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Abstract 
 

Growing economies, environmental degradation and social inequality on a global scale, have 

triggered the world to comprehend these complex phenomena in a holistic manner through the 

concept of sustainable development. In order to confront these challenges now and in the 

future, Education for Sustainable Development (ESD) has been proposed as one possible 

solution. This has increasingly become embedded in global education policies, highlighting 

that challenges around sustainability are of global concern. However, there is a need to look 

beyond the common understanding of global education policies as one international 

configuration, wherein the local sphere is equally essential in defining ESD in its respective 

cultural context. As such, this research is set out to investigate how ESD is adopted and 

localized by reflecting on Norwegian teachers’ perceptions of ESD. In order to carry out such 

analysis, this research is premised on a qualitative research strategy, employing semi-

structured interviews with five teachers in different schools across Norway and two 

professionals in the field. By comparing teachers in various locations, this research has been 

able to compare and contrast how ESD is perceived and localized across Norway.  

Based on the collected data, three themes have been identified: Relevance, Individualism and 

Passion. These themes represent how the perceptions and enactments of ESD are grounded in 

national and local culture and contexts, as well as personal motivation to contribute to the 

better good. By drawing on theories inspired by Becker et al., (1999), Bruner (1996), 

Hofstede (1994, 1997), Robertson (1992, 2012) and Snow (1959), this research has concluded 

that there are indeed many similarities in the way in which ESD is understood amongst 

teachers, arguably grounded in the Norwegian culture of individualism. From this, the natural 

sciences seem to dominate the sphere of ESD in Norway, embracing a strong environmental 

focus in the way sustainable development is communicated in the classroom. Meaning-

making is also established as an aspect of making ESD relevant for the students within the 

boundaries of the local culture and context, which points at how ESD is indeed a local 

configuration.   

Keywords: social constructivism, individualism, education for sustainable development, 

global culture, local configuration, cultural context, meaning-making.   
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1 Introduction 
 
In the eighteenth century Jean Jacques Rousseau proposed a connection between the 

environment and education, wherein he called for a “return to nature” (Mathar, 2015, p. 35). 

He suggested a close connection between the organization of society, nature and the growth 

of the child. Indeed, Rousseau emphasises education as one of the key contributors in facing 

present and future challenges, which today is often referred to as issues around sustainability 

(Wolff, 2011). This is because education can bring about a deeper understanding of human 

beings’ mutual interactions, such as personal relationships, politics and economics, as well as 

their relationship with nature and the environment. According to Wolff (2011), Western 

education has often constrained students to explore nature and the environment from an 

outside perspective, resulting in a disconnection in the relationship between man and nature. 

However, Rousseau highlights the importance of studying nature and the society within, 

comprising mutual interactions and nature as the most important cornerstone in all of 

education. This way of thinking has later been polished and developed into different 

conceptualizations and strands of education that address environmental and sustainability 

issues. 

In the midst of economic development, environmental degradation and increasing social 

inequalities on a global level, there is a need to comprehend these complex phenomena in a 

holistic manner through the concept of sustainable development. As such, ESD has been 

proposed as one possible solution to confront future challenges, wherein students are engaged 

in critical thinking and action competence in a holistic and collaborative manner. Such ideas 

and perceptions of learning have increasingly become embedded in global education policies, 

highlighting that challenges around sustainability are of global concern.  
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1.1 Context 
 
This section provides contextual information and background knowledge of this study. The 

following parts elaborate on both international and Norwegian efforts on ESD, the emergence 

of ESD, both at the global and national level, and early implementations efforts. Such 

fundamental knowledge will help to better understand the core of this study, as well as the 

role ESD plays in responding to global challenges. Additionally, information on current 

policies and curriculum will also be provided, as a means of better evaluating prevailing 

circumstances.  

 

1.1.1 International Efforts on ESD 
 
Almost a decade after the 1972 United Nations Conference on the Human Environment 

(UNCHE), several environmental issues were continuously increasing, signifying that the 

concern to resolve such challenges had not been taken into action. The main issue was the 

fine line between attempts to alleviate poverty and the desire to create a more efficient 

economy, without causing environmental degradation (Jabareen, 2006). Although there was a 

global appetite for growing economies and development, both in the global South and the 

global North, the apparent and emerging climatic issues and threats on the environment could 

no longer be ignored (Fien et al., 2002). As such, a solution was needed to allow economies to 

evolve alongside protecting and preserving the environment.  

 
As a response to such a need, the concept of sustainable development emerged under the 

World Conservation Strategy in 1980, which “sought to protect essential ecological processes, 

life-support systems and genetic diversity through the sustainable utilization of natural 

resources” (Fien et al., 2002, p. 2). The strategy acknowledged that certain social, political 

and economic factors were underlying causes of environmental issues. For instance, the 

challenges such as poverty in low-income countries and growing economies in high-income 

countries established a global environmental disharmony (Fien et al., 2002; Jabareen, 2006). 

As such, there was a strong emphasis on the interconnectedness of poverty, development and 

environment, wherein the strategy strived for an approach that could resolve social and 

economic challenges without facing the cost of environmental degradation. This notion of 

sustainable development was later utilized in the Brundtland Report, Our Common Future, 
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under the 1987 World Commission on Environment and Development (WCED). The report 

was more explicit, whereby sustainable development was defined as development that “meets 

the needs of the present without compromising the ability of future generations to meet their 

own needs” (WCED, 1987, p. 16).  
 
In 1992 the first Earth Summit, United Nations Conference on Environment and Development 

(UNCED), was held in Rio de Janeiro, which “accelerated the process of awakening the world 

to the urgency of sustainable development and secured the beginnings of a process of 

international cooperation on development and environmental issues” (Fien et al., 2002, p. 1). 

Countries that wanted to pledge to the advancement of sustainable development could vote to 

adopt Agenda 21, a document developed under the Earth Summit. “Chapter 36” in Agenda 21 

stressed education as one of the key factors towards sustainability. While the Brundtland 

Report highlighted the paradoxical relationship between the environment, social injustice and 

economic development, the Agenda 21 “redefined and clarified the links between the 

environment and development concerns”, wherein international and national actions were 

initiated (Fien et al., 2002, p. 1). Indeed, Agenda 21 emphasised that “no nation can resolve 

these issues on its own”, in which it called for “a global partnership for sustainable 

development” (UNCED, 1992, preamble). Following this, a series of major international 

initiatives and agendas have brought attention to and redefined how to achieve sustainable 

development, such as Rio +10 in Johannesburg in 2002 alongside the 2000-2015 Millennium 

Development Goals (MDGs), which later paved the way for the 2015-2030 Sustainable 

Development Goals (SDGs) developed under the Sustainable Development Summit in 2015. 

The SDGs have formulated 17 goals to be reached by 2030, wherein ESD has been given 

notice in Target 4.7: 

 

By 2030, ensure that all learners acquire the knowledge and skills needed to promote 

sustainable development, including, among others, through education for sustainable 

development and sustainable lifestyles, human rights, gender equality, promotion of a 

culture of peace and non-violence, global citizenship and appreciation of cultural diversity 

and of culture’s contribution to sustainable development. (Byun et al., 2018, p. 25)  
 

Another important international initiative was the 2005-2014 United Nations Decade of 

Education for Sustainable Development (UN DESD), wherein the aim was to incorporate “the 

principles and practices of sustainable development into all aspects of education and learning” 
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(UN Education, Scientific and Cultural Organization; UNESCO, 2017, p. 7). This was an 

encouragement for national governments around the world to provide an educational 

incentive to stimulate behavioural changes as a means of creating “a sustainable future in 

terms of environmental integrity, economic viability and a just society for present and future 

generations” (UNESCO, 2017, p. 7). The UN DESD is the sum of previous international 

initiatives such as the Brundtland Report, Agenda 21, the 1992 Earth Summit and the 

Johannesburg Summit in 2002, which are efforts that have highlighted the important role of 

education in fulfilling sustainable development.  

 

1.1.2 Norwegian Efforts on ESD 
 
This section highlights significant Norwegian initiatives on ESD (appendix A), motivated by 

international measures to implement ESD globally. Indeed, the United Nations Conference on 

the Human Environment (UNCHE) in 1972 laid the cornerstone for environmental education 

to be included in the primary and secondary curricula in 1974. Due to the vast environmental 

focus at the UNCHE, the Norwegian education system committed to the terminology 

environmental education. This is apparent in the 1974 curricula M74 through several subjects, 

such as “natur- og miljøvern” [nature and environmental protection], which was later renamed 

to “natur- og miljøfag” [nature and the environment] (Christensen and Kristensen, 1997). 

Such measures were usually confined to nature conservation, atmospheric consequences of air 

pollution and outdoors education (Christensen and Kristensen, 1999). However, in 1987 the 

M74 was revised and renamed to M87, wherein the environment was recognized as an 

integral part of social and economic aspects of society.  

As a follow up to the Brundtland Report in 1987 the Norwegian Government announced that 

sustainable development would be a policy goal and incorporated into the political system 

(Langhelle, 1999). This was particularly articulated by education authorities, in which 

sustainable development would be integrated into the education system in line with the 

Brundtland Report. The goal was to make environmental education fully integrated and 

compulsory in all levels of education (Ministry of the Environment, 1994). Subsequently, the 

Norwegian Government published White Paper No. 46: Environment and Development 

(Ministry of the Environment, 1989). A tangible outcome was the introduction to the 

mandatory subject in teacher training called “natur, samfunn og miljø” [nature, society and 

the environment] in 1992. However, in 2002 this subject was removed from the teaching plan. 
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According to Sætre (2002) this highlighted the lacking of priority in incorporating sustainable 

development into teacher training, and thus, the education system. Although, the Norwegian 

Government stated that White Paper No. 46 and its follow up White Paper No. 58, would lay 

the grounds for integrating sustainability and environmental issues in all sectors of society, 

Sætre (2002) argues that sustainable development has not been prioritized in the education 

system, teachers’ education and curricula.  

 
In response to the UNCED in 1992, Norway developed its Local Agenda 21 through the 

implementation of the “Miljøvern i Kommunene” [Reform of Environment Protection in the 

Municipalities; MIK] in 1997 (Eckerberg & Lafferty, 1998). The core of this reform was to 

encourage municipalities to develop relevant environmental policies at the local level 

(Straume, 2016). A concrete outcome of this reform was the Environmental Education 

Network, which was formed by a partnership between educators, teachers, scientists, 

municipalities and NGOs. The aim was to find solutions on how to integrate and 

communicate sustainable development in schools. Today, this network exists in the form of 

an online platform where teachers can access curricular assistance to facilitate environmental 

education in the classroom, as well as utilizing the local community as a teaching and learning 

arena. During its establishment in 1997, a new core curriculum was formulated referred to as 

L97, where environmental education obtained an interdisciplinary role (Ministry of Education 

and Research, 1996).  

 
In 2006, L97 was substituted with a new reform and curriculum called “Kunnskapsløftet” [the 

Knowledge Promotion] (Norwegian Directorate for Education and Training; UDIR, 2006a). 

The most notable changes from the old curriculum to the new curriculum involved the 

structure and the overall goals for the education sector, whereas the subjects remained the 

same. The L97 and the Knowledge Promotion included subjects that focused on issues 

concerning sustainable development. This was mainly concentrated in the curricula for natural 

science and social science. Other subjects’ curricula mentioned sustainable development, such 

as food and health, arts and crafts, and Christianity, religion and ethics, yet it was not 

emphasised as a crucial element of these subjects (Ministry of Education and Research, 

2005). It is notable that sustainable development was not a central focus for primary 

education in the L97 and the Knowledge Promotion; however, it became more apparent in the 

curricula for secondary education and higher education.  
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In relation to the 2005-2014 UN DESD, UDIR developed a strategy document called 

“Utdanning for Bærekraftig Utvikling’ [Education for Sustainable Development] in 2006 

(UDIR, 2006b). This plan was mainly a summary of the several efforts that Norway had 

carried out to foster ESD, as well as linking the national curriculum with the advancement of 

ESD in school. Despite this being a strategy plan, the document did not lay out a concrete 

strategy on how to promote sustainable development as a crucial topic in the education sector. 

Indeed, several scholars (Andresen et al., 2015; Laumann, 2007; Sinnes & Eriksen, 2015) 

argue that the 2005-2014 UN DESD had little bearing on Norwegian education efforts 

regarding the inclusion of sustainable development in the curricula. The strategy document 

was later replaced with a revised strategy plan in 2012 called “Kunnskap for en Felles 

Framtid” [Knowledge for a Common Future], which applied in the period between 2012 and 

2015. It states “education for sustainable development must permeate all relevant subjects as a 

means of creating a comprehensive and holistic education” (Ministry of Education and 

Research, 2012, p. 5). As such, the new strategy did shed some light on the importance of 

topical interrelatedness within the framework of ESD. 

 
Another important initiative was “den Naturlige Skolesekken” [the Sustainable Backpack], 

which was launched in 2009 as a means of assisting schools to implement ESD. In 

collaboration with UDIR and the Norwegian Environment Agency, it is the Norwegian Centre 

for Science Education that holds a particular responsibility for its development and 

implementation processes. Since its inauguration, the Sustainable Backpack has been a 

national priority, wherein the aim is to “increase awareness, understanding and competencies 

in and for sustainable development to teachers and students in primary and secondary 

education” (Korsager & Scheie, 2015, p. 2). The Sustainable Backpack offers financial 

support and teacher training, wherein schools can implement and carry out ESD projects. 

Schools are encouraged to run their projects in an interdisciplinary manner, meaning that 

several subject should be included, in which topics on sustainable development are 

understood in a holistic manner. As a means of enhancing in-depth and practical learning, the 

Sustainable Backpack urges schools to foster teaching outside of the classroom and 

collaborate with NGOs, museums or other relevant partners in their local community.  
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1.1.3 Current Policies and Curricula 
 

In order to further the momentum of the 2005-2014 UN DESD, the UNESCO Global Action 

Programme (GAP) on ESD was launched in 2014 during the World Conference on ESD. This 

programme has an initial phase of five years (2015-2019) with the purpose to “scale up action 

in all levels and areas of education and learning to accelerate progress towards sustainable 

development” (UNESCO, 2014, p. 14). The programme focuses on the enhancement of 

actions on the ground, identified with five Priority Action Areas; policy, education 

institutions, educators, youth and local communities. UNESCO is currently drafting a post-

GAP framework entitled “Education for Sustainable Development: Towards achieving the 

SDGs (ESD for 2030)”. This points at an increasing international consensus of ESD being a 

crucial element of quality education, as well as an integral impetus towards sustainable 

development. What is intriguing about the 2015-2019 GAP on ESD is the focus on impelling 

ESD in all levels and areas of education, as well as the increased focus on recognizing local 

communities’ role in the enactment of ESD. Such principles on how ESD should be 

implemented resemble the backbone of the new national curriculum in Norway.  

 
Subsequent to international efforts on ESD, such as the introduction of the UN DESD in 2005 

and the GAP for ESD in 2014, UDIR advocated for sustainable development as a central topic 

in all levels of the education system (UDIR, 2006b). The work by UDIR has laid the 

foundation for the application of sustainable development as an interdisciplinary topic in all 

levels of education, which is specifically noted in the foregoing preparations of the new 

national curriculum in Norway. In August 2020 the Knowledge Promotion will be replaced 

with a new national curriculum. The goal of the new curriculum is to strengthen the 

development of the students’ in-depth learning and understating through more relevant 

content, clearer priorities and a more consistent connection between the subjects. A crucial 

element of this new curriculum is the introduction of sustainable development as a cross-

curricular topic in all subjects and all levels of education. Throughout the Knowledge 

Promotion and the new curriculum, attention is given to the local levels in the process of 

implementation and enactment of the curriculum regarding relevance and priorities in the 

community (Ministry of Education and Research, 2016). Due to the decentralized education 

system in Norway, each municipality is given the responsibility and right to develop their 

own local curriculum and individual teaching plans in all subjects based on the learning 
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objectives set out in the national curriculum. This provides the basis for developing local 

learning objectives, which in turn presents possibilities for implementing ESD in a relevant 

and meaningful manner for the individual students, schools and communities. This paves the 

way to examine how global discourses and international configurations on ESD are adopted 

in the national curriculum and educational strategies in Norway, and further transformed in 

the local sphere.  

 

1.2 Statement of the Problem 
 
The world culture theory often perceives globalization as a one-dimensional process, wherein 

policy adoption is understood as a top-down approach; from the international arena to the 

national, and, in turn, to the local sphere (Green et al., 2016). From this perspective, the 

international sphere is viewed as the entity that convinces and persuades governments to 

adopt certain policies, whereas the national and local arenas are the sole receivers. However, 

Carnoy (2016) argues, “most countries have more political and financial space to drive how 

globalization is brought into education than hyperglobalist theories, including world culture 

theory, claim” (p. 10). Indeed, global policies do not travel as “complete packages” but are 

rather adapted and modified to local contexts (Peck & Theodore, 2010, p. 170). In this 

manner, the discussion should “move away from a perspective that sees national systems 

solely as reflections of the local within globalization perspectives, or that considers the global 

solely from a top-down perspective” (Sivesind & Wahlström, 2016, p. 227). Ultimately, there 

is a need to look beyond the common understanding of global education policies as one 

international configuration.  

Indeed, the world is characterised by tensions between the global and the local in the 

formation of global education policies. This poses the question on how the international, 

national and local levels influence the formation of global discourses on ESD, as well as how 

the different levels are shaped by global discourses. Carney (2009) argues that strong 

established local discoursers are not easily broken by global discourses, indicating that local 

history and culture will naturally adapt a global policy discourse into local environments. Due 

to local varieties of global education policies being induced by culture and context, such 

global discourses might not travel as top-down, one-directional processes. Rather than 

emphasizing the global and the local as separate and opposite entities, it may be suggested 
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that global culture do not exist in a vacuum. Naturally, global culture exists within the local 

cultures, and vice versa, meaning that both the global and the local are equally fundamental 

entities in the formation of global education policies.  

 

1.3 Purpose of the study 
 
The purpose of this study is to investigate how teachers in different schools in Norway 

understand and enact on ESD. As such, the study aims at providing a perspective on how ESD 

is perceived at the micro levels, as well as how global challenges are channelled through local 

understandings and solutions. Indeed, an investigation on how teachers in Norway understand 

and carry out the concept of ESD, may pave the way for an analysis on how ESD is adopted 

and localized at the micro level. Additionally, the study aims at comprehending existing 

societal and cultural patterns within the education system, as well as in the field of ESD, as a 

means of furthering an understanding on how global discourses on ESD are accommodated 

into the local context. In this manner, by taking Norway’s long-established field in 

Environmental Education (Sætre, 2016) into consideration, as well as the new National 

curriculum for 2020, with a specific focus on sustainable development as a cross-disciplinary 

topic (UDIR, 2018), it seems plausible to study a country in the midst of the conventional 

field of Environmental Education and global discourses on ESD. 

 

1.4 Research Questions 
 
The research purpose is to develop a better understanding of the adoption and localization 

processes of ESD in Norway by gathering perspectives from teachers in different schools 

across the country. In order to meet the requirements of this study, the following research 

questions have been proposed: 

1. How do teachers in Norway perceive the concept of ESD?  

2. To what extent is culture and context significant factors in teachers’ perception and 

enactment of ESD? 

