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aFaculty of Education and Psychology, University of Oulu, Oulu, Finland; bFaculty of Education and Human Sciences, 
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ABSTRACT
In this paper, we explore some of the challenges and opportunities of integrating 
environmental education in pre-service teacher education in Sub-Saharan Africa 
and the Arctic. Case examples from teacher education programs in Namibia and 
Finland set the scene for a critical analysis of environmental education in teacher 
training from these two distinct contexts. We begin with an overview of the cur-
rent situation of environmental education in pre-service teacher education in 
Namibia and Finland, followed by a reflection on the courses we have developed 
at our respective higher education institutions. In response to the urgency of 
education to attend to the escalating climate crisis, through lessons learned from 
our environmental education courses and our collaboration on co-designing 
teacher education, we explore whether sustainability really does start with 
teachers.

Introduction

The importance of education in fostering sustainable futures has been emphasized, yet the escalating 
climate crisis in contrast to the slow developments in education is a cause for concern (Reid et al., 2021). 
The field of environmental education (EE)1 faces many challenges, including the precarity of relying on 
sustainable development as a guiding principle, widely criticized for pushing a Eurocentric and neoliberal 
business-as-usual agenda (e.g., Stratford & Wals, 2020) that rationalizes the instrumentalization of nature 
and animals (Policarpo et al., 2018). With growing ecoanxiety (Hickman et al., 2021) there has been 
increased focus on finding creative ways to engage children and young people in climate education 
(Rautio et al., 2022; Rousell & Cutter-Mackenzie-Knowles, 2020; Tammi et al., 2020). In addition, limited 
Global North-South dialogue and collaboration and better understanding on how sustainability is inter-
twined with other pressing issues such as poverty and inequality, access to healthcare, and food scarcity 
remains a challenge (Lotz-Sisitka & Lupele, 2017). While understanding that EE takes place in various 
forms and settings beyond the formal education system (Reid et al., 2021, p. 788), here our focus is on 
pre-service teacher education, given that globally a considerable number of teachers feel unprepared to 
teach sustainability content (United Nations Educational Scientific and Cultural Organization [UNESCO] 
& Education International [EI], 2021). Teachers can be seen as frontline actors who are required to 
interpret policy recommendations, often with little formal training in navigating the broad field of EE. 
However, the pressure for teachers to understand and implement climate and sustainability content will 
likely increase as the climate crisis intensifies. Thus, a greater focus on teacher education and teacher 
preparedness in EE research is needed.
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Outlining a vision for education for 2050, The Futures of Education Report (UNESCO & International 
Commission on the Futures of Education [ICFE], 2021) highlights the need for curricula to “fundamen-
tally reorient the place of humans in the world” (p. 77) and for us to learn to live “with the living planet” 
(UNESCO & ICFE, 2021, p. 112; see also UNESCO & Common Worlds Research Collective, 2020). The 
report explains the need to rethink teacher education (UNESCO & ICFE, 2021, p. 85) and to broaden 
educational collaborations to create new possibilities and spaces “for learning and innovation” (UNESCO 
& ICFE, 2021, p. 86). We argue that these spaces for teaching and learning ought to be inclusive of diverse 
local knowledges sand inclusive of taking into consideration the wellbeing and flourishing of other 
species, not only humans. This article aligns with the concerns laid out in the Futures of Education Report 
and acknowledges that while there is no one-size-fits-all approach to EE to attend to the complexity of 
situated challenges we face (Russell, 2019; Saari, 2021; UNESCO & EI, 2021), fruitful possibilities lie in 
critical dialogue and collaboration across diverse contexts.

In this article we use the prompt “sustainability starts with teachers”2 to critically explore whether 
sustainability really does start with teachers, whether it needs to, and what would need to happen for it 
to be so. We use case examples from Finnish and Namibian initiatives to include environmental education 
in pre-service teacher education as a starting point for analysis. This comparative analysis of EE in pre-ser-
vice teacher training emerges from a collaborative project on codesigning teacher education between a 
Finnish and a Namibian university as part of a global education initiative. The project is part of a broader 
Global Innovation in Teaching and Learning initiative funded by the Finnish Ministry of Education, 
which aims to build research-based collaboration between Finnish higher education institutions and 
partner institutions in Africa, China, and India to co-create solutions in education that address local 
needs. Running between 2021 and 2024, the project tackles diverse global learning crises in teacher edu-
cation. Sixteen researchers and lecturers from Finland and Namibia (five from Finland and eleven from 
Namibia) and three research assistants (Master’s students) collaborate in the project. The project is divided 
into three thematic groups: (1) environmental education and sustainability, (2) early childhood education 
and play pedagogy and (3) school-based studies (SBS) supervision and mentoring. The Namibian team 
are from the Early Childhood Education and Care (ECEC) department while the Finnish team come 
from various units of the education faculty, including ECEC, education and globalization and environ-
mental education. The thematic groups work independently on their focus areas and all researchers 
collaborate on a broader study on building sustainable and meaningful international partnerships in 
teacher education. The project includes annual visits to/from Namibia and Finland as a form of faculty 
exchange as well as a student exchange for twelve students, six from each higher education institution. 
These visits include group work, stakeholder meetings (with decision-makers, university delegates and 
nongovernmental organizations), school and other site visits, as well as conference presentations.

The three authors comprise the environmental education and sustainability thematic group and col-
laborate on developing environmental education through the co-creation of teaching resources, course 
content and research. The two courses discussed in this article were developed independently by the 
Finnish and Namibian teacher educators prior to the beginning of our collaborative project. The courses 
from each institution have been evaluated together through critical discussions on effective environmental 
education, the challenges, and opportunities we have each encountered on our educational journeys, 
and how we see moving forward at our respective HEIs independently and through collaboration, and 
what we see as future trajectories of EE in general. These are presented here as a descriptive comparative 
analysis.

Our collaborative project aims to help integrate sustainability as a cross-cutting curricular theme 
through the co-development of teaching materials. We have created teaching resources on environmental 
learning and outdoor education in Finland and Namibia in collaboration with environmental education 
experts in each country. Demonstrating diverse settings where learning can happen, including Arctic 
snowy forests and Namibian desert dunes, as well as more urban settings, the teaching resources with 
demonstrative videos will be used to strengthen teacher education in our respective HEIs through exam-
ples of inquiry-based and experiential learning. Building collaborative partnerships across and beyond 
HEIs has offered a broadened perspective of what innovative learning can look like and where it 
can happen.
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We begin with an overview of EE in Namibia and Finland, followed by an analysis of the pre-service 
teacher education courses we have designed at our respective higher education institutions (HEIs). What 
follows is a discussion of some of the challenges and opportunities of implementing EE in pre-service 
teacher education across the Global North-South we have identified and conclude with suggestions for 
possible pathways forward in further developing EE in pre-service teacher education and in building 
stronger, more diverse, “ecologies of knowledge” (UNESCO & ICFE, 2021, p. 126).

