from their experiences within the learning 
environment. 

Social learning: As mentioned earlier, learning is not an individual 
journey. We learn in and from social contexts (Jarvis et al. 2003). 
Individuals learn through observing other people, who function as models 
for behaviour, which we, consciously or unconsciously, repeat (Bandura 
1969). #us, if teacher educators and student teachers are exposed to a 
social environment which promotes SDGs, the social interaction and social 
modelling of behaviour can serve as a learning opportunity and motivation 
to practice sustainable behaviour. Higher education institutions, therefore, 
should foster a social environment in line with the SDGs.

Self-directed learning: Self-directed learning puts more responsibility 
on the individual teacher educator who needs to be open to new information 
and knowledge (Tough 1989), being able to adopt it into their teaching 
practices (Oltra-Badenes et al. 2023) and include it in the curriculum (García-
Gonzáles et al. 2020). #is process may require mentorship (Knowles 
2003; Tough 1989) from colleagues and participation in professional 
development activities. #e teacher educator, thus, has a responsibility 
towards the transformation process to become more sustainable in their 
professional and teaching practices. On the other hand, student teachers 
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should be developed to have the skill to develop themselves further in an 
ever-changing world, adding knowledge to the areas in which they need 
further professional development (Petersen et al. 2020).

Transformational learning: When a teacher educator gains new 
knowledge or insights into SDGs and acts on it, transformational learning 
takes place. #ese changes can circle into changing the social system 
(Mezirow 1993). #is transformational process is built on experience 
and self-re%ection (Bates 2016; Mezirow 1993), as discussed earlier. In 
short, gaining knowledge and understanding and adapting values, skills 
and perceptions requires various role-players; however, it is mostly the 
responsibility and willingness of the individual to transform. 

From the above-mentioned literature, it seems necessary that the 
current ECE teacher educators’ values, skills, perceptions and awareness, 
literature and resources in terms of SDGs, are explored and highlighted. 
#is will lead to a be!er understanding of what is needed to create change, 
sustain or mediate teacher educators’ perceptions and professionalism 
towards Agenda 2030 and SDGs. Knowledge building in this regard will 
contribute to strengthening the top-down approach to implementing the 
SDGs into higher education teaching practices and curricula. 

#e current study aims to strengthen and expand the research on 
ECE teacher educators working in support of SDGs and Agenda 2030. 
#e rationale for this aim is that ECE and teacher educators are uniquely 
positioned to strengthen the pipeline towards a sustainable future, as 
indicated in Agenda 2030 (United Nations 2015). #e research questions 
that are proposed for the aim of this chapter are: Which skills that are 
related to the promotion of sustainability are evident within South African 
higher education institutions? Which skills and interventions are necessary 
to promote professionalism in the context of the SDGs within ECE 
departments in higher education institutions?

Phenomenology

To answer these questions, the current study is based on the principles of 
phenomenology, according to Husserl (1980), who explains that through 
phenomenological research, reality is exposed in its true form. Life 
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experiences are captured through our senses (Husserl 1980; Vagle 2018). 
Learning from experience is a process which involves sensory awareness, 
creating a whole bodily experience in the moment (Meyer-Drawe 2017), 
followed by thought processes, to make sense of the experience (Husserl 
and Findlay 1970). All parts of our existence are, therefore, involved in an 
experience (Meyer-Drawe 2017). Creating a learning experience in ECE 
in higher education can be complex and requires teacher educators to be 
experts in their "elds of education.

Adaptability

Skills, values and perceptions are already formed during the early 
childhood years. However, learning is a continuous journey throughout 
the entire lifespan, and skills, values and perceptions in favour of SDGs can 
be acquired at any age. Furthermore, this is not necessarily an individual 
journey; it might require joint opportunities, collaboration, self-re%ection 
and motivation. Adaptability is the ability to adjust one’s thinking or 
behaviour (Martin et al. 2013). Adaptability, or the ability to change, is 
highly dependent on interpersonal communication (Sarmento et al. 2024) 
but has been shown to positively in%uence well-being (Holliman et al. 2021; 
Waldeck et al 2021) and academic performance (Martin et al. 2013). In a 
constantly changing teaching environment, teaching professionals need to 
have the ability to manage change e$ectively (Granziera et al. 2016) while 
staying true to their values (Niemeyer-Rens et al. 2022). 

