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Preface
This guide presents an educational model built around education and
therapy gardens for adults with disabilities. It has been written as a
practical project publication rather than as a purely symbolic intellectual
output. Its purpose is to help educators, adult-learning providers, civil
society organisations, and decision-makers understand why garden-based
learning can matter, how it can be organised responsibly, and under what
conditions it can become a credible and transferable educational method.
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The guide starts from a simple premise. Many adults with disabilities can
participate more meaningfully when the learning environment is 
accessible, paced, multisensory, and connected to visible action. A garden
does not automatically provide these conditions. However, when its space,
tasks, tools, and support systems are intentionally designed, it can become 
a structured environment for physical activity, cognitive activation, social
participation, and environmental learning.

Throughout the publication, strong safeguards are used against 
overstatement. Evidence-based statements, cautious inference, and 
practice-oriented recommendations are kept distinct. Where the available 
literature suggests potential benefits, the text avoids presenting these as 
universal or guaranteed outcomes. This is essential if the guide is to remain 
professionally useful and scientifically credible.
Project Introduction
This Erasmus+ project addresses a recurring problem in adult education.
Conventional learning environments are often organised around fixed pace,
narrow sensory channels, long blocks of seated attention, and limited
adaptation of tasks. For many adults with disabilities, this can create an
avoidable mismatch between the learner and the setting rather than a true
learning opportunity.

The project therefore explores education and therapy gardens as 
structured environments for adult learning. In this model, gardening is not 
treated as leisure alone. It becomes a medium through which participants 
can engage with real tasks, develop routines, work with tools and 
materials, cooperate with peers, and observe the visible consequences of 
their own actions. The garden functions as a place for learning, practice, 
reflection, and participation.

The project consortium brings together organisations working in adult 
education, disability-related practice, and community-based learning. 
Within that shared framework, the publication aims to translate project 
experience into a coherent educational and methodological guide that can 
be reused in other contexts.
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This book has four linked functions. First, it explains why education and
therapy gardens can serve as meaningful learning environments for adults
with disabilities. Second, it offers a methodological framework that helps
educators translate general ideas into concrete tasks, roles, adaptations, 
and observation methods. Third, it provides implementation guidance that
can support institutions wishing to pilot or scale the model. Fourth, it helps
connect local educational practice with wider European priorities related to
inclusion, sustainability, and community participation.
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The guide is aligned with the broader European commitment to inclusion,
accessibility, participation, and lifelong learning. The Convention on the
Rights of Persons with Disabilities places accessibility, non-discrimination,
and inclusive education at the centre of public responsibility, while General
Comment No. 4 stresses that the whole education system must become
accessible in its environments, information, methods, and support 
structures (United Nations, 2006; Committee on the Rights of Persons with
Disabilities, 2016).

The same strategic logic appears in disability-inclusive policy frameworks 
that treat barriers not merely as individual limitations, but also as features 
of environments, institutions, communication, and social expectations. The 
World Report on Disability argues that many of the disadvantages 
associated with disability are intensified by barriers in access to services, 
environments, education, and participation (World Health Organization and 
World Bank, 2011).

Within this context, garden-based adult learning is relevant because it can 
combine accessibility planning, practical engagement, social participation, 
health-supportive activity, and environmental awareness in one coherent 
educational space. Its value is strongest when it is designed as a structured 
response to exclusion rather than as an informal activity added at the 
margins of a programme.
Purpose of the Guide

Alignment with European Strategies to 2030



The publication is not intended to romanticise nature or to claim that
gardening is a universal solution. Instead, it argues that garden-based
learning can become pedagogically valuable when it is accessible,
intentionally structured, ethically supervised, and linked to clear
educational aims.

Target Groups
Primary user group

The present manuscript is based on three source layers. The first layer
consists of the project source publication and the practical architecture
derived from it. The second layer consists of project-facing educational 
logic developed for the current guide. The third layer consists of selected
external sources used to verify high-level claims about inclusive education,
accessibility, participation, and the possible value of nature-based and
horticultural approaches.

This means that not every paragraph should be read as a summary of hard 
causal evidence. Some statements describe established principles of 
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Adult education
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inclusive education. Others synthesise practice logic from the project
model. Where the literature is more tentative, the wording remains
cautious and avoids claims of universal effectiveness. This distinction is
important for the professional use of the guide.

At this stage of drafting, the text has been written as a cumulative 
manuscript. Individual chapters will continue to be expanded, refined, and 
checked for internal consistency as the full publication grows.



Adults with disabilities do not form a homogeneous learner group, yet 
many adult education settings still operate as if they do. The central
challenge is therefore not disability itself, but the mismatch between rigid
educational environments and diverse learning profiles. In practice, adults
may encounter barriers related to physical access, sensory processing, pace
of instruction, fatigue, pain, social exclusion, communication, or low
confidence shaped by earlier educational experiences.

Chapter 1 lays the foundation for the rest of the publication. It explains 
why classroom-centred models can become restrictive when they offer 
limited flexibility, and why alternative environments such as education and 
therapy gardens deserve serious pedagogical consideration. The chapter 
does not present garden-based learning as a cure-all. Rather, it frames it as 
a potentially more responsive environment when accessibility, structure, 
and support are intentionally built into the programme.

1.1 Diversity of disability profiles and support needs

Disability-related support needs vary widely across individuals and across 
contexts. Some adults may primarily need physical access adaptations, safe 
circulation routes, modified tools, or changes to task positioning. Others 
may need slower pacing, visual structure, repetition, or reduced cognitive 
load. Others again may need strong communication support, sensory 
regulation, predictable routines, or carefully scaffolded social participation. 
For this reason, any educational model that assumes one standard learner 
profile is likely to reproduce exclusion.

The right to education and participation does not require that all adults 
learn in exactly the same way. It requires that learning environments 
become accessible and that reasonable accommodation is provided so 
participation is genuinely possible (United Nations, 2006; Committee on the 
Rights of Persons with Disabilities, 2016). This principle shifts attention 
away from deficit-only descriptions and towards the fit between learner, 
environment, method, and support.
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Many conventional adult-learning settings rely on fixed schedules, 
prolonged sitting, abstract verbal instruction, and limited room for adaptive
task design. Such features may work reasonably well for some participants,
but they can become barriers for others. The World Report on Disability
highlights that people with disabilities often experience barriers in 
accessing education and other services, and that these barriers are
frequently environmental and institutional rather than purely individual
(World Health Organization and World Bank, 2011).

In educational practice, this can be seen in several ways. Physical barriers 
may include inaccessible classrooms, unsuitable furniture, or inadequate 
circulation space. Cognitive barriers may include overly dense instructions, 
lack of visual sequencing, or tasks that demand rapid information 
processing without sufficient scaffolding. Sensory barriers may include 
noise, crowding, glare, or overstimulating environments. Social barriers 
may emerge when participation is reduced to verbal speed, social 
confidence, or competition instead of supported contribution.
These barriers matter because they affect not only access but also the 
learner's sense of control. When adults repeatedly encounter 
environments in which they cannot move safely, follow the rhythm, or see 
the purpose of the activity, motivation may decline even where learning 
potential remains strong.

1.2 Learning barriers in conventional adult education settings

Barrier type

Physical access

Cognitive load

Sensory fit

Typical manifestation in a 
conventional setting

Inaccessible circulation, unsuitable
furniture, limited reach and
positioning

Dense instructions, rapid pace, low
task visibility

Noise, crowding, glare, competing
stimuli

Implication for garden-based 
design

Wide paths, raised beds, varied
working heights, adapted tools

Step-based tasks, short cycles,
visual sequencing, repetition

Predictable zones, paced
activity, multisensory but
moderated input



 

Psychological, social, and physiological factors intersect with these
environmental barriers. Some adults come to education with histories of
exclusion, interrupted schooling, or repeated experiences of
underestimation. This can shape self-efficacy, willingness to try unfamiliar
tasks, and readiness to participate in group settings. Social isolation may
further reduce opportunities to practise communication, shared
responsibility, and reciprocal support.

Physiological realities also matter. Pain, fatigue, balance limitations, 
medication effects, or fluctuating energy can influence what participation is 
realistically possible on a given day. In flexible settings, such realities can be 
accommodated through shorter activity cycles, varied task intensity, and 
meaningful alternatives to full participation. In rigid settings, the same 
realities may be interpreted as disengagement rather than as a design 
problem.

A scientifically serious approach must therefore avoid simplistic causal 
language. It is rarely accurate to say that a given educational space 
automatically increases motivation, confidence, or participation. A more 
defensible statement is that the design of the environment can create 
conditions that support or hinder these outcomes.

1.4 What current evidence suggests

Current evidence supports several aspects of this argument, although the 
strength of evidence differs by claim. Disability-rights and inclusion 
frameworks strongly support the need for accessible environments, 
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Barrier type

Fatigue and pain

Social participation

Typical manifestation in a 
conventional setting

Long sitting blocks or uninterrupted
attention demands

Success measured mainly through
verbal speed or abstract discussion

Implication for garden-based 
design

Alternating task intensity,
breaks, role flexibility

Shared practical roles, visible
contribution, guided
cooperation

1.3 Psychological, social and physiological factors
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reasonable accommodation, and system-level adaptation (United Nations,
2006; Committee on the Rights of Persons with Disabilities, 2016). Broad
disability evidence also supports the view that barriers in education and
participation are often environmental and institutional (World Health
Organization and World Bank, 2011).

The evidence for nature-based and horticultural approaches is more 
heterogeneous. Reviews suggest that therapeutic gardens and horticultural 
activities may support attention, stress reduction, mood, and social 
engagement in some groups, but study quality and populations vary 
considerably (Detweiler et al., 2012). A systematic review and meta-
analysis of nature-based outdoor activities in adults reported beneficial 
mental-health outcomes across several intervention types, including 
gardening, although the review also points to diversity in programme 
design and evidence quality (Coventry et al., 2021). Recent work on 
adaptive outdoor physical activity likewise suggests that participation 
depends heavily on access, support, safety, and context-specific facilitation 
rather than on the outdoor setting alone (Derakhshan et al., 2024).
For the purposes of this guide, the most responsible conclusion is not that 
gardens are universally superior to classrooms. It is that outdoor, task-
based, accessible, and multisensory environments can widen participation 
opportunities for some adult learners when they are purposefully designed.



11

Education in hobby gardens or therapy gardens can be understood as one
such purposefully designed alternative. Their pedagogical relevance lies in
several linked qualities. Tasks can be broken into visible steps. Movement
can be distributed across the activity rather than confined to formal
exercise. Sensory input can be varied and moderated. Social contribution 
can be organised through real shared tasks rather than through abstract
discussion alone. Outcomes are often concrete: a prepared bed, a watered
plant, a sorted compost stream, a harvested crop, a maintained pathway.

These features do not remove the need for structure. On the contrary, they 
make structure more important. A garden becomes educationally 
meaningful only when goals, roles, tools, pacing, safety, and observation 
are carefully planned. Without that structure, the environment may remain 
pleasant but pedagogically weak. With that structure, it can become an 
environment in which adults with diverse support needs participate 
through action, repetition, cooperation, and reflection.

Figure 1. Barrier-to-design pathway for garden-based adult learning.

1.5 Why garden-based learning is a reasonable pedagogical
response
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For this reason, the rest of the publication proceeds from diagnosis to
method. Having identified the limits of classroom-only models, the next
chapters examine the educational value of hobby gardens, differentiated
adaptations for learner groups, and the practical tools needed for safe
implementation.

 

Photo. Outdoor group activity illustrating the transition from barriers to a structured 
garden-based learning response.

Committee on the Rights of Persons with Disabilities. (2016). General Comment No. 4
on the right to inclusive education.
Coventry, P. A., et al. (2021). Nature-based outdoor activities for mental and physical 
health: systematic review and meta-analysis. SSM – Population Health, 16, 100934.
Derakhshan, P., et al. (2024). Adaptive outdoor physical activities for adults with 
mobility limitations: scoping review.
Detweiler, M. B., et al. (2012). What is the evidence to support the use of 
therapeutic gardens for the elderly? Psychiatry Investigation, 9(2), 100–110.
United Nations. (2006). Convention on the Rights of Persons with Disabilities.
World Health Organization and World Bank. (2011). World Report on Disability.

Selected references used in this chapter



Hobby gardens matter educationally not because they are automatically
therapeutic or automatically inclusive, but because they can be deliberately
designed as environments in which learning is visible, paced, embodied, 
and socially shared. In the source publication, this chapter is positioned
immediately after the discussion of barriers in conventional settings. That
sequence is methodologically sound. Once the limits of classroom-centred
provision are identified, the next question is not whether outdoor learning 
is attractive in principle, but what exactly makes a garden function as a
learning environment rather than simply a pleasant place to spend time.

For adults with disabilities, that distinction is crucial. A credible educational 
environment must offer more than activity. It needs structure, accessibility, 
relevance, and opportunities for reflection. A hobby garden can provide 
those features when tasks are meaningful, spaces are navigable, tools are 
adapted, and support is organised in a way that respects adult learners 
rather than infantilising them. In that sense, the pedagogical value of the 
garden lies in the relationship between place, task, support, and 
interpretation.
2.1 What makes a hobby garden an educational environment

A hobby garden becomes educational when it combines real activity with 
intentional learning design. The work is concrete. Learners prepare soil, 
move tools, observe growth, water at agreed times, solve small practical 
problems, and see consequences over time. This concreteness can reduce 
abstraction demands that often make learning more difficult for some 
adults with disabilities. At the same time, it creates a natural basis for 
instruction in sequencing, observation, communication, and responsibility.

The garden also changes the temporal rhythm of learning. In many 
classroom contexts, attention is expected to remain steady even when 
tasks have little visible outcome. In contrast, garden-based tasks often 
alternate naturally between action, waiting, checking, and adjustment. This 
slower and more varied rhythm can create better conditions for 
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participation, especially when fatigue, stress, sensory overload, or reduced
confidence affect learning. The important point is not that outdoor settings
are inherently better, but that they often permit more flexible pacing and
richer sensory orientation.

A further pedagogical strength lies in visibility. Progress can often be seen 
rather than merely described. Beds get prepared, seeds emerge, weeds 
return, and watering routines matter. Such visible consequences can 
support motivation because the learner can connect effort with outcome. 
This makes the garden especially suitable for adult education contexts in 
which confidence has been weakened by repeated experiences of failure or 
passivity.

Embodied learning
Movement, handling of
materials, sensory contact
with soil, plants, water, 

 

Use tasks that connect
physical action with
explicit learning aims and 

Photo. Raised-bed practice illustrating an accessible and activity-based hobby-garden
learning environment.

Table 2.1. Core pedagogical functions of a hobby garden as a learning environment.

Educational function What the garden offers Implication for 
programmedesign



 

The source publication rightly treats hobby gardens as more than a
rehabilitation add-on. Their educational value lies in the fact that they can
integrate several domains of learning at once. A single session may involve
communication, rule-following, sequencing, spatial orientation, tool
handling, attention to safety, and collaborative decision-making. That
integrated character is particularly useful in adult education, where 
isolated drill can feel artificial and demotivating.

For many adult learners, gardens can also reduce the symbolic distance 
between learning and life. The tasks are recognisable. Watering, sorting, 
planting, checking, cleaning, harvesting, and composting are not school-like 
performances for the sake of school. They are activities with practical 
meaning. This does not automatically create learning, but it can improve 
engagement by making the purpose of the task easier to grasp.
The pedagogical value is especially strong when learning goals are named 
explicitly. For example, a planting activity may simultaneously target fine 
motor control, sequencing, following visual prompts, cooperation in pairs, 
and simple environmental understanding. Without that clarity, the session 

15

Educational function What the garden offers Implication for
programme design

Situated relevance

Visible progression

Shared responsibility

and tools.

Changes in beds, plants,
routines, and outcomes
can be observed over time.

Tasks can be distributed
across pairs or small
groups without removing
individual ownership.

Activities resemble
everyday care,
maintenance, planning,
and environmental
responsibility.

safe pacing.

Build reflection around
before-and-after
comparison, routine
checking, and learner
noticing.

Define clear roles,
handover rules, and simple
accountability systems.

Link garden work to daily
living, participation, and
where appropriate
employability-related
habits.

2.2 Pedagogical value for adult learners with disabilities
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remains activity-rich but educationally vague. With it, the same session
becomes teachable, observable, and easier to adapt to different support
needs.
2.3 Nature-based learning theories and their practical translation

The project source text explicitly connects hobby gardens with three 
theoretical anchors: Montessori, Kolb’s experiential learning, and a broader 
nature-based education perspective associated there with Boden and 
Bixler. These theories do not provide a ready-made disability pedagogy on 
their own. They do, however, help explain why garden-based learning can 
be methodologically strong when adapted carefully for adult learners.

A Montessori-oriented reading highlights prepared environments, 
purposeful materials, and the learner’s own activity. In a garden context, 
that suggests spaces in which tools are clearly located, routines are 
predictable, and learners can act with a degree of autonomy rather than 
waiting for constant verbal instruction. The pedagogical lesson is not to 
copy Montessori literally, but to preserve its respect for ordered 
environments, meaningful manipulation, and paced independence.

Kolb’s experiential learning cycle is even more directly applicable. Garden-
based education lends itself to a sequence of concrete experience, 
observation, reflection, and renewed action. A learner plants, notices what 
changes, discusses what happened, and tries again with some adjustment. 
This is particularly valuable because it gives educators a structure for 
turning activity into learning rather than assuming that experience alone 
will teach.

The nature-based education perspective cited in the source material 
contributes a wider argument. It suggests that interaction with natural 
settings can support attention, emotional regulation, environmental 
awareness, and social responsibility when the environment is safe and 
pedagogically mediated. Here again, the key word is mediated. Nature does 
not educate by itself. Educators do, by using nature as a context for 
observation, responsibility, and transfer of learning.

 Table 2.2. Theoretical anchors and their methodological implications for hobby-garden
learning.