Environmental education in Namibia and Finland: An overview

The importance of environmental sustainability education continues to be highlighted across global, 
regional, and national levels (European Commission, 2021; Finnish National Agency for Education 
[FNAE], 2014; Namibia Ministry of Forestry, Environment and Tourism [NMFET], 2019; UNESCO & 
ECFE, 2021). Finland and Namibia experience the impacts of climate change in distinct ways. Namibia 
is the driest country in the south of Sub-Saharan Africa, where the environment is semi-arid, and rainfall 
is scarce. Intensifying drought is a challenge for a country where the population relies heavily on land 
for a living (Garrard et al., 2017). In Finland, effects are not yet as harshly felt, although decreasing 
snowfall, increased precipitation, as well as increased heat waves and risk of wildfires in the summer 
months, indicate that Finland’s climate is changing too.

Environmental education and SD a national educational priority in Namibia

After the independence of Namibia in 1990 the education system went through a major transformation 
and made a significant shift from teacher-centered education to learner-centered education, with the 
aim of providing a platform for developing sensory skills that are necessary for learning with/about/of 
the environment. The Namibia Ministry of Education, Arts and Culture (NMEAC, 2016) has fore-
grounded environmental awareness as one its primary goals, aiming to integrate education for sustainable 
development (ESD) into the school curriculum as a cross curricular theme. The National Institute for 
Education Development (NIED) is responsible for the design and development of curricular materials 
for the education system. Environmental Study is used as the main subject for integrating ESD in early 
childhood and pre-primary education, covering topics such as living things, water conservation and 
caring for the environment (NMEAC, 2016).

Namibia’s formal commitment to EE and ESD was first evident in its Constitution, which states that 
the government shall actively promote and maintain the welfare of the people by adopting policies aimed 
at maintaining ecosystems, ecological processes and biodiversity and ensuring the sustainable use of 
“living natural resources” (Republic of Namibia, 1990, p. 46). It informed the development of the country’s 
long- and short-term plans, such as Vision 2030 and National Development Plans, which embrace the 
idea of SD. Most policies and programs in Namibia have been influenced by these national strategic 
frameworks, and all government sectors are therefore required to integrate the principles of SD into 
policy and practice (NMFET, 2019). Namibia is the first South African Development Country (SADC) 
to have a stand-alone national EE/ESD policy that was launched in 2020, seeking to mainstream envi-
ronmental issues in education to enhance environmental literacy. However, despite the emphasis of 
sustainability at the policy level, pre- and in-service teachers still struggle with implementing EE, signaling 
the need for more training on how to integrate the themes into their teaching and make content more 
relevant to learners’ everyday lives (Poulton-Busler et al., 2023). Others too have noted how in many 
African schools and communities “it is necessary to conceptualise what ESD means at the interface of 
poverty, environmental degradation and health conditions” (Lotz-Sisitka & Lupele, 2017, p. 8).

Sustainability in the Finnish core curriculum for basic education

In Finland, sustainability and SD are extensively referenced in the National Core Curriculum for Basic 
Education (FNAE, 2014; Mykrä, 2021, 2023; Wolff et al., 2017). However, their prevalence in curriculum 
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documents does not necessarily translate into its inclusion in teaching practices across different levels 
of education. The curriculum states that schools should offer strong preconditions for, and play a key 
role in, guiding students toward sustainable futures (FNAE, 2014). The current curriculum, drafted by 
the FNAE with input from various stakeholders, was approved by the parliament in 2014, coming into 
effect in 2016. While the core curriculum offers a guiding framework for teaching, there is flexibility 
through which municipalities and schools can adapt the curriculum (Lähdemäki, 2019). Despite extensive 
references to sustainability and sustainable development, the curriculum in its current format is seen to 
be inconsistent in its use of concepts, failing to offer concise conceptual tools to navigate sustainability 
content (Mykrä, 2021), reflective of broader critique on definitional haziness of SD as a guiding conceptual 
tool for EE (Malone & Truong, 2017; Saari, 2021; Selby & Kagawa, 2010). Mykrä (2023) in her in-depth 
analysis of the Finnish core curriculum has argued that the curriculum is “neither consistent nor coherent 
when talking about ecological sustainability” (p. 94).

In Finland, EE content is offered in teacher education to varying degrees across HEIs, but EE courses 
are also offered by other actors outside the formal education system. However, despite Finnish educational 
policies and guidelines foregrounding sustainability education, “sustainability undeniably plays a minor 
role in the education of Finnish teachers” (Wolff et al., 2017, p. 5) and teachers are unprepared to teach 
sustainability content. Finland, a country famed for its excellent education system, can be seen to fall 
short in terms of EE and sustainability education and an analysis of Finnish teacher education has found 
that “Finnish teacher education policy does not live up to UNESCO’s quest for transformative sustain-
ability education” (Wolff et al., 2022, p. 15).

Integrating environmental sustainability education in pre-service teacher education in 
Namibia and Finland

In this section we dive deeper into the two case examples of pre-service teacher training initiatives in 
Namibia and Finland. Here we describe the EE courses we have created in our respective HEIs and 
analyze some of the challenges and successes we have encountered along the way.

Lessons from Namibia: EE throughout the lifespan of teacher education

In 2023 a new transformed curriculum was introduced at the University of Namibia, in which a few 
changes were made to the EE courses. One reason behind revising the EE curriculum was to align the 
courses with governmental policies. After comprehensive groundwork was carried out by a group of 
environmentally minded ECEC lecturers who advocated for the importance of integrating environmental 
issues into the curriculum, new EE modules were introduced in 2023 (see Appendix A). A core curricular 
six-week course “Environmental Education for Sustainability” was launched and is compulsory for all 
students, introducing students to the SDGs. In addition, EE modules are taught in each year of the three-
year ECEC teacher education program, gradually building on foundational knowledge and diving deeper 
into specific topics. Across the EE modules, all thematic units are aligned with SDGs.

