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Summary: The Research Findings and Future Actions  

Since the 1970s, there has been increasing awareness that the world’s growth-based economy, 

excessive resource extraction, climate-changing pollution, global inequalities and loss of biodiversity are 

unsustainable. The United Nations (UN) has produced reports, held conferences and set targets, and 

member states have made agreements and commitments. The European Union (EU) has produced a 

Green Deal (2019). However, substantial changes are not being implemented fast enough, with 

catastrophic effects on people and countries, especially in the global south. 

Education has been given an important role in strategies for change, with UNESCO as the lead 

organization in developing what is called ‘education for sustainable development’. This report has 

critically explored the connections between education for sustainable development and the concept of 

‘sustainable education’. 

This research project 

The current research project focused on how ‘sustainable education’ is being conceptualized and 

translated into practice in higher education. It did this through a literature review that mapped out the 

different arguments around sustainable education and by holding 22 interviews with members of 

relevant international or national organizations, university leaders, academics and students. The wider 

aim is to create a conceptual basis for the work of Circle U.’s Think and Do Tank on the Future of Higher 

Education in connecting sustainable education and education for a sustainable world. 

Concepts 

Sustainable education is the combination of: 

a. Education for a sustainable world. Here, the focus is on the subject knowledge, especially from 

scientific, environmental or digital disciplines, needed to address specific problems, e.g. climate 

change or social or economic inequalities. While there is widespread recognition that economic, 

social, environmental and political issues are intertwined, the focus is often on finding either 

scientific or social solutions to specific problems and less on interdisciplinary perspectives. 

b. Education that sustains students for their lifetime. Here, the focus is on universities equipping 

students with the personal abilities to understand and act on an increasingly unpredictable and 

conflictual world and emphasising the importance of students not only being ‘involved’, but active 

partners, co-researchers and co-creators in their education. While some of the literature and 

interviewees had a clear idea of the individual and collective transformations they were trying to 

achieve, there was also a tendency to reproduce neoliberal ideas about creating self-marketing 

subjects and life-long learning.  

Sustainable education needs sustainable institutions, which means: 

c. Student-led initiatives, and student–teacher collaboration initiatives must be supported by 

commitments from university leadership, management, and governance structures. In some cases, 

initiatives might also need the support of policymakers at the national or European level to be 

successful. 
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Practices 

There were three main ways that the above concepts were translated into educational practice: 

a. Some interviewees focused on developing a pedagogy around one or other of the above ideas and 

did not connect education for a sustainable world with educating individual capacities for dealing 

with a volatile world. 

b. Some academics had carefully researched how to connect the development of individual and 

collective capacities to analyse and act on the interconnected problems of a fast-changing world. 

They had developed clear notions and innovative practices and used the language of ‘sustainability’. 

c. Other interviewees with well-developed ideas about how to equip students to analyse and act on the 

word, and how they had translated their ideas into innovative practices, rejected the term 

‘sustainability’ because of its connotations with preserving and maintaining the status quo. Instead, 

they spoke of transforming the way people paid attention to how their lives, cities and organisations 

function, and of developing their capacities to act together to make radical changes, locally or 

globally, to the way the world works.   

 

Sustainable universities 

The literature review identified clear arguments that higher education is not yet sustainable. The 

competition for funding and ever-increasing revenues, metrics for measuring predetermined learning 

outputs and research performance, and the rise of managerialism and decline of shared governance all 

locate universities within the growth paradigm that is arguably at the heart of current global problems.  

 

Interviews with academics and students showed how current university governance both supported and 

constrained their education initiatives. Academics were often engaged in isolated teaching experiments 

and educational innovations, yet some believed their institution would not sustain the initiatives they 

were developing. Both students and academics had a clear vision of a sustainable university. It would be 

one where bottom-up initiatives would be supported and matched by transformations from the top 

down. None of the academics interviewed had found ways to get their university administration to 

change their system of management so as to respond to and foster bottom-up initiatives. However, 

there were some important examples of students’ managing to combine bottom-up educational 

initiatives with top-down changes to policy and management. 

 

Future action 

The research identifies three practical actions. 

a. There need to be widespread debates and sharing of examples of innovative educational practices 

based on clear conceptualisations of the abilities students need, individually and collectively, to 

analyse and work out how to act on intertwined economic, social, environmental and political 

transformations in the world, involving students as active participants.  

b. There need to be changes to the governance and management of universities to make them into 

sustainable institutions in two senses. First, to step out of the unsustainable growth paradigm. 

Second, for the leadership to be able to respond positively and sustain the above educational 

initiatives that are currently taken by individuals or small groups of academics.  

c. There is a need to develop a programme of educational research and development that takes 

forward constitutive aspects of sustainable education and their translation into educational research, 

practice and policy. Such a programme should include research projects comprising appropriate 

conceptual designs, appropriate methodological framing and choice of methods, data collection and 

analysis, and dissemination in line with appropriate scholarly practice.  



 

9 

 

1 Introduction to 
Sustainable Education 
 

This part introduces the background and context for this project on sustainable education. First, we 

briefly present the aims (section 1.1) and methods (section 1.2) before going into some detail about the 

criteria for the literature review (section 1.3) and the empirical interviews (section 1.4). 

 

 

 

Photo: Unsplash 
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1 Introduction to sustainable education 

What does Sustainable Education mean, and how is it translated into educational praxis? This project 
sought to explore, map, unpack, and articulate answers to this question by identifying the relevant 
bodies of literature, teasing out implicit assumptions through interviews with academics, students and 
other experts on sustainability, and mapping the different arguments around sustainable education.  
 

1.1 Aims 

The research aims to make a central contribution to Circle U.’s overall effort to create and promote 
education for a sustainable world by creating a conceptual basis for the work of the Circle U. Think and 
Do Tank on the Future of Higher Education on sustainable education, and by opening a dialogue with the 
Circle U. Knowledge Hubs’ ideas of education for sustainability.  
 
By identifying constitutive aspects of sustainable education, we aim to develop collaborative research 
and educational development projects that take forward these aspects, as well as their translation into 
educational research, practice and policy. Such a programme of research and scholarship will comprise a 
number of research projects, each consisting of appropriate conceptual designs, appropriate 
methodological framing and choice of methods, collection and analysis of data, and dissemination in line 
with academic practice. 
 
In this insight paper we identify the meanings and practices of sustainable education and the changes 

needed to make higher education institutions sustainable in a changing world. In the literature review 

(Chapters 2 and 3), we identify the features of these two approaches to education and ask whether and 

how they are connected; how the radical ambitions of UNESCO are being translated into action; and 

what barriers there are for academics and students to make systematic changes at their universities. 

From our interviews, it is clear that while some academics address education for a sustainable world, 

others are concerned about the kind of education that students need for their lifetime (see Chapter 4). 

This insight paper focuses on a few central questions, which will be explored throughout:  
1. What is education for a sustainable world? 

2. What education is needed for students to have the competences to act towards a 

sustainable world throughout their lifetime? 

3. Is there a connection between these, and if so, what is the nature of that connection? 

4. What needs to change about universities to enable them to become more sustainable, 

educate for a sustainable world, and educate in ways that sustain students over their 

lifetimes?   
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1.2 Methods 

The project was organised with two concurrent strands of work: one to conduct a literature review on 
the concept of sustainable education; and the other to interview academics, students and other experts 
about their perspectives on the concept. Periodic meetings were held between the two strands. Six 
Academic Chairs of the Circle U. Think and Do Tank for the Future of Higher Education appointed seven 
postgraduate students as co-researchers to conduct this work. The project involved considerable 
learning and skills development and an example of co-researchers’ engagement in an ongoing research 
project during their education (cf. Brevik et al., 2022; Eriksen & Brevik, 2022).  
 

1.3 Literature Review  

The literature review was conducted in English, and aimed to create an electronic bibliography (with 

titles and abstracts) and a report identifying definitions of sustainable education and the diverse 

arguments and approaches found in different fields of research. No previous review of sustainable 

education has been carried out. At a time when sustainability is addressed within various fields, it is 

important to get as complete a picture as possible of the different ways it is conceptualised.   

As its primary question, the literature review asked the following question: What is sustainable 

education and its cognates? 

We explored how sustainable education was conceptualised and which other terms or concepts were 

used as synonyms or contrasts. The main steps in the process included extensive searching for relevant 

studies, the application of inclusion criteria to the references we identified, and the production of a 

descriptive overview of included studies. At least two reviewers independently carried out each step of 

the work, and quality assurance was provided by two Circle U. Chairs going through the findings. To be 

included in the overview, studies needed to be as follows:  

              Inclusion criteria: 
❖ written in English  

❖ using the terms ‘sustainable’, ‘sustainability’, ‘sustainable development’, ‘universities’, 

‘higher education’ 

❖ of primary, empirical research or 

❖ of theoretical studies or 

❖ of empirical and theoretical research  

❖ carried out since 1996  

 
Studies were included in the review if they met all the inclusion criteria and were also classified by 

themes (sustainable development, sustainability and higher education, education for sustainability). 

During 2022, electronic databases were searched for studies dating back to 1987, when the concept of 

sustainable development was defined by the Brundtland Commission, using the above terms for 

‘sustainability’ or ‘sustainable’, in combination with terms for learning or teaching in higher education.  
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To produce an overview, studies were screened using the inclusion criteria described above. Relevant 

studies were classified according to a standardised ‘core’ keywording system developed by the Circle U. 

Chairs and co-researchers. Review-specific keywording, drawn up by the review group, was also applied 

to describe studies further in terms of the type of ‘sustainable’ conceptualisations provided. Key 

elements, such as terminology, definitions, and abstracts, were described and categorised by theme. A 

narrative synthesis was drawn up, with each study described alongside others focusing on similar areas 

of sustainable education or cognates. 

A total of 60 potentially relevant references were found, and following an application of the inclusion 

criteria, 37 studies were finally included in the overview. All the studies involved higher education. Of 

the 37 studies in the overview, 14 were empirical studies, and 23 were theoretical contributions. 

Overall, all the selected studies were carried out in European countries. No studies around sustainable 

education carried out in other parts of the world were selected, a limitation of this research.  