3. To what extent can the adoption of global discourses on ESD in Norwegian schools be 

traced as local configurations? 
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1.5 Structure of the Thesis 
 
Chapter 1 provides contextual and background information and justifies the research project 

by referring to the statement of the problem, as well as the purpose of the study and its 

research questions.  

Chapter 2 refers to the literature review, addressing theories of global culture and the effects 

of globalization on education systems in the national and local levels. Additionally, this 

chapter provides an insight into work and perceptions on ESD in Norway. 

Chapter 3 lays out the analytical framework, as well as supporting theories and how this will 

be applied to this research.  

Chapter 4 provides an overview of the methodology of this research project, as well as the 

methods utilized prior, during and subsequent to the fieldwork.  

Chapter 5 presents the findings from the fieldwork. 

Chapter 6 discusses the findings by connecting the analytical framework utilized. 

Chapter 7 refers to the concluding remarks of this research, as well as some final reflections. 

 

1.6 Summary 
 
Sustainable development can be defined as development that meets the needs of the present 

without compromising the ability of the future generations to meet their own needs. This 

comprises securing economic development alongside social equity and justice, and 

environmental protection. ESD is considered as one possible solution to confront future 

challenges, wherein students are engaged in critical thinking and action competence in a 

holistic and collaborative manner. Such ideas and perceptions of learning have increasingly 

become embedded in global education policies, highlighting that challenges around 

sustainability are of global concern.  

Contrasting the world culture theory, there is a need to look beyond the common 

understanding of global education policies as one international configuration. Indeed, the 

local sphere is equally essential in defining ESD in its respective context, meaning that local 
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history and culture will naturally adapt a global policy discourse into local environments. 

Despite a common understanding of the global challenges occurring today, culture and 

context may come into play in defining ESD at the local level. Ultimately, this research is set 

out to investigate how teachers in Norway perceive the concept of ESD, which may pave the 

way for an analysis on how ESD is adopted and localized at the micro level. In order to carry 

out such analysis, the following chapter will assist knowledge building, providing an 

overview and a critical evaluation of existing research in relation to the research problem 

being investigated.   
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2 Literature Review 
 
The following chapter discusses literature most relevant to the focus of this study. This 

chapter is divided into three sections. The first section explores different theories of global 

culture as a means of illuminating the global-local dimension of cultural flows and 

educational practices and policies. The second section looks at different scholars’ work on 

how globalization has the power to steer the focus and development of national educational 

policies, as well as how the effects of globalization are mediated by societal and cultural 

factors at the local level. Despite the acknowledgement of established globalized themes 

playing a vital role in shaping educational policies, the local and the national levels continue 

to be important players in the realm of global education policies. Societal and cultural effects 

are considered as crucial elements in studying globalization and education policies in a 

holistic manner. The final section considers the development of ESD in Norway, as well as 

the cultural and societal factors that play into shaping how ESD is perceived and enacted 

within the Norwegian context.  

 

2.1 Theories of Global Culture 
 
World culture theorists claim that the world involves processes of global cultural flows 

inducing nation states, individuals and communities. On the other hand, Robertson (1992) 

disputes this idea and argues that the world is composed by localities where tradition, culture 

and local societal structures react as impediments to global forces. Nevertheless, Robertson 

(1992) acknowledges that global forces have an impact on local institutions, yet the local also 

have the ability to influence the global. This global-local dimension of cultural flows has been 

referred to as glocalization, emphasising the dispute between the universal and the particular. 

While some scholars argue that the particular is diminishing in a new global age, others notice 

cultural resistance towards universalism.  

In order to further understand why individuals interpret and understand global concepts in 

certain ways, this section will draw on different cultural theories of globalization (Figure 2.1). 

Whether local cultural and societal structures define how we as individuals understand an 

international configured concept, such as ESD, in our own contextual reality, may be 
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elucidated through certain theoretical stances that highlight the universal-particular 

controversy. The question to be asked, after all, is how can we separate what is universal and 

what is particular? This might be a difficult question to answer; nevertheless, for the purpose 

of this research there is a need to establish a theoretical foundation to explore global themes 

and local perceptions.  

 

 

 
Figure 2.1: Theories of Global Culture 

Note: structure of global culture theories inspired by Green et al., (2016), Robertson (1992, 
2011) and Robinson (2007). 

 

Commonly, there are three positions referred to within cultural theories of globalization 

(Robinson, 2007). A homogenization stance understands globalization from a cultural 

convergence perspective. This means that a homogenization theory emphasises a global 

culture and collective consumption patterns, as well as cosmopolitanism. This indicates a 

perspective of shared objectiveness within a larger society, which reaffirms a notion of 

universalism. On the other hand, a heterogeneity approach argues that cultural differences 

continue to prevail in a globalized world, emphasising the autonomy of local cultures. This 

theory further emphasises a cultural resistance to homogenization, as well as “distinct 

subjective experiences of globalization” (Robinson, 2007, p. 140). As such, a heterogeneity 

approach stresses different perspectives and subjectivities, which highlights the concept of the 
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particular within a globalized world. Hybridization, which aligns the most with the argument 

of this study, has a particular focus on “new and constantly evolving cultural forms and 

identities produced by manifold transnational processes and the fusion of distinct cultural 

processes” (Robinson, 2007, p. 140). This theory argues for an emerging global culture, 

however, it retains the notion of the particular, as well as different subjective interpretations 

of globalized ideas and concepts. As such, it stresses a process that reflects localization of 

global culture, wherein local cultures have a certain resistance to global forces, maintaining 

societal and cultural structure at the local sphere. Yet, the hybridization approach 

acknowledges the global influences at the local level, wherein local structures are reshaped 

and developed in accordance to an evolving globalized world. These three positions present 

different theories of global culture. However, each strand carries distinct nuances, which 

allows for various interpretations of the process within each position.  

Another theoretical stance of global culture is what Robertson (2011) refers to as global 

consciousness, which could be understood as a facet of hybridization. Once again, drawing on 

the complex global-local dimension, Robertson argues that globalization is not merely the rise 

of interconnectedness or connectivity, but also a growing collective mindset. Global 

consciousness is when an individual see the entire world as their reference point rather than 

the mere local or national communities. This can be drawn further in this study, wherein 

sustainable development has become a global mindset or an emerging planetary 

consciousness. Yet, it is crucial to emphasise that Robertson (2011) by no means disregard the 

role of the local sphere, as local culture and societal structures are influential inputs to this 

global consciousness. Furthermore, and for the benefit of this research, the local plays a 

crucial role in acting upon the growing planetary awareness of sustainability issues. Thus, 

global consciousness can be understood as the sum of cultures, societal structures and 

contexts around the world, where commonalities and similar problems are negotiated into a 

global mutual concern.  

 

2.2 The Global and the Local 
 
 
According to Arnove (2013), globalization is a phenomenon that explains the enhanced 

interconnectedness of diverse localities, meaning that occurrences in one location can 

influence and shape circumstances in another. However, and as Dale (1999) suggests, 
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“globalization is not, as sometimes appears to be implied, the answer to any question about 

the nature and orientation of national policies, but it does require one to consider anew how 

those policies are formed, shaped and directed” (p. 1). Indeed, policies travel through multiple 

contexts, wherein globalization cannot be reasoned as the foundation behind national policies. 

Yet, it is crucial to consider globalization when analysing policy adoption and enactment on a 

national and local level. As Kamens (2016) argues, “while it is important to recognize the 

differences that national cultures and regional civilizations produce, it is important also to 

realize that these are adaptations around common themes established by globalization” (p. 

23). This indicates that although globalization has not weakened nation states’ policy-making 

procedures, it has in one way or another influenced the merits of policy formation. As such, 

Dale (1999) poses the question, “If global factors affect national policies, what is the extent of 

their influence?” (p. 1).  

Dale (1999) suggests, “while globalization does represent a new set of rules, there is no 

reason to expect all countries to interpret those rules in identical ways, or to expect them all to 

play to the rules in identical ways” (p. 2). This points at how globalization should not be 

understood as a homogenous application, wherein countries act uniformly in accommodating 

new policies. Indeed, how the national level is influenced by globalization differs from one 

country to another due to contextual factors, such as economy, culture and how the society is 

organized. As such, the effects of globalization influences education policies in a rather 

indirect manner, implying that while global influences trigger the states to react, the states 

themselves have existing structures that naturally shape how the effects of globalization 

unfold. Ultimately, globalization is not an immediate transaction imposed as uniform policies 

to the individual states, as to some extent; cultural and contextual factors will have an impact.  

It is further essential to recognize the micro levels of national societies, thus how 

globalization manifests itself in the local level. Although, globalization, to some extent, 

influences the sectoral levels of society, such as the education system, as well as the 

organizational levels, such as schools, these levels have existing societal and cultural patterns 

that can mediate the effects of globalization (Dale, 1999). This indicates that even within a 

nation state, the micro levels also carries the strength to appropriate global influences into 

local contexts. In this manner, the presence of globalization does not weaken the weightiness 

of national and local levels due to existing societal and cultural features. Indeed, cultural 

resistance to global trends in the national and local spheres plays a vital role in shaping how 
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external influences are localized (Kamens, 2016). Essentially, globalization has to some 

degree the power to steer the focus and development of national policies, yet it does not 

dismiss the particularities within a nation state.  

How the effects of globalization are mediated by societal and cultural factors is evident from 

a number of studies. In their work, Maurice et al., (1984) present the concept of societal 

effects, emphasising how external influences adapt to existing structures within the national 

sphere. By pointing out different sectoral levels within a society, it is evident that the societal 

patterns embedded in the local constrain the extent to which the effects of globalization have 

an impact. Additionally, Hofstede (1994) provides the concept of cultural effects, wherein 

culture is highlighted as a significant factor on how external influences are interpreted, and 

thus enacted, diversely both across and within nation states. In this manner, the societal and 

cultural effects bring attention to the importance of considering contextual factors. Indeed, by 

limiting our focus on external influences that have an explicit connection to education policy 

and practice, there is a risk of overlooking the context in which national and local education 

policies are enacted (Dale, 1999). Ultimately, the societal and cultural effects are crucial to 

consider, allowing for a holistic approach when studying globalization and education policies. 

It may therefore be argued that the local and the national sphere continue to be important in 

shaping educational developments, wherein societal and cultural patterns are rooted in global 

processes of policy-making. This corresponds to Schweisfurth’s (2013) work on learner-

centred education (LCE), suggesting that the essence of education is not conventional across 

societies. This indicates that there are variations across societies that affect curricula and 

educational practices divergently. Despite LCE being a global phenomenon, and a travelling 

policy between the international, national and the local sphere, Schweisfurth argues that it 

cannot be seen as a top-down policy, constructed at the macro level and induced at the micro. 

Rather, there are local varieties of LCE due to the influence of diverse discourses stimulated 

by local peculiarities. Ultimately, there is a necessity to equally recognize the differences 

between cultures and contexts, as well as the discourses set by globalization.  

Relevant to this, and proposed by Steiner-Khamsi (2014), is to make sense of what we can 

“learn from analyzing how a borrowed global education policy is adapted, modified or 

translated in a given context” (p. 160). From this, Steiner-Khamsi (2014) suggests, “the need 

to scrutinize why or when a global education policy, a best practice, or an international 

standard resonates in a particular context and how it subsequently becomes locally adapted” 
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(p. 166). In her work on the education systems in Singapore, Finland and Shanghai, Steiner-

Khamsi (2014) argues that policy borrowing is rooted in political, social and economic 

decisions, indicating that countries receive and translate global education policies as a means 

of meeting the domestic policy agenda. This resonates with Carney’s (2009) work on 

educational policyscapes in Denmark, Nepal and China, in which he stresses “the role of 

politics, history and culture in the production of deeply local versions of a global educational 

script” (p. 79). From this, Carney argues that the national level holds the power to mediate 

how global education policies are localized. This lays the foundation to explore ESD as a 

global discourse and a travelling policy, which in turn provides the opportunity to investigate 

the translation processes in local contexts. 

 

2.3 ESD in Norway 
 
Despite Norway’s devotion to implement ESD, it has been pointed out that its 

interdisciplinary aspect has been lacking in national curricula and education strategies. For 

instance, the Knowledge Promotion from 2006 has received some critique for not fully 

integrating a sustainable development perspective in the curriculum. The RORG-network, an 

alliance of Norwegian NGOs engaged in Development Education, argues that it does not 

commit to the principles of ESD, wherein the environmental aspect of sustainable 

development is more prominent than the social and the economic aspects (RORG, 2005). The 

lack of a holistic perspective on global challenges is one of the main arguments for why the 

Knowledge Promotion does not live up to its full potential. Indeed, the RORG-network 

notices an absence of international development and cooperation, as well as issues on 

inequality and poverty, in the curriculum. Schreiner (2007) also criticizes the Knowledge 

Promotion for providing a dualistic approach to issues on sustainability. She notices how the 

subjects natural science and social science are disconnected from each other, and that the hard 

sciences do not reflect social and environmental reality. According to Schreiner (2007), there 

is a scarce emphasis on the core social principles of ESD, such as democracy and social 

justice.  

Indeed, it seems to be a certain disharmony between natural science and social science 

perspectives on ESD. As mentioned earlier, the Norwegian Centre for Science Education has 

been part of carrying out the implementation process of ESD on a national level, particularly 
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through the Sustainable Backpack. It has thus been argued that this has brought about less 

attention to the social and development perspectives of ESD, as well as the global dimension 

(Carlsten, et al., 2014; Sundstrøm, 2016). For instance, it is pointed out that action-based 

competence has mainly surrounded the environmental perspective, such as learning how to 

recycle and measure our carbon footprint. In this manner, several actors have called for a 

greater emphasis on the social science approach in addition to the natural sciences 

(Grimsgaard & Klein, 2017).  

In addition to arguments on the insufficient discourse on ESD in the Norwegian curricula and 

education strategies, its enactment in practice has also been noted as precarious. Several 

studies point out that sustainable development as an interdisciplinary topic in Norwegian 

schools rarely succeeds in practice (Andresen et al., 2015; Sætre, 2016). Eriksen (2013) 

argues that there are two reasons for this. Firstly, he argues that it is partly due to the lack of 

competence in teaching interdisciplinary, thus teacher education and what education policies 

demand do not correlate. Rather than understanding issues related to sustainability in a 

holistic manner, the education system in Norway seems to be dominated by a “purely 

atomistic” perspective when tackling such challenges in school (Eriksen, 2013, p. 107). This 

indicates that education thinking in Norway prevails an epistemology based on dualism, 

meaning that challenges are addressed separately rather than in a crosscutting manner.   

Secondly, Eriksen (2013) stresses, “the understanding of ESD seems to be locked into a 

traditional logic of education in general and, more specifically, what has commonly been 

termed as environmental education, with hegemonic weight placed on the traditional ‘hard’ 

sciences” (p. 108). Andresen et al., (2015) concurs the argument that natural science subjects 

have been at the forefront in the enactment of ESD in Norwegian schools. Due to a 

conventional Environmental Education being predominant in the Norwegian education 

system, the two other pillars of sustainable development, the economic and social aspects, are 

not emphasised at the same level as the environmental pillar. As such, ESD in Norway can be 

characterised as an environmental focused concept. This is indeed related to contextual factors 

such as the absence of knowledge on interdisciplinary practice; however, cultural factors 

should also be recognized as a component in defining how sustainable development is enacted 

in Norway. For instance, Andresen et al., (2015) stress how the deeply conventional outdoors 

education in Norway, in which students learn about the nature, local ecosystems and their 

relationship to it, has influenced the way in which ESD is manifested in Norwegian schools. 
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This can be built on Carney’s (2009) argument that history and culture establish how global 

education policies become localized. Essentially, it has been argued that the perception of 

ESD in Norway is influenced by history and culture, placing an emphasis on the environment.  

Benedict and Sandås (2011) concurs the idea that ESD in Norway is embedded in culture and 

context, wherein the local plays a crucial role in defining and shaping how ESD is enacted in 

Norway. However, they dispute the argument that ESD in the Norwegian education system 

has been weak. Indeed, ESD in Norway has vastly focused on approaches that allow students 

and schools “to actively contribute to positive development locally and globally” (Benedict & 

Sandås, 2011, p. 27). They suggest that the use of ICT tools have given schools a concrete 

framework for ESD, providing schools with guidance about how they can play their role 

creating ESD in accordance to the student’s abilities and interests and to sustainability issues 

in the local community. Although, Benedict and Sandås (2011) note the environmental aspect 

being a prevailing pillar in ESD in Norwegian schools, they argue that ESD has been 

successful in Norway due to its ability to adapt the instruction to the students’ individual 

abilities, as well as making it relevant by drawing on local sustainability issues and needs. 

Ultimately, culture and context is crucial, not just in defining how ESD is enacted in schools 

in Norway, but also in accommodating a global discourse into local realities.  

 

2.4 Summary 
 
This chapter has established a theoretical foundation to explore global themes and local 

perceptions, as well as the flows of influence between the global, the national and the local. A 

prevailing argument is that global themes are not automatically induced to the national and 

the local levels, wherein global education policies are implemented uniformly across all 

nations. Indeed, globalization intervenes with societal and cultural factors, meaning that a 

global education policy looks different from one country to another due to differing 

contextual factors. As presented, ESD in Norway is characterized as an environmental 

focused concept, grounded in cultural and contextual components, such as teachers’ 

education, a dualistic approach to sustainable development and the conventional 

environmental- and outdoors education. Nevertheless, drawing on the argument of global 

consciousness, globalization is not disregarded as having an affect on nation states. The fact 

that Norway has adopted ESD, shows how a global mutual concern, such as environmental 
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degradation, social inequalities and economic injustice, triggers countries to react. However, 

existing structures at the national and local levels have the mediating power to shape and 

accommodate global influences, indicating that the way in which ESD is perceived and 

communicated differ from one context to another. In order to further this discussion, the 

following chapter will lay out the analytical framework of this research, as a means of 

grounding the analysis of the collected data.  
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3 Analytical Framework 
 
This thesis is written from a social science and humanities perspective that analyzes teachers’ 

perceptions of ESD in Norwegian schools. The thesis will undertake a social constructivist 

approach in order to apprehend how global education policies become localized, as well as 

how local culture and context come into play when adopting a globalized concept of 

education. A social constructivist lens may assist this thesis in analysing how a globally 

pseudo-shared construct, in which education is perceived as a vehicle for sustainable 

development, may carry local variations and roots. Such an approach may thus foster an 

understanding of how teachers situate the meaning of ESD when encountering a global 

society in their appropriate cultural context. This means that the intention is to analyze the 

data collected through a social constructivist lens, as well as utilize theories by Becker et al., 

(1999), Bruner (1996), Hofstede (1994, 1997), Robertson (1992, 2012) and Snow (1959) to 

support emerging patterns from the data and analysis.   

This thesis has chosen to utilize theoretical inspirations that fall under the social constructivist 

approach (Figure 3.1). Bruner’s (1996) culturalist theory will be applied, as it emphasizes the 

importance of the larger cultural systems, while also paying attention to the individual 

outcomes of this system. The culturalist theory argues that we cannot understand a subject’s 

point of view without taking cultural context into account. This could indicate that the way in 

which ESD is perceived and effectuated is highly contextual, wherein culture plays a 

determined role in defining how a teacher understands such a concept. From this, theories by 

Hofstede (1994, 1997) will be utilized, as a means of exploring the cultural foundations 

influencing the way in which teachers perceive and communicate ESD in the classroom. 