Proactivity

When considering proactivity within the context of SDG 3 (health and well-
being), Akay et al. (2024) found a correlation between proactivity and life 
satisfaction. For early career educators, this implies taking responsibility 
for teaching tasks and continuous professional development (Arif et al. 
2023). #is might present similarly in higher education contexts. Teacher 
educators’ work performance and level of engagement have an impact on 
the quality of education (SDG 4) they provide for student teachers (Mi&u et 
al. 2022). #is correlates with Montero-Sieburth and Turca!i (2022), who 
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highlight the importance of early intervention and relationships (teacher 
educator and student teacher) as a way of being proactive towards future 
success. Alasmare et al. (2024) motivate e$ective classroom management, 
which includes, but is not limited to, teacher–student relationships, which 
is a driving force towards proactivity in education. According to Montero-
Sieburth and Turca!i (2022), resilience is a skill that is essential for 
proactivity. 

Resilience

Resilience is complex (Borazon and Chuang 2023; Mans"eld et al. 2016), 
yet important and relevant to higher education institutions. #eron 
(2021) notes that the interaction between the student and the learning 
environment has an impact on the student’s ability to become resilient. 
Although the learning environment plays a signi"cant role, other factors 
such as personality, interpersonal relationships and life events should also 
be accounted for. Academic resilience can be de"ned as a student’s ability 
to manage academic stress, setbacks and expectations. Academic resilience 
is also linked to academic success and the psychological well-being of 
students (Egan et al. 2022; Holdsworth et al. 2018; Mantzios et al. 2020;  
Martin and Marsch 2006). Broadly, psychological resilience is a person’s 
ability to adapt to signi"cant life-altering events. Although resilience can 
be accompanied by stress, it also involves a process of personal growth 
(American Psychological Association 2020). Resilience can be related to 
self-re%ection or ‘mindfulness’ (Mantzios et al. 2020: 302), ‘self-regulation’ 
(Hill et al. 2021: 181), the ability to adapt (Siders 2019), and transform 
(Few et al. 2017) or, in an educational context, the implementation of 
adjusted learning opportunities depending on the context in which it 
is used (Almerez and Duping 2022). Anthoney et al. (2017) note that an 
all-inclusive de"nition for resilience does not exist and that the concept of 
resilience is di$erent for every person based on personal and environmental 
factors (Hascher et al. 2021). Similarly, the learning process, which requires 
resilience, is di$erent for each person. To gain a clearer understanding of 
how resilience and proactivity are present in higher education institutions, 
in terms of teacher-educator and student relationships, classroom practices, 
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and how they can be leveraged in terms of SDGs, more research is needed 
(Jonker et al. 2024).

Methodology

Vigne!e observations were conducted of a teacher educator in an ECE 
department at a higher education institution, having interpersonal 
contact with colleagues. #e participant was female and appointed to a 
senior position. #e time spent observing the participant in the following 
vigne!e was two and a quarter hours. Observation notes were made in 
Afrikaans, the language in which the researcher is most comfortable with 
speed handwriting, using a notebook and pen. As much detail as possible 
was added regarding the environment, the participant’s verbal and non-
verbal cues and emotional and bodily reactions (Agostini et al. 2024). 
During the observation process, the researcher was not looking for any 
speci"c details, nor did she re%ect on the situation during that moment. 
From the observation notes, raw vigne!es were cra'ed. #e vigne!es then 
followed a process of validation, which included resonance readings by 
three individuals who are not involved in the study. #eir feedback, which 
consisted of positive feedback and suggestions on, for example, embodiment 
and word choice, was used during the continued cra'ing process of the 
vigne!es. #e vigne!es were presented to the participant for a "nal stage of 
validation, before the "nal vigne!es were ready (Agostini et al. 2024). One 
of these vigne!es is presented to the reader to see the situation as it played 
out, through the eyes of the researcher, making it a self-explanatory piece 
of literature, as presented under the sub-heading preliminary "ndings and 
discussion.

