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Toimia tarvitaan valittomasti

uluvan vuoden aikana
julkaistun IPCC:n (hal-
litustenvilinen
tonmuutospaneeli) kuu-
denteen arviointiraport-
tiin koostettu tutkimus-
tieto vahvistaa, ettd il-
maston limpenemisestd
johtuvat muutokset ovat ennennikemiit-
tOmain laajoja, nopeita ja osin peruutta-
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ilmas-

mattomia. Emme voi siirtdd ilmastokriisin
torjuntaa vaan se tulee tehdi vilittomais-
ti (Intergovernmental Panel on Clima-
te Change [IPCC], 2021). Eurooppalai-
nen ilmastolaki velvoittaakin 55 prosentin
pidstévihennykset vuoteen 2030 men-
nessi (Euroopan komissio, 2021). Laki on
juridisesti sitova. IPCC:n raportti tukee
tuhansien tutkijoiden hitihuutoa ihmis-
kunnan ja koko maapallon tulevaisuuden
puolesta, silli olemme nykytahdilla tu-
hoamassa elimii yllipitivit luonnonjir-



jestelmit (Ripple ja muut, 2018). Ihmis-
kunta on jo ylittinyt maapallon kantoky-

Siirtyminen kestiviin

vylle miiritellystd yhdeksistd raja-arvosta y/oteiskunmdn 07 SUUTIN

nelji, joita ovat ilmastonmuutos, bioke-
miallisten kiertojen hiiriintyminen eri-
tyisesti teollisen maatalouden seuraukse-
na, biodiversiteetin menetys ja maa-aluei-
siin liittyvit muutokset, josta esimerkkini
globaali metsikato. Lihestymme kriittistd
rajaa seuraavaksi valtamerten happamoi-
tumisessa (Steffen ja muut, 2015, s. 743).

Kestavid kehitystd edistivin kasvatuk-
sen ja koulutuksen tulee tukea muutosta
hiilineutraaliin yhteiskuntaan. Laajem-
min transformatiivisen oppimisen avulla
tavoitellaan ihmisyyttd, joka ilmenee vas-
tuullisena maailmasuhteena (UNESCO,
2018). Kiynnissi oleva elinkeinoeld-
min ja yhteiskunnan rakenteellinen
muutos tulee muuttamaan tulevaisuu-
den tyotd ennennikemittdmin nopeasti
ja tihin muutostarpeeseen koulutuksen
jarjestdjien tulee reagoida.

Kestava kehitys
muuttaa tyota

aikki ty6 vaikuttaa kestivin kehi-

tyksen osa-alueisiin tavalla tai toi-

ella. Siksi tyon vaikutusten ym-
mirtiminen ekologisen, sosiaalisen ja ta-
loudellisen kestivyyteen ulottuvuuksien
kautta seki kyky soveltaa titd ymmirrystd
omiin tyStehtdviin tulee olla nykymaail-
massa osa jokaisen kansalaisen osaamista.
Myos muut megatrendit, kuten esimer-
kiksi teknologian kehittyminen, digitali-
saatio ja globalisaatio muuttavat ty6ti ja
tyossd edellytettivid osaamista (Oksanen,
2017; Koski & Husso, 2018; Anttila ja
muut, 2018; OECD Forum, 2018; Wor-
Id Economic Forum, 2018).

Siirtyminen kestivdin yhteiskuntaan
on suurin tydn murroksen muutosajuri.

tyon murroksen muutos-
ajuri.

Kestdvyyskriisi ja ilmastonmuutos nih-
dddn usein yksipuolisesti negatiivisena ja
pelottavia tulevaisuudenkuvia lietsovana.
Kuitenkin siirtymd uudenlaiseen, kesti-
vdin tulevaisuuskuvaan luo myos mah-
dollisuuksia. Ratkaisujen luominen vai-
kuttaa tyon sisiltoihin monin tavoin ja
tulee vahvistamaan melko varmasti myds
kokemusta tydn mielekkyydesti ja merki-
tyksellisyydestd (Konst & Friman, 2021).

Tydntekijoiden odotukset oman tydn
vastuullisuudesta ja sen ekologisesta mer-
kityksestd ovat tutkitusti kasvamassa. Kes-
tavit arvot tulevat olemaan tydntekijille
yhi tirkeimpi valintakriteeri ja organisaa-
tiolle erottautumistekija kestdvyyskriisin
ja ilmastonmuutoksen haasteeseen vasta-
tessa. Ty6 on useimmille ihmisille keskei-
nen henkisen hyvinvoinnin lihde. Tyon
imusta ei puhuta turhaan, silli motivaa-
tio saa moninkertaisesti enemmin aikaan
kuin turhaantuminen. Merkitykselliseen
tekemiseen kannustaminen niin tydssd
kuin koulutuksessa on investointi koko
yhteiskunnalle (Martela ja muut, 2017).

Selvdd on, ettd kestivddn kehitykseen
pyrkivd ty6 tulee edellyttimiin talous-
jirjestelmien ja elintapojen uusiutumis-
ta. Kehityksen tulee perustua energiaa ja
resursseja sddstavdan hyvinvointin. Yhtd
lailla kehityksen muutosajurina tulee toi-
mia likaisen energian sijaan puhtaat ener-
giaratkaisut. Poliittisilla pddcoksilld ja ta-
lousjirjestelmin muutoksilla on mahdol-
lisuus kehittad taloutta suuntaan, joka luo
lisdd hyvinvointia ja kiyttdd vihemmin
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resursseja. Joudumme vihentdimiin ma-
teriaalista kulutustamme, mutta tydhon
liittyvien arvojen muuttuessa voimme saa-
da tilalle paljon hyvii, kuten merkityksel-
lisempidd ja mielekkddmpdd tyotd, enem-
min yhteisollisyyttd sekd terveyttd edis-
tavin elin- ja tydympiriston (Max- Neef,
2010; Salonen & Konkka, 2015; Dufva,
2018; Jarvensivu & Toivanen, 2018).
IImastonmuutoksen hillintd ja kesti-
vdin elimintapaan pyrkiminen edistdd
vihreid taloutta. Esimerkiksi suomalai-
nen korkean teknologian ja koulutustason
osaaminen luo puhtaan energian ratkai-
suja ja voi siten hillitd ilmastonmuutosta
globaalisti, lisiten samalla tydpaikkoja ja
toimien viennin edistimisen kautta kan-
santalouden ajurina (Pantsar & Keronen,
2019; Isomiki, 2019). Yritysten liiketoi-
minta kehittyy myds digitalisaation my6-
td. Esimerkiksi anturi- ja mittaustekno-
logiat, robotisaatio, tekoily ja digitaaliset
alustat ovat keskeisid yrityksiin vaikuttavia
digitalisaation teknologioita siirrytties-
sd vihreddn talouteen. Lihialueen mark-
kinoiden lisaksi yritykset voivat tavoitella
laajempaa, perinteiset maantieteelliset ra-
jat ylictavdd markkinaa erilaisia digitaalisia
alustoja hy6dyntien. Digitalisaatioon rat-
kaisut tukevat hiilineutraaliin yhteiskun-
taan siirtymistd vuoteen 2050 mennessd.
Niitd digitalisaation mahdollistavia rat-
kaisuja osana vihredd tyotd ovat esimer-
kiksi dlykkaic sihkoverkot, ilykis litken-
ne, rakennusten energiatehokkuus, kier-
totalouden ratkaisut, terveysteknologia, ja
ICT-infrastruktuuri ja kyberturvallisuus.

Oppilaitokset ja tyoelama
kestavian kehityksen
kehittamiskumppaneiksi

:n jiisenvaltiot ovat sitoutuneet
Kestivin kehityksen toimintaoh-
jelmaan Agenda 2030. Suomi on

ollut edellikivijimaa laatiessaan tavoite-
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lausumien pohjalta kestiavin kehityksen
yhteiskuntasitoumuksen. Tavoitteena on,
ectd kestavd kehitys lipdisee kaikki kou-
lutuksen tasot ja on sekid elinikdisen op-
pimisen avaintaito ettd keskeisti amma-
tillista osaamista. Osaamisen ennakoin-
tifoorumissa tunnistettiin kestivin kehi-
tyksen periaatteiden tuntemus keskeiseksi
tulevaisuuden perustaidoksi (Opetushal-
litus, 2019).

Ammatillista koulutusta niin korkea-
kouluissa kuin toisella asteella on uu-
distettu valtavien muutospaineiden alla.
Koulutuksissa on reagoitu muun muassa
digitalisaation ja muuttuvan tydelimin
vaatimuksiin. Kestivd kehitys, edellytys
elinolosuhteiden turvaamiseksi maapal-
lolla, on koulutuksen kehitystyossd jaanyt
vihemmiille huomiolle. Kuitenkin kesti-
vin tulevaisuuden ja elimintavan raken-
taminen edellyttdd kykyi tarkastella eko-
logisia, taloudellisia, sosiaalisia ja kulttuu-
risia kysymyksid yhdessa.

Tutkimukset osoittavat, ettd kestivi ke-
hitys on mainittu lihinnd koulutuksen
yleisissd tavoitteissa, mutta opetuksessa ja
kdytinnon toiminnassa sen rooli on ollut
vihdinen (esim. Siirild, 2016). Erityisesti
ilmastonmuutoksen ja ympiristokysymys-
ten tulisi olla entistd tirkedammissi roolis-
sa opetuksessa ja sen suunnittelussa seki
arjen toiminnassa kampuksilla. Esimerkin
ja tekemisen kautta hyvit kiytinteet tule-
vat tutuiksi ja todeksi opiskelijoille ja hen-
kilostolle. Elinkeinoelami vaatii ammatil-
lisilta oppilaitoksilta ja korkeakouluilta
monipuolisia osaajia ratkomaan yritysten
kestivyyshaasteita. Suomi pyrkii hiilineut-
raaliksi nopeasti ja varsinkin ilmasto-osaa-
jien koulutuksella alkaa olla kiire (Parvia-
la, 2020).

Kestivd kehitys ja ilmastoymmirrys
ovat osaamisaluetta, jota koulutuksessa



Kestiivi kebitys néibtiin
tulevaisuuden haasteena,
joka ilmioni ajaa jopa

digitalisaation edelle.

on vilttdmiténtd painottaa entistd enem-
min. Opetushallituksen (2019) teettimin
Osaaminen 2035-raportin mukaan selvis-
ti tirkeimmaiksi geneeriseksi eli yleiseksi,
alasta riippumattomaksi osaamiseksi nou-
si kestdvin kehityksen periaatteiden tun-
temus. Kestivi kehitys nihtiin tulevaisuu-
den haasteena, joka ilmi6ni ajaa jopa digi-
talisaation edelle (Opetushallitus, 2019).

Kansallinen koulutuksen arviointikes-
kus Karvi toteutti vuonna 2015 valtakun-
nallisen ammatillisten perustutkintojen
kestivin kehityksen oppimistulosten arvi-
oinnin (Rikkoldinen, 2017). Lahes puolet
opiskelijoista oli kuitenkin sitd mieltd, et-
tei koulutus anna riittdvin hyvin valmiuk-
sia tydelimin kestdvin kehityksen osaa-
mistarpeisiin. Opiskelijat kokivat oppi-
neensa kestdvin kehityksen taitoja eniten
tyopaikalla, kotona ja vapaa-ajalla, ja vi-
hemmin opetuksen yhteydessi. Kestdvin
kehityksen heikoin osaamisalue oli ekolo-
gisen kestdvyyden osaaminen. Arvioinnin
mukaan opettajien suhtautuminen kesti-
vidin kehitykseen on hyvin myonteisti. Si-
ti pidetddn tirkedni avaintaitona kaikille
opiskelijoille ja keskeisend ammatillisena
osaamisena. Opettajat ovat kuitenkin saa-
neet vihin tdydennyskoulutusta kestivin
kehityksen opetukseen. He kokevat, ettd
kestiavin kehityksen tavoitteet toteutuvat
heikoimmin henkilstén osaamisessa ja
sen kehittimisessi.

Ehki keskeisin Karvin arvioinnin tu-
los on riittimdtén panostus oppilaiden
ja opettajien ekologisen kestivyyden tie-
topohjaan ja osaamiseen (Rikkoldinen,
2017). Kestivyyskysymysten ymmirti-
minen ja tulevaisuuden ratkaisujen raken-
taminen edellyttivit ymmarrystd ekologi-
sen kestivyyden vilttimictomyydestd ja
sen kytkenndistd yhteiskuntaan ja tydeld-
madn.

Toinen tirkei tulos on, etti kestivin
kehityksen tietopohjaa tulisi soveltaa tys-
paikalla tapahtuvaan oppimiseen laajen-
tamalla sitd tydpaikan kiytintdjen kehit-
timiseen (Rikkoldinen, 2017). Parhaim-
millaan timi voi laajentua oppilaitoksen
ja tydelimin kehittimiskumppanuudek-
si, joka synnyttdd uusia innovaatioita yh-
teiskuntaan.

UNESCO (2006) on miiritellyt kesti-
vin kehityksen ekologisen, taloudellisen
ja sosiaalisen nikokulmien kautta, jossa
kulttuuri nihdéin kaikki osa-alueet lipai-
sevini ulottuvuutena. Miiritelmin mu-
kaan silld ei tarkoiteta kulttuurisia ilme-
nemismuotoja (esimerkiksi musiikki, pu-
keutuminen) vaan jatkuvaa muutoksen ti-
laa ihmisten kdyttdytymisessd, eliminta-

voissa ja uskomuksissa (UNESCO, 2006).

Kulttuurista muutosta edustaa esimer-
kiksi asenteissa tapahtuva muutos sille,
ettd aurinkopaneelitkin voivat olla Suo-
messakin osa hiilineutraaliin yhteiskun-
taan siirtymisen ratkaisua. Auringonsiteet
eteldisessi Suomessa ovat samaa luokkaa
kuin Saksassa, joka on Euroopan johtavia
markkinoita aurinkoenergian tuotannos-
sa.

Kestivyysajattelun mukainen kisitys
maailmasta rakentuu ekologisen kestivyy-
den perustalle, josta esimerkkini elinvoi-
maiset ekosysteemit. Taloudellinen kesti-

7



vyys rakentuu puolestaan ekologisen kes-
tivyyden varaan ja on keino sosiaaliseen
kestdvyyteen, jolla rakennetaan kestivii
hyvinvointia maapallon kantokyvyn ra-
joissa. Tulevaisuutemme kriisiytyminen
on synnyttinyt tarpeen uudenlaiselle sivis-
tykselle ja oppimiselle, joka auttaa meitd
tavoittelemaan ihmiskunnan hyvinvointia
yhden maapallon rajoissa. Esimerkiksi pe-
rusopetuksen ja lukion opetussuunnitel-
mien perusteisiin tullut ekososiaalinen si-
vistys voi vastata tahin haasteeseen elini-
kidisen oppimisen tasolla.

Mita on eettinen kestavan
kehityksen osaaminen?

oulutuksella on tirkei rooli ajatte-

lun kehittimisessd ja ohjaamises-

a. Koulutuksella voidaan vaikut-
taa sithen, miten nuoret aikuiset ja myds
tulevat sukupolvet suhtautuvat kestivin
kehityksen haasteisiin ja sithen vaikutta-
viin tekijoihin sekd nikevit omat mah-
dollisuutensa vaikuttaa maapallon tilaan.
Koulutuksen tavoitteena on kouluttaa ja
kannustaa oppijoita muutoksentekijoik-
si kestdvin tulevaisuuden mahdollistami-
seksi. Usko omiin vaikutusmahdollisuuk-
siin ja siten positiivisten muutosten teke-
miseen vahvistuu, kun koulutuksessa py-
ritddn kehittdmiin sellaisia taitoja kuten
kriittinen ajattelu, ongelmanratkaisukyky,
uteliaisuus ja yhteistoiminnallisuus. Vas-
taavat geneeriset taidot nihdainkin kestd-
vin kehityksen osaamisen ytimend. Kes-
tivin kehityksen osaaminen yleisend ty6-
elimikompetenssina voidaan jisentii esi-
merkiksi kompetenssiviitekehyksen kautta
(Puurula ja muut, 2020).

Tiivistettynd kestdvin kehityksen osaa-
minen on sitd, ettd osaajalla on tiedot kes-
tivistd kehityksestd sekd taidot ja moti-
vaatio edistdd sitd. Kdytinnon tasolla ti-
mi edellyttdd jokapdivdisen toimijuu-
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Kysymykset vastuullisuu-
desta, tyon merkitykselli-
syydesti ja kestivyydesti

nivoutuvat yhteen.

den vahvistamista. Oppiminen syvenee,
kun oppijat voivat kyseenalaistaa nykyi-
sid kdytdntojd, analysoida niitd kriittises-
ti, ja pohtia uudenlaisia kiytintoji ja rat-
kaisuja yhdessi muiden kanssa. Parhaassa
tapauksessa tuloksena voi syntyd uuden-
laisia toimintatapoja, ja oppiminen voi ai-
kaansaada toivottuja muutoksia yhteisos-
sd ja yhteiskunnassa. Kestdvin kehityksen
oppimisen tavoitteena ei ole vain se, et-
td omaksuisimme kestdvin elimintavan,
vaan kouluttaa oppijoita muutoksente-
kijoiksi. Vastareaktiona kestdvyyshaastei-
siin voi olla apaattisuus tai vilinpitimit-
tomyys, tai usko siihen, ettd joku toinen
korjaa tilanteen. Jotta titd asennetta voi-
daan koulutuksella muuttaa, tarvitaan
yhteistoimintaa ja yhteiséllisyyttd, dialo-
gisia ja osallistavia oppimistilanteita, aloja
ylittdvdd yhteistyotd ja ongelmanratkaisua
(Laininen, 2018; Konst, 2021).

Kysymykset vastuullisuudesta, tyon
merkityksellisyydestd ja kestivyydestd ni-
voutuvat yhteen. Pelkistettyni se tarkoit-
taa sitd, ettd kasvava miird tydelimassi
toimivia ihmisid haluaa liittyd tyotehtd-
viensd kautta osaksi kollektiivista ratkai-
sua aikamme polttaviin kysymyksiin, ku-
ten ilmastonmuutokseen ja yritysten kiyt-
timien tuotantoketjujen vastuullisuuteen.
Miten ammatillisen koulutuksen jirjes-
tdjit ovat huomioineet timin kiynnissi
olevan eettisen kestidvin kehityksen muu-
tostrendin?



Teemanumeron
sisalto

asilld oleva oppimista ja opetusta

uudessa kestivissi maailmassa ki-

ittelevi teemanumero tarjoaa ai-
heesta kolme vertaisarvioitua tutkimus-
artikkelia. Korkeakoulujen tarjoamien
etd- ja verkkototeutusten mairin entises-
tidn kasvaessa Marjo Joshin (2021) ar-
tikkeli Sustainable development in the de-
sign of online degree programmes for natio-
nal cross-studies pureutuu tihin ajankoh-
taiseen teemaan raportoidessaan kehit-
timistutkimuksen neljannen eli viimei-
sen syklin tulokset. Teoriaorientoitunees-
sa artikkelissa argumentoidaan kestivin
kehityksen ja holistisen verkkotutkinto-
jen suunnittelun integroimisen puoles-
ta korkeakoulukontekstissa. Kehittimis-
tutkimuksen aineisto on keritty kansal-
lisen verkkotutkintotyoryhmin jiseniltd,
ja sen johtopddtokset korostavat kansalli-
sen yhteistyon merkitystd verkkotutkinto-
jen suunnittelussa kestdvin kehityksen ta-
voitteiden saavuttamiseksi.

Juuso Puurulan, Taru Konstin, Mervi
Frimanin ja Tuija Koivusen (2021) artik-
keli Suomalaiset korkeakoulut kestivid ke-
hitysti edistimiissi tarkastelee tapaustutki-
muksen tavoin neljid suomalaista korkea-
koulua. Artikkelin motivaatio pohjautuu
sithen, ettd ammattikorkeakouluissa ja yli-
opistoissa on otettu kiyttdon YK:n kes-
tavin kehityksen tavoiteohjelman Agenda
2030 mukaiset tavoitteet. Teoriaosuudes-
sa avatun kestivin korkeakoulun miiri-
telmin perusteella tutkijat analysoivat ky-
seisten korkeakoulujen strategioita, ohjel-
mia, teesejd ja verkkosivuja kestivin kehi-
tyksen ja vastuullisuuden nikokulmasta.
Kokonaisuudessaan artikkeli avaa keskus-
telua korkeakoulujen roolista kestivin ke-
hityksen edistédjina.

Kuten edellinen artikkeli tuo esille, kes-
tivd kehitys on korkeakoulutuksen kes-
keinen teema. Kestivi kehitys on kuiten-
kin kompleksinen ja monitieteinen ilmid,
mistd syystd sen jalkauttaminen opetus-
kdytinteisiin voi olla haastavaa. Satu Ha-
kanurmen, Mari Murtosen ja Tuire Palo-
sen (2021) artikkeli University teachers’ di-
gital stories of sustainable development: A
method for learning to teach pureutuukin
narratiivisen tutkimuksen keinoin kesti-
vin kehityksen opettamiseen ja oppimi-
seen korkeakoulukontekstissa. Tutkijat
loivat aiheesta korkeakoulupedagogisen
kurssin, ja tutkimuksen aineisto koostuu
kurssille osallistuneiden yhdeksin opetta-
jan alku- ja loppuhaastatteluista. Tamin
lisiksi aineistona tarkasteltiin opettajien
tuottamia videomuotoisia tarinoita kesti-
vin kehityksen roolista osana omaa opet-
tajan tyotd. Artikkeli tarjoaa uutta tietoa
siitd, miten opettajat positioivat itsensi
kestivin kehityksen edistdjind, sekd kuvaa
kiytinnon esimerkin pedagogisesta kurs-
sista, jonka avulla opettajien nikemyk-
sid kestdvistd kehityksestd ja sen suhtees-
ta omaan tieteenalaan ja tyohén voidaan
laajentaa.

Vuoden viimeinen julkaisu sisdltdd tee-
manumeron lisiksi yhden vertaisarvioi-
mattoman artikkelin ja kirja-arvion. An-
na Parpala ja Liisa Postareff (2021) esit-
televit artikkelissa Supporting high-quali-
ty teaching in higher education through
the HowU Teach self-reflection tool lukijal-
le korkeakouluopettajien tyon tueksi ke-
hitetyn HowUTeach -itsearviointityoka-
lun, jonka tavoitteena on lisitd opettajien
tietoisuutta omasta opetuksesta reflektio-
kykyid vahvistaen. Ty6kalun kiytto on tu-
kenut opetuksen kehittimisti ja edistinyt
opettajien hyvinvointia. Annukka Tapa-
ni (2021) tarkastelee puolestaan kirja-ar-
viona 42 kirjoittajan voimin toteutettua
uraohjauksen tai paremminkin urakehi-
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tyksen kisikirjaa The Oxford Handbook
of Career Development, jonka toimittajat
ovat Peter J. Robertson, Tristram Hooley
ja Phil McCash. Kirja jakaantuu kolmeen
osaan: kontekstiin, kisitteisiin ja kiytin-
toihin. Kirjasta vilittyy sekd innostus et-
td asiantuntijuus urakehitykseen ja sen yl-
ldttivinkin moniulotteiseen tarkasteluun,
jopa sosiaalisen oikeudenmukaisuuden
edistimiseen.
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Abstract

This study examines the integration of sus-
tainable development in the holistic de-
sign of higher education online degree
programmes for national cross-studies in
Finland. The methodology adopted is de-
sign-based research. The literature com-
bines works from the fields of online degree
programme design and sustainable devel-
opment. The empirical data is collected
from an Online Degree Working Group rep-
resenting various online degree expertise in
applied higher education.

The results of this study highlight the im-
portance of national level collaboration in
efforts to reach sustainable development

goals in online degree programmes for na-
tional cross-studies in higher education.
Key sustainability competencies are com-
bined into online degree programme design
to reveal new considerations for sustainable
development in the online degree educa-
tion context. The results can be utilised by
managers, administrators, and educators
of online degree programmes in higher ed-
ucation organisations who are interested in
implementing sustainable development in
the design phase of the online degree pro-
grammes.

Key words: /igher education, online
degree programme, sustainable develop-
ment, design

Introduction

igitalisation of educa-
tion has been accelerat-
ed by the recent global
pandemic, and prepar-
edness for digital trans-
formation in education
is needed for effective
and planned utilisation
of technologies in digital education. The
sudden move to digital learning has led
to differing levels of digital competence,
implementation, and learning outcomes
(European Commission, 2020), and the
focus has been on digital platforms rather
than pedagogical models for online teach-
ing (Adedoyin & Soykan, 2020). Higher
education institutions (HEI) worldwide
are likely to expand their degree education
offering from traditional to online degree
modes (OECD, 2021), which has created
a need for further research in e-learning
and fully online higher education degrees
(Ghanem, 2020), where less attention has
been placed on holistic design of online
programmes (Kumar, 2014).