The EE curriculum is aligned with the three themes in the national core curriculum. The aim is to 
bridge theory and practice and link course content with the SDGs. Through inquiry-based learning 
students develop lesson plans and projects accompanied with teaching aids made from recycled materials 
that they can use in their future teaching work and school-based studies. Framing the courses through 
education for sustainable development (ESD), students explore the history of SD and ESD and the three 
pillars of sustainability. The course also explores national and global policies related to EE and ESD, 
including the national curriculum. Diverse theories of EE and ESD are explored. Understanding the 
impacts of human activities on their surroundings and the environment, as well as risks of poor resource 
use and waste management are studied. Overall, the aim is to gain an understanding on how sustainability 
can be integrated into teaching as a cross-curricular issue, across subjects and grades. The teaching 
strategies range from experiments to explore climate change phenomena, creative methods such as 
creating teaching tools (songs, poems) and project-based activities on health, safety, and nutrition, equip-
ping students with skills and knowledge on how to introduce these topics in schools in engaging ways.
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Professional development of teacher educators

Professional development initiatives have been created to address several common perceptions of the 
challenges in integrating ESD in Namibian formal schooling, supporting teacher educators in the com-
petencies needed to address ESD content in the curriculum and developing resources to support ESD 
implementation (Poulton-Busler et al., 2023). Finding avenues for creating teaching resources and alter-
native learning spaces beyond the classroom (e.g., afternoon clubs, field trips, tree planting) and designing 
different initiatives to raise awareness of ESD has been an important step in developing curricular content. 
To respond to the lack of teaching resources, UNAM university’s environmental education teacher edu-
cators took part in a professional development course “Sustainability Starts with Teachers” organized by 
UNESCO and Rhodes University. Three teacher educators carried out a Change Project focusing on 
environmental education. As part of the project, they designed a toolkit of teaching aids from recycled 
materials and further developed them with pre-service teacher trainees to involve them from the onset 
in designing their own teaching materials. Findings were shared across the department and ultimately 
the creation of recycled teaching aids became a compulsory assessment criterion for students when out 
on School Based Studies (SBS).

One example of teaching aids is the Big Book Project where language lecturers create short storybooks 
made from recycled materials. The books are used in schools to demonstrate how books can be created, 
especially useful for when books are not already readily available. Storytelling is used to foster the habit 
for reading as part of community projects. The Big Book Project serves as an example of interdisciplinary 
collaboration, as art lecturers assisted in the design and crafting of the books. Other examples of using 
recycled materials include creating face masks and puppets that serve as useful teaching aids in many 
subject areas. In addition, an initiative was carried out on campus, in which a tree was planted for each 
management member as well as for the different departments of the faculty. A tree was also planted for 
each subject in the ECE Department to raise awareness on the importance of a clean environment. The 
resulting garden serves as a conducive teaching space, taking learning outside of the classroom. The 
outdoor space has potential to be further developed and used more extensively as an outdoor learning 
space. It was noted that these sustainability activities brought the unit closer to work together, as regular 
briefs are held to make sure that content is not unnecessarily repeated in other courses through stream-
lining of course content and teaching topics in an integrated manner across the curriculum. It is done 
through critical inquiry and art-based learning and experiential learning.

As a result of the initiative, the teacher educators reported a stronger ESD community across depart-
ments and improved cleanliness and greening of the campus, successful awareness raising and develop-
ment of teaching resources from recycled materials that also saves teacher trainees in teaching material 
costs, integration of creating teaching aids from recycled materials as an assessment criterion, as well as 
creating a database of teaching aids (Poulton-Busler et al., 2023). Despite the success of the capacity 
building “Change” project, work remains in creating more awareness on the importance of a whole-school 
approach to teaching sustainability and the scaling of the project across schools and different campuses 
(Poulton-Busler et  al., 2023). To scale the project-based learning approach in ways that are not too 
time-consuming for students, the projects could be integrated as cross-curricular projects with joint 
assessment, immersing students into interdisciplinary learning during their training.

Teacher trainees’ reflections

After the courses, feedback is gathered from students through feedback forms. Students have expressed 
a sense of empowerment and have been able to discern the connection between what they have learned 
and the curriculum they will be required to teach in schools. After the courses, students have contemplated 
on seeing the connections between the tree planting activities and climate change, energy saving and water 
usage, in addition to the daily relief of shade that the trees provide. It has been these hands-on activities 
of tree planting that have been impactful. It has given insights on how to use water sparingly. Students 
also reflected on the variety of projects that they can replicate in their own teaching, including through 
inquiry-based learning and learning through games. Overall, students have said they have a better under-
standing of what responsible, environmentally friendly, and sustainable choices could look like.
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Lessons from Finland: Optionality as an obstacle in institutionalizing EE?

To address the lack of EE in teacher education at the Finnish university, an introductory course on envi-
ronmental education was created in 2019 and at the time of writing the course is being taught for its fifth 
consecutive year (see Appendix B). The course is an optional five credit (ECT) course and open to students 
from all faculties and is taught each academic year. In 2021 it was selected to be part of the university’s 
Sustainable Development Minor that allows students to choose from a wide range of sustainability-related 
courses, encouraging interdisciplinary learning. While we believe that a course such as this one should 
be open to all students, we also believe that having a core component on sustainability and environmental 
education as a requirement for pre-service teachers is necessary, given that teachers are expected to 
include sustainability content in their teaching, as outlined in the National Core Curriculum (FNAE, 
2014). The original aim of the course was to offer education students an overview of the origins and 
developments in environmental education research and practice, its policy landscape, and a critical 
overview of climate justice and sustainability discourse, including multispecies and posthumanist per-
spectives. As we agree that there is “no one size fits all” approach to addressing complex issues (Russell, 
2019), a “toolbox pedagogies approach” (Saari, 2021) exploring diverse pedagogies and approaches was 
chosen. The six-week course has been taught online through Zoom seminars and a Moodle workspace 
since the COVID-19 pandemic disrupted on-site teaching after the first year’s in-person teaching. 
Assessment is based on active participation in seminars, completion of activities and a final project that 
can be completed individually or as group work.

The course aims to increase understanding of the foundations and diverse approaches to environ-
mental education, to understand and be able to apply key concepts to teaching practices and educational 
planning, as well as to be able to critically examine different frameworks in environmental education 
and assess their applicability to different teaching contexts. In addition, the course encompasses a critical 
examination of the socio-political and ethical issues concerning sustainability, including the exploration 
of climate justice matters from diverse viewpoints, such as how the concerns and welfare of other species 
could be more adequately considered. Recognizing the interconnectedness between humans, other spe-
cies, and the ecosystems we share has been emphasized, and the necessity to “rebalance our relationships 
with the living plane” (e.g., UNESCO & ICFE, 2021, pp. 112–113) has been increasingly acknowledged.

In the course we also explore arts-based pedagogies and creative inquiry as a means of navigating 
eco-anxiety and different approaches related to environmentally oriented education. To address the 
diversity of issues related to environmental education a range of educational frameworks are explored, 
including outdoor education (Vladimirova, 2023), humane education (Saari, 2018, 2021; Weil, 2016), 
common worlds pedagogies (Taylor & Pacini-Ketchabaw, 2019), ecojustice education (Lupinacci, 2020; 
Martusewicz et al., 2015) and multispecies or animal-inclusive intersectional EE frameworks (Lloro-
Bidart & Banschbach, 2019; Russell, 2019). Through case examples of diverse EE initiatives, different 
approaches such as phenomena- and problem-based learning are explored. Exploring the foundations 
and historical trajectory of EE, the course aims to foster critical discussion on the field’s possible future 
trajectories, including through the lenses of participatory youth-led approaches and multispecies 
perspectives.