Theories on the two cultures of sustainable development will therefore be applied, as it 

stresses the way in which sustainable development has been narrated as a natural science 

subject, rather than a social science subject. Becker et al., (1999) and Snow (1959) argue that 

the natural and the social science disciplines scramble to collaborate in communicating 

sustainable development. However, in order to support the link between meaning-making at 

the local level with more global forms of policy-making, this thesis will encounter 

Robertson’s (1992, 2012) theory of glocalization. This theoretical inspiration focuses on 

interactions between the global and the local level in the endeavour of defining ESD.  
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Figure 3.1: Analytical Framework 

Note: structure of the analytical framework based on Becker et al., (1999), Bruner (1996), 
Hofstede (1994, 1997), Robertson (1992, 2012), Snow (1959) and Vygotsky (1978).  
 

3.1 Social Constructivist Approach 
 
Firstly, it will be crucial to clarify the distinction between constructivism and social 

constructivism, as a means of justifying the choice of analytical framework. Both theories 

emphasize on the idea that knowledge and reality are subjective (Stayer, 1998). The 

difference, however, is how these perspectives understand the fabrication of knowledge and 

reality. For instance, the constructivist theory relies on the assumption that knowledge and 

reality are constructed within individuals, whereas the social constructivist theory assumes 

they are constructed through discourse and interaction between individuals. As such, the 

social constructivist theory is based on the assumption that reality is created through social 

interaction and agreement. Although, both perspectives do corroborate a subjectivist view of 

knowledge, the initial difference is that constructivists focus on biological and cognitive 

features of knowledge production, whereas social constructivists highlight social intersection 

as the main construct of knowledge and reality.  
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As such, social constructivism is a theory that emphasizes how knowledge and reality are 

constructed through social agreement. Individuals as a collective have the power to construct 

meaning and to form a constituent of reality, wherein what we know as reality is socially 

constructed. For instance, Risse (2004) suggests that social constructivism is “based on a 

social ontology which insist that human agents do not exist independently from their social 

environment and its collectively shared systems of meanings” (p. 160). Risse further argues 

that due to collectiveness, reciprocal realities can lead to real change and progress in society. 

Change is real because of the conventional idea of what that encounters. This indicates that 

through a social constructivist perspective knowledge is normative in the sense that shared 

values and ideas creates a common ground of what is ought to be achieved in society. 

Initially, there is an emphasis on the potential for change through social collectiveness. 

Therefore, due to the fact that ESD is a global conceptualization of what education ought to 

be, there is a need to understand processes of influence, adoption and adaptation through a 

social constructivist lens. In other words, a social constructivist approach will be applied to 

examine how the local sphere follows from the inclination of global education policies, and 

thus how teachers situate global conceptualization of education in their cultural context. 

 

3.1.1 Vygotsky’s Social Constructivist Perspective 
 
It is, however, crucial to acknowledge that a social constructivist approach does not look at 

individuals as pure recipients of knowledge without any preconditions. Knowledge and reality 

are not constructed outside of the individual’s cognition; as aforementioned, it is subjectively 

constructed. Nevertheless, knowledge and reality are collectively constructed through social 

agreements and common grounds whereby individual assumptions of knowledge and reality 

are added into the equation. Vygotsky (1978) emphasizes such a perspective, wherein he 

argues that a social constructivist theory sees the construction of knowledge and reality as 

both cognitive and social. Although his focal point is on early childhood learning processes, it 

is useful to add his perspective due to the theoretical relevance for the purpose of this study.   

 
Firstly, Vygotsky (1978) suggests there are cultural influences on cognitive development, in 

which an infant is born with the basic capacity for rational development. This is further 

cultivated into complex cognitive processes through socio-cultural interactions, which takes 

us to Vygotsky’s second point. Vygotsky argues there are socio-cultural influences on 
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cognitive development, in which the child obtains knowledge through social interaction. 

Lastly, Vygotsky emphasizes collaborative learning, in which peers with different abilities 

can learn from each other and obtain advanced knowledge through social collectiveness. 

Initially, a social constructivist perspective sees knowledge and reality as produced 

collectively, but utilized independently by translating such knowledge into own rational 

meaning-making. As a child is already born with the basic rational abilities, likewise is a 

country or more local spheres grounded on a cultural foundation, wherein external knowledge 

cannot be cognitively and internally replicated, but it can be agreed upon through common 

grounds or collaborative learning. This is a crucial viewpoint for further argumentation of this 

research; the national and local levels are not blind recipients of knowledge. As Vygotsky 

argues, individual entities, or the local sphere in this case, have their own basic sense of 

reality prior to external influences. Nevertheless, through collaborative learning, countries 

may find commonalities with the ESD movement that preaches to their own sense of reality 

and values.  

 

3.1 Glocalization  
 
To further understand the relationship between the local sphere and external influences, this 

study will draw on Robertson’s (1992, 2012) perspective on the emergence of global 

educational policies, suggesting that the global is rooted in the local, meaning that global 

processes of policy-making are grounded in local realities. This is a theory that Robertson 

(1992, 2012) refers to as glocalization, wherein the centre of knowledge production is rather 

dislocated to various locations, reinforcing the local, or micro, levels’ importance in the realm 

of global educational policy. Glocalization explains how global and local inclinations are 

concurrent processes in the formation of global educational policies, emphasizing the merging 

of the universal and the particular. Robertson (2012) argues that glocalization is an inclusive 

paradigm, meaning that it considers the interconnectedness of the local and the global. 

Essentially, the theory of glocalization embodies much of the critical perspectives presented 

so far, challenging the rather simplistic linear view of policy formation, as a top-down 

approach, and acknowledges the equal importance between the global and the local.  

 

It is noted that ESD is a globalized concept, perceived as a source of influence in many 

locations. However, the broadening of an interconnected world generates localizations that are 
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in the midst of the global and the local, creating a new meaning to context and culture. 

Glocalization is therefore a useful term in this regard, to portray the situation. Indeed, and as 

Kamens (2016) argues, glocalization has turned ESD into “a language that has many local 

roots as well” (p. 12). Despite a common-sense knowledge about ESD and its principles, it 

may be proposed that ESD carries different perceptions and discourses in the local sphere 

formed by local cultures and context. This indicates that ESD is a result of global and local 

discourses, yet it might look different from one location to another due to existing societal and 

cultural patterns at the local level. In this manner, glocalization has been utilized as a 

theoretical inspiration, as a means of assisting this research in explaining a multidimensional 

process, concerning adoption and adaptations of ESD between the global sphere, national 

curricula in Norway, as well as Norwegian schools across the country.  

 

3.2 Bruner’s Culturalist Theory 
 
Indeed, cultural and contextual foundations construct our own sense of reality, which builds 

on the argument of this study. To further elaborate on this, Bruner’s (1996) psycho-cultural 

theory will be utilized as a theoretical support, as it offers an understanding on how culture 

and meaning-making are relevant in education. Indeed, this thesis is based on the assumption 

that the way in which sustainable development is narrated in the Norwegian schools relies on 

our societal and cultural contexts. In the midst of economic development, environmental 

degradation and increasing social inequalities, there is a need to comprehend these complex 

phenomena in a holistic manner through the concept of sustainable development. However, 

the challenge is to communicate the complexity of sustainable development in the classroom 

in a way that is relatable and relevant to the students. An analysis on how teachers understand 

sustainable development will therefore be crucial in order to comprehend why teachers 

perceive this concept in a certain way, how this relates to their local milieu and to what extent 

it is a topic that students can grasp. As such, Bruner’s culturalist theory can enable this study 

to understand how teachers situate the meaning of ESD when encountering a global society in 

their appropriate cultural context. 

 
Bruner is a distinguished psychologist who has focused most of his research on education and 

learning theories. In his recent work, Bruner extends education theories further by integrating 

social and cultural features of learning. Bruner (1996) defines culture as such: “individuals 
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assign different situations they experience in their world but although those meanings are ‘in 

the mind’, it is the culture that a human being lives in that has created those meanings and 

those meanings enable people to engage in cultural exchange; they allow us to organise and 

understand our world in communal ways” (p. 3). In other words, how individuals construct 

new ideas and concepts are based on cultural and contextual foundations, which Bruner 

defines as current and past knowledge. As such, learning goes beyond the sole processing of 

information; learning is contextualizing information as a means of situating new ideas and 

concepts into a cultural framework. This is what Bruner refers to as meaning-making, 

indicating that the way in which we understand and perceive external ideas are based on 

frames of reference. Essentially, meaning-making is defined by our cultural cornerstone, in 

the sense that external influences can be interpreted variously.  

 
Bruner’s (1996) theoretical framework allows this study to analyze culture at a global and a 

local level, as a means of understanding the context in which ESD is carried out, thus the 

meaning-making of this concept. Moreover, the culturalist theory emphasises the relationship 

between education and culture, highlighting the potential of education in constructing 

sustainable mindsets. Indeed, ESD is argued to have a transformative role, which, by referring 

to meaning-making, could be transformative in different ways depending on the context in 

which sustainable development is interpreted. As such, it will be necessary to utilize a 

theoretical framework that can assist the understanding of the role of ESD on a global level in 

comparison to the Norwegian school context. Therefore, to scrutinize the cultural contexts at 

the global, national and local levels will be necessary in order to comprehend how and why 

Norwegian teachers perceive the concept of ESD in a certain way.  

 

3.2.1 Individualism and Collectivism 
 

While Bruner looks at how the individual creates meaning-making within a cultural 

framework, Hofstede (1997) looks at different societal characteristics as a means of 

conceptualizing the core of the individual’s mindset and behaviour. This is what Hofstede 

defines as cultural dimensions, proposed as a criterion to measure cultural differences. Indeed, 

Hofstede’s notion of culture concurs with Bruner’s culturalist theory, in which culture is 

comprised by patterns of individual behaviour, rooted in our societal and cultural milieu. In 

other words, culture and what we already know influence how we interpret and react to 
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external inputs. In his work, Hofstede (1997) put forward four cultural dimensions: power 

distance, uncertainty avoidance, individualism and collectivism, and masculinity and 

femininity. This thesis will utilize individualism and collectivism as inspiration to elaborate 

on the Norwegian cultural context, in order to comprehend the footing of teachers’ 

perceptions on ESD.  

What is interesting about this dimension is how it either contradicts or concurs with the values 

of sustainable development. For instance, the idea of collectivism is based on a “we” concept, 

which preaches to the core of sustainable development (Hofstede, 1997). Indeed, the 

fundamentals of a collectivist society and the concept of sustainable development is the 

understanding that our actions today can affect nature, people and future generations. Indeed, 

a collectivist society is stipulated by unselfishness and the desire to contribute for the better 

good, which aligns with the fundamentals of sustainable development. On the other hand, 

individualistic societies are prescribed by an egocentric inclination of economic advancement. 

According to Hofstede (1994), individuals in countries with individualistic cultures are more 

independent in their decisions; they appreciate their own interests and goals more than the 

collective concern. Indeed, individualistic countries are based on an ”I” concept rather than a 

”we” concept, which conceptually conflicts with the virtue of sustainable development.  

 

3.3 The Two Cultures of Sustainable Development 
 
How teachers communicate sustainable development may vary from one subject to another. 

Some subjects are well-established disciplines in the realm of sustainable development, while 

others are still struggling to find the right recital on sustainable development accordingly. 

Following the literature review, in the Norwegian school context, sustainable development is 

a topic that is mainly established in the natural science subjects, arguably indicating a one-

sided communication. Indeed, students today are situated in an information-abundant society, 

facing communication from many angles that can often be discordant. The educational 

challenge is thus to guide students through these constant streams of information on 

sustainable development in a holistic manner, while making sure it is narrated in a way that is 

relevant and relatable to the students. In order to offer a holistic approach to ESD, both the 

natural and the social science should be acknowledged as equally essential disciplines in 

making a comprehensive perception of sustainable development.  
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Nevertheless, Becker et al., (1999) argue that the natural and the social science are not 

endorsed on a level playing field in ESD. Although, the contribution from social science to 

this field is becoming more prominent, there is still a persistent bias towards the natural 

science. Becker et al., (1999) claim there are several reasons for this. The foremost argument 

they present is that “the main focus of [environmental] analysis is on monitoring the physical 

environment, while societal interaction with the environment are formulated primarily in non-

social terms, like ‘energy use’ or ‘devastation of land’, if they are investigated at all” (Becker 

et al., 1999, p. 2). Societal impact on the environment is often associated with population 

growth, illustrating an oversimplification of the human dimension in the field of sustainable 

development. As such, there is a need to overcome the rather weak conceptualization of 

society in the field of sustainable development as the mere human impact on the environment.  

Furthermore, the relationship between the natural and the social science is crucial to 

acknowledge, as a means of obtaining a holistic understanding of sustainable development. 

The apparent challenge in ESD is the prevailing assumption that sustainability simply adds 

some new environment-related topics to the social science discipline. However, the field of 

sustainable development should indeed incorporate essential theories that are fundamental of 

the social science perspective. By not acknowledging a cross-disciplinary cooperation 

between both fields of empirical research, it could be argued that there is a failure in 

delivering a comprehensive approach to sustainable development. Snow’s (1959) work The 

Two Cultures highlights this issue, wherein he argues that the natural and the social science 

omit to cooperate in their communication. In order to deliver a holistic narrative of 

sustainable development, there is a reliance on a consolidation between the two disciplines. 

Essentially, the natural and the social science do not exist in a vacuum, meaning that neither 

discipline can achieve a thorough analysis of the global issues without the foresight from each 

other.  

 

3.4 Conclusion 
 
A social constructivist approach has been presented as a lens to investigate the influence, 

adoption and adaptation processes of ESD in Norway. Drawing on Vygotsky’s social 

constructivist perspective, educational institutions and teachers in Norway are not blind 

recipients of ESD, but rather identifies with certain commonalities with the ESD movement 
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that aligns with their own sense of reality. In this manner, the theory of glocalization supports 

the idea that ESD is a result of global and local discourses, meaning that global processes of 

policy-making are grounded in local realities. As such, societal and cultural patterns at the 

local level are crucial to acknowledge when exploring how and why teachers perceive ESD in 

a certain way. This is what Bruner refers to as meaning-making, in the sense that learning is 

contextualizing information as a means of situating external influences into our cultural 

cornerstone. How teachers build meaning-making around the concept of ESD may shed light 

on the way in which sustainable development is narrated at school, which has been pointed 

out as differing between the natural sciences and the social sciences. Hofstede’s cultural 

dimension, individualism and collectivism, is therefore utilized to elaborate on the Norwegian 

cultural context. The theory of the two cultures of sustainable development brings in a new 

dimension of culture, referred to as scientific culture. How sustainable development is 

understood and narrated from one discipline to another varies, meaning that a teacher’s 

cultural cornerstone should also be understood in terms of scientific background. These 

analytical and theoretical foundations have been crucial to concretize in the process of 

collecting and analysing data, which will be further elaborated in the following chapter.  
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4 Methodology 
 

This chapter justifies the methodology utilized as guidance for this research project. Firstly, it 

will provide the research strategy, research design, as well as the comparative and 

international elements of the thesis. Secondly, this chapter presents sampling methods 

regarding research site and participants, as well as data collection tools and methods for 

analysing the data. Additionally, the development of this research during and subsequently to 

the data collection will be elaborated, as a means of highlighting how I allowed the data to 

guide my thesis. The process of coding will also been specified, demonstrating the methods 

and approaches behind the identification of themes. In order to acknowledge all the aspects of 

this research, quality assurance strategies will be presented, alongside limitations of this study 

and research ethics 

 

4.1 Research Strategy 
 
This research is premised on a qualitative research strategy, as it aims at explaining how local 

levels in Norway adopt global educational policies in the attempt of understanding teachers’ 

perceptions of ESD. Indeed, Bryman (2012) argues “methods are not simply neutral tools: 

they are linked with the ways in which social scientists envision the connection between 

different viewpoints about the nature of social reality and how it should be studied” (p. 19). In 

this manner, qualitative and quantitative research strategies are interlinked with how the 

researcher perceives and studies social reality. This indicates that the chosen research strategy 

is often associated with certain viewpoints.  

 
Firstly, epistemology represents viewpoints that imply how the researcher perceives the 

nature of knowledge and how that knowledge is produced. Within this regard, there are two 

main positions referred to as positivism and interpretivism (Bryman, 2012). Positivism is 

defined as an epistemological viewpoint that “advocates the application of the methods of the 

natural sciences to the study of social reality and beyond” (Bryman, 2012, p. 28). On the other 

hand, interpretivism contrasts positivism in that it “respects the differences between people 

and the objects of the natural sciences and therefore requires the social scientist to grasp the 

subjective meaning of social action” (Bryman, 2012, p. 30). In short, positivism assumes that 
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society consists of objective social norms that establish socialisation, whereas interpretivism 

acknowledges that reality is constructed through socialization created by “people’s common-

sense thinking” (Bryman, 2012, p. 30). In general, quantitative research is often associated 

with a positivist orientation, while qualitative research often assumes an interpretative stance, 

although this is not always the case. Based on this, the epistemological view of this research is 

categorized as interpretivism, perceiving the entities under study from a subjective standpoint. 

This entails carrying out semi-structured interviews with open-ended questions, allowing the 

informants to steer the direction of the interview.  

 
Secondly, ontology constitutes viewpoints that explain how the researcher defines the nature 

of reality. In the realm of ontology there are two main orientations noted as objectivism and 

constructionism (Bryman, 2012). Objectivism takes an objective stance to reality, meaning 

that reality is external, constructed outside of social entities. Constructionism, on the other 

hand, assumes reality as being rooted in the actions and perceptions of individuals, meaning 

that reality is constructed within social entities (Bryman, 2012). Broadly, objectivism is 

related to quantitative research, whereas constructionism is usually associated with qualitative 

research. As such, this thesis employs an ontological position described as constructionist, 

wherein social reality is constructed by interactions between individuals. This is based on this 

research investigating the construction of ESD in different cultural and contextual 

frameworks.  

 
Additionally, there are viewpoints that explain the relationship between theory and strategy, 

referring to deductive and inductive approaches. Deductive theorising entails developing a 

theory and hypotheses prior to the data collection, which are then tested through an 

appropriate research design (Creswell & Plano Clark, 2007). In general, a quantitative 

research design is associated with a deductive approach. This is due to the fact that deductive 

theorising involves the search for causal relationships between variables, as well as creating 

concepts that can be quantitatively measured. Additionally, a deductive approach aims at 

establishing a theory that can be generalizing, identifying a pattern that can widely explain a 

social phenomenon (Bryman, 2012). On the other hand, inductive theorising involves building 

a theory based on the analysis of the collected data, usually related to a qualitative research 

design. This connotes that an inductive approach initiates data collection and observation, 

followed by developing a theory that can explain the research findings (Creswell & Plano 

Clark, 2007). This research addresses the relationship between theory and research through an 
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inductive approach, wherein theory is generated from data collection and analysis. Thus, 

semi-structured interviews have been the starting point, which have further guided the study 

towards the formulation and exploration of hypotheses, and eventually lead to potential 

theories and conclusions. Understanding context in which the research is being carried out has 

been a crucial aspect of inductive theorising, as this research is concerned with the 

particularities of an event.  