 

1.4 Interviews 

The interview study consisted of 22 interviews. We used purposive sampling (Cohen et al., 2011) and 

conducted interviewees among academics and students at the Circle U. partner universities and external 

experts. The interviews were conducted with Circle U. Chairs (5), administrators (2), and postgraduate 

students (3), as well as experts concerned with sustainable education, including the United Nations 

Educational, Scientific and Cultural Organization (UNESCO) — mainly in Europe (10), but also Canada (1) 

and India (1). In characterising differences among the interviewees, one dimension is the size of the 

arena in which they were acting, as shown in Table 1. 

 

 

Table 1. Characteristics of Interview Participants 

 
Scale Employees Students 

National and International Forums 

(UNESCO, Learning Planet Institute, Danish 

Ministry’s panel on sustainable education) 

5 1 

Higher Education Institution’s Leadership 4 1 

Other academics and students 10 1 
 

 

Another difference among interviewees was by discipline, indicating that we captured a variety of 
disciplines within and across countries. The interviewees’ disciplines ranged from digital humanities to 
engineering, three very distinctive perspectives. First, scientists (biology, ecology) tended to be concerned 
with very practical changes, especially institutional changes within the university; second, educationalists 
focused on the student and their learning, and how this was influenced by the way  students were 
positioned within their university; third, anthropologists considered perspectives from multiple 
standpoints, combining the ways students and academics were positioned within the workings of the 
university and how this enabled or limited them from acting on society.  
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The interviews were semi-structured and based on a shared guide (see Appendix 1), which 
focused on three main areas:  
1. The interviewee’s interpretations of sustainable education/education for sustainability 
2. Their educational practices, how they used their ideas in practice, and the roles of teacher 

and student 
3. The institutional opportunities and barriers in implementing sustainable education.  

 

 

The interview guide was developed by the Circle U. co-researchers and in training sessions with a Circle 
U. Chair and revised after testing in a pilot interview. The co-researchers also initially conducted 
interviews in pairs to develop shared ways of using the guide in practice. They adjusted the interview 
guide to accommodate the interests and expertise of each interviewee, whilst maintaining consistency 
in the data collected on the above three main areas. Interviews were conducted either on Zoom or face-
to-face. Each interview was video recorded so that all team members could view them. Using a shared 
format, the interviewers wrote a summary of each interview as the first step in analysing the material.  
 
The co-researchers met regularly among themselves to compare notes on their interviews and also met 
regularly with the Circle U. Chairs to share the main ideas emerging from the data. A method for coding 
the data on interviewees’ ideas of sustainable education versus education for sustainability was 
developed by the co-researchers and Circle U. Chairs in collaboration. In a further series of online 
meetings, connections between the results of the interviews were identified and a report of the results 
were discussed and drafted. Circle U. Chairs compiled reports from the two strands into a draft text that 
was further discussed by the whole group in a thoroughly collaborative effort.  
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2 Context 
 

In this part, we present the context, in terms of the dominant discourse on sustainable development 

(section 2.1), three principles of sustainable development (section 2.2), the EU Green deal and the 

future of universities (section 2.3), and institutional conditions for achieving the UN’s and EU’s goals 

(section 2.4).  

 

 

How is sustainable education connected to Sustainable Development Goal 4: Quality Education?  

Photo: Unsplash 
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2 Context 

Accelerating climate change, rising inequalities and growing displacements are just some 
among the many challenges that our societies face. Rising sea levels and biodiversity loss 
remind us every day that the survival of our planet hangs in the balance. Universities have a 
vital role in leading forward looking knowledge and research to find solutions to these 
challenges and equip learners with the transformative education and skills in favour of 
sustainable development. 
 

Stefania Giannini, Assistant Director-General for Education, UNESCO, Opening remarks 
Higher Education Conversation Series: Universities and Sustainable Development Goals 

(2022) 

 
 

2.1 The dominant discourse on sustainable development 

There is widespread recognition that the current global order, both socially and economically, is not 

sustainable in the long term. Increasingly frequent crises have been discussed internationally for 

decades, and in the process, the word sustainability has accumulated a vast array of meanings.  

There are two commonly cited meanings of sustainability within higher education: one that focuses on 

the subject knowledge needed to create a sustainable world (often reduced to a discussion of 

sustainable development); and the other focusing on the educational abilities and competences 

students need to survive throughout their lives in an unpredictable and dynamic world. Both meanings 

imply a role for universities, not least because they have a role to educate for the world of tomorrow. 

However, there are more significant implications for universities in creating a more sustainable world. 

Western universities were designed for and are embedded within a world built on colonialist and 

enlightenment knowledge structures, and perpetual economic growth and exploitation. Thus, while 

universities must continue to educate, conduct research, and engage in scholarship for sustainability, 

the institutions themselves (and those of us who make up the academy) must also change in order to 

meet the challenges of creating a sustainable future.  

The discussion on an international scale around Education for Sustainable Development (ESD) and its 

role in achieving Sustainable Development (SD) started two decades ago during the United Nations’ 

conference on the environment in Rio de Janeiro, Brazil, in 1992. The conference resulted in the Agenda 

21 that invited civil society and other local organisations to engage in action plans directed at a more 

sustainable environment and economy. The conference also established a framework for Education for 

Sustainable Development: 
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Within the UNDESD 1992 conference framework, education was considered “critical for 
promoting sustainable development and improving the capacity of the people to address 
environment and development issues… It is critical for achieving environmental and ethical 
awareness, values and attitudes, skills and behaviour consistent with sustainable 
development and for effective public participation in decision-making”  

(United Nations Decade of Education for Sustainable Development, 
UNDESD, 1992, chapter 36, p. 2) 

 
Chapter 36 of the Rio agreement highlighted the importance of education in achieving Agenda 21 and 

UNESCO was given the role of leading this initiative. This marked a significant shift in thinking about 

environmental education and the process of combining various forms of education (environment, 

population, development, etc.) into the concept of Education for Sustainable Development (ESD).  Since 

then, the role of education in sustainable development has been further acknowledged by the United 

Nations (UN) through global consultations organized around several specific themes to evaluate the 

implementation of the Millennium Development Goals and later the Sustainable Development Goals 

(SDGs). One of these consultations discussed environmental sustainability as well as a variety of 

environmental challenges. Although participants in this consultation were mainly from the environment 

instead of the education sector, education was defined as one of the most important agents of change. 

However, ten years after the Rio Summit, few countries had made significant progress toward 

sustainable development (Tilbury, 2004).  In 2002, world leaders gathered again in Johannesburg, South 

Africa, for the World Summit on Sustainable Development during which it was agreed to hold a UN 

Decade of Education for Sustainable Development (2005-2014). This aimed to provide the impetus for 

addressing the emerging issues in ESD ‘to mobilize the educational resources of the world to help create 

a more sustainable future’ (UNESCO, 2017). During the UN Sustainable Development Summit in 2015, 

world leaders agreed on a 2030 Agenda for Sustainable Development to ensure a more sustainable 

world. It detailed 17 SDGs. The objectives of this agenda are to eradicate poverty, injustice, inequality, 

and act on climate change by 2030.  

 

2.2 Three principles of sustainable development 

The three principles of sustainable development (SD), are (1) social, (2) environmental, and (3) economic, 

and each pillar overlaps with the others. Following the UN Decade on ESD 2005-2014 and The Global Action 

Program on ESD 2015-2019,1 UNESCO was designated as the UN leading agency responsible for the 

implementation of ESD in the 2030 agenda. Under the fourth sustainable development goal SDG.4, Quality 

Education, UNESCO focuses on five priority action areas: advancing policy, transforming learning 

environments, building capacities of educators, empowering, and mobilizing youth and accelerating local 

level action. As a result, UNESCO defines ESD as follows:  

 
1 The Global Action Program (GAP) aimed to reorient and strengthen education and learning to contribute to all 

activities that promote sustainable development. It places a stronger focus on education’s central contribution to 

the achievement of the SDGs. 
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ESD gives learners of all ages the knowledge, skills, values and agency to address 
interconnected global challenges including climate change, loss of biodiversity, 
unsustainable use of resources, and inequality. It empowers learners of all ages to make 
informed decisions and take individual and collective action to change society and care for 
the planet. ESD is a lifelong learning process and an integral part of quality education. It 
enhances the cognitive, socio-emotional and behavioural dimensions of learning and 
encompasses learning content and outcomes, pedagogy and the learning environment itself. 

(UNESCO, 2021)  

 

As suggested by the above quote, UNESCO’s idea of education combines scientific knowledge with the 

skills needed for people to use it to take action. UNESCO’s vision on ESD is driven by a humanistic 

approach and calls for rethinking education radically as a source of empowerment, and as a crucial 

factor in changing society and safeguarding the planet.  UNESCO’s vision is positively to shift the quality, 

relevance and content of education (UNESCO, 2017). Higher Education institutions are perceived as 

uniquely situated to participate in the necessary social, economic, and environmental transformations 

and address the world's most pressing issues. An Independent Expert Group on the Universities and the 

2030 Agenda was formed to develop a critical report, Knowledge-driven actions: Transforming higher 

education for global sustainability, on the role of Higher Education institutions in achieving the 2030 

agenda (Parr et al., 2022).  

 

2.3 EU Green deal and the future of universities 

In parallel to the work of UNESCO and its Independent Expert Group on Universities, the European 

Commission (EC) launched the EU Green deal in 2019. It was an integral part of the EC strategy to 

achieve the UN 2030 Agenda and the SDGs and to reset the EC commitments to tackle climate and 

environmental-related challenges through a new growth strategy: 

[The New Growth strategy] aims to transform the EU into a fair and prosperous society, with 
a modern, resource-efficient and competitive economy where there are no net emissions of 
greenhouse gases in 2030 and where economic growth is decoupled from resource use.  

(Communication from the Commission, the EU Green Deal, 2019).  

 

The Communication strategy offers a roadmap of the key policies and measures that are needed to 

achieve the objectives, by acknowledging the complex and interlinked challenges they face, and the 

need for comprehensive coordination across all policy areas. However, as the above quotation indicates, 

the Green Deal focused on technical solutions rather than education and universities are only 

mentioned about four times in the 2019 Communication of the EU Green Deal.  