Design of online degree programmes
(ODP) supports the sustainable educa-
tional goals (United Nations, 2015; The
Rectors’ Conference of Finnish Univer-
sities of Applied Sciences Arene [Arene],
2020; Universities Finland UNIFI [UNI-
FI], 2020) of life-long learning and equal
access to quality education. HEIs are the
leaders in creating a sustainable society
to various stakeholders (Cortese, 2003;
Koehn & Uitto, 2014; Leal Filho et al.,
2020) and need to reorient their educa-
tion towards inclusion of sustainable de-
velopment (SD) in order to create grad-
uates who have the competence to re-
solve challenges and improve sustainabil-
ity (Wiek et al., 2016). There are many
sustainability-focused and sustainabili-
ty-oriented programs, but it is not clear
how they support the sustainability com-
petence of the students (Brundiers et al.,
2020). Holistic and whole institution ap-
proaches in terms of impact of SD activ-
ities in HEIs are also lacking (Findler et
al., 2019).
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There is an urgent need to move from
research to action in terms of SD integra-
tion to curriculum (Lozano et al., 2017).
Sustainability should be more than an
add-on to curriculum (Tilbury, 2019) and
investment in education for SD (ESD)
should be made to foster institutional SD
(Leal Filho et al., 2020). ESD requires
transformative, action-oriented pedago-
gies that need to be integrated in a comp-
rehensive manner into curricula and can
be enhanced by emerging technologies
(Gonzdlez-Salamanca et al., 2020).

The need for this study arose from the
recently presented sustainable educational
goals for applied higher education (Arene,
2020) where one goal is to integrate SD
in all degree programmes and to produce
graduates with basic SD competence. This
study aims to fill the research gap of in-
tegration of SD into holistic ODP de-
sign by examining how to integrate SD in
the holistic design of ODPs for national
cross-studies. The results can offer new in-
sights into previous research of ODP de-
sign and SD in education by adding SD in
the holistic ODP design. It can also reveal
how SD competences can be supported by
including SD in the design of ODPs. This
paper does not attempt to create new de-
finitions for SD competences, nor does it
result in the creation of a new sustainabi-
lity-oriented degree programme. Instead,
it is a theoretically oriented evaluation to
gain an understanding of how elements
from various SD frameworks could be in-
tegrated into ODP design.

The methodology adopted in this paper
is design-based research (DBR) (Collins
et al., 2004; Wang & Hannafin, 2005)
for holistic design of online degree pro-
grammes in HE. This study discusses the
results of Cycle 4 and methods from the
field of service design are utilised. The
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empirical data is collected from a nation-
al Online Degree Working Group repre-
senting various expertise in Finnish ap-
plied HE online degree education. The
theoretical frameworks utilised for SD are
Rohweder & Virtanen (2009), Wiek et al.
(2011), Lozano et al. (2017) and Brund-
iers et al. (2020) which are compared
against the context of the ODP design el-
ements from DBR Cycles 1-3. The results
of this study are used to further develop
the holistic design of ODDs.

The results can be utilised by managers,
administrators, and educators of online
degree programmes in HEIs who are in-
terested in implementing SD approach in
the design phase of the ODP.

Context of
the study

’ I Yhe research started as part of a
Ministry of Education funded
national project eAMK during

2017-2020 (n.d., a), the aim of which

was to develop an offering of year-round

digital studies through cooperation of
all universities of applied sciences (UAS)
in Finland. The working group was set
up to investigate how an online degree
could be offered as part of national online
cross-studies to be offered on the national
digital platform CampusOnline and how
that process could be supported through
pedagogical planning in terms of study-
ing, teaching and tutoring. National dig-
ital cross-studies were developed as part
of eAMK project through funding from

Ministry of Education in Finland with

the aim of creating a platform for offer-

ing year-round digital studies for students
from all universities of applied sciences.

The online studies are currently offered on

the joint national platform CampusOn-

line (CampusOnline, n.d.).



All 24 universities of applied sciences
in Finland have committed to the prin-
ciples for national cross-studying, which
were approved in a meeting of the Rec-
tors’ Conference of Finnish Universities of
Applied Sciences (Arene) (eAMK, 2017),
including enabling students free mobility
across all universities of applied sciences
in Finland and giving them a chance to
complete degree studies from a national
course offering of digital cross-studies free

of charge.

In addition, through a common frame-
work, all universities of applied sciences
in Finland have committed to a common
goal of reducing the footprint and increas-
ing the handprint with the impact of edu-
cation, research, development and innova-
tion activities that support the efforts for
a more sustainable future (Arene, 2020).
A similar context can be found in the sci-
ence universities in Finland, where they
have shared theses on sustainable devel-
opment and responsibility (UNIFI, 2020)
and joint online course offering is through
a joint platform DigiCampus (DigiCam-
pus, n.d.). However, these are not in the
scope of this study and therefore are ex-
cluded from the study context.

Background
literature

fers to a HE study programme where a

student completes all study credits ful-
ly online and the institution offers the re-
quired support services fully online (Sen-
er, 2015). In Finnish UAS context, the
term ‘Online Degree’ is used to describe
a HE degree that is completed online, has
interactive elements, synchronous online
meetings and guided study (Joshi et al.,
2020).

In this study, an online programme re-

Digitalisation and globalisation have
been major forces in changing education,
but sustainable development has not re-
ceived the required attention in discus-
sions (Konst & Scheinin, 2020), and new
forms of pedagogy can prepare graduates
for the changing world of work (Tyn-
jld & Gijbels, 2012). Strategic planning
is one of the key elements for the design
of successful online programmes (Rovai
& Downey, 2010). According to Eteok-
leous & Neophytou (2019), pedagogical
frameworks created for design of new on-
line programmes can be helpful in suc-
cessful design, implementation and deliv-
ery of the programmes. Design of sustain-
able online programmes include rational
use of resources, focus on social perspec-
tives, integrating the environment of the
programme to wider educational ecosys-
tem and equal study opportunities (Suho-
nen & Sutinen, 2014).

Sustainable development work should
be approached holistically (Sterling,
2005) in terms of management, learning
environments, teaching and learning and
collaboration with internal and external
stakeholders (OKKA Foundation, 2020;
Laininen et al., 2006; Laininen, 2008;
Rohweder & Virtanen, 2009). Sterling
(2003, p. 46) suggests that “Ecological
thinking is essentially holistic but not all
holistic thinking is ecological”, a state-
ment adopted also in this study.

According to Rohweder et al. (2008),
a suitable approach for developing SD in
education is through inquiry-based learn-
ing, where the learning process is seen as
interaction between construction of in-
formation and learning (Hakkarainen,
2003; Hakkarainen et al., 2004). In their
framework, the critical factors of ESD
are categorised into contextual factors as
a framework, mental aspects as changes
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in the learning process for sustainability
and activity related aspects as realizations
of educational practices for sustainabili-
ty. An essential element is the intercon-
nected nature of the SD where all dimen-
sions are linked and form a holistic entity
that shows in both curriculum and course
level and requires HE teachers to under-
stand the multidisciplinary approach re-
quired to improve the quality of SD edu-
cation. According to them, multiple solu-
tions for teaching SD are needed, and this
study contextualises their work in the area

of ODP.

Wiek et al. (2011) state that sustainabil-
ity education should focus on preparing
for problem-solving of future sustainabil-
ity challenges, and their framework can
be used to guide the design of academ-
ic programs, evaluation of teaching and
learning as well as training of staff. They
present the competencies as a layered set
where academic sustainability education
competencies (systems thinking, anticipa-
tory, normative, strategic and interperson-
al competence) are linked to basic compe-
tencies and key competencies in sustaina-
bility. They call for experiments on teach-
ing and learning settings to ensure high
quality SD education, and this study ex-
plores its applicability in an ODP context.

Lozano et al. (2017) propose a more
holistic and systemic sustainability educa-
tion by combining pedagogical approach-
es and competences to deliver education
for sustainable development (ESD) in
HE. They found that there is not a sin-
gle pedagogical approach that alone re-
liably covers all competences, although
some pedagogical approaches may be bet-
ter suited to support the development of
certain SD competences. They propose
a framework where the competences are
connected with pedagogical approaches in
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the course delivery to provide a more holis-
tic approach. They suggest the framework
be tested in different contexts and whilst
this research does not put the framework
into action, it is one attempt at utilising the
framework in the context of ODP design.

Findler et al. (2019) expand the holis-
tic view of how HElIs interact with the sur-
rounding environment and society. They
consider the impacts of HEIs on sustain-
ability education as something that a HEI
has as an organisation and the activities it
conducts. These impacts can be short- or
long-term, which can be difficult to ob-
serve due to complex nature of the causal
pathways. Their framework further clarifies
the direct and indirect impacts that an or-
ganisation or individual may have on SD
impact areas of economy, societal challeng-
es, natural environment, policies, culture,
and demographics. They recommend that
a whole institution approach could be used
to identify the comprehensive impact and
stakeholder groups of HEIs on SD, which
in this present study is considered to be the

ODPs.

Leal Filho et al. (2020) suggest that uni-
versities as leaders of transformation need
leadership to create strategies to connect
people, communities and key areas in pro-
moting SD. They found that some HEIs are
taking a more critical and serious approach
on leadership on SD, which could be rele-
vant for this study, as HEIs in Finland have
committed to the realization of their SD
goals (Arene, 2020; UNIFI, 2020). For
universities of applied sciences, the hand-
print of education is to educate experts who
have basic competence in SD and promote
SD in their work. In addition, the goal is to
integrate SD in all degree programmes and
promote lifelong learning and accessibility
to HE for sustainable change and expertise
(Arene, 2020).



Brundiers et al. (2020) present a frame-
work for key competencies in sustainabil-
ity by adding intrapersonal competency
and implementation competency to previ-
ous competency frameworks drawn from
literature. Their study supports program
and curriculum development and pro-
poses that competencies need to be devel-
oped actively for both students and staff.
They identify the existence of cultural lim-
itations in their study, but as the present
study represents European context, it does
not add to the cultural aspects welcomed
by them. As their framework is applicable
for program implementation and evalua-
tion worldwide, it offers good insights in-
to current sustainability competencies stu-
dents should achieve for better employa-
bility as graduates.

Design framework

his is a qualitative design-based

research (DBR) study, where the

purpose is to examine theoretical
questions in real-life contexts (Collins et
al., 2004) and where the researcher is an
active involved party in the research pro-
cess (Design-Based Research Collective,
2003). Design-based research is an iter-
ative process of design, evaluation, reflec-
tion and redesign, where the theoretical

contributions are implemented in the lo-
cal authentic context and the researcher
takes an active part in the process (De-
sign-Based Research Collective, 2003;
Wang & Hannafin, 2005).

The DBR process for holistic design of
ODPs comprises four cycles (Figure 1)
completed during years 2017-2021. Cy-
cle 1 was a thematic literature search con-
ducted to find principles, models, guides
and process descriptions for designing
ODPs in a HE organisation where the en-
tire organisation follows a specific peda-
gogical strategy, resulting in the initial
holistic ODP design. Cycle 2 included a
focus group discussion with those ODP
teaching staff who were involved in the
design phase of the three ODPs of differ-
ent study fields and their views were used
to develop the design further. Cycle 3 was
a mixed methods study that investigated
how ODP students experience HE edu-
cation in an international and multicul-
tural context. The answers were used to
create design principles for intercultural
context and further develop the holistic
design of online DPs in HE. The current
study presents DBR Cycle 4, which inves-
tigates which elements to include in the
design of ODP:s for national cross-studies
and how to integrate SD into the design.

Cycle 1: Organisational and
pedagogical viewpoint in
holistic ODP design

Cycle 4: ODP expert
group'’s viewpoint of SD
in national ODP design

l

1

Cycle 2: ODP teachers'
experiences of pedagogically
informed ODP design

%

Cycle 3: ODP students'’
experiences of
international ODP

-

Model for holistic
design of ODPs in HE

Figure 1. Design-based research process cycles in holistic design
of online degree programmes
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Phase 1: Prioritising, electronic
questionnaire > Important features

of ODP design for national
- collaboration R
.7 P
Cycle 4: ODP expert Phase 2: Participatory design, fea- Model for
group’s viewpoint of SD | ----> | ture tree > Elements for design of ----> holistic design
in national ODP design ODP for national cross-studies of ODP in HE
% B
\A -’

Phase 3: Thematic interview >
Phase 4: SD in ODP design for
national cross-studies

Figure 2. Cycle 4 in holistic design of online degree programmes

Cycle 4 (Figure 2) comprises four phas-
es with results from an electronic ques-
tionnaire, participatory design and the-
matic interview. The results from Cycle 4
Phase 3 are used to examine how sustain-
ability could be integrated in the design
of ODPs for national cross-studies (Phase
4) to further develop the model for de-
sign of ODPs created in the previous cy-
cles of DBR.

This study focuses on the process of
integrating SD in the holistic design of
ODPs for national cross-studies, and

therefore does not present the implemen-
tation of SD in the actual ODPs.

Data and methods

ata protection regulation was fol-

lowed in collecting data and in-

formed consent was gained from
the data subjects (European Commission,
2018). All empirical data in Phases 1-4 in
Cycle 4 of DBR process was collected be-
tween 2020-2021 from the national On-
line Degree Working Group (ODWG)
consisting of seven universities of applied
sciences (UAS) out of a total of 24 in Fin-
land.
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Description of data subjects

The ODWG was selected as the data sub-
jects in this study as they represent var-
ious ODP expertise, including pedagog-
ical, technical and instructional. During
2019-2020, the ODWG created nation-
al recommendations for the use of ODP
definition, held a webinar series detailing
ODP design process and good practices
(eAMK, n.d., b), as well as released a pub-
lication (Joshi et al., 2020) as a guide for
those planning to set up new ODDPs.

The ODWG participants work in their
organisations as experts and developers of
online pedagogy and guidance; mentors
and trainers for online teachers; experts in
pedagogical use of educational technolo-
gy and environments; and in research re-
lated to online pedagogy. Moreover, the
ODWG represents universities of applied
sciences that offer different types of ODP
implementation in different study fields,
including health, information technology
and business, and the universities repre-
sent different geographical regions as well
as size in terms of number of students and
staff. Therefore, the working group can be
considered representative of the ODP de-



velopment needs in Finnish applied HE
context, and their views can be considered
valid for this present study.

In the design of a qualitative study,
components of an integrative model may
affect and be affected by one another
(Maxwell, 2008, p. 215). Various integra-
tive methods (Wang & Hannafin, 2005)
were used to collect the data during Cy-
cle 4 to gain a wide expert view from the
participants (Table 1). Each phase had a
different focus, with all three contributing
to the design of higher education online
degree programmes (ODPs) for national
cross-studies.

Phase 1

The purpose of Phase 1 of Cycle 4 was
to investigate what elements of the ini-
tial ODP design model created in Cycle
1-3 of DBR process would be considered
important by the national ODWG for
ODPs completed as cross-studies through
national collaboration. The participants
were sent an electronic questionnaire
through Webropol electronic survey tool

in January 2020 in Finnish. This meth-
od was selected to gain an objective view
from all participants.

The participants were informed the
questionnaire was anonymous, all data
would be handled as group data instead of
individual answers and the results would
be used for designing national ODPs for
cross-studies and the holistic design of
ODPs in the DBR process.

The questionnaire consisted of 18 state-
ments representing elements from the ho-
listic ODP design created in Cycle 1-3
of DBR process. The participants were
asked to mark using Likert scale 1-5 to
indicate which elements they considered
the most important (5) in the design of
ODPs for national cross-studies and the
least important (1). All seven participants
from six universities of applied sciences
that formed the ODWG for eAMK pro-
ject during the time of the survey (eAMK,
n.d., a) and were invited to participate in
Phase 1 gave their response, making the
response rate 100 %.

Table 1. Methods and focus of data collection in DBR Cycle 4

DBR | Method Focus
Cycle 4
Phasel | Electronic questionnaire Prioritising elements of holistic ODP design
for national collaboration in ODP design
Phase 2 | Online visualisation and Identifying key elements for ODPs completed
participatory design through national cross-studies
Phase 3 | Online thematic focus group Identifying what elements are needed in
interview integrating SD in the design of ODPs
completed through national cross-studies
Phase 4 | Comparison Comparing interview results against
categorised SD key competencies and
prioritised ODP design elements

19



Phase 2

The purpose of Phase 2 was to investi-
gate what elements are needed in design-
ing ODPs completed through nation-
al cross-studies. Seven participants from
six universities of applied sciences that
formed the ODWG for eAMK project
(eAMK, n.d., a) took part in the second
phase of the DBR Cycle 4.

The methods for Phase 2 were selected
from the field of service design. DBR fo-
cuses on the researcher in the local con-
text, whereas service design focuses on the
user, therefore service design can be seen
to support DBR processes (Keskitalo &
Vuojirvi, 2018) in creating new services
in higher education. Approaches of service
design are used to some extent in higher
education pedagogy, for example in creat-
ing new services for specified groups (Joshi
& Alavaikko, 2020). Moreover, holistic
design principles are also part of service
design (Stickdorn et al., 2018), meaning
that various actors and stakeholders in the
organisation should be involved in the de-
sign process. Thus, visualisation and par-
ticipatory design were selected as methods
in this phase to involve the participants in
the design.

The empirical material was collected
as an online participatory design process
using a feature tree visualisation with an
electronic mindmapping tool Coggle.it in
March 2020 to go through service design
process of generating (Moritz, 2005) and
to select features that would be the most
relevant for supporting the design. The ba-
sis for the diagram was taken from DBR
Cycles 1-3. The resulting multicoloured
diagram was then reviewed with the par-
ticipants.

The task of the ODWG participants
20

was to participate in the design process by
adding, removing or changing features of
the tree, thus resulting in a revised mod-
el that would show relevant elements for
supporting the design of ODP through
cross-studies. The results of the feature
tree were later used as a basis for a par-
ticipatory workshop organised as part of
the eAMK project where teachers and ed-
ucators as stakeholders were given the op-
portunity to comment and make sugges-
tions to the preliminary categories for fu-
ture visions of ODPs in Finland. The re-
sults were analysed and categorised by the
ODWG and future visions for national
ODPS were created and published (Joshi
et al., 2020).

Phase 3

The purpose of this phase was to inves-
tigate what elements are needed in inte-
grating SD in designing ODPs complet-
ed through national cross-studies. Four
participants from seven universities of ap-
plied sciences that formed the ODWG
took part in the third phase of the DBR
Cycle 4, which was held as a thematic fo-
cus group interview. The author moderat-
ed the discussion according to the set of
questions sent to the group prior to the
interview to stimulate the discussion (Ed-
wards & Holland, 2013).

The participants were asked to take part
in the interview via an email invitation.
The invitation was sent to the entire OD-
WG. In total 8 participants were invited,
out of which 4 accepted the invitation, 2
declined and 2 did not respond. The in-
terview was held using Zoom (zoom.us)
platform. The meeting lasted for one hour
and it was recorded and later transcribed
for research purposes. The participants
were informed that there would be the-
matic analysis of data, where individual



answers or institutions would not be iden-
tified. They were explained their views
would be used in further development of
the holistic design of ODPs.

The interview was held in Finnish in
May 2021. The interviewer led the dis-
cussion and structured the session accord-
ing to questions that were shared with the
participants beforehand. The questions
asked were:

1. How is SD considered in the design

of ODPs in your HEI?

2. How could SD be included in the

future visions for national ODPs?

3. How could the SD goals of Finn-

ish applied HEIs by Arene (2020) be

implemented in the design of national

ODPs in the future?

The interviewees were briefly presented
the ODP design principles and future vi-
sions, and the SD goals of Finnish applied
HEIs by Arene (2020) at the beginning
of the interview to ensure they all under-
stood the terms and topics as intended for
the purposes of this study.

Phase 4

The purpose of Phase 4 was to compare
the results of the previous phases against
SD key competencies to identify which
elements in integrating SD in the design
of ODPs completed through national
cross-studies. A key competency in sus-
tainability according to Brundiers et al.
(2020, p. 17) is:
A distinctive and multifunctional com-
petency, which is composed of several sus-
tainability competencies that functionally
relate to each other. It facilitates achiev-
ing successful performance and a posi-
tive outcome that progresses sustainability
(given what is known, valued, and
aspired at a given moment in time),

while working on specific sustainability
challenges and opportunities in a range of
contexts.”

The key sustainability competences were
combined from the frameworks of Ro-
hweder & Virtanen (2009), Wiek et al.
(2011), Lozano et al. (2017) and Brund-
iers et al. (2020). These were selected as
they are frameworks that can inform aca-
demic program design to enhance the de-
velopment of SD competencies in educa-
tion. It should be noted that the compe-
tencies were combined according to de-
scriptions only for the purposes of com-
parison in this study, and they should not
be considered as new definitions or sum-
maries of key competencies.

Results

Phase 1

he results from Phase 1 in Table 2

I show that the highest importance

in the design of national ODPs

is placed on the use of external collabo-
ration and support from management
(M=4.9, SD=0.38 each). These two are
followed in importance by quality frame-
works (M=4.71, SD=0.76), with agree-
ment on the importance of internal col-
laboration, continuous pedagogical and
technical support for staff and continuous
support for students (M=4.71, SD=0.49
each). Pedagogical training given to ODP
staff (M=4.57, SD=0.53) was seen as im-
portant by most, and developing ODP
curriculum, technical training for staff,
creating and supporting ODP communi-
ty (M=4.43, SD=0.79 each) were all seen

equally important.

There was also agreement on the im-
portance of future visions (M=4.43,

SD=0.53), followed by slightly more de-
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Table 2. The mean scale (1-5) and standard deviation (SD) of the importance of ODP
design elements for design of national ODPs for cross-studies

ELEMENT

External collaboration of UAS
Support from management

Applying a quality framework
Internal collaboration at UAS

Continuous pedagogical and technical support for ODP staff

Continuous support for ODP students
Pedagogical training to ODP staff
Developing ODP curriculum

Technical training to ODP staff

Creating and supporting ODP community
Considering future visions

Considering strategy of UAS

Applying a pedagigical framework
Marketing of the ODP to future students
Developing online learning environments

Considering international and intercultural aspects

Creating instructional templates
Creating a joint online learning environment

MEAN SD

4.90 0.38
4.90 0.38
471 0.76
471 049
471 0.49
471 049
4.57 0.53
443 0.79
443 0.79
443 0.79
443 0.53
4.29 0.76
4.29 0.76
4.29 0.49
4.14 146

3.86 0.69
3.71 0.95
3.57 140

viated opinions on the importance of
UAS strategy and pedagogical framework
(M=4.29, SD=0.76), followed by the mar-
keting of ODP (M=4.29, SD=0.49). Tak-
ing into consideration international and
intercultural aspects (M=3.86, SD=0.69)
was rated lower in importance. The least
importance was placed on creating a joint
online environment (M=3.57, SD=1.4),
but deviated the most, as did developing
online learning environments (M=4.14,
SD=1.46). Also creating instructional
templates (M=3.71, SD=0.95) was placed
low in importance but showed more de-
viation.

Phase 2

The results from Phase 2 revealed modifi-
cations to the feature tree by the partici-
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pants only in the part that focused on col-
laboration and combining pedagogy and
technology. Other parts were felt to be rel-
evant and covered important aspects to be
considered in the ODP design for nation-
al cross-studies (Figure 3 page 23).

Phase 3

Question 1: Considering SD in the design
of ODPs in HEIs

The results for question one in Phase 3 re-
vealed that in terms of considering SD in
the context of ODPs in their own HEI,
accessibility was one of the most impor-
tant factors mentioned, as offering ODPs
can ensure access in terms of location,
gender, curriculum and modes of study.
SD was mentioned to be a new focus area



teachers co-creating oniine degree courses
Co-creation

intercultural communication

online degree staff
Online community
online degree students

in HEI strategy, and whilst carbon foot-
prints were calculated more previously,
now the approach was becoming more
holistic. SD was said to be included as an
integrated element in many curricula.

Some HEIs offered separate SD cours-
es for students and staff, and even en-
tire degree programmes, although not
as an ODP. Enthusiastic staff were seen
by many as an important aspect of SD
in HEI, and students were described to
have a good understanding of ecological
aspects but not so much of SD as a whole.
Technical aspects of ODP were said to in-
crease responsibility in terms of selecting
and supporting the use of certain tools, al-
so indicating better data security and pro-
tection.