 

4.2 Research Design 
 
This study employs a case study. Yin (2009) argues there are certain benefits of utilizing case 

study as a research design in specific situations. Firstly, he suggests, “case studies are the 

preferred strategy when “how” or “why” questions are being posed” (p. 1). Indeed, this 

research project asks mainly “how” questions, wherein the choosing of a case study design 

seems appropriate. Secondly, Yin argues that when a research project focuses on 

“contemporary phenomenon within some real-life context” and “when the investigator has 

little control over events” (p. 1), a case study design is often a tool that can lay the basis for 

comparing and contrasting such events and phenomena. Considering ESD is a contemporary 

educational phenomenon, in which the adoption of this concept in schools in Norway is out of 

the researcher’s control, it seems suitable to apply a case study design for the benefit of this 

research project. Additionally, Zainal (2007) proposes a case study as a tool for in-depth 

studies, wherein “a researcher is able to go beyond the quantitative statistical results and 

understand the behavioural conditions through the actor’s perspective” (p. 1). As such, a case 

study design will assist this project in answering the research questions proposed on teachers’ 

perceptions on ESD, as well as how ESD is interpreted in various locations.  

 
According to Merriam (2010), the unit of analysis is what defines the case study, referred to 

as “a bounded system” (p. 456), meaning that it is a single entity that is chosen within the 

boundaries of the study. In this manner, the researcher is able to frame the investigation. 

Merriam (2010) identifies a single entity as “a single person, a program, a group, an 

institution, a community, or a specific policy” (p. 456). This research project identifies ESD, 

being a specific policy or concept, as the single entity under study in its perceived dimensions 

in Norway. In order to investigate the single entity in this study, this research employs semi-
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structured interviews with teachers and professionals in this field as a means of gathering 

various viewpoints and perceptions of ESD.  

 
Yin (2009) distinguishes five types of cases, among them the representative or typical case, 

which is the chosen type of case study in this particular research. However, and in 

concordance with Bryman (2012), the term exemplifying case is more suitable, as the 

intention is not to configure a representativeness or typicality of ESD. Rather, the intention is 

to “capture the circumstances and conditions of an everyday or commonplace situation” (Yin, 

2009, p. 48). This means that ESD as a single entity and its perceptions may exemplify a 

broader category of which it is a member, such as global education policies. The idea of 

exemplification lays the grounds of understanding how a global education policy is 

understood at the local level, and thus how it is translated and modified according to context 

and culture.  

However, the external validity or generalizability of case study research may often be of 

concern. Indeed, a single case is usually not representative in the sense that it yields findings 

that can be applied to other instances. By highlighting this research as an exemplifying case, it 

is not trying to create a general picture of how ESD is perceived by teachers and professionals 

in the field. Rather, the intention is to provide an idea of how, more specifically, ESD is 

understood and enacted in 5 different locations in Norway, and more generally, how a global 

education policy is localized and adapted according to culture and context.  

 

4.3 Comparative and International Elements 
 
This research gathers viewpoints from different teachers and professionals in the field of 

ESD, from various locations across Norway. This lays the grounds for a comparative element, 

in the sense that teachers in various locations may exemplify different or similar ways of 

understanding ESD according to contextual and cultural differences or similarities. This 

represents a spatial or geographical level of analysis (Bray & Thomas, 1995). Furthermore, 

the two cultures of sustainable development are also elements of comparison, wherein natural 

science and social science are seen as having distinct ways in narrating sustainable 

development. As a global education policy, ESD falls naturally as the international element of 

this research. Drawing on the exemplifying nature of this research, the various teachers from 
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different locations in Norway may illustrate how a global education policy unfolds across 

different spatial levels, with a particular emphasis on how it is localized.   

 

4.4 Research Sites and Participants and Selection 
of Methods 
 
For the selection of schools, this study has utilized the Sustainable Backpack’s webpage to 

obtain an overview of which schools that are engaged in sustainability projects across the 

country. From this, I chose a random selection of schools and sent invitations letters by e-

mails to either the secretary or the principal, asking whether a teacher would be interested in 

participating in my research (appendix B). I would then be referred to a teacher at the school 

that they saw relevant for my study, wherein I would send a second, more elaborated, 

invitation letter directly to the relevant teacher (appendix C). The units under study have a 

direct reference to the research questions being asked, meaning that the research has 

encompassed purposeful sampling. The semi-structured interviews have occurred at the 

schools and at public spaces that were easily accessible for the participants, requiring me to 

travel to the various locations. This study has interviewed teachers who work at the chosen 

schools, and who have been involved in projects connected to the Sustainable Backpack or 

projects that focus on sustainable development. Additionally, this research has included 

researchers within the field of ESD, as a result of mutual connections. As such, this research 

has also utilized snowball sampling.  

Due to ESD being a cross-disciplinary topic, wherein the projects under the Sustainable 

Backpack involve different subjects in the various schools, the teachers have been approached 

in terms of whether they have been involved in ESD projects or related topics rather than 

sampling based on the subject they teach. This has also been the case for what type of school I 

approached; the Sustainable Backpack includes primary-, secondary- and high school, 

likewise does the new national curriculum, which argues for ESD as a cross-disciplinary topic 

at all levels of education. Considering the main subject of this study is ESD as a concept, and 

not the schools per se, there is no reason to exclude any school from the research. The 

purpose is to understand local perceptions on the global concept of ESD and how it should be 
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and/or is enacted in schools, and as such, all levels of education have the possibility to be 

included in the study.  

For the purpose of this research, and its comparative element, this research has carried out 

semi-structured interviews with five teachers in five different schools in Norway. These 

schools cover different areas of Norway, as a means of exploring how sustainability is 

approached in various locations, ecosystems and climatic contexts. This study has thus made 

an attempt at utilizing these cases as units of comparison for the purpose of understanding the 

localization of global discourses on ESD. Furthermore, two researchers in the field of ESD 

were also interviewed as a means of obtaining an external perspective from a research point of 

view. 

The units of study comprise 5 teachers (table 4.1) who have been and/or are involved in 

sustainability projects at their schools – all based in different locations in Norway, as well as a 

total of 2 researchers (table 4.2) in the field of ESD – both based in Norway. The schools and 

teachers, as well as the researchers include: 

1. School 1 is a public secondary school and situated in the city centre, and neighbours 

with the main river that runs across the city.  

o Teacher A teaches mathematics and natural science, and holds a degree in 

engineering and marine technology. Teacher A has a background in oil and 

gas, but they do not see a sustainable future in the oil and gas industry. Teacher 

A is responsible for the sustainable development project at the school.  

 

2. School 2 is a public primary school and situated outside of the city centre. The school 

is surrounded with parks, forests and lakes. 

o Teacher B is a special pedagogy teacher and is passionate about animal 

welfare and taking care of the nature. Teacher B has taken the initiative to talk 

about topics and initiates activities linked to sustainable development in class.   

 

3. School 3 is a public primary and secondary school and situated outside of the city 

centre. The school neighbours farmland, lakes and agricultural sites.  

o Teacher C teaches natural science, mathematics, physical education, as well 

as an optional subject called nature, environment and outdoor education, and is 
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responsible for the sustainable development project at the school. Teacher C 

has been a climate activist for as long as they can remember. 

 

4. School 4 is a public secondary school and situated by the coast in a city that takes 

pride in its fishing traditions.  

o Teacher D teaches mathematics, natural science and technology, and holds a 

degree in biology. Teacher D is passionate about sustainable development, the 

environment and how everything in nature is connected. Teacher D is the 

initiator and responsible for the sustainable development project at the school.  

 

5. School 5 is a public secondary school and situated by the coast, surrounded by islands 

and a vast forest area.  

o Teacher E teaches natural science, social science and mathematics, and is 

responsible for the sustainable development project at the school. Teacher E is 

motivated to teach topics on sustainable development because they want to 

engage students towards a less consumerist society.  

 

6. Researcher 1 is a professor in science education at a public university that has a 

particular focus on sustainable development within the fields of agriculture, education, 

health, climate change and renewable energy. Researcher 1 has a particular research 

interest in ESD, and is currently working on a research project, which focuses on the 

implementation of ESD in upper secondary schools in Norway. Researcher 1 has 

initiated the implementation of ESD in the teacher-training program at the university.  

 

7. Researcher 2 is a climate activist and works in a youth organization as a project 

coordinator for a school project that focuses on ESD. Researcher 2 has been part of 

developing a teaching framework for ESD that teachers in upper secondary schools 

can utilize as education material.  

 

 

 

 

 



 
 

37 

Table 4.1: The Teachers Included in the Study 

 

Location Informants Subjects 

School 1 Teacher A Mathematics, natural science 

School 2 Teacher B Special pedagogy 

School 3 Teacher C Natural science, mathematics, physical education 
and nature, environment and outdoor education 

School 4 Teacher D Mathematics, natural science and technology 

School 5 Teacher E Natural science, social science and mathematics  

 

 

Table 4.2: The Researchers Included in the Study 

 

Location Informants Research  

Public University Researcher 1 The implementation of ESD in upper secondary 
schools in Norway, and ESD in teacher-training 
programs 

Youth Organization Researcher 2 Development of a teaching framework for ESD in 
upper secondary schools 

 

I have chosen to not include gender or age as characteristics of my informants. This is 

because I do not see this relevant for the purpose of this thesis. It could be argued that the 

male informants were more pragmatic than the female informants in the way they expressed 

their perceptions of ESD. However, this is information that does not assist me in building a 

significant argument. Indeed, what is interesting here, is the fact that the teachers are natural 

science teachers and/or responsible for the sustainable projects at their respective schools, 

which have been imposed on them. This says something about the collective understanding 

that sustainable development and the environment are two sides of the same coin, and as such, 

age and gender are not prerequisite factors to build meaningful theories.  
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4.5 Data Collection Tools 
 
This study has employed semi-structured interviews as a data collection tool. A crucial part of 

the analysis process was to consider the context in which the interviewees practice ESD, as a 

means of situating the information collected from the interviews.   

 

4.5.1 Semi-Structured Interviews 
 
Bryman (2012) refers to a semi-structured interview as ”a context in which the interviewer 

has a series of questions that are in the general form of an interview schedule but is able to 

vary the sequence questions” (p. 212). In this manner, semi-structured interviews are 

generally less structured than a conventional quantitative interview. There are several 

advantages of its unstructured nature, suggested by Bell and Bryman (2007). Firstly, the 

interviewer is given the space to probe certain replies that seem substantial for the purpose of 

the research, in which the focus of the study is maintained during the interview.  Secondly, it 

allows the respondents to share their view on the issue at question, meaning that a semi-

structured interview can “provide insights into how research participants view the world” 

(Bryman, 2012, p. 471). This can result in quite rich and detailed answers, which is often the 

aim of a semi-structured interview. Essentially, a semi-structured interview is a flexible and 

highly contextual tool of obtaining data, allowing room for adjusting the questions according 

to the respondent’s point of view and focus of the research project.  

In the case of this research project, semi-structured interviews are seen as an appropriate data 

collection tool. For instance, Bryman (2012) argues there are certain benefits of utilizing 

semi-structured interviews when adopting an exemplifying case study, being the design of 

this research project, as it brings about “some structure in order to ensure cross-case 

comparability” (p. 472). By allowing different viewpoints of ESD to emerge, while regulating 

the focus of the interview, semi-structure interviews can provide comparable data from the 

different schools across Norway. Furthermore, considering this research project employs a 

constructionist and interpretivist point of view, wherein emphasis is on the teachers’ 

perceptions of ESD, it seems plausible to carry out semi-structured interviews as a means of 

comprehending the entities under study from a subjective standpoint. Indeed, this research 

project is not aiming at understanding how students interact in class or how shared viewpoints 
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are constructed amongst teachers in Norway, in which observations and focus groups are not 

the preferred data collection tools. The aim is to understand how a global concept becomes 

localized, wherein the teachers’ viewpoint on ESD is an essential factor to capture as a means 

of comprehending how and why ESD is enacted and implemented in a certain way.  

This research has carried out semi-structured interviews with teachers in different schools, as 

well as researchers in the field, as a means of understanding how ESD is implemented and 

enacted across schools in Norway. Furthermore, it has provided insights on how teachers 

interpret ESD, and how they relate this to context as a means of making the curriculum 

relevant for the students and their community. Due to its unstructured nature and the open-

ended questions provided, the semi-structured interviews have presented rich information, 

disclosing various aspects and viewpoints on ESD in Norwegian schools. The semi-structured 

interviews have been carried out to inform the study on how teachers perceive the concept of 

ESD, how they practice and/or have practiced it, how they potentially attempt to practice it in 

the future and how they relate to ESD. As a means of informing the research questions, the 

semi- structured interviews have also made an attempt at comprehending how teachers 

understand ESD in their local context, how ESD has previously been and/or is practiced in 

accordance to local context and how ESD can further be utilized for the benefit the local 

community in the future.  

The study prepared interview guides as data collection tools, prior to the fieldwork. The 

interview guides were tested on two participants not included in the study in order to detect 

flaws and oversights, as well as for practice purposes. Some questions were shown to be too 

repetitive or not clear enough, in which I was able to re-arrange and re-formulate some of the 

questions before collecting data. The semi-structured interviews were audio-recorded with 

approved equipment from the University of Oslo. The audio-recordings were transcribed 

straight after each interview, as well as analysed as an ongoing activity, subsequent to and in 

between each school visit. Although transcribing is a very time-consuming task, it was 

necessary to bring me closer to the data, allowing me to identify emerging and key themes 

during the process, as well as become more responsive in denoting similarities and differences 

between the cases (Bryman, 2012).  
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4.5.2 Data Collection Process 
 
My research questions and analytical framework changed as I carried out the interviews. 

During the data collection process I would continuously adapt the research questions and 

analytical framework, meaning that the data has guided the development of this thesis. 

Initially, the main focus of this research was the global and local dimensions of ESD. After 

interviewing two natural science teachers I realised that there were other interesting aspects of 

ESD, which I wanted to explore further, wherein the focus was steered towards the natural 

and social science narratives of sustainable development. As such, I changed my interview 

questions as I went on with the data collection, as a means of obtaining a deeper 

comprehension of the two scientific cultures of sustainable development. Additionally, I 

became aware that culture plays a larger role in this research than I thought. My initial 

analytical framework put an emphasis on the different spatial levels in which ESD travels, but 

did not emphasise culture and context enough. As such, and based on the interviews, I found 

it suitable to change my analytical framework with supporting theories, where culture plays a 

crucial role in understanding how and why ESD is interpreted and perceived in a certain 

manner.  

 

4.6 Coding 
 
This research is carried out through a framework of thematic analysis, which is a common 

analytical approach to qualitative social science research. In this framework, the main focus is 

to identity themes in the collected data. Some researchers would see a code and a theme as the 

same thing, while others would argue that a theme is a construct of several codes (Bryman, 

2012). In this research, a theme is defined as a result from a group of codes, related to my 

research questions. Indeed, the research questions have been used as guidance while 

extracting information from the collected data. The coding process was done by hand, 

utilizing markers, mind maps and tables to organize the emerging themes. In the initial stages, 

I created a mind map of all the topics I came across at first (Figure 4.1). I divided them into 

three categories: motivation, themes (that teachers communicated in the classroom in relation 

to ESD) and context. Subsequently, I would draw lines between these three categories to see 

how they might relate. For instance, educating about consumerism and ecological footprint 
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could point at an individualistic society. Furthermore, the new curriculum, with a specific 

focus on ESD, could indicate an influence from the global sphere such as the UN DESD.  

 

 

 

Figure 4.1: Initial Mind Map from Coding 
Note: mind map made in the initial stages of the coding process, subsequent of the fieldwork. 
 

According to Bernard and Ryan (2003) “discovering themes is the basis of much social 

science research. Without thematic categories, investigators would have nothing to describe, 

nothing to compare, and nothing to explain” (p. 85-86). Indeed, themes are crucial in order to 

present findings in an orderly manner. However, a mind map is not a sufficient foundation for 

analysing the data. As such, a framework for how the data analysis is conducted is essential, 

as a means of justifying why certain codes and themes have been chosen. Bernard and Ryan 

(2003) offer a framework of thematic analysis, wherein they put forth several subcategories as 

guidance for the researcher in the search for themes in the collected data. These subcategories 

are: Missing Data; Linguistic Connectors; Repetitions; Indigenous Typologies or Categories; 

Metaphors and Analogies; Transitions; Similarities and Differences; and Theory-Related 
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Material. This research has employed some of these subcategories to assist the conduction of 

identifying themes, which will be further elaborated.  

The subcategory defined as repetition has been utilized in this study. As Bryman (2012) 

notes, “an emphasis on repetition is probably one of the most common criteria for establishing 

that a pattern within the data warrants being considered a theme” (p. 580). Indeed, the search 

for patterns has been an essential part when conducting the data analysis, creating a basis for 

emerging themes. These patterns can be seen across all interviews, such as a word, a subject 

or a specific activity, which are then coded into a theme that brings significance to these 

codes.  

Related to this, the search for similarities and differences has been a central part of this thesis. 

Similarities between teachers and researcher, as well as between teachers, often go hand in 

hand with repetitions. However, it has been utilized to identify a common-construct of 

sustainable development, thus how the teachers and researchers explain their understandings 

in the interviews. Furthermore, similarities could also indicate how Norwegian culture and 

context play a role in fabricating an understanding of what sustainable development ought to 

be. Differences, on the other hand, is also an interesting factor, as it points at how the 

perception of sustainable development varies between the micro levels of society due to 

differing environments, scientific milieu and local sustainability issues.  

Bernard and Ryan’s (2003) missing data assists in analysing what is not being said as much as 

analysing what is being said. Indeed, in many of my interviews, it has been equally important 

to analyze what was not being said. This was an important subcategory in this study, as it 

would often point at underlying cultural and contextual factors. For instance, when asking 

teachers how they communicated sustainable development in the classroom, they would often 

mention topics such as consumerism, plastic pollution and ecological footprint, which are 

linked to two aspects. First, it highlights how sustainable development is seen as an 

individualistic issue, wherein there is a lack of criticism towards the structures that allow 

individuals to act in an unsustainable manner. Secondly, it points at how sustainable 

development is often seen as an environmental topic, rather than a social or economic topic.  

Relevant to this, what the informants mention and in what order is also an aspect that should 

not go unnoticed. Linguistic connectors is another subcategory that has been utilized in the 

search for themes, meaning that the aim is to examine casual connections unveiled by the 
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informants such as connecting words or assimilating one situation with another. One 

important linguistic connector that was often reviled in the interviews was the relationship 

between “sustainable development” and “the environment” or “the nature”. For instance, 

often when teachers would mention sustainable development in any context, they would 

instantly say “sustainable development and the environment”, as if these were the same thing 

or belonged together. Another aspect was how teachers would mention environmental related 

topics when being asked about what kind of ESD activities they did at school. As such, this 

subcategory has been an important guidance in justifying the vaster environmental focus than 

the social and the economic aspects of sustainable development.  

The search for themes was also based on theory-related material in the form of an analytical 

framework and theoretical inspirations, which shaped the focus of my research in its initial 

stages. Despite the change of analytical framework during the data collection, a prior 

theorizing influenced my interview guide and how the questions were formulated. It may 

therefore be argued that there was a certain bias during the coding and analysis process. 