The European University Association (EUA) therefore decided to produce a position paper, A university 

vision for the European Green Deal, which explained how the role of higher education institutions is 

fundamental to the achievement of the EU Green Deal. The position paper argued that the expertise of 

universities is essential to open up routes to success, and to produce new insights into values, norms 
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and processes that ensure justice and fairness in achieving sustainability. The position paper pointed out 

that the way universities bring together expertise from different areas can be used as a model for a 

systematic approach throughout the EU. In addition, the social sciences and humanities can help attune 

policies to necessary changes in behaviour, values and belief systems. The EUA’s position paper also 

addresses how the EU Green Deal’s political ambitions are informed by scientific data. It argues that 

collecting and analysing data will not be impactful if done in isolation and that universities have a key 

role to play in the innovation pipeline from research to industry, and in connecting academia and society 

through education. In its response to the EU Green Deal, the EUA articulated its position on how to 

enhance the policy response using universities’ core areas of expertise; namely, research, education and 

innovation. They offered several ways of moving forward, focusing on the need for policymakers to 

recognize the critical role of universities in policies, funding programs and interdisciplinary research.  

In the process of ideas and goals for sustainable development carrying across from UN’s SDGs, to 

UNESCO, and finally to the EU Green Deal, a shift in the political ambitions is evident. The original goal of 

considering sustainability to be a question of interconnected environmental and social and economic 

change, has been reduced to a question of environmental sustainability. As the focus turned to technical 

solutions, the connection between scientific research and education also weakened. As the 

educationalist, Sterling (1996) points out, in this limited understanding of sustainability, there is the risk 

that we may alter human activities and consumption habits, without challenging the dominant 

economic and market-oriented system of which they are a part.  
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2.4 Institutional conditions for achieving the UN’s and EU’s 

goals  

It is far from evident how the UN’s and EU’s approaches to education and the SDGs would be aligned 

with the dominant market-logics in higher education. A market-oriented approach to education is 

characterized by two features: firstly, it should be subservient to the emerging global economy's labour 

power and consumption needs, and secondly, it should transform education into a commodity for 

commercial gain (Singh, 2015). This market-orientation is reflected in the overall organisation of 

contemporary universities and knowledge production. Indeed, driven by the Organisation for Economic 

Co-operation and Development (OECD) and the EU, higher education reforms throughout the 1990s and 

2000s have coupled public universities tightly to the needs of the market and the state. This coupling is 

ensured by external accountabilities, measures and rankings, along with practices of managerialism, 

marketization and commercialisation, that all contribute to undermining academic freedom.  

Universities have to compete in an education market dominated by multinational corporations and 

consultancy firms, in terms of knowledge and data ownership and distribution. While these profit-driven 

corporations inform governmental and EU policies, they are simultaneously beyond state-based 

epistemic governance and regulation. They are not democratically accountable. The positioning of 

public universities within a market logic and economy is seriously challenging their role as the critic and 

conscience of state and society, and as the primary producer, transmitter and legitimator of scientific 

knowledge within a democratic society (Lund et al., 2022; Wright 2016; Wright & Shore, 2017).  

Responding systemically to the unfolding global crisis requires acknowledging that there is a connection 

between the knowledge content, form and conditions of education and knowledge production. To 

achieve this systemic effect, requires sustainable universities (see section 3.5). Thus, while education is 

being widely proclaimed as the key to a more coherent and sustainable society, economy and 

environment, this seems difficult to achieve within unsustainable social and economic institutional 

conditions (Sterling, 1996). We believe that the connection between funding, organising and governing 

universities in ways that exemplify the values of a sustainable world, and their ability to generate the 

knowledge and education needed to achieve a sustainable world must be strengthened. 
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3 Insights from the 
Literature Review 
 

This part presents the meanings of sustainable education and education for sustainability that were 

identified through a literature review. First, we argue that a variety of terminology is used 

simultaneously in the literature addressing the concept of sustainable education (Section 3.1). We then 

delve into two main conceptualisations of sustainable education; the notion of Education for a 

Sustainable World – also referred to as Education for Sustainable Development, ESD (section 3.2); and 

the notion of Education that sustains a person for Life – also referred to as Education for Sustainability, 

EFS (section 3.3). Next, we discuss connections between the two concepts (section 3.4), and link ESD 

and Sustainable Development, SD (section 3.4), with some example cases concerning digitisation and 

education practices (section 3.5). Finally, we present structural and institutional conditions for 

sustainable education and pedagogy (section 3.6), before we end with a theoretical framing for 

sustainable education (section 3.7). 

 
 
Photo: Colourbox 
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3 Insights from literature review 

In the literature review, we found that a variety of terminology is used simultaneously, often referring to 

the same or very similar concepts. Research indicates that we have not yet reached a clarity in 

terminology.  

Terms used synonymously in the literature:  
 

❖ Sustainable Education  
❖ Sustainability Education (SE)  
❖ Education for Sustainability (EFS)  
❖ Education for Sustainable Development (ESD)  
❖ Environmental and Sustainability Education (ESE)  
❖ Learning for Sustainability (LfS)  
❖ Earth Education (EarthEd)  
 

(Dawson, 2017) 

 

Different terms imply a shift in focus, for example, addressing ongoing development (ESD-related 

literature) or environmental matters (ESE-related literature). However, small variations in terminology 

also seem to reflect diverging national and regional foci. Furthermore, the choice of concepts and 

terminology appears to reflect whether the focus is on the education process or on the educational 

outcomes or goals. What unites the publications, is an agreement that educational institutions have 

both the leverage and the responsibility to shape and support individual and collective developments 

towards a liveable future as defined by UNESCO. One of the challenges, however, is that many of the 

articles, contrary to UNESCOs agenda, tend to focus on sustainable education on a national scale, rather 

than on a global scale.  

There are, according to Sterling et al. (2017), two sets of challenges to be tackled in that regard: 

1. Providing direct education for a specific set of learners 
2. Facilitating a long-term global change of mainstream education and policy making 
 

(Sterling et al., 2017) 

 

Over the past two decades, universities have increased their provision of educational programmes on 

sustainability in the connected areas of climate change, poverty, social justice, and sustainable 

consumption. However, they have tended to focus on subject knowledge and the competences of the 

educators rather than the learners. They do not necessarily address the role of interactive, learner-

centred educational environments or how they can improve students’ skills and competencies.  
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In the literature the development process of the education system is described through numerous 

educational forms, from push schooling to sustainable education: 

 
 

 
❖ Push schooling reflects education in which academic institutions have strict 

indoctrination and aim to educate students with an attitude to apply education only to 
help students achieve their goals; they are more concerned with internal procedures to 
keep the organization running.  

❖ Pull schooling focuses on student satisfaction and follows the same paradigm, but it 
collects feedback from learners and places more emphasis on the learning lifestyle 
rather than innovation. Most academic institutions are located on either the Push in 
low-income developing countries or the Pull in low-middle income developing 
countries.  

❖ The Coupling paradigm focuses on the bidirectional interaction of Push and Pull 
schooling to provide education services to learners, and learners are viewed as 
customers or end-users. As a result, they develop their strategies either alone or in 
collaboration with partners, focusing on accumulation, in which learners take a series of 
courses with specific outcomes to achieve accumulated knowledge and skills to meet 
market demands. As a result, they collect learner and industry feedback to update the 
delivery contents; this model is used in high-income developed countries.  

❖ Integrated education is more concerned with optimizing their performance and 
assessing the quality of the education system by measuring the competencies of their 
graduates. They emphasize industry collaboration and provide learners with industry 
skills and certifications via integrated courses with industry partnerships. They also 
involve external entities to form course or program learning outcomes in collaboration; 
this model is used in high-income developed countries.  

❖ Sustainable education is another breakthrough in education systems that has not yet 
been followed up and fits the 4th industrial revolution technologies about augmented 
reality, virtualization, and gamification to be incorporated into the educational process. 
The main goal is to maximize graduates’ competencies and skills in order for them to be 
innovative and produce entrepreneurship. 

 
(Embarak, 2021, p. 447) 
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3.1 Connections between Sustainable Development and 

Education for Sustainable Development 

To be able to define the concept of Education for Sustainable Development (ESD), it is important first to 

make clear what the term Sustainable Development (SD) or sustainability means and how it relates to 

education (Sandell et al., 2005). It is apparent through the literature that there is no straightforward 

answer to that inquiry, leaving room for interpretation. The term SD was first introduced in 1987 in the 

Brundtland Report: 

Sustainable development is development that meets the needs of the present without 
compromising the ability of future generations to meet their own needs.  
 
It contains two key concepts:  
 

❖ the concept of ‘needs’, in particular the essential needs of the world’s poor, to which 
overriding priority should be given; and 

❖ the idea of limitations imposed by the state of technology and social organization on the 
environment’s ability to meet present and future needs.  

 
(World Commission on Environment and Development, 1987, chapter 2).  

 

 

Similar to ideas like liberty, justice, and democracy, there’s no single agreement on the meaning of 

sustainability or SD; these concepts are contested and interpreted differently by political ideologies, 

kinds of knowledge, values and philosophy (Huckle & Sterling, 1996; Sandell, et al., 2005). The ethics and 

politics of sustainability are discussed and supported differently depending on where we stand on the 

spectrum of political ideology: liberal political ideology, socialist political ideology, libertarian socialist, 

and green politics (Huckle & Sterling, 1996).  

The dominant view (underpinned by liberal political ideology) tackles sustainability as a matter of 

making changes to the current human activities without challenging the dominant economic and 

market-oriented system, maintaining business as usual (Sterling, 1996). The three other ideologies view 

sustainability as a chance to fundamentally rethink human activity and feel the need for a radical 

structural and cultural shift, linking sustainability to social justice (Sterling, 1996). The contemporary 

world and the discussions around sustainability are largely driven by the liberal capitalist and market-

oriented approach, with governments lacking the ability to balance between economic growth and 

social reproduction in ways that preserve the ecology and maintain a socially sustainable world (Huckle 

& Sterling, 1996).  