Question 2: Including SD in the future
visions for national ODPs

The results for question two revealed that
SD could be included in the future visions
for national ODPs by offering courses re-
lated to SD that could increase students’
possibilities to take courses according to

their own interests and thus increase com-
petences in the field and SD. In addition,
it was seen that integrating SD in ODP
visions could support national collabora-
tion and SD development in a multidis-
ciplinary manner. International aspects
were seen as an additional possibility for
visions, including international virtual ex-
change, social entrepreneurship, and so-
cial responsibility in educating develop-
ing countries. Future signals were seen
as important in order to include SD in
the ODP design in the future, taking in-
to consideration future professions, com-
petence needs and achieving generic skills
for future working life.

Another aspect mentioned in relation
to future development and possibility was
new types of degree studies, such as micro
degrees, and more agile ways of achiev-
ing competence instead of degree stud-
ies. A positive aspect was seen to be in-
creased possibilities for national collab-
oration and levelling the size differences
of different UAS’s, where smaller UAS’s
could benefit from collaboration and their
students could get better access to stud-
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Figure 3. Feature tree of ODP elements supporting ODP design for national
cross-studies
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ies. Professional development and compe-
tence-based curricula were considered as
an important aspect of supporting SD in
future ODPs. Thesis work, participation
in projects and working life collaboration
were seen important in integrating SD in
the future visions of ODP.

Question 3: Implementing SD goals of
Finnish applied UASS by Arene (2020) in
the design of national ODPs in the future

The third question of how the SD goals
of Finnish applied UAS’s by Arene (2020)
could be implemented in the design of na-
tional ODPs in the future revealed that
ODPs can answer many of the SD goals
by offering free and open online materials,

content and tools for studying SD online.
Accessibility to tools was seen as a possible
challenge, as some may not have the possi-
bility to use tools or programmes needed
for the online studies. Student wellbeing
and strengthening the sense of communi-
ty amongst students and staff was high-
lighted considering the current pandemic.

An interesting suggestion was made to
include online studying as one element in
calculating the carbon footprint and ena-
bling the mode and environment of study
to be one element. This was seen as a pos-
sible way for ODPs to impact SD on a
wider scale. In terms of global aspects,
it was mentioned that SD goals differ for
export of education, projects and degree

Future
orientation

Normative
competence

Systemic
thinking

Co-operation and
communication

Critical thinking

Strategic action

Table 3. Combined key competencies in sustainability

Rohweder &
Virtanen (2009)

Context (time
perspective)

Mental aspects
(Value clarification,
motivation building)

Mental aspects
(Systemic thinking);

Context (Integration;

spatiality)

Activities
(Partnerships,
cooperation and
communication)

Mental aspects
(critical reflection)

Activities
(participation)

Wiek et al.
(2011)

Anticipatory
competence

Normative
competence

Systems thinking
competence

Interpersonal
competence;
Normative
competence

Strategic
competence;
Integrated problem-
solving competence
(Wiek et al., 2016)

Lozano et al.
(2017)

Anticipatory
thinking; Tolerance of
ambiguity

Justice, responsibility
and ethics; Empathy and
change of

perspective

Systems thinking;
Assessment and evalu-
ation

Personal involvement;
Interdisciplinary work;
Communication and use
of media; Interpersonal
relations and collabo-
ration

Critical thinking and
analysis

Strategic action

Brundiers et al.
(2020)

Futures-thinking
competency

Values-thinking
competency

Systems-thinking
competency

Interpersonal
competency

Interpersonal
competency

Strategic-thinking
competency, Imple-
mentation competency;
Integrated problem-
solving competency
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studies in Finnish UAS’s. Future foresight
in design and integration of SD goals into
ODP design as well as participation were
seen as important.

Phase 4

The descriptions of the key competencies
from the frameworks of Rohweder & Vir-
tanen (2009), Wiek et al. (2011), Lozano
et al. (2017) and Brundiers et al. (2020)
were compared and then combined into
six main categories (Table 3 page 24) to
facilitate the analysis of interview results.

The key sustainability competencies and
interview results were compared against
Phase 1 elements of prioritised ODP de-
sign to identify how SD could be integrat-
ed in the design of ODPs (Table 4 page
26).

Discussion

’ I Yhis study examined how to in-

tegrate sustainable development

(SD) principles in the design
of higher education online degree pro-
grammes (ODPs) for national cross-stud-
ies. Three phases were used to gather da-
ta for supporting the design of ODPs for
national collaboration, out of which the
last phase focused on integrating SD in
the design.

When looking at the results, the impor-
tance of collaboration is highlighted. This
can be considered as an expected result to
some extent, since the aim was to create
design principles for national cross-stud-
ies which are currently offered on a na-
tional joint platform for online studies.
This may support findings by Leal Fil-
ho et al. (2020) where partnerships with
stakeholder organization networks are
needed for successful leadership of SD

initiatives. First, in Phase 1 the priori-
tised list of design principles showed the
external collaboration between UAS’s as
the most important, followed by support
from management, utilisation of quality
framework and internal collaboration. In
Phase 2, collaboration was added as an el-
ement in the feature tree, and in Phase 3,
when comparing the results of the inter-
view to the categorised key sustainabili-
ty competencies, the most answers were
found focusing on the category of co-op-
eration and communication. Lozano et al.
(2017) detail the appreciation of different
disciplines as one principle. In this study,
multidisciplinary work was seen as some-
thing that could enhance inclusion of SD
in future ODPDPs.

Interestingly, no answers in Phase 3 in-
terview were found for prioritised ODP
element 2, support from management, or
4, internal collaboration. This could be
since the focus of the research was nation-
al collaboration. Another reason might
be that internal collaboration and man-
agement involvement is expected and in-
stead, the benefits of external collabora-
tion are highlighted, as was the case in
ODP element 1. Leal Filho et al. (2020)
found that leadership is needed to connect
people, communities and key areas in pro-
moting SD. The lack of specific mentions
on leadership or management in Phase 3
could indicate that SD goals are seen to be
integrated in the HE strategy overall. Ster-
ling (2005) suggested that SD should be
approached holistically by including man-
agement, learning environments, teaching
and learning and collaboration, an impor-
tant aspect also in ODP design (Kumar,
2014).

Strategic action and systemic approach
were the second most commonly found
category in Phase 3. Rovai & Downey
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Table 4. Comparison of ODP design elements, key sustainability competences and thematic

Prioritised ODP design
elements (Table 2)

Key sustainability
competencies (Table 3)

interview results Q1-Q3

Q1: SD in the design of
ODP in HEIs

Q2: Including SD in
future visions for
national ODPs

Q3: Implementing Arene
SD goals in future
national ODPs

1. External collaboration
of UAS

2. Support from
management

3. Applying quality
framework

4. Internal collaboration
at UAS

5. Continuous pedagogi-

cal and technical
support for ODP staff

6. Continuous support
for ODP students

7. Pedagogical training
to ODP staff

8, Developing ODP
curriculum

9. Technical training to
ODP staff
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Co-operation and
communication

Co-operation and
communication

Systemic thinking,
Strategic action

Co-operation and
communication

Co-operation and
communication

Co-operation and
communication

Normative compe-
tence

Systemic thinking

Co-operation and
communication,
normative compe-
tence

Enthusiastic staff in
supporting SD

Developing students’
understanding of SD as
awhole

Including SD in curricula,
courses and DPs

Responsibility in terms of
selecting and supporting
the use of certain tools,
indicating better data
security and protection

« Multidisciplinary nation-
al collaboration and SD
development

« Wider access to studies
through national collab-
oration for students and
smaller UAS's

« Considering future
professions, competence
needs and achieving
generic skills for future
working life

» Supporting SD in ODP
through professional
development

« Offering courses related
to SD toincrease access
and competences in the
field and SD

+ Supporting SD in

ODP through compe-
tence-based curricula

* Integrating SD in thesis
work, projects and work-
ing life collaboration

+ Creating new types of
degree studies and more
agile ways of achieving
competence

Partipication in the design
and integration of SD
goals into ODP design

Impacting SD by including
mode and environment

of study (online studying)
in calculating the carbon
footprint



Prioritised ODP design
elements (Table 2)

Key sustainability
competencies (Table 3)

Q1: SD in the design of
ODP in HEIs

Q2: Including SD in
future visions for
national ODPs

Q3: Implementing Arene
SD goals in future
national ODPs

10. Creating and support-
ing ODP community

11. Considering future
visions

12. Considering strategy
of UAS

13. Applying pedagogical
framework

14. Marketing of the ODP
to future students

15. Developing online
learning environments

16. Considering interna-
tional and intercultural
aspects

17. Creating instructional

templates

18. Creating ajoint
learning environment

Co-operation and
communication

Futures thinking,
Strategic action

Systemic thinking,
Strategic action

Systemic thinking,
Strategic action

Futures thinking

Futures thinking,
Strategic action,
systemic thinking

Co-operation and
communication,
systemic thinking

Co-operation and
communication,
Strategic action

Co-operation and
communication,
Strategic action

Holistic approach to SD in
strategy

Better access in terms of
location, gender, curricu-
lum and modes of study

* All questions related to
this element

Possibilities for interna-
tional virtual exchange,
social entrepreneurship,
and social responsibility
in educating developing
countries

Student wellbeing and
strengthening the sense
of community amongst
students and staff

Utilising future foresight
in the design and integra-
tion of SD goals into ODP
design

Support SD goals by
offering free and open
online materials, content
and tools for studying SD
online

Considering the differing
goals for export of educa-
tion, projects and degree
studies

(2010) identified strategic planning as a
key element for design of successful on-
line programmes. Leal Filho et al. (2020)
identified involvement of management
in all levels important in overcoming SD
leadership challenges. This is supported
by the findings in this study, as manage-
ment support and use of quality frame-
works could add value to integration of
SD into ODP design. What is more, uti-
lising future foresight in the design and
integration of SD goals into ODP design
was seen important in implementing the

joint SD goals. Systemic thinking was ev-
ident also in expansion of local to interna-
tional context in SD, which according to
results of this study could give better ac-
cess to studies in terms of location, gen-
der, curriculum and modes of study. Also
new international aspects, such as virtu-
al exchange, were seen as possibilities for
SD given by ODP, although in Phase 1
the international and intercultural aspects
were not seen the most important ele-
ment in the design of ODPs for national
cross-studies.
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Eteokleous & Neophytou (2019) sug-
gested that pedagogical frameworks can
help the design, implementation and de-
livery of new online programmes. Lozano
etal. (2017) found that some SD compe-
tences can be reached better by means of
certain pedagogical approaches, but that
no single pedagogy can cover all com-
petences. In this study, the pedagogical
framework received no mentions in Phase
3. One reason may be that currently most
courses for national cross-studies are of-
fered by a specific UAS and follow their
pedagogical approach. This may vary in
the case of co-created or joint courses.

The prioritized ODP elements 5, 6 and
7 from Phase 1, which were all related to
pedagogical and technical support and
training, were also found important in
Phase 2, indicating that it is important to
support and train staff in national collab-
oration, but surprisingly did not appear
in Phase 3. Findler et al. (2019) suggest
the competent working staff to be the im-
pact of education on society. In Phase 3,
the answers focused on developing stu-
dents’ competencies, although the impor-
tance of enthusiastic staff was mentioned.
This could be related to the fact that at
UAS’s the focus of ESD may be more on
increasing students’ understanding and
giving them skills for better employabili-
ty, although Brundiers et al. (2020) found
that ensuring the competence of staff is
equally important.

It is worth noting that ODP study
mode supports digital working life skills
and online context creates possibilities for
increased competence in SD and field,
belonging to the category of communi-
cation and utilisation of ICT (Lozano et
al.,, 2017). However, Wiek et al. (2011)
rightly suggest that students may be over-
whelmed to achieve all of the sustainabili-
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ty competencies alongside other key com-
petencies, and much rests on the academ-
ic program’s level and ability to integrate
the competence-based sustainability edu-
cation into practice with staff training and
incentives (Wiek et al., 2016). The more
teachers are aware of their own profession-
al development, the more they give oppor-
tunities for learning to students (Nykinen
& Tynjili, 2012).

Students were also mentioned in terms
of improving their wellbeing, belonging
to community and increasing accessibili-
ty to courses. Wiek et al. (2011) list con-
cepts of safety and happiness in norma-
tive competence, and concept of solidarity
in interpersonal competence. In Phase 1,
supporting the community followed ped-
agogical and technical support and train-
ing in the prioritization, and in Phase 2,
community element is also linked to col-
laboration. Thus, in Phase 3, wellbeing
and supporting the ODP community can
be seen as supporting the competency of
co-operation and communication.

The prioritized element 8 in Phase 1
was developing ODP curriculum, and in
Phase 3 it was categorised as supporting
the systemic thinking competency. Inte-
gration of SD to teaching and learning ac-
tivities and curriculum work was seen as
a key element by Rohweder & Virtanen
(2009) and Tilbury (2019), and curricu-
lum development (Brundiers et al, 2020)
must be put into action (Lozano et al.,
2017). In this study, several suggestions
were made in Phase 3 to highlight how
ODPs can offer possibilities for SD in cur-
riculum development, such as focusing on
competence-based curricula and creating
new types of degree studies. An interest-
ing detail was the integration of SD into
thesis work, projects and working life col-
laboration, as working life orientation is



at the heart of competence-based learning
and teaching approaches at the practical-
ly-oriented universities of applied scienc-
es.

A perhaps surprising result was that on-
line learning environments, marketing
materials or instructional templates were
not highlighted in the results, as they re-
ceived no mentions in Phase 3, and in
Phase 1 there was variation in the impor-
tance placed. In Phase 2, they were con-
nected to the same part of the feature
tree, which could perhaps indicate that in
Phase 3 they were all mentally connected
to the same topical area, too. This could
also possibly show the expert group’s fo-
cus on the pedagogical use of education-
al technology and using the tools for a
purpose, as seen in Phase 3 results of in-
creased accessibility and responsibility in
the use of tools.

The results of this study can reflect the
fact that the national cross-study platform
is for joint course offering but does not
utilise a shared online learning environ-
ment, thus suggesting that learning en-
vironments do not necessarily have to
be collaboratively developed as do ped-
agogical approaches for supporting the
SD competences. However, it is interest-
ing that the opinions in Phase 1 deviat-
ed the most in this aspect, which could
reflect that this aspect should be studied
more closely.

Findler et al. (2019) expand the holis-
tic view of SD to the surrounding envi-
ronment and society. In this study, one
impact that was identified was to include
mode and environment of study (online
studying) in calculating the carbon foot-
print. Using the framework of Findler et
al. (2019), this could be considered as part
of campus operations where the indirect

impact is contribution to climate change.
Thus, HEIs, students and staff could make
a strategic choice in their choice of study
mode to create a handprint. Another im-
pact was found to be free and open on-
line materials, content and tools for study-
ing SD online, which could be categorized
under education’s direct impact (Findler
etal., 2019).

Conclusions and
recommendations

ducation development takes place

gradually and can support reach-

ing the goals of sustainable future
by prioritising it in education through
global efforts (Konst & Kairisto-Merta-
nen, 2020). This study has revealed some
interesting notions about how important
national level collaboration is in efforts
to reach SD goals in higher education in
online contexts. Moreover, it has present-
ed some new considerations in times of
change where the world of education is
fast becoming more digitalised than ever,
and joint efforts are needed to integrate
SD in future online education.

The results of this study highlight the
importance of national level collabora-
tion to support the sustainable develop-
ment goals in the design of online degree
programmes in higher education.

External collaboration of UAS’s is con-
sidered to be the most important ele-
ment in developing ODPs for national
cross-studies. The national collaboration
can enhance multidisciplinary work and
SD development as well as allow better
accessibility to studies, integration of SD
goals and develop students’ understanding
of SD as whole. Moreover, national col-
laboration in the design of ODPs for na-
tional cross-studies can create competen-
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cies and generic skills needed for working
life and support the achievement of SD
competences through professional devel-
opment. Through national collaboration,
creating and supporting an ODP commu-
nity is important, which in turn can pro-
mote student wellbeing and create new
possibilities for international collabora-
tion and exposure. The afore-mentioned
features seem to have elements to sup-
port the key sustainability competency of
co-operation and communication in the
design of ODP:s for national cross-studies.

In addition, some new considerations
for integrating SD in holistic ODP de-
sign can be shown through this research.
Systemic thinking competency can be
supported by the following actions. Both
ODP and SD aim for quality education,
where an impact of ODP as a study mode
can be shown through carbon footprint
calculation. Integration of SD into cur-
riculum development is critical, as ODP
can increase access in terms of location,
gender and modes of study to support de-
velopment of competences in SD through
online course availability, integration of
SD in thesis and project work as well as
working life collaboration, and by offer-
ing free and open online courses, mate-
rials and tools related to SD. Future vi-
sions and foresight is needed in the design
of ODPs, and a dimension of that is new
types of degree studies and agile ways of
achieving the needed SD competencies.

The results presented in this study can
help managers, administrators, and ed-
ucators of online degree programmes in
higher education organisations integrate
sustainable development approach in the
design phase of the online degree pro-
grammes. It is reccommended that nation-
al level collaboration possibilities are con-
sidered to support the co-operation and
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communication sustainability competen-
cy through various actions in online de-
gree programmes, such as multidiscipli-
nary work, professional development, cur-
riculum development, supporting com-
munity and international exposure. It is
also recommended that holistic approach
is taken in integrating SD into ODP by
focusing on quality, accessibility, availabil-
ity, openness and agility in ODP studies
that enable the achievement of SD com-
petences for future professionals in work-

ing life.

In conclusion, this study supports the
SD goal of integrating SD in all degree
programmes set for universities of applied
sciences (Arene, 2020). The results show
that integrating SD in the design of ODPs
can support the wider SD goals through
the handprint of education to offer life-
long learning and access to education with
the aim of creating graduates who have
basic competence in SD to create a sus-
tainable change in work and society.

Limitations and
further research

his is a design-based research
I study to investigate how sustain-
able development (SD) could be
integrated in the holistic design of online
degree programmes (ODP) in HE. The
results of this study will be used to fur-
ther develop the holistic design of ODP
created in previous DBR Cycles 1-3. Fu-
ture testing of the improved design will be
done in the local context. The research can
be considered reliable and valid, and in-
tegrity of research was considered. How-
ever, the following limitations should be
noted.

Due to the focus of this paper on SD,
the background to ODP development and



holistic approach are presented in a con-
cise form, although extensive research has
been completed in previous design-based
research (DBR) Cycles 1-3. It is also im-
portant to highlight that the reliability
may have been affected by environmental
factors (Maxwell, 2008) of the research-
er’s personal understanding, experience
and pilot research phase of this study;
this being the first stage in combining SD
principles into ODP design, the under-
standing and application of the results are
framed by the pedagogically informed ho-
listic ODP design approach formed in the
previous DBR cycles. The validity and re-
liability was established by describing the
DBR process as a whole.

A limitation of this study is that the
expert group is small and represents on-
ly part of the practically-oriented applied
universities. Adding online degree pro-
gramme experts from the science uni-
versities as well as other applied univer-
sities would strengthen the reliability of
the study. As the data is collected from
a limited number of participants repre-
senting only a small number of universi-
ties of applied sciences in Finland, the re-
sults should be viewed with caution and
used only as indicative for possible appli-
cation in the local context. However, the
data can be valuable in giving direction to
future research and applications. The ex-
pertise of participants enriched the data
in the national context of the study, but
due to the limited nature of the study, the
results may not be applicable in varied lo-
cal, national or international HE contexts.

The discussion presented in the study
represents the situation at the time of the
research and updates are needed for the
validity and applicability in future cycles
of the development work. Findler et al.
(2019) propose that assessment and re-

porting are fundamental in a systemat-
ic approach to identifying and prioritis-
ing the impacts in the institutional frame-
work, and this principle can be applied in
continuous assessment of the impact for

SD in an ODP context.

All in all, it is important to continue the
research on the ways of integrating SD in-
to ODP design. In the future, it would be
important to include all higher education
organisations in Finland to get a wider
view on the practices and possibilities for
the integration. Alternatively, a compar-
ison with international HEIs could pro-
vide interesting new aspects to be consid-
ered for SD in ODP design. Moreover, it
would be interesting to utilise methods of
service design in the process in its entire-
ty to better understand their suitability to
educational research and design of SD in
ODPs. Considering the demand for hy-
brid education models caused by the re-
cent COVID-19 pandemic, it would be
worth investigating how the design prin-
ciples of this study would be applied in
blended and hybrid degree programmes
in HE.
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Tiivistelma

Yksi YK:n Agenda 2030:n koulutukseen liit-
tyvé tavoite on varmistaa vuoteen 2030
mennessa, ettd kaikki oppijat saavat kes-
tavan kehityksen edistamiseen tarvittavat
tiedot ja taidot. Suomalaiset ammattikor-
keakoulut ovat marraskuussa 2020 hyvak-
syneet yhteisen kestavan kehityksen ja vas-
tuullisuuden ohjelman, jonka lahtékohtana
ovat YK:n kestavan kehityksen tavoitteet.
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Samaan aikaan myo6s yliopistot Suomessa
julkaisivat yhteiset kestavan kehityksen ja
vastuullisuuden teesinsa. Ohjelmat ja teesit
tahtaavat YK:n tavoitteiden tayttamiseen,
mutta korkeakoulusektorit ovat toimissaan
eri vaiheissa. Tassa artikkelissa analysoim-
me laadullisen aineiston pohjalta, miten
nelja korkeakoulua kuvaavat kestavéan ke-
hityksen linjauksiaan seka kertovat niiden
toteutuksista. Tutkimusaineiston muodos-
tavat korkeakoulujen strategiat, niiden kes-



tavan kehityksen ja vastuullisuuden ohjel-
mat ja teesit, seka korkeakoulujen kestavaa
kehitysta kasittelevat verkkosivut. Artikke-
lissa tuomme esiin erityisesti korkeakoulu-
jen tavoitteita, suunnitelmia ja toimenpitei-
ta muutoksessa kohti kestavaa kehitysta.
Tavoitteena on lisata keskustelua korkea-
koulutuksen roolista kestavan kehityksen
edistamisessa ja tuoda esiin yhteisesti hyo-
dynnettavia tapoja edistaa sita. Tutkimus-
tuloksista on todettavissa, etta tapa, jol-
la korkeakoulut esittavat suhteensa kesta-
vaan kehitykseen ja sen edistamiseen, on
osa sitéd kuvaa, jonka korkeakoulut tuotta-
vat itsestaan vastuullisina kestavan kehityk-
sen toimijoina. Miten hyvin korkeakoulujen
toiminta kéytannossa vastaa naitéa kuvauk-
sia - sita ei voida tdman artikkelin aineiston
perusteella kattavasti arvioida. Kestavas-
sa korkeakoulussa kestéva kehitys kulkee
juonteena lapi koko organisaation. Kaytan-
nossa se tarkoittaa holistista kehitysohjel-
maa, jossa kestavyys on linkitetty kaikkeen
organisaation toimintaan ja sitéd myds arvi-
oidaan sdanndllisesti. Vield on liian aikaista
arvioida, kuinka korkeakoulut tayttavat se-
ka omat etté kansainvaliset kestavan kehi-
tyksen tavoitteensa.

Avainsanat: korkeakoulutus, kestivi ke-
hitys, kestivi korkeakoulu, Agenda 2030,

ekososiaalinen sivistys

Finnish universities
oromoting sustain-
aple development?
Abstract

One of the UN Agenda 2030 goals related

to education aims to ensure that all lear-
ners have the skills and knowledge needed

for advancing sustainability. Finnish Univer-
sities of Applied Sciences have committed
to their own sustainability and responsibili-
ty program aiming to fulfill those UN goals.
Academic universities in Finland have a si-
milar commitment with their sustainabili-
ty and responsibility theses. Both of these
commitments aim to achieve the UN sustai-
nable development goals but single univer-
sities are at different stages in their sustai-
nability action. In this article we use qualita-
tive research methods to analyze how four
different universities frame their sustainabi-
lity action and how they fulfill those pledges.
Universities' strategies, sustainability pro-
grams and websites on sustainability we-
re used as research material. In the article
we present the universities’ goals, plans and
actions which are part of the sustainabili-
ty transition. The aim is to further the dis-
cussion on higher education’s role on sus-
tainable development and bring forth ways
to promote it. The research shows that the
way universities present their sustainability
action is part of a larger picture that univer-
sities try to create of themselves as sustai-
nable and responsible actors. How well does
the universities sustainability image then
compare with their action - that cannot be
reviewed on the basis of this research mate-
rial. In a sustainable university sustainability
is an integral part of every action in the or-
ganisation. In practice that means a holistic
approach in which sustainability is linked to
every action in university and it is reviewed
on a regular basis. For now, it is too early to
judge how universities fulfill their own and
international sustainability goals.