Bernard and Ryan (2003) argue that this “can inhibit the forming of fresh ideas and the 

making of surprising connections” and that “researchers must be careful not to find only what 

they are looking for” (p. 94). The mind map was thus carried out in the initial stages as a 

means of avoiding such bias, which allowed me to write down all the topics I came across by 

listening and reading through my interviews several times. Furthermore, the analytical 

framework is arguably wide and abstract, and allows for several interpretations. Additionally, 

it was re-formulated subsequent to the data collection process, wherein the potential limiting 

nature of a theory-related search is not considered a significant drawback and resulted in 

many surprising findings.  

 

4.7 Quality Assurance Strategies 
 
Drawing on Goetz and LeCompte’s (1982) conceptualization of quality measures, this study 

has taken internal and external validity into consideration, as well as external reliability. In 

terms of internal validity, there should be a significant parallel between the observations made 

by the researcher and the theories that the researcher develops. A coding scheme with specific 

criteria has therefore been developed, as a means of identifying themes and patterns within 

the set framework of criteria. The choosing of criteria for the coding scheme has been 
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justified in sub-chapter 4.6. The congruence between observations and theories will be further 

elaborated in chapter 5. Ultimately, the matter of internal validity is to ensure that the 

theoretical claims being made can be justified. External validity, which refers to the 

generalizability of the findings, possesses some challenges for this research due to its small 

sample and its case study design. Thick descriptions of the cases have therefore been 

provided, which could render external validity. In this manner, other researchers can make 

“judgements about the possible transferability of the findings to other milieu” (Bryman, 2012, 

p. 384).  

Another difficult criterion to meet in qualitative research is external reliability. Considering 

that a social setting is not static and circumstances change, the replication of this study may 

be met with a few challenges. However, to ensure reliability to the extent possible, this 

research has adopted an auditing approach, creating an audit trail, wherein complete records 

of all phases of the research process have been ensured, in a way that is organized and 

accessible. As such, other researchers are able to establish whether appropriate procedures 

have been followed from problem formulation, to selection of participants, to data analysis, as 

well as whether the study can be replicated.  

 

4.7.1 Limitations 
 
The number of participants of the semi-structured interviews is limited, being five teachers 

and two professionals in the field of ESD. As such, it cannot be claimed to be representative. 

However, the intention is not to generalize, but rather illustrate how culture and context can 

interact with the way in which ESD is perceived. In order to ensure the quality of the data, 

thick descriptions of the interviews and responses are provided. Furthermore, the 

exemplifying nature of this study may justify the number of interviewees.  

 
It could be argued that there is a lack of a counter narrative in this research, which is 

identified as a limitation. Unintentionally, the informants are mainly natural science teachers 

and/or passionate about the topic of sustainable development. A counter narrative could be a 

teacher in the social science sphere or a teacher who is not passionate about the topic, but who 

still has to teach sustainable development. The way in which I approached informants was to 

contact the school itself, the principal or the secretary and ask if someone would be interested 
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in participating. Interestingly enough, most teachers I was referred to were natural science 

teachers, which I only would find out during the interviews. Another aspect is that the 

teachers were passionate about the topic of sustainable development, which could be a 

determining factor in why the school would refer me to these particular teachers subsequently 

to presenting my topic of research. In some of the schools there was a lack of interest from 

other teachers in participating as informants, as well as lack of time. Indeed, I was not in 

control of whom I could get an interview with, as the principal or the secretary would refer 

me to a teacher they found suitable for my research. As such, I would argue that the lack of a 

counter narrative is the most distinctive limitation of this study.  

Another point of limitation is the translation of the interviews, which can often be fraught 

with difficulty. Considering the interviews were carried out in Norwegian, a translation 

process to English may compromise the analysis of the data. In order to fairly avoid 

misinterpreted information, the coding and analysis processes were executed in Norwegian. 

This is because the original language in which the interviews were carried out holds 

formulations and wordings that may not be justly translated. As Temple and Young (2004) 

argues “translation reinforces the invisibility of the source language” (p. 166). Indeed, the 

original language is embedded in cultural meanings with linguistic expressions, which are at 

risk of being ignored in a translation process. However, for the purpose of utilizing quotes as 

examples in the analysis of the research, some translation has been carried out to the best of 

my knowledge.  

One final, but likely, limitation to this analysis stems from my personal sentiments and 

preconceptions. As a committed environmental activist I would often have to curb my critical 

eye while carrying out the interviews, as well as during the coding and analysis processes. It 

was therefore crucial to ask neutral and open-ended questions, as a means of not steering the 

informants into a specific direction. However, drawing on my literature review and the data 

collected, it is apparent how ESD in Norway calls for a fundamental reframing of the 

sustainability discourse.  

 

4.7.2 Research Ethics 
 
During the process of designing this research, it has been crucial to consider ethical issues 

prior to fieldwork, as well as ensuring that the research has a suitable procedure for the type 
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of data that will be collected. In the initial stages, the study obtained clearance from the 

Norwegian Social Science Data Services (NSD) prior to data collection. This entailed 

providing as much information as possible to the NSD about the research, such as consent 

forms (appendix D), interview guides (appendices E, F, G and H), research site and the 

participants of the study.  

Prior to the interviews, the participants were given an informed consent. As such, they had 

time to read about the study, why they were asked to participate and what their participation 

entails. Drawing on Bryman (2012) “participants should be given as much information as 

might be needed to make an informed decision about whether or not they wish to participate 

in the study” (p. 129). As such, time was given for the participants to ask any questions prior 

to the interview. The participants were informed that they could withdraw information at 

anytime of the study, indicating that it has been crucial for me to have an organized data 

collection system to track back to the relevant participant. The participants were also 

informed that the data is confidential, and that personal data will be anonymized before 

transferring to a lower security level in the form of transcription or written data extracts. All 

the participants were then asked to sign the informed consent if they agreed to take part in the 

study.  

Prior to fieldwork I made sure to obtain appropriate equipment for collecting data, as a means 

of ensuring a suitable data collection procedure. For the interviews, audio-recording 

equipment approved by the University of Oslo, such as the Dictaphone app for mobile 

phones, was utilized. The material collected was then automatically sent to Services for 

Sensitive Data (TSD) as encrypted material, to ensure anonymity of personal data. Any names 

and other unnecessary personally identifiable data mentioned during the interviews have been 

coded or anonymized. In this manner, I asked the participants to avoid sharing this kind of 

information during the interviews. However, some of the participants mentioned their school 

name, municipality or city while being recorded. Coding has therefore been an important 

aspect of treating personal data.  

During data collection, I made my uppermost attempt to ensure that there was no harm to 

participants or deception occurring. Regarding harm to participants, it is difficult to identify 

all instances wherein harm may occur; however, the issue of confidentiality has been crucial, 

which was, as far as this is possible, ensured in the informed consent. Moreover, in order to 

avoid deception, the research has been presented as accurate as possible in the informed 
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consent, meaning that the participants are familiar with the study’s purpose. Another aspect to 

consider is invasion of privacy. This entails that the participants are not obliged to share what 

they consider private information subsequent to providing informed consent. As such, the 

participants being interviewed have the right to refuse to answer certain questions they feel 

delve into private realms. In order to minimize such occurrence, the interview guide was 

carefully made, and tested through two pilot-interviews beforehand. Ultimately, the research 

has only collected what the thesis needs, thus avoiding unnecessary interview questions.   

 

4.8 Summary 
 
This research aims at explaining how local levels in Norway adopt global educational policies 

by reflecting on teachers’ perceptions on ESD. As such, a qualitative research strategy has 

been applied from an epistemological viewpoint of interpretivism. How teachers perceive 

ESD is grounded on the ontological constructionist position. Due to the intention being to 

understand teachers’ perception on ESD, a more open-ended interview form is favourable, 

thus semi-structured interviews have been employed as a data collection tool. Additionally, 

this research is based on an inductive approach, meaning that the collected data guides the 

thesis towards potential theories and conclusions. Indeed, my interview questions were 

modified along the way, as unexpected, but interesting, details would surface during the 

interviews.  

The research design is based on an exemplifying case study, wherein the intention is not to 

present a representative single case with the attempt to generalize my data. The intention is 

rather to provide an idea, an example, of how ESD is understood and enacted in 5 different 

schools in Norway, as well as how a global education policy is localized and adapted 

according to culture and context. In order to exemplify and draw out the comparative aspect 

in this research, the teachers included in this study are located in different schools across 

Norway. These schools cover different areas of Norway, as a means of comparing how 

sustainability is approached in various locations, ecosystems and climatic contexts, thus how 

ESD is localized. Additionally, this chapter has evaluated the quality of this research by 

drawing on quality measures, as well as limitations and ethical considerations, with the 

attempt of ensuring that potential pitfalls have been taken into account. Appropriate research 
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tools have thus been crucial to prepare prior to collecting the data, making the analysis a more 

effectual process in identifying relevant and meaningful findings.  
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5 Findings 
 
In this chapter I will present my findings within a framework of thematic analysis, providing 

identified themes in the collected data. The themes are built from a group of codes based on 

my interviews with the teachers and researchers. By presenting directly quoted and mindfully 

translated parts of the interviews, this chapter answers the first research question: “how do 

teachers in Norway perceive the concept of ESD?” This chapter will respond to this question 

by presenting teachers’ perspectives, as well as external perceptions from researchers, which 

have been categorized in themes and sub-themes (Figure 5.1). Because this chapter’s main 

goal is to address significant differences and similarities, repetitions and trends, as well as 

missing data, the findings will be discussed in a thematic manner.  

 

 

Figure 5.1: Identified Themes and Sub-Themes 

 

Theoretical analysis of the findings will be presented in Chapter 6, and answer the second 

research question: “to what extent is culture and context significant factors in teachers’ 

perception and enactment of ESD?” The findings are organized into three thematic parts: 
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Relevance, Individualism and Passion. Each theme includes sub-themes. Drawing on Ryan 

and Bryman (2003), categories within a framework of thematic analysis have been utilized to 

carry out the coding process and, subsequently, identify themes and sub-themes in the 

collected data. As a matter of form, the following thematic sections will begin with an 

elaboration of each theme, followed by a definition of the sub-themes. Ryan and Bryman’s 

(2003) coding categories ground the substantiation of the emerged themes and sub-themes 

from the collected data.  

 

5.1 Relevance 
 
Relevance is based on the many ways of thinking about how to carry out ESD, encompassing 

the scope of which sustainable development is perceived amongst the teachers being 

interviewed. In this case, relevance refers to learning experiences that are applicable to local 

sustainability issues. As such, context and culture are grounded in the way teachers choose to 

communicate ESD. When relevance in education is effectively incorporated into instruction, 

student’s motivation to learn may increase. This could then lead to action-based competence, 

which is a fundamental aspect if we are to move towards sustainable development. The sub-

themes that will be further elaborated are local configurations and the environmental aspect.  

 

5.1.1 Local Configurations 
 
One of the criteria’s of the Sustainable Backpack is that the schools should utilize their 

community and local environment as learning arenas, as a means of enhancing in-depth and 

practical learning. The Sustainable Backpack urges schools to foster teaching outside of the 

classroom and collaborate with NGOs, museums or other relevant partners in their local 

community. Indeed, the utilization of the community and the local environment are also 

recommendations made by Local Agenda 21 and UN DESD. This is evident from all of my 

interviews, where the teachers express that some of the teaching related to ESD occurs 

outside of the classroom, as well as exemplifying the local environment when communicating 

ESD in the classroom. As many of the teachers expressed, sustainable development is a vast 

topic, encompassing many different aspects and levels, and therefore it is important for them 

to communicate ESD in a relevant and familiar manner to the students.  



 
 

51 

Some examples: 

Teacher D: In our city, we depend on the sea. We have fish farming, shipping traffic, and 

tourism on our many beaches, and the sea is something that everyone can relate to in one 

form or another. So, in our sustainable project week it has been important to take action in 

terms of picking litter on the beaches, and get to know the renovation station where they 

can bring the litter they find on the beaches. (…) Some groups also investigate micro 

plastic in the ocean and also in the fish they fish themselves. 

Teacher A: Last year we managed to create a collaboration with a local museum where the 

students get a tour around the river nearby, where they get to do some tasks along the way. 

They learn about the history of the river, that industries would spill emission directly in the 

river and how the water was very polluted. And they also learn how it is now, what 

measures have been taken to clean up the river. (…) To continue the preservation of the 

river, the students each year measures the PH value to see if there is any progress, they 

pick up litter, weight it and sort out how much plastic they find in and alongside the river.  

Teacher C: We have created a school garden in collaboration with a local farm. Last year 

the students went to the farm to learn about how to build a school garden, which the 

students then did and this year we have fantastic crops. We are also in the process of 

restoring a pond nearby the school where great crested newt is endangered. There were 

plenty of great crested newts in this pond before, but it is drying out. So, the students are 

doing a project right now where they take part of restoring this pond, by measuring the 

water and soil quality.  

An interesting observation from the latter examples is how sustainable development is acted 

on differently from one context to another due to differing environments, nature and local 

societal aspects. As such, it provides an idea of how sustainable development may be 

contextualized in terms of how it is applied in the local sphere, despite carrying the same 

foundational conceptualizations. Indeed, the teachers expressed much of the same ideas on 

how they defined the importance of teaching sustainable development in their local 

environment. Essentially, these examples illustrate the occurrence of localization, wherein 

ESD is translated and adapted in accordance to the cultural and societal context.  
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Some examples:  

Teacher D: When you connect with your local community, you gain more respect for it 

and your action based competence increases.  

Teacher E: The challenge with the concept of sustainable development is that it is so big 

and holistic, but at the same time very narrow, so the challenge is to help students navigate 

through topics that they can relate to and understand themselves, which hopefully can lead 

to action competence. Since we started working with the issue of plastic in the ocean and 

carrying out a recycling project, I hear parents telling me that their children are asking 

them to go to the beach together in the weekends to pick up litter. This is fantastic because 

it shows that the students see the value in their own local environment and actually do 

something about it.  

Teacher C: It is important for me as a teacher to present the contradictions, that this is the 

situation today with climate change and how this can affect our food production, and this is 

what you can do to prevent the negative outcomes, I mean, it is about making them action 

competent. (…) You need the knowledge to understand the consequences and to be able to 

take action.  

As presented in these examples, there is a common goal for these teachers when 

communicating ESD. The aim is to foster student’s ability to translate knowledge, theory, 

visions, experiences and understanding into practical and purposeful action related to 

sustainable change in their local community. Although Teacher C does not explicitly state 

local action competence, it is implied in the mentioning of food production due to the local 

community being characterized with agricultural sites and farmland. Arguably, it may come 

naturally for Teacher C to include food production when talking about sustainable 

development, as it is a relevant local issue that student can relate to.  

 

5.1.2 The Environmental Aspect 
 
As aforementioned, sustainability issues in the local community lay the grounds for how 

sustainable development is perceived and how problem solving is carried out. What is worth 

noting is how the environmental perspective tends to dominate the way in which it is 

communicated and, in turn, acted on. For instance, picking litter at the beach is a concrete 
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solution to help decrease plastic pollution and protecting the ocean’s biodiversity. Measuring 

the PH of the river is quantifiable and connects issues such as industrial emissions and the 

endangered ecosystem of the river. This indicates how it is more approachable to put a 

stronger emphasis on local environmental issues, rather than other aspects of sustainability. 

As pointed out, this could be due to the environmental science’s more palpable nature and 

objective stance. It is, after all, about specification, which is an important educational 

principle. As such, it could be argued that the teachers see the need to concretize abstract 

issues into tangible solutions.  

There are other findings highlighting the strong environmental emphasis. When I approached 

the schools to find informants for my research, I either contacted the school principal directly 

or the school secretary. I was immediately referred to a natural science teacher who also 

happened be responsible for the ESD projects at the school. Moreover, the schools included in 

this study are a part of the Sustainable Backpack, which in Norwegian translates directly into 

“the Natural Backpack”, implying an environmental oriented focus. In fact, since its launch in 

2009, it has been administered, carried out and developed by the Norwegian Centre for 

Science Education. Furthermore, it is a collaborate project between the Ministry of Education 

and Research and the Ministry of the Environment, and the project responsible is UDIR and 

the Norwegian Environment Agency. Additionally, a resource group consisting of six natural 

science teachers collaborates with the Norwegian Centre for Science Education in the work of 

supervising and training teachers in ESD. It goes without saying that environmental focused 

institutions have characterized the initial stages and the further development of the 

Sustainable Backpack. This, in turn, might have an impact on the way in which schools 

implement ESD. My findings reveal that a part of this implementation process in school is 

through the natural science subject. The exception is Teacher B who is a special education 

teacher, and the school is not a part of the Sustainable Backpack. However, this was the only 

teacher I contacted directly because of my prior knowledge of their interest in ESD. Yet, 

Teacher B still has a strong nature and environmental focus when expressing their perception 

of sustainable development.  

An interesting finding, which was noticed through looking at linguistic connectors, is the 

close relationship between the words “sustainable development” and “environment”, 

“climate” or “nature”. There were several times the teachers, without any prior indicatives 

from the interview questions, would mention “sustainable development” alongside “and the 
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environment” as if these two concepts are mutually connected or the same thing. Another 

linguistic connector is how teachers responded to my interview questions. An example is 

when I asked the question “do you have any projects at your school that are directly linked 

sustainable development?” Teacher B responded the following:  

We do have a natural science week, so in that period we have nature and the environment 

in focus over five weeks, where we go for walks outside and talk a lot about plastic in the 

ocean. That was our overall theme this year, plastic and plastic consumption and how this 

hurts the environment. So we explored this topic in-depth for a week, went to a 

demonstration in the park and watched the nearby pond, picked up litter, so yes, we did a 

lot of different things. 

Interestingly, Teacher B mentions later on in the interview that their school has a project that 

focuses on consumerism and reuse, where the school gathers used clothes for an orphanage in 

Nepal. It is intriguing that the natural science week was the immediate response to a question 

asking about projects on sustainable development, whereas the clothing collection came in as 

a side note later on in the interview.  

Additionally, other responses to my interview questions highlights how teachers observers 

student’s engagement in sustainable development. For instance, when I asked the interview 

question “how do the students engage in sustainable development outside of teaching hours?” 

the teachers referred to activities such as picking litter on their own initiative, saying no to 

plastic straws at restaurants, bringing their own water bottles to school instead of buying 

plastic bottles, initiating a recycling system at their school, eating less meat and joining school 

strike for the climate. What I have noticed is that the teachers mention tangible and concrete 

activities, emphasizing an environmental focus. What is interesting is that these activities also 

relate to political influence, system thinking, community engagement, citizenship, solidarity 

and anti-consumerism, which are at the core of sustainable development, yet not mentioned 

by the teachers. Although, consumerism and community engagement are indicated, they are 

not explicitly communicated when asked about student’s engagement. This goes back to the 

argument presented earlier, wherein sustainable development is easier to communicate in a 

concrete manner through an environmental perspective.  
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5.2 Individualism 
 
Individualism was drawn out from an understanding of culture and context in Norway. This 

theme represents how the practicalities of sustainable development are inclined towards a 

more individualistic approach, pointing at a Cartesian thinking. This portrays how Norway’s 

individualistic society, contrasting a collective society, frames how sustainable development 

is understood in terms of identifying problems and solutions, as well as how it is carried out in 

practice. To elaborate on this, two sub-themes have been identified. These are ESD topics in 

the classroom and the system thinking.  