 

Not every garden session is pedagogically effective. The environment works
best when several conditions are in place at the same time. First,
accessibility must be addressed materially. Routes, bed heights, surfaces,
seating, tool storage, and rest points need to correspond to the mobility,
sensory, and fatigue-related realities of the participants. Second, tasks 
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Theoretical anchor Main educational idea Practical translation in a 
hobby garden

Montessori-oriented
perspective

Nature-based education
perspective

Kolb’s experiential learning

Learning is strengthened
by prepared
environments, purposeful
activity, and graduated
autonomy.

Learning develops through
experience, observation,
reflection, and renewed
experimentation.

Natural settings can
support attention,
wellbeing, responsibility,
and social participation
when pedagogically
structured.

Ordered tool stations,
clear routines, accessible
materials, and tasks that
can be completed with
limited but real
independence.

Use short reflection loops
after each task, encourage
noticing, and let learners
try improved versions of
the same activity.

Use the garden as a
context for sensory
orientation, shared care,
environmental learning,
and adult participation in
meaningful routines.

Figure 2. From action to reflection: a simple learning cycle for hobby-garden education.

2.4Conditionsforeffectiveuse
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must be scaled. Overly long or overly complex tasks can quickly turn a
promising environment into an experience of confusion or failure.

Third, staff support has to be calibrated. Too little support can create risk, 
frustration, or disengagement. Too much support can strip the task of 
ownership and reduce the learner to passive compliance. Effective garden-
based education therefore depends on graded prompting, clear modelling, 
and the gradual transfer of responsibility. Fourth, reflection must be built 
into the session. Even a short closing conversation or visual check-back can 
help transform action into retained learning.

The garden should also be treated as a serious adult space. This includes 
respectful language, meaningful task allocation, and realistic expectations. 
Adults with disabilities should not be positioned as merely helping in 
symbolic activities. They should be enabled, as far as possible, to carry out 
authentic work with appropriate support, because authenticity is one of 
the main reasons this environment can be educationally stronger than 
simulated tasks.

2.5 Illustrative implementation examples in Europe

The project source material refers to examples from Germany, the United 
Kingdom, and the Netherlands. These examples should be read as 
indicative rather than exhaustive. They do not amount to a comprehensive 
European mapping, but they are useful for showing how similar principles 
can be operationalised in different contexts.

Across these examples, three recurring patterns appear. First, hobby 
gardens are used not only for productive activity but also for rehabilitation, 
confidence-building, and social inclusion. Second, the garden is rarely 
treated as an isolated intervention. It tends to sit within a wider support 
structure involving educators, community organisations, rehabilitation 
providers, or social projects. Third, the educational value seems strongest 
where the work is both structured and socially recognised, rather than left 
as unframed outdoor occupation.

 Table 2.3. Illustrative implementation patterns referenced in the project source
material.



 

A professionally responsible guide must also state what hobby gardens
cannot do on their own. They do not replace specialist assessment,
rehabilitation planning, accessible transport, or the legal duties of
institutions. They do not guarantee motivation, inclusion, or learning
transfer. They can also exclude some learners if weather, sensory triggers,
pain, or fatigue are not planned for carefully.

For that reason, the most accurate conclusion is not that hobby gardens 
are universally superior to classroom-based methods. It is that they can 
offer a strong alternative or complementary environment when their 
design responds to actual learner needs. In practice, the best programmes 
often combine outdoor and indoor work, allowing action, explanation, 
documentation, and reflection to support one another.
2.7 Conclusion

Hobby gardens can serve as credible adult learning environments because 
they combine activity, consequence, pacing, and shared responsibility in 
ways that many conventional settings do not. Their pedagogical value lies 
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Country context Reported emphasis Methodological lesson

Germany

Netherlands

United Kingdom

Use of hobby gardens in
social projects for
rehabilitation and social
integration.

Horticultural therapy and
personal development
through movement,
routine, and teamwork.

Nature-based spaces used
within social integration
projects, including
psychosocial support and
environmental awareness.

Confidence and
responsibility grow when
garden work is connected
to inclusion rather than
treated as isolated
therapy.

Practical garden work can
support educational aims
when embedded in guided
programmes with
reflection and support.

Gardens can combine
participation, wellbeing,
and environmental
learning when they are
part of a broader
community framework.

2.6 Limits and cautions
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in design rather than in scenery. When educators organise accessible 
space, meaningful tasks, structured reflection, and appropriate support, 
the garden can become a setting for physical engagement, cognitive
activation, social participation, and environmental learning.

The theoretical perspectives associated in the source material with 
Montessori, Kolb, and nature-based education help explain why this model 
can work. They point to prepared environments, learning through 
experience, and the educational value of contact with the natural world. 
The practical lesson is clear: hobby gardens should not be romanticised, but 
they should be taken seriously as method. The next chapter therefore turns 
from the learning environment itself to the question of adaptation for 
different disability groups and to the safety conditions that make such 
adaptation workable.

 Selected references used in this chapter
 Kolb,D.A.(1984).Experientiallearning: Experienceas the source of learning and 

development.
Montessori, M. (1967). The discovery of the child.



Garden-based education becomes genuinely inclusive only when it is
differentiated. Adults with disabilities do not encounter one shared pattern
of difficulty, and a garden task that is well designed for one learner may be
inaccessible, confusing, tiring, or overstimulating for another. For that
reason, this chapter does not treat disability categories as rigid boxes.
Instead, it uses them as planning lenses that help educators anticipate
common participation barriers and adapt the environment, the task, the
communication method, and the level of support.

The most defensible starting point is functional rather than diagnostic. As 
the World Health Organization and World Bank (2011) argue, disability 
emerges through the interaction between health conditions and 
environmental barriers. In practice, that means educators should ask not 
only what label a learner carries, but what the task requires and what 
conditions make participation possible. A person may need seated access, 
slower pacing, reduced sensory load, simplified instructions, tactile cues, 
supported communication, or a more predictable routine. Good design 
begins there.

3.1 Why differentiated planning matters

A useful garden session aligns four elements at the same time: the learner’s 
strengths, the functional demands of the task, the physical design of the 
space, and the support available during participation. If any one of those 
elements is ignored, the activity may still take place, but its educational 
value drops. A learner may become passive, dependent on constant 
prompting, physically overextended, or unable to understand what success 
looks like.

Differentiated planning therefore means more than offering easier and 
harder versions of the same task. It involves adjusting how a task is 
presented, how much information is given at once, what tools are used, 
how long the activity lasts, whether the work is individual or shared, and 
how feedback is delivered. This logic is closely compatible with the 
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Chapter 3. Garden-Based Education for Different
Groups of Adult Learners with Disabilities
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Universal Design for Learning framework, which emphasises multiple
means of engagement, representation, and action or expression (CAST,
2018). In a garden context, that can mean the difference between a
decorative activity and a real learning opportunity.

 Table3.1.Functionalplanninglenses for differentiated garden-based education.

Typical participation Learner group Garden-based design response

Use accessible paths, seated or
standing options, raised beds,
lightweight tools, reduced
carrying, pacing breaks, and 

barrier

Limited reach, reduced
balance, wheelchair use,
pain, fatigue, or restricted
endurance during Physical disabilities

standing, carrying, digging, meaningful roles that do not 
or repeated movement.

Difficulty following multi-
step tasks, abstract
instructions, long
explanations, or
unstructured routines.

depend on prolonged exertion.

Use short action sequences, 
visual cues, consistent 
routines, repeated modelling, 
supported choice, and 
immediate concrete feedback 
tied to visible results.
Use tactile markers, strong 
spatial consistency, verbal 
description, object-based 
demonstration, high-contrast 
cues, and fragrant or textured 
plants.
Use written or pictorial 
instructions, gestures, sign 
language where appropriate, 
face visibility, demonstration 
before action, and peer 
coordination routines.
Use predictable sequences, 
smaller work zones, clear start 
and finish points, optional 
quieter spaces, sensory 
regulation strategies, and 
graded social participation.

Intellectual disabilities

Reduced access to visually
presented instructions,
labels, and distant
demonstrations.

Visual disabilities

Reduced access to spoken
instructions in noisy or
distributed outdoor
settings.

Hearing disabilities

Sensory overload,
unpredictability, difficulty
with transitions, or stress
in socially dense tasks.

Neurodevelopmental
disabilities

3.2 Example applications for adults with physical disabilities



For adults with physical disabilities, access has to be understood as task
access, not merely site access. It is not enough that a learner can enter the
garden if the work surface is still too low, the tool is too heavy, the 
watering route is too long, or the activity assumes standing balance that 
the learner does not have. Meaningful participation often depends on small
design decisions: bed height, tool grip, storage position, turning radius,
carrying distance, and whether the task can be performed in stages rather
than in a single continuous effort.

In practice, accessible garden design may include raised beds at seated 
reach, firm and sufficiently wide pathways, stable seating, adjustable 
worktables, hose systems that reduce heavy lifting, and hand tools with 
enlarged or looped grips. Equally important is energy management. Some 
adults can perform a task well but only in short intervals. In those cases, 
educators should plan paced work-rest cycles, alternate physically 
demanding and lighter duties, and treat fatigue as a design variable rather 
than as learner failure. This approach fits the rights-based expectation that 
barriers should be reduced through accessibility and reasonable 
accommodation (United Nations, 2006).
The educational point is not simply rehabilitation through movement, 
although movement may be beneficial. The stronger pedagogical goal is to 
allow adults with physical disabilities to contribute to real work with an 
appropriate degree of autonomy. A learner who prepares labels, sows 
seeds at a seated station, checks irrigation flow, or supervises harvest 
sorting is participating educationally when the role is purposeful, visible, 
and connected to shared outcomes.

3.3 Task planning for adults with intellectual disabilities

For adults with intellectual disabilities, the central challenge is often not 
willingness to participate but the cognitive load built into the task. Garden 
work can quickly become confusing if the learner has to remember several 
steps, monitor time, locate tools, interpret verbal explanation, and judge 
quality all at once. The educator’s role is therefore to simplify the structure 
without emptying the task of meaning.
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A well-adapted task usually has a clear start, a limited number of steps,
visible materials, and an immediate sign that progress is being made.
Planting may be broken into a sequence such as: fill the pot, make one 
hole, place one seedling, cover the roots, water once, return the tool. Each
step can be demonstrated and supported with pictures, symbols, colour
coding, or a physical sample. Repetition is not a weakness in this context.
Repeated routines help turn uncertainty into competence and can
strengthen attention, recall, and confidence over time.

Supported choice is also important. Instead of leaving the learner to choose 
from many options, educators can offer two or three meaningful 
alternatives: water herbs or water tomatoes, sow seeds or label pots, work 
alone for five minutes or with a peer. This keeps decision-making 
manageable while preserving adult dignity and ownership. The principle 
echoes both structured support literature and the broader inclusive-
education requirement to remove avoidable participation barriers 
(Committee on the Rights of Persons with Disabilities, 2016).

 Table3.2.Examplesoftaskadaptation acrossdifferentsupportneeds.

Educational purpose Garden task Possible adaptations preserved

Use seated-height surfaces,
one-seedling-at-a-time
trays, tactile markers for
position, picture sequence
cards, and peer modelling.

Use lightweight containers 
or hose triggers, colour-
coded watering zones, 
scheduled turns, and short 
repeated watering routines.

Use accessible reach tools, 
baskets fixed to mobility 
aids or tables, visual sorting 
guides, and calm low-
distraction work zones.

Use clearly labelled bins, 
simplified waste categories, 
reduced carrying distances, 

Sequencing, fine-motor
practice, care for living
material, and ownership of a
visible outcome.

Attention to routine,
responsibility, observation of
plant condition, and shared
contribution.

Decision-making, sorting,
sensory discrimination, and
participation in productive
shared work.

Environmental learning,
categorisation, and
understanding of cyclic 

Planting seedlings

Watering

Harvesting

Composting



Adults with sensory disabilities and neurodevelopmental disabilities are
often grouped together too quickly, yet their needs can differ substantially.
Even so, they share one crucial methodological point: the educational
pathway depends heavily on how information enters the activity and how
regulation is supported during participation. A task may be fully achievable
in motor terms but still fail because the instructions are inaccessible, the
environment is overstimulating, or transitions are poorly managed.

For adults with visual disabilities, tactile and auditory access matter. 
Educators can organise routes consistently, use textured or raised markers, 
give precise verbal orientation, and choose plants with distinct texture or 
smell. For adults with hearing disabilities, visibility matters. Instructions 
should be demonstrable, readable, and paced so that participants can 
watch the task before beginning. Outdoor settings require particular care 
because distance, movement, and ambient noise can disrupt 
communication more easily than in indoor classrooms.
For adults with neurodevelopmental disabilities, predictability and sensory 
regulation often determine whether participation is sustainable. Many 
learners benefit from clear session routines, explicit transition signals, low-
clutter work areas, and the option to step away briefly without being 
treated as non-compliant. Group work should be graded. Some learners 
may begin with parallel participation, working near others but not yet in 
constant interaction. Over time, that can develop into shared tasks if trust, 
familiarity, and sensory comfort are present. CAST (2018) is especially 
useful here because it reminds educators that access is created through 
multiple routes, not through one default way of presenting the same 
activity.
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Garden task Possible adaptations

and supervised tool use.

Educational purpose 
preserved

processes.

3.4 Recommendations for sensory and neurodevelopmental
disabilities
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A practical rule across these groups is to design for clarity before
complexity. Clear space, clear sequence, clear communication, and clear
sensory expectations reduce avoidable frustration. Once those conditions
are secure, challenge can be increased in a purposeful way.

 

The source publication correctly includes risk analysis as a core part of
implementation, and this point deserves stronger emphasis in the guide.
Garden-based learning is not automatically safe because it is outdoors.
Outdoor settings create specific hazards related to terrain, tools, weather,
allergies, infection exposure, manual handling, dehydration, and sensory
overload. Risk management should therefore be built into programme
design from the start, not added informally after an incident.

A strong risk analysis asks four practical questions. First, what hazards are 
present in this specific site and task? Second, which learners are especially 
exposed because of mobility, communication, cognition, health status, or 
sensory regulation needs? Third, what controls reduce risk without 
removing meaningful participation? Fourth, who is responsible for 
observation, escalation, and response if something goes wrong? These 

Figure 3. Adaptation pathway from learner profile to revised task design.

3.5Riskanalysis andsafetyprecautions



questions should be reviewed before sessions begin and updated when
tasks, seasons, or learner groups change.

 

Safety precautions should still protect adult status and participation rights.
Overprotection can be as damaging as neglect if it turns learners into 
passive observers. The aim is proportional control: enough structure to
prevent foreseeable harm, but not so much that the task loses authenticity.
This is why observation matters. Educators should note not only incidents, 
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Table3.3. Coreriskdomainsandpreventive controlsforgarden-based adult learning.

Risk domain Examples of concern Preventive control

Inspect routes before each
session, maintain clear paths,
provide seating and transfer
support where needed, and
match task location to mobility
profile.

Choose appropriate tools, 
demonstrate safe handling, 
supervise higher-risk tasks, and 
separate sharp or powered items 
from general circulation.

Use shorter blocks, hydration 
routines, hats or shade, flexible 
pacing, and stop-rules for 
distress, dizziness, or pain 
increase.

Record relevant health 
information, plan low-stimulation 
options, use gloves where 
needed, and create quiet 
withdrawal space without 
penalty.
Use accessible communication, 
clear boundaries, visible staff 
roles, check-in routines, and 
documented escalation 
procedures.

Slippery ground, uneven
surfaces, narrow turns,
trip points, unsafe
transfers, poor 
wheelchair access.

Cuts, punctures,
inappropriate grip
strength, unsafe storage,
misuse during confusion
or fatigue.

Heat, cold, sun exposure,
dehydration, fatigue, pain
escalation, overuse.

Terrain and
movement

Tools and materials

Weather and
physical strain

Allergies, infection
exposure, distress from
noise or touch, overload
during group work.

Instructions
misunderstood,
participant becomes lost,
support staff unavailable,
unsafe peer interaction.

Health and sensory
regulation

Communication and
safeguarding
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but also near-misses, fatigue patterns, communication breakdowns, and
supports that clearly improved safe participation.
3.6 Conclusion

Garden-based education for adults with disabilities works best when it is 
adapted by function, not reduced to diagnosis. Physical access, cognitive 
structure, communication mode, sensory regulation, and safety planning all 
shape whether a task becomes meaningful learning or merely supervised 
activity. When those elements are aligned, adults can participate with 
greater autonomy, clearer purpose, and stronger connection to the shared 
work of the garden.

The practical implication is straightforward. Educators should begin with 
the learner, analyse the task, adapt the environment, and then revise 
support based on observation. That sequence makes inclusion concrete. It 
also prepares the ground for the next chapter, which turns from learner 
adaptation to the tools and physical arrangements that support motor 
participation in a garden-based programme.

 Selected references used in this chapter
 CAST. (2018). Universal Design forLearning Guidelines version 2.2.
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The source publication rightly identifies garden tools as a major part of
physical development, but that relationship needs more precise
interpretation. Tools do not create educational value simply because they
are used outdoors. They become pedagogically useful when their size,
weight, grip, reach, and movement demand are matched to the learner and
to the purpose of the task.

In practice, this means that a trowel, rake, hose, planter, bench, or raised 
bed should be treated as part of the learning design, not as neutral 
equipment. A tool can widen participation, reduce unnecessary strain, and 
make purposeful action possible. Equally, a badly chosen tool can exclude a 
learner even in an otherwise accessible garden. This interaction between 
person, task, and environment is consistent with the functional perspective 
of the International Classification of Functioning, Disability and Health, 
which places activity and participation in relation to environmental 
conditions (World Health Organization, 2001).

4.1 Agricultural tools used

The original project text lists ergonomic shovels and rakes, lightweight 
irrigation systems, smaller digging tools, and adjustable work surfaces. 
These examples are useful because they show that accessibility is not 
limited to ramps or pathways. It also includes the micro-design of hand 
contact, wrist position, carrying distance, and the height at which work is 
performed.