Keywords: higher education, sustainable

development, sustainable university, Agen-
da 2030, eco-social civilization
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Taustaa

hdistyneiden Kansa-
kuntien (YK) jisen-
maiden sopima Kesti-
vin kehityksen tavoite-
ohjelma Agenda 2030
tihtdd nimensd mukai-
sesti kestdvidn kehityk-
seen, jossa otetaan huo-
mioon tasavertaisesti ympdristd, talous ja
ihminen. Yksi Agenda 2030:en koulutuk-
seen liittyvi tavoite on varmistaa vuoteen
2030 mennessd, ettd kaikki oppijat saavat
kestdvin kehityksen edistimiseen tarvit-
tavat tiedot ja taidot (Suomen YK-liitto,
2020). Se ei ole ainoa koulutukseen liitty-
vi tavoite, mutta korkeakoulujen kannalta
keskeinen. Opetus- ja kulttuuriministeri-
on (OKM, 2020) kestdvin kehityksen lin-
jauksissa todetaan sivistyksen ja osaamisen
vahvistamisen olevan edellytyksii Agenda
2030 —tavoitteiden saavuttamiselle. Kou-
lutustason nosto, laadukas tutkimus, tie-
don avoin saatavuus seki jatkuva oppi-
minen ovat erityisesti korkeakoulutuksel-
le annettuja tavoitteita. Lisiksi todetaan,
ettd hallinnonalalla tehtivilld toimilla
edistetddn kulttuurista muutosta, joka on
edellytyksend siirtymille kohti kokonais-
valtaista kestdvai kehitysta.

Kestivd kehitys mainitaan tavallisesti
korkeakoulujen yleisissi tavoitteissa, mut-
ta kidytinnon toiminnassa ja opetuksessa
se ei systemaattisesti toteudu (Carvalho ja
muut, 2019; Kairisto-Mertanen & Konst,
2020). Tilanne on kuitenkin muuttumas-
sa. Yhd useammat korkeakoulut ovat vii-
meisten vuosikymmenten ajan keskitti-
neet opetustaan ja tutkimustaan kestivin
kehityksen ratkaisuihin etenkin paikallis-
yhteisoissadn (Pinheiro ja muut, 2015).
Tillaisen keskittymisen edistimiseksi tar-
vitaan siirtymavaiheita kaikissa toimin-
noissa: opetussuunnitelmissa, opintojak—
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sojen sisilldissd ja pedagogiikassa, kam-
pusten hallinnassa seki tutkimuksessa ja
yhteisoty6ssi (Asikainen ja Holm, 2017;
Friman ja muut 2018; Holm ja muut,

2015; Tight, 2016).

Suomalaiset ammattikorkeakoulut ovat
marraskuussa 2020 hyviksyneet yhteisen
kestivin kehityksen ja vastuullisuuden
ohjelman, jonka lihtékohtana ovat YK:n
kestivin kehityksen tavoitteet (Ammat-
tikorkeakoulujen rehtorineuvosto Arene
[Arene], 2020). Samaan aikaan myos yli-
opistot Suomessa julkaisivat yhteiset kes-
tdvian kehityksen ja vastuullisuuden tee-
sinsd (Suomen yliopistojen rehtorineuvos-
to Unifi [Unifi], 2020). Ohjelmat ja teesit
tihtdavit YK:n tavoitteiden tdyttimiseen,
mutta korkeakoulut ovat toimissaan eri
vaiheissa ja tahtdavic keskenddn erilaisiin
toimenpiteisiin.

Ammattikorkeakoulujen rehtorineuvos-
to Arene julkaisi kaikille ammattikorkea-
kouluille yhteisen kestdvin kehityksen ja
vastuullisuuden ohjelmansa loppuvuonna
2020. Ohjelman yhteiseni tavoitteena on
kasvattaa ammattikorkeakoulujen kiden-
jilked yhteiskunnan kehityksessi seki pie-
nentii niiden toiminnan jalanjilked. Ki-
denjilki tarkoittaa vaikuttavuutta, jolla
ammattikorkeakoulujen koulutuksen seki
tutkimus-, kehitys- ja innovaatiotoimin-
nan tuottama osaaminen muuttaa yhteis-
kuntaa ja tydelimid. Kidenjilked kasva-
tetaan osaavan henkilostdn toimesta niin
koulutuksessa kuin TKI-toiminnassa. Ja-
lanjilked pienennetéin siten, ettd ammat-
tikorkeakoulut ovat hiilineutraaleja vuo-
teen 2030 mennessi. Ohjelmassa kuva-
taan ammattikorkeakoulujen lupaukset ja
toimenpiteet kestdvyys- ja vastuullisuus-
tyon edistimiseksi.

Samaan aikaan Arenen (2020) ohjel-
man kanssa Suomen yliopistojen rehto-



rineuvosto Unifin tydoryhmi (2020) jul-
kaisi kaikille yliopistoille yhteiset 12 kes-
tivin kehityksen ja vastuullisuuden tee-
siddn. Teesien tavoite on sanoittaa, miten
yliopistot kantavat yhteiskuntavastuutaan:
tuottavat tietoa ja tutkimusta, koulutta-
vat eri alojen osaajia ja toimivat aktiivises-
ti yhteiskunnallisina vaikuttajina. Teeseis-
sd listataan keskeiset toimenpiteet, joihin
yliopistojen on viipymittd ryhdyttivi kes-
tivin kehityksen ja vastuullisuuden edis-
timiseksi. Tallaisia ovat esimerkiksi kes-
tivyyden ja vastuullisuuden perusteiden
tuominen kaikkiin opintoihin, luonnon
monimuotoisuuden turvaaminen, pdds-
tojen Véihennystavoitteet, tasa-arvon edis-
timinen ja syrjinnin kitkeminen ja kes-
tivyysajattelun sisillyttiminen kaikkeen
toimintaan johtamisjirjestelmistd rekry-
tointikriteereihin ja tutkimushankkeiden
arviointiin. Jokainen yliopisto edistdd ta-
voitteita itselleen luontevimmassa jirjes-
tyksessd.

Tissa artikkelissa analysoimme laadulli-
sen aineiston pohjalta, miten nelji korkea-
koulua kuvaavat kestivin kehityksen lin-
jauksiaan sekd kertovat niiden toteutuk-
sista. Artikkelissa tuomme esiin erityisesti
korkeakoulujen tavoitteita, suunnitelmia
ja toimenpiteitd muutoksessa kohti kes-
tivad kehitystd. Erittelemilld esimerkkeja
ohjelmien toimeenpanosta ja hyvistd kiy-
tinndistd pyrimme lisidmiin keskustelua
korkeakoulutuksen roolista kestavin kehi-
tyksen edistimisessd ja tuomaan esiin yh-
teisesti hyodynnettivid tapoja edistdd sitd.

Millainen on kestava
korkeakoulu?

estavad korkeakoulua on 2000-lu-
vulla méiritelty sisdllon, orientaa-
ion ja yhteiskunnallisen position
perspektiiveistd. Miirittelyjia on tehty
asiantuntijapaneelien, skenaariomenetel-

mien, dokumenttianalyysien ja asiantun-
tijahaastattelujen perusteella. Ensimmaii-
sid kestdvin korkeakoulun miirittelyjd
tekivit Velazquez ja muut (2006) analy-
soituaan kahdeksankymmenen korkea-
koulun kestivin kehityksen dokument-
teja. He hakivat korkeakoulujen visioista
ja missioista mainintoja kestivistd kehi-
tyksestd yleensi seki vastauksia kysymyk-
siin miten, miksi ja ketki ovat edistimissi
kestidvyyden tavoitteita. He myos tarkaste-
livat korkeakoulujen organisaatioista kes-
tivin kehityksen toimia ohjaavaa, kehittd-
vii ja arvioivaa tahoa, jonka olemassaoloa
tutkijat pitivdt yhtend kestdvin korkea-
koulun kriteerini. Perusteluina olivat kult-
tuurisen muutoksen ohjaamis- ja kataly-
sointitarve seki tietoisuuden levittiminen
korkeakoulun kaikkiin toimijaryhmiin ja
kampuksille. Toisena piirteend Velazquez
ja kumppanit (20006) pitivit kestdvin ke-
hityksen strategian olemassaoloa. Strate-
gialle he asettivat kaksi tavoitetta: kestd-
vid kehitystd koskevan tietoisuuden kas-
vattaminen sekd ympiristdlle haitallisten
toimien estiminen. Verkostojen merkitys
sekd keskeisten kestdvin kehityksen ohjel-
mien ja asiakirjojen tuntemus (myds mm.
Lukman & Glavic, 2007) samoin kuin
systemaattinen arviointi ja kehittiminen
ovat myds avainelementteji kestdvien toi-
mien ja arvojen ylldpitimiseksi (Alghamdi
ja muut, 2017; Finveden ja muut, 2020).
Kestivin kehityksen kokonaisvaltaisuut-
ta korkeakoulussa korostavat Lozano ja
muut (2013). He kuvaavat kestivii kor-
keakoulua sellaiseksi, jossa kestivin ke-
hitys kulkee “punaisena lankana” (golden
thread) lipi koko organisaation. Juonne
merkitsee holistista kehitysohjelmaa, jos-
sa kestivyys on linkitetty koulutukseen,
tutkimukseen, kampustoimintoihin, yh-
teiskuntasuhteisiin, arviointiin ja rapor-
tointiin. Kestdvin kehityksen kattavuutta
ja systemaattisuutta ovat laadunhallinnan
nikokulmasta tuoneet esiin myds esimer-
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kiksi Holm ja muut (2015). He mainitse-
vat lupaaviksi lihestymistavoiksi korkea-
koulujen kestdvin kehityksen opetuksen
edistimisessi ensinnikin meemien kiyt-
timistd tehokkaassa viestinnissid seki toi-
seksi laadunvarmistuksen ulottamisen kes-
tivin kehityksen opetukseen.

Siind missd edelld esitetyissi tutki-
muksissa tarkastellaan korkeakouluor-
ganisaatiota, Barth ja muut (2014, vrt.
Clark, 2004) esittdvit analyysinsid perus-
teella kolme skenaariota kestiville kor-
keakoululle. Ensimmiisen muodostavat
korkeakoulut, joilla on kiinted orientaa-
tio yhteiskuntaan, jossa ne ovat avoimia
ja vahvoja toimijoita. Avoin korkeakoulu
on organisaatioltaan matala ja kulttuu-
riltaan osallistava. Se on yhteistyokykyi-
nen ja -haluinen sekd kumppanikorkea-
koulujen ettd alueen toimijoiden kanssa.
Proaktiivisuus ja johtajuuden ottaminen
ovat myos tyyppipiirteitd. Toisen skenaa-
rion muodostavat korkeakoulut, joilla on
etdinen orientaatio yhteiskuntaan ja joita
voi kuvata konservatiivisiksi siilyttdjiksi.
Konservatiivinen korkeakoulu pysyttelee
etddlld alueen muista toimijoista, on ra-
kenteeltaan hierarkkinen ja mieltdd itsen-
si pikemminkin tarkkailijaksi kuin aktii-
viseksi kanssatoimijaksi. Kolmas skenaario
koostuu korkeakouluista, joilla on instru-
mentaalinen, markkinaorientoitunut roo-
li yhteiskunnassa ja jotka tihtddvit talou-
dellisen hy6dyn tavoitteluun. Hydtyorien-
toitunut korkeakoulu nikee kestivin ke-
hityksen liiketoimintamahdollisuutena ja
vastaa reaktiivisesti ympdristostd tuleviin
taloudellisesti kannattaviin kestivin kehi-
tyksen haasteisiin. Se ei pyri ohjaamaan
toimintaa vaan tyytyy vastaajan rooliin.

Kestavin kehityksen ulottuvuuksia tar-
kastellaan usein ekologisen, taloudelli-
sen ja sosiaalis-kulttuurisen kestivyyden
nikokulmista. Beynaghi ja muut (2016)
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Opiskelijoilla on vahva
muutoksen tekijin

identiteetti.

esittdvit asiantuntijapaneelissa syntyneet
kolme skenaariota tilld jisennykselld. So-
siaalisesti orientoituneen korkeakoulun
painopisteet ovat hyvinvoinnin, tasa-ar-
von, terveellisen ravinnon ja koulutuk-
sen edistamisessd. Silli on kiinted vuo-
rovaikutus alueen toimijoiden, erityisesti
kolmannen sektorin kanssa. Opiskelijoil-
la on vahva muutoksen tekijin identiteet-
ti. Ympiristorientoitunut korkeakoulu
painottaa toiminnassaan strategioiden ja
tyokalujen kehittimistd fyysisten ympi-
ristdongelmien ratkaisemiseen. Keskeisid
teemoja ovat ilmastonmuutos, biodiver-
siteetti, energia ja liikkenne. Taloudellises-
ti suuntautunut korkeakoulu nikee kes-
tivyyden syntyvin talouden kasvun, yrit-
tdjyyden ja korkean tyollisyysasteen kaut-
ta. Korkeakoululle on tyypillistd toimia
aktiivisesti yritysten kanssa ja hyodyntdd
korkeakoulun monialaisuutta yhdistden
litketalouteen teknisid ja biotieteitd seki
hyvinvointialoja. Proaktiivisuus on kor-
keinta sosiaalisesti orientoituneessa kor-
keakoulussa ja reaktiivisinta taloudellises-
ti suuntautuneessa.

Yheisid piirteitd edelld esitetyille luon-
nehdinnoille ovat seuraavat seikat: kesti-
vin kehityksen tavoitteet kattavat korkea-
koulun kaikki ydintoiminnot: tutkimus,
koulutus, kampustoiminnot sekd yhteis-
kuntasuhteet. Vuorovaikutus ympiristén
kanssa tai ylipddnsi asemoituminen yh-
teiskuntaan midrittyy korkeakoulun subs-
tanssin mukaisesti - teknologisesti painot-
tunut tutkimus ja opetus tuottaa erilaista
osaamista ympiristoon kuin humanistis-
ten tai taidealojen korkeakoulu. Korkea-



koulun traditio ja organisaatiokulttuuri
ovat osaltaan méirittimassi yhteiskunnal-
lista orientaatiota, joskin tieteenalakirjolla
on myds roolinsa.

Aineisto ja menetelmat

utkimuksen empiirinen aineis-

to on koottu kahdesta yliopistos-

ta (Aalto-yliopisto ja Tampereen
yliopisto) sekd kahdesta ammattikorkea-
koulusta (Himeen ammattikorkeakoulu
ja Turun ammattikorkeakoulu). Kaikkia
maamme 14 yliopistoa ja 24 ammattikor-
keakoulua ei ollut mahdollista sisallytcad
tihin tutkimukseen. Aineisto on koottu
22.3.2021 mennessi, jonka jilkeen kor-
keakoulujen verkkosivuja on paivitetty.

Aalto-yliopisto ja Tampereen yliopisto
kuuluvat maamme suuriin yliopistoihin.
Molemmat ovat nykyisessi muodossaan
nuoria yliopistoja, joskin molempien taus-
talla olevilla korkeakouluilla on pitkd his-
toriansa. Kumpikin yliopisto on siis muo-
dostunut korkeakoulujen yhdistymisen
tuloksena. Aalto-yliopiston fuusiosta on
kulunut tutkimushetkelld jo yli kymme-
nen vuotta, ja siksi yliopiston voi ajatel-
la 16ytineen omat vahvuutensa ja yhteisen
tavan toimia. Tampereen yliopiston fuu-
siosta on kulunut vain pari vuotta, ja sik-
si yliopiston toiminta saattaa vield hakea
muotoaan. Aalto-yliopistoa voi pitdd mo-
nessa mielessd edelldkivijini ja suunnan-
ndyttdjaind suomalaisella korkeakouluken-
tilld. Tampereen yliopisto on tullut tun-
netuksi vahvasta yhteiskuntatieteellisestd
painotuksestaan.

Himeen ammattikorkeakoululla on
vahva biotalousosaajan profiili. Yli sa-
tavuotiset luonnonvara-alan koulutuk-
set sekd kymmenen vuotta sitten aloitet-
tu kestdvin kehityksen koulutusohjelma
ovat korkeakoulun lippulaivoja. 2000-lu-

kua on leimannut koulutusviennin vah-
vistuminen. Se toteutuu erityisesti kehit-
tyviin maihin suuntaavana opettajankou-
lutuksena. Turun ammattikorkeakoulussa
puolestaan on ollut aiemmin luonnon-
vara-alan koulutusta niin kestivin kehi-
tyksen kuin kalatalouden koulutuksissa.
Nykyisin luonnonvara-alan koulutusta ei
endd ole, mutta alan pitkd osaaminen on
edelleen kiytdssi esimerkiksi ympiristo-
ja energiatekniikan insin66rikoulutukses-
sa sekd useissa tutkimusryhmissi. Tdni
pdivind Turun ammattikorkeakoululle on
ominaista vahva panostus kestivin kehi-
tyksen edistimiseen kaikissa koulutuksis-
sa, joissa edellytetddn kestivin kehityksen
sisdltyvin tutkinnon oppimistavoitteisiin.
Molemmilla tutkimukseen valituilla am-
mattikorkeakouluilla on siis tiivis kytken-
td kestdvin kehityksen koulutukseen. Ne
ovat ammattikorkeakouluille tyypillises-
ti alueellisia, kun taas yliopistot toimivat
kansallisesti ja kansainvilisesti.

Aineiston analyysissi on sovellettu laa-
dullista menetelmii, joka yhdistdd piir-
teitd vertailusta ja sisillonanalyysistd. Laa-
dullinen analyysi edellyttid kiytinndssd
aina menetelmillisen linssin vaihtamista
eli menetelmin soveltamista (Alasuutari,
2011). Vertailu on keskeinen lihestymis-
tapa tai menetelmd kaikissa ihmistieteis-
sd. Vertaileva ote keskittyy tunnistamaan
yksittdisten tapausten ominaisuuksia ja
etenee sen pohjalta rinnastuksiin (Kurun-
miki, 2007). Niin tissikin tutkimukses-
sa. Sisillonanalyysi puolestaan mahdol-
listaa hyvin sekd tavallisen ja toistuvien
ettd poikkeuksellisten ilmaisujen huo-
mioimisen, kuten myds aineistoa yhdis-
tivien teemojen havaitsemisen ja analy-
soimisen (Eriksson & Kovalainen, 2008,
ss. 187-188; Tuomi & Sarajirvi, 2018).
Olemme hyodyntineet sisillonanalyysia,
jotta olemme voineet analysoida miti eri
osa-aineistoissa sanotaan.

39



Sisillénanalyysin kehikkona on sovel-
lettu Lozanon ja muiden (2013) kritee-
ristdd korkeakoululle, jossa kestdvi kehi-
tys kulkee lipi organisaation “punaisena
lankana”. Kriteerit ovat: yhteistyo muiden
korkeakoulujen kanssa, transdisiplinddri-
syyden edistiminen, kestivin kehityksen
integroituminen korkeakoulun kokonais-
toimintaan, piivittdisten kampuskoke-
musten luominen, kouluttajien koulutus
seki arviointi ja raportointi. Korkeakoulu-
jen kestdvin kehityksen tyon motivaatto-
reina Lozano ja muut (2013) nikevit yh-
teiskuntavastuun ja johdon eettisen vas-
tuun. Tarkastelemme, miti osatekijoitd
tulee mainituiksi, mitkd jadvit mainitse-
matta ja miten maininnat on tehty.

Kiytinndssd aineiston analyysi eteni
niin, ettd tarkastelimme aluksi korkea-
koulujen strategioita, kestivin kehityksen
ja vastuullisuuden ohjelmia ja teesejd seki
analysoimme niiden eroja ja yhtildisyyk-
sid. Tamin jilkeen analysoimme niiden
neljin korkeakoulun verkkosivuja siltd
osin, kuin ne kisittelevit korkeakoulujen
kestdvid kehitystd ja vastuullisuutta. Verk-
kosivujen sisiltdjd tarkastelimme esimerk-
keini siitd, miten korkeakoulut kertovat
toiminnastaan ja tuloksista kestdvin kehi-
tyksen edistimiseksi. Esittelemme seuraa-
vassa osiossa analyysin tulokset tapaustut-
kimuksen tapaan, yksi korkeakoulu ker-
rallaan.

Artikkelin kirjoittajilla on opiskelun ja
tyon kautta sitoumuksia valittuihin kor-
keakouluihin. Emme ole valinneet kysei-
sid korkeakouluja sattumalta vaan ne on
valittu, koska tunnemme niiden toimin-
nan artikkelin teemojen kannalta hyvin.
Lisdksi juuri ndiltd korkeakouluilta voi
odottaa hyvii perehtyneisyyttd ja aktiivis-
ta toimintaa kestivin kehityksen kentil-
l4. Kaikki neljd kirjoittajaa osallistuivat ai-
neiston analyysiin: yksi analysoi strategiat,
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toinen kestdvin kehityksen ohjelmat, kol-
mas ammattikorkeakoulujen verkkosivut
ja neljis yliopistojen verkkosivut. Analy-
sointiin kiytettiin yhteisesti laadittua, yk-
siselitteistd taulukkopohjaa, johon havain-
not kirjattiin. Taulukkoon kootut havain-
not esitetiin seuraavassa osiossa auki kir-
joitettuina.

Strategian lipileikkaavia
lahestymistapoja ovat

kestivi kehitys, radikaali
luwovuus ja yrittidjimdiinen

ajattelutapa.

Tulokset

alto-yliopiston (n.d., a) strategia
mairittelee yliopiston tehtdviksi
estivin tulevaisuuden rakenta-
misen. Strategian ldpileikkaavia lihesty-
mistapoja ovat kestdvd kehitys, radikaali
luovuus ja yrittdjimiinen ajattelutapa.
Tavoitteiden saavuttamiseksi yliopisto yh-
distdd vahvuutensa luodakseen ratkaisu-
ja maailman suuriin haasteisiin kehitté-
milld uraauurtavia kestdvin kehityksen
ratkaisuja.  Vaikuttavuudesta todetaan
ndin: “Uudistamme yhteiskuntaa tut-
kimukseen perustuvan tiedon, luovuu-
den ja yrittdjimiisen ajattelutavan avulla.
Luomme uudenlaisia ratkaisuja maailman
suuriin haasteisiin.” (Aalto-yliopisto, n.d.,
b). Erillistd kestivin kehityksen ohjelmaa
Aalto-yliopistolla ei ole, vaan tavoitteet on
integroitu strategiaan. Kestivin kehityk-
sen toiminnoilla on oma ohjausryhmi ja
neuvottelukunta.
Aalto-yliopiston (n.d., ¢) verkkosivut
antavat hyvin ja konkreettisen kuvan sii-
td, mitd yliopistossa on jo tehty kestivin



kehityksen edistimiseksi ja mitd tehddin
parhaillaan. Erityisen informatiivinen on
kampustoimintojen kuvaus, jossa kerro-
taan yksityiskohtaisesti energian ja lim-
mon kulutus sekd tuotanto kampuksella.
Myés eri jitejakeet, niiden lajitteluohjeet,
keradjit kiinteistoistd, kuljetus ja kisitte-
ly on selostettu sivustolla hyvin seikkape-
rdisesti. Verkkosivujen perusteella niyt-
tdd siltd, ettd kestivi kehitys on sisillytet-
ty toimintaperiaatteisiin sekd opetuksessa
ettd tutkimuksessa varsin onnistuneesti.
Lisiksi Aalto-yliopisto niyttdd olevan ak-
tiivinen jisen kestivin kehityksen verkos-
toissa ja se on jirjestinyt kiertotalouden
seminaarisarjaa sekd kestivin kehityksen
konferenssin.

Tampereen yliopiston (n.d., a) strategi-
an mukaan sen toiminnan tarkoitus on ra-
kentaa yhdessi kestivid maailmaa. Strate-
giassa todetaan, ettd arvoista rohkeus ni-
kyy intohimona tarttua yhdessd maailman
vaikeimpiin ongelmiin ja vastuullisuus
toimintana kestivin kehityksen suunnan-
ndyttdji. Perustutkimuksen uudet alueet
kuvataan ilmiodldhtoisesti. Ensimmiinen
on kestivd kaupunki, jossa luodaan glo-
baalisti kdyttoonotettavia, ekologisesti,
sosiaalisesti ja taloudellisesti kestdvid yh-
dyskuntasuunnittelun ratkaisuja. Toinen
alue on pelillisyys ja laajennettu todelli-
suus, jotka voivat edistdd vastuullisesti ih-
miskunnan suurten haasteiden ratkaise-
mista. Valon ja kuvan perustutkimuksen
alueella puolestaan syntyy sovelluksia esi-
merkiksi ladketieteeseen, idlyliikenteeseen,
dlykkdisiin koneisiin ja tdhtitieteeseen,
mikd tukee perimmaisti tavoitetta — kes-
tiviad kehitystd. Koulutuksen osalta tode-
taan, ettd kaikki opiskelijat saavat perus-
teet kestdvidin kehitykseen ja YK:n Agen-
da 2030:een liittyvistd teemoista. Myos-
kdin Tampereen yliopistolla ei niyti ole-
van erillistd kestavin kehityksen ohjelmaa,
vaan tavoitteet on integroitu strategiaan,

toimintakulttuuriin seki toimintoihin.
Kestavid kehitystd edistdd tydryhma.