 

5.2.1 ESD Topics in the Classroom 
 
So far we have found that the teachers’ perception of sustainable development is often rooted 

in local sustainability issues, as well as in the sphere of natural science. Another observation 

has been made, illustrating a societal outlook in Norway, referred to here as individualism. 

Many of the ESD topics in the school that the teachers mention in the interviews have an 

underlying credo of the individual being the cornerstone of problem solving. It also puts the 

individual at the core of why sustainability issues exist.  

Some examples: 

Teacher B: It is important for me as a teacher to communicate sustainable development in 

a way that makes the students understand that their choices, and their parents, even if it is 

just a small family, can also influence. It is important for me to create awareness, and teach 

that the students’ every day choices and in life in general can have an impact, both positive 

and negative. It does not require a lot of effort.  

Teacher C: It is equally important to bring forward what you can do to prevent negative 

consequences to occur. You can do this and that, or you can figure it out for yourself. It is 

all a part of becoming action competent.  

The ESD topics presented have been continuously mentioned throughout several of the 

interviews with the teachers. Some of these are: plastic, consumerism, ecological footprint, 

food waste, greenhouse gas emissions and food choices. These are topics that combine the 

responsibility of the individual and respect for the nature, connecting the idea of individuals 
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making rational choices. To exemplify, often when the teachers mentioned plastic as an 

overall thematic focus, the practices carried out linked to this topic would be picking up litter 

and recycling. The topic of consumerism often comes with activities such as collecting used 

clothes, linked to the idea of reusing, and students buying their own water bottles as opposed 

to disposable bottles, linked to reducing. These topics and activities put the rational self as the 

foundation towards sustainable development. There can be a few reasons explaining why 

these kinds of thematic areas tend to dominate in school. Firstly, and as presented earlier, 

these are tangible topics that are measurable and quantifiable, meaning that these are easier to 

communicate to the student’s. Secondly, it can be due to an individualistic society influencing 

the way we think about how sustainable development can be reached, meaning that the topics 

presented can be understood as a reflection of our societal profile. How to actually justify that 

these topics mirror an individualistic society, will be further elaborated in Chapter 6.  

 
 
5.2.2 System Thinking 
 
 
System thinking is another identified sub-theme that represents an understanding of 

individualism in Norway. This theme has contributed to contextualize Norway’s situation: a 

stable economy, little social inequalities, climate change has not affected our society as much 

as in the global South, thus problems linked to sustainable development may seem small scale 

or far away. As such, it seems that there is a strong trust in our system, and little to no 

criticism towards it. However, this is where differences between teachers and researchers 

have been identified. In general, teachers seem to have a stronger trust towards our system, 

and rather criticise the individual for environmental degradation, wherein the individual is 

also the solution for environmental rehabilitation. The researchers, on the other hand, argue 

that there is a need for a systemic and structural change if we are to have sustainable 

development.  

An interesting observation is how the teachers express their understanding of solutions in 

accordance with sustainability issues. Here, I noticed a difference between teachers and 

researchers. While the teachers tend to communicate that the individual is at the centre of 

problem solving and creating positive change, the researchers had a more systemic approach 

to achieving sustainable development. The researchers expressed a perception of the global 

structural barriers being an impediment for sustainable development to occur, whereas the 
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teachers saw the individual as an opportunity to take action. This does not indicate that the 

researchers do not support individual action; the difference is rather how they understand 

problem solving. As presented earlier, teachers arrange activities that are tangible and 

relatable, such as picking up litter at the local beach, measuring the PH of a nearby river, 

building a school garden to foster sustainable future farmers and so on. This is how the 

students become solution oriented through local action based learning. The researchers 

express another viewpoint, in which problem solving cannot merely have an environmental 

focus, and exclude social and economic aspects of sustainable development. As Researcher 1 

expresses, it is the economic and social aspects that challenge the system, while the 

environmental aspect is much more concrete. 

Researcher 1 states: 

Sustainable development and environmental subjects are often strongly connected because, 

traditionally, we tend to lack a systemic understanding. We think about the consequences, 

where this is apparent in how the level of CO2 emissions increase, it is measurable, right. 

You see species dying, the oceans becoming more acidic; this is more concrete and 

tangible in the environmental subjects. But the structures that make this happen are 

important to acknowledge, but that can become very political and we are afraid of that. 

You do not want to steer the students into a certain direction, right. It might therefore feel 

more natural to talk about the environment, with concrete facts, because the social and 

economic aspects are more distant. 

Two viewpoints can be extracted from this. One the one hand, teachers see problem solving 

as fostering sustainable behaviour within the boundaries of today’s system. Researchers, on 

the other hand, see the need to work towards structural changes as a mean of opening up for 

sustainable development to occur. We may curb this up and say that while teachers see the 

individual as an opportunity to create change, the researchers understands change through a 

systemic alteration. Indeed, it seems that the teachers see the need to communicate sustainable 

solutions through an environmental perspective because it has a more tangible relationship 

with what the individual ought to do, whereas the social and economic pillars are the 

structural factors of sustainable development, and thus more remote from the individual.  
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5.3 Passion 
 
So far it has been revealed how teachers communicate and perceive ESD. We may take this a 

bit further and ask why teachers choose to convey topics around sustainable development at 

school. Although sustainable development is not completely manifested in the current 

curriculum, there are still teachers who choose to teach and initiate projects around topics on 

sustainable development. As presented in the previous chapter, all the teachers included in 

this research are natural science teachers, with the exception of Teacher B, with a strong 

motivation to link sustainable development with other topics in their subjects, often rooted in 

their passion for preserving the nature and the environment, animal welfare, as well as 

scientific background. It was not difficult to obtain answers from my informants as they 

would share stories, thoughts and ideas on their own initiative, sometimes on the side of what 

I had initially asked, signifying a motivated teacher. The theme passion is interesting, as it 

indicates why teachers choose to communicate sustainable development in the classroom. In 

other words, it brings some flesh on the bone in terms of highlighting where the teachers’ 

perception of sustainable development is anchored. The sub-themes that ground passion as a 

main theme are personal motivation and scientific background.  

 

5.3.1 Personal Motivation 
 
One factor that has been identified is the personal motivation to teach sustainable 

development, grounded in passion for the nature and the environment, as well as animal 

welfare. Personal motivation is a theme that already lays on the surface, and does not require 

much digging to understand that the teachers included in the interview are engaged in these 

topics. Considering the current curriculum does not require teachers to educate on sustainable 

development, it is fairly noticeable that teachers who choose to go the extra mile have a 

surplus motivation to do so. For instance, Teacher D initiated a sustainable week at their 

school, applied for grants and developed a curriculum specifically for this week 

encompassing all three grades at the school, which required work outside of teaching hours. 

In the beginning, Teacher D was met with resistance from the rest of the teaching staff. 

Despite this, Teacher D completed the first sustainable week, and today it is anchored in the 

school plan every year. As Teacher D states: “Today, sustainable development is the DNA of 

our school.” Indeed, Researcher 2 noticed during their fieldwork, there is a difference 
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amongst classes in terms of what the students know and do not know regarding sustainable 

development and its thematic bearings, which is due to the big difference between teachers 

and their motivation to educate on topics around sustainable development. There are some 

passionate spirits who are engaged in this theme and so it seems natural for them to talk about 

it and go out of way to initiate ESD at their school.   

Personal motivation also seems to be triggered by emotions. Whether frustration, anger or 

hope for the future were revealed, these feelings appear to stimulate motivation within.  

Some examples: 

Teacher A: Sustainable development is the future. At some point it will stop if we do not 

take some measures. And to angle it in a more positive way, what you can do rather than 

how awful it actually is, that is something that engages me a lot.  

Teacher E: When I see the increasing consumerism, of things we have, pointless things. I 

mean, I have three kids, they are much older now, but the plastic toys they had and all that 

crap that went straight to the garbage. And those bags with clothes and all of that, I mean, 

we cannot continue like this. It is totally pointless. You have to almost take a step back and 

realize that everything cannot lead to growth. It is not possible.  

Teacher C: What really motivated me early in life was hearing about dying animal 

species. That is something that has marked me, which has been a little painful. And by 

using such examples, linking it to climate change and climate crisis, I can help educate 

students to understand something that, how can I say this, something I myself did not 

realize when I was younger or knew so much about, and that might help make a difference. 

That is something that motivates me.  

Going deeper into the interviews, there are two factors that illuminated personal motivation: 

body language and wording. When I asked the question “from your point of view, how do you 

understand sustainable development?” the teachers would straight their backs, move their 

upper body towards me, followed by a smile or a tweak in their eyes. Teacher E even looked 

up at the ceiling with a following “where to start? There is so much I could talk about”. The 

question I asked, especially by adding “from your point of view” allowed the informants to 

move away from their teacher role and actually talk about sustainable development from their 

own viewpoint. The phrasing and wordings are also interesting. Some sentences would end 
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with “right?” or “you know” as if it was an emphasis on the obviousness the teachers talked 

about. These words may indicate an assumption that I knew what they were communicating, 

evincing how natural such topics come about for these teachers. Other words and phrases 

used to describe student’s engagement were “fantastic”, “this is a golden story” and “it is fun 

when students ask questions”, which point at a personal motivation amplified by the student’s 

response.  

 

5.3.2 Scientific Background  
 
Going further into the question on why teachers choose to communicate sustainable 

development, despite the optional status in the curriculum and personal motivation, scientific 

background plays a significant role in answering this question. Furthermore, the teacher’s 

background may also explain an aspect of the dominant environmental focus, as well as the 

chosen topics when carrying out ESD. 

Some examples: 

Teacher A: My background, or my educational background, is marine engineering, so 

there are a lot connected to oil and gas, which is what Norway has built its welfare on. 

There is a need to be able to educate on the alternative ways of developing and how to, in 

the long run, phase out these businesses, but also try to have a balanced perspective on this. 

If we had shut down the oil taps today, then Norway would not have fared so well. So 

trying to get in this holistic perspective. We want to decrease these emissions, but also look 

at ways of decreasing the emissions while still having a functional society. I do not have 

the answers, but these are questions I find interesting and that often are left out from the 

public debate, and therefore it is important to talk about it.  

Teacher D: You can say that I am a biologist, so I was never going to actually become a 

teacher. I have taken a university degree within biology and I have always been interested 

in the consistency in nature, how everything is connected. I lived in Oslo for a while, and 

then I moved back home, to a small town. So what was I meant to do then? That is when I 

became a teacher. And I was very excited about this, because I was going to save the 

world. But it turned out that I could save the world from my hometown! And I do that by 

teaching.  
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What is interesting is how Teacher A utilizes their experience from the oil and gas industry to 

communicate alternative ways of development. Teacher A seems to have taken something 

they realized is contributing to increased emissions and loss of biodiversity, and applied this 

into a more solution oriented narrative as a teacher. This indicates that Teacher A believes 

there are other ways of moving our society forward, unveiling a need to disclose these ideas 

with future leaders. Interestingly enough, the sustainable development project at their school 

mainly encounters topics like industrialization and water pollution. Considering Teacher A is 

the main responsible for the sustainable development project, these topics can be explained in 

terms of being rooted in Teacher A’s background. Teacher D is also responsible for the 

sustainable week at their school, which has a vast focus on the ocean and its biodiversity. This 

focus is indeed revealed as being due to the school’s location near the sea. However, other 

factors may come into play. Taking into account that Teacher D’s background is biology, the 

focal topics during the sustainable week may innate their fascination for nature, life and living 

organisms. All the teachers interviewed, with the exception of Teacher B, come from a hard 

science background and are natural science teachers, reflecting their passion for nature, the 

environment and its biodiversity. This suggests why ESD continues to be thought of as a 

natural science topic, as well as how passion is a factor feeding the natural science focus that 

tend to dominate ESD.  

 

5.4 Summary 
 
This chapter presents my findings within a framework of thematic analysis. This section has 

provided and elaborated on identified themes from the collected data, as a means of 

answering my first research question: “how do teachers in Norway perceive the concept of 

ESD?” The identified themes are: Relevance, Individualism and Passion.  

Relevance is based on how teachers understand ESD, as well as how they perceive what it 

ought to be at their school. This section has highlighted comparative aspects between the 

teachers and their context in which they are situated, drawn out from various perceptions of 

ESD. It has been noted that teachers tend to think about sustainable development as rooted in 

the local sphere, meaning that local context and culture influences the way in which ESD is 

carried out. Furthermore, the environmental aspect seems to be the dominating aspect in ESD 

at all the schools. Additionally, the environmental aspect, as opposed to the social and 
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economic aspects of sustainable development, is pointed out as more tangible, as well as 

easier to concretize to the students. Individualism represents how ESD is communicated in the 

classroom, portraying how an individualistic society grounds the way of narrating solutions to 

sustainable development. One observation is how the communication of the ESD topics in the 

different schools occurs within the bounds of what “you” can do. Another observation is the 

lack of system thinking, expressed through the way in which sustainable issues are perceived 

as an individual problem solving. Passion is the final theme presented in this chapter, which 

highlights why the teachers choose to convey topics on sustainable development at the 

schools. The data reveals that the teachers hold personal motivation towards preserving the 

nature and the local environment, as well as having a scientific background within the realms 

of natural science, explaining why sustainable development and the environment are innate 

topics for the teachers to communicate in the classroom. How the findings relate to culture 

and context will be further discussed and elaborated in the following chapter.  
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6 Discussion 
 
This chapter will proceed to answer the second research question of this study: “to what 

extent is culture and context significant factors in the perception and enactment of ESD?” In 

order to approach this question, this chapter attempts to look at the findings from a social 

constructivist lens. Additionally, theories inspired by Becker et al., (1999), Bruner (1996), 

Hofstede (1994, 1997), Robertson (1992, 2012) and Snow (1959), as presented earlier, will be 

employed as a means of sustaining an understanding of the identified themes.  

 

6.1 ESD as a Pseudo-Shared Construct 
 
The issue of sustainability has become a priority area in the development of all countries 

across the globe. Indeed, the need to steer the development of countries towards more 

responsible and ethical behaviour is evident, as we are facing environmental degradation, 

social inequality and economic growth that favours profit over human and environment. 

Although, sustainable development are of global concern that all countries need to act upon, 

the reasons in decision-making on the local level are often specified by geographical location 

as well as the different cultural values. This does not mean that global influences are not to be 

considered. Indeed, countries are making an attempt to direct the development towards 

sustainability indicating how moral obligations in the concern for the rest of the global 

community is at play. Nevertheless, the way in which a locality chooses to establish a 

direction towards sustainability is prone to be influenced by culture and context. As such, 

cultural and contextual features of the local levels are crucial to acknowledge when studying 

the way in which sustainable development is understood and enacted.  

ESD can therefore been seen as a pseudo-shared construct at many levels. Firstly, there is a 

mutual global concern that sustainable development is needed in order to steer our societies 

into the right direction, wherein education is seen as one possible solution. Therefore, due to 

the fact that ESD is a global occurrence there is a need to understand its global influence on 

local education systems through a social constructivist approach. In other words, a social 

constructivist framework is applied to examine how local reforms follows from the inclination 

of globalization and global trends. It may be argued that governments embark on global 

trends based on a shared understanding of what is virtuous in the global realm. For instance, 
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because ESD establishes its rationale from a standpoint of contributing towards sustainable 

development, it would seem morally wrong if governments did not pledge for such grounds. 

As such, there is a moral obligation for governments to enact ESD due to the globally shared 

norm that we are in a need to develop in a sustainable manner. As such, social constructivism 

invites the idea that globally collective ideas stemming from social inequality, environmental 

degradation and economic injustice stimulate internal responsibility at the local level, in 

which governments choose to comply for ESD at their own education systems. It may 

therefore be argued that the discourse of ESD moralizes national responsibility.  

Secondly, how sustainable development is understood at the national level reflects how ESD 

is enacted in school. One identified theme describing Norwegian society is individualism. 

This is mirrored in the way teachers communicate ESD through specific topics that highlight 

what “you” as an individual can do to contribute towards sustainability in the local 

community. Drawing on Hofstede (1994), individualistic countries are based on a ”what I can 

do” concept rather than a ”what we can do” concept, which is reflected in the way the 

teachers interviewed express how they understand sustainable development and the way in 

which it is communicated in the classroom. Although it may be argued that Norway complies 

with ESD due to a collective understanding that all countries need to contribute towards 

sustainable development, it may also be argued that this is due to a moral obligation that 

pledges to an egocentric approach. Drawing on the collected data, glocalization invites a 

conception of the way in which ESD is carried out in Norwegian schools is bounded in a 

cultural system that embodies individualism at its core.  

Another interesting observation is how we tend to distance ourselves from the aspects that 

speak less to our contextual situation, and associate ourselves with the aspects that relates to 

our own reality. As much as the teachers expressed an “I” concept in terms of how they 

communicated ESD at school, it was also often linked with the environmental aspect of 

sustainable development and less of the economic and social aspects. Social inequality and 

economic injustice are not apparent issues in Norway, and are rather problems that may seem 

outside of our sense of incarnation. Environmental degradation, on the other hand, is closer to 

us and speaks to a more tangible action of what “you” can do as an individual. The economic 

and social aspects dispute our stance as a developed country with a stable economic growth 

that undermines people, labour force, the environment and biodiversity in other less 

developed countries. These aspects require us to confront today’s economic system that is not 
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aligned with sustainable development per se. As such, the environmental aspect is much more 

concrete and relevant to communicate in a Norwegian context, as well as an aspect that can 

distance our guilt while still feeling that we are contributing towards the collective good.  

A social constructivist approach is thus utilized as a lens to investigate the influence, adoption 

and adaptation process of ESD in Norway, supporting the data collected that bestows how 

ESD can be seen as a social construct occurring at the global, national and local levels. 

Drawing on Vygotsky’s (1978) social constructivist perspective, educational institutions and 

teachers in Norway are not blind recipients of ESD, but rather identifies with certain 

commonalities with the ESD movement that aligns with their own sense of reality. In this 

manner, the theory of glocalization supports the idea that ESD is a result of global and local 

discourses, meaning that global processes of policy-making are grounded in local realities.  

 

6.2 The Culture of Natural Science 
 
Paramount for understanding sustainable development is a consistent communication between 

the social and the natural sciences. The issues we are facing today do not occur in a vacuum 

and they need to be perceived in an integral manner. Yet, drawing on the current curriculum 

in Norway and the collected data, the subjects at school are taught and learned separately 

from each other. Indeed, there seem to be a social-natural science dualism. This implies a lack 

of an obvious connection between the subjects, meaning a rather scarce conception of 

sustainable development. Indeed, The Two Cultures by Snow (1959) highlights this problem 

area where the social and the natural sciences do not speak a common language and lack a 

mutual interaction. An impediment for comprehensive communication on issues of 

sustainable development is to find common grounds between the two disciplines. Neither is 

able to successfully provide solutions towards sustainable development without the acumen of 

the other discipline.  

 

The fact that all the teachers I was referred to when first contacting the schools are natural 

science teachers, indicates how there is a subconscious consent that sustainable development 

projects or themes fall under the natural science subject. The exception is teacher B, however, 

there was never a reference towards said teacher as the initial contact occurred through mutual 

connections outside of the school. Despite teacher B not being a natural science teacher, the 



 
 

66 

environmental aspect equally dominates the teaching at all the schools included in this study. 

Indeed, the education system in Norway is based on cultural patterns of individualism, 

rational thinking and a dualistic worldview that creates a gap between man and nature. This is 

reflected in Norway’s Cartesian thinking, which frames the ecological crisis as a rationalistic 

and measurable issue, whereas references to social, cultural and economic aspects are lacking. 