For adult learners with disabilities, tools can be grouped less by traditional 
gardening category and more by the kinds of movement and support they 
require. Some tools are mainly for force production, such as spades or 
hoes. Others support fine-motor control, such as seed dispensers, dibbers, 
plant labels, and pruning scissors. Still others reduce effort through system 
design, such as hose reels, drip irrigation, wheeled carts, or waist-height 
potting benches. Educators should choose among these options according 
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Chapter 4. Agricultural Tools and Physical
Development



A function-based view is particularly important because the same object
can be either enabling or excluding depending on context. A watering can
may support strengthening and coordination for one learner, yet create
unnecessary pain or spill risk for another. The educational question is 
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to the intended learning outcome, the learner’s functional profile, and the
safety conditions of the site.

 Table 4.1. Functional view of garden tools and workstations in adult disability education.

Rake or hoe

Wheelbarrow or
garden cart

Seed tray, dibber,
labels, and small
containers

Raised bed or table-
height planter

Tool or workstation

Watering can or hose
system

Hand trowel or scoop

Typical physical demand and Educational function supporteduseful adaptation

Requires grasp, wrist control, 
and near-body reach. Wider 
handles, soft grips, and 
reduced soil load make 
repeated use easier.

Involves bilateral arm 
movement, posture control, 
and rhythm. Lightweight 
shafts and suitable handle 
length reduce strain and 
improve control.
May require carrying, lifting, 
sustained grip, or trigger 
control. Hose guides, rolling 
supports, or lighter 
containers reduce fatigue.

Reduces bending and 
improves seated or 
supported standing access. 
Height and knee clearance 
determine real usability.

Requires pushing, steering, 
balance, and route planning. 
Smaller loads and stable 
wheels lower risk.
Supports precision grip and 
close-range visual or tactile 
work. Stable trays and colour 
or tactile coding improve 
orientation.

Planting, transplanting, tactile
contact with soil, and sequencing
of simple actions.

Ground preparation, movement
planning, coordination, and
visible cause-and-effect learning.

Routine building, observation of
plant needs, responsibility, and
pacing of repeated care tasks.

Inclusive participation, longer
engagement time, easier
demonstration, and shared work
visibility.

Transport planning, teamwork,
task ownership, and
understanding of work 
sequence.

Fine-motor practice,
categorisation, memory support,
and independent repetition of
short tasks.
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therefore not whether a tool is standard, but whether it allows safe,
meaningful, and repeatable participation in the task at hand.
4.2 Effects on motor skill development

Garden tasks may contribute to motor development because they combine 
movement with purpose. Digging, sowing, filling pots, watering, carrying 
light materials, and sorting harvest all invite action that has a visible 
outcome. This matters pedagogically. Repeated movement is often better 
tolerated when it is tied to real work rather than to abstract exercise alone.

The most relevant motor domains in this context are usually reach, grasp, 
bilateral coordination, posture control, balance, pacing, and endurance 
over short or moderate intervals. Fine-motor work appears in seed 
handling, pot filling, label placement, and pruning of small plants. Gross-
motor work appears in path movement, pushing carts, moving compost, or 
watering larger beds. What counts as progress may differ substantially 
between learners. For one person, success may mean longer tolerated 
participation. For another, it may mean more accurate hand use, fewer 
compensatory movements, or improved confidence in approaching the 
task.
Therapeutic-garden literature suggests that garden activity can support 
both functional movement and psychosocial wellbeing when tasks are 
meaningful, graded, and sustained over time (Detweiler et al., 2012). The 
caution, however, is equally important: physical demand should be 
calibrated rather than assumed to be beneficial. Overly heavy tools, 
awkward wrist angles, long carrying routes, or prolonged standing can 
undermine learning by turning the activity into unmanaged strain. 
Reasonable accommodation therefore applies to the design of movement 
itself, not only to the physical site (United Nations, 2006).



A useful planning rule is to observe what kind of effort the task actually
requires. Is the learner gripping continuously or intermittently? Is force
applied close to the body or at distance? Does the action require rotation,
carrying, bending, or sustained standing? Once those demands are visible,
the educator can decide whether to reduce them, redistribute them, or use
them intentionally as a graded challenge.
4.3 Examples of accessible tool design

Accessible design in garden education is rarely about one specialist tool. 
More often, it is about a series of modest design decisions that together 
make work possible: lighter materials, better grip texture, handle shape 
that reduces wrist deviation, reachable storage, non-slip surfaces, or 
workstations that allow seated access. Adjustable-height benches and 
raised beds are especially useful because they change the whole geometry 
of the task. They reduce unnecessary bending, allow closer visual 
inspection, and support teaching through side-by-side demonstration.

Watering systems are another high-value design area. A hose with guided 
movement, a trigger adapted for weak grip, or a drip line can preserve the 
educational purpose of watering while avoiding excessive lifting. Likewise, 
carts, baskets with two handles, or smaller batch sizes can turn transport 
from a risky exertion task into a manageable planning task. The goal is not 
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Figure 4. Tool selection, movement demand, and participation quality in garden-based
learning.



to remove all effort, but to remove effort that is irrelevant to the learning
objective.

 

Accessible design should also protect dignity. Adults with disabilities should
not be positioned as passive recipients of simplified activity. Well-designed
tools allow them to undertake real work with authentic responsibility, even
when the task has been adapted. A learner who labels seed trays, monitors 
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Table 4.2. Accessible design features that improve tool usability and learning
participation.

 Design feature Why it matters
educationally

Practicalnote for 
implementation

Enlarged or cushioned
grip

Raised beds and
adjustable worktables

Reachable storage and
clear tool layout

Rolling carts, hose
guides, or load
reduction

Lightweight but
balanced tool body

Handle length matched
to posture

Reduces painful
pressure, stabilises
grasp, and supports
longer, more accurate
use.
Makes repeated action
more sustainable and
lowers fatigue-related
disengagement.
Allows seated,
supported-standing, or
upright work with less
bending and twisting.

Improve access, 
visibility, and shared 
teaching position for 
learners and educators.
Supports
independence,
memory, and smoother
task transitions.

Preserve participation 
by reducing 
unnecessary carrying 
and lifting.

Check whether the
learner needs friction,
softness, or a looped
grip rather than a
thicker handle alone.
A lighter tool is not
always better if the
balance point makes
control unstable.

Test the tool during the 
real task, not only in 
static demonstration.
Height should match
the learner’s reach and
wheelchair clearance,
not generic
assumptions.
Store frequently used
tools near the work
zone and label
positions consistently.
Use smaller loads and
shorter routes before
introducing more
complex transport
tasks.
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drip irrigation, prepares potting mix at bench height, or checks moisture
levels is participating meaningfully when the contribution is visible and
linked to the shared life of the garden.
4.4 Conclusion

Agricultural tools matter because they shape who can do what, for how 
long, and with what degree of success. In garden-based adult education, 
tools should therefore be selected as part of the methodology. The 
strongest choices are those that align the movement demand of the task 
with the learner’s current capacity while preserving the educational 
purpose of the activity.

The practical implication is clear. Educators should observe the task, 
identify where strain or exclusion is being created, and then adapt the tool, 
workstation, or sequence before concluding that the learner cannot 
participate. When tools are chosen with this level of care, garden work can 
support motor development, confidence, and authentic contribution rather 
than merely symbolic inclusion.
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The source publication is right to treat task-based work as a core method 
for cognitive development, but the strongest version of that idea is more
specific than a list of activities. In adult disability education, a task becomes
pedagogically useful when it is meaningful, structured, visible, and
achievable without stripping away the learner’s agency. Garden-based
education is especially suitable for this because tasks have a real purpose.
Soil is prepared for sowing, seedlings are watered because they need care,
and harvested produce must be sorted, cleaned, or recorded.

For adults with intellectual disabilities, this matters because abstract 
instruction alone is often less effective than guided action connected to a 
concrete outcome. A well-designed garden task can reduce unnecessary 
cognitive load, support attention through routine, and create repeated 
opportunities for memory, sequencing, choice making, and problem 
solving. This is consistent with functional and inclusive approaches that 
adapt the task and the environment to the learner rather than assuming 
one fixed route to performance (World Health Organization, 2001; CAST, 
2018).

5.1 Structuring tasks

Task structure should be explicit. This usually means defining a clear 
beginning, a limited number of visible steps, a concrete end point, and an 
expected standard that can be demonstrated. In practice, the educator 
often needs to do more than explain. They may need to model the action, 
provide a step card, prepare materials in sequence, and reduce irrelevant 
choices at the start. The aim is not to infantilise the learner, but to make 
success visible and repeatable.

A useful rule is to design for one primary demand at a time. If the learning 
goal is sequencing, the task should not simultaneously overload the learner 
with difficult grip, unfamiliar vocabulary, and several competing choices. If 
the goal is decision making, then the routine steps should already be 
familiar. This kind of graded design also fits the logic of experiential 
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learning, where concrete action, observation, reflection, and revised action
form a cycle rather than a single event (Kolb, 1984).

 

Visible step Developmental Garden task Support toolssequence focus

Prepare tray, fill
cells, place
seed, cover
lightly, water

Check label,
choose tool,
water to target
level, return
tool

Collect,
compare, sort,
place in basket,
count 

Select scraps,
reject non-
organics, add
dry matter,
close bin

Rinse, brush,
place in marked
storage area,
tick off task

Model card,
colour markers,
tray template

Sequencing and
cause-effectSeed sowing

Pictogram strip,
measured
container,
moisture cue

Routine
memory and
pacing

Watering 
routine

Sample item,
labelled
baskets, count
frame

Categorisation
and comparisonHarvest sorting

Yes/no picture
list, paired
prompt

Compost Rule use and
decision makingsorting

Shadow board,
end-task
checklist

Completion and
independenceTool return

What matters here is not complexity but legibility. A task should show the
learner what to do next, what counts as done, and how success can be 
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Table5.1. Translatinggardenworkintostructuredlearningtasksforadultswith
intellectual disabilities.
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recognised. Many adults with intellectual disabilities benefit when 
repeated tasks keep the same outer structure while the content changes
gradually. For example, the sequence prepare, do, check, finish can remain
stable across sowing, watering, sorting, and cleaning tasks.
5.2 Supporting memory, attention, and problem-solving skills

Garden-based tasks can support memory when routines are consistent and 
cues are anchored in the environment. Plant labels, colour coding, 
repeated work stations, start cards, and closing checklists all help learners 
remember what belongs to which task. Memory support is strongest when 
it is embedded in the task itself rather than added afterwards as an 
abstract recall exercise.

Attention is supported when the learner has one clear focal demand. For 
some participants, that may mean reducing visual clutter at the 
workstation. For others, it may mean shortening the task block, limiting 
spoken instructions, or using a stable pattern of demonstration followed by 
guided practice. Problem solving can then be introduced through bounded 
decisions such as choosing between two tools, deciding whether a plant 
needs water, or identifying what belongs in compost and what does not. 
This is more educationally realistic than expecting open-ended reasoning 
from the beginning.

The broader methodological principle is reasonable accommodation. 
Supports should be sufficient to make participation possible, but they 
should also be reviewed over time so that prompts are not kept longer 
than necessary. The objective is supported competence, not permanent 
dependence (United Nations, 2006; World Health Organization and World 
Bank, 2011).
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A practical implication for educators is to watch where failure actually
occurs. Does the learner forget the sequence, lose focus midway, struggle
to interpret the instruction, or become uncertain when a small problem
appears? Different breakdown points call for different supports. The task
should therefore be analysed as a chain of demands rather than treated as
a single success or failure event.
5.3 Daily and weekly plan examples

The source publication includes daily and weekly examples, which is useful 
because staff often need a routine framework rather than general advice. 
At the same time, sample plans should be treated as adaptable teaching 
structures, not prescriptive schedules. The same learner may need shorter 
blocks in one phase and longer, less prompted work in another. A good 
weekly plan keeps repetition, but varies responsibility and cognitive 
demand.

For adult learners with intellectual disabilities, an effective weekly plan 
usually combines four elements: one repeated routine task, one task that 
requires observation, one task that involves sorting or choice, and one 
closing activity that reinforces completion and reflection. This creates 
continuity without monotony and gives staff multiple opportunities to 
observe development in attention, task persistence, recall, and emerging 
independence.

 

Figure 5. Cognitive support cycle for garden-based task design.

Table 5.2. Illustrative weekly planning frame for structured garden-based learning.



Core garden Day Cognitive focus Support design

One-step visual
strip and live
modelling

Plant tags,
yes/no prompts,
fixed route

Keep/remove
samples, paired
checking

Basket labels,
tally marks,
photo cue

Choice board
and short self-
check form

task

Soil preparation
and sowing Sequencing and

task initiationMon

Routine
memory and
selective
attention 

Discrimination
and error
correction 

Counting,
comparison,
completion

Review,
categorisation,
reflection

Watering and
plant
observation

Tue

Weeding and
simple sortingWed

Harvest and
basic recordingThu

Compost task
and tool returnFri

This type of planning also supports documentation. Because tasks recur in a
recognisable pattern, educators can compare performance across weeks
without forcing the learner into artificial testing situations. Observation
notes can focus on practical questions such as whether the learner starts
more independently, needs fewer prompts, recognises materials more
quickly, or maintains attention for a longer portion of the task.
5.4 Conclusion

A task-based approach supports intellectual development most effectively 
when it turns real garden work into structured opportunities for learning 
rather than into symbolic busywork. The educational power of the method 
lies in clarity, repetition, graded challenge, and meaningful participation. 
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Adults with intellectual disabilities should encounter tasks that are
understandable, purposeful, and open to success with the right supports.

The practical conclusion is straightforward. Educators should first identify 
the learning purpose, then design the task sequence, then add only those 
supports that are needed for participation and gradual independence. 
When that sequence is followed carefully, garden-based education can 
help develop attention, memory, problem-solving, and task confidence in 
ways that are both respectful and usable in everyday practice.

 Selected references used in this chapter
 CAST. (2018).Universal Design for Learning Guidelines version 2.2.

Kolb, D. A. (1984). Experiential Learning: Experience as the Source of Learning and
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The source publication is right to identify socialisation and teamwork as
central outcomes of garden-based learning, but these outcomes do not
appear automatically when people are placed together in the same 
outdoor space. Group work becomes educationally meaningful only when
participation is organised, roles are understandable, and support is 
sufficient for every learner to contribute without being overshadowed by
stronger peers. In this sense, social learning is designed rather than
incidental.

For adults with disabilities, hobby gardens can provide unusually good 
conditions for shared work because tasks are visible, purposeful, and 
interdependent. Soil preparation, watering, sowing, harvesting, tidying, and 
recording all create opportunities for communication, waiting, offering 
help, and negotiating turns. At the same time, a rights-based approach 
requires more than physical presence. Participation should involve real 
choice, understandable expectations, and recognition of each participant’s 
contribution (United Nations, 2006; World Health Organization and World 
Bank, 2011).

Chapter 6. Socialisation and Teamwork



 

Inclusive group dynamics depend on a small number of stable rules that are
taught, modelled, and revisited. In practice, these rules usually concern 
how the session starts, how instructions are given, how turn-taking is
organised, how help is requested, and how difficulties are repaired. The 
aim is not strict control. The aim is social safety: participants should know
what is expected, what support is available, and how to remain part of the
activity when they hesitate, make a mistake, or need more time.

Garden sessions are especially sensitive to pace and environment. Noise, 
waiting around tools, unclear movement pathways, or overly complex 
instructions can quickly exclude learners who need more processing time 
or who communicate differently. Educators therefore need to design the 
social environment as carefully as the physical one. This includes visible 
routines, accessible communication, and tasks that reduce passive waiting. 
It is also important that peer support remains reciprocal. One learner may 
help another, but support should not turn into one person always doing 
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Photo. Collaborative outdoor practice illustrating social participation and teamwork in 
garden-based learning.

6.1 Group dynamics rules



 

When these rules are consistent, garden work can become a practical
training ground for cooperation. Learners begin to anticipate one another,
wait more successfully, and recognise that shared tasks require
coordination rather than parallel individual effort. This is also consistent
with inclusive design logic, where engagement is strengthened when
learners can access expectations through more than one mode and can
participate in more than one way (CAST, 2018).
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and another merely observing. Inclusive teamwork depends on meaningful
contribution from all participants.

 Table 6.1. Practical rules for inclusive group dynamics in garden-based learning.

Principle Practical educator action
Observable sign of 

success

Safe repair of
difficulties

Accessible
communication

Shared purpose

Respectful pacing

Predictable routine

Reciprocal support

Open each session with the same short
sequence: welcome, task preview, tool
check, and role reminder.

Combine short spoken instructions with
demonstration, gesture, symbols, or simple
written cues.

Name the common goal clearly, such as
preparing one bed or completing one
watering round.

Allow processing time, reduce
interruptions, and avoid talking over
participants during action.

Encourage helping that guides rather than
takes over, and rotate who gives and
receives assistance.

Normalise pausing, restarting, and using
help cards or a support signal when a 
problem appears.

Participants settle more
quickly and need fewer
repeated prompts.

More learners understand
when to start, stop, and
ask for help.

Participants orient their
work toward a visible
collective outcome.

Fewer breakdowns occur
during transitions and
task changes.

Support remains
collaborative rather than
hierarchical.

Participants stay engaged
after mistakes instead of
withdrawing.
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Role allocation is one of the most effective ways to make teamwork visible. 
A role gives the participant a reason to be present, a concrete field of
responsibility, and a basis for feedback. In a garden session, roles might
include materials organiser, watering partner, plant observer, compost
monitor, harvest recorder, or closing checker. The crucial point is that roles
should be meaningful rather than symbolic. A learner should not receive a
title without an actual contribution.

Good role design also avoids deficit labelling. Participants should not be 
fixed permanently into the easiest or most passive role simply because they 
need support. A better approach is to combine a stable role with a stretch 
element. For example, a learner who usually distributes labels might also 
be invited to check whether the bed is ready for sowing. In this way, roles 
provide security while still allowing development. Rotation is helpful when 
it is prepared carefully and does not remove all familiarity at once.

