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Policy Matters
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sity years.… Coming to study in a peda-
gogical university, I had trouble adjusting
to a system of teaching so different from
the one I had experienced in school. The
lectures were hard to endure, and during
the practical sessions we were often given
so much independence that doubts inevi-
tably crept in: Does any training take place
here at all? Our grades were totally de-
pendent on final examinations, so our
seeming freedom from ongoing assess-
ment, and our ability to choose how and
when to study, led to a kind of euphoria.
Later, like most students, I began to differ-
entiate among the teaching styles of our
professors as they conducted their lectures,
seminars and practical sessions. I came to
realize that an offer of absolute freedom
and independence in choosing ways of
learning was not necessarily evidence of
superior pedagogical skill.

Then I became a university professor
myself, and for some time tried to find my
own approach to conducting sessions with
students. For example, I wanted to coun-
ter students’ preconceptions of a lecture.
Could a lecture be more than a content-
packed monologue (although that might,
in fact, be quite interesting)? Could we
think of a lecture as something other than
a process involving a professor transfer-
ring information to an audience with no
feedback from students?
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The system of instruction in higher
education is quite conservative. This is
true everywhere, not only in Russia1 .

Innovative Approaches to Teaching
and Learning in Higher Education:
Cautious but Resolute Steps
Sergei Zair-Bek

While educational theory and research-
based practice continue to change, and
methods of acquiring knowledge keep
improving, universities still cling to the
structures and methods that first ap-
peared at the dawn of higher education,
that is, lectures, practical sessions, writ-
ing and defending abstracts, course
papers, and diploma degree work.

The structure of university teaching has
been dictated more by the structure and
discourse of the various academic disci-
plines than by considerations of peda-
gogy. The reasons for this are clear if we
compare universities with schools. At
school, students study artificially deline-
ated subjects, with the basic aim of equip-
ping them with certain cognitive skills,
and teaching them how to use these skills
to solve both educational problems and
practical everyday problems. On the other
hand, the university approach to teaching
and learning corresponds more closely to
empirical and theoretical scientific re-
search methods. However, as university
professors themselves admit, formulaic
approaches are rather common.

#�� 	�	�2�In the monograph “Educational
Technology: From Method to Philosophy,”
V.V. Guzeev notes that the system of train-
ing in universities today looks very much
as it did when the first medieval universi-
ties came to being. This system is based
on underlying assumptions which, some-
what overstated, look like this:
• The contingent of learners is highly mo-

tivated;
• Students are selected through the ad-

mission process, and consequently are

1 
I have to note that in this context the word “conservative” is not entirely negative. In the long run, it is the fact
that so many renowned universities stick to tradition that makes their diplomas so prestigious (though they
often exploit these traditions, using them as a sort of “trademark”).
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relatively equal in terms of level of
preparation;

• A student has no individual personality;
• Professors are the unique bearers of

knowledge and culture, the luminaries
of ideas;

• Lecture notes are the only source of wis-
dom, and accuracy of their reproduc-
tion is the only criterion for knowledge
assessment;

• The students’ high motivation to learn
will be increased still further by the use
of punitive measures against those who
do not meet expectations. (Guzeev, 1996)

Education in many universities is
characterized by strict academicism and
the rote reproduction of information.
This is so despite the fact that advances
in cognitive science would appear to
demand research-based approaches to
education, and the development of
critical thinking skills has become a
precondition for success in solving educa-
tional and scientific/scholarly problems.

While the above-mentioned character-
istics of university education—which, in
my opinion, constitute the very essence of
its conservatism—are very typical of the
post-Soviet educational environment, I
want to note that the same characteristics
may apply in describing western educa-
tional systems as well. Though it seems
paradoxical, the conservatism of higher
education in the West can originate either
in the high degree of autonomy enjoyed
by universities (as in the British and
American models), or in the historical
tendency toward centralization (as in
France or Russia). I will not analyze and
compare the conservative features in the
different models of educational manage-
ment here (as it, in fact, deserves a sepa-
rate discussion). Nor will I try to categorize
the individual education systems. I just
want to draw the readers’ attention to the
inherent conservatism of individual
departments, faculties, and professors—in
whatever country. Nevertheless, attempts
at innovation are often made at this level.
They may be successful or unsuccessful,
and may affect either the forms and
methods or the content of education, but
such reforms are essential for the im-
provement of the system as a whole.