Semi-structured interviews were conducted, which were piloted by 
South African and Austrian teacher educators as a means of validating the 
questions and following the Teach4Reach 2.0 protocol. A few questions were 
revised for the sake of clarity, removing unnecessary or repetitive questions. 
#e interview consists of 26 questions focusing on professionalisation, 
practice, life-long learning, implementing SDGs at the university and at the 
policy level, current challenges and future visions. It took approximately 
45 to 75 minutes to complete an online interview, which was recorded 
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and transcribed (Creswell and Creswell 2018) using the MS Word dictate 
application. #e interviews took place between November 2024 and March 
2025. #e participants consisted of four female ECE teacher educators 
between the ages of 28 and 67, with di$erent levels of experience in South 
Africa. Content analysis was done using the MS Word search application 
on the transcriptions from the four interviews to "nd words or phrases 
that are related to the "ndings from the presented vigne!e and related to 
resilience and proactivity as discussed in the literature review. #ese words 
included resilience or %exibility, adaptability, adaptation, change, growth, 
self-re%ection, mindfulness, self-regulation, transformation, proactivity, 
professional development, engagement, intervention, implement, and 
relationship. Search results were considered if it was relevant to the content 
of the current chapter.

Participants were aware that participation in the study was voluntary 
and was conducted with the necessary consent. Data is managed with 
con"dentiality and anonymity; alternatively, pseudonyms were used where 
necessary. Participants were informed of their right to withdraw from the 
study at any time. #e study was conducted within the ethical clearance 
of the Teach4Reach 2.0 project and adheres to the ethical codes of the 
University of Pretoria, University of Innsbruck and University of Vienna.

Preliminary Findings and Discussion 

#e preliminary "ndings of the study, which is still in the phase of data 
collection, suggest that high levels of adaptability, proactivity and resilience 
are necessary skills to promote teacher educator professionalism and 
strengthen SDG 3 (well-being) and SDG 4 (quality education) within 
higher education institutions. From the "rst vigne!e observations that 
were done at a South African ECE higher education department, according 
to the guidelines stipulated in the methodology, the following vigne!e was 
cra'ed and translated from Afrikaans. #is vigne!e captures a moment in 
which an ECE teacher educator is in conversation with a colleague. #is 
vigne!e encapsulates bodily experiences and thought processes as it was 
present and captured through the sensory awareness of the researcher, 
in that moment. #rough this process, this moment then also becomes a 
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learning experience, highlighting the "ner nuances that are present.

Bernade!e sits behind her desk in a quiet o(ce. Her laptop is open 
in front of her. Overhead lights lighten the room. In front of her table 
are two chairs. Bernade!e holds the telephone receiver in one hand, 
talking to a colleague on the telephone. Another colleague’s head and 
shoulders appear from behind the door frame. Bernade!e beckons 
her to come inside by stretching out her hand and bringing it closer. 
#e big hand gesture invites her to come inside. Bernade!e ends her 
telephonic conversation and puts down the receiver. She looks at Suné, 
who has a question about her leave form. Bernade!e answers her query. 
#e conversation leads to personnel)and then to personal ma!ers. 
Bernade!e engages in eye contact while they are talking. #ere are 
so' lines on her face. She holds her glasses in one hand, which rests 
on the table, her other hand on her lap. ‘I will make time for you… “ 
You just have to stay encouraged,’ says Bernade!e. As the conversation 
continues, the atmosphere lightens.

Bernade!e is talking on the telephone when a colleague’s head and shoulders 
appear around the corner. Bernade!e does not leave her standing there or 
allow her to leave. She reacts to what is important at the time by inviting her 
inside with hand gestures while she concludes her telephonic conversation. 
Bernade!e shows the ability to adapt to di$erent tasks at a speci"c moment. 
She engages with her colleague as soon as her telephone conversation ends. 
#ey have a brief discussion about a leave form, personnel ma!ers, and she 
also engages with her colleague on a more personal level. Bernade!e says: 
‘I will make time for you… You just have to stay encouraged.’  From this 
statement, it seems that her colleague’s well-being is of importance to her; 
and she is willing and has the skills to adjust her own schedule in favour of 
the relationship, to be available for her colleague in the present, but also 
indicating her availability in the future. #is verbal and non-verbal gesture 
also indicates her ability and willingness to be proactive in communicating 
with her colleague that when the need arises, she is willing to support 
her, showing her availability in future, taking responsibility for her role 
in a senior position. Bernade!e’s verbal and non-verbal gestures lead to a 
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change in the atmosphere, indicating the depth of her actions. Bernade!e’s 
gestures can also be an indicator of adaptability as a skill towards well-
being, fostering high-quality relationships and creating positive learning 
environments. In line with Arif et al. (2023), who highlight the importance 
of taking responsibility as an early career teacher, this is also applicable 
to teacher educators in higher education institutions. Being adaptable, 
making time to discuss professional and personal ma!ers, and promoting 
the well-being (SDG3) of colleagues or students, can be indicative of the 
proximity and relatedness of resilience and proactivity in higher education 
se!ings, as Montero-Sieburth and Turca!i (2022) point out. From a top-
down approach to integrate the SDGs, this high-quality relationship is of 
signi"cance (Blewi! et al. 2020). #is vigne!e can serve as an example of 
how adaptability and proactivity, important skills to leverage sustainable 
behaviour (Akay et al. 2024; Benavot et al. 2024; Mi&u et al. 2022), can be 
present in ECE departments in higher education institutions. 