6.2Defining participant roles



 

Another practical advantage of roles is that they help educators observe
social development more precisely. Instead of asking whether a participant
was generally cooperative, staff can ask narrower and more useful
questions: Did the learner carry out the role with fewer prompts? Did they
signal when they were finished? Did they invite another person into the
task? Did they tolerate a change in routine? These are concrete indicators 
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Figure 6. Participation cycle for structured teamwork in a garden-based learning session.
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of progress, and they are easier to document than broad impressions of
behaviour.
6.3 Observation and feedback mechanisms

Observation during teamwork should focus on participation, not 
personality. The educator is not trying to decide whether someone is 
naturally social or unsocial. The educational question is narrower: under 
what conditions does the learner join, persist, communicate, respond to 
others, recover from difficulty, and complete a shared task? This shifts 
attention away from judgement and toward adaptation. If participation 
breaks down, the team can examine whether the role, prompt, timing, 
group size, or sensory demands need adjustment.

Feedback is most useful when it is specific, immediate, and linked to an 
observable action. Praise such as "good job" may feel positive, but it 
teaches little unless it is connected to what the learner actually did. 
Feedback becomes more powerful when it names the action and the effect: 
"You waited until your partner finished, so the watering can was passed 
safely," or "You asked for help before the tray tipped, which kept the plants 
protected." For some participants, feedback also needs to be multimodal, 
using gesture, symbols, simple rating scales, or short reflection prompts.

 Table 6.2. Observation and feedback framework for teamwork and social participation.
Useful feedback and 

Focus area What to observe in practice
documentation cue

Initiation and
engagement

Turn-taking and
collaboration

Can the participant share tools, wait
briefly, and re-enter the task after
another person’s turn?

Does the participant join the task after
the opening routine and recognise their
role?

Record whether the start
was independent,
prompted once, or heavily
supported.

Give feedback on specific
moments of waiting,
passing, or shared
completion.



A short closing reflection can make these mechanisms more effective. The
reflection does not need to be verbally complex. Some groups may use a
simple prompt such as what went well, what was difficult, and what we will
try next time. Others may use picture cards, thumbs scales, or one-
sentence completion. What matters is that observation and feedback are
not hidden professional acts only. Learners should encounter them as part
of the educational process and, where possible, participate in them.
6.4 Conclusion

Socialisation and teamwork are not secondary benefits of garden-based 
education. They are core educational outcomes when sessions are 
structured to make contribution, reciprocity, and reflection visible. Hobby 
gardens are well suited to this because tasks are shared, concrete, and 
naturally dependent on coordination. Yet the environment alone is not 
enough. Social participation improves most when routines are stable, roles 
are meaningful, and support is adjusted with care.

For educators, the practical implication is clear. Inclusive teamwork should 
be planned with the same seriousness as physical accessibility or task 
adaptation. Group rules need to be explicit, roles need to be real, and 
observation needs to focus on participation rather than vague impressions. 
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Focus area What to observe in practice
Useful feedback and 
documentation cue

Communication and
help-seeking

Emotional regulation
and repair

Independence within
role

How does the participant request help,
clarification, or a pause?

Does the participant complete the agreed
part of the shared task and recognise
when it is done?

What happens when the task becomes
frustrating, delayed, or socially awkward?

Note the communication
mode used and whether
support could be faded
next time.

Document the trigger, the
recovery support used, and
whether participation
resumed.

Use brief notes on
completion, checking, and
emerging initiative.
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When these conditions are in place, garden-based sessions can help adult
learners strengthen communication, cooperation, confidence, and
belonging in ways that transfer beyond the garden itself.

 Selected references used in this chapter
CAST. (2018). Universal Design for Learning Guidelines version 2.2.
United Nations. (2006). Convention on the Rights of Persons with Disabilities.
World Health Organization and World Bank. (2011). World Report on Disability.



The source publication correctly identifies responsibility and self-
confidence as two of the most meaningful outcomes of garden-based
learning. These outcomes matter because adult learners with disabilities 
are often positioned as recipients of support rather than as contributors 
with visible responsibilities. A well-designed garden session can shift that
balance. When a participant has a real task, the right level of support, and a
chance to see the result, responsibility becomes concrete rather than
abstract.

At the same time, confidence should not be treated as a vague emotional 
goal. In educational practice, self-confidence grows most reliably through 
repeated experiences of participation, competence, and acknowledgement. 
This is consistent with approaches that emphasise self-efficacy and self-
determination, where learners gain confidence when they can act, make 
choices, and recognise that their actions matter (Bandura, 1997; Deci and 
Ryan, 2000). In a hobby garden, this can happen through ordinary but 
meaningful work such as preparing tools, watering a section, checking 
seedlings, recording observations, or supporting a peer in a shared routine.

7.1 Task ownership techniques

Task ownership means that a learner can recognise what their 
responsibility is, begin it with an understandable level of support, and see 
when it has been completed well enough for the session purpose. In 
practice, ownership is strengthened when tasks are small enough to be 
manageable but substantial enough to feel real. Adults are unlikely to build 
confidence from activities that appear artificial, overly childish, or 
disconnected from the shared purpose of the garden.

For this reason, educators should work with a principle of graduated 
responsibility. The participant may first complete a task with modelling and 
shared action, then with a prompt, then with a simple reminder, and 
eventually with increasing independence. The educational goal is not to 
remove support prematurely. It is to ensure that support helps the learner 
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Chapter 7. Responsibility and Self-Confidence
Development



These techniques are especially useful because they link responsibility to
observable practice. Instead of asking whether a participant is generally
responsible, the educator can ask narrower questions that are
educationally more useful: Did the learner begin after one prompt or
three? Did they finish the task area? Did they return tools safely? Did they 
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act rather than replacing the learner’s action. Ownership also becomes
stronger when choice is present, for example by letting the learner choose
between two meaningful tasks or select the order in which steps will be
completed. This respects autonomy while keeping the session structured
and safe.

 Table 7.1. Practical techniques for building task ownership in garden-based learning.

Observable sign that
ownership is growing
The participant can state or
indicate what their task is
without repeated
explanation.

The learner is less likely to
abandon the task midway or
drift into another activity.

The learner starts more
steps independently over
time.

The participant makes
selections more confidently
and shows greater
engagement.

The learner shows pride in
contribution without
needing constant praise.

The learner recalls routines
more easily and needs fewer
prompts.

Technique Practical educator action

 

Public but respectful
acknowledgement

Named responsibility

Predictable repetition

Graduated prompting

Visible start and finish

Limited meaningful choice

Givethe participant a 
clearly defined role such as
watering one bed,
preparing labels, or
checking tool return.
Show where the task 
begins, what materials are 
needed, and what counts 
as done for this session.
Move from modelling to 
cueing to independent 
action instead of keeping 
the same high level of 
support.

Offer two or three valid
options rather than
unlimited open choice.

Notice useful contribution
in specific terms, such as
careful watering or safe
tool handling.
Repeat the role across 
several sessions before 
increasing complexity.
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remember the next step? This kind of specificity makes support more fair
and more effective.

Figure 7 summarises an important practical principle. Confidence grows
most sustainably when it follows action, not when it is demanded before
action. Educators therefore need to design tasks that allow a learner to
experience successful contribution under realistic conditions. When this is
repeated across sessions, responsibility and confidence can reinforce one
another.
7.2 Self-assessment forms

Self-assessment can support responsibility only when it is accessible. Long 
reflective forms full of abstract questions are rarely useful for many adult 
learners with intellectual, communication, or sensory barriers. A stronger 
method is to use short, repeated prompts that ask the learner to recognise 
what they did, what felt difficult, what support they used, and what they 
want to try next. In some groups this may be written; in others it may be 
oral, pictorial, or based on choice cards or symbols.

The main purpose of self-assessment is not to judge the person. It is to help 
the learner connect effort, strategy, and outcome. A useful self-assessment 
routine therefore focuses less on general statements such as “I was good 
today” and more on task-linked prompts such as “I started after one 
reminder”, “I asked for help safely”, or “I finished my watering section”. 
This fits well with Universal Design for Learning principles because learners 
can show reflection through multiple means of expression rather than 
through one fixed format (CAST, 2018).

 Table 7.2. Accessible self-assessment prompts for end-of-session reflection.

Accessible response
options
Yes/partly /not yet,with
symbol or colour support

Reflection focus
Task completion

Example learner prompt

 

Figure 7. Responsibility and confidence reinforcement cycle in supported garden-based
learning.

Did I finish the task I was
responsible for today?



A short self-assessment routine can also improve communication between
learner and educator. When the learner’s own perception is recorded
alongside staff observation, it becomes easier to distinguish between 
visible performance and experienced difficulty. This is important because a
participant may complete a task successfully but still feel unsure or over-
supported. Conversely, a participant may need help yet still show strong
ownership and persistence. The form should therefore be used as a
conversation tool, not as a score sheet.
7.3 Development tracking through trainer observation notes

Trainer observation notes matter because responsibility and confidence 
need to be documented over time if they are to inform planning. Good 
notes are short, regular, and behaviour-based. They do not describe a 
participant in broad labels such as “lazy”, “motivated”, or “anxious”. 
Instead, they record what task was offered, what support was given, how 
the learner responded, and what changed compared with earlier sessions.

This type of note-taking helps educators judge whether the pathway is 
appropriately challenging. If a participant succeeds only with intensive 
prompting, the role may not yet be truly owned. If a participant completes 
the task consistently and asks for more responsibility, the plan may need 
extension. Observation notes also protect against impressionistic 
judgement because they anchor conclusions in concrete evidence gathered 
across several sessions.
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Next step

Starting independently

Using support well

Care and safety

Perseverance

How much help did I need
to begin?
Did I ask for help when I 
needed it?
Did I use tools and 
materials safely?
What did I keep trying even
when it was difficult?

What do I want to try again
or do more independently
next time?

No help / one reminder / a
lot of help

Yes / not yet / I am learning

Thumb scale, traffic-light
card, or brief oral check
Short oral answer, picture 
choice, or educator scribed 
note

One selected goal for the
next session



 

When self-assessment and trainer notes are used together, the educator
can build a more reliable picture of development. One learner may appear
confident because they speak assertively, while another may show
responsibility quietly through consistent task completion. Combining
participant reflection with structured observation helps make such
differences visible without forcing everyone into the same expressive style.
7.4 Conclusion

Responsibility and self-confidence are best understood as educational 
outcomes that emerge from practice, structure, and recognition. Hobby 
gardens can support these outcomes well because they offer real tasks, 
visible consequences, and repeated opportunities for contribution. Yet this 
only works when educators intentionally design ownership, reflection, and 
documentation into the session rather than assuming that confidence will 
grow on its own.

The practical implication is straightforward. Give learners real 
responsibility, scale support carefully, use accessible self-assessment, and 
document development through brief observation notes. When these 
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Table 7.3. Observation note framework for monitoring responsibility and self-
confidence development.

 Focus area

Initiation

Persistence

Help-seeking

Care and safety

Task completion quality

Confidence indicators

What the trainer records
How the learner started the
task and what prompt was
needed.
Whether the learner stayed
with the task, resumed after
interruption, or stopped.
Whether support was
requested appropriately and
at the right point.
How tools, materials,
pathways, and shared space
were managed.
What was completed well
enough for the session
objective.
Observable signs such as
volunteering,explaining a
task,oraccepting anew role.

Interpretation caution

Do not confuse slow
processing time with refusal.

Check difficulty and fatigue
before concluding low
motivation.
Not asking for help may 
signal uncertainty, not 
independence.
Separate skill gaps from
environmental barriers or
unclear instructions.
Avoid perfectionism; focus on 
educational progress, not 
flawless output.
Infer confidence cautiously
from repeated patterns, not
one confident moment.
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elements are combined, garden-based education can help adults with
disabilities experience themselves not only as learners receiving support,
but also as capable participants whose actions matter within a shared
environment.

 Selected references used in this chapter
 Bandura, A. (1997). Self-Efficacy:The Exercise ofControl.

CAST. (2018). Universal Design for Learning Guidelines version 2.2.
Deci, E. L., and Ryan, R. M. (2000). The “what” and “why” of goal pursuits: Human needs 
and the self-determination of behavior.
United Nations. (2006). Convention on the Rights of Persons with Disabilities.
Wehmeyer, M. L. (2005). Self-determination and individuals with severe disabilities: Re-
examining meanings and misinterpretations.



The source publication is right to treat environmental awareness as more
than an additional theme. In a garden-based programme, environmental
practice is part of the learning environment itself. Waste is sorted or not
sorted. Water is used carefully or wasted. Soil is cared for or depleted. For
that reason, environmental education in this context should be concrete,
routine-based, and accessible to adult learners with different support 
needs.

This chapter therefore interprets climate action in a proportionate way. It 
does not assume that a local educational garden will solve systemic 
environmental problems. Instead, it shows how small-scale practices such 
as recycling, composting, cultivation planning, and careful resource use can 
help learners develop sustainability competence, practical responsibility, 
and a clearer sense of interdependence between human activity and 
ecological systems. This emphasis is consistent with UNESCO's approach to 
education for sustainable development and with the competence 
perspective presented in GreenComp (UNESCO, 2020; European 
Commission, 2022).
8.1 Recycling practices

Recycling in a hobby-garden setting should be taught as a visible routine 
rather than as an abstract environmental slogan. Learners benefit most 
when materials are encountered in context: seed trays, plant pots, 
cardboard, water bottles, packaging, organic residue, and damaged tools all 
create opportunities to discuss reuse, separation, and disposal. What 
matters educationally is not memorising a perfect technical system. It is 
learning to notice material flows, make basic sorting decisions, and 
understand why these choices matter.

For adults with disabilities, accessibility determines whether recycling 
becomes a meaningful learning activity or an exclusionary demand. Bins 
need consistent placement, clear visual or tactile labelling, manageable 
openings, and routines that do not depend on fine print or complex 

55

Chapter 8. Environmental Awareness and Climate
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instructions. When these conditions are present, recycling can support
organisation, sequencing, category recognition, and shared responsibility.
The broader rationale is also aligned with the shift toward circular-
economy thinking in European policy, which links resource stewardship
with everyday practice rather than one-off awareness campaigns
(European Commission, 2020).

 

 

A practical rule is to keep the recycling system modest. If the sorting
structure is too complicated, the routine becomes staff-dependent and
loses educational value. A smaller system that learners can actually use
independently is usually more effective than a technically ambitious
arrangement that no one can maintain.
8.2 Composting

Composting is especially valuable because it makes ecological processes 
observable. Participants can see that plant residue, leaves, kitchen scraps, 
and cuttings do not simply disappear. They are transformed through time, 
moisture, temperature, decomposition, and care. This helps translate 
environmental education into a concrete cycle of action and consequence.

Educationally, composting can support multiple domains at once. Learners 
may sort organic material, notice texture and moisture, compare fresh and 
mature compost, monitor changes, and apply finished compost back to 
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Table 8.1. Accessiblerecyclingpracticesforgarden-basedadult learning.

Practice

Separate
collection of
paper, plastic,
glass, and
organics

Reuse before
disposal

Shared end-of-
session check

Reflection on
avoidable waste

Accessibility design Learning focus

Colour contrast,
icons, consistent
placement, reachable
bin height

Storage area clearly
marked for safe reuse
items

Simple checklist with
pictures or short
prompts 

Short guided
discussion with real
materials present

Sorting, matching,
routine formation

Material judgement
and resource
awareness

Collective
responsibility and
recall

Cause and effect,
environmental
awareness

Example in the garden

Dispose of plant labels,
cartons, bottles, and scraps
after a session

Reuse pots, trays, stakes,
jars, and containers for later
sessions

Group checks whether
materials went to the right
station

Compare single-useitems 
withreusable alternatives
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beds or containers. These tasks can support attention, sequencing, sensory
discrimination, and shared stewardship. They also provide a strong entry
point for discussing soil fertility, reduction of organic waste, and the value
of returning nutrients to the system. In this sense, composting works well
within both sustainability education and practical life-skills education
(UNESCO, 2020; United Nations, 2015).
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Figure 8 shows why composting is pedagogically stronger than a single
disposal task. It allows participants to connect one session to the next and
to understand that environmentally responsible action is often cyclical
rather than isolated. For many learners, this repeated visible loop is easier
to grasp than abstract discussion about sustainability.

 Table 8.2. Composting tasks and their educational contribution.

Figure 8. Resource loop linking waste separation, composting, cultivation, and use.

Composting task What educators need to adapt Potential learning value

Use safe collection containers,
clear inclusion and exclusion
examples, and short prompts

Provide manageable tools, 
stable footing, and 
demonstrations

Use sensory comparison, 
predictable routines, and simple 
observation language

Prepare accessible transfer 
methods and clear task 
boundaries 

Collect organic
material

Classification, environmental
responsibility, teamwork

Sequencing, motor planning,
cause and effect

Attention, sensory learning,
time awareness

Closure of a learning cycle, soil
awareness, practical
contribution

Layer or mix material

Observe moisture and
breakdown

Apply mature
compost to beds
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Not every site needs a large composting system. A compact bin, worm
compost unit, or demonstration container may be sufficient if it is safe,
visible, and consistently integrated into teaching. The educational quality of
the routine matters more than the scale of the infrastructure.
8.3 Vegetable and fruit cultivation as environmental learning

The source publication rightly connects vegetable and fruit cultivation with 
environmental awareness, but this link becomes strongest when cultivation 
is framed as a set of ecological decisions. Growing food is not only about 
planting and harvesting. It involves choosing species, preparing soil, 
monitoring water, noticing pests, protecting pollinators where possible, 
and recognising seasonal limits. These decisions make environmental 
learning concrete and relevant.

Cultivation tasks can also make sustainability education more hopeful and 
less abstract. Instead of presenting environmental issues only as large-scale 
crises, educators can create situations in which learners observe that 
careful practice affects real outcomes in a local space. A bed mulched to 
reduce water loss, herbs grown in reused containers, or a small seasonal 
planting plan can all help participants understand resource care in ways 
that are visible and manageable. This matters because effective climate 
education needs agency as well as information (IPCC, 2023; UNESCO, 
2020).

 Table 8.3. Cultivation practices that strengthen environmental learning in hobby
gardens.