Fostering space for critical discussions with students has been a core aim and has indeed been a 
richness of the course due to the cross-cultural learning experience through having international students 
from a range of countries across Europe, North and South America, Africa and Australasia. Discussing 
global issues through the lens of diverse situated perspectives has allowed participants to learn from one 
another and identify differences and/or similarities in relation to the issue in question in their respective 
contexts. Students have shared examples of EE programs, policies from distinct contexts, which has shed 
light on shared challenges in advancing EE in practice. The course has thus far offered a unique setting 
for cross-cultural sharing of situated perspectives, as we have been lucky to welcome students from 
different countries across the globe, which adds to the richness of learning.

The most common challenges we identified during the period of teaching the course included a 
growing eco-anxiety among pre-service teachers, a general disappointment in a lack of EE in their degrees 
and frustration in the possibilities of including EE in their teaching practice. Positive developments in 
the five years of offering the course include an increasing number of students interested in the course, 
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despite the course remaining an optional course. However, students with an existing interest in environ-
mental issues enroll in the course. As a result, final projects are of a high-quality and include a diverse 
range of topics, as students use it as an opportunity to design practical tools (e.g., lesson plans) for their 
own future use and application in teaching practices. Many final projects have been lesson or project 
plans (some with teaching aids included), with a few research case studies focusing on environmental 
phenomena, such as wildfires and cloud seeding. Several lesson plans have focused on food systems and 
plant-based diets and their environmental and social impacts through diverse methods, including card 
games. Another popular focus is trash and recycling and activities have included “trash treasure hunts” 
and developing art works and teaching aids from recycled materials. Other projects have included an 
ecojustice education-inspired teaching project on responsible pet ownership through storytelling methods 
and comparative studies on earthquake awareness education.

Teacher trainees’ reflections

After the Finnish course, anonymous feedback forms are filled out by students. Some comments focused 
on the learning process and what the students learned as compared to what they expected to learn. For 
instance, students have shared how one of the insights from the course is an understanding on how large 
the field of EE and how it is much more than knowing about climate change. Other students have high-
lighted a deepening of their understanding of global environmental problems, resulting in wanting to 
find ways to make more responsible choices to protect the planet. Appreciation for the international 
learning community was also reflected in feedback in the ways that knowledge exchange and discussions 
created awareness on initiatives taken in different countries to protect the environment, and what envi-
ronmental education courses are offered. Learning more about ecoanxiety and outdoor education was 
also mentioned. Students have expressed an interest in continuing their learning journey about environ-
mental issues for the purpose of teaching. This has been a recurring issue over the years, as there has 
been a growing need for continuing education in the form of advanced in-depth EE courses. This has 
echoed a recurring theme of a prevailing disappointment in the situation of EE in respective countries, 
dominance of sustainable development in educational policy and the limitations of maintaining a sur-
face-level approach to EE (e.g., focus on recycling) with limited possibilities of integrating critical reflec-
tion discussion on the root causes of the climate crisis or topics that are considered more difficult to 
address.

Discussion: Challenges and opportunities

What might be considered “successful” or “efficient” integration of environmental education in formal 
pre-service teacher education continues to be a topic of deliberation. Through our collaboration on 
co-designing teacher education that is responsive to diverse needs of society, we continue to be faced 
with the question: what does, and should, EE look like in diverse contexts?

The results of the Namibian experience suggested to the Finnish educators the importance of 
environmental education courses that run throughout the lifespan of the teacher education course. 
Starting with the basics followed by incremental progression through the various themes related to 
sustainability with the aim of forming the building blocks for critical thinking that is needed to navigate 
diverse sustainability challenges (and tools for navigating them in diverse classrooms) is a strength of 
the Namibian approach. Rather than opting for a deep dive into the depths of complex sustainability 
challenges, a steady coherent approach that runs alongside other courses offers students opportunities 
to integrate their EE learning into that of other courses. For at least until the next curriculum revision, 
EE will continue to be a core part of the teacher education curriculum. The successful formalization 
of EE modules in Namibia signals the opportunities to institutionalize EE in ways where it could be 
a more inherent element, a building block through which to gradually immerse learners into the 
complexities of sustainability throughout the lifespan of teacher education. What remains a question 
is how to lay fruitful foundations for students who come from different backgrounds and have different 
levels of knowledge.
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Striving to adopt a whole-school approach, a school garden has been created and can be used for 
teaching. In addition, creating teaching aids that are made from recycled materials has become a compul-
sory component and criteria in course assessment. It also helps with saving money, given that not everyone 
has money to buy posters and other materials that might be required for coursework. Conversely, we found 
in our analysis of our respective course syllabi that the birds-eye view approach used in the Finnish optional 
EE course offers important benefits. The course runs over a period of only one and half months, which 
does not allow for a deep immersion into topics, but rather an overview of the broad field that is EE. As 
the course is open to students from across faculties, we do not know whether students have prior knowl-
edge of the field. As a result, some may have a strong background knowledge in EE, while others are 
entirely new to the field. Navigating between diverse starting points is something that needs to be addressed 
each year. For this reason, assignments are designed in a way that offer flexibility in terms of complete 
novices to the field and those who want to dive deeper into specific themes. Overall, one of the main 
differences between our distinct approaches is that the Namibian courses are more practice-driven, while 
the Finnish course is more theory-driven, reflecting the broader landscape of education in each country. 
In Finland, universities have more autonomy to develop their courses, as well as the school system has 
autonomy on how it implements the core curriculum. In addition, Finnish teacher education has a strong 
research focus, while in Namibia alignment with the national core curriculum is firmer.

Navigating institutional constraints

Institutional dynamics play a significant role in the development and implementation of EE. Whereas 
Namibia provides a promising example of the importance of maintaining a thorough focus on EE and 
sustainability across the lifespan of teacher education, some challenges remain in following up on whether 
and how these teachers implement EE content in their future schools and understanding what challenges 
they may face in these institutions. Thus, following up with students once they enter the teaching pro-
fession is seen as a future endeavor to continue the development of responsive teacher education. Working 
more closely with schools can provide valuable information on how teacher educators can better serve 
teacher trainees during their formation. Contrary to Namibia’s close alignment of teacher education 
curriculum with the national curriculum, Finland lags on institutionalizing EE in teacher education. 
While currently only an optional course with limited outreach, the teacher education curriculum risks 
misalignment with the national core curriculum (FNAE, 2014) and its strong sustainability focus. 
Although the strong alignment with SD and sustainability themes, these remain marginalized in teacher 
education. Given possible institutional constraints regarding the inclusion of EE modules, alternative 
ways to infuse teacher education with sustainability themes is needed. Through professional development 
initiatives such as this, training teacher educators could be one promising solution to ensure a more 
holistic understanding of climate change, sustainability, and pedagogical opportunities for the integration 
of themes across curriculum. In efforts to build stronger and broader communities of practice, both 
intra- and inter-institutional, training initiatives can serve as a fruitful starting point to build communities 
of practice. It also brings into light the importance of educating teacher educators, particularly in instances 
where stand-alone EE modules and courses might be difficult to implement. Others too have highlighted 
the importance of educating teacher educators (Wolff et al., 2017). Thus, we find validity in questioning 
whether teacher educators should have professional development and competency building in EE and 
sustainability so that sustainability issues could be addressed across different courses.