In recent years, certain practices
typical of Western universities have been

introduced in Russia, too. These practices
include courses designed and presented
by individual professors, the develop-
ment of new specialties, mostly interdisci-
plinary in nature, etc. It might be ex-
pected that such a change in content
would be followed by a change in the
methods of teaching. However, as practi-
cal experience shows, neither professors
nor university students are ready for
quick changes.

Here is one example: A professor who
participated in training seminars in the
Reading and Writing for Critical Think-
ing program (RWCT) started using
portfolios in working with her students,
to develop their capacity for self-analysis
and self-evaluation, and their ability to
reflect on the learning process itself2 . But
soon she complained that students were
not supporting her efforts. Few of them
were prepared to devote their free time to
serious reflection, or to fill in various
sections of the portfolio on a regular
basis. And further attempts to force the
students into using portfolios only led to
grudging compliance, as the students’
notes became more and more formal and
perfunctory.

Such failures may be connected with
the fact that (at least in the countries of
the former Soviet Union) university
faculty have no guidebooks to provide
recommendations for using this or that
new educational approach or set of
strategies. Thus university professors
often ask colleagues who have been
trained in RWCT to provide convincing
examples of how their RWCT strategies
could be successfully integrated into
programs of higher education. Professors
are not content merely to extrapolate
secondary school strategies and methods,
as they, supposedly, have to solve educa-
tional problems of a higher level. More-
over, they themselves may not see how
they could creatively adapt the new
strategies to the teaching/learning proc-
ess in the university.

Developing applications for innovative
educational strategies and methods in the
university environment is a long process
of trial and error. For a professor who has
decided to change his/her teaching prac-
tice, no doubt it is important to realize
that what is most valuable here is not the

2
 Portfolios are widely used in many countries but have not been widely used in Russia.
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concrete strategies of a particular educa-
tional approach, but rather the basic
philosophical ideas and principles that
underlie the practical applications. There-
fore—and this has become a subject of
detailed discussions among participants
in RWCT workshops in Russia—the aim is
not mechanical application of techniques,
but rather thoughtful adaptation of the
suggested new approaches to the tradi-
tions and realities of higher education. A
gradual shift in attitude of all the partici-
pants in the teaching/learning process—
as opposed to radical (and most often
harmful) changes—will be the key to
success in the university3 .

In order to achieve this basic change
in attitude, it is not enough simply to
instruct a group of faculty members, or
describe a new teaching model in a
monograph. Systemic changes can only
be based on a combination of:
• High-level administrative decisions;
• Demand from the consumers of educa-

tional services;
• Practical experience, i.e., methods tried

out by a large group of university
professors and students, and later
presented as a series of suggested
models with recommendations for how
to use them.

Does this mean that we have to wait
for all these favorable conditions to
apply, or that we can use their absence to
explain our reluctance to act? Surely not,
since we are quite capable of furthering
these goals. In fact, the existing demand
from consumers may already be suffi-
cient for us to make the first step.
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There is no question that in our society
a demand for the development of critical
thinking skills exists. I believe most
readers of Thinking Classroom do not need
to be convinced of the importance of these

abilities for the future life of our students.
Unfortunately, it is often assumed that
critical thinking skills are formed at
school, and that university students have
such skills in abundance. Therefore, such
reasoning goes, there is no need to teach
them. However, Diane Halpern notes in
Thought and Knowledge: An Introduction to
Critical Thinking (1964) that “Psychologists
have found that only 25% of first-year
college students possess the skills needed
for logical abstract thought—the type of
thought needed to answer ‘What would
happen if…’ questions and to compre-
hend abstract concepts” (p. 4). The impor-
tance of the development of critical
thinking skills is also noted in the
UNESCO World Declaration on Higher
Education for the Twenty-first Century: Vision
and Action adopted in Paris in 1998:

b) Higher education institutions should
educate students to become well informed
and deeply motivated citizens, who can
think critically, analyze problems of
society, look for solutions to the problems
of society, apply them and accept social
responsibilities.
(c) To achieve these goals, it may be
necessary to recast curricula, using new
and appropriate methods, so as to go
beyond cognitive mastery of disciplines.
New pedagogical and didactical ap-
proaches should be accessible and pro-
moted in order to facilitate the acquisition
of skills, competences and abilities for
communication, creative and critical
analysis.
(d) New methods of education will also
imply new types of teaching-learning
materials. These have to be coupled with
new methods of testing that will promote
not only powers of memory but also powers
of comprehension, skills for practical work
and creativity.