Practice

Seasonal
planting

Mulching and
soil cover

Watering
routines

Environmental 
meaning

Shows that climate
and time shape what
can be grown

Illustrates moisture
conservation and soil
care

Connects plant
health with
responsible water
use

Accessible teaching 
move

Use simple seasonal
calendars with pictures

Demonstrate before
and after on two small
plots

Use marked containers,
timers, or task cards

Possible learner outcome

Better understanding of
timing and local conditions

Recognition of resource-
saving practice

More accurate and
purposeful resource use
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Cultivation can also support food literacy. Learners may connect what they
grow with cooking, taste, health, and household routines. This broadens 
the educational value of the garden and strengthens the bridge between
environmental responsibility and everyday adult life.
8.4 Small-scale climate action examples

Climate action within an educational garden should be realistic, local, and 
understandable. Participants do not need to master the full policy 
architecture of climate mitigation and adaptation in order to take part 
meaningfully. They do need to recognise that daily practices influence 
energy use, water use, waste generation, soil condition, and local 
biodiversity. Small-scale climate action therefore works best when it is 
integrated into garden management rather than taught as a disconnected 
topic.

Examples include rainwater collection where safe and permitted, choosing 
reusable materials, reducing avoidable transport of supplies, using hand 
tools where appropriate, planting shade or shelter species suited to the 
site, and creating routines that reduce unnecessary waste. These are 
modest actions, but they help translate broad climate concerns into 
practical judgement. The educational aim is not symbolic performance. It is 
the development of habits, explanations, and decision-making that learners 
can carry into other settings (IPCC, 2023; European Commission, 2022).

 

Action area

Water

Materials

Practice

Biodiversity-
friendly planting

Example practice

Collect rainwater or
monitor watering
volume

Prefer reusable pots,
labels, trays, and
tools

Environmental 
meaning

Introduces habitat
valueand ecological
relationships

Accessible teaching 
move

Pair flowering plants
with shortobservation
tasks

Why it matters 
educationally

Links climate adaptation
to careful resource use

Connects circular thinking
with daily routines

Implementation note

Use only where storage
and hygiene can be
safely managed

Keep reusable items
visible and easy to return

Possible learner outcome

Awareness of insects,
pollination, and
interdependence

Table 8.4. Small-scale climate actions suitable for educational garden settings.
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To remain inclusive, climate action must not become morally punitive. 
Some adult learners may already live with resource constraints, 
dependence on support services, or transport limitations that narrow their
choices. Educators should therefore present climate-responsible practice as
a collective learning process, not as a test of personal virtue. That approach
is more compatible with rights-based education and with respectful adult
learning (United Nations, 2006).
8.5 Conclusion

Environmental awareness in hobby gardens becomes credible when it is 
built into ordinary practice. Recycling, composting, cultivation planning, 
and careful use of water and materials can all help adult learners with 
disabilities understand sustainability through action rather than 
abstraction. These practices can also support attention, routine formation, 
cooperation, and responsibility when they are adapted accessibly.

The main practical message is simple. Keep environmental routines visible, 
manageable, and connected to the real site. Choose a few actions that 
learners can repeat, explain, and observe over time. That is more 
educationally valuable than presenting a long list of ideal behaviours 
without structure or access. In this way, hobby gardens can contribute not 
only to personal development and social participation, but also to an 
ecologically more responsible learning culture.

 

Action area

Soil and
planting

Energy and site
habits

Example practice

Use mulch, compost,
and climate-suitable
planting choices

Use low-energy
routines and reduce
unnecessary waste

Why it matters 
educationally

Shows adaptation and
resilience in practice

Encourages judgement 
ratherthan abstract
slogans

Implementation note

Keep examples site-
specific and seasonal

Choose measures that
learners can observeand
repeat

Selected references used in this chapter
 European Commission. (2020).Anew Circular Economy Action Plan for a cleaner and

more competitive Europe.
European Commission, Joint Research Centre. (2022). GreenComp: The European 
sustainability competence framework.
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This chapter translates the earlier parts of the guide into an 
implementation framework that educators, managers, and decision-makers
can actually use. The source publication is explicit that the final sections
should move from description to application, scale, and policy direction. 
That is an important shift. A garden-based model may look attractive in
principle, but its value depends on how well it is planned, how access is
secured, how staff are prepared, and how evidence from practice is fed 
back into improvement. The goal of this chapter is therefore not to present 
a rigid recipe. It is to provide a structured method that can be adapted to
different learners, sites, and institutional settings while keeping inclusion,
safety, educational quality, and feasibility in view.

The chapter is organised around three closely connected questions. First, 
how can an educator or organisation implement the model step by step 
without losing sight of individual needs. Second, which elements of the 
model should remain stable if it is transferred across settings, and which 
elements should be adapted locally. Third, what kinds of policy conditions 
make this work easier, more credible, and more sustainable over time. 
Throughout the chapter, recommendations are kept proportionate. A small 
adult-learning centre, a community garden, and a larger multi-service 
organisation will not have the same resources. A useful guide must 
therefore identify core requirements without implying that one 
standardised version fits every context.

9.1 Step-by-step implementation guide for educators

The source publication proposes a sequence that begins with needs 
analysis and moves through preparation, delivery, monitoring, and 
evaluation. That structure is sound, but implementation becomes stronger 
when each phase is linked to clear decisions, observable evidence, and 
explicit review points. In practice, many programmes fail not because the 
educational idea is weak, but because the preparatory steps are rushed or 
because adaptation is treated as an afterthought. A good implementation 
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guide slows the process down at the right moments and asks what must be
in place before the next stage begins.

A practical starting point is to define the smallest workable version of the 
model. Educators do not need to begin with a fully equipped therapeutic 
garden in order to test the approach. In many settings, a modest pilot with 
accessible containers, predictable routines, clear support roles, and a 
limited number of recurring tasks can already provide useful evidence 
about engagement, access barriers, pacing, and instructional fit. Starting 
small can also reduce pressure on staff and allows organisations to refine 
procedures before expanding the programme.

 Table 9.1. Suggested implementation sequence from first planning to review and
continuation.

Phase

Readiness

Needs analysis

Access and setup

Core question

Why this group,
this site, and this
format?

What do learners
need in order to
participate
meaningfully and
safely?

Can participants
move,
understand, rest,
and work safely in
the environment?

Key actions

Define purpose,
identify staff
capacity, confirm
site availability,
clarify expected
learner benefits.

Review mobility,
sensory,
communication,
pacing, health,
and support
requirements.

Check routes,
surfaces, seating,
toilets, shade,
tools, signage,
sensory supports, 

Site checklist,
accessibility
notes, tool list,
safety plan.

Minimum
evidence to 

retain

Learner profiles,
consent and
support notes,
risk flags.

Short concept
note, named staff,
draft timetable.



The first phase is needs analysis and goal setting. This should go beyond
naming the impairment category. The educational question is not only
whether a participant has physical, intellectual, sensory, or communication-
related barriers, but how these barriers interact with transport, fatigue,
confidence, prior experience, support intensity, and preferred ways of
learning. Goals should therefore be framed in observable terms. For 
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Phase

Delivery

Programme 
design

Review and scale

Core question

What should be
kept, improved,
shared, or
expanded?

Are sessions
running as
intended for this
cohort?

Which routines
and tasks best
support learning
and participation?

Key actions

emergency
procedures.

Sequence tasks,
assign support
roles, prepare
visual cues, select
materials, set
realistic session
length.

Facilitate tasks,
observe
participation,
adjust pacing,
document
barriers and
successful
supports.

Analyse
participation,
learner response,
feasibility, costs,
and transfer
potential.

Minimum
evidence to 

retain

Session plan, task
cards, adaptation
notes.

Observation
notes,
attendance, short
reflection logs.

Review summary,
revision actions,
dissemination
note.
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example, goals may relate to sustained participation in a shared task, 
greater independence in a routine, safer tool handling, more confident 
peer interaction, or a stronger grasp of environmental processes.

The second phase concerns the learning environment itself. The source 
publication highlights raised beds, wide paths, accessible tools, and soft or 
safe surfaces, and these remain central. Yet access should be understood 
more broadly than physical reach. Good implementation also considers 
sensory load, clarity of instructions, places for rest, opportunities for low-
pressure participation, and the presence of alternative ways to engage 
when a task becomes too demanding. A site can be technically accessible 
and still pedagogically exclusionary if instructions are confusing, transitions 
are rushed, or support is inconsistent.

The third phase is programme design. At this stage, educators decide which 
tasks will be repeated often enough to create confidence and which 
activities will be introduced as new challenges. The strongest programmes 
usually combine predictability with modest variation. Learners benefit from 
familiar routines such as checking tools, preparing soil, watering, tidying, 
and reviewing what happened. Within that predictable frame, educators 
can add seasonal activities, collaborative tasks, or responsibility roles. This 
balance can support autonomy without creating unnecessary uncertainty.

 Figure9.Implementation cyclelinkingplanning, access,delivery, review,andtransfer.



Delivery, monitoring, and feedback form the fourth phase. Observation
should be built into practice rather than added later as a compliance
exercise. Educators can note which supports were actually used, where
learners hesitated, which peer interactions emerged, and whether a task
sequence was too long, too abstract, or too demanding physically. Short
observation records are usually more useful than overcomplicated
templates. What matters is whether the notes help staff improve the next
session.

The fifth phase is evaluation and continuation. The source publication 
already positions self-assessment, feedback, and shared results as part of 
the model. In implementation terms, evaluation should answer three 
questions. Was participation meaningful for learners. Was the approach 
feasible for staff and site conditions. Is there enough evidence to justify 
continuation, modification, or scale-up. These questions protect the model 
from two common errors: claiming success too quickly and abandoning a 
promising approach before it has been adjusted properly.
9.2 A scalable model at EU level

The source publication explicitly presents the model as scalable at 
European level. That claim can be credible, but only if scalability is defined 
carefully. Scale should not mean copying one local garden arrangement 
into every country. It should mean transferring a coherent educational logic 
that can be adapted across languages, climates, institutional cultures, and 
support systems. A scalable model keeps its essential principles while 
allowing the practical form to change.

For this publication, the core transferable principles are clear. The model 
centres on nature-based adult learning, accessible task design, personalised 
support, social participation, environmental responsibility, and iterative 
review. These principles can travel well across contexts. By contrast, the 
exact layout of the garden, the timing of cultivation, the balance between 
group and individual tasks, and the staffing pattern must remain adaptable. 
Scalability therefore depends less on identical activities and more on a 
shared implementation framework, shared documentation logic, and a 
shared language for quality.
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A scalable model also needs a transfer package. This usually includes a 
short theory-of-change statement, a site readiness checklist, task examples,
accessibility prompts, risk templates, observation forms, and a compact
training module for staff. These tools help other organisations start in a
disciplined way instead of improvising from general inspiration. They also
make cross-country comparison more realistic because institutions can 
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Table 9.2. Core components that should remain stable and elements that can be
adapted locally.

Element

Access logic

Task structure

Evidence and review

Transfer resources

Educational purpose

Should remain stable 
across settings

Participation, practical
learning, inclusion, and
developmental support
remain central.

Reasonable accessibility,
clear communication,
safety planning, and
support roles are non-
negotiable.

Activities should be
sequenced,
understandable, and
linked to real routines.

Observation, reflection,
and basic outcome
documentation should
be routine.

Guides, visual tools, staff
orientation materials,
and examples support
transfer.

Can be adapted locally

The balance between
therapeutic, social, and
curricular emphasis may
vary by organisation.

Specific accessibility
solutions depend on site
design, learner profile,
and national standards.

Task length, materials,
crop types, and pacing
can vary by season and
cohort.

The exact form of
templates, digital tools,
and reporting channels
can vary.

Translation, terminology,
and examples should
reflect local language 
and practice.
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review how the same implementation questions were answered in 
different environments.

At EU level, dissemination should therefore focus on guided transfer rather 
than simple promotion. It is more useful to show how an institution 
analysed needs, adapted a task, solved a communication barrier, or revised 
a site layout than to present only attractive photographs of gardening 
activities. A scalable model grows stronger when partners share not just 
success stories, but also constraints, failed assumptions, and adjustments 
that improved inclusion.

9.3 Recommendations for policymakers

Policy support matters because educational gardens do not operate in 
isolation. Their quality depends on infrastructure, staff development, 
transport, cross-sector cooperation, inclusive adult-learning policy, and 
realistic funding arrangements. Policymakers do not need to prescribe one 
garden model, but they can create conditions in which educational 
organisations are more able to experiment responsibly and sustain what 
works.

The first recommendation is to treat accessibility as a design condition 
rather than a late adjustment. Funding criteria, capital improvement 
schemes, and local guidance can encourage providers to think about paths, 
surfaces, signage, sensory accessibility, communication supports, and rest 
spaces from the beginning. This reduces the pattern in which organisations 
first build an attractive programme and only later discover that some adults 
cannot participate on equal terms.

The second recommendation is to support interdisciplinary practice. 
Garden-based learning often sits between adult education, disability 
support, rehabilitation, wellbeing, and community participation. Policy 
frameworks that allow cooperation between these domains can make 
implementation more coherent. Where systems are fragmented, good local 
practice can remain fragile because no single actor feels responsible for the 
whole pathway.
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The third recommendation concerns staff development. Educators may be
confident in adult learning or in disability support, but not necessarily in
horticultural routines, accessible outdoor pedagogy, or environmental
learning. Policymakers can strengthen the field by supporting short
practical training formats, peer-learning networks, and resources that
translate inclusive principles into outdoor settings. In many cases, modest
training support can produce more impact than a narrowly equipment-
focused intervention.

 Table 9.3. Policy levers that can strengthen implementation and sustainability.

Cross-sector
coordination

Accessibility and
infrastructure

Policy area

Evidence and quality
assurance

Long-term sustainability

Workforce development

Why it matters

Participation depends on
usable outdoor and
support spaces.

Staff need confidence in
inclusive outdoor
pedagogy.

Education, disability
support, health, and
community services
often overlap.

Programmes need
credible review, not only
anecdotal advocacy.

Short projects need
pathways into ordinary
provision.

Examples of supportive 
action

Guidance on inclusive
site design, small capital
grants, accessible
transport links.

Short training offers,
peer exchange,
recognition of
interdisciplinary skills.

Local partnership
agreements, referral
pathways, shared
planning forums.

Simple reporting
frameworks, support for
evaluation, practice-
sharing repositories.

Blended funding,
integration into adult-
learning strategies, 
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A fourth recommendation is to recognise the value of practical evidence.
Policy environments sometimes privilege only large-scale quantified
outcomes, yet small and medium educational providers may first generate
mixed evidence: structured observation notes, participation data, learner
reflections, staff adaptations, and local case comparisons. These forms of
evidence should not replace robust evaluation, but they can still be useful
for decision-making when interpreted carefully. Policymakers can help by
supporting proportionate evaluation expectations that match the maturity
and scale of the programme.

Finally, policy for sustainability should take digital transfer seriously. The 
source publication already points to digitalised materials and broader 
availability. In practice, this means keeping guides, templates, and staff 
resources openly accessible where possible, and presenting them in 
formats that are usable by different kinds of organisations. Digital access 
cannot replace local support, but it can reduce duplication and make 
implementation more feasible for new adopters.

 

Policy area

Checkpoint

Learner profile

Site readiness

Why it matters

Ask before starting

Have the likely support
needs, pacing needs, and
participation goals been
identified?

Are routes, surfaces,
seating, toilets, shade,
and storage workable for 

Status notes

Yes / In progress / Not
yet

Yes / In progress / Not
yet

Examples of supportive 
action

digital resource support.

9.4 Practical implementation checklist
 Table9.4.Quickinstitutionalchecklistbeforelaunching or expanding a garden-based 

adult-learning programme.



A short checklist can prevent avoidable implementation problems. It is not 
a bureaucratic addition but a way of confirming that the educational 
promise of the model is matched by practical readiness. In many settings, 
the most useful question is not whether the organisation is theoretically
committed to inclusion, but whether the next actual session is ready for the
learners who will attend it.
9.5 Conclusion

Implementation quality is where the educational model either becomes 
credible or remains aspirational. A hobby-garden approach can support 
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Checkpoint

Continuation

Documentation

Safety and health

Instructional tools

Ask before starting

this cohort?

Do staff have visual cues,
task cards, schedules, and
simplified explanations
where needed?

Are first-aid
arrangements,
supervision ratios, tool
rules, and rest options in
place?

Is there a simple plan for
attendance, observation,
learner reflection, and
review?

Has the team considered
maintenance, seasonal
adaptation, staffing
continuity, and future
funding?

Status notes

Yes / In progress / Not
yet

Yes / In progress / Not
yet

Yes / In progress / Not
yet

Yes / In progress / Not
yet
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participation, practical learning, social contact, environmental awareness,
and self-confidence, but only when planning, accessibility, instructional
design, and review are treated as integral parts of the programme. This
chapter has therefore moved from general advocacy to operational
guidance.

The main message is that successful transfer depends on disciplined 
adaptation. The model should be stable in purpose but flexible in form. 
Educators need a step-by-step structure. Organisations need evidence that 
is simple enough to use and strong enough to support improvement. 
Policymakers need to create enabling conditions rather than impose a 
single standardised version. When these three levels align, the approach 
can move from a local project idea to a durable and transferable 
educational practice.

 Selected references used in this chapter
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This final chapter brings the guide together by examining three connected
dimensions: what kinds of impact a garden-based adult-learning model 
may plausibly generate, how participant feedback can be interpreted
without overclaiming, and what conditions are needed for sustainability
after the initial project phase. The source publication frames this final
section around project impact, participant feedback, and a sustainability
plan. In this manuscript, those elements are retained but interpreted more
cautiously so that the closing chapter remains useful for practice and
methodologically credible.

A careful conclusion should distinguish between immediate observations, 
reasonable inferences, and longer-term ambitions. Educational gardens can 
create favourable conditions for participation, confidence, routine, and 
collaboration, but outcomes depend on design quality, staff support, 
accessibility, and continuity over time. Final evaluation is therefore 
strongest when it combines observation, participant reflection, staff notes, 
and simple implementation records rather than relying on general 
enthusiasm alone.
10.1 Project impact and evaluation frame

The source publication presents impact across physical, mental, social, and 
environmental domains. That structure is retained here because it is 
pedagogically clear and consistent with the model developed across earlier 
chapters. For an evidence-aware guide, however, the most responsible 
formulation is that participation in well-designed garden-based learning 
can support improvement in these areas, especially when activities are 
repeated, appropriately scaffolded, and linked to reflection and feedback.