Tampereen yliopiston (n.d., b) verkko-
sivut - toisin kuin Aalto-yliopiston sivut -
eivit tarjoa erityisen konkreettista kuvaa
siitd, mitd yliopistossa on kestivin kehi-
tyksen tavoitteiden eteen tehty. Kuvaukset
toimenpiteistd eivit ole kaikin osin ajan-
tasaisia ja ndyttdd siltd, ettd toimenpiteitd
ei ole mietitty kovin pitkille. Niin ollen
Tampereen yliopisto ei anna erityisen va-
kuuttavaa kuvaa toiminnastaan kestivin
kehityksen hyviksi, vaikka se listaa sivuil-
laan tavoitteita seki sitoumuksia. Kuiten-
kin lista jd4 hyvin abstraktiksi ilman kiy-
tinnén toimenpiteiden tuomaa konk-
retiaa. Sivustolle on listattu kestdvin ke-
hityksen teeman ympirille rakentuneet
tutkinto-ohjelmat seki kestivin kehityk-
sen opintojaksot ja -kokonaisuudet, jot-
ka osoittavat, ettd kestivi kehitys on si-
sillytetty yliopiston opetukseen. Sivustolla
myds todetaan, ettd kestdvi kehitys nakyy
korkeakoulun yhteisissi osaamistavoitteis-
sa, mutta jilleen kerran jitetadn kertomat-
ta miten.

Turun ammattikorkeakoulun (n.d., a)
strategia tavoittelee kestdvad tulevaisuut-
ta ja on sitoutunut saavuttamaan alueen-
sa ilmastotavoitteet yhteistyossi Turun
kaupungin kanssa toteuttamalla yhteis-
td ilmastosuunnitelmaa. Turun ammatti-
korkeakoululla (n.d., b) on oma kestivin
kehityksen ja vastuullisuuden ohjelman-
sa, joka perustuu ammattikorkeakoulu-
jen yhteiseen ohjelmaan. Se mairitad toi-
menpiteet kestdvin kehityksen edistimi-
selle niin koulutuksen, TKI-toiminnan,
johtamisen ja henkildstén osaamisen se-
ki kampustoiminnan osalta. Toimenpiteet
ovat kunnianhimoisempia kuin ammat-
tikorkeakoulujen yhteisessi ohjelmassa,
esimerkiksi ammattikorkeakoulun sitou-
tuessa saavuttamaan hiilineutraaliuden jo
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vuoteen 2025 mennessd. Kestivin kehi-
tyksen toimintojen edistimiseksi ammat-
tikorkeakoululla on kestivin kehityksen
ohjausryhmi, jota vetdd ilmastovastaava.

Turun ammarttikorkeakoulun (n.d., c)
kestdvin kehityksen verkkosivut noudat-
tavat ammattikorkeakoulun kestivin ke-
hityksen ja vastuullisuuden ohjelman esi-
tystapaa. Sivuilla esitellddn lyhyesti ohjel-
man pidkohdat eli ammattikorkeakoulun
lupaukset ja toimenpiteet koulutuksessa,
TKI-toiminnassa ja omassa toiminnassa.
Lisaksi esitellddn tydn organisoitumista se-
ki aiheesta tehtyjd julkaisuja. Henkiloston
kestdvin kehityksen osaaminen ilmaistaan
sisdisend koulutustavoitteena, mutta joh-
tamisen roolia kestdvin kehityksen edis-
timisessd ei ole mainittu. Yhteiskunnalli-
sesta vaikuttavuudesta ja sidosryhmiyh-
teistyostd kestivyyden ja vastuullisuuden
edistimiseksi ei ole huomioita. Sivut ovat
selkedt mutta melko suppeat ja esimerkke-
jd on vain vihin. Nikékulma on ilmasto-
painotteinen ja korostaa ammattikorkea-
koulun toiminnan yhteensopivuutta Tu-
run kaupungin ilmasto-ohjelman kanssa.

Himeen ammattikorkeakoulun (n.d.,
a) strategiassa kestdvid kehitys nikyy li-
hinni TKI-toiminnan osalta. Strategiassa
todetaan, etti HAMK on mukana ratkai-
semassa vihelidisid ongelmia tutkimuksen
avulla. Himeen ammattikorkeakoululla
on erillinen Kestivi HAMK 2030 -oh-
jelma, joka miirittelee ammattikorkea-
koulun kestivin kehityksen tavoitteet tdl-
le vuosikymmenelle (Himeen ammatti-
korkeakoulu, n.d., b). Ohjelman tavoit-
teet liittyvit korkeakouluyhteison hyvin-
vointiin, koulutukseen, TKI-toimintaan,
kampustoimintoihin seki yhteistyohon ja
kumppanuuksiin. Ohjelman paitavoittei-
den lisiksi siihen sisiltyy my®s useita ala-
tavoitteita, ja kestivin kehityksen Agenda
2030:n tavoitteet on otettu osaksi ohjel-
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man tavoitteita. Tavoitteet ovat yhtenevii-
sid Arenen kestivin kehityksen ohjelman
tavoitteiden kanssa. Ohjausryhmai edistdd
ja koordinoi kestivin kehityksen toimin-
toja.

Himeen ammattikorkeakoulun (n.d.,
c) verkkosivut kattavat perusrakenteel-
taan samoja aiheita kuin Turun ammatti-
korkeakoulun sivut, mutta lihestyvit tee-
maa laajemmasta nikokulmasta. Sivujen
alussa on esitelty tyon taustalla olevaa ajat-
telua (mm. Agenda 2030) seki kerrottu
miten kestdvin kehityksen tyotd seurataan
ja arvioidaan. Kestivin kehityksen ja vas-
tuullisuuden tyotd esitellddn koulutuksen,
TKI-toiminnan ja oman toiminnan kaut-
ta, minka lisaksi kaikista annetaan myds
konkreettisia esimerkkejd. T4td lisdd myos
kestdvyystyon etenemisen esittely selkein
numeroin. Sivuilla on listattu myds am-
mattikorkeakoulun julkaisuja aiheesta.
Ajankohtaista-palstalla kerrotaan uutisia
ja esimerkkeji kestdvyys- ja vastuullisuus-
tyon etenemisestd. Niinpd Himeen am-
mattikorkeakoulun kestivin kehitystd ja
vastuullisuutta Kisittelevien verkkosivujen
vahvuus onkin niiden kuvaamat kiytin-
nén esimerkit sekd sivujen ajantasaisuus
Ajankohtaista-palstan ansiosta.

Johtopaatokset

eljistd tutkimuksen kohteena ol-

leesta korkeakoulusta [6ytyy mo-

nenlaisia kestivin korkeakoulun
ominaisuuksia ja toimintaa ohjaavia ta-
voitteita. Etenkin sitoutuminen YK:n
Agenda 2030:een niyttdd olevan kaikil-
le korkeakouluille yhteistd. Korkeakoulu-
jen ohjelmat ovat valmistuneet eri aikoi-
na, osa ennen ja osa Arenen (2020) ohjel-
man ja Unifin (2020) teesien valmistumi-
sen jilkeen. Tdmian vuoksi korkeakoulu-
jen ohjelmien suora vertailu niihin ei ole
mielekisti. Yleistien voi kuitenkin sanoa,



Kestiivin kehityksen toimet
ndyttivat kattavan korkea-
koulujen koulutus-, tutki-

mus- ja kampustoiminnat.

ettd yliopistot seuraavat Unifin (2020)
teesien yhteydessi esitettyd ajatusta, jon-
ka mukaan suurin osa teeseistd on kohdis-
tettu yliopistoille itselleen niiden toimin-
nan vauhdittajiksi, ja yliopistot toteutta-
vat teesien yhteydessi listattuja toimenpi-
teitd eri jarjestyksessd omien vahvuuksien-
sa ja erityispiirteittensi mukaisesti. Sen si-
jaan Arenen (2020) ohjelmassa ammatti-
korkeakoulut esittivit joukon lupauksia,
joiden pitimiseen ne kaikki yhdessd si-
toutuvat. Seki Unifin (2020) etti Arenen
(2020) ohjelmat ovat uusia eikd niiden
toteutumista ole vield mahdollista arvioi-
da. Kansallisen arviointikeskuksen (Karvi,
2019) auditointikisikirjassa 2019-2024
yhteiskunnallisen vaikuttavuuden arvi-
ointi on aiempaa vahvemmin esilli. Au-
ditointien yhteydessi saadaan paitsi tietoa
kestavin kehityksen toimien etenemisestd
my6s mahdollisesti korkeakouluille yhtei-
sid mittareita.

Kestivin kehityksen ohjelmat ovat ai-
noastaan ammattikorkeakouluissa. Vela-
zquez ja muut (2006) ovat pitineet til-
laisen ohjelman olemassaoloa yhteni kes-
tivin kehityksen korkeakoulun kritee-
rind 15 vuotta sitten. Kestivin kehityk-
sen asema korkeakouluissa ja myds koko
yhteiskunnassa muuttuu ajan myédta. On
mahdollista, ettd kestivin kehityksen oh-
jelman puuttuminen korkeakoululta tar-
koittaa tind pdivini sitd, ettd asia on in-
tegroitu osaksi normaalia, jokapdiviis-
ti toimintaa, eikd sen ohjelmallistami-

selle ndin ollen ole erillistd tarvetta. Toki
ohjelman puuttumisen taustalla voi olla
myds synkempid syiti. Kuitenkaan tissd
artikkelissa tarkasteltujen korkeakoulujen
kohdalla mikiin ei sithen,
ettd ohjelmien puuttuminen johtuisi
esimerkiksi vilinpitimittomyydestd kes-
tavad kehitystd kohtaan.

viittaa

Aineiston perusteella kestivin kehi-
tyksen toimet ndyttavit kattavan korkea-
koulujen koulutus-, tutkimus- ja kampus-
toiminnat. Sen sijaan toiminnan johtami-
sesta, organisoitumisesta ja laadunhallin-
nasta tietoa on vaikeampi tai jopa mahdo-
tonta loytad. Kestivin kehityksen toimin-
tojen organisoitumisessa korkeakoulujen
vililld on eroja siind, onko dokumenteissa
mainittu vastuuhenkilditd, toimikuntia tai
muita vastaavia tahoja. Eroja [6ytyy my6s
siind, miten kumppanuuksia on kuvattu
vai tulevatko ne ilmi vain yhteiskunnal-
lisen vaikuttavuuden kuvausten yhtey-
dessd. Lisiksi yliopistojen kohdalla kan-
sainvilisyys tulee ammattikorkeakouluja
enemmin esiin esimerkiksi verkostoina ja
sitoumuksina erilaisiin kansainvilisiin so-
pimuksiin.

Analyysimme perusteella korkeakoulu-
jen yhteiskunnallisen toimijan rooli niyt-
tdd vaihtelevan. Barthin ja kumppaneiden
(2014) kasittein Aalto-yliopisto osoittaa
monia avoimen korkeakoulun piirteiti,
jolla on kiinted orientaatio yhteiskuntaan.
Niytead siltd, ettd Aalto-yliopisto tekee
paljon yhteistydtd monien erilaisten taho-
jen kanssa, se on proaktiivinen ja osoittaa
edellakivijyyttd myos kestavin kehityksen
alalla. Myos Tampereen yliopisto osoittaa
edellikdvijyyttdd etenkin aineistossa esi-
tettyjen kestdvin kehityksen tavoitteiden
suhteen. Toisaalta sen orientaatio yhteis-
kuntaan on etenkin verkkosivujen perus-
teella siind mielessd etdinen ja tarkkaileva,
ettei se juurikaan esittele keinoja ja kiy-
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tinnon toimenpiteiti tavoitteiden saavut-
tamiseksi. T4mi saattaa johtua yliopiston
fuusiosta, jonka jaljiled se ei ole vield on-
nistunut luomaan toimivia yhteistydsuh-
teita ja toiminnan muotoja. Oletamme,
ettd Tampereen yliopiston orientaatio yh-
teiskuntaan on muutoksen tilassa ja hakee
vield muotoaan. Ammattikorkeakoulut
ilmaisevat dokumenteissaan yritysyhteis-
tyon ja alueellisuuden vahvasti. Alueelli-
suus ja yritysyhteisty toisaalta paljastavat
talouden ja muiden kestivin kehityksen
ulottuvuuksien vilisen jinnitteen. Kor-
keakoulun tulee toimia proaktiivisena kai-
kenlaisen kestidvyyden edistdjind, mutta
yritysyhteistyo on usein reaktiivista ja lih-
tee liikkeelle taloudellisista nikokulmista.

Tapa, jolla korkeakoulut esittivit suh-
teensa kestdvian kehitykseen ja sen edis-
timiseen, on osa sitd kuvaa, jonka kor-
keakoulut tuottavat itsestdin vastuullisi-
na kestivin kehityksen toimijoina. Toisin
sanoen korkeakoulut kertovat itsestddn ja
toiminnastaan asioita, joita ne haluavat
tuoda esiin, ja kenties jittavit joitakin toi-
sia pois. Sitd, miten hyvin korkeakoulujen
toiminta kidytinndssd vastaa nditd kuvauk-
sia, ei voida timin artikkelin aineiston pe-
rusteella arvioida. Voidaan kuitenkin olet-
taa, ettd korkeakoulujen tuottama kuva it-
sestddn vastaa hyvin niiden toimintaa kiy-
tinnossa.

On my6s huomattava, ettd etenkin
korkeakoulujen verkkosivut voivat ol-
la nopeasti muuttuvaa viestintdd. Olem-
me sisillyttineet timin artikkelin analyy-
siin verkkosivut vain tiettyni ajankohta-
na (maaliskuu 2021), minki seurauksena
analyysimme ei tavoita sivustojen muutos-
ta. Kuitenkin jo timin artikkelin kirjoit-
tamisen aikana sivuilla tapahtui uudistuk-
sia, etenkin ajankohtais- ja uutissivuilla.
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Pohdintaa

ield on liian aikaista arvioida,

kuinka korkeakoulut tiyttavit

kestivin kehityksen tavoitteensa.
Arenen (2020) ja Unifin (2020) ohjelmis-
sa oli paljon yhtildisyyksid, mutta myds
eroja. Unifin (2020) teeseissd nakyy luon-
non monimuotoisuus, Arenen (2020) oh-
jelmassa puolestaan ei. Ammattikorkea-
koulujen kestivin kehityksen ohjelma
pelkistyy ehkd enemmian ammattikorkea-
koulujen ilmasto-ohjelmaksi, kun taas yli-
opistojen kestivin kehityksen teesit kat-
tavat laajemmin kestivin kehityksen eri
ulottuvuudet ja nikokulmat. Ilmaston-
muutos ja siihen liittyvé hiilineutraalius-
tavoite on toki yhdistivi ja ehki tirkein
korkeakoulujen tavoite kestivin kehityk-
sen tyossd. Sen tirkeyttd kuvaavat myds
puheenvuorot, joita yliopistojen ja am-
mattikorkeakoulujen edustajat ovat kiyt-
tineet mediassa, ja jotka ovat keskitty-
neet erityisesti ilmastokriisin ratkaisemi-
seen (Bohling & Hautamiki, 2020; Kola
& Suorsa, 2020; Konst & Kiirii, 2020).

Kestavin kehityksen edistimiseen tih-
tddviin ohjelmiin on kuitenkin suhtaudut-
tava myos kriittisesti. Tekevitko korkea-
koulut kaikkensa kestavyyskriisin ratkaise-
miseksi vai tyytyvitko ne kestdvoictimdin
perustehtdviddn? Ja mitd on se kestivi ke-
hitys, jota korkeakoulut pyrkivit edisti-
miin? Arenen (2020) kestdvin kehityk-
sen ohjelma keskittyy ammattikorkea-
koulujen perustehtivien kestivyyden ja
vastuullisuuden edistimiseen. Lisiamalld
kestivin kehityksen opetusta muutaman
opintopisteen verran ei vield riitd kestiavin
kehityksen toteutumiseen. Tutkimus-, ke-
hittdmis- ja innovaatiohankkeissa (TKI)
rahoittaja mairittelee kestdvin kehityksen
kriteerit ja arviointiperusteet. Kestivin
kehityksen aito toteutuminen TKI-hank-
keissa on vaikeampi arvioida. Konkreet-



tisten hiilipadstdjen vihenemiseen tahtda-
vien toimenpiteiden osalta voidaan vain
odottaa ammattikorkeakoulujen ilmasto-
tiekarttaa.

Yliopistoissa ekologisen rinnalle on nos-
tettu sosiaalinen kestivyys muun muas-
sa eriarvoisuus- ja yhdenvertaisuustyon
muodossa. Kuten ammattikorkeakoulujen
osaltakin todettiin, konkreettiset toimen-
piteet ovat vihissid. Taloudellinen kestd-
vyys el mainittavasti ndy, mutta se voidaan
tosin kisittdd monin tavoin aina kohtuu-
talousajattelusta kestdvyysvajeeseen, min-
ki vuoksi sithen tarctuminen voi olla vai-
keaa. Molemmissa ohjelmissa mainitaan
vield kytkds YK:n Agenda 2030 kestivin
kehityksen ohjelmaan ja tavoitteisiin, jot-
ka ovat sekd Arenen (2020) etti Unifin
(2020) ohjelmien pohjana. Agenda 2030
kuten my®és valtavirtainen kestdvyyspuhe
on kuitenkin hyvin antroposentrinen li-
hestymistapa kestivyyteen.

Korkeakoulujen uudistaminen koh-
ti kestdvdd kehitystd edellyttdd muutok-
sia opetuksessa, rakenteissa, prosesseissa
ja toimintatavoissa (Avila ja muut, 2017;
Kairisto-Mertanen & Konst, 2020). Kor-
keakouluissa tarvitaan strategista pddtok-
sentekoa, johdon sitoutumista seki kiy-
tinnodn tekoja arjessa. (Blanco-Portela ja
muut, 2017). Avainasemassa muutokses-
sa on henkildst6. Kun koulutusta uudiste-
taan, on keskidssd henkildston oppiminen
ja muutosvalmius. Jos henkilostd ei omak-
su uudistuksia tai vastustaa niitd, uudis-
tus yleensd epdonnistuu. Erityisesti opet-
tajat tarvitsevat tukea ja koulutusta, kun
koulutusta pyritdin ohjaamaan haluttuun
suuntaan (Sammalisto ja muut, 2015).
Kuten muutosprosesseissa aina, tarvitaan
my6s muutoksen johtamista, jotta osallis-
tujat itse havaitsevat tarpeen muutokselle,
ja ndin syntyy tahto tehdi asioita toisin,
uudella tavalla. Tami vaatii yleensi aikaa

ja runsaasti keskustelua seki osallistamista
(Holm ja muut, 2015). Yhteiset arviointi-
tydkalut (mm. STAUNCH, ISCN), laa-
tujirjestelmit, samoin kuin kansainviliset
listaukset (mm. GreenMetric, Times Hig-
her Education World University Ranking)
sekd sidosryhmipalaute helpottavat kor-
keakoulujen kestivin kehityksen tavoit-
teiden toteutumista ja onnistumista (Dis-
terheft ja muut, 2016; Gericke ja muut,
2019; Lozano, 2010).

Kestiivissi korkeakoulussa
kestivi kebitys kulkee siis
punaisena lankana lipi

koko organisaation.

Kestivin kehityksen tavoitteet muo-
dostavat kokonaisuuden, jossa keskeistd
on systeemisyyden ymmairtiminen ja sen
mukaan toimiminen, toisin sanoen kesti-
vyyden eri ulottuvuuksien ja merkitysten
hahmottaminen ja niiden yhteensovitta-
minen. Kestivissd korkeakoulussa kestivi
kehitys kulkee siis punaisena lankana (vrt.
Lozano ja muut, 2013) lipi koko organi-
saation. Kidytinnossd se tarkoittaa holis-
tista kehitysohjelmaa, jossa kestivyys on
linkitetty kaikkeen organisaation toimin-
taan ja sitd my6s arvioidaan siannéllisesti.
Kestavilld korkeakoululla voi tillsin olla
merkittdvi tehtivd yhteiskunnassa kestd-
vin kehityksen ja ekososiaalisen sivistyk-
sen edistdjind. Ekososiaalinen sivistys aut-
taa hahmottamaan ihmiskunnan ja luon-
non globaalin keskindisriippuvuuden ja
tunnistaa ihmisen toiminnan vaikutuksia
kestdvddn tulevaisuuteen. Kestivin kor-
keakoulun tavoitteena on 16ytad ratkaisu-
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ja, jotka kunnioittavat ekologisia reunach-
toja samalla kun ne tuottavat taloudelli-
sesti ja sosiaalisesti kestdvid tuloksia.
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Abstract

In order to help teachers teach sustainabili-
ty more effectively, we need more knowled-
ge about both their understanding of sui-
table pedagogical methods and their own
positioning in regard to sustainable deve-
lopment. This qualitative research focuses
on how teachers see themselves as edu-
cators of sustainability and how they expe-
rience creative methods such as digital sto-
rytelling in supporting their learning. Inter-
views were carried out with nine university
teachers during a staff training course on
sustainable development and how it is best
taught and learnt. Findings indicate that
teachers’ positioning in regard to the teach-

ing of sustainable development varied ac-
cording to their discipline and their unders-
tanding of its four dimensions, namely eco-
logical, social, economic and cultural. Digi-
tal storytelling thus proved to be a promi-
sing method for supporting holistic learning
and teachers’ self-positioning in regard to
education concerning this complex domain.
However, some restrictions exist in relation
to resource-taking and teachers’ need for
additional support.

Keywords: sustainable development, di-
gital storytelling, education for sustainable
education, positioning, identity, university
teaching, pedagogical skills

Introduction

t is urgently necessary to understand
how sustainable development should
be taught within higher education,
since it is on the agenda of all univer-
sities; however, many teachers lack the
skills to undertake this task. As one ma-
jor challenge is the complexity of sus-
tainable development, multidiscipli-
nary approaches are required (Cantell et
al., 2019). For teachers, this means posi-
tioning their identity within the field of
sustainability teaching, tied to social dis-
course with other disciplines.

This qualitative research focuses on how
teachers position themselves as educators
of sustainable development and how they
experience digital storytelling as a method
of learning sustainability. The data con-
sists of interviews and digital stories pro-
duced by teachers during a three-credit-
point staft training course named Video
Stories of Sustainable Development.

Models for teaching sustainable
development

Higher education teachers play a central
role in teaching sustainable development.
The situation is problematic if teachers
feel that sustainability is not part of their
own discipline, that they lack the knowl-
edge, skills and experience to teach it, or
that they have to learn how to do so by
themselves (Jones et al., 2010; Stephanos
etal., 2020, p. 275). Sustainable develop-
ment is most commonly related to and
understood through the natural sciences,
particularly biology and geography (Can-
tell et al., 2019). However, to promote cli-
mate-responsive action, it is necessary to
understand social sciences, health sciences
and politics, together with ethical and hu-
manistic perspectives, so that students are
better-informed, environmentally-sound
future decision makers (Andrew, 2014;
Cantell et al., 2019; Hens & Stoyanov,
2014; Laine, 2016). Since the Brundtland
Commission report in 1987, the concept
of sustainable development has devel-
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oped to encompass ecological, economic,
social and cultural dimensions (Soini &
Birkeland, 2014). The social and cultural
dimensions, in particular, require the pro-
motion of values and worldview as the ba-
sis of sustainability (Chiu, 2004; Laine,
2016).

Students graduating from universities
that prioritise holistic education about en-
vironmental issues are better prepared to
meet the sustainability challenges of the
future as well as in the job market (An-
drew, 2014). For education in sustainabil-
ity to be effective, teachers must be aware
of all four dimensions and have sustaina-
bility-compatible values and worldviews,
as well as suitable methods to teach sus-
tainable development holistically.

Several models for education for sustain-
able development exist. Palmer’s classical
tree model (Palmer, 1998) includes com-
ponents of education about, in and for the
environment, while the bicycle model de-
veloped by Cantell and colleagues (2019)
encompasses knowledge, thinking skills,
values and worldview, identity, motivation
and participation, and future orientation,
together with operational barriers, hope
and emotions.