Navigating global-local understandings of sustainability

Exploring the contextual contrasts between Finland and Namibia, our collaborative effort across the 
Global North and South illuminated divergent interpretations of “sustainability” and “sustainable life-
styles.” We realized that heavy reliance on sustainable development and sustainability discourse influences 
the trajectory of environmental education course content. Although we acknowledge concerns about 
excessive focus on sustainable development, we see the need for further research on how this terminology 
is understood and how it may change (McKenzie et al., 2015). Despite different starting points, through 
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our critical reflections on integrating EE in teacher education, the importance of situated place-based/
place-responsive approaches became evident. Challenges in how to live with a changing environment 
has been a constant in Namibia and thus learning from Namibian local knowledge can enrich environ-
mental education by offering insights into coping with changing environments, fostering alternative 
relationships with nature. Learning from the past can bring important insights on how to navigate present 
challenges. In Namibia’s diverse regions, embracing local cultural groups and their knowledge, rather 
than solely relying on institutional “experts,” can yield valuable insights. For instance, learning from how 
communities manage human-wildlife conflicts can inform strategies to address current challenges, like 
those between human and elephant populations coping with drought-related hardships. The idea of 
place-based and place-responsive formation of knowledge is crucial for shaping sustainable lifestyles 
through a situated approach. Place-based education involves community-driven efforts to address local 
challenges, integrating hands-on learning experiences into various subjects (Smith, 2002; Sobel, 2004). 
For instance, students may undertake projects like water-saving initiatives, researching and promoting 
water conservation methods within their district.

Unlike place-based education that concentrates on the cognitive development of students as well as 
enhancement of the community, a place-responsive approach has more subtle connotations. A place- 
responsive approach recognizes place as a living entity, emphasizing humans as one part of a broader 
community that includes both human and non-human entities. It prioritizes understanding and respond-
ing to the interconnected ecologies within a place (Lynch & Mannion, 2016; Somerville, 2010; Stevenson 
et al., 2018; Stewart, 2004; Vladimirova, 2023). Place-responsive approaches can open opportunities of 
learning to listen to and notice “diverse language systems like weather, climate, water, soils, birds, insects, 
fungi, forests and other mammals and animals” (Lupinacci et al., 2019, p. 6), offering fruitful lessons in 
learning to live with the planet. Through place-responsive education, students engage deeply with a place, 
challenging harmful, colonial practices and fostering coexistence with non-human beings. For instance, 
a project might involve observing hedgehog life to understand their challenges and explore solutions, 
disrupting human-centered perspectives.

In both educational approaches, local knowledge, including that of Indigenous Peoples, is valuable 
for exploring sustainable practices. Without romanticizing or flattening Indigenous philosophies (Mincks 
& Fong, 2023), we argue that local communities may hold wisdom in how to live in/with a place in more 
sustainable ways (Tom et  al., 2019). Therefore, continuous fostering of intergenerational knowledge 
exchange with a focus on situated perspectives is something we can explore further in our respective 
contexts, both in Finland and Namibia. In addition, international collaborations can provide important 
opportunities for learning with and from diverse peoples to better understand contextual and situated 
perspectives to sustainability.

Have the courses been successful?

How do we know if the courses have been successful? The feedback of the students suggests that the 
courses have offered students some insights into how to teach EE in the field and this has been the reason 
why we have designed assignments in ways that help them prepare for future teaching (e.g. lesson plans, 
teaching aids). In Namibia, the cyclical nature of the training means that some graduates who have 
entered the teaching profession become mentors for existing students. In Namibia students are also 
observed in their teaching practicum, offering opportunities to see how they are implementing EE during 
their teaching placements. Students are shown different ways of implementing EE in the classroom and 
beyond (e.g. tree planting) and whether they can implement EE in their future schools will depend on 
many factors beyond their training (e.g. school resources, administrative support). In Namibia, a growing 
number of students are choosing EE and sustainability as the topic of their project-based learning projects 
in the third year and in research projects in the fourth year of their studies, which is a sign of increased 
interest in EE. While in Finland, we lack evidence regarding whether students continue to practice EE 
once they enter the field, given that our students come from various countries and stages of their studies. 
However, a continued interest in the course and indications from students on the need for an in-depth 
course hint at the importance of the course. In addition, the high quality and diversity of topics covered 
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in final projects and the depth of reflection in course assignments demonstrate a high level of engagement 
and critical thinking from students. In addition, an increasing number of students are choosing EE as 
the topic of their master’s thesis, and there is growing interest among students in pursuing internships 
related to EE (e.g., in forest schools). Nevertheless, longitudinal feedback would be needed to account 
for the course.

Concluding remarks: Does sustainability really start with teachers?

Despite the differences in whether to use SD as a guiding principle and our respective courses being 
either more practice- or theory-driven we have found synergies in how to complement and strengthen 
each other’s expertise through our collaborative work. The importance of a sustainable trajectory for EE 
in teacher education across the lifespan of teacher training and how to motivate student teachers, teacher 
trainers and our broader institutions to foster such continuity remains a source of deliberation.

Returning to the question, does sustainability really start with teachers, we see sustainability as a 
broader challenge that ought to be shared beyond the classroom walls, including through community 
engagement and a whole-school approach. Is it realistic to expect sustainability to start with teachers? If 
“teacher” is viewed through the conventional sense, what tools, resources, training, and other support 
would in- and pre-service teachers need to integrate EE themes into their teaching? Our collaborative 
project has shown that moving forward with EE transformations lies in critical discussions and reflective 
co-design of pedagogies, rather than approaching EE through an idea of ready-made transferability and 
applicability of pedagogical approaches. Further emphasis on Global North-South collaboration is integral 
to working toward holistic educational transformations and avoiding the pitfalls of universalized frame-
works that may run the risk of flattening complex challenges and possible solutions. Significant contextual 
differences affect how learning in and with the environment can happen, highlighting the importance 
of place-based and place-responsive approaches to educational transformations. We also see it as a 
promising opening for unpacking concepts, such as sustainability, that risk remaining abstract without 
contextual analysis.