(World Declaration on Higher Education for the
Twenty-first Century: Vision and Action, Paris,
1998. Article 9—Innovative educational
approaches: Critical thinking and creativity).

My personal experience, as well as
that of my colleagues from the Hertzen

3
 In Russia a guidebook for university faculty has recently been prepared based on nearly four years’ experience of
the authors and their colleagues in introducing RWCT strategies and methods into the practice of university teach-
ing (authors I. Zagashev, S. Zair-Bek). The guidebook not only describes strategies that can be used at lectures and
seminars, or applied for organizing independent work of students The authors also try to show how—through small
but important changes—it is possible to alter the character of the university educational process, making it more
research oriented, which is so important for developing students’ professional competencies and for perfecting
professors’ pedagogical skills. The authors emphasize that development of critical thinking is not only a major
practical goal in and of itself, but is also a tool to be utilized for other intellectual tasks of a higher order.
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Russian State Pedagogical University4 ,
shows that university students experience
considerable difficulties when they have
to solve problems that require critical
thinking skills. Often the difficulties occur
even with such relatively easy tasks as
analysis of a text, or evaluation of a
classroom situation; and they are even
more obvious in the face of difficult tasks,
such as discussion of a controversial
humanitarian problem.

In 1999, a group of faculty from
Hertzen University carried out a research
project involving 60 fourth-year students
in the geography department. The stu-
dents were given a written assignment
that consisted of various items requiring
particular skills described in Bloom’s
taxonomy—reproduction, comprehen-
sion, application, analysis, synthesis, and
evaluation (1956). They were asked to
perform these tasks consecutively. It was
found that 85% of students coped success-
fully with the tasks involving knowledge;
then the percent of successful students
gradually decreased. Only 75% could do
comprehension tasks, only 70% could
apply the knowledge they had learned
earlier, 60% could analyze, 40% could
synthesize, and 35% could evaluate
successfully. Conversations with faculty
(20 people) revealed that, in their lectures
and seminars, only 30% of the professors
offered students tasks that required the
whole complex of critical thinking skills.

The students who participated in the
research were even harsher critics, with
80% of them reporting that their profes-
sors hardly ever asked them to do any-
thing demanding skills of analysis or
synthesis. Confronted with these findings,
the faculty split into two groups. Those in
the first group claimed that the methods
they used were quite adequate for the
students to master their subject. Those in
the second group pointed out that there
were lots of obstacles to using the whole
spectrum of cognitive tasks during their
class sessions: time pressure, insufficient
academic level of their students, lack of
teaching materials. Please note: Not one
of those questioned admitted that he or
she lacked the necessary methods to
develop critical thinking in their students.

However in 2000, when Russian RWCT
trainers started working with university

faculty, most of the seminar participants
realized that neither they nor their col-
leagues had ever made much use of
specific methods to develop critical think-
ing skills. Their explanation for this fact
was a lack of methodological strategies
sufficiently credible and acceptable to
such a highbrow group as university
professors. The professors believed that
developing such techniques was both
necessary and timely. In addition, most of
the seminar participants insisted that any
changes introduced into the teaching/
learning process must in no way contra-
dict or diminish the well-established
traditions of Russian higher education.

So you see, the consumer demands
have been defined quite clearly: In
Russia, RWCT trainers must now adapt
RWCT for use in universities, connect the
program with the national traditions in
the sphere of higher education, and
develop this approach through the
practical experience of the faculty who
use it on an everyday basis.
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The best opportunities for developing
critical thinking through reading and
writing in higher education present
themselves during practical sessions. This
is only natural, since during lectures a
professor’s monologue prevails, and
during individual study we rely on the
learning skills that students should have
developed by this time. In practical
sessions intensive work takes place involv-
ing a small group and their supervisor,
work that is aimed at improving concrete
skills and perfecting competencies. This
kind of work is conducted in a dialogue
mode. The class is small, which allows the
professor to observe everyone. Such a
setting helps establish stable relationships
among all those present, it stimulates
processes of deep reflection about the
ongoing activities, and it facilitates analy-
sis of the productivity of the process.