All education for sustainable develop-
ment models stresses the active role of
learners and a future-oriented perspec-
tive. Teaching methodologies such as pro-
ject-oriented learning and cross-discipli-
nary workshops have proven excellent for
developing competencies in sustainability
(Cebridn et al., 2020). The key competen-
cies to promote sustainable development
are critical thinking, coping with uncer-
tainty, adaptability, creativity, dialogue,
respect, self-confidence, emotional intelli-
gence, responsibility and systemic think-
ing (Cebridn et al., 2020).
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A suitable pedagogy for sustainable de-
velopment can be grounded in the mod-
els outlined above. However, the holis-
tic character of sustainable development
challenges teachers’ professional identity.
To understand how teachers learn sustain-
able development, we need narrative re-
search.

Positioning

Positioning is a widely used concept in
examining the negotiation of identities
(Bamperg & Georgakopoulou, 2008). It
refers to the constitutive and paramount
storylines in the organizational struc-
ture of discourses used by people to make
sense of their experience and future agen-
cy (Depperman, 2015). People are also
positioned by others’ acts (‘other-posi-
tioning’), through questioning, resisting
or affiliating. Positioning happens during
an interaction as a discursive process, and
it defines the rights and duties of actors
(Harré & Van Langenhove, 1991; Har-
ré et al., 2009). “In interactive situations,
positions and theories collide and inter-
act like waves, creating diffractive patterns
and new insights about phenomena, and
there is a relationality of concept and ob-
ject” (Barad, 2014; de Freitas, 2017, p.
742). In sustainability education, posi-
tioning in socio-categorical relationships,
such as discipline/teacher/student, is a
constant discourse between generations,
sciences and society.

Understanding positioning processes,
including the actors’ own thinking and
interaction with others, requires exper-
iments and methods that enable an at-
mosphere of ‘being in touch’ (de Freitas,
2017). The cultural dimension of sustain-
able development, in particular, requires
a mindset which is dynamically open to
new ideas and agencies, which is chal-



Life unfolds as a narrative,
with multiple interlinking

storylines.

lenging for teacher identity. For exam-
ple, it is affected whether teachers con-
duct research on sustainable development
or need to tackle holistic and cultural as-
pects of sustainability in their own work.
“In narrative research, the current interac-
tional approach stresses that participants
actively project and self-negotiate their
positions” (Bamberg & Georgakopoulou,
2008; Depperman, 2015, p. 370).

Narrative learning and
digital stories

Life unfolds as a narrative, with multi-
ple interlinking storylines (Harré et al.,
2009). Narratives also serve to enhance
future agency by offering renewed iden-
tity, values and agency (Hakanurmi et al.,
2021). One of the most modern forms of
narratives is digital stories: autobiograph-
ical mini-documentaries lasting between
one and three minutes during which the
storyteller combines his or her personal
experiences and worldview with scientific
theories, sociocultural values and practices
(Hakanurmi, 2017).

Digital storytelling is regarded as both
a method and a movement to give peo-
ple a voice through devices such as tab-
lets, computers and mobile phones
(Kaare, 2012). When storytellers explain
their identities to each other, they exercise
transformative power, and the simple for-
mat of digital storytelling leads storytellers
to construct personal narratives with the
shared and collective values of a commu-
nity (Kaare, 2012; Lambert, 2002). The

narrating selves touch each other’s iden-
tities and promote a collective identity
(Kaare, 2012).

Pedagogically, the power of digital sto-
rytelling is connected to its ability to sup-
port transformative learning and its im-
pacts on professional growth and develop-
ment (Anderson, 2017; Mezirow, 1991).
Storytellers become something else and
make meaning of their experiences. The
process consists of a disorienting dilem-
ma, self-examination, recognition, plan-
ning a course of action and reintegrating
the new perspective into one’s life (Mer-
riam & Bierema, 2014; Mezirow, 1991).
Digital storytelling encourages to com-
bine the professional and personal, which
Clandinin and Connelly (1987) refer to as
‘personal practice knowledge’.

To conclude, narratives are mediums
to express and negotiate individual and
collective identities. Positioning theory, a
central theory concerning narrative iden-
tity, highlights the interaction between
the storytelling self and the story world
as a discursive process (De Fina, 2015).
According to Bamberg (1997), the narra-
tor can position herself at three levels: a
story world, with protagonist and antag-
onist and evaluations of their actions and
responsibilities; in regard to the audience,
in order to say something about her pres-
ent self; and according to how she wants
to be seen more generally, by answering to
the question ‘who am I’

Jamissen and Moulton (2017) inves-
tigated digital storytelling as a tool to
strengthen collaboration in an interpro-
fessional faculty group. They found that
digital storytelling is a potential boundary
object for promoting reflection and medi-
ating interprofessional collaboration and
the meaningful integration of disciplines,
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as well as a potential means to mediate
improved understanding and communi-
cation, as there were signs of increased
trust and shared tacit knowledge among
the group (Jamissen & Moulton, 2017).
Similarly, Edwards (2011, 2017) and Ed-
wards et al. (2010) posits that relational
agency requires an understanding of oth-
er disciplines and their aims, practices and
values.

This study presumes that digital story-
telling supports education for sustainable
development by inspiring discussion and
reflection on one’s own values, experienc-
es and positioning in a multidisciplinary
context (Hakanurmi et al., 2021; Jamis-
sen & Moulton, 2017).

Research questions

Taking into consideration the literature
and the need to know more about how
teachers think and learn about education
for sustainable development, we defined
the following research questions:

Research question 1. How do teach-
ers from different disciplines position
themselves regarding education for sus-
tainable development?

Research question 2. How is digital
storytelling experienced as a learning
method for sustainable development?

Methods
Participants and Context

three-credit-point (81-hour) staff
training course, Video Stories of
ustainable Development, was

held at the University of Turku in spring
2021. Of the ten participants, one did
not consent to be interviewed. All par-
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ticipants were women, and all except one
were simultaneously studying the 60-cred-
it-point University Pedagogical Studies
programme. Three were university teach-
ers. The rest were researchers or had some
other position at the university, including
teaching duties. Participant ages varied be-
tween 30 and 59, while teaching experi-
ence ranged from 1.5 years to 20 years.

Participants’ background in sustainable
development varied based on their earli-
er or current work. Three participants
worked or had worked in industries which
are regulated by environmental legisla-
tion. Participants in a researcher position
(n=3) reflected sustainable development
when preparing funding applications for
the Finnish Academy or supervising their
students’ master’s theses.

Participation was voluntary, and the
principal motives for attendance were to
learn video production and develop ide-
as for education for sustainable develop-
ment. A majority (n=8) of the participants
assessed their own skills as video makers at
zero. Participants represented different fac-
ulties and thus provided a multi-discipli-
nary forum for discussions of sustainable
development.

The first part of the course oriented par-
ticipants toward the goals and pedagogical
models of sustainable development. Dur-
ing the second part, participants collabo-
rated to produce their own digital story, fa-
cilitated by the teacher support unit. Using
the preliminary assignment and self-study
materials, the participants were asked to
tell a personal digital story about sustain-
able development as part of their work.
Each participant made a more strict cir-
cumscription independently. Digital sto-
ries documented teachers’ own positioning
in the promotion of a sustainable future.
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Figure 1. Video Stories of Sustainable Development: an online course combining self-
study, group discussions, mini-lectures and synchronous story-circle, workshop and
premiere on Zoom.

Data and analysis

Data was gathered during nine interviews
conducted before (approximately 50 min-
utes) and at the end of (40 minutes) the
course, as well as the digital stories pro-
duced by the participants. The first au-
thor of the article developed the course
design, taught part of the course and con-
ducted all interviews. The first interview
addressed sustainable development in a
university context; the second focused
on participants’ reflection on the learn-
ing process in general and experiences in
learning with digital storytelling. The re-
searchers watched the produced digital
stories together.

All interviews were transcribed verba-
tim and read by all writers. The interviews
were analysed according to positioning
theory (Bamberg, 1997), using the meth-

ods of qualitative content analysis and fea-

tures of narrative analysis, and the analy-
sis result was agreed by all writers. Bam-
berg’s (1997) positioning theory provided
a sound theoretical background to analyse
interviews and digital stories both sepa-
rately and together as a continuation of
storylines that describe teachers’ identities
and positioning in the area of interest in
three parts: 1) How they positioned them-
selves as teachers of sustainable develop-
ment before the course; 2) How they po-
sitioned themselves in regard to the audi-
ence in their digital stories; and 3) How
they positioned themselves as teachers of
sustainable development after the course.
Themes formed according to Bamberg’s
(1997) theory were tested by all writers;
discrepancies were discussed in the meet-
ings of the research group.
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Results

ducation for sustainable develop-

ment most obviously posed a chal-

lenge for teacher identity, and it
appeared the participants felt the need
to position themselves within this field.
Depending on their discipline, work, life
stories and current knowledge of sustain-
able development, teachers adopted either
natural professional positions or more dis-
tant generalist positions. All participants
found that the process of digital storytell-
ing promoted interactional positioning.
The combination of new knowledge, re-
flection on own identity and listening to
others’ stories widened participants’ un-
derstanding of sustainable development
and teaching methods and simultaneous-
ly offered a forum for them to position
themselves as teachers. Participants from
various disciplines recognized ways of pro-
moting sustainability in their own field,
even when their own discipline did not of-
fer a direct related research context.

Positioning according to
different disciplines

A natural positioning happened when a
teacher’s own research area had a clear
connection to sustainable development.
The possibilities of promoting sustain-
able development directly in one’s own
research and teaching provided a strong
identity for education in sustainable de-
velopment. The teacher identity around
sustainability issues began to blur when
their own research interests lay elsewhere,
in which case they used research and
methods developed by others, such as the
eco-critique in literature studies. In dis-
ciplines where the research area has few
connections to different dimensions of
sustainable development, other sustain-
able development practices were found.
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In medicine, for example, open science
and open research data increase sustaina-
bility and are already practised, at least in
research projects funded by the Academy
of Finland. Other positionings meant, for
example, gender equality in fields domi-
nated by men or a systematic way to eval-
uate subcontractors’ sustainable develop-
ment profiles. “7 now borrow my boss’ slo-
gan: sthe said that once-used research data
can be reused. This also applies to archive
materials. Yes. I think this is the biggest nar-
rative.” (16a)

The researchers in the economic field
provided ideas for and examples of teach-
ing the economic dimension of sustain-
ability, as expected. The accreditation of
the School of Economics had renewed its
aims; for each teacher, however, methods
of teaching sustainable development goals
(SDGs) remain unclear, even though ex-
amples exist of how to integrate sustain-
ability into education. The innovation
plans produced in groups, as well as the
lifecycle analysis of products and services
and overall impacts and outcomes of busi-
ness in different countries, were successful
pilots but lacked the background theory
of education for sustainable development.

“...in education for sustainable devel-
opment, even though I had done it my-
self already, in my courses, I really liked
those [pedagogical] models like the bicy-
cle model. Then I started to think, what
is most important? So, just like the role of
values and future orientation, I thought,
I must think about my teaching from
that perspective — how I could somehow
add to the discussion of values there.”
(I7b)

The uncomfortable emotions expressed
during the first interview changed during
the course into different teacher identi-



ties which were suitable for teaching sus-
tainable development in their own field.
Some teachers were already more sus-
tainability-aware than others when the
course began, but interactional methods
such as digital storytelling offered a vari-
ety of goals and ways to teach sustaina-
ble development. Teaching sustainable de-
velopment requires teachers to be open to
knowledge and collaboration with other
disciplines. When problems are wicked,
solutions to them do not lie in a single
discipline.

The interactional positioning in the
middle of pluralistic storylines trans-
formed teacher identities and enhanced
teacher agency as researchers or generalists
in education for sustainable development.
The latter implies the promotion of gen-
eral skills in academic education, such as
critical thinking, analysing conflicts of in-
terests and supporting all students equally.

Positioning between the four
dimensions of sustainable
development

The ecological dimension seemed to be a
self-evident part of climate-responsive ac-
tion and dominated the participants’ con-
cept of sustainable development. When
participants familiarised themselves with
all the SDGs of the United Nations, their
understanding widened to cover all four
dimensions (ecological, economic, social
and cultural). “Ar least I have learnt a huge
number of new things about sustainable de-
velopment in general and what a diverse
concept it is.... I hadn'’t thought before about
how comprehensive it is.” (12b)

The ecological dimension was also a
starting point in participants own story-
telling, although their stories also covered
other dimensions. Participants involved

in social science research activities (n=3)
found it easier to understand the exten-
sion into the social dimension, which ap-
peared to require reflection for those com-
ing from other disciplines (n=6).

“This opened up for me a much larg-

er view on sustainable development, just
by providing these kind of equality dis-
courses and so on, which is extremely im-
portant, but I only now recognize them
as somehow belonging under this um-
brella. This was interesting and useful, of
course.” (18b)

The Anthropocene worldview in gener-
al challenges also the ecological dimension
that is changing (Fedosejeva et al., 2018).
Only four participants mentioned the cul-
tural dimension at interview, while five
still lacked knowledge in this area when
the training ended. The cultural dimen-
sion requires serious reflection on how
we understand life circumstances now as
constant economic growth and life as con-
sumers. If the teacher or students deny the
values and normative character of the ac-
tions needed for climate change and other
SDGs, the situation becomes more chal-
lenging during studies and, later, at work.

For participants from other disciplines,
except business education, the sustainable
economy remained unclear, with some ex-
ceptions. Collaboration with researchers
in the field of social sciences, political re-
search and economics, for example, might
open up new perspectives.

“Of course, for example, with business
school, where I expect these things are un-
der reformulation, it would be interesting
to offer this perspective of business histo-
ry in the sense that this is not actually a
[resh issue and that these critical voices
are also worth recognizing when we try to
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support the agency of people and the pos-
sibilities to choose differently.” (14a)

Positioning through personal life
history in digital stories

Storytellers positioned themselves on
the stage and wanted others to see them
in line with their disciplinary positions.
While sustainable development was con-
nected to their own research and inter-
ests at work, storytellers also included el-
ements from their personal life history,
such as anecdotes from their childhood
and references to their grandparents and
own children. Storytellers with weaker
connections to sustainable development
in their own disciplines placed person-
al life histories at the centre of their nar-
ratives, where they represented a variety
of sustainable development dimensions.
Storytellers typically referred to their re-
lations with nature and consumption and
reflected on different generations, peri-
ods of history and societies. Reflection on
both personal and professional aspects of
sustainable development enabled it to be
viewed holistically, with attention paid to
values, worldview, identity and future ori-
entation, as well as operational barriers,
hope and emotions, as expected by the bi-
cycle model.

Digital storytelling
and learning

Digital storytelling proved a suitable
method to learn the content of sustaina-
ble development and how to teach it. In
interactional discourses, personal, disci-
pline-specific and holistic narratives over-
lap in multidisciplinary contexts. How-
ever, many challenges remained to con-
structing personal digital stories. The as-
signment — tell a subjective story — faced
resistance from research-oriented partic-
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ipants (n=2), who wanted to include a
strong professional perspective in order to
use the story as learning material for their
own students.

“l was shy about making a subjective
story, if I planned to use it in my own
teaching, as it was suggested that we
might use these in teaching... I thought
that my own personal input would take
away something very important, and it
was important for me to find the profes-
sional perspective.” (18b)

This is a revealing quote, because it de-
scribes how the role of videos is often un-
derstood in education: to enable the teach-
er to share knowledge. When telling their
own stories, the teachers started to consid-
er videos” other functions and noticed that
their students might do digital stories too.
Teachers thought they lacked the media
skills to supervise their students; hence,
they need support when starting to use in-
novative teaching and learning methods
such as digital storytelling.

The introduction of the course provid-
ed common ground for discussion and an
atmosphere of safety and trust so personal
stories could be told. Teachers experienced
the chaos was easier to stand when other
participants had the same difficulties with
their storylines.

About the story-circle — that worked
nicely. It was encouraging, with a good
atmosphere. Nobody was sitting there
like, I'm only here because I have to be,
because nobody had to. But the case was
that it was a very good team spirit that is
not necessarily self-evident that it is, and
in the premiere, everybody got beautiful
Jfeedback and respect, meaning the stories
were seen as valuable.” (14b)



The participants’ notions of trust, re-
spect and learning from others’ digital
stories may be seen as signs of bounda-
ry objects in finding productive ways to
build a working combination of diversi-
ty and unity instead of creating consensus
(Akkerman & Bakker, 2011; Jamissen &
Moulton, 2017; Leigh Star, 2010).

The digital storytelling workshop was
a turning point for participants’ teach-
er identity, in education for sustainable
development. The participants report-
ed a better understanding of other disci-
plines after the course, supporting earli-
er research indicating that digital story-
telling has potential as a boundary ob-
ject to mediate interprofessional collabo-
ration and integrate disciplines (Jamissen
& Moulton, 2017). Collaboration during
digital storytelling clearly offered teachers
a forum for identity work, and storytell-
ing supported relational agency regarding
understanding different disciplines and,
in general, gaining insight into the pur-
poses and practices of others (Edwards et
al., 2010).

All participants shared that they had
learnt a great deal from the stories and
their colleagues’ mindsets.

“l was surprised how much I could

get out of them when I was watching
them... I had a general overview of sus-
tainable development, but I learnt new
things through the materials but also
from the [video] presentations of other
participants that I hadn’t thought of be-
fore...” (I5b)

“They opened my eyes, those videos made
by others.” (16b)

“Even though the videos were different, so
I clearly watched them closely and paid
attention to many things.” (I7b)

“It was very inspiring to see how oth-
ers had solved similar kinds of things to
what [ was reflecting on.” (18b)

The production and use of videos in-
spired the teachers and made them think
about their own teaching. One teacher
suggested organising workshops for stu-
dents from different disciplines interest-
ed in producing a video instead of anoth-
er output, such as an academic essay, and
letting them learn in an interdisciplinary
context. This idea supports the argument
that a digital storytelling workshop and
listening to others’ stories promote holis-
tic understanding of sustainable develop-
ment and enable connections to be built
between disciplines. This valuable notion
addresses how we can prepare students
for interdisciplinary collaboration. It is of
the utmost importance to train students
to have relational agency and act as ‘in-
teractants’ rather than as singular actors

(Burkitt, 2016; Edwards, 2017).

Discussion

’ I Yhe findings of this study have im-
portant implications for future
practice. To provide knowledge

and information about sustainable de-

velopment is obviously not enough for
either teachers or students. The aims for
education for sustainable development

described in the bicycle model call for a

method that allows a holistic reflection of

values, worldview and identity (Cantell et
al., 2019). Combining knowledge and re-
flection of teachers’ own values and posi-
tionings produced multiple storylines by
means of digital storytelling that enabled a
discursive practice and interactional con-
tingencies. Even loose and distant connec-
tions between the participants’ own work
and sustainable development transformed
into positionings which they can trans-
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late into their work toward sustainable fu-
tures. Similar processes are important in
academic studies where, in parallel with
specific learning outcomes, the aim is to
educate professionals to fully realize their
role in building a better world according

to all the SDGs.

This study revealed that the teachers had
quite limited views of sustainable devel-
opment before the course; however, after
learning about the four dimensions of sus-
tainable development both personally and
collaboratively in narratives, they could
conceptualize sustainable development
more broadly in relation to their own dis-
cipline and their work as teachers (Bam-
berg, 1997; Clandinin & Connelly, 1987;
De Fina, 2015; Depperman, 2015). Their
personal relationship to sustainable de-
velopment and listening to others™ digital
stories taught them various ways to think
about sustainable development.

Apparently, teachers regarded digital
storytelling as a decent practice in high-
er education learning, with some restric-
tions. It proved to be successful for teach-
ing a complex domain such as sustainable
development in a multidisciplinary con-
text (Jamissen & Moulton, 2017; Kaare,
2012; Lambert, 2002). A course in dig-
ital storytelling was a concrete way to
teach teachers a new method. When im-
plementing digital storytelling in their
own teaching, the teachers need addition-
al support in pedagogical, narrative and
technical matters. Digital storytelling is
a resource-taking activity, which may re-
strict its use in academic teaching. How-
ever, creative and innovative teaching
methods are welcome when learning out-
comes deal with values, identity or agen-
cy, as in the tree model or bicycle model
(Cantell et al., 2019; Palmer, 1998). Sim-
ply reflecting on experiences might not be
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enough; a wider knowledge-base is neces-
sary at all phases of storytelling, together
with collaborative reflection of experienc-
es and meaning-making. Transformative
learning means deep, personal, collabora-
tive and holistic reflection, including all
dimensions of sustainable development
(Anderson, 2017; Mezirow, 1991).

The digital storytelling process during
the course was a matter of gaining suffi-
cient insight into the purposes and prac-
tices of other disciplines to enable collab-
oration also in the future (Edwards et al.,
2010; Edwards, 2011; Edwards, 2017).
However, the participants appeared to
have no plans to continue collaboration
afterwards or build relational agency in
practice. The lack of willingness to collab-
orate and thus practise relational agency
needs further research.

A common challenge for university
teachers is to consider a sustainable devel-
opment perspective in their own research
and teaching, as well in other university
practices. Positioning one’s own teach-
er identity offers a sound background for
teaching sustainable development. As a
whole, the university can best teach sus-
tainable development when teachers are
equipped with the identities, knowledge
and methods necessary to educate new
generations.
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Abstract

This article introduces the development of
the self-reflection tool HowUTeach for hig-
her education teachers. HowUTeach is are-
search-based self-assessment tool created
primarily for teachers in both science uni-
versities and universities of applied scien-
ces. The purpose of HowUTeach is to inc-
rease teachers' awareness of their teaching
and thereby enhance individual self-reflec-
tion relating to work and well-being. HowU-
Teach uses responses to a questionnaire as
a base to generate feedback that includes

descriptions of different teaching dimensi-
ons as well as ideas on how to develop and
improve teaching practices. This article de-
fines these dimensions and presents the
idea of counter feedback. The results from
the pilot tests of HowUTeach were promi-
sing, and teachers identified that the instru-
ment advanced their teaching practices.
The tool is now being developed further.

Keywords: self-reflection, higher education
teachers, higher education teaching, self-ef-
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HowU Teach -itse-
arviointityokalu
laadukkaan korkea-
kouluopettamisen
tukena

Tiivistelma

Artikkeli esittelee korkeakouluopettajien
tyodn tueksi kehitetyn HowUTeach -itsearvi-
ointitydkalun. HowUTeach on korkeakoulu-
pedagogiseen tutkimukseen perustuva,
korkeakouluopettajien itsearviointitydkalu,
jonka avulla HowUTeach -kyselyyn vastaa-
valle korkeakouluopettajalle voidaan tuot-
taa tutkimukseen perustuva vastapalaute

oman opetuksen ja pedagogisen asiantun-
tijuuden kehittédmisen tueksi. HowUTeach-
in kayton ensisijaisena tavoitteena on lisata
korkeakouluopettajien tietoisuutta omasta
opetuksesta, ja lisata nain opettajien kykya
reflektoida ja kehittad omaa opetustaan se-
ka edistaa heidan hyvinvointiaan. HowU-
Teach on suunniteltu ja kehitetty erityises-
ti tiede- ja ammattikorkeakouluopettajien
tyon tueksi. Artikkelissa kuvataan kyselyn
eri ulottuvuudet ja vastapalautemekanis-
mi, joka perustuu opettajien kyselyvastauk-
siin. HowUTeachin alustava kaytté on an-
tanut rohkaisevia tuloksia ja opettajat ko-
kevat, etta kyselyn kayttd auttaa heita ke-
hittamaan heidan opetustaan. Kyselya ke-
hitetédan edelleen.

Avainsanat: itsearviointi, korkeakouluop-
ettajat, korkeakouluopetus, hyvinvointi

Introduction

unded by the Ministry
of Education and Cul-
ture from 2017 to 2019,
the HowUTeach project
was part of an extensive
teacher education reform
that sought new solu-
tions to support current
and future teachers. The project was led
by the Centre for University Teaching and
Learning at the University of Helsinki in
cooperation with the University of Turku.
As the project evolved, Aalto University
and Hime University of Applied Scienc-
es also contributed to the development of
this research-based self-assessment tool.
Focusing on the requirements of teach-
ers in both science universities and uni-
versities of applied sciences, HowUTeach
contains different inventories that cover
teaching processes (approaches to teach-
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ing), experiences of the work environment
(autonomy, peer support), and well-being
(self-efficacy). Through the use of a ques-
tionnaire and feedback, the tool aims to
increase teachers’ awareness of these di-
mensions in relation to their own work
and enhance self-reflection of their teach-
ing and well-being. Based on the individ-
ual’s responses to the questionnaire, the
feedback produced by HowUTeach in-
cludes descriptions of different teaching
dimensions and suggestions on how to
improve teaching practices. An extensive
analysis of higher education pedagogy was
used to develop HowUTeach, and thus it
can also be utilised as a research inventory.
This article first describes the project that
developed the HowUTeach inventory and
its content. The idea of using HowUTeach
as a self-reflection tool is also introduced.