Naturally, schools are embedded in the norms and values of society. The prevailing culture of 

natural science shapes the perceptions and content of ESD, indicating the procreating role of 

education. Ultimately, there is a need to recognize that education is rooted in a value-laden 

and culturally specific context.  
 
The economic and social aspects challenge the system. The environmental aspect, on the 

other hand, challenges the individual, perceived as an easier approach towards sustainable 

development. However, an ideological critique, a crucial element in the midst of 

environmental degradation and the acceleration of economic growth, seems to be lacking in 

the Norwegian education system. Indeed, a major challenge for Western societies is to 

recognize a different development path than the one of economic growth, neo-liberalism, 

capitalism and the free-market policy. In this manner, there is a need to comprehend how 

cultural and societal factors, rooted in the education system, relate to environmental 

degradation. The environment does not stand alone as a problem area, but is rather tangled in 

a web of systemic issues.  For instance, economic growth and sustainable development are not 

compatible in facing ecological crisis. As such, it is our cultural norms and values that impede 

real change to occur, and rather contribute to environmental degradation. Nonetheless, the 

connection between education, culture and the environment seem to be disregarded amongst 

teachers, which generates students to comply the present situation rather than confront the 

dominant discourse.  

However, it should not go without saying that although the teachers expressed the need for 

knowledge about natural science, decision-making and action skills were also emphasised. 

Indeed, environmental literacy includes critical thinking and action-based competence, which 

the teachers saw as crucial in the contribution towards sustainable development. This is rooted 

in the need for a paradigm shift, as well as the nurturing of new values and cultural belief 

systems. As such, it is essential that the humanities and social sciences come into play at a 

larger scale in order to foster an ecological worldview amongst students. Yet, it is still 
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apparent that the natural science subjects dominate ESD, arguably rooted in the habitual 

perception of dualism rather than a holistic understanding of the sustainability enigma.    

 

6.3 Meaning-Making 
 
The phenomenon of globalization generates a new realm for considering how the local sphere 

adopts and reshapes global policies. External influences are often mediated in a highly 

indirect manner through a collective agreement. This collectiveness reflects societal and 

cultural foundations, the cornerstones of comprehending the implicit meaning of ESD and its 

premise of cause. It may thus be argued that the local sphere chooses to carry out ESD in a 

certain manner that preaches to societal and cultural norms, fostering collectiveness and 

meaning-making. As such, a social constructivist lens assists the understanding of how 

knowledge and reality are constructed through cultural norms, and thus social agreement. 

Individuals as a collective have the power to construct meaning and to form a constituent of 

reality, wherein what we know as reality is socially constructed. Due to collectiveness, 

reciprocal realities can lead to real change and progress in society. Change is real because of 

the conventional idea of what that encounters. This indicates that through a social 

constructivist perspective knowledge is normative in the sense that shared values and ideas 

creates a common ground of what ought to be achieved in society, which in this case is 

sustainable development. Essentially, there is an emphasis on meaning-making through social 

collectiveness.  

How the teachers understand and practice ESD at school is grounded in making meaning to 

context. What makes sense internally is very much rooted in the society as a whole, in the 

pseudo-shared understanding of social and structural norms. It is not the teachers’ background 

that defines the dominant role of the environmental aspect in ESD, rather it is the common 

belief that natural science teachers should be responsible for sustainable development 

projects, and as such it creates a viral understanding amongst teachers of how ESD ought to 

be. This is what Bruner (1996) refers to as mind in context, meaning that our mindset is 

grounded in our contextual and cultural cornerstone. As such, how teachers perceive ESD is 

based on frames of references, or rather contextual and cultural foundations, which can also 

be understood as normative knowledge. Ultimately, the meaning of sustainable development 
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in different contexts is grounded in culture and social collectiveness, wherein making ESD 

relevant for the students is a crucial aspect of creating meaning to the learning.  

This research has gathered viewpoints from different teachers in various locations across 

Norway, which lays the ground for comparing how they make sense of ESD in their 

respective context. Teachers in their different locations exemplify various ways of perceiving 

ESD according to contextual and cultural differences, as well as similarities. As such, the 

collected data illustrates how a global education policy unfolds across different spatial levels, 

thus how it is localized. Relevance and local configurations are interesting themes in this 

regard, as they highlight how contextual variations are foundational for the focal point of ESD 

in the different schools. What makes sense to educate in one context might not make sense in 

another context. As such, meaning-making is about making sense of and localize an external 

discourse, wherein relevance has been expressed as key in the communication of ESD in the 

classroom.  

Indeed, Bruner (1996) identifies processing of information as meaning-making, wherein 

learning is contextualizing information as a means of situating new ideas and concepts into a 

cultural framework. This is understood from a perspective of making learning relevant to the 

students. Although, external influences from the global sphere have some impact on the local 

levels of society, meaning-making explains how knowledge is constructed, rather than 

received, in a communal manner that reflects the local milieu. Indeed, the teachers understand 

and carry out ESD in terms of what is relevant and applicable to local sustainability issues. 

For instance, the normative understanding of ESD amongst the teachers is its instrumental 

role to foster action-based competence in the local community. However, the divergent 

understanding of ESD differs in terms of how it is executed in practice and the thematic focal 

points in each locality included in this thesis. For instance, a coastal city will inherently have 

a close relationship with the ocean, wherein issues connected to the ocean, such as plastic 

pollution, is of collective concern in the local community. As such, the perception of 

sustainable development is induced by contextual and cultural factors, in which plastic 

pollution in the ocean falls naturally into the communication of ESD due to its relevance in 

the local community. As such, it may be argued that the perceptions of ESD amongst teachers 

are of local configurations, wherein relevance explains meaning-making in a broader sense. It 

may therefore be argued that culture is a normative process, in which ESD is rooted in the 

cultural and societal factors that regulate its perception.  
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Based on the discussions presented so far, it may be argued that relevance occurs at two 

levels, which reflects different stages of meaning-making. At the national level, the 

environmental aspect and the culture of individualism have been presented as cultural factors 

that mould ESD in accordance with the Norwegian context. At the local level, on the other 

hand, relevance occurs through the formation of specific topics communicated in the 

classroom, which illustrate local configurations in compliance with local sustainability issues. 

What is physically close to the teachers, such as the ocean in some cases, seems to trigger 

emotions and therefore action towards solving ocean pollution. Meaning-making is closely 

linked to emotions as it speaks to inner passion towards solving problems related to 

sustainability. In other words, a local sustainability issue within our physical scope preaches 

to our own sense of moral obligation. It is thus easier to relate to these factors and find 

tangible solutions for something we feel connected to. Meaning-making is therefore a natural 

process for making sense of the challenges we are facing, as well as how we can contribute to 

solve issues related to sustainability.    

 

6.4 Summary  
 

This chapter has answered the second research question of this thesis: “to what extent is 

culture and context significant factors in the perception and enactment of ESD?” In order to 

approach this question, the findings have been discussed through a social constructivist lens. 

As such, by combining the analytical framework of this study with the identified themes from 

the collected data, it has contributed to an understanding of how culture and context influence 

the perception of ESD amongst the teachers included in this research. Drawing on the 

discussion presented, there are three factors identified that lays ground for understanding how 

the perception and enactment of ESD are products of culture and context. Firstly, it has been 

argued that ESD is a pseudo-shared construct, meaning that there is a global consensus that 

sustainable development is a need to steer our societies into the right direction, wherein 

education is seen as one possible solution. The principles of sustainable development are 

based on tenets that preach to Norway’s moral obligation as a nation state. How Norway 

chooses to adopt ESD is grounded in the culture of individualism, which is highly reflected in 

the way teachers express their understanding of how ESD ought to be communicated in the 

classroom. In this manner, glocalization invites a conception of how ESD is carried out in 

Norwegian schools, is bounded in a cultural system that embodies individualism at its core.  
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Secondly, there is a social-natural science dualism influencing the way in which ESD is 

perceived and enacted. Schools are embedded in the norms and values of society. Indeed, the 

educational system in Norway is based on cultural patterns of individualism, rational thinking 

and a dualistic worldview that create a gap between man and nature. This is reflected in 

Norway’s Cartesian thinking, which frames the ecological crisis as a rationalistic and 

measurable issue, whereas references to social, cultural and economic aspects are lacking. 

Yet, it is still apparent that the natural science subjects dominate ESD, arguably rooted in the 

habitual perception of dualism rather than a holistic understanding of the sustainability 

enigma. Thirdly, making sense of sustainable development in each respective culture and 

context is also a way of making sense of what the symbolic system imposes. In this manner, 

sustainable development is defined in terms of the local culture and context, wherein creating 

meaning to learning, or relevance, is at the core of local configurations of external influences. 

Indeed, what makes sense to educate in one context might not make sense in another context. 

Although there is a global collective understanding that sustainable development ought to be 

achieved, wherein education is perceived as a part of the solution, cultural and contextual 

differences from one location to another ground variations in the understanding of ESD.  
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7 Concluding Remarks 
 
Sustainable development is a multidimensional concept that ties social, economic, 

environmental and cultural issues together, encompassing the global and the local sphere. 

Education has been proposed as one possible solution to confront future challenges, referred 

to as Education for Sustainable Development. ESD is therefore embedded in global education 

policies, highlighting that challenges around sustainability are of global concern. Learning 

about sustainable development entails understanding these issues in a holistic manner, as well 

as fostering action-based competence. In the following chapter I will present some concluding 

remarks, comprising the status of ESD in various schools in Norway today, grounded in the 

teachers’ perceptions included in this study. Lastly, I will put forward some final reflections 

on individualism and collectivism in Norway by drawing on the third research question: “to 

what extent can the formation and appropriation of global discourses on ESD in Norwegian 

schools be traced as local configurations?” 

 

7.1 The Sustainability Narrative in School 
 
The pledge for sustainable development is evident at a global scale, and the cross-curricular 

discourse seems to be notorious. As this research has argued, sustainable development 

encompasses social, economic, environmental and cultural aspects, in which all should be 

understood in a holistic and integral manner. However, the perception of sustainable 

development in the education system in Norway seems to have steered its focus into a one-

dimensional route. Although the new curriculum emphasises the importance of a cross-

curricular procedure in communicating sustainable development, it has not yet been 

implemented. The literature review presented in this research highlights how the current 

curriculum lacks an overall understanding of what sustainable development actually entails, 

leaving a fragmented educational narrative providing ambiguous discourses about 

sustainability. My research shows that while relevant sustainability issues are communicated 

in school, the amount of attention it receives is scarce. This is illustrated in my findings, 

wherein passionate teachers are the backbones of initiating topics and projects on sustainable 

development at school. Due to sustainable development not being an explicit requirement in 

the current curriculum, ESD is commonly left to the teachers who are enthusiastic about the 
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field. As such, there is a lack of incentives to place the topic on the agenda, suggesting that 

ESD has a marginal role in the education system.  

 
The teachers I interviewed are clearly passionate about the environment and sustainability 

issues. Additionally, they have a common understanding that sustainable development is an 

essential progress in our societies, wherein ESD can foster action-based competence amongst 

students. Indeed, the teachers expressed how projects and outdoor activities in the local 

community engage students to take responsibility in their own local milieu. Whether this is an 

expression of passion and motivation, rather than the sole reality, is up for question. 

Nevertheless, the teachers presented a similar perception of ESD in the sense that it is 

necessary to go beyond discussing sustainable development in purely theoretical terms, in 

which it should also be interactive. Indeed, the term “sustainable development” is rarely 

mentioned in the current curriculum, in which practical activities, rather than theoretical 

lessons, is commonly utilized as a means of communicating ESD. However, it seems that 

only particularly interested teachers apply it in their teaching, which highlights how passion 

drives teachers’ willingness to go the extra mile.  

 
On that note, the activities carried out at school are often connected to natural science subjects 

and the vast environmental focus seem to be grounded in the societal perceptions of ESD. 

Indeed, one of the challenges for Norwegian schools and teachers is to present sustainable 

development in a cross-curricular manner. Drawing connections between human development 

and the environment is lacking, indicating that the theoretical knowledge of sustainable 

development is not up to par. The frequent public debate surrounding sustainable 

development has a strong emphasis on climate change, ocean pollution, green certificates and 

CO2 quotas. These public discourses are mirrored in the educational discourse, wherein the 

teachers expressed how sustainable development and the environment are two sides of the 

same coin. This undermines the other aspects of sustainability issues, such as economic 

injustice, social inequality and political unrest. However, this does not mean that the teachers 

are the source of a fragmented picture of sustainable development, but rather a wider systemic 

discourse that embodies a dualistic perception of the field, placing natural science teachers at 

the core of ESD.  

 
Schools are products of culture and society. The type of educational tools, activities and 

topics, and how these are carried out and communicated in the classroom, are to large extent a 
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reflection of society as a whole. The field of social constructivism illustrates how learners 

construct knowledge through social interactions and cultural fluxes. Indeed, learners 

intertwine new information into existing patterns of knowledge, in which learning activities 

should be relevant and relatable to the students’ interests and background. This is a process 

referred to as localization, wherein external influences are adapted into a cultural context. 

This research has thus revealed how the culture of individualism and Norway’s Cartesian 

thinking are reflected in the way ESD is aligned with the natural sciences. As such, the culture 

of “I”, rather than the idea of “we”, has been revealed as a cultural aspect in Norway, 

mirroring the way in which ESD is communicated in the classroom.  

Concurrently with cross-culturalist, culture is manifested in different layers, steering how 

cultural contexts embody external influences. The exterior layers are what lie on the surface 

and thus the most apparent and obvious layers that can be observed. The inner core, on the 

other hand, establishes the underlying cultural norms and assumptions that need a persistent 

eye to be understood. Indeed, the culture of natural sciences within ESD consists of an outer 

layer, the environmental focus, as well as an inner core, which has been identified as 

individualism. The culture of individualism is thus a prerequisite to comprehend in order to 

understand why ESD in Norway has a strong environmental focus, as well as a bias towards 

the natural science subjects. However, it is also crucial to acknowledge that individualism is 

an imperative to collectivism. Sustainable development carries values that are more aligned 

with collectivism. As such, the act to carry out ESD, however it may be communicated, 

comes from a place of mutual concerns. Indeed, this research has revealed that relevance is 

crucial, wherein ESD is often connected with local sustainability issues, a rather communal 

manner of tackling sustainable development. Essentially, this research illustrates how schools 

in Norway carry out ESD and its underlying values of collectivism within the parameters of 

an individualistic society.  

 

7.2  Final Reflections 
 
I have made an attempt to argue that the way in which ESD is communicated in school is 

narrow and concentrated in the sphere of natural sciences. Furthermore, the culture of 

individualism hinders the communal and collective mentality that is needed to foster real 

change towards sustainable development. The equivocal messages on problem solving, 
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highlighting the “what I can do” rather than “what we can do”, undermines the global mutual 

concerns regarding sustainability issues. Indeed, individualism illustrates a cultural layer that 

is at the core of countries with stable economies, wherein Norway falls under this category. 

How to mediate economic growth and sustainability is thus an underlying issue that is yet to 

be resolved. Throughout this thesis I have argued that these cultural and contextual factors are 

mirrored in the way in which ESD is carried out in different schools across Norway. Schools 

do not exist in a vacuum, and are certainly a reflection of the society. Essentially, I have 

argued that cultural and contextual factors can be seen as obstacles for communicating 

sustainable development in a holistic and integral manner, creating an impediment for 

achieving sustainable development.  

 
It is crucial, however, to acknowledge that the way in which teachers perceive the concept of 

ESD is not an issue per se. It is rather a representation of a pre-existing knowledge hierarchy 

in the society, wherein the societal understanding of sustainable development is dominated by 

the natural sciences. As such, natural science subjects prevail how sustainable development is 

narrated at school. Inherently, the culture of individualism, the vast environmental focus and 

the constant pursue for economic growth linger in the background as opposing elements that 

result in poor mobilization for sustainability. Today’s modern development model is based on 

individualism, neo-liberalism and economic growth, which is not compatible with 

environmental and social justice. Therefore, a challenge for the education system in Norway 

is to create an ambient for critical holism – establishing a connection between the 

environment, humans and development strategies. It is thus clear, from my point of view, that 

in order to communicate ESD in a holistic and integral manner, there is a need for a systemic 

change that can pave new ways of thinking about development – a springboard for achieving 

sustainable development. It will therefore be crucial for future research to take a closer look at 

how the interdisciplinary nature of sustainable development is expressed in the new 

curriculum for 2020.  
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Appendices 

A. Norwegian Efforts on ESD 
 

Year Name Type of Initiative Overall Goals for ESD Subjects Related to ESD 

1974 M74 Curriculum Initiate environmental education Nature and Environmental 
Protection (Nature and the 
Environment) 

1978 M78 Curriculum Connect environmental issues 
with social and economic 
aspects of society 

 

1989 Environment and 
Development  

White Paper no. 46 Norway’s follow-up of the 
World Commission report 

 

1992  Teacher Training Enhance environmental 
education  

Nature, Society and the 
Environment 

1997 Environmental 
Education 
Network 

Online Platform  Tool to facilitate environmental 
education 

 

1997 L97 Curriculum Environmental education having 
an interdisciplinary role 

 

2006 The Knowledge 
Promotion 

Curriculum Enhance sustainable 
development topics 

Sustainable development 
mainly in natural science 
and social science 

2006 Education for 
Sustainable 
Development 

Strategy Document Summary of Norwegian efforts 
to foster ESD 

 

2009 The Sustainable 
Backpack 

Teacher Training and 
Financial Support 

Tool to implement ESD in 
schools 

 

2012 Knowledge for a 
Common Future 

Strategy Document Topical interrelatedness within 
the framework of ESD 

 

2020 The New 
Curriculum 

Curriculum Sustainable development as a 
cross-curricular topic  

Sustainable development in 
all subjects 
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B. First Invitation Letter in Norwegian 

Note: a general letter to the schools to establish contact. 

Invitasjon til intervju i forbindelse med masteroppgave 

Hei, 

Mitt navn er Marianna Debelian, og jeg er masterstudent på Universitetet i Oslo. Dette 
skoleåret (2019/20) skal jeg utføre feltarbeid som grunnlag for min masteroppgave. Temaet 
for oppgaven min er Utdanning for Bærekraftig Utvikling (UBU). Dette prosjektet vil ta 
utgangspunkt i UBU som et globalt konsept, og utforske hvordan et slikt konsept blir tolket 
og implementert i Norge og på lokalt skolenivå. Formålet er å få en bedre forståelse av 
hvordan skoler i ulike kommuner i Norge tolker og etablerer Bærekraftig Utvikling som et 
tema i undervisningen.  

Jeg ser at deres skole har deltatt i den Naturlige Skolesekken med prosjektet ……. Dette 
syntes jeg virker kjempe spennende og jeg vil gjerne lære mer om hva prosjektet går ut på, 
hvordan dere har utført/utfører prosjektet, samt hvordan lærere på deres skole tilnærmer seg 
UBU. For å finne ut av dette, ønsker jeg å intervjue lærere som konkret jobber med/har jobbet 
med prosjekter knyttet til den Naturlige Skolesekken eller tematikk rundt Bærekraftig 
Utvikling. Jeg lurer derfor på om det er noen lærere på ……… skole som kunne vært 
interesserte i å delta på et intervju i tidsrommet 14. oktober til 8. november 2019?  