To extend the preliminary "ndings from the vigne!e, data from the 
semi-structured interviews were analysed as stipulated in the methodology. 
During interviews conducted with teacher educators at a South African 
ECE department, participants were asked which skills they identify as 
essential for e$ectively contributing to SDGs. #e response in interview 
one was as follows: ‘#e "rst skill that pops up in my mind is adaptability. 
I think adaptability or %exibility, depending on how you want to put it, is 
important.’ During interview four, the concept of professional teacher 
educator and how her personality a$ects her development, was explained 
as follows: ‘…professionals got to think it, they got to re%ect. #ey got to do. 
And they got to change practices… So, every time that you do something, 
you’ve got to make those changes practically…’ #ese statements highlight 
the importance of changing teaching practices regularly to meet the needs 
of the direct and indirect community, promoting SDG 3 and SDG 4. It 
also highlights the importance of proactivity in the sense that signi"cant 
teaching practices forego appropriate learning experiences to strengthen 
SDG 4. In terms of adaptability and proactivity, it can present as teacher 
educators being available, making time in their schedule, even changing 
their daily planning to support colleagues or student teachers on an 
academic or a personal level. In the ECE classroom, it might present as 
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teachers having the ability to adjust their pedagogy to meet the needs of 
the learners in the classroom (Eslamian et al. 2017). #is requires teacher 
educators, or teachers, to know what those needs are. #e following 
response was recorded during the third interview: ‘Teachers [educators] 
should know children [students]...You should know their needs. You should 
know how to deal with their needs. You should know how to deal with their 
well-being. It’s not only the physical part.’ Väisänen et al.’s (2018) reference 
to teacher educators who are supporting student teachers’ experience of 
well-being and initiative to prevent burnout can be used as another example 
of how proactivity is present in higher education institutions. #is again 
suggests the importance of high-quality relationships between teacher 
educators (Boon 2026) and student teachers.

In a di$erent question on the challenges experienced on a university 
level regarding the integration of Agenda 2030 into teacher education, 
the response in interview one was as follows: ‘…not being open to change, 
resistance to change and saying that it’s not needed… I can de"nitely see 
resistance to change and not everyone being equally bought into the concept 
and the necessity of SDGs.’ #is statement strengthens the importance of 
and the need for high levels of resilience in higher education, as change 
can o'en be stressful. It also signi"es the need for ECE teacher educators 
to take part in professional development activities on how to deal with 
change, as resilience involves personal and professional growth (American 
Psychological Association 2020), self-re%ection and ‘mindfulness’ 
(Mantzios et al. 2020: 302). Professional development was explained as: 
‘Lifelong learning to me is the humility to acknowledge that you constantly 
need to learn… being willing to listen to feedback, as hard as it might 
be, the willingness to implement that.’ [interview 1], ‘I think just to be 
willing to learn, willing to grow, willing to understand, and to be a lifelong 
learner, you really need to be open to new ideas and open to collaboration.’ 
[interview 2] and ‘What is important for me would be to keep on reading. 
Keep on developing, self-development, a!ending workshops…’ [interview 
3]. #ese statements also indicate that professional development requires a 
level of adaptability, proactivity and resilience.

From a top-down perspective, modelled behaviour, such as applying 
resilience, adaptability and proactivity, can contribute to a learning 
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experience of how SDG 3 and SDG 4 can present in all levels of ECE, when 
the recipient is receptive to learning. From a bo!om-up perspective, a 
teacher educator can be receptive towards the changes they need to make 
to include the needs of their colleagues, students and the community they 
serve. #ese strategies can then be carried down to the ECE department at 
the school level.