Creating an inventory to
support higher education
teachers’ teaching

’ I Yhe aim of the HowUTeach project
was to develop an instrument or a
collection of research instruments

that could be used for many different
purposes. The inventory in HowUTeach
functions as a tool for gathering research
data from teachers; however, it also pro-
vides teachers with research-based coun-
ter feedback. Previous research has shown
that a teacher’s awareness of their own
approaches to teaching is important for
their pedagogical development (Postareff
& Lindblom-Ylinne, 2008). In the high-
er education context, the HowULearn in-
ventory has already provided good exam-
ples of how counter feedback can support
students’ awareness of their study meth-
ods and supply constructive ideas for im-
provement (Parpala et al., 2018). HowU-
Learn provides students with personal-
ised feedback on their learning as well as
guidance on ways to enhance their skills
(Parpala & Lindblom-Ylinne, 2012).
The feedback focuses on the student’s ap-
proaches to learning, self-efficacy, and
study-related burnout. Students receive
the mean scores of their own answers to
the scales, which measure the dimensions
of their learning experiences. They also re-
ceive the mean scores of the whole group’s
answers to these scales. In addition, stu-
dents are provided with descriptions of
the different scales and guidelines on how
they can improve their own learning.

HowUTeach uses a similar structure
to HowULearn; however, rather than fo-
cusing on students, HowUTeach was de-
signed for teachers in higher education
with adjusted measurements for teaching
processes, experiences of autonomy and
peer support, and self-efficacy and burn-

out. These scales were selected for HowU-
Teach as previous research had identified
their suitability for providing counter
feedback (Parpala et al., 2018) or high-
lighted their importance as elements of
teachers” well-being (Postareff & Lind-
blom-Ylinne, 2008, 2011; Cao et al.,
2018). Several scales had also been used
to support teachers pedagogical develop-
ment in higher education (Englund et al.,
2018). Using these criteria, the invento-
ries developed for the HowUTeach tool
focus on teaching processes (approach-
es to teaching), experiences of the teach-
ing-learning environment (autonomy,
peer support), and self-efficacy. The final
dimensions used in the HowUTeach in-
ventory are presented in Figure 1 (page
64), and the factors and items are shown
in Appendix 1. The remaining sections of
this paper will further explain the dimen-
sions and their theoretical and empirical

background.

Approaches to teaching

’ I Yhe developers of HowUTeach

used previous research by Postar-

eff and Lindblom-Ylinne (2008)
and their extensive interview data to cre-
ate new items that measure the different
dimensions of approaches to teaching in
higher education. During this process,
the original Approaches to Teaching In-
ventory (ATT) and Revised Approaches to
Teaching Inventory (ATI-R) (Trigwell &
Prosser, 2004; Trigwell et al., 2005) were
also used and critically examined item by
item. Moreover, new dimensions were
added that were not previously included
in the ATT or ATI-R. Four different scales
measuring approaches to teaching were
used: (1) Interactive approach, (2) Un-
reflective approach, (3) Transmissive ap-

proach, and (4) Organised approach.
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7 B
Higher Education Teachers’
Approaches to Teaching (HEAT)
« Interactive approach
* Unreflective approach
« Transmissive approach
+ Organised approach
Content of HowUTeach
Experiences of the work
environment and community Self-Efficacy
+ Autonomy
* Support
. e
Figure 1. Content of the HowUTeach self-reflection tool
Autonomy and the Motivated Strategies for Learning Ques-
peer support tionnaire in Pintrich et al. (1993). In every

he psychosocial work environment

factors discussed first in this pro-

ject included concepts of collegi-
al support, autonomy at work, utilisation
of student feedback, the perceived rele-
vance of teaching, and the level of interest
in teaching. Research suggests that sup-
portive communities facilitate pedagogi-
cal development (Kurtts & Levin, 2000;
Englund et al., 2018). Autonomy has a
positive effect on teacher motivation, and
it is also considered a critical requirement
in higher education (Esdar et al., 2016).
Therefore, two scales measuring autono-
my and peer support were developed for
HowUTeach during the project.

Teaching-related
self-efficacy

scale from HowULearn (Parpa-
la & Lindblom-Ylinne, 2012)
was also adapted to the teaching
context to measure self-efficacy. The ini-
tial items in HowULearn were based on
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scale, the participants are asked to re-
spond to the items on a 5-point response
scale from 1 (totally disagree) to 5 (total-

ly agree).

Counter feedback
for teachers

o support educators and their

teaching, the HowUTeach pro-

ject developed counter feedback
for each scale. The counter feedback is in-
itiated by the teachers filling in the ques-
tionnaire then calculating their scores
for the different scales. An interpretation
key presents the scales and the items that
they consist of. The teachers are prompt-
ed to read the descriptions of the scales
and consider how high they scored in each
scale. Thus, the interpretation key sup-
ports the teacher’s awareness of the types
of elements that are prominent in their
own teaching and how these elements
are defined in previous research. The next
step in the development of HowUTeach
is to produce more individualised counter



feedback so that high or low scores gener-
ate different forms of support and person-
alised suggestions for improving teaching.

Testing and piloting
the instrument

owUTeach was tested and pilot-

ed on several occasions with over

50 higher education teachers.
In these sessions, the teachers were asked
to fill in the questionnaire and calculate
their own scores with the help of a scoring
key. They were also instructed to read the
counter feedback and evaluate their own
scores in different dimensions. For exam-
ple, they were asked to focus on the dif-
ferences in their scores for the various di-
mensions and consider the counter feed-
back. The participants were then asked to
reflect on whether the feedback was in line
with their own evaluation of their teach-
ing. The items and feedback were also dis-
cussed with the teachers, with a focus on
how they were experienced. In these pi-
lot tests, the higher education teachers
described the feedback as useful for in-
creasing their awareness of teaching and
providing specific advice for teaching de-
velopment. They also identified that the
feedback could be utilised in discussions
with their superiors and pedagogical lead-
ers. The teachers clearly stated that they
would benefit from using the instrument
as it helped them to reflect on their own
teaching and its effectiveness. Additional-
ly, the teachers emphasised that the tool
should cover online teaching as well as
face-to-face contexts. Therefore, HowU-
Teach was also tested using a question-
naire that could be completed from both
perspectives.

The pilot testing and several quantita-
tive factor analyses have demonstrated
that HowUTeach is valid and useful in de-

veloping teaching in both online and face-
to-face contexts. Overall, the piloting of
the tool has produced promising results.
HowUTeach is currently freely available,
although the resource will be developed
further in various higher education con-
texts. For further information, please con-
tact the authors.
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Appendix 1. Inventory and sources of items

Parts and scales of HowUTeach

Part 1: Approaches to Teaching

Scale: Interactive Approach, alpha .816

Source of
item

In my teaching, | create situations where | encourage students to discuss their a

thoughts and opinions about the topic.

| set aside teaching time so that the students can discuss the key concepts of b

the subject among themselves.

In teaching situations, | provide an opportunity for students to deepen their a

understanding about the subject through discussion.

Scale: Unreflective Approach, alpha .712

| have trouble understanding how | can help the students to learn. a

The students'’ learning process is so complicated that it is challenging for me to a

understand how | can support it as a teacher.

It is difficult for me to understand what learning is all about. a

Scale: Transmissive Approach, alpha .783

The majority of my teaching time is spent transmitting information to a
the students about the topic.

My teaching is focused on the good presentation of information to the students. b
The most important goal of my teaching is to deliver what | know to b

the students.
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Parts and scales of HowUTeach Source of
item

Part 1: Approaches to Teaching

Scale: Organised Approach, alpha .742

| am organised and systematic as a teacher. c
| put a lot of effort into my teaching. c
| spend a lot of time preparing my teaching. c

Part 2: Experiences of the work environment and community

Scale: Autonomy

In my daily teaching, | am free to choose teaching methods and strategies. d
In the subjects that | teach, | feel free to decide what content to focus on. d
| feel that | can influence my working conditions. d

Scale: Community support

My colleagues listen if | tell them about the challenges | face in my teaching. e
My colleagues are open to new ideas regarding teaching. e
My closest work community values teaching and its development. e
Part 3: Self-efficacy

| believe | can cope with my teaching tasks. c
| am confident that | can manage even in the most difficult teaching situations. c
| am certain that | have the necessary pedagogical skills to manage teaching c
tasks.

| am confident that the students learn from my teaching. c

References and backgrounds for different items:

a Developed for HowUTeach and based on a previous interview study (Postareff & Lindblom-
Ylanne, 2008).

b Modified and further developed from ATI-R (Trigwell et al., 2005).

¢ Developed for HowUTeach and based on a previous interview study (Postareff & Lindblom-Ylanne,
2008); items from HowULearn contextualised for HowUTeach (Parpala & Lindblom-Yl&nne, 2012).
d Modified and further developed from Techno-Work Engagement Scale (Makiniemi et al., 2017)

e Developed for HowUTeach by the HowUTeach research group.
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he starting point for the book is
that career development is com-
plex concept while operating in
between individuals and social
structures. It deals with transitions from
learning to work, across organizational
boundaries but also concerns about so-
cial marginalization are raised. In a pref-
ace, the book is recommended to all who
recognize how important career devel-
opment is, who want to enhance one’s
understanding of it or engage more ef-
fectively with it. In the first chapter (In-
troduction: Rethinking of Career Devel-
opment) by McCash, Hooley & Robert-
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son, the area of career development if
profoundly discussed: This chapter lays

a good state-of-the-art ground for fu-
ture chapters. It also offers a strong back-
ground for career development by argu-
ing the historical points of view in a care-
ful way. The term “career development”
is chosen as a main concept in this book
although some authors are using terms
like career counselling, career guidance
or career education, and they have spe-
cial reasons for it.

The handbook is divided in three sec-

tors: contexts, concepts and practice. In



contexts, the main concern is in econom-
ic, sociopolitical and institutional con-
texts. Concepts are dealing with concepts
and theories that underpin the career
development field. Practice, or practic-
es, are dealing with a variety of profes-
sional contexts, like organizational de-
velopment, counselling, education, em-
ployment support, and social and youth
work. There are 42 contributors in this
handbook in total.

My interest for the book is twofold:
first, I have worked in the employment
and career services in the employment
office and in higher education and voca-
tional education institute for seven years.
After that, the job as a teacher educator
(since 2009) seems to be more and more
career development because there are
more and more adult vocational teach-
er students who have no experience of
teaching and during their studies, they
are learning how to teach but also what is
the identity of a vocational teacher. Sec-
ondly, I have just reviewed a career de-
velopment book in Finnish with my col-
league and I started this review process
with a huge curiosity.

Some remarks
of the chapters

Contexts

here are seven articles in this part,

concerning the decline of the de-

cent work, career development
services seen from economic or human
capital theories, linking educators and
employers, or authentic education for
meaningful work. Two articles are deal-
ing with public policy or development of
career development policy.

ETER J.
- ROBERTSON
TRISTRAM
HOOLEY &
PHIL
McCASH

The Oxford Handbook of
REE

There are important themes to iden-
tify in this part of the book. Many arti-
cles share the idea on decent, meaningful
work: work brings people status, digni-
ty, and sense of belonging. This is con-
nected with for example good life, search
for meaning, societal stability and secu-
rity. All this could be possible if we share
the idea presented in this sector: anoth-
er world is possible. There remain ques-
tions like how work has come to be what
it is, seek for new possibilities when sta-
ble jobs disappear and need for more re-
search on precarious work. Career de-
velopment or service as a part of formal
education enables to recognize qualifica-
tions and add human capital: career de-
velopment interventions are clearly edu-
cational. Concerning the ideas of capital,
it is said that human beings invest mon-
ey in education to accumulate human
capital. The career development work-
ers should have abilities to help in do-
ing wise investment choices and by that,
they are also significant agents of social
change.

Career development is a yoking con-
cept: it connects work, education, learn-
ing; ideas of how individuals spend their
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time across their life course, how they
manage their learning and work path-
ways. The remarks of social justice re-
main. What about them who are losers
in this race? Career development should
not create an ideological character of
man, either trust on everyone’s possi-
bilities of enterprising themselves. Spe-
cial note I would like to give to the arti-
cle that combines sustainability develop-
ment goals with career development.

Concepts

In this section, there are nine articles
concerning integrated analysis of career
development, organizational, manageri-
al and cultural views to careers and ca-
reer development. Theories including the
Global South, cross-cultural career psy-
chology and questions of social justice
are discussed. Narrative turn in career de-
velopment theories is one special case.

There are some very interesting re-
marks on these articles and I will intro-
duce some of them in exemplary fashion.
I just pick some of them up. The first
thing is the purpose of the section: to
make sense of the complexity and frag-
mentation and to describe the develop-
ment of the career development. This
section offers integrated overview of ca-
reer theories towards the paradigm shift.
In the first section, the question was
raised: What is the question career devel-
opment in answer to? In this second sec-
tion the question is: What problem do I
want to solve? One good concept to dis-
cuss is what is career? There is little agree-
ment on the meaning of the term: It can
be described for example as a work career
or entire lifetime. Careers are also seen
as means of achieving self-actualization
and are connected with intentionality
and self-directedness. However, is it just
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a concept for promoting individualistic
and middle-class views? There are notes
dealing with the social justice: how these
embedded values are intersecting with
career development.

Organization as a context for career de-
velopment is discussed here. There are
presented notes that individual and or-
ganizational interests are split and, in
some organizations, career structures are
like tournaments: stars and talented peo-
ple are succeeding in the contests. Or-
ganizations could be resources for social
change theories and for possible careers.
This connects the idea of organization-
al career development with identity, with
possible selves. Self can be seen as an ob-
ject or a subject, as social and linked to
context; career development interplays
between oneself and environment: so-
cial space, opportunities, other people
and their experiences have a significant
effect on career development and form-
ing one’s self. Metacognitive thinking is
needed to help people to monitor and
manage their life paths, to face career
challenges and to foster self-efficacy, ad-
aptability, resilience, hope and optimism.
To use narratives is a working technique
in career counselling: it gives possibilities
to narrate our lives, search for meaning
and constructed reality, collaborate be-
tween the counsellor and the client and
to foster agency.

Attention should be paid to cultural
contexts and cultural learning: all learn-
ing is cultural but also unconscious ab-
sorption. It is not bounded by country’s
borders. Counsellors are encouraged to
take contextual approaches, research con-
ventions, routines and find the impor-
tant things to people; there is a need to
speak on their own terms. In career de-
velopment, cultural assessment meth-



ods should be recognized. While talking
on the identity, there is a connection to
cultural learning: personal myths inte-
grates human experience, unites the per-
sonal and social and cannot be reduced
to either polarity. To summarize the the-
ory section, personal identity and foster-
ing it plays a big role in social contexts
that should be recognized and used as a
source for career development.

Practice

In practice section there are eight articles
dealing with essential and current topics:
digitalization, assessment, effectiveness,
professionalism but also transformations,
labor market information and giving ide-
as of clinical review and evidence-based
practice for career development.

Professionalization and professional-
ism of career development practice is dis-
cussed in this section, later also profes-
sions. Professionalism deals with the ide-
as like formal status, accredited qualifica-
tions and via them, feeling of belonging.
Overlapping professions exist in the area
of career development. The role of socie-
ty is crucial for professionalization: what
are the benefits for the state and mem-
bers of the profession. Professions can be
seen in some cases self-serving, pursuing
their own agenda. In different countries,
there are different forms of career devel-
opment professions. It is difficult to de-
fine about the extent that career services
are professionalized. Career development
professionals are needed for example
when using labor market information in
career services: sometimes clients just do
not understand or believe it. Then practi-
cal hints are useful and they must be giv-
en by avoiding jargon, repeating and be-
ing specific.

There is a risk of youngsters to accept
the status quo. That is why transforma-
tive and experimental career learning is
needed. Career education concerns cur-
riculum design and offers three differ-
ent ways to integrate career education.

It makes us happy that examples of Fin-
land and Scandinavia are exhibited. Ca-
reer education gives learner a “voice”, it
equips him/her with hope, optimism,
self-belief and motivation. Narrative ap-
proach is used for self-development: it is
a lifelong capacity to understand oneself
and relationship to others. Promoting
self-development can help youngsters to
become more self-aware. Coaching and
mentoring capacity by an adult is impor-
tant and can be used also in career explo-
ration. Career exploration means “look-
ing outwards” and it includes discussions
especially how to use and understand bi-
as and marketing hype when using social
media and websites.

There are very optimistic possibili-
ties of using digitalization in career de-
velopment although this digital revolu-
tion is called as forth industrial revolu-
tion. In this section, three approaches to
link technology to pedagogy are present-
ed: instrumental, connectivist and criti-
cal pedagogy. Six affordances offered by
digital technology are described. There
are questions if digitalization leads to su-
perficiality and fake news or empower-
ing citizens, democratizing society and
leading to change political economy. An-
yway, it can be useful in provision of in-
formation, to tailor automated interac-
tions, sharing experiences and facilitating
communication.

Career guidance and its new forms
needs assessment. How and why —ques-
tions are useful in evaluation. Assessment
is needed among the professionals: for
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example, how are the values of counsel-
lor affecting processes. Client- or per-
son centeredness processes seem some-
thing to aim to but are not so easy to
make true. Sometimes there is still a need
for opportunity-centered process. Put-
ting the client, or a student, is a focus,
increases his/her self-efficacy and forc-

es counsellor to take the mentoring or
coaching attitude: in this kind of case,
there is an urgent need to recognize that
the client is the expert of his/her life and
help him/her in self-actualization. Career
stories or narrative approaches are good
for that.

When assessing career development, it
was noticed that it is effective in assisting
with job searching or in choosing career.
These new ideas of transformation, dig-
italization, and career professionals like
coaches offer many possibilities to effect
on client’s lives. The best result of career
development processes could be that the
client becomes an agent of his/her life
and is ready to steer his/her life towards
special goal fitted with values and capac-

ity.

Concluding remarks:
What did I learn from
career development?

his handbook is made with a

huge enthusiasm and expertise of

the career development. There are
plenty of references used and all chapters
are written well and interestingly. The so-
cial justice theme is something that hits
the eye: it is mentioned several times and
in several contexts. As mentioned in the
text, there is career development and ca-
reer guidance in Finnish schools but it is
not mentioned as a way for social justice.

72

The texts are also well aware of each
other: interestingly, the authors refer to
other texts. This makes a feeling of work-
ing together and sharing ideas from dif-
ferent points of views. While the authors
are so competent, it would have nice to
read more of their “opinions”; what do
they really think about the theoretical
findings that they present in their arti-
cles. The conclusions are quite short and
still, they would have been the most in-
teresting parts. One question remains of
the references: self-determination theory
with autonomy, relatedness and compe-
tency is mentioned (for example, p. 28)
but there are no names like Deci and Ry-
an mentioned. I just wonder, why is that.
In addition, ideas of the Self remind us
as social psychologists of the I, Me and
Self in the theory of G. H. Mead. That
would have been good to add in the dis-
cussions of the identity.

All in all, very good theoretical back-
ground for career guidance. The whole
area is taken into account. There are
some great examples for taste how to use
different kinds of creative techniques or
methods and this makes us want more
and more. Maybe the next part of this
handbook could be Practical Handbook
of Career Development. This book and
the experience of authors gives a lot of
possibilities for that so I am eagerly wait-
ing for that version.
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PISA18-ensituloksia
SUOMI PARHAIDEN JOUKOSSA
OECD:n seitsemas PISA-tutkimus toteutettiin vuonna 2018, ja siihen osallistui 79 maata tai

aluetta. Tutkimuksessa selvitettiin 15-vuotiaiden osaamista kolmella pdaarviointialueella.
Talla kertaa tarkastelun kohteena oli erityisesti lukutaito.

Opetus- ja kulttuuriministerion julkaisuja. 2019.

Taru Siekkinen

The Changing Relationship Between the Academic
Profession and Universities in Finnish Higher Education
This doctoral dissertation suggests that the power of the academic profession has been
challenged in universities, as the power of the collegial decision-making structures has
been diminishing. However, academics still have power in universities that occurs many
ways. A new kind of connected academic professionalism is emerging, as the professional,

organisational, and societal impact/entrepreneurial roles and identities are being blended
in the work of academics.

Studies 35.2019.

Kaisa Leino, Jenni Rikala, Eija Puhakka,
Mikko Niilo-Rémd, Marjo Sirén, Janne Fagerlund

Digiloikasta digitaitoihin
KANSAINVALINEN MONILUKUTAIDON JA
OHJELMOINNILLISEN AJATTELUN TUTKIMUS (ICILS 2018)

Miten sujuu 8.-luokkalaisilta diginatiiveilta tiedon kasittely ja tuottaminen? Mita on ohjel-
moinnillinen ajattelu — osaavatko sita vain tietokonenortit? Millaiset tekijat koulussa edis-
tavat ja mitka estavat teknologian hyodyntamista opetuksessa?

2019.

Jonna Pulkkinen

Reforming policy, changing practices?

SPECIAL EDUCATION IN FINLAND AFTER EDUCATIONAL REFORMS

This study examines if the practices in municipalities and schools have changed according
to the aims of the reforms. It also examines variations in the practices and changes among

municipalities and schools. The study provides information on special education system
reforms and education policy implementation. Reforming policy,

changing practices?
Studies 34.2019.
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Challenge for equity and excellence
EVIDENCE FOR FUTURE SUCCESSFUL ACTION

IN BILINGUAL FINLAND

The Finnish school system has consistently excelled among OECD countries and equity has
been recognized as its key strengths. However, Finland’s performance has failed to keep
pace with improvements in other countries. This report examines evidence from PISA
2015 to provide some insights for successful actions in order to slow and eventually
reverse the decline in student performance.

Reports 54.2018.

Helena Aittola, Taru Siekkinen, Jussi Vélimaa
Tyoelamalahtoinen avoin korkeakouluopetus
(AVOT) -hankkeen arviointi

LOPPURAPORTTI

Julkaisu kasittelee AVOT-hanketta, joka vastaa tyoelamasta nouseviin osaamistarpeisiin ja
luo toimintamallin, jossa avointa korkeakouluopetusta jarjestetaan korkeakoulujen yhteis-
tyona. Hankkeeseen liittyi ulkopuolinen arviointitutkimus, joka toteutettiin kahdessa vai-
heessa. Tassa loppuraportissa kuvataan koko arviointiprosessi, kootaan yhteen hankkeen
aikana kerattyjen aineistojen paatulokset ja esitetdan yhteenveto ja suositukset.

2018.

Pdivi Vuorinen-Lampila

Korkeakoulutuksen eriytyvat tyoelamatulokset

Tassa vaitoskirjassa tarkastellaan, miten yliopistosta ja ammattikorkeakoulusta valmistu-
neiden tyoelamassa saavuttamat tulokset eriytyvat koulutusalojen kesken ja tutkinnon
suorittaneiden taustatekijoiden mukaan. Tulokset osoittavat, ettd korkeakoulututkinto on
merkittava resurssi, joka tuo paljon hyotyja tydeldmassa, mutta ei takaa yhtaldisia hyotyja

kaikille tutkinnon suorittaneille. Koulutusala ja sukupuoli maarittavat voimakkaasti valmis-
tuneiden tydeldamadssa saavuttamia tuloksia.

Tutkimuksia 33. 2018.

Jaana Kettunen
Career practitioners’ conceptions of social media and

competency for social media in career services
New technologies and social media offer important opportunities for improving career
services. However, they also create demand for new competency among career practition-

ers. Knowledge of such variation can support successful use of social media in career
services by informing theory, practice, training, and policy in the field.

Studies 32. 2017.
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OKKA-saation
Julkaisuja

Voit tehda tilauksen sahkopostitse:
okka-saatio@oaj fi

Raili Gothdnin ja Arja Kosken toimitta- Ammattikasvatuksen aikakauskirja. Vaikka lehti perustuu tutkimustie-

man kirjan kirjoittajat kertovat artikkeleis- toon, se ei ole perinteinen tieteellinen aikakauskirja. Sen tarkoituksena
saan tyénohjauksesta sosiaali-, terveys-, on toimia ammattikasvatuksen tutkijoiden foorumina ja tarjota alan
kasvatus- ja kirkonalan tysté. Tyonoh- tutkimustieto ammattikasvatuksen kentan kéyttoon, opettajille, elinkei-
jaus hahmottuu kirjassa keskeiseksi yh- noeldman ja henkilostohallinnan edustajille.

dessé oppimisen paikaksi ja ammatti- Paatoimittaja: Professori Petri Nokelainen.

korkeakoulun aluekehitystyon menetel- Julkaisija: Ammatillisen koulutuksen tutkimusseura OTTU ry

maksi muuttuvissa organisaatioissa ja

tydyhteisoissa. Se luo rakenteen ja tilan
reflektoinnille ja kehittamiselle. Tyon-
ohjauksen hyddyntaminen néyttaytyy
kirjassa myos eettisend valintana, jo-
ka mahdollistaa koko tyoyhteison op-
pimisen ja kehittamisen.