Given this complex background and contested interests and values, an important characteristic of ESD is 

to help learners to critically reflect on those different meanings and imagine alternative futures in a 

more informed and democratic way (Huckle & Sterling, 1996). Consequently, how is ESD defined today 

and what can be considered its main characteristics?  
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3.2 Higher Education Institutions for a sustainable world and 

Education for Sustainable Development (ESD) 

This section aims to outline the concept of Education for a sustainable world in terms of the cognate 

Education for Sustainable Development (ESD) and the dominant discourse that is prevailing in that field. 

It aims to map out the historical roots of ESD on an international scale and discuss its dominant market-

oriented approach that works to reinforce business as usual. Within that framework, UNESCO formed an 

Independent Expert Group on the Universities and the 2030 Agenda to develop a critical report on the 

specific role of higher education institutions in achieving the 2030 agenda. This report is entitled 

Knowledge-driven actions. Transforming higher education for global sustainability (UNESCO, 2022) and 

aims to address the following key questions:  

❖ How can universities and other higher education institutions gear up their activities 
(teaching, research, community engagement, etc.) to tackle global challenges? What 
should their focus be? 

❖ What new knowledge, research, and education strategies are needed to generate the 
necessary transformations for the 2030 Agenda? 

❖ What are the necessary transformations required within universities in order to 
contribute to the achievement of the SDGs? What barriers stand in the way of these 
transformations? 

❖ What can universities and other higher education institutions do to ensure more 
inclusive and sustainable futures for all, both within their institutions and within broader 
society? 
 

(UNESCO, 2022) 

 

The report calls on universities and higher education institutions to have a vital role in the 2030 Agenda. 

After all, the Agenda was signed by 193 countries and aims to deal with some of the world’s pressing 

issues, as stated in the 17 SDGs. Transformation, it was recognised, required identifying barriers and 

making the necessary structural and cultural transformations within higher education institutions.  

The report identified three key focus areas:  
 

❖ The imperative need for institutions to become more open, as well as the need to move 
toward inter- and transdisciplinarity in education and research  

❖ Fostering epistemic dialogue and integrating other ways of knowing  
❖ The need for a much greater presence in society through proactive community outreach 

and collaboration with other societal actors to raise awareness of environmental 
degradation and the SDGs in general, as well as to influence policy.’ 

 
Knowledge-driven actions: Transforming higher education for global sustainability  

(UNESCO, 2022, p. 14) 
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3.3 Education that sustains a person for life and Education for 

Sustainability (EFS) 

Sterling (1996) develops a concept of providing people with the competences to create a sustainable 

world, which he calls Education for Sustainability (EFS). An important characteristic of EFS is to help 

learners to critically reflect on the different meanings of sustainability and education and imagine 

alternative futures in a more informed and democratic way (Huckle & Sterling, 1996). According to 

Sterling (1996), EFS has the following key characteristics: 

❖ EFS is contextual, innovative and constructive, holistic and human in scale, 

integrative with greater emphasis on interdisciplinary and transdisciplinary 

enquiry 

❖ EFS is process-oriented and empowering rather than product-oriented 

(engaged and participative rather than passive) 

❖ EFS is critical (ideologically aware and socially critical), balancing, systemic 

and connective, ethical, purposive, inclusive and lifelong 

(Sterling, 1996) 

 

Although education is widely proclaimed as the key to a sustainable society, according to Sterling (1996), 

it can also be part of the problem in contributing to the reproduction of an unsustainable society:  

EFS addresses several challenges in achieving sustainability:  
 

❖ examining and clarifying the meaning(s) of sustainability 

❖ offering a critique of education for un-sustainability 

❖ explaining the philosophical foundations and issues underlying desired 

change in educational theory and practice 

❖ proposing alternative pedagogical, curriculum, and structural modes 

(Sterling, 1996, p.18) 

 

According to Sterling (2001), EFS represents a change of educational culture towards the realisation of 

human potential and the interdependence of social, economic and ecological wellbeing that can lead to 

transformative learning and agency. Transformative learning is defined as ways that humans change 

their perceptions of what they know about the world (Chen & Wu, 2022), whereas transformative 

agency captures students’ competence in taking initiatives and transforming their practices, which arises 

as a necessity when students “are placed in demanding situations involving challenges or a conflict of 

motifs, thus creating a wish or need to break out of the current situation” (Brevik et al., 2019). This 

involves moving beyond transmission of information from educator to learner; emphasising educator–

learner interdependence, critical reflection, collaboration, agency and problem solving (Brevik et al., 

2022). Faculty should facilitate change and encourage students to take ownership of the environment in 

which they live (Nicolaides, 2006).  
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3.4 Connection between education that sustains a person’s life, 

ESD and EFS  

This section aims to identify any existing connections between ESD and an education that sustains a 

person for life: How can an education that empowers individuals to make informed and critical decisions 

about their future lead to a more sustainable world? What is the link between the two?  

If sustainability is to be used in a meaningful way and to change the world for the better, education in all 

forms and sectors must play a critical role. It is becoming increasingly clear that an education that 

unquestioningly reproduces a modernist, market-oriented society is no longer tenable, and that we 

urgently need to find new models and approaches from which to build while remaining consistent with 

existing practices. This necessitates a fundamental shift in education by broadening and reinventing a 

new purposeful and holistic view of education and society (Kosko & Toms, 1994; Sterling, 1996; 

Meadows et al, 1992). This section suggests going beyond the concept of sustainability that is being 

used to serve a market-oriented ideology:  

 

❖ Intellectual Flexibility can be linked to the interdisciplinary characteristic of 

education for sustainability (EFS) and to the student-centred and process-oriented 

approach of teaching and learning 

❖ A holistic view of the role of higher education institutions, addressing the need for a 

structural change in educational institutions, how universities use their resources on 

campus and beyond and their position in the world.   

(Sterling, 1996) 

 

Like ESD, any discussion around EFS should be situated within a cultural, social and political context 

(Sterling, 1996). We need, Sterling (1996) argues, to rethink and revise the modernist and market-

economic assumptions underlying the contemporary education theory and practices, in the light of 

challenges to sustainability. Furthermore, this rethinking should make educational theory and practice 

more contextual, innovative, holistic and constructive. EFS emphasises interdisciplinary and 

transdisciplinary enquiry; process-oriented, critical, inclusive, lifelong and empowering educational 

practices. However, EFS also faces pressing questions: What is implied and meant by sustainability? 

What counts as “unsustainable education” (Sterling, 1996) and how can we critique it? How might we 

develop the philosophical foundations of EFS? What issues and challenges are related to changing 

educational practices, including pedagogy and curriculum? In short, we must develop a new purposeful 

and holistic view of education and society as a whole (Sterling, 1996; Meadows et al., 1992; Kosko, 

1994).  
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3.5 Structural and institutional conditions for sustainable 

education and pedagogy 

For sustainable education to be more than empty words and make a felt difference in the everyday lives 
of students and academics, structural change is required to restore democratic control of universities 
and knowledge, and support academic freedom and epistemic diversity (see also Nussbaum, 2017). As 
already indicated in section 3.3, Education for Sustainability (EFS) entails changes in human perceptions 
of what they know about the world, which aligns with what Sterling (2001) and Chen and Wu (2002) call 
transformative learning and what Brevik et al. (2019) define as transformative agency. This notion 
involves nurturing democratic processes of learning rather than knowledge accumulation, and 
emphasising how to think rather than what to think (Thomas, 2009), in order to develop student 
capacities to think critically, creatively and constructively through complex problems.  
 
The social, ethical and ecological agendas and ambitions embedded in transformative learning and 
agency are manifold. For instance, Williams (2018) as well as Wane and Todd (2018) link transformative 
learning to decolonization, Kailin (2002) links it to anti-racism education, Brevik et al. (2019) connect 
transformative agency to professional digital competence in higher education, and scholars such as 
Houde and Bullis (1999) and Hernandez (1997) suggest that (eco)feminist teaching holds a particular 
transformative potential. For a university to deal with these diverse and sometimes contradictory calls 
for justice and equality requires structures that facilitate participation by all members of the university 
community – managers, administrators, academics and students —  contributing actively to democratic 
processes. This in turn requires nurturing self-critical reflexive and agentive capacities: openness and 
curiosity towards the experience of others, mutual respect and appreciation that others are positioned 
differently on contentious issues, and a virtue of trustworthiness (Daukas, 2011). 
 
An alarming challenge to the democratic processes for furthering sustainable education, is the ways the 
public sphere is being eroded by socio-political polarisation. This is seen for example in fraught issues 
around racism, trans gender and post-colonialism, where opposing sides in an argument treat each 
other as enemies rather than representing different perspectives that need to be explored, understood 
and critiqued in an open and curiosity-driven dialogue. For black feminist educator, bell hooks (1994), 
such a pedagogy depended on creating a transgressive learning environment,  
 
 

The classroom is a “space of possibility… an opportunity to labour for freedom, to demand 
of ourselves and our comrades, an openness of mind and heart that allows us to face reality 
even as we collectively imagine ways to move beyond boundaries, to transgress. This is 
education as the practice of freedom”. 
 

(hooks, 1994, p. 207) 

  
Processual, curiosity-driven and open education runs counter to the market-economic logics 
underpinning contemporary higher education. These logics not only inform learning practices and 
theories focused instrumentally on employability, efficiency, profitability and productivity, but also the 
management and structures of the institutions themselves.  
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Universities in Europe have undergone significant reform during the past 30–40 years (Wright & Shore, 
2017). The competitive environment that Slaughter and Rhoades (2004) call “academic capitalism” has 
produced toxic stress, anxiety and bullying cultures (cf. Carpintero, 2017; Ryan-Flood & Gill, 2010). 
Governance through metrics has rewarded certain ways of being and knowing (those that can be 
measured and compared) and facilitated an epistemic monoculture with gendered, classed and raced 
consequences (cf. Aarseth, 2022; Blackmore, 2022; Lund & Tienari, 2019; Rowlands & Wright, 2022).  
 
In short, sustainable education does not only involve a pedagogy that combines an awareness of the 
problems that need solving in the world with the personal capacities to bring about change, but also the 
creation of sustainable universities. This means moving beyond ‘business as usual’ and ensuring the 
cultural, organizational and structural transformations necessary for institutions to facilitate respectful 
democratic dialogues geared towards creating sustainable futures. 