The most widespread format for a
practical session in European universities is
the seminar. Seminars are an effective
means of developing the culture of aca-
demic research. They allow for direct
contact between students and professors,

4
 The largest pedagogical university in Europe, based in St. Petersburg, Russia.
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and an important result of such contact is
the establishment of collegial relation-
ships. Seminars we attend as students may
remain with us throughout our lives, due
to the atmosphere of scientific creativity,
comradeship, and mutual understanding
that the seminar leaders manage to create.
Such seminars quite often go on to develop
into regular scientific collaboration.

Once I was talking to a university
colleague who asked about the amount
of work I had that day. I said that I had
three “pairs” (double academic sessions,
1.5 hours each) on my schedule.

– Lectures? asked the colleague.
– No, seminars.
– Then you have it easy, you lucky guy.
– Why?
– You don’t need to prepare for them.

Just give the students an assignment and
then sit back and relax. And then just
check their work. A piece of cake! Much
better than giving a lecture.

This view of seminars is not rare among
university faculty. The perception that it is
not necessary to prepare for seminars,
that it is simple to conduct them, is dan-
gerous enough. In my opinion, it is
seminars that mold the modern re-
searcher, the professionally competent
expert. Frequently seminars can evoke an
interest in this or that science, which in
turn brings students to attend lectures.
The more varied the methods and strate-
gies used, the more opportunities a profes-
sor has to establish informal contact with
students. This, in turn, promotes not only
successful learning, but also the scholarly
growth of the professor himself.

Professors generally focus on the
content aspect of seminars: the formation
of concepts, the development of research,
and business communication skills.
Students, on the other hand, set different
goals for themselves: They want to get
some practical examples to help them
understand (or even simply remember)
the difficult material presented in the
lectures, and they also want to collect
data for their course or degree work.
Only at the very end of the priority list,
for both professors and students, do we
find such goals as observation of the

seminar process, analysis of the methods
used, evaluation of their own activities
and the activities of other participants5 .
However, in my opinion, ignoring these
goals hinders both the development of
the seminar leader’s professional skills
and the formation of young scholars.

Often the arsenal of strategies used
during seminars is very small: discussion,
explanation of new material, students’
oral responses, written assignments.
However, when students at one St.
Petersburg university were asked what
they thought would make seminars more
interesting and useful, the majority noted:
• Clearer and more interesting content;
• Opportunities to express our own

opinions;
• Discussions and debates;
• Working with various sources of

information;
• Professor’s respect for students’

opinions; and
• Opportunity for group work.

To what extent do the traditional ways
of organizing seminars meet these expec-
tations? Alas, a traditional seminar often
duplicates a lecture, and this drawback
becomes especially obvious when, for
example, students from pedagogical
universities go on to their teaching
practice. Their knowledge of theory and
teaching methodology does not help
them when they have to make actual
decisions—selecting content for an
upcoming lesson, choosing methods and
strategies, or reacting to a change in the
classroom situation, when students’
unexpected questions and actions do not
correspond to the lesson plan. Not only
future teachers, but also the majority of
graduates in various other professions,
face such problems. Young graduates
confess that they have been taught lots
of theory, but in practice all this knowl-
edge looks completely different.

Even if professors plan more interactive
forms of work for their seminars, as the
students claim to prefer, it will not have
the desired results unless the students take
an active role, unless they have self-
confidence and a desire to reflect and
discuss. This means that professors must

5
 Here and further on I use data from analytical research conducted in 1995–1998 by a group of faculty from the
Chair of Methods of Teaching Geography, Chair of Pedagogy and Chair of Methods of Teaching Natural
Science of Hertzen Pedagogical university. This research, which consisted of questionnaires and random inter-
views of graduate students, involved more than 800 students. The results were used for strategic planning of
psychology, pedagogy, and methods of teaching courses.
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We know that it is easier to solve a problem if it is
real, if we can relate it to our personal experience.
Bring real-life problems to class? Why not? Several
types of problems are appropriate for consideration
in a seminar:

• Problems covered in the popular press (news-
paper and magazine articles devoted to busi-
ness, economic, ecological, social, legal, and
other problems);

• Problems related to everyday situations (e.g.,
educational—choosing classroom strategies
for a practice teaching situation; medical—
diagnosing a disease and choosing the appro-
priate treatment and medications; scientific—
investigating possible research models, etc.)