Physical impact may be visible in routine movement, use of tools, reach, 
coordination, or confidence in navigating the space. Cognitive impact may 
be visible in better sequencing of tasks, stronger attention to routine, 
improved recall of repeated steps, and more active problem-solving during 
plant care. Social impact is often observable through participation, shared 
tasks, turn-taking, mutual support, and communication. Environmental 
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Chapter 10. Conclusion and Evaluation
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impact is most credible when participants demonstrate practical
understanding of recycling, composting, water use, soil care, and
sustainable cultivation habits. These are meaningful outcomes, but they
should be described proportionately and linked to the evidence actually
available.

 

 

Taken together, these domains show that the project should not be
evaluated only as a therapeutic space, only as an educational intervention,
or only as a social-inclusion activity. Its value lies in the way these
dimensions reinforce one another. A participant who follows a repeated
cultivation task may simultaneously practise movement, attention,
responsibility, communication, and environmentally responsible behaviour.
The final evaluation should therefore present a balanced synthesis rather
than four disconnected mini-reports.

 

Table 10.1. Summary matrix for interpreting impact claims at the end of the
programme.

Figure10.Plausiblepathwayfromparticipation to participant, organisational,and
community-level effects.

Outcome domain Plausible change

More confident
movement, tool use,
posture, or task
tolerance

Better sequencing,
recall, focus, and
practical problem-
solving

More interaction,
turn-taking,
teamwork, and help-
seeking

Safer sorting,
composting, watering,
or cultivation habits

Re-use of materials, 

Physical
participation

Cognitive
engagement

Social
participation

Environmental
practice

Transferpotential staff confidence,
clearer procedures

Typical evidence Interpretation notesource

Observation notes,
session logs, photo
records where
appropriate 

Task sheets, educatornotes, learner 
reflection

Group observation,

peer tasks, facilitator 
review
Routine records,
practical
demonstrations,
learner explanation

Implementation files,
adaptationnotes, staff
review

Describe what changed in
practice; avoid clinical
claims without specialist
evidence

Prefer repeated examplesover broad 
statements of 
improvement
Frame social growth as

participation patterns 
rather than personality 
change

Use behaviour-based
wording instead of
abstract awareness alone

Treat transfer as
organisational readiness,
notautomatic scale-up
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The pathway above is intentionally conceptual. It does not claim that every
programme will reach every outcome, nor that impact moves in a straight
line. Its purpose is to help educators and reviewers describe how repeated
participation in an accessible garden-based programme can generate 
effects at more than one level, provided that implementation quality
remains high.
10.2 Themes from participant feedback

The source publication includes positive feedback examples linked to 
physical ease, confidence, patience, social connection, and environmental 
understanding. For a rigorous final chapter, such feedback is best treated 
as qualitative evidence of participant experience rather than as proof of 
effect on its own. Feedback is valuable because it shows what participants 
themselves found meaningful, but it should still be read alongside 
observation and routine documentation.

In practice, participant feedback often clusters around a limited number of 
recurring themes. Some learners describe practical bodily change, such as 
feeling steadier, more active, or more comfortable using their hands. 
Others emphasise cognitive and emotional benefits, including patience, 
concentration, calm, and a greater sense of achievement. Still others 
highlight the social value of working with peers and the satisfaction of 
contributing to a shared space.



 

The same logic should be used when reporting feedback at project level:
group responses into themes, note where those themes recur, and identify
where experience was mixed.

This approach helps avoid a common reporting mistake. Instead of 
presenting a few positive statements as if they represented the whole 
group, educators can summarise feedback in themes, note where those 
themes recur, and acknowledge variation where it exists. Honest 
evaluation is strengthened, not weakened, when limits and differences are 
made explicit.
10.3 Sustainability plan

The source publication identifies five sustainability directions that remain 
highly relevant: continuous development for educators, cooperation with 
local partners, diversified resource support, alignment with policymakers, 
and digital access to materials. These directions are practical because they 
do not depend on a single heroic teacher or one-off funding moment. They 
turn the model from a project activity into an institutional routine.
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Table 10.2. Participant-feedback themes that can inform future programme design and
review.

 Feedback theme

Physical comfort or
ease

Achievement and
confidence

Patience, focus, and
calm

Friendship and
belonging

Environmental
understanding

Useful follow-up questionfor What it may suggest educators

Which task allowed the easiest
reach, and which needed
adaptation?

Which task gave the strongest 
sense of progress or 
responsibility?

Which part of the session 
helped you concentrate or stay 
involved?

When did you feel most 
connected to others during the 
activity?

What have you learned about 
composting, water use, or plant 
care?

Activities may be appropriately
paced and accessible

Participants may be
experiencing visible success and
ownership 

Routine and sensory structure
may be supporting engagement

Group design may be
encouraging inclusive
interaction 

Practical sustainability routines 

maybe becomingmeaningful



Continuous educator development matters because the model combines
several areas of practice. Staff may be confident in adult learning but less
confident in accessibility, or experienced in disability support but less
familiar with environmental education, outdoor risk management, or
structured observation. Sustainability therefore depends on small but
regular professional-learning cycles rather than a single initial briefing.
Local partnerships matter for similar reasons. A garden-based model is
easier to maintain when transport, materials, specialist advice, and
community visibility are shared across organisations.

Digitalisation should also be understood pragmatically. It is rarely enough 
to place a guide online and assume that transfer has occurred. Digital 
sustainability is stronger when institutions maintain editable task sheets, 
staff briefing notes, accessible visual supports, adaptation records, and 
simple evidence templates that can be reused in each new cycle. In this 
sense, digital access supports continuity only when it is paired with active 
organisational use.

 

 

Sustainability is therefore not a separate add-on at the end of the project. 
It is the cumulative result of decisions made throughout delivery: what was
documented, what staff learned, what routines were repeated, and how 
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Table 10.3.Sustainabilityareasandpracticalstepsthatcanrealisticallybemaintained
after the project phase.

Sustainability area

Educator
development

Local partnerships

Resource continuity

Policy alignment

Digital continuity

Why it matters Practical low-burden step

Schedule short reflective reviews 
after each delivery cycle
Agree one simple annual 
cooperation plan with local 
stakeholders

Maintain a modest reusable 
materials list and replacement 
budget
Map the programme against
local and EU inclusion priorities

Store editable templates, 
briefing notes, and evidence
forms in one shared folder

Maintains quality, confidence,
and safe adaptation

Improves continuity, resources,
referrals, and visibility

Prevents the model from
depending on one temporary
grant 

Supports accessibility, 
recognition, and longer-term 
legitimacy
Makes transfer and re-use
easier acrossstaffandsettings
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This kind of review also supports honest communication with stakeholders.
It allows a final report to say not only what was promising, but also which
parts of the model required more staff time, more adaptation, or more
structured follow-up than originally expected. Such transparency increases
the credibility of the whole guide and makes future implementation more
realistic.

 

clearly the model was articulated for others. A programme that is easy to
explain, easy to adapt responsibly, and supported by modest but reliable
routines is far more sustainable than a programme that appears impressive
but cannot be repeated under ordinary conditions.
10.4 Final evaluation and reporting checklist

Before closing a project cycle, educators and managers benefit from a short 
final review. The purpose is not administrative formality but disciplined 
judgement. Final reporting should confirm what was implemented, what 
kinds of evidence exist, where outcomes appear plausible, where evidence 
is weaker, and what is realistically ready for continuation or future 
adaptation.

 

10.5 Conclusion

Table 10.4.End-of-cyclereviewpointsforfinal evaluationandfutureplanning.

Review area

Implementation 
fidelity
Accessibility and 
safety
Participant 
outcomes
Feedback quality

Transfer readiness

Continuation
decision

Key question Minimum evidence to retain

Was delivery consistent with
the intended model?

Were access and safety 
measures adequate?
What changes were observed 
or reported?
Do grouped themes reflect 

Session outline, adaptation
record, photos if appropriate

Site checklist, incident notes, staff 
review
Observation notes, learner 
reflection, sample task records
Grouped feedback note or short 

more than isolated comments?thematic summary

What can another educator re-Editable templates, materials list, 
use realistically? implementation note

Isthe model ready to continue,Shortmanagement notewith 
adapt, or pause? next-step decision
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The educational model presented in this guide is most persuasive when it is
understood as a structured, accessible, and practice-oriented approach to
adult learning rather than as a universal remedy. Education and therapy
gardens can support participation, movement, attention, confidence,
routine, cooperation, and environmental responsibility when they are
carefully designed and sustained. Their strength lies in combining practical
activity with reflection, adaptation, and relational support.

The final conclusion of the publication is therefore deliberately balanced. 
The model offers strong promise for inclusive adult education, especially 
where institutions seek alternatives to classroom-centred formats and 
want to connect learning with everyday action, wellbeing, and social 
participation. At the same time, long-term value depends on disciplined 
implementation, careful evaluation, and realistic sustainability planning. 
When these conditions are in place, a garden-based programme can 
become not only an engaging project activity but also a durable educational 
resource.
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	Not every garden session is pedagogically effective. The environment works best when several conditions are in place at the same time. First, accessibility must be addressed materially. Routes, bed heights, surfaces, seating, tool storage, and rest points need to correspond to the mobility, sensory, and fatigue-related realities of the participants. Second, tasks

	must be scaled. Overly long or overly complex tasks can quickly turn a promising environment into an experience of confusion or failure. Third, staff support has to be calibrated. Too little support can create risk,  frustration, or disengagement. Too much support can strip the task of  ownership and reduce the learner to passive compliance. Effective garden- based education therefore depends on graded prompting, clear modelling,  and the gradual transfer of responsibility. Fourth, reflection must be built  into the session. Even a short closing conversation or visual check-back can  help transform action into retained learning. The garden should also be treated as a serious adult space. This includes  respectful language, meaningful task allocation, and realistic expectations.  Adults with disabilities should not be positioned as merely helping in  symbolic activities. They should be enabled, as far as possible, to carry out  authentic work with appropriate support, because authenticity is one of  the main reasons this environment can be educationally stronger than  simulated tasks. 2.5 Illustrative implementation examples in Europe The project source material refers to examples from Germany, the United  Kingdom, and the Netherlands. These examples should be read as  indicative rather than exhaustive. They do not amount to a comprehensive  European mapping, but they are useful for showing how similar principles  can be operationalised in different contexts. Across these examples, three recurring patterns appear. First, hobby  gardens are used not only for productive activity but also for rehabilitation,  confidence-building, and social inclusion. Second, the garden is rarely  treated as an isolated intervention. It tends to sit within a wider support  structure involving educators, community organisations, rehabilitation  providers, or social projects. Third, the educational value seems strongest  where the work is both structured and socially recognised, rather than left  as unframed outdoor occupation.
	Country context
	Reported emphasis
	Methodological lesson

	2.6 Limits and cautions
	A professionally responsible guide must also state what hobby gardens cannot do on their own. They do not replace specialist assessment, rehabilitation planning, accessible transport, or the legal duties of institutions. They do not guarantee motivation, inclusion, or learning transfer. They can also exclude some learners if weather, sensory triggers, pain, or fatigue are not planned for carefully. For that reason, the most accurate conclusion is not that hobby gardens  are universally superior to classroom-based methods. It is that they can  offer a strong alternative or complementary environment when their  design responds to actual learner needs. In practice, the best programmes  often combine outdoor and indoor work, allowing action, explanation,  documentation, and reflection to support one another. 2.7 Conclusion Hobby gardens can serve as credible adult learning environments because  they combine activity, consequence, pacing, and shared responsibility in  ways that many conventional settings do not. Their pedagogical value lies
	in design rather than in scenery. When educators organise accessible  space, meaningful tasks, structured reflection, and appropriate support,  the garden can become a setting for physical engagement, cognitive activation, social participation, and environmental learning. The theoretical perspectives associated in the source material with  Montessori, Kolb, and nature-based education help explain why this model  can work. They point to prepared environments, learning through  experience, and the educational value of contact with the natural world.  The practical lesson is clear: hobby gardens should not be romanticised, but  they should be taken seriously as method. The next chapter therefore turns  from the learning environment itself to the question of adaptation for  different disability groups and to the safety conditions that make such  adaptation workable.

	Selected references used in this chapter
	Chapter 3. Garden-Based Education for Different Groups of Adult Learners with Disabilities
	Universal Design for Learning framework, which emphasises multiple means of engagement, representation, and action or expression (CAST, 2018). In a garden context, that can mean the difference between a decorative activity and a real learning opportunity.
	Learner group
	Typical participation
	barrier
	Garden-based design response


	3.2 Example applications for adults with physical disabilities
	For adults with physical disabilities, access has to be understood as task access, not merely site access. It is not enough that a learner can enter the garden if the work surface is still too low, the tool is too heavy, the  watering route is too long, or the activity assumes standing balance that  the learner does not have. Meaningful participation often depends on small design decisions: bed height, tool grip, storage position, turning radius, carrying distance, and whether the task can be performed in stages rather than in a single continuous effort. In practice, accessible garden design may include raised beds at seated  reach, firm and sufficiently wide pathways, stable seating, adjustable  worktables, hose systems that reduce heavy lifting, and hand tools with  enlarged or looped grips. Equally important is energy management. Some  adults can perform a task well but only in short intervals. In those cases,  educators should plan paced work-rest cycles, alternate physically  demanding and lighter duties, and treat fatigue as a design variable rather  than as learner failure. This approach fits the rights-based expectation that  barriers should be reduced through accessibility and reasonable  accommodation (United Nations, 2006). The educational point is not simply rehabilitation through movement,  although movement may be beneficial. The stronger pedagogical goal is to  allow adults with physical disabilities to contribute to real work with an  appropriate degree of autonomy. A learner who prepares labels, sows  seeds at a seated station, checks irrigation flow, or supervises harvest  sorting is participating educationally when the role is purposeful, visible,  and connected to shared outcomes. 3.3 Task planning for adults with intellectual disabilities For adults with intellectual disabilities, the central challenge is often not  willingness to participate but the cognitive load built into the task. Garden  work can quickly become confusing if the learner has to remember several  steps, monitor time, locate tools, interpret verbal explanation, and judge  quality all at once. The educator’s role is therefore to simplify the structure  without emptying the task of meaning.
	A well-adapted task usually has a clear start, a limited number of steps, visible materials, and an immediate sign that progress is being made. Planting may be broken into a sequence such as: fill the pot, make one  hole, place one seedling, cover the roots, water once, return the tool. Each step can be demonstrated and supported with pictures, symbols, colour coding, or a physical sample. Repetition is not a weakness in this context. Repeated routines help turn uncertainty into competence and can strengthen attention, recall, and confidence over time. Supported choice is also important. Instead of leaving the learner to choose  from many options, educators can offer two or three meaningful  alternatives: water herbs or water tomatoes, sow seeds or label pots, work  alone for five minutes or with a peer. This keeps decision-making  manageable while preserving adult dignity and ownership. The principle  echoes both structured support literature and the broader inclusive- education requirement to remove avoidable participation barriers  (Committee on the Rights of Persons with Disabilities, 2016).
	Garden task
	Possible adaptations
	Educational purpose
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	Garden task
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	3.4 Recommendations for sensory and neurodevelopmental disabilities
	Adults with sensory disabilities and neurodevelopmental disabilities are often grouped together too quickly, yet their needs can differ substantially. Even so, they share one crucial methodological point: the educational pathway depends heavily on how information enters the activity and how regulation is supported during participation. A task may be fully achievable in motor terms but still fail because the instructions are inaccessible, the environment is overstimulating, or transitions are poorly managed. For adults with visual disabilities, tactile and auditory access matter.  Educators can organise routes consistently, use textured or raised markers,  give precise verbal orientation, and choose plants with distinct texture or  smell. For adults with hearing disabilities, visibility matters. Instructions  should be demonstrable, readable, and paced so that participants can  watch the task before beginning. Outdoor settings require particular care  because distance, movement, and ambient noise can disrupt  communication more easily than in indoor classrooms. For adults with neurodevelopmental disabilities, predictability and sensory  regulation often determine whether participation is sustainable. Many  learners benefit from clear session routines, explicit transition signals, low- clutter work areas, and the option to step away briefly without being  treated as non-compliant. Group work should be graded. Some learners  may begin with parallel participation, working near others but not yet in  constant interaction. Over time, that can develop into shared tasks if trust,  familiarity, and sensory comfort are present. CAST (2018) is especially  useful here because it reminds educators that access is created through  multiple routes, not through one default way of presenting the same  activity.
	A practical rule across these groups is to design for clarity before complexity. Clear space, clear sequence, clear communication, and clear sensory expectations reduce avoidable frustration. Once those conditions are secure, challenge can be increased in a purposeful way.