Our collaboration has uncovered new perspectives to our understandings of sustainability and how 
we might design our teaching in ways that it is more inclusive of diverse perspectives. Through co-creating 
of two work packages in collaboration with EE experts in each country we aim to integrate this content 
into our courses and seek further avenues for future collaboration. Thinking more broadly about the 
future of EE, through our collective inquiry on integrating environmental education in pre-service teacher 
education, we have identified the following as key takeaways:

•	 Investing in international, cross-cultural, cross-sectoral collaboration.
•	 Embracing cultural and natural diversity and situated perspectives.
•	 Incorporating critical environmental learning approaches throughout university curricula.
•	 Addressing institutional constraints in implementing environmental education courses.
•	 Investing in faculty professional development and developing teaching resources and 

competencies.
•	 Enhancing course evaluation via follow-up surveys and longitudinal studies.
•	 Promoting critical environmental education, place-based and multispecies approaches.
•	 Providing students with opportunities to develop teaching resources.

Returning to the question, does sustainability really start with teachers, we consider it a complex issue. 
While teachers undoubtedly play a vital role in teaching for sustainability, they require adequate support, 
resources, and training. This necessitates that educational administrators and policymakers establish the 
essential prerequisites to help teachers effectively integrate sustainability education into teaching. In 
addition, learning for sustainability should extend well beyond the university education and classrooms 
across sectors and disciplines by building diverse communities of learning. Therefore, teachers are an 
important factor in a broader community of practice, and sustainability can begin with them, but with 
the comprehensive support and groundwork of a diverse range of actors in building this community.
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Notes

	 1.	 In this article, we use EE as an overarching term to refer to the vast field of EE with its various approaches (e.g., 
education for sustainable development, education for sustainability, climate change education), while understand-
ing the limitations of such umbrella terms and the intricacies between these approaches. 

	 2.	 This prompt is inspired by the ‘Sustainability Starts with Teachers’ training programme organised by Rhodes 
University’s Environmental Learning Research Centre and UNESCO.    

Disclosure statement

No potential conflict of interest was reported by the author(s).

Funding

This work was supported by the Global Innovation Network for Teaching and Learning (GINTL), funded by the Ministry 
of Education and Culture of Finland. 

ORCID

Maria Helena Saari  http://orcid.org/0000-0002-4120-0311

References

European Commission. (2021). Education for environmental sustainability: Policies and approaches in European Union 
Member States. Directorate-General for Education, Youth, Sport & Culture. https://op.europa.eu/s/zJfT

Finnish National Agency for Education. (2014). Perusopetuksen opetussuunnitelman perusteet [Guidelines for basic educa-
tion national core curriculum]. https://www.oph.fi/sites/default/files/documents/perusopetuksen_opetussuunnitelman_
perusteet_2014.pdf

Garrard, S., Heyns, P., Pfaffenthaler, M., & Schneider, G. (2017). Environmental awareness for sustainable development: A 
resource book for Namibia. Hanns Seidel Foundation.

Hickman, C., Marks, E., Pihkala, P., Clayton, S., Lewandowski, R. E., Mayall, E. E., Wray, B., Mellor, C., & van Susteren, L. 
(2021). Climate anxiety in children and young people and their beliefs about government responses to climate change: 
A global survey. The Lancet Planetary Health, 5(12), E863–E873. https://doi.org/10.1016/S2542-5196(21)00278-3

Lähdemäki, J. (2019). Case study: The Finnish national curriculum 2016—A co-created national education policy. In J.W. 
Cook (Ed.), Sustainability, human well-being, and the future of education (pp. 397–422). Palgrave Macmillan. https://
doi.org/10.1007/978-3-319-78580-6_13

Lloro-Bidart, T., & Banschbach, V. S. (2019). Animals in environmental education: Interdisciplinary approaches to curriculum 
and pedagogy. Palgrave MacMillan.

Lotz-Sisitka, H., & Lupele, J. (2017). ESD, learning and quality education in Africa: Learning today for tomorrow. In H. 
Lotz-Sisitka, O. Shumba, J. Lupele, & D. Wilmot (Eds.), Schooling for sustainable development in Africa (pp. 3–24). 
Springer. https://doi.org/10.1007/978-3-319-45989-9_1

Lupinacci, J. (2020). An ecocritical conceptual framework toward ecotistical pedagogies. In A. S. Gkiolmas & C. D. 
Skordoulis (Eds.), Towards critical environmental education: Current and future perspectives (pp. 1–15). Springer. 
https://doi.org/10.1007/978-3-030-50609-4_1

Lupinacci, J., Happel-Parkins, A., & Turner, R. (2019). Ecocritical pedagogies for teacher training. In M.A. Peters (Ed.), 
Encyclopedia of teacher education (pp. 1–7). Springer Nature.

Lynch, J., & Mannion, G. (2016). Enacting a place-responsive research methodology: Walking interviews with educators. 
Journal of Adventure Education and Outdoor Learning, 16(4), 330–345. https://doi.org/10.1080/14729679.2016.1163271

Malone, K., & Truong, S. (2017). Sustainability, education and anthropocentric precarity. In K. Malone & T. Gray (Eds.), 
Reimagining sustainability in precarious times (pp. 3–16). Springer.

Martusewicz, R., Edmundson, J., & Lupinacci, J. (2015). EcoJustice education: Toward diverse, democratic, and sustainable 
communities (2nd ed.). Routledge.

McKenzie, M., Bieler, A., & McNeil, R. (2015). Education policy mobility: Reimagining sustainability in neoliberal times. 
Environmental Education Research, 21(3), 319–337. https://doi.org/10.1080/13504622.2014.993934

Mincks, E. B., & Fong, R. D. (2023). Indigeneity. Victorian Literature and Culture, 51(3), 427–430. https://doi.org/10.1017/
S106015032300013X

Mykrä, N. (2021). Peruskoulu ekologista kestävyyttä edistämässä: Toimintateoreettinen tutkimus koulun monitasoisesta 
muutoshaasteesta [Basic education promoting sustainability: Practical/theoretical study on schoolings multifaceted 

https://op.europa.eu/s/zJfT
https://www.oph.fi/sites/default/files/documents/perusopetuksen_opetussuunnitelman_perusteet_2014.pdf
https://www.oph.fi/sites/default/files/documents/perusopetuksen_opetussuunnitelman_perusteet_2014.pdf
https://doi.org/10.1016/S2542-5196(21)00278-3
https://doi.org/10.1007/978-3-319-78580-6_13
https://doi.org/10.1007/978-3-319-78580-6_13
https://doi.org/10.1007/978-3-319-45989-9_1
https://doi.org/10.1007/978-3-030-50609-4_1
https://doi.org/10.1080/14729679.2016.1163271
https://doi.org/10.1080/13504622.2014.993934
https://doi.org/10.1017/S106015032300013X
https://doi.org/10.1017/S106015032300013X


The Journal of Environmental Education 505

transformative challenges]. Tampereen yliopiston väitöskirjat, 384, 87–104. PunaMusta Oy – Yliopistopaino. https://
urn.fi/URN:ISBN:978-952-03-1878-9