• Activities and games, e.g., business games,
that model real problems.

James Bramsford has developed a problem-solving
strategy called IDEAL that can be applied in the first
two types of situations. I offer here my version of the
strategy, based on the one adapted by James and
Carol Beers, American RWCT volunteers in Russia.

I Identify the problem
D Describe its essence
E Elaborate possible approaches for solving it
A Act in order to solve the problem
L Learn from what you have done

1. Identification. The problem is defined in the most
general form.

2. Description. The problem is revised so that it forms
a question. The question should be very concrete
and precise. It should begin with the word How,
and it should not contain any form of negation.

3. Elaboration of ways to solve the problem. This
should be done through brainstorming. No critique
of variants is allowed. The most important aspect
here is quantity—as many variants as possible.

4. Action aimed at choosing the best variant by
means of weighing all pros and cons.

5. Learning by means of reflecting on what has been
done to solve the problem.

Often students realize at this point that they should
get back to points 1 and 2 in order to address the
problem more accurately.

Example: While preparing education students for
practice teaching the professor shows a video clip
in which a student teacher is conducting a lesson
on “The Climate of Russia” in a 7th grade class. At
the beginning of the lesson he wants to review the
factors that influence climate formation, so he calls
a student to the blackboard. The student cannot
answer the question. Then the student teacher calls
another student, then another…. The result is the
same.

1. The professor stops the videotape. A problem situ-
ation has been set up.

2. Now it is important that the students work on de-
fining the problem. At this stage they should work
as individuals. Formulating a problem on their
own takes them halfway to its solution. (Working
independently, the students each come up with
different wording, which may subsequently be
changed during group discussion.)

3. When the problem has been stated, it is time to
collect the information needed to solve it. With
this purpose in mind, students recollect the essen-
tial facts from the video clip. In this particular case,
it may have been important that:

• The topic being studied is The Climate of
Russia;

• The student teacher asks students about fac-
tors that contribute to climate formation;

• The students cannot answer the question; the
question falls into the category of “direct” ques-
tions (intended to reproduce knowledge); the
teacher does not ask any leading questions.

Of course, different information can seem impor-
tant to different students. Still, at this stage it is
better not to ask them to exchange opinions.

4. The videotape alone does not provide enough in-
formation. To solve the problem, students need to
collect other relevant information, such as infor-
mation about teaching methodology, the struc-
ture of the school geography curriculum, their
experience of working with schoolchildren (if any).
At this stage, they can work both individually and
collectively. In the example considered here it is
possible to add such essential information as:

• Climate has already been studied in the 6th

and 7th grades, so students already know how
certain factors influence the climate of this
or that territory;

• The Climate of Russia is a core theme in the
course Geography of Russia, so it must be al-
lotted sufficient time, and now part of the
time has already been lost on individual dia-
logues with these three students;

• Not all students are comfortable standing in
front of the class to answer a question at the
blackboard, but they could be allowed to an-
swer from their seats, looking up informa-
tion in an atlas.

4. Now it is possible to explore various solutions to
the problem. This work can be done individually,
in pairs, or in groups.

To solve this particular problem, the teacher
has several possible courses of action:

• Stop the oral quiz and just tell the students
about factors influencing climate formation;
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• Direct the question to the best student
in the class;

• Allow time for the students, working in
pairs, to find an answer to the question
with the help of the atlas. Then have
them summarize the results of their
work, taking the climate of Russia as
an example.

5. A discussion is a good way to choose the best
alternative. This allows the students to con-
sider the advantages and disadvantages of
each variant, and to project the possible out-
comes for each.

To summarize the results of their work, at
each stage the students are asked to fill in a
form, as in the following example:

/�*������,	��������
1. What main problem should the teacher

address?
To create conditions for the schoolchildren to
refresh their knowledge on Climate

2. What important information is contained
in the video fragment?
- Subject of the lesson
- The teacher conducts what amounts to an
individual oral quiz.
- Three students cannot answer the question

3. What else do you know that would help to
solve the problem? What does the teacher
need to know?
- Students have previously studied Climate
- Not all students are comfortable at the
blackboard.
- The theme “Climate” requires sufficient time.
- Climate information is available in the atlas.