	3.5Riskanalysis andsafetyprecautions
	The source publication correctly includes risk analysis as a core part of implementation, and this point deserves stronger emphasis in the guide. Garden-based learning is not automatically safe because it is outdoors. Outdoor settings create specific hazards related to terrain, tools, weather, allergies, infection exposure, manual handling, dehydration, and sensory overload. Risk management should therefore be built into programme design from the start, not added informally after an incident. A strong risk analysis asks four practical questions. First, what hazards are  present in this specific site and task? Second, which learners are especially  exposed because of mobility, communication, cognition, health status, or  sensory regulation needs? Third, what controls reduce risk without  removing meaningful participation? Fourth, who is responsible for  observation, escalation, and response if something goes wrong? These

	questions should be reviewed before sessions begin and updated when tasks, seasons, or learner groups change.
	Risk domain
	Examples of concern
	Preventive control

	Safety precautions should still protect adult status and participation rights. Overprotection can be as damaging as neglect if it turns learners into  passive observers. The aim is proportional control: enough structure to prevent foreseeable harm, but not so much that the task loses authenticity. This is why observation matters. Educators should note not only incidents,
	but also near-misses, fatigue patterns, communication breakdowns, and supports that clearly improved safe participation. 3.6 Conclusion Garden-based education for adults with disabilities works best when it is  adapted by function, not reduced to diagnosis. Physical access, cognitive  structure, communication mode, sensory regulation, and safety planning all  shape whether a task becomes meaningful learning or merely supervised  activity. When those elements are aligned, adults can participate with  greater autonomy, clearer purpose, and stronger connection to the shared  work of the garden. The practical implication is straightforward. Educators should begin with  the learner, analyse the task, adapt the environment, and then revise  support based on observation. That sequence makes inclusion concrete. It  also prepares the ground for the next chapter, which turns from learner  adaptation to the tools and physical arrangements that support motor  participation in a garden-based programme.
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	Chapter 4. Agricultural Tools and Physical Development
	to the intended learning outcome, the learner’s functional profile, and the safety conditions of the site.
	Tool or workstation
	Typical physical demand and
	Educational function supported

	A function-based view is particularly important because the same object can be either enabling or excluding depending on context. A watering can may support strengthening and coordination for one learner, yet create unnecessary pain or spill risk for another. The educational question is
	therefore not whether a tool is standard, but whether it allows safe, meaningful, and repeatable participation in the task at hand. 4.2 Effects on motor skill development Garden tasks may contribute to motor development because they combine  movement with purpose. Digging, sowing, filling pots, watering, carrying  light materials, and sorting harvest all invite action that has a visible  outcome. This matters pedagogically. Repeated movement is often better  tolerated when it is tied to real work rather than to abstract exercise alone. The most relevant motor domains in this context are usually reach, grasp,  bilateral coordination, posture control, balance, pacing, and endurance  over short or moderate intervals. Fine-motor work appears in seed  handling, pot filling, label placement, and pruning of small plants. Gross- motor work appears in path movement, pushing carts, moving compost, or  watering larger beds. What counts as progress may differ substantially  between learners. For one person, success may mean longer tolerated  participation. For another, it may mean more accurate hand use, fewer  compensatory movements, or improved confidence in approaching the  task. Therapeutic-garden literature suggests that garden activity can support  both functional movement and psychosocial wellbeing when tasks are  meaningful, graded, and sustained over time (Detweiler et al., 2012). The  caution, however, is equally important: physical demand should be  calibrated rather than assumed to be beneficial. Overly heavy tools,  awkward wrist angles, long carrying routes, or prolonged standing can  undermine learning by turning the activity into unmanaged strain.  Reasonable accommodation therefore applies to the design of movement  itself, not only to the physical site (United Nations, 2006).
	A useful planning rule is to observe what kind of effort the task actually requires. Is the learner gripping continuously or intermittently? Is force applied close to the body or at distance? Does the action require rotation, carrying, bending, or sustained standing? Once those demands are visible, the educator can decide whether to reduce them, redistribute them, or use them intentionally as a graded challenge. 4.3 Examples of accessible tool design Accessible design in garden education is rarely about one specialist tool.  More often, it is about a series of modest design decisions that together  make work possible: lighter materials, better grip texture, handle shape  that reduces wrist deviation, reachable storage, non-slip surfaces, or  workstations that allow seated access. Adjustable-height benches and  raised beds are especially useful because they change the whole geometry  of the task. They reduce unnecessary bending, allow closer visual  inspection, and support teaching through side-by-side demonstration. Watering systems are another high-value design area. A hose with guided  movement, a trigger adapted for weak grip, or a drip line can preserve the  educational purpose of watering while avoiding excessive lifting. Likewise,  carts, baskets with two handles, or smaller batch sizes can turn transport  from a risky exertion task into a manageable planning task. The goal is not
	to remove all effort, but to remove effort that is irrelevant to the learning objective.

	Design feature
	Why it matters educationally
	Practicalnote for
	implementation
	Reduces painful pressure, stabilises grasp, and supports longer, more accurate use. Makes repeated action more sustainable and lowers fatigue-related disengagement. Allows seated, supported-standing, or upright work with less bending and twisting. Improve access,  visibility, and shared  teaching position for  learners and educators.
	Supports independence, memory, and smoother task transitions. Preserve participation  by reducing  unnecessary carrying  and lifting.
	Check whether the learner needs friction, softness, or a looped grip rather than a thicker handle alone. A lighter tool is not always better if the balance point makes control unstable. Test the tool during the  real task, not only in  static demonstration. Height should match the learner’s reach and wheelchair clearance, not generic assumptions. Store frequently used tools near the work zone and label positions consistently. Use smaller loads and shorter routes before introducing more complex transport tasks.
	Enlarged or cushioned grip
	Lightweight but balanced tool body
	Handle length matched to posture
	Raised beds and adjustable worktables
	Reachable storage and clear tool layout
	Rolling carts, hose guides, or load reduction
	Accessible design should also protect dignity. Adults with disabilities should not be positioned as passive recipients of simplified activity. Well-designed tools allow them to undertake real work with authentic responsibility, even when the task has been adapted. A learner who labels seed trays, monitors
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	drip irrigation, prepares potting mix at bench height, or checks moisture levels is participating meaningfully when the contribution is visible and linked to the shared life of the garden. 4.4 Conclusion Agricultural tools matter because they shape who can do what, for how  long, and with what degree of success. In garden-based adult education,  tools should therefore be selected as part of the methodology. The  strongest choices are those that align the movement demand of the task  with the learner’s current capacity while preserving the educational  purpose of the activity. The practical implication is clear. Educators should observe the task,  identify where strain or exclusion is being created, and then adapt the tool,  workstation, or sequence before concluding that the learner cannot  participate. When tools are chosen with this level of care, garden work can  support motor development, confidence, and authentic contribution rather  than merely symbolic inclusion.
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	Chapter 5. Task-Based Approach for Intellectual Development
	learning, where concrete action, observation, reflection, and revised action form a cycle rather than a single event (Kolb, 1984).

	Garden task
	Visible step
	sequence
	Support tools
	Developmental
	focus
	Seed sowing
	Watering
	routine
	Harvest sorting
	Compost
	sorting
	Tool return
	Prepare tray, fill cells, place seed, cover lightly, water
	Check label, choose tool, water to target level, return tool
	Collect, compare, sort, place in basket, count
	Select scraps, reject non- organics, add dry matter, close bin
	Rinse, brush, place in marked storage area, tick off task
	Model card, colour markers, tray template
	Pictogram strip, measured container, moisture cue
	Sample item, labelled baskets, count frame
	Yes/no picture list, paired prompt
	Shadow board, end-task checklist
	Sequencing and cause-effect
	Routine memory and pacing
	Categorisation and comparison
	Rule use and decision making
	Completion and independence
	What matters here is not complexity but legibility. A task should show the learner what to do next, what counts as done, and how success can be

	recognised. Many adults with intellectual disabilities benefit when  repeated tasks keep the same outer structure while the content changes gradually. For example, the sequence prepare, do, check, finish can remain stable across sowing, watering, sorting, and cleaning tasks. 5.2 Supporting memory, attention, and problem-solving skills Garden-based tasks can support memory when routines are consistent and  cues are anchored in the environment. Plant labels, colour coding,  repeated work stations, start cards, and closing checklists all help learners  remember what belongs to which task. Memory support is strongest when  it is embedded in the task itself rather than added afterwards as an  abstract recall exercise. Attention is supported when the learner has one clear focal demand. For  some participants, that may mean reducing visual clutter at the  workstation. For others, it may mean shortening the task block, limiting  spoken instructions, or using a stable pattern of demonstration followed by  guided practice. Problem solving can then be introduced through bounded  decisions such as choosing between two tools, deciding whether a plant  needs water, or identifying what belongs in compost and what does not.  This is more educationally realistic than expecting open-ended reasoning  from the beginning. The broader methodological principle is reasonable accommodation.  Supports should be sufficient to make participation possible, but they  should also be reviewed over time so that prompts are not kept longer  than necessary. The objective is supported competence, not permanent  dependence (United Nations, 2006; World Health Organization and World  Bank, 2011).
	A practical implication for educators is to watch where failure actually occurs. Does the learner forget the sequence, lose focus midway, struggle to interpret the instruction, or become uncertain when a small problem appears? Different breakdown points call for different supports. The task should therefore be analysed as a chain of demands rather than treated as a single success or failure event. 5.3 Daily and weekly plan examples The source publication includes daily and weekly examples, which is useful  because staff often need a routine framework rather than general advice.  At the same time, sample plans should be treated as adaptable teaching  structures, not prescriptive schedules. The same learner may need shorter  blocks in one phase and longer, less prompted work in another. A good  weekly plan keeps repetition, but varies responsibility and cognitive  demand. For adult learners with intellectual disabilities, an effective weekly plan  usually combines four elements: one repeated routine task, one task that  requires observation, one task that involves sorting or choice, and one  closing activity that reinforces completion and reflection. This creates  continuity without monotony and gives staff multiple opportunities to  observe development in attention, task persistence, recall, and emerging  independence.
	Day
	Core garden
	task
	Cognitive focus
	Support design
	Adults with intellectual disabilities should encounter tasks that are understandable, purposeful, and open to success with the right supports. The practical conclusion is straightforward. Educators should first identify  the learning purpose, then design the task sequence, then add only those  supports that are needed for participation and gradual independence.  When that sequence is followed carefully, garden-based education can  help develop attention, memory, problem-solving, and task confidence in  ways that are both respectful and usable in everyday practice.
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	6.1 Group dynamics rules
	Inclusive group dynamics depend on a small number of stable rules that are taught, modelled, and revisited. In practice, these rules usually concern  how the session starts, how instructions are given, how turn-taking is organised, how help is requested, and how difficulties are repaired. The  aim is not strict control. The aim is social safety: participants should know what is expected, what support is available, and how to remain part of the activity when they hesitate, make a mistake, or need more time. Garden sessions are especially sensitive to pace and environment. Noise,  waiting around tools, unclear movement pathways, or overly complex  instructions can quickly exclude learners who need more processing time  or who communicate differently. Educators therefore need to design the  social environment as carefully as the physical one. This includes visible  routines, accessible communication, and tasks that reduce passive waiting.  It is also important that peer support remains reciprocal. One learner may  help another, but support should not turn into one person always doing

	and another merely observing. Inclusive teamwork depends on meaningful contribution from all participants.
	Table 6.1. Practical rules for inclusive group dynamics in garden-based learning.
	Principle
	Practical educator action
	Observable sign of
	success

	When these rules are consistent, garden work can become a practical training ground for cooperation. Learners begin to anticipate one another, wait more successfully, and recognise that shared tasks require coordination rather than parallel individual effort. This is also consistent with inclusive design logic, where engagement is strengthened when learners can access expectations through more than one mode and can participate in more than one way (CAST, 2018).
	6.2Defining participant roles
	Another practical advantage of roles is that they help educators observe social development more precisely. Instead of asking whether a participant was generally cooperative, staff can ask narrower and more useful questions: Did the learner carry out the role with fewer prompts? Did they signal when they were finished? Did they invite another person into the task? Did they tolerate a change in routine? These are concrete indicators
	of progress, and they are easier to document than broad impressions of behaviour. 6.3 Observation and feedback mechanisms Observation during teamwork should focus on participation, not  personality. The educator is not trying to decide whether someone is  naturally social or unsocial. The educational question is narrower: under  what conditions does the learner join, persist, communicate, respond to  others, recover from difficulty, and complete a shared task? This shifts  attention away from judgement and toward adaptation. If participation  breaks down, the team can examine whether the role, prompt, timing,  group size, or sensory demands need adjustment. Feedback is most useful when it is specific, immediate, and linked to an  observable action. Praise such as "good job" may feel positive, but it  teaches little unless it is connected to what the learner actually did.  Feedback becomes more powerful when it names the action and the effect:  "You waited until your partner finished, so the watering can was passed  safely," or "You asked for help before the tray tipped, which kept the plants  protected." For some participants, feedback also needs to be multimodal,  using gesture, symbols, simple rating scales, or short reflection prompts.
	Focus area
	What to observe in practice
	documentation cue
	Focus area
	What to observe in practice
	Useful feedback and
	documentation cue

	A short closing reflection can make these mechanisms more effective. The reflection does not need to be verbally complex. Some groups may use a simple prompt such as what went well, what was difficult, and what we will try next time. Others may use picture cards, thumbs scales, or one- sentence completion. What matters is that observation and feedback are not hidden professional acts only. Learners should encounter them as part of the educational process and, where possible, participate in them. 6.4 Conclusion Socialisation and teamwork are not secondary benefits of garden-based  education. They are core educational outcomes when sessions are  structured to make contribution, reciprocity, and reflection visible. Hobby  gardens are well suited to this because tasks are shared, concrete, and  naturally dependent on coordination. Yet the environment alone is not  enough. Social participation improves most when routines are stable, roles  are meaningful, and support is adjusted with care. For educators, the practical implication is clear. Inclusive teamwork should  be planned with the same seriousness as physical accessibility or task  adaptation. Group rules need to be explicit, roles need to be real, and  observation needs to focus on participation rather than vague impressions.
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	When these conditions are in place, garden-based sessions can help adult learners strengthen communication, cooperation, confidence, and belonging in ways that transfer beyond the garden itself.
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	Chapter 7. Responsibility and Self-Confidence Development
	act rather than replacing the learner’s action. Ownership also becomes stronger when choice is present, for example by letting the learner choose between two meaningful tasks or select the order in which steps will be completed. This respects autonomy while keeping the session structured and safe.
	Technique
	Practical educator action

	These techniques are especially useful because they link responsibility to observable practice. Instead of asking whether a participant is generally responsible, the educator can ask narrower questions that are educationally more useful: Did the learner begin after one prompt or three? Did they finish the task area? Did they return tools safely? Did they
	remember the next step? This kind of specificity makes support more fair and more effective.
	Figure 7 summarises an important practical principle. Confidence grows most sustainably when it follows action, not when it is demanded before action. Educators therefore need to design tasks that allow a learner to experience successful contribution under realistic conditions. When this is repeated across sessions, responsibility and confidence can reinforce one another. 7.2 Self-assessment forms Self-assessment can support responsibility only when it is accessible. Long  reflective forms full of abstract questions are rarely useful for many adult  learners with intellectual, communication, or sensory barriers. A stronger  method is to use short, repeated prompts that ask the learner to recognise  what they did, what felt difficult, what support they used, and what they  want to try next. In some groups this may be written; in others it may be  oral, pictorial, or based on choice cards or symbols. The main purpose of self-assessment is not to judge the person. It is to help  the learner connect effort, strategy, and outcome. A useful self-assessment  routine therefore focuses less on general statements such as “I was good  today” and more on task-linked prompts such as “I started after one  reminder”, “I asked for help safely”, or “I finished my watering section”.  This fits well with Universal Design for Learning principles because learners  can show reflection through multiple means of expression rather than  through one fixed format (CAST, 2018).
	Example learner prompt

	A short self-assessment routine can also improve communication between learner and educator. When the learner’s own perception is recorded alongside staff observation, it becomes easier to distinguish between  visible performance and experienced difficulty. This is important because a participant may complete a task successfully but still feel unsure or over- supported. Conversely, a participant may need help yet still show strong ownership and persistence. The form should therefore be used as a conversation tool, not as a score sheet. 7.3 Development tracking through trainer observation notes Trainer observation notes matter because responsibility and confidence  need to be documented over time if they are to inform planning. Good  notes are short, regular, and behaviour-based. They do not describe a  participant in broad labels such as “lazy”, “motivated”, or “anxious”.  Instead, they record what task was offered, what support was given, how  the learner responded, and what changed compared with earlier sessions. This type of note-taking helps educators judge whether the pathway is  appropriately challenging. If a participant succeeds only with intensive  prompting, the role may not yet be truly owned. If a participant completes  the task consistently and asks for more responsibility, the plan may need  extension. Observation notes also protect against impressionistic  judgement because they anchor conclusions in concrete evidence gathered  across several sessions.
	Table 7.3. Observation note framework for monitoring responsibility and self- confidence development.
	Interpretation caution


	When self-assessment and trainer notes are used together, the educator can build a more reliable picture of development. One learner may appear confident because they speak assertively, while another may show responsibility quietly through consistent task completion. Combining participant reflection with structured observation helps make such differences visible without forcing everyone into the same expressive style. 7.4 Conclusion Responsibility and self-confidence are best understood as educational  outcomes that emerge from practice, structure, and recognition. Hobby  gardens can support these outcomes well because they offer real tasks,  visible consequences, and repeated opportunities for contribution. Yet this  only works when educators intentionally design ownership, reflection, and  documentation into the session rather than assuming that confidence will  grow on its own. The practical implication is straightforward. Give learners real  responsibility, scale support carefully, use accessible self-assessment, and  document development through brief observation notes. When these
	elements are combined, garden-based education can help adults with disabilities experience themselves not only as learners receiving support, but also as capable participants whose actions matter within a shared environment.
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	instructions. When these conditions are present, recycling can support organisation, sequencing, category recognition, and shared responsibility. The broader rationale is also aligned with the shift toward circular- economy thinking in European policy, which links resource stewardship with everyday practice rather than one-off awareness campaigns (European Commission, 2020).
	Table 8.1. Accessiblerecyclingpracticesforgarden-basedadult learning.
	Practice
	Accessibility design
	Learning focus
	Example in the garden


	A practical rule is to keep the recycling system modest. If the sorting structure is too complicated, the routine becomes staff-dependent and loses educational value. A smaller system that learners can actually use independently is usually more effective than a technically ambitious arrangement that no one can maintain. 8.2 Composting Composting is especially valuable because it makes ecological processes  observable. Participants can see that plant residue, leaves, kitchen scraps,  and cuttings do not simply disappear. They are transformed through time,  moisture, temperature, decomposition, and care. This helps translate  environmental education into a concrete cycle of action and consequence. Educationally, composting can support multiple domains at once. Learners  may sort organic material, notice texture and moisture, compare fresh and  mature compost, monitor changes, and apply finished compost back to
	beds or containers. These tasks can support attention, sequencing, sensory discrimination, and shared stewardship. They also provide a strong entry point for discussing soil fertility, reduction of organic waste, and the value of returning nutrients to the system. In this sense, composting works well within both sustainability education and practical life-skills education (UNESCO, 2020; United Nations, 2015).
	Figure 8 shows why composting is pedagogically stronger than a single disposal task. It allows participants to connect one session to the next and to understand that environmentally responsible action is often cyclical rather than isolated. For many learners, this repeated visible loop is easier to grasp than abstract discussion about sustainability.
	Composting task
	What educators need to adapt
	Potential learning value