Mykrä, N. (2023). Ecological sustainability and steering of Finnish comprehensive schools. In M. Trupp, P. Seppänen, J. 
Kauko, & S. Kosunen (Eds.), Finland’s famous education system: Unvarnished insights into Finnish schooling (pp. 85–
104). Springer. https://doi.org/10.1007/978-981-19-8241-5

Namibia Ministry of Education, Arts and Culture. (2016). The national curriculum for basic education. National Institute for 
Educational Development (NIED). https://www.nied.edu.na/assets/documents/05Policies/NationalCurriculumGuide/
National_Curriculum_Basic_Education_2016.pdf

Namibia Ministry of Environment, Forestry and Tourism. (2019). National environmental education and education for 
sustainable development policy. Namibia Environmental Education Network (NEEN). https://neen.org.na/wp-content/
uploads/2023/07/National-EE-ESD-Policy.pdf

Policarpo, V., Monteiro, T. L., Truninger, M., Almeida, A. N. d., & Rodrigues, L. B. (2018). A life of their own: Children, 
animals, and sustainable development. In A. Delicado, N. Domingos, & de L. Sousa (Eds.), Changing societies: Legacies 
and challenges. The diverse worlds of sustainability (pp. 203–225). Imprensa de Ciências Sociais. https://doi.org/10.31447/
ICS9789726715054

Poulton-Busler, R., Simasiku, L. E., & Tshiningayamwe, S. (2023). Caring for the environment – 3R’s: Reuse, reduce, recy-
cle. In UNESCO Office in Harare [159], Education for sustainability change projects in Southern Africa [programme and 
meeting document HAR/2023/ED/7] (pp. 35–38). https://unesdoc.unesco.org/ark:/48223/pf0000387847.locale=en

Rautio, P., Tammi, T., Aivelo, T., Hohti, R., Kervinen, A., & Saari, M. (2022). “For whom? By whom?”: Critical perspectives 
of participation in ecological citizen science. Cultural Studies of Science Education, 17(3), 765–793. https://doi.org/ 
10.1007/s11422-021-10099-9

Reid, A., Dillon, J., Ardoin, N., & Ferreira, J. A. (2021). Scientists’ warnings and the need to reimagine, recreate, and re-
store environmental education. Environmental Education Research, 27(6), 783–795. https://doi.org/10.1080/13504622.
2021.1937577

Republic of Namibia. (1990). Namibian constitution. Legal Assistance Centre. https://www.lac.org.na/laws/annoSTAT/
Namibian%20Constitution.pdf

Rousell, D., & Cutter-Mackenzie-Knowles, A. (2020). A systematic review of climate change education: Giving children 
and young people a ‘voice’ and a ‘hand’ in redressing climate change. Children’s Geographies, 18(2), 191–208. https://
doi.org/10.1080/14733285.2019.1614532

Russell, C. (2019). An intersectional approach to teaching and learning about humans and other animals in educational 
contexts. In T. Lloro-Bidart & V.S. Banschbach (Eds.), Animals in environmental education: Interdisciplinary approach-
es to curriculum and pedagogy (pp. 35–52). Palgrave MacMillan. https://doi.org/10.1007/978-3-319-98479-7_3

Saari, M. H. (2018). Re-imagining the human-nonhuman animal relationship through humane education. In A. Cutter-
Mackenzie-Knowles, K. Malone, & E. Barratt Hacking (Eds.), Research handbook on childhoodnature (pp. 1–11). 
Springer. https://doi.org/10.1007/978-3-319-51949-4_69-1

Saari, M. H. (2021). [Animals as stakeholders in education: Towards an educational reform for interspecies sustainability] 
[Doctoral dissertation]. University of Oulu. https://urn.fi/URN:ISBN:9789526231518

Selby, D., & Kagawa, F. (2010). Runaway climate change as challenge to the ‘closing circle’ of education for sustainable 
development. Journal of Education for Sustainable Development, 4(1), 37–50. https://doi.org/10.1177/097340820900400

Smith, G. A. (2002). Place-based education: Learning to be where we are. Phi Delta Kappan, 83(8), 584–594. https://doi.
org/10.1177/003172170208300806

Sobel, D. (2004). Place-based education: A guide to locally focused teaching. Orion Society.
Somerville, M. J. (2010). A place pedagogy for “global contemporaneity.” Educational Philosophy and Theory, 42(3), 326–

344. https://doi.org/10.1111/j.1469-5812.2008.00423.x
Stevenson, R. B., Mannion, G., & Evans, N. (2018). Childhoodnature pedagogies and place: An overview and analysis. In 

A. Cutter-Mackenzie-Knowles, K. Malone, & E. Barratt Hacking (Eds.), Research handbook on childhoodnature 
(pp. 1–21). Springer. https://doi.org/10.1007/978-3-319-51949-4_76-1

Stewart, A. (2004). Decolonising encounters with the Murray River: Building place responsive outdoor education. Journal 
of Outdoor and Environmental Education, 8(2), 46–55. https://doi.org/10.1007/BF03400803

Stratford, R., & Wals, A. E. (2020). In search of healthy policy ecologies for education in relation to sustainability: Beyond 
evidence-based policy and post-truth politics. Policy Futures in Education, 18(8), 976–994. https://doi.org/10.1177/ 
1478210320906656

Tammi, T., Hohti, R., & Rautio, P. (2020). Editorial: Child-animal relations and care as critique. Journal of Childhood 
Studies, 45(2), 1–6. https://doi.org/10.18357/jcs452202019734

Taylor, A., & Pacini-Ketchabaw, V. (2019). The common worlds of children and animals: Relational ethics for entangled lives. 
Routledge.

Tom, M. N., Huaman, E. S., & McCarty, T. L. (2019). Indigenous knowledges as vital contributions to sustainability. 
International Review of Education, 65(1), 1–18. https://doi.org/10.1007/s11159-019-09770-9

United Nations Educational, Scientific, and Cultural Organization & Common Worlds Research Collective. (2020). 
Learning to become with the world: Education for future survival (Periodical issue ED-2020/WP-28/3). https://unesdoc.
unesco.org/ark:/48223/pf0000374923