 

3.6 Summary 

Based on the literature review it seems that Education for Sustainable Development (ESD), is concerned 
with supporting learners to engage in democratic dialogue about what constitutes a sustainable future, 
not least by aiming to reach the UN Sustainable Development Goals (SDG’s). UNESCO’s Agenda 2030 
involves bringing about the cultural and structural transformations of higher education necessary for 
nurturing such democratic dialogue. In responding to this challenge, scholars suggest different paths. 
Some scholars connect Education for Sustainability (EFS) to transformative learning pedagogies that 
challenge traditional educator–learner power relations, and develop critical capacities for reflexivity and 
imagination. Transformative learning and agency also involves holistic, interdisciplinary, process 
oriented and empowering educational practices. Shifting from a goal-oriented to a process-oriented and 
agentic learning culture, that can embrace social and epistemic justice, requires democratic leadership 
and governance.  
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4 Insights from 
Interviews 
 

This part presents the voices of academics and students that we have interviewed about the 

connections between sustainable education and education for sustainability. First, we discuss the 

interviewees’ views that the complexities of defining sustainable education (section 4.1). We then delve 

into different conceptualisations of sustainable education, from rejecting the term ‘sustainability’ 

(section 4.2), via the notion of education for a sustainable world (section 4.3), education to sustain 

students for their lifetime (section 4.4), connections between sustainable education and education for a 

sustainable world (section 4.5), ideas of sustainability in practice (section 4.6) towards institutional 

opportunities and barriers in implementing sustainable education (section 4.7), including opportunities 

and disadvantages of digitisation. 

 

 
 
Insight from interviews revealed academics’ and students’ perspectives on the connection between 
sustainable education and education for sustainability. Photo: Colourbox 



 

30 

 

4 Insights from the Interviews  

4.1 Definitions of sustainable education 

In the interviews, there was general agreement that the term sustainable education and cognates 

(education for sustainability or for sustainable development) are hard to pin down and define. Some 

interviewees thought this blurring, vagueness or flexibility was an advantage. An institutional leader 

thought a careful and critical discussion of its meaning and practice could be constructive, but cautioned 

that:  

 

There is a danger that in ‘sustainability’ we end up with a very narrow definition of what is 
sustainable education. That can be damaging. We should be a bit critical when it comes to 
‘sustainability’, if it covers everything, is it a good concept? (University leader of Education, 
Norway) 

 
An academic was similarly nuanced. He thought the impossibility of defining sustainable education 

made it a very powerful concept as it could be made to ‘contain both lifelong learning but also 

education that happens within the planetary boundaries and has to do with the environment’:  

 

Sustainability can, on the one hand, be used in order to inspire solidarity […] but it can also 
be used for the opposite purpose, inspiring neoliberal ideas that people should do with 
fewer resources and take care of themselves. So it’s a very elastic concept. (Academic, 
Medicine, Norway) 

 
As indicated, he recognised the danger that the elasticity of the concept meant it could be used for very 
different ideological purposes. 
 
As hard as it may be to define ‘sustainable education’, academics generally took a stance on their 

position towards the concept. Some academics more strongly rejected use of the term ‘sustainable 

education’ because the competences students were said to need for sustainability elided with neoliberal 

ideas about individuals taking responsibility for themselves, being adaptable, and able to take on new 

competences. Three academics rejected the term on the grounds that through their education they 

were not trying to sustain the status quo. One said that, to sustain is to keep things going, and argued 

that we are not trying to preserve or conserve, but instead to develop relations as a species among 

other species that will make the world viable through generations. The other two were similarly focused 

on change rather than sustainability. They were actively trying to get students to think about the world 

they want to live in and how they can bring it about, either through their own lives or through 

international development. These academics largely preferred to use other terminologies, e.g. 

‘education for sustainability’, or ‘learning for sustainability’. 
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Conversely, other academics resonated with the concept and used it without hesitation. Among the 

interviewees who did use the term ‘sustainable’ (or variants) in association with education, there were 

different meanings. The first two terms were ‘education for a sustainable world’ and ‘education to 

sustain students through their lifetimes’. Another question was whether and how interviewees made 

connections between these two ideas – some did not, and others did but in a variety of ways and they 

operationalised their ideas of sustainability in a range of different practices. A number of interviewees 

also referred to a third meaning of sustainable education, institutional opportunities and barriers in 

implementing sustainable education, including opportunities and disadvantages of digitisation. These 

points will be discussed in turn below. 

 

4.2 Education for a sustainable world 

Several interviewees conceptualised sustainable education as education for a sustainable world, using 

various terms in explaining their conceptualisations. Two interviewees related the idea of sustainability 

to teaching about the SDGs. A third taught international development, but argued the SDGs or the 

concept of sustainable development did not provide solutions; students needed both a more critical 

approach to the problems and creative ways of exploring alternatives.    

Many interviewees, while not referring to the SDGs, emphasised the importance of understanding how 

economic, social and environment issues are intertwined. One thought the flexibility of the term 

sustainability was an advantage and referred to the widespread image of different spheres inside each 

other – the environmental, economic, and social and raised the question, how do they interact with 

each other? 

 

Another perspective came from those who associated sustainable education with ‘holism’ in the sense 

of connecting activities inside the university with the world outside. One academic explained that 

teaching sustainability was to embed academic education into society and show students that 

sustainable education is real and important, and not ‘artificial’. He noted that universities have a new 

responsibility to keep the objectives, vision and values of higher education while being aware of the 

context and society they are working within. 

 

In line with this view, a student interviewee described sustainable education as a very accessible, open-

minded, and outward-reaching education where the university does not live in a bubble. Universities 

take on a responsibility in society to contribute and share knowledge and let people that are not part of 

educational systems be aware of how knowledge is produced.  

 

Some interviewees associated this line of thinking with the concept of a civic university. In explaining 

this concept, they emphasised the importance of universities looking ‘outside’ and engaging with a ‘real 

world’. One academic put it succinctly, ‘Education for sustainability is looking outside of the frames of 

the University’. Another explained that ‘In civic universities, the learning process is not limited to the 

classrooms. There are things to learn outside schools or universities’. Another academic explained at 

greater length: 
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The goal is to give other competencies, other than academic ones; bringing students 
closer to real society, making them aware of problems.  Upon graduation, students 
should have the confidence that they can do something for the society… Our goal is 
to have civic universities. It means to have a university which can bridge the society 
and the academic world. To come back to Earth without putting aside the academic 
mission that is common to all universities, being conscious of the universities’ impact 
on the society. (Academic, Physiology and Neuroscience, Belgium) 

 
Of note, a university leader focused on the university’s role in equipping students to deal with issues of 

climate and sustainability: 

 

Our ability [is] to provide study offerings and good conditions for student learning. 

Educational offerings should prepare students for working life and equip them with digital 

competences and things related to climate and sustainability. (University leader of 

Education, Norway) 

 

These different discourses had in common a focus on universities’ orientating themselves to focus on 

students’ learning about the ‘real’ world ‘outside’ the university, whether depicted in terms of the SDGs 

or a complicated interaction between environmental, economic, and social spheres. 

 

4.3 Education to sustain students for their lifetime 

A second conceptualisation of sustainable education is related to education to sustain students for their 

lifetime, by equipping learners with agency, and the competencies needed, to shape their own lives and 

contribute to the creation of a more sustainable world. One Circle U. Chair distinguished sustainable 

education from education for sustainability by calling the former ‘education that lasts for life’. Then 

cautiously, he offered to ‘even go further’ and said:  

 

It might be transformative in a way that it possibly changes ways of thinking… it might open 
new doors. And what I think [is] most important is that it may trigger curiosity and a thirst 
for learning. I think a really sustainable education leads to the learner wanting more and 
more and more. Or at least that's what I would say it had on me… Sustainable – if you just 
look at the word – it means that something is sustained (in theory) forever, so this might 
even be beyond the lifetime of any given learner to pass something onto others. (Circle U. 
Chair, Agricultural Ecology, Germany) 
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Others referred to sustainable education as continuing education or life-long learning, concepts with 

long histories that pre-date the emergence of sustainable education. Others again focused on the 

transformative effect of education not only on the individual, but on the world. One academic endorsed 

this aim for education, although he cautioned that the history of education shows there is no causal link 

between knowledge and action. Others had less hesitation. The Circle U. Think and Do Tank’s project 

officer clearly expressed the idea of improving life along three dimensions: 

Regarding the content of sustainable education for me, the main mission is how we can 

learn to live a better life… how we can help our students to live a better life… how we can 

help our students to have a positive impact on the life of other people; and… how we can 

help students to have a less negative impact on the world, on the planet. (Circle U. Think and 

Do Tank’s project officer, France) 

 
The project officer explained that these three aims required changes in the way of teaching sustainable 

education across the four dimensions highlighted by the Think and Do Tank: the involvement of 

students, the integration of external stakeholders, internationalization and interdisciplinarity. She 

argued the involvement of students and external stakeholders was important because, ‘if you don't do 

anything which is meaningful for [students], when they finish university, they wouldn't care about it’.  In 

a global world, it also made no sense to contain ourselves within national borders because the 

challenges that we are facing are interconnected. An interviewee from the Learning Planet Institute also 

reinforced the need for interdisciplinarity, saying that, ‘The world is not in disciplines. If you spend too 

much time within a discipline, you speak a language no one else understands’, whereas the opposite is 

needed to deal with today’s challenges.  

One of the student interviewees took a different approach, defining sustainable education as accessible 

to a population. The student focused on how the university equips students for the rest of their lives, 

beyond just providing a degree certificate. To ensure universities are thinking about how they offer that 

wider experience, they need to have platforms that include students in higher education institutions. 

Other interviewees focused on human values, with one director of a learning centre arguing that love 

and compassion are at the core of sustainability. 

These discourses had in common a focus on education as a process that would last a lifetime, and in 

various ways were interested in the transformative effects of education on the individual to create a 

better, kinder, and more engaged life for themselves and in society.  

 

4.4 Connecting sustainable education and education for a 

sustainable world 

The idea of sustainable education was rarely explicitly connected to the first discourse about education 

for a sustainable world – however, there were some interviewees who did so, as set out in this section. 