A moment like the one captured in the vigne!e can serve as a learning 
opportunity (Agostini et al. 2024; Bandura 1969; Jarvis et al. 2003) 
for teacher educators on how, for example, adaptability and proactivity 
can be applied in a social and higher education context, to align with 
sustainable behaviour and SDG 3 and SDG 4. For example, the experience 
of a colleague or a teacher educator showing their willingness to change 
to accommodate their needs can, through social learning, be repeated in 
di$erent situations. In terms of teaching practices that align with SDGs in 
ECE, teacher educators have the responsibility to adapt and be proactive 
and resilient. Although these are complex skills (Borazon and Chuang 
2023), they can and should be developed throughout the educational 
system (see, for example, Johnson et al. 2014; Mans"eld et al. 2016; Nolan 
et al. 2014). Professionalism in ECE departments in higher education 
institutions can be strengthened by being open to change, fostering high-
quality relationships, participation in professional development activities 
and an adjusted curriculum for teacher educators to incorporate SDGs 
(García-González et al. 2020), across all phases (early childhood to higher 
education), relevant to the speci"c community that is served (Samuelsson 
and Park 2017).

From previous references (Galtseva et al. 2020; Nakidien et al. 2021; 
Nketsia et al. 2020), proactivity and resilience did not feature as two of 
the main skills in "ndings related to SDGs, however, other authors (Baron 
and Baron 2019; Ebersöhn 2014; Ebersöhn et al 2015; Johnson et al. 
2014; Mans"eld et al. 2016; Nolan et al. 2014), recognise the importance 
of adaptability, proactivity and resilience (Alasmari et al. 2024; Arif et al. 
2023; Montero-Sieburth and Turca!i 2022) in the teaching profession. 
Further research in terms of values (Samuelsson and Park 2017), skills, 
proactivity and resilience in education and practice (Vance et al. 2015) in 
terms of SDGs, especially in ECE (Borg and Gericke 2021) and related 
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higher education institutions, is necessary. #rough the above-mentioned 
research, literature can add to the body of knowledge on promoting SDGs 
(Chankseliani and McCowan 2021).

Limitations

#is chapter only reports on preliminary and limited sources of data, as the 
study is still in a phase of data collection. More vigne!es and interview data 
have the potential to give more insight into these "ndings. Further research 
on adaptability, proactivity and resilience in the context of teacher educator 
professionalism and SDGs in ECE departments in higher education 
institutions is necessary. #e data in this chapter focus on ECE teacher 
educators in higher education institutions in South Africa and cannot 
be generalised to di$erent higher education departments or global ECE 
departments. #e preliminary data can, however, be used as a baseline for 
future research in di$erent departments across di$erent countries.

Conclusion

#is chapter reported on the pivotal role teacher educators in ECE 
play by following a top-down and bo!om-up approach to teaching and 
strengthening SDG 3 and SDG 4. #erefore, their values, skills and 
perceptions should be as such to promote SDGs through their behaviour, 
classroom practice and curriculum. Aspects such as the willingness and 
ability to change, foster high-quality relationships, take part in professional 
development activities and adjust teaching practices to incorporate SDGs 
are skills and a responsibility, related to proactivity and resilience, which 
promote professionalism in higher education contexts.

While previous literature suggest that social cohesion (Galtseva et al. 
2020; Nakidien et al. 2021), ‘patience, empathy, tolerance’ (Nketsia et al. 
2020: 62), ‘citizenship’ (Nakidien et al. 2021: 6) as well as environmental 
and economical values (Galtseva et al. 2020) are necessary to promote 
SDGs, the current study demonstrated through preliminary "ndings, how 
adaptability can lead to proactivity, but requires resilience and in some 
cases professional development to strengthen the skills needed to ensure a 
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more sustainable future and therefore, promoting professionalism in higher 
education institutions. 

Although suggesting further research in terms of adaptability, proactivity 
and resilience as skills for sustainable behaviour, these preliminary 
"ndings can be indicative of how teacher educators’ skills in%uence their 
professionalism in their teaching practices (Gamage et al. 2021). 
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