https://urn.fi/URN:ISBN:978-952-03-1878-9
https://urn.fi/URN:ISBN:978-952-03-1878-9
https://doi.org/10.1007/978-981-19-8241-5
https://www.nied.edu.na/assets/documents/05Policies/NationalCurriculumGuide/National_Curriculum_Basic_Education_2016.pdf
https://www.nied.edu.na/assets/documents/05Policies/NationalCurriculumGuide/National_Curriculum_Basic_Education_2016.pdf
https://neen.org.na/wp-content/uploads/2023/07/National-EE-ESD-Policy.pdf
https://neen.org.na/wp-content/uploads/2023/07/National-EE-ESD-Policy.pdf
https://doi.org/10.31447/ICS9789726715054
https://doi.org/10.31447/ICS9789726715054
https://unesdoc.unesco.org/ark:/48223/pf0000387847.locale=en
https://doi.org/10.1007/s11422-021-10099-9
https://doi.org/10.1007/s11422-021-10099-9
https://doi.org/10.1080/13504622.2021.1937577
https://doi.org/10.1080/13504622.2021.1937577
https://www.lac.org.na/laws/annoSTAT/Namibian%20Constitution.pdf
https://www.lac.org.na/laws/annoSTAT/Namibian%20Constitution.pdf
https://doi.org/10.1080/14733285.2019.1614532
https://doi.org/10.1080/14733285.2019.1614532
https://doi.org/10.1007/978-3-319-98479-7_3
https://doi.org/10.1007/978-3-319-51949-4_69-1
https://urn.fi/URN:ISBN:9789526231518
https://doi.org/10.1177/097340820900400
https://doi.org/10.1177/003172170208300806
https://doi.org/10.1177/003172170208300806
https://doi.org/10.1111/j.1469-5812.2008.00423.x
https://doi.org/10.1007/978-3-319-51949-4_76-1
https://doi.org/10.1007/BF03400803
https://doi.org/10.1177/1478210320906656
https://doi.org/10.1177/1478210320906656
https://doi.org/10.18357/jcs452202019734
https://doi.org/10.1007/s11159-019-09770-9
https://unesdoc.unesco.org/ark:/48223/pf0000374923
https://unesdoc.unesco.org/ark:/48223/pf0000374923


506 M. H. SAARI ET AL.

United Nations Educational, Scientific, and Cultural Organization & Education International. (2021). Teachers have their 
say: Motivation, skills and opportunities to teach education for sustainable development and global citizenship. UNESCO. 
https://doi.org/10.54675/YXRW9784

United Nations Educational, Scientific, and Cultural Organization & International Commission on the Futures of 
Education. (2021). Reimagining our futures together: A new social contract for education. UNESCO. https://doi.org/ 
10.54675/ASRB4722

Vladimirova, A. (2023). [Body as a response of a place. Postqualitative inquiry into outdoor education] [Doctoral disserta-
tion]. University of Oulu. https://urn.fi/URN:ISBN:9789526237152

Weil, Z. (2016). The world becomes what we teach: Educating a generation of solutionaries. Lantern Books.
Wolff, L.-A., Laherto, A., Cheah, S., Vivitsou, M., & Autio, M. (2022). Transformation toward sustainability in Finnish 

teacher education policy: Promises and shortcomings. Frontiers in Education, 7, 856237. https://doi.org/10.3389/ 
feduc.2022.856237

Wolff, L.-A., Sjöblom, P., Hofman-Bergholm, M., & Palmberg, I. (2017). High performance education fails in sustainabil-
ity? – A reflection on Finnish primary teacher education. Education Sciences, 7(1), 32. https://doi.org/10.3390/educs-
ci7010032

https://doi.org/10.54675/YXRW9784
https://doi.org/10.54675/ASRB4722
https://doi.org/10.54675/ASRB4722
https://urn.fi/URN:ISBN:9789526237152
https://doi.org/10.3389/feduc.2022.856237
https://doi.org/10.3389/feduc.2022.856237
https://doi.org/10.3390/educsci7010032
https://doi.org/10.3390/educsci7010032


The Journal of Environmental Education 507

Appendix A – Namibian courses 

Environmental education for sustainability I

The purpose of this module is to equip students with understanding, skills, dispositions, theoretical understanding, prac-
tical dimensions, values, and competencies regarding teaching of cross-curricular themes in the Junior Primary phase. 
Students will be able to discuss themes in the Environmental Education school syllabus and apply them to the Sustainable 
Development Goals (SDGs). On completing the module, students should be able to:

•	 Define and explain concepts related to environmental awareness and sustainable development.
•	 Explain the purpose of Environmental Studies as a subject in the Junior Primary phase.
•	 Define key concepts related to thematic teaching and integration.
•	 Discuss the importance of environmental awareness in Early Childhood phase.
•	 Interpret the SDGs (17 goals) in relation to the Environmental Studies school curriculum.
•	 Analyze the Environmental Studies school syllabus and apply teacher education content.
•	 of the strategies for teaching Education for Sustainable Development.
•	 Create teaching aids from recycled materials.
•	 Plan and present Environmental Education lessons and peer-assess.

Education for sustainable development

The purpose of this module is to enhance students’ in-depth analysis and application of SDGs in relation to cross-curric-
ular themes at Junior Primary phase. Pedagogical skills on how to teach Environmental Education for Sustainability at 
Early Childhood and Junior Primary phase will form an integral part of this module. Students will be able to apply SDGs 
in cross-curricular theme integration at Early Childhood Education and Junior Primary phases and carry out an environ-
mental change project. On completing the module, students should be able to:

•	 Explain and interpret SDGs and link them to national goals such as the NDP3, Vision 2030, Harambee Pros-
perity Plan.

•	 Analyze the Environmental Education School syllabus themes and sub-themes and link it to the SDGs.
•	 Apply SDGs in teacher education as well as school curriculum for example, greening and bluing the curricu-

lum.
•	 Apply skills to include cross-curricular themes and topics of integration at ECE and Junior Primary phases.
•	 Design materials and teaching aids to teach these learning outcomes in a learner-centred way according to the 

thematic approach by consulting the ECE and Junior Primary Syllabus for specific grades.
•	 Present Environmental Education lessons, peer-assess fellow students and write constructive reflections for 

their portfolio.
•	 Plan, develop and implement a small-scale sustainable environmental change project appropriate at ECEJP 

phases.
•	 Evaluate own and peers’ sustainable environmental change project.

Appendix B – Finnish course

Introduction to environmental education 5 ECTS (Finnish HEI, optional course open to 
students from all faculties)

Objectives and outcomes

Students will:

•	 Increase their understanding of the foundations and diverse approaches to formal/informal environmental 
education.

•	 Understand and be able to apply key concepts to teaching practices, educational planning and/or research.
•	 Be able to critically examine different educational approaches to environmental education and compare their 

efficacy to different teaching contexts and age groups.
•	 Increase their understanding of the socio-political context and ethical issues related to sustainability and 

education.
•	 Explore sustainability issues from points of view of various stakeholders and frameworks.
•	 Explore arts-based and creative pedagogies as a means of navigating eco-anxiety.
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Course content

•	 Foundations and development of environmental education
•	 Ethical and socio-political issues related to climate change and sustainability.
•	 Policies related to sustainability and environmental education.
•	 Exploring sustainability issues from the perspectives of various stakeholders and frameworks, including mul-

tispecies perspectives, posthumanism and critical animal studies
•	 Different pedagogical frameworks, including education for sustainability, outdoor education, humane educa-

tion, ecojustice education.
•	 Pedagogical models including project-based learning, service learning, citizen science and place-based learn-

ing.
•	 Case studies of environmental education activities/projects.
•	 Designing and evaluating environmental education lesson plan or case studies on climate change phenomena.
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