A director of the Learning Planet Institute made a direct link to the kind of education needed to equip 

students for the challenges facing the planet: 
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How to engage learners (from babies, to life-long learning) to understand current human 

challenges all the while considering the SDGs’. (Co-Director of the Learning Planet Institute, 

France) 

 

An academic also directly connected his educational aims for students to their capacity to address issues 

about environmental sustainability. He referred to Education for Sustainability or Environmental and 

Sustainability Education (see literature review, chapter 3), which he defined as follows: 

Education that seeks to transform and transgress and work in transdisciplinary ways to 
address global challenges that are at once engaged in social, environmental and economic 
systems that have been locked into unsustainable pathways. Education that engages with us 
on a personal sphere… and our own sense of self; at a practical sphere with the skills we 
have, the skills we need and need [to be able to] deploy; and the systematic sphere, the 
systems we build and work in. We want to transform these spheres of action in the face of 
socio-ecological economic systems working on all directions. (Academic, Education, Canada) 

 

Other academics expressed a similar commitment, but with more hesitation about whether it is possible 

to make the connection between education as transformative for the individual and any transformative 

effects on the world. As one put it: 

One of the key things for me, is I'm interested in forms of education that lead to more 
liveable worlds. But I'm not sure what that actually is, because anything we do it's really, 
really hard to know what all of the effects are. So, I sort of feel like one just has to 
experiment and try out different practices and then sort of hope for the best without really 
knowing if one is contributing to more liveable worlds or not. But doing one's best, taking 
one's best guess and doing something – that seems worthwhile. (Academic, Environmental 
Anthropology, Denmark) 

 
Another academic expressed similar uncertainty in terms of historical debates in education. He raised 

the additional point that we do not know what environmental or other issues will emerge in the future 

and how to equip students for them, apart from an ability to critique them: 

Then of course, good colleagues during the 90s started working on a different position… 
characterised by a critique of the understanding between knowledge and behaviour. And 
the argument is that trying to work with simple behaviour modification, or simply pouring in 
knowledge and then expecting a specific action on the other hand is a flawed one. For one, 
because it seems to only work… on a short-term perspective, but also because we do not 
have access to future sustainability issues. I do not know what kind of issues will pop up in 
10 years, in 20 years, and in 50 years. So, simply telling what is right, is not the way to deal 
with the future sustainability challenges in educational perspectives, because in educational 
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perspectives it's never about the now. It's always about the continued development 
throughout life of any given student or pupil. So, this approach is more critical. The idea is to 
be able to engage with different notions of sustainability, of climate change, of the 
challenges that we face – critique them. (Academic, Education Science, Denmark) 

 

These interviewees explicitly connected the first two concepts of sustainable education. They did so by 

addressing the kind of education they are trying to provide for students, in order for them to deal with 

the challenges faced by the planet. They argued this is important, even though there are uncertainties 

about how educational ideas do or don’t translate into making a more liveable world, and what the 

planet’s future environmental and other challenges will be. 

 

4.5 Operationalising ideas of sustainability in practice 

Several academic interviewees conveyed very vividly how they were finding local spaces to experiment 

with new educational practices. They often did this within institutional constraints and many of these 

experiments were limited to individual classrooms or centres and would not be more widely adopted or 

institutionally sustained.  

Interviewees varied in what they were trying to teach. One took a pragmatic approach to 

operationalising UNESCO’s skill set of competences for sustainable development – anticipatory critical 

and normative competencies, and system thinking. Others questioned or rejected the language of 

sustainability, but focused on how students could develop the critical thinking skills and democratic 

values that would equip them for a life reflecting carefully on how to have an impact on the world. 

Despite these differences, the description of their educational practices had a number of features in 

common. 

First, several interviewees referred to a change in relationships between teachers and students (also 

addressed by Stirling et al., 2017). One explained this as a change from the ‘vertical transmission’ of 

knowledge from one generation to another more junior generation. Another referred to a move away 

from ‘the classical mode’ where ‘you respect the teacher and you do what you’re supposed to do. You 

don’t question the teacher; you don’t question anything’. Instead, there was a more mutual 

construction of knowledge, which means a different dynamic between teachers and students.  

For example, an academic who taught in a centre focused on the SDGs, pointed out that whereas the 

SDGs were defined by some people on behalf of others, education for sustainability requires a different 

kind of politics. In designing cases through which to address how to tackle environmental, social and 

economic challenges, they involved students as partners (Eriksen & Brevik, 2022). As these challenges 

are for the next generation to solve, students must take part in defining them. He emphasized the 

important distinction that students were not just ‘involved’ but were ‘partners’ in what another 

interviewee called an ‘inter-generational exchange’. 
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A student interviewee also addressed the need to change staff–student relationships:  

To me, education is about the academic staff creating a culture, where the student and the 
teacher belong to each other and to the same institution. In many ways, I feel like the 
student and the teacher live in parallel worlds, and they only meet when the academic staff 
is teaching something to the students. I think we have much more to learn from each other 
than just the teaching of a subject. If we manage to come together and discuss what we can 
learn from each other, that is a sustainable way of thinking about a higher educational 
institution. (Student, Leader of the Student Parliament, Medicine, Norway) 

 
The second common feature in the academics’ descriptions of their educational practices was that a 

relation of co-creation between academics and students lead to a different style of teaching, based on a 

mentor relationship. Instead of the teacher explaining in a monologue, students are invited to 

participate in a dialogue, for example using the Socratic method: 

 

The mentor and the Socratic method is inviting questions and the development of the 
learner, as an independent learner. (Director of the Learning Planet Institute, France) 

 
One academic interviewee explained how she uses a Socratic method in practice: 

 

I think my style as a teacher is much more to pose questions and to ask, you know, what are 

the different ways we could see this? What are the different ways we can analyse? What are 

the different possibilities that are going on here? What are the different ways of thinking 

about things? And so, I hope to generate spaces of reflection, but without determining what 

reflections people make. So, my goal as a teacher is to create a community space for 

reflection. And that also includes my own, right? A good class makes me think more deeply 

about issues as well. (Academic, Environmental Anthropology, Denmark) 

 
A third common feature was that many interviewees focused on critical analysis about how students are 

positioned in the world and what capacity they can develop for action or for creating alternative worlds. 

They described their educational philosophy and how they translated this into educational practices. 

One academic explained: 

 

I’m deeply committed to the really radical power and potential of education. And I believe 

that education […] is profoundly transformative in so many ways […] And universities can be 

such an exciting setting for learning and thinking and doing, but I do worry about the ways 

that university education is becoming so strongly oriented towards producing employees […] 

and/or innovators, particularly for economic growth. And the question becomes what else 
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can the university be doing? And you know, it’s also a tough time, because sustainability 

itself is increasingly positioned as an economic growth engine through a lot of mainstream 

definitions of sustainability that link to green growth. And how to offer other visions and 

possibilities for what sustainability might mean, how to reclaim the concepts in different 

ways? These are all things I struggle with on a practical basis. How to be both responsive to 

the life worlds of students who are inside that machinery while also trying to create spaces 

to think beyond the frames that that machinery gives us. (Academic, Environmental 

Anthropology, Denmark) 

 

A student expressed similar ideas, but with more attention to democracy: 

For me, education is not only about teaching students things so they can get a job 

afterwards. Education is about spending time in an institution where you learn a subject, but 

you also learn how knowledge is produced and you learn the ability to think critically and to 

develop yourself as a person so that when you are ready to go into the world and get a job, 

you also have the ability to think critically and participate in democracy. We can think of 

education as being very narrow: students are going to learn this so they can go out and do a 

job. But for me, that is very limiting. Education is much more, it’s about educating people to 

be active participants in the democratic society where we also know what is important for 

the future, and that is a value that you hopefully learn through sustainable education. 

(Student, Leader of the Student Parliament, medicine, Norway) 

 

4.6 Embodied engagement as sustainability in practice 

A fourth idea that can In describing how they actually teach, interviewees emphasised activities that 

were more than cerebral, and that involved embodiment and movement. One asked: 

How does education cultivate an extreme lack of knowledge about the world and extreme 
incuriosity to know more about it? We focus on buzzwords like sustainability but know 
nothing about the local sewage system. Cities cover it up, as they cover up brooks and rivers. 
They spray to make animals go away. They’re sanitising to make the hygienic sterility of the 
world we’re living in, and then we forget, or imagine these things are not there. You walk in 
a street in Paris and don’t listen to rumbling beneath your feet, how can we peel back the 
layers of activity beneath the asphalt? We are a long way from the actual workings of a city 
because we have hidden them away. (Academic, Educational Anthropology, Denmark) 
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She described an international and interdisciplinary project that is trying to engage students in 

embodied engagement with what is going on in their own locality. 

After we’ve made wonderful high-resolution maps with satellites, how do we get them off 
the screen and onto the floor? How do we embody them?  The floor map project involves 
making enormous maps, 7 feet by 5 feet. We have people dialogue with each other about 
their own local areas, and with politicians. They get excited about walking around on the 
maps, even though they have to take their shoes off. They are pointing with their toes, 
bending down, in each other’s way. ‘Could you please move your butt? I want to see if 
there’s a river there’. There can be QR codes on the rivers and other things so people can 
learn more about them. (Academic, Educational Anthropology, Denmark) 

She pointed to three aspects of this education practice. First, this was education through walking in the 

world. It no longer treated education as if it was just in the head, ‘education that had no feet’, or, as in 

online teaching, ‘education above the shoulders’.  Second, people interacted differently when nobody 

could control a screen or a mouse, and people could move around and talk. Third, it engaged humans 

with their natural surroundings. She argued that sustainability is essentially still humans doing 

something in the world, as if there was a separation between the human species and the ecosystem; 

this education aims to generate a sense of the mutuality of life in nature. 

An anthropologist who teaches international development had a similar focus on students’ engaging in 

an embodied way with their surroundings. She uses the campus as a resource and site of learning, with 

students’ walking and mapping infrastructures and analysing their sustainability. Similarly, she uses the 

local town as a site for the students to explore urban futures. Based on research and observation of her 

colleagues’ teaching, her book sets out a ‘critical and creative’ pedagogy (cf. Schwittay, 2021). She 

explores ethical and political issues around social interventions and using techniques of playing, 

mapping and creating for the students to explore alternative ways of living and of bringing alternative 

worlds into being.  