Kirja on tarkoitettu kaikille tyénohjauksesta ja sen kehittami-
sesta kiinnostuneille ammattilaisille. Kirjaa voidaan hyodyntaa korkea-
kouluissa tyonohjaukseen, tyoyhteissjen kehittamiseen ja johtamiseen
liittyvassa opetuksessa. Tyoyhteisojen kehittéjille ja johtajille kirja tar-
joaa vélineita kokemuksellisuuden ja dialogisuuden, moniaanisyyden ja
eettisen pohdinnan mahdollistamiseen arjen tygssa - tilan luomiseksi

tyénohjaukselle. 2

Ammatillisten opettajakorkea-
koulujen yhdessa toimittamassa ja
OKKA-s&ation kustantamassa kir-
jassa paneudutaan sosiaalisen me-
dian ja mobiilin teknologian avaa-
miin mahdollisuuksiin oppimisessa
ja oppimiseen liittyvassa verkos-
tomaisessa yhteistydssa. Julkaisun
kirjoittajat ovat opettajia ja opetta-
jankouluttajia seké kokeneita verk-
koopetuksen asiantuntijoita. Ar-
tikkeleissa késitelléan sosiaalisen
median, mobiilin ohjauksen ja op-
pimisen seké verkostoyhteistyon
merkitystd erityisesti ammatillisen
oppimisen jaammatillisen opetta-

jakoulutuksen kontekstissa, mutta 3 O€/ 4 ggrlgeroa
myos laajemmin koulutukseen ja
yhteiskuntaan liittyvéna ilmiona.

20;€/4 g'(-')rl"éema 30:6/4 numeroa

2017

30€/41mees
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Raija Meriléisen ja Minna Vuorio-Leh-
den toimittama kirja on saation vuosi-
kirja 2011. Sen kattavana teemana on
toisen asteen koulutuspolitiikka siten,
etté lukiokoulutus ja ammatillinen kou-
lutus ovat molemmat esillé ja tarkas-
telun kohteena. Kirjan tarkoitus on olla
mahdollisimman luettava ja monipuoli-
nen ja luoda edellytyksid toisen asteen
koulutuksen kehittamiselle.
Artikkelikokoelmassa kukin artikkeli
muodostaa oman kokonaisuuden.
Teoksessa on kaksi osaa: Ensimmai-
sessé 0sassa toisen asteen koulutusta
tarkastellaan koulutushistoriallisesta
nakokulmasta ja toinen osa painottuu
koulutuksen laadun arviointiin.

Tolsen asteen koulutul
Kehittaminen ylesshistyksen ja

koulutuspolitikan ristipaineessa 1990-luvulla

Atk

15

kalaisen mielesté iloa elamaan?
Millaista on opettajahuumori ke-
vatuupumuksen aikaan? Mita
piirtaja saa lapsilta laksyksi? Ku-
vataiteilija Antti Huovinen ha-
keutui lukuvuodeksi vironlahte-
laiseen runsaan sadan oppilaan
kouluun elaméan vuorovaiku-

tuksessa lasten ja opettajien kanssa ja toteutta-

maan taiteilijan kutsumustaan. Piirustuslehtiot
tayttyivét ala-asteen eldmansattumuksista, ar-
jestajajuhlasta.

10e

Piirra mulle minut - kuvia ja kerto-
muksia koulusta. Miké tuo ekaluok-

Aktivoi kieltenopetusta rakennepelein. Kirja, joka sisaltéé noin 70 eri-
laista kopioitavaa pelid englannin ja ruotsin kielen opetukseen eri tasoil-
la. Niita voidaan soveltaa myos useiden muiden kielten opetukseen.
Pelien avulla opettajat ja kouluttajat saavat vaihtelua opetukseensa ja
opiskelijat kokemuksen siité, ettd kieliopin opiskelu voi olla paitsi moti-
voivaa ja innostavaa myos haastavaa ja hauskaa. Kirjan pelit ovat hel-
postija nopeasti toteutettavissa ja ne toimivat hyvin oppimisen vali-
neing.

Kirjan tekijat FK, sugges-

A_ktIVOI topedian opettajakoulutta-
kleltenopetu§ta ja Annikki Bjornfot ja BA,
rakennepelein suggestopediakouluttaja

Annikid Bjornfot - Elzabeth Lattu

Elizabeth Lattu ovat pitkdan
tyoskennelleet suggestope-
disen ja suggestiopohjaisen
kielten opetuksen parissa eri
oppilaitoksissa ja ovat eri-
koistuneet kehittamaan pu-
hevalmiuksia harjoittavia ak-
tiviteetteja.

00e

Ammattikorkeakoulujen ruotsin opettajuus muutoksessa - Kohti
motivoivaa ohjaamista on Taina Juurakko-Paavolan toimittama
julkaisu, joka on suunnattu ammattikorkeakoulujen ruotsin opetuksesta
kiinnostuneille. Se siséltad 22 artikkelia mm. opettajan roolista ohjaaja-
na ja valmentajana, opetuskokeiluista ja opetusmateriaalin laatimisesta,
ruotsin integroinnista ammattiaineisiin ja verkkotydkalujen kaytosta
ohjauksessa.

+ Julkaisun sahkoiseen versioon paaset saétion kotisivuilta.

+ Voit my®s tilata julkaisua postimaksun hinnalla.

@

SUOMALAISEN

AMMATTI-
KASVATUKSEN
HISTORIA

Suomalaisen ammattikasvatuksen historia on tehty yhteistyos-
s& OAJ:n, OAO:n ja Tam pereen yliopiston Ammattikasvatuksen
tutkimus- ja koulutuskeskuksen kanssa. Sen on toimittanut FM
Anneli Rajaniemi. Kirja koostuu lahes 30 asiantuntijan artikkeleis-
ta, joiden liséksi toimittaja Markku Tasala on haastatellut kirjaa
varten pariakymmentd ammattikasvattajaa ja virkamiestd. Run-
sas reportaasikuvitus.

12,50€

OKKA ammattikirjallisuus
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Historiallinen teatteripuku (uusinta-

foribyian painos). Historiallisten nayttamopuku-
HISTORTALLINEN jen toteuttamisesta on runsaasti ulko-
TEATTERIPUKU maista kirjallisuutta, mutta vain vahan

lan kirjoittama Historiallinen teatteri-
puku -oppikirja pyrkii vastaamaan ta-
hén haasteeseen.

Kirjan kaikki puvut on valmistettu
eri teattereiden ja television tuotanto-
javarten seka vanhojentanssipukuina
tai padttotoina Nayttamopukujen val-
mistajien koulutuslinjalla, jonka ope-
tuksesta kirjoittaja on vastannut linjan

perustamisesta 1980-luvun lopulta
3 O alkaen. Kaikki mukana olevat puku-
:€ luonnokset, jotka on saatu maamme
kokeneimpiin kuuluvilta pukusuunnit-
telijoilta, on toteutettu oikeita kayttotilanteita varten. Pukukokonaisuu-
det ovat eri aikakausien tyypillisid naisten pukuja, joita paljon kdytetdan
néytelmissa.
Kirja on tarkoitettu vaatetusalan ammatillisten oppilaitosten avuksi

i

mm. vanhojentanssipukuja valmistettaessa. Myos teatteripukuja toteut-

tavat ammattilaiset voivat hyddyntaa sitd tydsséan. Kirjan kaytto edel-
lyttaa perustietoja kaavoituksesta, kuosittelusta ja ompelusta. Niitd ei
ole tilanpuutteen vuoksi voitu sisallyttdd mukaan.

suomenkielisid julkaisuja. Terttu Pykd-

Markku Tuomisen ja Jari Wi-
hersaaren kirjoittama Ammat-
tikasvatusfilosofia on alan en-
simmdinen suomenkielinen fi-
losofinen kokonaisesitys.
Lahtokohtana on yleisen fi-
losofian klassinen jaottelu: on-
tologia, tieto-oppi, estetiikka
ja etiikka. Mukana on siten se-
ka teoreettisen filosofian ettd
kayténnollisen filosofian nako-
kulma. Ammattikasvatusfilo-
sofiaan kuuluu myds tieteenfi-
losofia. Néin tavoitellaan katta-
vaa systemaattista filosofista
tarkastelua.
Teoksen kohderyhménd ovat
erityisesti opettajat, tutkijat,
eri asiantuntijatehtévissé toi-
mivat ammattilaiset seké tu- 1 2 y 50:€
levat ammattikasvatuksen
ammattilaiset opinnoissaan ammattikorkeakouluissa ja ammatillisessa
koulutuksessa. Kasvatusfilosofisena teoksena kirja soveltuu laajasti ko-
ko kasvatustieteen kentalle késikirjaksi ja oppikirjaksi. Se sisaltéd uusia
avauksia kasvatustieteen ja koulutuspolitiikan keskusteluun ja soveltuu
kaytettévaksilaajasti kasvatustieteen tutkimuksessa ja opinnoissa seka
poliittisella ja hallinnollisella sektorilla.

Markku Tuominen o
Jari Wihersaari

AMMATTIKASVATUSFILOSOFIA

O KKA

Ossi Naukkarinen's Art of the Environme-
nt explores one of the most vital areas in
contemporary art: environmental art and
adjacent fields, something that escapes tra-
ditional categorisation, instead seeking new
frontiers. It provides conceptual tools for
making, teaching
and receiving con- 1 2
temporary art.

,50€

Isé Salmela - ihminen ja koulunuudistaja.
Olli Salmelan kirjoittama teos kertoo pro-
fessori Alfred Salmelan (1897-1979) poik-
keuksellisen elaméntarinan.

Alfred Salmela johti suomalaista kan-
sanopetusta vuosina 1937-1964, jolloin
luotiin tarkeimmét koulujérjestelmam
me peruspilarit. Naihin kuuluvat muun
muassa koulutuksellinen tasa-arvo
sekd opetuksen korkea taso. Monet
Salmelan ajamat uudistukset toteu-
tuivat hanen elinaikanaan, mutta
esimerkiksi ammattikorkeakoulu-
jérjestelmé kaynnistettiin vasta 30
vuotta alkuperéisen idean esittamisen jal-
keen. Linjajakoinen peruskoulu on osoittautunut
toimivaksi jérjestelmaksi, jossa oppilaat viihtyvat
ja menestyvat. Tamakin koulutyyppi tuli mah-
dolliseksi vasta peruskoululainsdadannén uudis-
tusten myota.

Kirjassa kuvataan myds 1960 ja 1970 -lukujen koulunuudistustais-
telua, jossa keinot olivat kovia. Myds presidentti Kekkosen kanta yh-
tendiskoulun vastustajasta peruskoulun kannattajaksi tuodaan esille.
Vaikka Salmela oli ensimmaisid yhtendiskoulun kannattajia, hén kritisoi
voimakkaasti toteutunutta peruskoulu-uudistusta. Kirjassa arvioidaan
myos sitd, kuka oli oikeassa voimakkaasti politisoituneessa koulunuu-
distuskeskustelussa.

Onko peruskoulu sittenkadn paras mahdollinen koulujarjestelma, vaik-
ka Pisa-tulokset joidenkin mielesté sita todistavat? Oppilaat viihtyvat
suomalaisessa peruskoulussa huonosti, ja osa syrjaytyy. Olisiko ollut
sittenkin mahdollista, etta Salmelalla oli parempi koulujérjestelmé te-
keilla, mutta kiirehtimalla uudistusta poliitikot estivét toisenlaisen kou-
lun - sen paremman - toteutumisen?

30e

Kristiina Huhtasen ja Soili Keski-
sen toimittaman Rehtorius pelid-
ko? -kirjan tarkoituksena on toimia
rehtorin apuna ja tuoda erilaisia
nakokulmia koulun kehittamiseen.
Kirja on saanut alkunsa rehtoriksi
kouluttautuvien mielenkiintoisista
pohdintatehtavisté ja tarpeista hah-
mottaa heille itselleen, mité kaikkea
rehtorin ty6 voi olla.

Rehtorius pelin rakentajan postina
on vaativa ja arvotettu. Onhan reh-
torius uralla etenemisen vaihtoehto
opettajille varsinkin peruskoulussa.
Peli rakentuu paitsi oppilaitoksen
toiminnallisena ohjauksena my6s verkostoitumisena oman joh-
dettavan yksikon ulkopuolelle. Kirjan tavoitteena on pohtia oppilai-
toksen johtamista monesta eri nakdkulmasta, niin rehtorin roolin
kautta kuin yhteison kehittamisen, koulusta ulospéin tapahtuvan
verkottumisen kuin laajemman koulutuspoliittisen nakdkulman-

kin kannalta.
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Ammatilliset ruotsin opettajat opetuksen kehittéjina — Digitalisaatio ja yhteis-
ty6 fokuksessa on Taina Juurakko-Paavolan toimittama julkaisu, joka on tarkoitet-

tu erityisesti sekéa ammatillisen toisen asteen ettd ammattikorkeakoulujen ruotsin
opettajille.

Julkaisussa on yhteensa 14 artikkelia, ja ne on jaoteltu viiteen paateemaan: 1)
motivaatio lahtékohtana, 2) digitaaliset oppimisalustat kayttoon, 3) digitaalisia
sovelluksia puhumisen harjoitteluun ja arviointiin, 4) liséé motivaatiota sanaston
opetteluun ja b) sujuvasti ammatilliselta toiselta asteelta ammattikorkeakouluun.
Artikkelit antavat paljon kaytannon vinkkeja siita, miten erilaisia digitaalisia so-
velluksia ja muita menetelmia voi kéyttda monipuolisesti ruotsin kielen taidon eri
osa-alueiden harjoitteluun ja arviointiin joko tunneilla tai opiskelijoiden itsendises-
sa tyoskentelyssa. Lisaksi niisséa kuvataan kaytannon esimerkkien avulla, miten
ruotsin kielen opinnoissa on aloitettu uudenlaista yhteistyotd ammatillisen toisen
asteen oppilaitosten ja ammattikorkeakoulujen valilla.

Artikkelit soveltuvat hyvin my6s muiden kielten ja muiden kouluasteiden kiel-
tenopettajille seka kieltenopettajaksi opiskeleville, silla kdytannon vinkit ovat
helposti sovellettavissa myds muuhun kieltenopetukseen ammatillisen ruotsin
opetuksen lisaksi.

« Julkaisun séhkoiseen versioon paaset saation kotisivuilta.

« Voit myds tilata julkaisua postimaksun hinnalla.

Opetus-, kasvatus- ja koulutusalojen saatio - OKKA-saatio on vuonna 1997 toimintansa aloitta-
nut itsendinen organisaatio, joka nimensa mukaisesti toimii opetus-, kasvatus- ja koulutusalojen
hyvaksi varhaiskasvatuksesta korkeakoulutasolle. Julkaisutoiminnan liséksi saatio jakaa apura-
hoja, stipendeja ja palkintoja, jarjestad koulutuksia ja opintomatkoja seka toimii asiantuntijata-

hona erilaisissa kestavan kehityksen hankkeissa. Lisatietoja: www.okka-saatio.com

https://o0ao.oaj.fi
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1. Julkaistavat tekstilajit ja sisallot

Ammattikasvatuksen aikakauskirja julkaisee ammatti-
kasvatuksen ja -koulutuksen teoriaa ja kdytantod ka-
sittelevid vertaisarvioituja ("referee”) ja vertaisarvioi-
mattomia ("ei-referee”) tiedeartikkeleita, katsauksia,
puheenvuoroja ja kirjallisuusarviointeja. Kirjoitukset
voivat olla joko suomen-, ruotsin- tai englanninkielisia.

2. limestymisajat

Vuosittain ilmestyy nelja painettua numeroa, joiden
rinnalla voidaan julkaista yksittdisia digitaalisia eri-
koisnumeroita. Lehtinumerot voivat olla ajankohtais-
tai teemanumeroita. Teemanumeroille on nimetty eril-
liset teemanumerotoimittajat.

Vuoden 2022 teemat ja toimittajat:

Vuonna 2022 julkaistaan nelja painettua nume-
roa, joista kaksi on ajankohtaisnumeroita (maa-
liskuu & kesakuu) ja seuraavat teemanumerot
(lokakuu & joulukuu):

« Tyossakayva opiskelija / Maarit Virolainen
(Jyvaskylan yliopisto) ja Petri Ihantola (Helsin-
gin yliopisto)

+ Eettinen kestavyysosaaminen ammattikas-
vatuksessa / Hannu L. T. Heikkinen (Jyvésky-
1an yliopisto), Kimmo Méki (Haaga-Helia, am-
matillinen opettajakorkeakoulu), Liisa Postareff
(HAMK Edu tutkimusyksikko), Jani Siirila (Haa-
ga-Helia, ammatillinen opettajakorkeakoulu)

3. Aineiston ldhettaminen

Kirjoitukset seka niihin liittyvat kuvat, kuviot ja taulu-
kot tulee lahettda sahkopostilla lehden toimitukseen
akakk@ottu.fi tai - jos kyseessa on teemanumero
- erillisessa kirjoittajakutsussa mainittuun osoittee-
seen. Kirjoittajalla tulee olla kirjallinen julkaisulupa
kaikkiin tekstissaan esiintyviin kuviin.

Kaikkien lehteen tarjottavien artikkeleiden on nou-
datettava APA-tyylia. Lisaksikirjoittajan tulee itse huo-
lehtia artikkelinsa kielenhuollosta ja tarvittaessa lue-
tuttaa se kielenhuollon asiantuntijalla.

4. Kirjoitusten pituus ja muotoilu
Referee-menettelyyn tarjottavien empiiristen artikke-
lien ja katsausten pituus (lahteineen ja liitteineen, ei
sisélla tiivistelmaa) on korkeintaan 5000 sanaa, ei-re-
feroitavien artikkelien ja katsausten korkeintaan 2500
sanaa.
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Tekstin asettelut ovat seuraavat:

¢ Rivivali: 1.5

* YI&- ja alamarginaalit: 2.5 cm

+ Pagotsikko: TimesNewRoman, fonttikoko 14,
lihavoitu, vasen keskitys

+ Otsikkotaso 1: TimesNewRoman, fonttikoko 12,
lihavoitu, vasen keskitys

+ Otsikkotaso 2: TimesNewRoman, fonttikoko 12,
kursivoitu, vasen keskitys

+ Leipateksti: fontti TimesNewRoman, fonttikoko 12,
vasen keskitys

Otsikoita ei numeroida eika tekstinkasittelyohjel-
mien erikoisasetuksia tai otsikkotyyleja tule kayttaa.
Kappaleissa ei kéyteta sisennyksid, vaan kappaleet
erotetaan toisistaan yhdelld rivinvaihdolla.

Késikirjoituksen ensimmainen sivu on nimiélehti. Ni-
miolehdelld on kasikirjoituksen otsikko ja kirjoittajatie-
dot seuraavassa jarjestyksesséa:

« etu- ja sukunimi

« korkein akateeminen tutkinto ja tehtavanimike

(esim. FT, yliopistonlehtori)

« tydnantajaorganisaatio

« sahkopostiosoite ja puhelinnumero

« postiosoite, johon kirjoittajakappaleet toimitetaan

Késikirjoituksen seuraavalle sivulle sijoitetaan ot-
sikko seka suomenkielinen tiivistelma (enintdan 150
sanaa) ja 3-5 artikkelin sisaltoa kuvaavaa avainsanaa
(esim. toisen asteen ammatillinen oppilaitos, amma-
tillinen kasvu, motivaatio, henkilosto). Referee-artik-
keleissa tulee lisaksi olla vastaava englannin kielel-
14 kirjoitettu tiivistelma ("abstract”) avainsanoineen
("keywords").

Taulukot ja kuviot sijoitetaan oikeille paikoilleen kési-
kirjoitukseen. Huomioithan, etta lehti painetaan mus-
tavalkoisena ja etté kaikkien graafisten esitysten tulee
olla painokelpoisia.

5. Lahdeviitteet

Teksteissa noudatetaan kirjoitustyylin ja lahteisiin viit-
taamisen osalta uutta APA7-tyylia. Lisatietoja ja esi-
merkkeja on saatavilla Ammattikasvatuksen aikakaus-
kirjan verkkosivuilta: https://akakk.fi/ohjeita-kirjoitta-
jille/tarkennetut-kirjoitusohjeet/.

6. Vertaisarviointi ("referee-menettely”)

Jos kirjoittaja tahtoo artikkelilleen referee-menettelyn,
hanen on pyydettava sité kirjallisesti samalla, kun han
jattad artikkelinsa. Referee-artikkeleissa teemanume-
ron toimitus kayttaa apunaan kunkin artikkelin osalta
vahintaan kahta ulkopuolista asiantuntijaa. Kirjoitus
|ahetetaan arvioitsijoille nimettémana.



Referee-kierroksen jalkeen artikkeli voidaan 1) jul-
kaista sellaisenaan, 2) julkaista pienin muutoksin, jol-
loin uutta arviointikierrosta ei tarvita, 3) hylata ja hy-
vaksyttaa vahaiset muutokset arvioitsijoilla, 4) hyla-
té ja hyvaksyttaa suhteellisen suuret muutokset arvi-
oitsijoilla tai suositella artikkelia julkaistavaksi jossa-
kin toisessa tiedelehdessa. Korjattu versio lahetetaan
sahkopostillatakaisin toimittajalle. Korjatun kasikirjoi-
tusversion oheen tulee liittaa kirje arvioitsijoille, jos-
sa kaydaan kohta kohdalta lapi arvioitsijoiden korja-
usehdotukset ja kerrotaan, miten kirjoittajat ovat ne
huomioineet.

Varmistathan ennen referee-menettelyyn tarkoite-
tun artikkelikasikirjoituksen lahettamista lehden toi-
mitukselle - osoitteeseen akakk@ottu.fi — seuraavat
seikat:

1. Kasikirjoitusta ei ole julkaistu aiemmin, eikd se

ole samanaikaisesti toisen tiedelehden arviointipro-

sessissa.

2. Kirjoittajalla/kirjoittajilla on kaikki oikeudet jul-

kaistavaan materiaaliin (taulukot, kuvat, kuviot ja

muu aineisto).

3. Lehden kirjoittajaohjeita on noudatettu kasikirjoi-

tuksen valmistelussa. Erityista huomiota on kiinni-

tettdvé siihen, ettd
« kirjoittajatiedot ovat erillisessa tiedostossa
eivatka kasikirjoituksen alussa (eivat mydskaan
luettavissa Word-dokumentista: Tiedosto -
Ominaisuudet - Yhteenveto)
« lahdeviittaukset on tehty APA-tyylilla.

7. Julkaisuoikeudet ja kirjoittajakappaleet
Ammattikasvatuksen aikakauskirjan julkaisijalla (OT-
TU ry) on oikeudet julkaista kirjoitukset lehden paine-
tussa versiossa, Journal.fi-palvelussa, Elektra-palve-
lun kautta kotimaisten artikkelien Arto-tietokannassa
sekd lehden verkkosivuilla tai muussa lehden sahkoi-
sessa muodossa. Lahettamalla kasikirjoituksen leh-
teen kirjoittaja hyvaksyy ylldolevat ehdot.

Kirjoittajalla on oikeus kopioida tai tehda yksittaisia
elektronisia kopioita artikkelista omaan yksityiseen
kayttoonsa sekd opetuskayttoon edellyttaen, ettd ko-
pioita ei tarjota myyntiin eika niita jaeta julkisesti. Kir-
joittajalla on oikeus artikkelin julkaisemisen jalkeen
liittda se osaksi painettua tai sahkoisessa muodos-
sa julkaistavaa opinndytetyéta (pro gradu, vaitoskir-
ja). Myas artikkelin viimeisen tekstiversion = nk. "fi-
nal draft”tai "post-print” - rinnakkaistallentaminen on
sallittua ilman julkaisuviivettd (embargoa).

Artikkelien ja katsausten kirjoittajille lahetetaan vii-
si (b) vapaakappaletta ko. lehden numeroa. Muiden
osastojen kirjoittajat saavat yhden (1) vapaakappa-
leen. Vapaakappaleita ei postiteta ulkomaille, mut-
ta kaikki kirjoittajat saavat sahkopostitse tekstinsa
pdf-muotoisen taittoversion. Mydskaan eripainoksia
ei toimiteta eika kirjoituspalkkioita makseta. Vuosit-
tain jaetaan Vuoden artikkeli -palkinto, jonka toimi-
tuskunta valitsee edellisen vuosikerran referee-artik-
kelien joukosta.

Lue lisda verkosta:

www.akakk.fi
www.journal.fiZakakk
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