	Not every site needs a large composting system. A compact bin, worm compost unit, or demonstration container may be sufficient if it is safe, visible, and consistently integrated into teaching. The educational quality of the routine matters more than the scale of the infrastructure. 8.3 Vegetable and fruit cultivation as environmental learning The source publication rightly connects vegetable and fruit cultivation with  environmental awareness, but this link becomes strongest when cultivation  is framed as a set of ecological decisions. Growing food is not only about  planting and harvesting. It involves choosing species, preparing soil,  monitoring water, noticing pests, protecting pollinators where possible,  and recognising seasonal limits. These decisions make environmental  learning concrete and relevant. Cultivation tasks can also make sustainability education more hopeful and  less abstract. Instead of presenting environmental issues only as large-scale  crises, educators can create situations in which learners observe that  careful practice affects real outcomes in a local space. A bed mulched to  reduce water loss, herbs grown in reused containers, or a small seasonal  planting plan can all help participants understand resource care in ways  that are visible and manageable. This matters because effective climate  education needs agency as well as information (IPCC, 2023; UNESCO,  2020).
	Table 8.3. Cultivation practices that strengthen environmental learning in hobby
	gardens.
	Practice
	Environmental
	meaning
	Accessible teaching
	move
	Possible learner outcome
	Practice
	Environmental
	meaning
	Accessible teaching
	move
	Possible learner outcome


	Cultivation can also support food literacy. Learners may connect what they grow with cooking, taste, health, and household routines. This broadens  the educational value of the garden and strengthens the bridge between environmental responsibility and everyday adult life. 8.4 Small-scale climate action examples Climate action within an educational garden should be realistic, local, and  understandable. Participants do not need to master the full policy  architecture of climate mitigation and adaptation in order to take part  meaningfully. They do need to recognise that daily practices influence  energy use, water use, waste generation, soil condition, and local  biodiversity. Small-scale climate action therefore works best when it is  integrated into garden management rather than taught as a disconnected  topic. Examples include rainwater collection where safe and permitted, choosing  reusable materials, reducing avoidable transport of supplies, using hand  tools where appropriate, planting shade or shelter species suited to the  site, and creating routines that reduce unnecessary waste. These are  modest actions, but they help translate broad climate concerns into  practical judgement. The educational aim is not symbolic performance. It is  the development of habits, explanations, and decision-making that learners  can carry into other settings (IPCC, 2023; European Commission, 2022).
	Table 8.4. Small-scale climate actions suitable for educational garden settings.
	Action area
	Example practice
	Why it matters
	educationally
	Implementation note
	Action area
	Example practice
	Why it matters
	educationally
	Implementation note


	To remain inclusive, climate action must not become morally punitive.  Some adult learners may already live with resource constraints,  dependence on support services, or transport limitations that narrow their choices. Educators should therefore present climate-responsible practice as a collective learning process, not as a test of personal virtue. That approach is more compatible with rights-based education and with respectful adult learning (United Nations, 2006). 8.5 Conclusion Environmental awareness in hobby gardens becomes credible when it is  built into ordinary practice. Recycling, composting, cultivation planning,  and careful use of water and materials can all help adult learners with  disabilities understand sustainability through action rather than  abstraction. These practices can also support attention, routine formation,  cooperation, and responsibility when they are adapted accessibly. The main practical message is simple. Keep environmental routines visible,  manageable, and connected to the real site. Choose a few actions that  learners can repeat, explain, and observe over time. That is more  educationally valuable than presenting a long list of ideal behaviours  without structure or access. In this way, hobby gardens can contribute not  only to personal development and social participation, but also to an  ecologically more responsible learning culture.
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	Chapter 9. Implementation Guide and Policy Recommendations
	guide slows the process down at the right moments and asks what must be in place before the next stage begins. A practical starting point is to define the smallest workable version of the  model. Educators do not need to begin with a fully equipped therapeutic  garden in order to test the approach. In many settings, a modest pilot with  accessible containers, predictable routines, clear support roles, and a  limited number of recurring tasks can already provide useful evidence  about engagement, access barriers, pacing, and instructional fit. Starting  small can also reduce pressure on staff and allows organisations to refine  procedures before expanding the programme.

	Phase
	Core question
	Key actions
	Minimum evidence to
	retain
	Readiness
	Needs analysis
	Why this group, this site, and this format?
	What do learners need in order to participate meaningfully and safely?
	Define purpose, identify staff capacity, confirm site availability, clarify expected learner benefits.
	Review mobility, sensory, communication, pacing, health, and support requirements.
	Short concept note, named staff, draft timetable.
	Learner profiles, consent and support notes, risk flags.
	Access and setup
	Can participants move, understand, rest, and work safely in the environment?
	Check routes, surfaces, seating, toilets, shade, tools, signage, sensory supports,
	Site checklist, accessibility notes, tool list, safety plan.

	Phase
	Core question
	Key actions
	Minimum evidence to
	retain
	example, goals may relate to sustained participation in a shared task,  greater independence in a routine, safer tool handling, more confident  peer interaction, or a stronger grasp of environmental processes. The second phase concerns the learning environment itself. The source  publication highlights raised beds, wide paths, accessible tools, and soft or  safe surfaces, and these remain central. Yet access should be understood  more broadly than physical reach. Good implementation also considers  sensory load, clarity of instructions, places for rest, opportunities for low- pressure participation, and the presence of alternative ways to engage  when a task becomes too demanding. A site can be technically accessible  and still pedagogically exclusionary if instructions are confusing, transitions  are rushed, or support is inconsistent. The third phase is programme design. At this stage, educators decide which  tasks will be repeated often enough to create confidence and which  activities will be introduced as new challenges. The strongest programmes  usually combine predictability with modest variation. Learners benefit from  familiar routines such as checking tools, preparing soil, watering, tidying,  and reviewing what happened. Within that predictable frame, educators  can add seasonal activities, collaborative tasks, or responsibility roles. This  balance can support autonomy without creating unnecessary uncertainty.
	Delivery, monitoring, and feedback form the fourth phase. Observation should be built into practice rather than added later as a compliance exercise. Educators can note which supports were actually used, where learners hesitated, which peer interactions emerged, and whether a task sequence was too long, too abstract, or too demanding physically. Short observation records are usually more useful than overcomplicated templates. What matters is whether the notes help staff improve the next session. The fifth phase is evaluation and continuation. The source publication  already positions self-assessment, feedback, and shared results as part of  the model. In implementation terms, evaluation should answer three  questions. Was participation meaningful for learners. Was the approach  feasible for staff and site conditions. Is there enough evidence to justify  continuation, modification, or scale-up. These questions protect the model  from two common errors: claiming success too quickly and abandoning a  promising approach before it has been adjusted properly. 9.2 A scalable model at EU level The source publication explicitly presents the model as scalable at  European level. That claim can be credible, but only if scalability is defined  carefully. Scale should not mean copying one local garden arrangement  into every country. It should mean transferring a coherent educational logic  that can be adapted across languages, climates, institutional cultures, and  support systems. A scalable model keeps its essential principles while  allowing the practical form to change. For this publication, the core transferable principles are clear. The model  centres on nature-based adult learning, accessible task design, personalised  support, social participation, environmental responsibility, and iterative  review. These principles can travel well across contexts. By contrast, the  exact layout of the garden, the timing of cultivation, the balance between  group and individual tasks, and the staffing pattern must remain adaptable.  Scalability therefore depends less on identical activities and more on a  shared implementation framework, shared documentation logic, and a  shared language for quality.
	Element
	Should remain stable
	across settings
	Can be adapted locally
	Educational purpose
	Access logic
	Task structure
	Evidence and review
	Transfer resources
	Participation, practical learning, inclusion, and developmental support remain central.
	Reasonable accessibility, clear communication, safety planning, and support roles are non- negotiable.
	Activities should be sequenced, understandable, and linked to real routines.
	Observation, reflection, and basic outcome documentation should be routine.
	Guides, visual tools, staff orientation materials, and examples support transfer.
	The balance between therapeutic, social, and curricular emphasis may vary by organisation.
	Specific accessibility solutions depend on site design, learner profile, and national standards.
	Task length, materials, crop types, and pacing can vary by season and cohort.
	The exact form of templates, digital tools, and reporting channels can vary.
	Translation, terminology, and examples should reflect local language  and practice.
	A scalable model also needs a transfer package. This usually includes a  short theory-of-change statement, a site readiness checklist, task examples, accessibility prompts, risk templates, observation forms, and a compact training module for staff. These tools help other organisations start in a disciplined way instead of improvising from general inspiration. They also make cross-country comparison more realistic because institutions can

	review how the same implementation questions were answered in  different environments. At EU level, dissemination should therefore focus on guided transfer rather  than simple promotion. It is more useful to show how an institution  analysed needs, adapted a task, solved a communication barrier, or revised  a site layout than to present only attractive photographs of gardening  activities. A scalable model grows stronger when partners share not just  success stories, but also constraints, failed assumptions, and adjustments  that improved inclusion. 9.3 Recommendations for policymakers Policy support matters because educational gardens do not operate in  isolation. Their quality depends on infrastructure, staff development,  transport, cross-sector cooperation, inclusive adult-learning policy, and  realistic funding arrangements. Policymakers do not need to prescribe one  garden model, but they can create conditions in which educational  organisations are more able to experiment responsibly and sustain what  works. The first recommendation is to treat accessibility as a design condition  rather than a late adjustment. Funding criteria, capital improvement  schemes, and local guidance can encourage providers to think about paths,  surfaces, signage, sensory accessibility, communication supports, and rest  spaces from the beginning. This reduces the pattern in which organisations  first build an attractive programme and only later discover that some adults  cannot participate on equal terms. The second recommendation is to support interdisciplinary practice.  Garden-based learning often sits between adult education, disability  support, rehabilitation, wellbeing, and community participation. Policy  frameworks that allow cooperation between these domains can make  implementation more coherent. Where systems are fragmented, good local  practice can remain fragile because no single actor feels responsible for the  whole pathway.
	The third recommendation concerns staff development. Educators may be confident in adult learning or in disability support, but not necessarily in horticultural routines, accessible outdoor pedagogy, or environmental learning. Policymakers can strengthen the field by supporting short practical training formats, peer-learning networks, and resources that translate inclusive principles into outdoor settings. In many cases, modest training support can produce more impact than a narrowly equipment- focused intervention.

	Policy area
	Why it matters
	Examples of supportive
	action
	Accessibility and infrastructure
	Workforce development
	Cross-sector coordination
	Evidence and quality assurance
	Participation depends on usable outdoor and support spaces.
	Staff need confidence in inclusive outdoor pedagogy.
	Education, disability support, health, and community services often overlap.
	Programmes need credible review, not only anecdotal advocacy.
	Guidance on inclusive site design, small capital grants, accessible transport links.
	Short training offers, peer exchange, recognition of interdisciplinary skills.
	Local partnership agreements, referral pathways, shared planning forums.
	Simple reporting frameworks, support for evaluation, practice- sharing repositories.
	Long-term sustainability
	Short projects need pathways into ordinary provision.
	Blended funding, integration into adult- learning strategies,
	Policy area
	Why it matters
	Examples of supportive
	action

	A fourth recommendation is to recognise the value of practical evidence. Policy environments sometimes privilege only large-scale quantified outcomes, yet small and medium educational providers may first generate mixed evidence: structured observation notes, participation data, learner reflections, staff adaptations, and local case comparisons. These forms of evidence should not replace robust evaluation, but they can still be useful for decision-making when interpreted carefully. Policymakers can help by supporting proportionate evaluation expectations that match the maturity and scale of the programme. Finally, policy for sustainability should take digital transfer seriously. The  source publication already points to digitalised materials and broader  availability. In practice, this means keeping guides, templates, and staff  resources openly accessible where possible, and presenting them in  formats that are usable by different kinds of organisations. Digital access  cannot replace local support, but it can reduce duplication and make  implementation more feasible for new adopters.

	9.4 Practical implementation checklist
	Checkpoint
	Ask before starting
	Status notes

	Checkpoint
	Ask before starting
	Status notes
	participation, practical learning, social contact, environmental awareness, and self-confidence, but only when planning, accessibility, instructional design, and review are treated as integral parts of the programme. This chapter has therefore moved from general advocacy to operational guidance. The main message is that successful transfer depends on disciplined  adaptation. The model should be stable in purpose but flexible in form.  Educators need a step-by-step structure. Organisations need evidence that  is simple enough to use and strong enough to support improvement.  Policymakers need to create enabling conditions rather than impose a  single standardised version. When these three levels align, the approach  can move from a local project idea to a durable and transferable  educational practice.
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	Chapter 10. Conclusion and Evaluation
	impact is most credible when participants demonstrate practical understanding of recycling, composting, water use, soil care, and sustainable cultivation habits. These are meaningful outcomes, but they should be described proportionately and linked to the evidence actually available.
	Table 10.1. Summary matrix for interpreting impact claims at the end of the
	programme.
	Outcome domain
	Plausible change
	Typical evidence
	source
	Interpretation note


	Taken together, these domains show that the project should not be evaluated only as a therapeutic space, only as an educational intervention, or only as a social-inclusion activity. Its value lies in the way these dimensions reinforce one another. A participant who follows a repeated cultivation task may simultaneously practise movement, attention, responsibility, communication, and environmentally responsible behaviour. The final evaluation should therefore present a balanced synthesis rather than four disconnected mini-reports.
	Figure10.Plausiblepathwayfromparticipation to participant, organisational,and
	community-level effects.

	The pathway above is intentionally conceptual. It does not claim that every programme will reach every outcome, nor that impact moves in a straight line. Its purpose is to help educators and reviewers describe how repeated participation in an accessible garden-based programme can generate  effects at more than one level, provided that implementation quality remains high. 10.2 Themes from participant feedback The source publication includes positive feedback examples linked to  physical ease, confidence, patience, social connection, and environmental  understanding. For a rigorous final chapter, such feedback is best treated  as qualitative evidence of participant experience rather than as proof of  effect on its own. Feedback is valuable because it shows what participants  themselves found meaningful, but it should still be read alongside  observation and routine documentation. In practice, participant feedback often clusters around a limited number of  recurring themes. Some learners describe practical bodily change, such as  feeling steadier, more active, or more comfortable using their hands.  Others emphasise cognitive and emotional benefits, including patience,  concentration, calm, and a greater sense of achievement. Still others  highlight the social value of working with peers and the satisfaction of  contributing to a shared space.
	Feedback theme
	What it may suggest
	Useful follow-up questionfor
	educators

	The same logic should be used when reporting feedback at project level: group responses into themes, note where those themes recur, and identify where experience was mixed. This approach helps avoid a common reporting mistake. Instead of  presenting a few positive statements as if they represented the whole  group, educators can summarise feedback in themes, note where those  themes recur, and acknowledge variation where it exists. Honest  evaluation is strengthened, not weakened, when limits and differences are  made explicit. 10.3 Sustainability plan The source publication identifies five sustainability directions that remain  highly relevant: continuous development for educators, cooperation with  local partners, diversified resource support, alignment with policymakers,  and digital access to materials. These directions are practical because they  do not depend on a single heroic teacher or one-off funding moment. They  turn the model from a project activity into an institutional routine.
	Continuous educator development matters because the model combines several areas of practice. Staff may be confident in adult learning but less confident in accessibility, or experienced in disability support but less familiar with environmental education, outdoor risk management, or structured observation. Sustainability therefore depends on small but regular professional-learning cycles rather than a single initial briefing. Local partnerships matter for similar reasons. A garden-based model is easier to maintain when transport, materials, specialist advice, and community visibility are shared across organisations. Digitalisation should also be understood pragmatically. It is rarely enough  to place a guide online and assume that transfer has occurred. Digital  sustainability is stronger when institutions maintain editable task sheets,  staff briefing notes, accessible visual supports, adaptation records, and  simple evidence templates that can be reused in each new cycle. In this  sense, digital access supports continuity only when it is paired with active  organisational use.
	Sustainability area
	Why it matters

	Sustainability is therefore not a separate add-on at the end of the project.  It is the cumulative result of decisions made throughout delivery: what was documented, what staff learned, what routines were repeated, and how
	clearly the model was articulated for others. A programme that is easy to explain, easy to adapt responsibly, and supported by modest but reliable routines is far more sustainable than a programme that appears impressive but cannot be repeated under ordinary conditions. 10.4 Final evaluation and reporting checklist Before closing a project cycle, educators and managers benefit from a short  final review. The purpose is not administrative formality but disciplined  judgement. Final reporting should confirm what was implemented, what  kinds of evidence exist, where outcomes appear plausible, where evidence  is weaker, and what is realistically ready for continuation or future  adaptation.
	Key question
	Minimum evidence to retain

	This kind of review also supports honest communication with stakeholders. It allows a final report to say not only what was promising, but also which parts of the model required more staff time, more adaptation, or more structured follow-up than originally expected. Such transparency increases the credibility of the whole guide and makes future implementation more realistic.

	10.5 Conclusion
	The educational model presented in this guide is most persuasive when it is understood as a structured, accessible, and practice-oriented approach to adult learning rather than as a universal remedy. Education and therapy gardens can support participation, movement, attention, confidence, routine, cooperation, and environmental responsibility when they are carefully designed and sustained. Their strength lies in combining practical activity with reflection, adaptation, and relational support. The final conclusion of the publication is therefore deliberately balanced.  The model offers strong promise for inclusive adult education, especially  where institutions seek alternatives to classroom-centred formats and  want to connect learning with everyday action, wellbeing, and social  participation. At the same time, long-term value depends on disciplined  implementation, careful evaluation, and realistic sustainability planning.  When these conditions are in place, a garden-based programme can  become not only an engaging project activity but also a durable educational  resource. Selected references used in this chapter
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