In the interview, she described a colleague’s course on disaster and development which, 
alongside lectures and seminars, engaged students in designing serious games. She 
explained how this involved experiential learning that was both fun and demanding and was 
an excellent way for students to learn about complexity and systems thinking. It was also a 
creative way for students to understand uncertainty – how people deal with not knowing 
what will happen with weather patterns and climate change. (Academic, International 
Development, UK) 

 

In a similar vein, an academic interviewee described her educational practice which uses the university 

as a site for engaging the students, in an exploration of how they are positioned within institutions. They 

analyse how they are being shaped by the institution, but also what capacity they have to shape the 

institution. This is fundamental for students to learn how to negotiate institutional constraints in order 

to be ‘active learners’ whilst at university. What she calls being politically reflexive practitioners is also a 

capacity they can take into the workplace or community, to think about the world they want to live in 

and how they can help make that come about. 
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4.7 Institutional opportunities and barriers in implementing 

sustainable education  

Interviewees also discussed whether educational approaches and programmes were themselves 

sustainable and durable within existing university policies and structures. Both institutional leaders and 

academics discussed the question of whether higher education institutions created barriers or afforded 

opportunities for the kinds of education they advocated. 

There was considerable criticism that the ways universities are governed and organised run counter to 

educational aims. For example, one Director of a Learning Centre commented that, just as capitalist 

agriculture and rapid food production were obstacles to methods of sustainable farming, so the 

integration of universities into a ‘capitalist logic’ with a focus on market success is a barrier to a self-

reliant, small-scale learning process:  

Education is designed to make us insecure. If I feel secure and complete, I do not need the 
system… I cannot sell my commodities. (Director of a Learning Centre, India) 

 

Interviewees elaborated on details of this institutional logic and how they impeded their ability to 
develop sustainable education. Several interviewees focused on the division of universities into 
disciplinary units, or as a university leader put it ‘the world has problems, but the university has 
departments’. Although disciplines are not frozen and are constantly developing, the problem is to find 
new ways for departments to collaborate so that the student’s journey is not monodisciplinary but 
addresses grand challenges that are multidisciplinary and multidimensional. A Director of Teaching was 
less sanguine:  
 

These disciplinary units format the way of thinking. After receiving fragmented teaching, we 
end up thinking in boxes, e.g., physics, chemistry. We do not see the global image. (Director 
of Teaching, Belgium) 

 

This fragmentation is exacerbated when each unit is a cost centre in competition with each other, what 
Levin and Greenwood (2016) call the neo-Taylorist university, and when each academic is also treated as 
a unit of resource, with systems to allocate hours for each individual’s teaching and standard metrics to 
measure the efficiency of their outputs and the quality of their performance. As one Director of 
Teaching pointed out, when each professor is allocated several hours for teaching and receives the 
timing of their individual classes divided on an hourly basis, this does not facilitate teamwork:  
 

It needs changes to administrative rules to authorise professors to conceptualise courses 
together, passing time in teams. Otherwise, it becomes a personal choice, requiring an 
investment on the part of the individual professor, if they want to try to do things 
differently. (Director of Teaching, Belgium) 
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An academic echoed this, as practice-based projects or groups of academics and students working 
together on aspects of sustainability are developed outside of the curriculum. One academic summed 
up by saying that universities cannot claim they seek to give their students a sustainable education if 
they do not give their staff a sustainable way of working. When staff are under pressure to deliver 
results and attain objectives, they do not have time to think about making changes to the way they 
work. Several interviewees also elaborated on the institutional pressures on students. As one academic 
put it, students are under pressure to finish on time and achieve a career at a young age, otherwise they 
are losing time:  
 

This is a pity because they see education only as a period of their lives that needs to be 
shorter and shorter. (Circle U. Think and Do Tank’s project officer, France) 

 

Instead, it is important for students to have some space and time to define what they want to work on, 

to work together with students and professors from different disciplines on the same topic and learn 

how to think and why (Eriksen & Brevik, 2022). A student echoed this. She expressed that the pressure 

to graduate on time often results in students working more than a full-time job (37.5 hours per week), 

leaving little time for other hobbies, and self-care. The expectation of graduating within a specific time 

frame is very standardising, whereas she pointed out that people learn at different speeds and lead 

different lives. She contrasted this pressure to graduate on time with a medical school she heard about 

at a conference:  

[A medical school] where the students can take three to five modules and they have to take 
12 in total to graduate, but they can do it in their own time. They can choose how many 
modules they want to take each year because the school wants to let it be up to students to 
know how much they can learn in a year… Then the students can choose: do I want to spend 
all my time and resources on learning academically, or do I want to take a few modules and 
also have time [for] a part-time job because that also gives me something that’s valuable to 
my life, but I also […] have to be social and […] have time in my life […] for hobbies, which we 
know is very important for the mental well-being of people. (Student, Leader of the Student 
Parliament, Medicine, Norway) 

 
One academic vividly explained the effects of social acceleration, how the institutional pressures of 

intensification and speeding up for both students and academics changed the very notion of education: 

Education itself should be an act of community. And it’s not here. It's an act of 
professionalization. It’s an act of employment readiness. It’s an act of coming for a few 
hours and maybe fulfilling what seems to be a paper-based contractual obligation […] the 
course plan [is like a] contractual relationship [...] and in certain ways that's important, 
because it offers certain protection and certain rights, but that also needs to be embedded 
in a broader world of community. 
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     I’m managing a much greater amount of things than staff a generation ago. The sheer 
number of connections we have is problematic. We have to manage so many more grants 
and more administrative responsibilities, to be present in the classroom, in a supervision, to 
a colleague, in a meeting, to a current situation, to people and on email. How can you 
respond to all these things at once? It makes it difficult to do the work of building a 
community, because that requires generosity and generosity, requires surplus energy. And 
one is invested in a system where one is already rendered so tired, spread in so many 
directions and so depleted, one doesn’t have the surplus to do the work of generosity. 
(Academic, Environmental Anthropology, Denmark) 

 

Although interviewees felt that the current organisation of their universities militated against the 

development of their ideas of sustainable education, they did point to examples where institutions were 

changing. One referred to Stanford University investing in interdisciplinary work and sustainability. 

Others mentioned Uppsala University, where students can administer courses in collaboration with 

invited lecturers, and Ghent University where courses are developed across all faculties and include 

external stakeholders. One interviewee also referred to Circle U.’s summer schools providing new 

opportunities for students and links between the university and the outside world.  

A Circle U. Chair emphasised the importance of student involvement at the University of Oslo, offering 

opportunities for students to serve as student leaders in courses and active partners or co-researchers 

in ongoing projects (cf. Eriksen & Brevik, 2022): 

We have students as active partners in the project that we are running in courses. We have 
a group of students leading as student leaders in our centre. I think that's key, the 
collaboration with students. Engagement with students should not be student involvement, 
but it should be a partnership. (Circle U. Chair, Medicine, Norway) 

 

There were also examples of the ways students had taken initiatives to make institutional and policy 

change. For example, one student interviewee, as part of a green student movement, had written an 

open letter demanding that their university be more sustainable. This led to the formation of the 

university’s climate strategy, written by faculty and two student representatives. The student had 

pushed for a broad strategy within education, but the university’s governing board went for a narrower 

focus on energy and resources. The student movement continued its campaign and used social media to 

gain political attention. This resulted in the Ministry of Education and Science establishing working 

groups to explore how to introduce sustainable education at every level from pre-school to higher 

education. The student interviewee chairs the higher education working group with representatives 

from the university leaderships. Whereas the first university strategy focused on ‘symptomatic 

solutions’, the working group’s national action plan aims to tackle climate issues more holistically 

through education. 

Students at another university have a history of activism over 15 years, which had led to the Rector and 

Senate agreeing to the students’ demand that the university be carbon neutral by 2030. The students 

were then involved in the university’s sustainability commission, investigating and proposing ways to 

change institutional and academic practices to achieve this target. The students also organise one of the 
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university-wide courses, a ‘studium oekologikum’, which not only runs lectures and projects on 

sustainability, but also introduces a pedagogy based on peer-to-peer learning, and develops the 

competences needed for continuing student activism.  

Whereas most interviewees emphasised how the current organisation of universities impeded the 

translation of their visions for education into enduring change in practice, the students provided rare 

examples of what is needed to achieve institutional sustainability. By this they meant student-led, 

bottom-up initiatives that have been built up over several cohorts with the support of university 

structures and top-down commitment.  

4.8 Opportunities and disadvantages of digitisation 

Following the experience of teaching online during the pandemic, some interviewees were reviewing 

the benefits and limitations of digitisation and whether and how information technology assisted in 

achieving their educational aims. Several interviewees emphasised the benefits of connecting people in 

new ways and sharing knowledge. One director of learning said that digital media can be used to spread 

awareness and enable people to learn at their own pace. It has advantages in communication and 

should be used creatively to increase connections between people. This is important where students are 

reducing travel for environmental reasons and are seeking alternative ways to gain international 

experiences. 

While most interviewees thought digital teaching was a good supplement to face-to-face teaching, it 

was not a substitute. A student interviewee explained how a project she was involved in was developing 

digital educational resources for use in a flipped classroom. Outside of the classroom setting, students 

watched a video provided by their teacher to transfer knowledge, and they answered questions to check 

if they had understood the material. Then the teacher could use the time in the classroom for students 

to be active and discuss, develop and explore ideas of a subject in wider ways. The student was excited 

about the university developing its own platforms and warned against hiring a company to do so, as 

they would have less impact on how it is developed and its future. A university leader echoed this 

caution about keeping control of technology, especially with so much technological development taking 

place outside the university:  

 

Multinational and powerful corporations are offering these platforms and portals. But 
standardised platforms limit our ability to take control of this and integrate it into our own 
academic design. It is a bit alarming that some of these platforms are not only platforms for 
communication, but they are also suggesting particular pedagogical designs, which impact 
the content, the disciplines, and the knowledge. There is a danger that some of these 
platforms [or] tools can force us into a specific type of student learning that is not really 
where we want to go. Universities must critically evaluate digital platforms. (University 
leader of Education, Norway) 
 

 
He added that some educational programmes at his university were teaching students simple 

programming, so they could develop their own digital tools and interactions and take control, instead of 

adapting to the standardised offerings.  
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4.9 Summary 

These interviews indicate how academics and students had educational philosophies that they reflected 

on or translated into teaching practices. They critiqued, or rejected, the concept of sustainability and 

worked on ways for students to critically explore how they were positioned within current problems 

facing the world and how they could create space to envisage and carefully enact alternatives. 