4. What are three possible ways to solve the
problem?
- Stop the oral quiz and tell the students about
climate formation factors.
- Direct the question to the best pupil.
- Have the students use the atlas and work in
pairs.

5. Which of the ways you proposed is the
best? Why?
The third variant. It will:
- Refresh knowledge about climate formation,
- Avoid stress,
- Practice map-reading skills,
- Avoid wasted time, by putting new infor-
mation into context of existing knowledge.

After finishing the discussion and choosing the
best proposed solution to the problem, the stu-
dents are given the opportunity to watch the
video clip to the end. As they find out how events
actually developed, they can analyze and com-
pare their solution with the one chosen by the
student teacher in the film.

prepare students for a seminar. Let us
look at the explanations and advice
given in The Student’s Handbook: 1000
Hints for All Occasions, From Your First
Day at the University to the Defense of
Your Thesis. The authors emphasize:

The purpose of seminars is, as a rule, to
develop your practical skills in the
selected specialty. Oral sessions develop
your debating skills, while written
assignments prepare you for the final
stage of university life—writing a
thesis. Tasks assigned by professors
help you to comprehend new informa-
tion, and develop your skills in search-
ing for information and applying it
correctly. Ideally you prepare for a
seminar, and then have a discussion
with your fellow students while the
professor observes as an arbitrator.
Forget your naive hopes that seminars
duplicate the lectures, and that you
can get away with disregarding one or
the other. (2000, pp. 15–16)

Certainly, in a seminar it is impossi-
ble to foresee every situation that
might arise in a school classroom or in
another workplace. Besides, these
sessions cannot be entirely devoted to
practical training. However, increasing
the variety of seminar work, creating
conditions for reflection about the work
done, assigning problems that involve
exploring and analyzing various
solutions, choosing various techniques
for achieving results—all this allows for
the development of such important
professional skills as speed and flexibil-
ity in decision making, a critical
approach to problem solving, respect
for different opinions, etc. These quali-
ties, once they are well developed, will
undoubtedly help young graduates
avoid serious difficulties as they begin
their careers, and allow them to adjust
much more quickly to new situations
and new colleagues.
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a professor than teaching a student by
rote? With this model, there are pre-
cise criteria to define the quality of the
training (the amount of knowledge
and skills obtained), the learning path
is very straightforward (from here to
there), and the evaluation system is
clear. And, by the way, the outcomes
are frequently very successful. To quote
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an observation made in a seminar by one
of our respected professors, S.Ye. Shishov,
“If we judge a system of education by how
well the goals pursued correspond to the
means of teaching, then the Soviet system
of education could really be regarded as
the best in the world.”

Here I have presented the insights of a
large number of teachers and, however
strange it may seem, of students. Some of
the students think it is easier to absorb
the material given at a lecture than to
make any intellectual effort, or to investi-
gate real scientific problems. What if
their research should lead them to a
different conclusion from the one pre-
sented by the teacher?

In the first part of the article I men-
tioned that many universities are even
now characterized by academicism and a
reproductive model of education. I repeat-
edly have been told by faculty that univer-
sities have developed optimal and well-
balanced formats and methods of teach-
ing: seminars, lectures, practical work,
etc.; and that the majority of the new
pedagogical approaches do not fit into
these formats. And so I ask a natural
question: Do all these structures, in their
classical form, really provide opportunities
to develop and educate students in a way
that is appropriate for the 21st century?

We can, very tentatively, point out the
functions that strategies and methods
should serve in modern universities:
• Encourage students to take an active

role in their education;
• Equip them with the means to work

productively with a variety of informa-
tion texts;

• Allow for and encourage individual
choice and creativity;

• Develop the ability to think critically,
and to exchange ideas about values;

• Promote real cooperation in team
work;

• Provide models for responsible peda-
gogical behavior and communicative
skills;

• Help students manage their activities.
Clearly, it is extremely difficult to

achieve all this through traditional educa-
tional methods. Can new pedagogical
approaches resolve the problem? The
answer to this question will be clear only
after we have gained sufficient practical
experience based on the regular and
systematic use of such methods. However,

when such new methods have been de-
scribed poorly (or not at all) in relation to
higher education, university faculty mem-
bers themselves need to become the au-
thors and developers of concrete, practical
models. Only by offering and adapting
their own experience, and the experience
of their colleagues, can they enable new
attitudes to take root and grow.
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