Across interviews, we identified four bottom-up student-led, or student-teacher collaboration initiatives 

being married with the support of university structures and top-down commitment, which are 

exemplary and could be used as models for universities to address sustainable education: 

 

 

❖ King’s College, London – co-creation between students and staff, student 

involvement in SDG curriculum mapping (60 students mapping 1,000 modules), 

supported by the university  

❖ University of Oslo – SHE (Sustainable Healthcare Education - Centre of Excellence in 

Education) offering opportunities for students to serve as student leaders in courses 

and active partners or co-researchers in ongoing projects, given national support 

and funding 

❖ Aarhus University – Student movement for sustainable education met with support 

from Ministry of Education and Science establishing working groups to explore how 

to introduce sustainable education at every level from pre-school to higher 

education.  

❖ Humboldt University – Students with a history of activism over 15 years, which had 

led to the Rector and Senate agreeing to the students’ demand that the university 

be carbon neutral by 2030. 
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5 Conclusion 
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5 Conclusions 

Frequent economic, environmental, and political crises have been discussed internationally for decades 

and there is widespread recognition that the current global order, both socially and economically, is not 

sustainable in the long term.  

International discussions about Education for Sustainable Development (ESD) and its role in achieving 

Sustainable Development (SD) started two decades ago. Within the UN system, UNESCO was given the 

lead role with a focus on the agenda for achieving a more sustainable planet by 2030. UNESCO defines 

education for sustainable development as follows:  

 

ESD gives learners of all ages the knowledge, skills, values and agency to address 
interconnected global challenges including climate change, loss of biodiversity, 
unsustainable use of resources, and inequality.  

(UNESCO, 2021) 

  

At the same time, the significant role that UNESCO attributes to education is not necessarily reflected in 

policy. For example, the EU’s Green deal, launched in 2019 with the aim of achieving the UN 2030 

Agenda and the UN’s Sustainable Development Goals, gave a roadmap to tackle climate and 

environmental-related challenges and develop a new growth strategy. Yet, it rarely mentioned 

education and universities were only referred to about four times.  

Educational practice also lags behind the radical implications of ESD. It is noticeable that the above 

quotation seeks to give learners abilities that they can use to address the complex and interconnected 

crises facing the world. However, our literature review and the 22 interviews indicated that not many 

people had established connections in their educational practice between these two strands of ESD – the 

knowledge needed to create a sustainable world and the educational abilities and competences students 

need to survive in an unpredictable and dynamic world.  

Some interviewees thought of education for a sustainable world, whereas others thought about education 

that would sustain the individual student through their life. Only a few made explicit connections to explain 

how sustainable education for the individual would help to achieve a sustainable world. Other interviewees 

made connections between the personal abilities needed for students to act on the world, but contested or 

rejected the idea of sustainability for its connotations with preserving and achieving a stability or stasis. 

In addition to this divergence, the literature review plotted out how the word sustainability has 

accumulated a vast array of meanings. This led us to ask the question: How can an education that 

empowers individuals to make informed and critical decisions about their future lead to a more 

sustainable world? What is the link between the two?  

UNESCO also focuses on changes to institutions needed to achieve the UN’s goals. Its priority action areas 

include advancing policy, transforming learning environments, and building the capacities of educators. It 

advocated a holistic view of the role of higher education institutions that addressed the need for a 

structural change in educational institutions, and questioned how universities used their resources on 

campus and beyond, and positioned themselves in the world. 
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However, driven by the Organisation for Economic Co-operation and Development (OECD) and the EU, 

higher education reforms throughout the 1990s and 2000s have coupled public universities tightly to the 

needs of the market and the state. This led to a second question: How are universities to achieve these 

changes and become sustainable institutions themselves when they are driven by market logics? 

Some interviewees were clear that many features of the governance and management of universities 

impeded academics from implementing the kind of education needed to equip students for engaging 

critically in the world.  

Academics gave a range of examples of how they engaged their students in critically reflecting on how 

they were positioned in a world of marketised and performative institutions – not least universities 

themselves – and environments marked by intricately connected systems and great uncertainly. They 

described the experiential, explorative, embodied practices they had developed to enable students to 

investigate possible alternatives and assess different forms of intervention.  

It emerged from the interviews that it was students rather than academics or university leaders who had 

been able to achieve institutional changes that were sustainable. That is, actions to change universities 

and their education through bottom-up initiatives that were supported by top-down political 

commitment and institutional structures and resources. 
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Appendix 1 

Semi-structured interview guide 

Circle U - Conceptualising and Operationalising Sustainable Education 

Introduction 

Before we start, would you kindly give consent to participating in the recording of this interview? 

Thank you for agreeing to participate in the interview, we would like to start off by telling you about the 

project and introducing ourselves.  

We are working on a project that is exploring the various meanings and practices of ‘sustainable 

education’ in higher education. The project is for an alliance of nine European universities called Circle U 

and will contribute to their Think and Do Tank – collaborating to collect data and research on concepts of 

'sustainable education'. The project is run by Circle U Chairs and an appointed group of master’s students. 

As a part of the project we are    interviewing people with different ideas and perspectives, and we are 

reaching out to you since the team is very interested in your ideas and work regarding sustainable 

education. 

 

**Make specific to the person** 

 

Sustainable education is an emerging concept that can be taken in multiple directions. Therefore, we will 

have a focus on 3 main areas that we would like to explore with you: (1) Ideas of sustainable education, 

(2) The role of the teacher and the student, as well as (3) Institutional issues regarding sustainable 

education.   

 

Introduction questions 

a. Who are we:  
We are all students from different Universities (Denmark, Norway and Paris), and 

studying Educational Anthropology, English didactics and Social Science. 

b. What are our roles in this interview?  
(Interviewer, notetaker, observer etc.) 

c. We know that you have been thinking of the notion of sustainable education (or respective 
compliment), and therefore we would like to talk to you about your experiences and thoughts 
on working with sustainable education in your field.  

 

Ideas of Sustainable Education  

Concept question:  

a. What is your understanding of sustainable education?  
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b. Could you tell us how you got interested in sustainable education?  
Prompts: (1) Have you done any previous research on this topic? Academic discipline? 

(2) How does the current state of the world affect the need for sustainable education, 

and how can the university play a role in solving that? 

If interviewee is inconsistent with the definition: “I noticed you told us a lot about sustainable education, 

but you’ve also been using the phrase “...”.  Do you differ between Sustainable Education or Education 

for Sustainability? (and the term “sustainability”). Do you use these interchangeably or could you 

distinguish between the two?”  

  

The role of the teacher and the student  

a.  How do you use these ideas in your teaching? 
Prompts:(1) How do you incorporate these ideas in your teaching methods or 

approaches to teaching? (2) Do you focus on curriculum design on Sustainable 

Education and the significant topics, (3) How to think or what to think?, (4) (be aware of 

phrasing: SE or Education for Sustainability) 

b. What are students’ roles in sustainable education? 
Prompt: (1) Do you have a different approach to students: Authoritarian 

teachers/students as self-directed learners/students as co-authors of lessons, (2) Which 

abilities should be cultivated in students when working with sustainable education?, (3) 

What about reflection, introspection and creation?  

 

Digital resources 

a. How can we utilise(exploit) digital resources available today to help us on our way to a more 
sustainable education?  

b. Are students given the right kind of platform to cultivate sustainability within education? 
Prompt: (1) Do we have in mind things like attention span, information-finding abilities 

to cultivate these skills? (2) In some parts of the world, this will not be possible  

 

Education for sustainability and the link between the two  

If the interviewee is using the two terms interchangeably, ask this question right away:  

a. We noticed you told us about sus. Ed. but you have also been using the phrase education for 
sustainability. Do you use them interchangeably?  

b. Do you differ between Sustainable Education or Education for Sustainability? (and the term 
“sustainability”) How do you differentiate between the two?  

 

Challenges of SE within Universities and Institutional issues 

a. Why is there a need for sustainable education in High. Ed?  
b. What are the institutional challenges/barriers in implementing SE? 
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Prompts: (1) Pressures to graduate on time, (2) Pressures of competition among 

universities for funding, (3) Tension in diffusion of different knowledge e.g. hard science 

vs sustainable knowledge? (4)Pressures of employability after graduation 

 

c. What would be the consequences of failing to introduce SE in the High Ed. curriculum teaching 
or failing to institutionalise it? 

 

Sustainable Education outside of the universities 

a. How do you link SE to the outside world?  
Answer will depend on the interviewee’s area of interest 

Prompts: (1) How can Sustainable Education be connected to social, environmental and 

economic issues (nationally/internationally)?, (2) Which domain/field would benefit 

from the immediate advantages of Sustainable Education? (3) Projects with 

stakeholders establishing sustainable lifestyles during/as part of the education process 

and not after they leave.  

b. Do you think Sustainable Education will include/exclude some people more than others? 
Prompts: (1) Responsibility being that of the universities vs. that of the students, (2) 

Digital divide?  

 

Summary and concluding questions 

a. When can SE be achieved? Is it possible? 
Prompt: (1) Wow, this interview covered a lot of ground! (give a resume saying what 

was said), (2) Is there anything we’ve missed, or are there any comments that you’d like 

to add?, (3) Do you have any additional comments that we didn't talk about? 

 

b. Is it possible to come back to you with additional questions by email? 
 

Conclusion  

Thank you for being a part of the interview and taking part in this project!  

**Summary of interview here** 

 

We have consulted you in advance with regards to publishing a project report and possible videos on 

Circle U’s homepage. Hopefully, sharing our interesting discussion on sustainable education will inspire 

others on this subject! That being said, we’d like to send you the interview recording first for you to 

review before making it public. If you have any preference with regards to editing parts out form the 

interview, we’d be more than happy to discuss any potential changes before publishing the video.  
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