Om noen fra ….. skole er interesserte i å delta på intervju for min masteroppgave , vil mer 
praktisk informasjon komme på e-post. Dette er kun en oppsøkende e-post for å samle inn 
interesse. Det er ikke bindende å vise interesse for prosjektet.  

Jeg ser frem til å høre fra dere! 

Med vennlig hilsen, 

Marianna Debelian 

 

Masterstudent; Philosophy in Comparative and International Education  
Universitetet i Oslo, Det Utdanningsvitenskapelige Faktultet 
Mobil +47 979 79 269  
Mail mddebeli@student.uv.uio.no  
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C. Second Invitation Letter in Norwegian  
 
Note: an elaborated letter to the teachers the schools referred me to. 

Invitasjon til intervju i forbindelse med masteroppgave 

Hei ….. 

Jeg har fått din kontakt av din kollega ……. Jeg har skjønt det slik at du er interessert i å delta 
i et intervju i forbindelse med min masteroppgave. Det er veldig hyggelig å høre! 

Litt informasjon om meg og min masteroppgave: 

Mitt navn er Marianna Debelian, og jeg er masterstudent på Universitetet i Oslo. Dette 
skoleåret (2019/20) skal jeg utføre feltarbeid som grunnlag for min masteroppgave. Temaet 
for oppgaven min er Utdanning for Bærekraftig Utvikling (UBU). Dette prosjektet vil ta 
utgangspunkt i UBU som et globalt konsept, og utforske hvordan et slikt konsept blir tolket 
og implementert i Norge og på lokalt skolenivå. Formålet er å få en bedre forståelse av 
hvordan skoler i ulike kommuner i Norge tolker og etablerer Bærekraftig Utvikling som et 
tema i undervisningen. Jeg vil gjerne lære mer om hva slags prosjekter/undervisningsopplegg 
med tematikken Bærekraftig utvikling du har jobba/jobber med på …… skole, hva dette går 
ut på, hvordan du har utført/utfører prosjektet, samt hvordan du som lærer tilnærmer deg 
konseptet UBU.  

Praktisk informasjon: 

Spørsmålene vil hovedsaklig dreie seg om egen forståelse og tolkning av hva UBU bør være, 
hvordan Bærekraftig Utvikling blir brukt som tema i undervisningen, samt spørsmål om det 
lokale nærmiljøet. Jeg vil benytte en digitalopptaker og ta notater mens vi snakker sammen. 
Intervjuet vil ta cirka en time, og vi blir sammen enig om tid og sted. Feltarbeidet mitt vil 
forekomme i tidsrommet 14. oktober til 8. november 2019. Jeg er fleksibel innenfor dette 
tidsrommet og reiser gjerne til din skole (jeg prøver med tog i bærekraftens ånd). 

Det er frivillig å delta i studien. Man kan når som helst, og uten å oppgi noen grunn, trekke 
deg fra å delta i studien. Dersom man trekker seg vil alle innsamlede data bli anonymisert. Jeg 
er underlagt taushetsplikt og opplysningene vil bli behandlet strengt konfidensielt. Opptakene 
oppbevares innelåst, og slettes når oppgaven er ferdig. Det vil ikke være mulig å identifisere 
personen som er blitt intervjuet i resultatene av studien. Opplysningene anonymiseres og 
opptakene slettes når oppgaven er ferdig, innen oktober 2020. Om du ønsker å delta, vil du bli 
bedt om å skrive under på en samtykkeerklæring før intervjuet tar plass.  

Dersom du senere ønsker å trekke deg eller har spørsmål til studien, kan du kontakte meg på 
+47 979 79 269 eller sende en e-post til mddebeli@student.uv.uio.no. Du kan også kontakte 
min veileder Tove Kvil på tove.eddev@gmail.com.  

Studien er meldt til Norsk Senter for Forskningsdata. 

Med vennlig hilsen, 

Marianna Debelian  



 
 

86 

D. Consent Letter in Norwegian 
 
Note: a consent letter explaining the research in more details, as well as the rights of the 
participants. 
 
Vil du delta i forskningsprosjektet ”Utdanning for Bærekraftig Utvikling i 
Norge”? 
 
Dette er et spørsmål til deg om å delta i et forskningsprosjekt hvor formålet er å få en dypere 
forståelse i hvordan lærere tolker og opplever Utdanning for Bærekraftig Utvikling. I dette 
skrivet gir vi deg informasjon om målene for prosjektet og hva deltakelse vil innebære for 
deg. 

Formål 

Denne forskningen skal undersøke hvordan lærere tolker Utdanning for Bærekraftig Utvikling 
(UBU), samt hvordan det implementeres forksjellige skoler i Norge. Formålet er å utforske 
hvordan et globalt konsept som UBU blir lokalisert slik at undervisningen er relevant for 
elevene og det lokale nærmiljøet. Dette betyr at forskningen inkluderer skoler og lærere 
omkring i landet, fra nord til sør. På denne måten kan prosjektet sammenligne ulike miljø (fra 
et arktisk miljø til et kystmiljø) og hvordan nærområdet blir tatt i bruk som utdanningsarena.    

For å skaffe seg informasjon om implementeringsprosesser og oppfattninger UBU på et lokalt 
nivå, planlegger jeg å intervjue lærere som konkret jobber med/har jobbet med UBU. Dette 
inkluderer også lærere og skoler som har jobbet med prosjekter under den Naturlige 
Skolesekken. For å få et bredere perspektiv innenfor UBU, vil denne forskningen i tillegg 
inkludere forskere og andre fagfolk som konkret jobber med UBU.  

Dette intervjuet er en del av en masteroppgave ved det Utdanningsvitenskapelige Fakultet på 
Universitetet i Oslo.  

Hvem er ansvarlig for forskningsprosjektet? 

Universitetet i Oslo er ansvarlig for prosjektet. 

Hvorfor får du spørsmål om å delta? 

Denne forskningen har som mål å intervjue lærere og fagfolk som konkret jobber med/har 
jobbet med Utdanning for Bærekraftig Utvikling eller jobber/har jobbet med prosjekter under 
den Naturlige Skolesekken. For valg av skoler har denne studien benytte seg av Den Naturlige 
Skolesekken for å få en oversikt over hvilke skoler som jobber med prosjekter/tematikk 
knyttet til Utdanning for Bærekraftig Utvikling over hele landet. Bærekraftig Utvikling er et 
tverrfaglig tema, og prosjektene under Den Naturlige Skolesekken involverer alle fag i de 
ulike skolene. Videre inkluderer den Naturlige Skolesekken prosjekter på grunnskolen og 
VGS, og det samme gjør fagfornyelsen, som argumenterer for bærekraftig utvikling som et 
tverrfaglig tema på alle utdanningsnivåer. Dette betyr at alle skoler og lærere har samme 
mulighet til å delta i forskningens intervjuer, så lenge din skole og du som lærer/forsker 
jobber/har jobbet med tematikk knyttet til bærekraftig utvikling. I tillegg har denne 
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forskningen tatt utgangpunkt i tidligere forskninger innenfor UBU, hvorav fagfolk har blitt 
identifisert for et potensielt intervju.  

Målet er å intervjue 8 lærere rundt om i Norge, samt 2 fagfolk. For å sikre et slikt antall, har 
jeg henvendt meg til 20 skoler og 4 universiteter omkring i Norge.  

Hva innebærer det for deg å delta?  

Hvis du ønsker å delta i dette prosjektet, innebærer det et dybde intervju. Det vil ta ca 45 
minutter. Intervjuet inneholder spørsmål om din tolkning og oppfatning rundt Utdanning for 
Bærekraftig Utvikling i Norge, din mening rundt det å bruke nærmiljøet som undervisings- og 
læringsarena, samt tanker rundt lærerplaner. Jeg tar lydopptak og notater fra intervjuet.  

Det er frivillig å delta 
 
Det er frivillig å delta i prosjektet. Hvis du velger å delta, kan du når som helst trekke 
samtykke tilbake uten å oppgi noen grunn. Alle opplysninger om deg vil da bli anonymisert. 
Det vil ikke ha noen negative konsekvenser for deg hvis du ikke vil delta eller senere velger å 
trekke deg. Det vil ikke påvirke ditt forhold til skolen, dine kolleger og elever.  
 
Ditt personvern – hvordan vi oppbevarer og bruker dine opplysninger  
 
Vi vil bare bruke opplysningene om deg til formålene vi har fortalt om i dette skrivet. Vi 
behandler opplysningene konfidensielt og i samsvar med personvernregelverket. 

• De som vil ha tilgang til dine opplysninger er meg (student) og min veileder, Tove 
Kvil, ved behandlingsansvarlig institusjon, Universitetet i Oslo.  

• Navnet og kontaktopplysningene dine vil jeg erstatte med en kode som lagres på egen 
navneliste adskilt fra øvrige data. Måten jeg lagrer og behandler opplysninger og data 
vil skje på en maskinvare eller mobile enheter tilhørende behandlingsansvarlig 
institusjon, Universitetet i Oslo. For å kunne ha adgang til opplysninger og data kreves 
det et passord som kun jeg har tilgang til. Det vil si at datamaterialet vil bli kryptert og 
innelåst.  
 

Du som deltaker i dette prosjektet vil ikke kunne gjenkjennes i publikasjon. Opplysningene 
som blir oppgitt om deg i publikasjonen er yrke, fylke, samt tiltak som har blitt utført av deg 
med henhold til Utdanning for Bærekraftig Utvikling. Om du skulle oppgi personlige 
opplysninger under intervjuet som faller utenfor overnevnte opplysninger, vil dette bli kodet 
og ikke brukt i publikasjonen.  

Hva skjer med opplysningene dine når vi avslutter forskningsprosjektet? 

Prosjektet skal etter planen avsluttes 05.10.2020. Ved prosjektslutt slettes alle 
personopplysninger, samt lydopptak.  

Dine rettigheter 
 
Så lenge du kan identifiseres i datamaterialet, har du rett til: 

- innsyn i hvilke personopplysninger som er registrert om deg, 
- å få rettet personopplysninger om deg,  
- få slettet personopplysninger om deg, 
- få utlevert en kopi av dine personopplysninger (dataportabilitet), og 
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- å sende klage til personvernombudet eller Datatilsynet om behandlingen av dine 
personopplysninger. 

 
Hva gir oss rett til å behandle personopplysninger om deg? 
Vi behandler opplysninger om deg basert på ditt samtykke. 

På oppdrag fra Universitetet i Oslo har NSD – Norsk senter for forskningsdata AS vurdert at 
behandlingen av personopplysninger i dette prosjektet er i samsvar med 
personvernregelverket.  

Hvor kan jeg finne ut mer? 
Hvis du har spørsmål til studien, eller ønsker å benytte deg av dine rettigheter, ta kontakt med: 

• Universitet i Oslo ved student Marianna de Almeida Debelian, tlf: +47 97979269, E-
Mail: mddebeli@student.uv.uio.no.  

• Prosjektansvarlig ved UiO Tone Kvernbekk: tone.kvernbekk@iped.uio.no  
• Veileder Tove Kvil, tlf: +47 41204422, E-Mail: tove.eddev@gmail.com.  
• Vårt personvernombud: Maren Magnus Voll  
• NSD – Norsk senter for forskningsdata AS, på epost (personverntjenester@nsd.no) 

eller telefon: 55 58 21 17. 
 
 
Med vennlig hilsen 
 
Prosjektansvarlig    Student 
(Veileder) 
 
Tove Kvil     Marianna Debelian 
----------------------------------------------------------------------------------------------------------------- 
Samtykkeerklæring  

 
Jeg har mottatt og forstått informasjon om prosjektet ”Utdanning for Bærekraftig Utvikling i 
Norge” og har fått anledning til å stille spørsmål. Jeg samtykker til: 
 

! å delta i et dybde intervju med lydopptak 
 
Jeg samtykker til at mine opplysninger behandles frem til prosjektet er avsluttet, ca. 
05.10.2020 
 
 
---------------------------------------------------------------------------------------------------------------- 
(Signert av prosjektdeltaker, dato) 
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E. Interview Guide for Teachers in English 
Brief presentation about the research and the purpose of the interview: First, I would like 
to thank you for your time and availability to contribute to this research. The research’s 
purpose is to investigate the adoption and formulation of Education for Sustainable 
Development in the national curriculum in Norway, as well as how it is implemented and 
perceived in Norwegian schools. In order to gain information on the implementation and 
perception of this concept on a local level, I am planning to interview teachers who have 
previously worked with/are currently working with topics related to Education for Sustainable 
Development. This includes teachers and schools that have been involved in projects under 
the Sustainable Backpack. The aim of this interview is to obtain a fuller comprehension of 
teacher’s insight on how they understand and experience Education for Sustainable 
Development. The interview is anonymous and the participants will not be identified in any 
occasion. The interview will be no longer than 1 hour, and it will be audio recorded as stated 
in the informed consent. For more information about the research project, you can contact my 
supervisor or myself as you wish. You can also choose to not participate or withdraw your 
participation at any time.  

1. What subjects do you teach and what grades? 
2. What kinds of guidelines/sources do you utilize/have you utilized when you 

teach/have taught about sustainable development?  
3. What do you think about the way sustainable development is emphasized in teaching 

at your school? 
a. Are the goals of the curriculum ambitions enough/realistic? 
b. Is sustainable development a theme that recurs in the same/various subjects? 
c. Do you have any projects at your school that are directly linked to sustainable 

development? 
4. Why is sustainable development a topic that engages you to teach?  
5. How do you experience the response of the students when they are educated on topics 

around sustainable development?  
a. How do the students engage in sustainable development outside of the teaching 

hours? 
6. What is important for you to communicate when you teach topics around sustainable 

development? 
a. What kind of challenges do you encounter as a teacher in terms of ESD? 

7. From your point of view, how do you understand sustainable development? What does 
is mean to you? 

8. Have you noticed any differences on the emphasis on sustainable development 
between the current and the new curriculum? 

9. What is your view on the relationship between education and the local community? 
a. What kind of activities at school/in your classroom have utilized the local 

community as a teaching and learning arena? 
10. Do you have any suggestions on how ESD can be improved at your school? 
11. Do you have any questions or other inputs/comments you would like to add? 
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F. Interview Guide for Teachers in Norwegian 
En kort orientering om forskningsprosjektet og hensikten med intervjuet: Først vil jeg 
gjerne takke deg for din tid og tilgjengelighet for å bidra i denne forskningen. Formålet med 
denne forskningen er å undersøke hvordan Utdanning for Bærekraftig Utvikling blir framstilt 
i den norske lærerplanen, samt hvordan det implementeres og oppfattes blant norske lærere. 
For å skaffe meg informasjon om implementeringsprosesser og oppfattninger rundt Utdanning 
for Bærekraftig Utvikling på et lokalt nivå, planlegger jeg å intervjue lærere som konkret 
jobber med/har jobbet med Utdanning for Bærekraftig Utvikling. Dette inkluderer lærere og 
skoler som har jobbet med prosjekter under den Naturlige Skolesekken. Målet med dette 
intervjuet er å få en dypere forståelse i hvordan lærere tolker og opplever Utdanning for 
Bærekraftig Utvikling. Intervjuet er anonymt og deltakere vil ikke bli identifisert under noen 
omstendighet. Intervjuet skal ikke overskride 1 time, og det vil bli utført lydopptak som nevnt 
i et informert samtykke. Om du ønsker mer informasjon om forskningsprosjektet, kan du 
kontakte med eller min veileder. Du kan også velge å ikke delta eller trekke din deltakelse når 
som helst.  

1. Hvilke fag underviser du og på hvilke klassetrinn/hvilken stilling har du? 
2. Hvilke retningslinjer/kilder bruker du/har du brukt i undervisning om bærekraftig 

utvikling?  
3. Hva tenker du om måten bærekraftig utvikling er vektlagt i undervisninga på din 

skole?  
a. Er målene i lærerplanene ambisiøse nok/realistiske? 
b. Er dette et tema som går igjen i samme/forskjellige fag?  
c. Har dere noen prosjekter på din skole som er direkte knyttet til bærekraftig 

utvikling? 
4. Hvorfor er  bærekraftig utvikling et tema som engasjerer deg å undervise?  
5. Hvordan opplever du responsen fra elevene når de blir undervist i tematikk rundt 

bærekraftig utvikling?  
a. Hvordan engasjerer elevene seg i bærekraftig utvikling utenfor 

undervisningstiden? 
6. Hva er viktig for deg å formidle når du underviser i tematikk knytta til bærekraftig 

utvikling? 
a. Hva slags utfordringer møter du på som lærer med henhold til UBU? 

7. Fra ditt synspunkt, hva legger du i bærekraftig utvikling? Hva betyr det for deg? 
8. Har du merket forskjellig vektlegging av bærekraftig utvikling i den gamle og nye 

lærerplan?  
9. Hva er ditt syn på forholdet mellom utdanning og det lokale nærmiljøet? 

a. Hva slags aktiviteter her på skolen/i ditt klasserom har tatt i bruk det lokale 
nærmiljøet som undervisnings- og læringsarena? 

10. Har du noen innspill på hvordan Utdanning for Bærekraftig Utvikling kan forbedres 
på din skole?  

11. Har du noen spørsmål eller andre innspill/kommentarer du ønsker å legge til? 
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G. Interview Guide for Researchers in English 
Brief presentation about the research and the purpose of the interview: First, I would like 
to thank you for your time and availability to contribute to this research. The research’s 
purpose is to investigate how Education for Sustainable Development is implemented and 
perceived in Norwegian schools. In order to gain information on the implementation and 
perception of this concept on a local level, I am planning to interview teachers who have 
previously worked with/are currently working with topics related to Education for Sustainable 
Development. This includes teachers and schools that have been involved in projects under 
the Sustainable Backpack. The aim of this interview is to obtain a fuller comprehension of 
previous research on teachers’ relationship with Education for Sustainable Development. The 
interview is anonymous and the participants will not be identified in any occasion. The 
interview will be no longer than 1 hour, and it will be audio recorded as stated in the informed 
consent. For more information about the research project, you can contact my supervisor or 
myself as you wish. You can also choose to not participate or withdraw your participation at 
any time.  

 
1. Could you please tell me a little bit about your research? 
2. Are there any key findings you have encountered during your research? 
3. What motivated you to start researching…? 
4. What do you think is the most important for teachers to communicate when teaching 

topics around sustainable development? 
5. From your point of view, could you please explain how you understand sustainable 

development? What is your experience on how teachers understand sustainable 
development? 

6. What are your thoughts on how sustainable development is emphasized in the teaching 
hours today/in the current curriculum? 

7. What are you thoughts on how sustainable development is emphasized in the new 
curriculum? 

8. Why do you think natural science often ends up being the most obvious subject within 
ESD? 

9. What is good about ESD in Norway? What needs to be improved? 
10. What is your view on the relationship between education and the local environment? 
11. Do you have any questions or other inputs/comments you would like to add? 
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H. Interview Guide for Researchers in Norwegian 
En kort orientering om forskningsprosjektet og hensikten med intervjuet: Først vil jeg 
gjerne takke deg for din tid og tilgjengelighet for å bidra i denne forskningen. Formålet med 
denne forskningen er å undersøke hvordan Utdanning for Bærekraftig Utvikling blir framstilt 
i den norske lærerplanen, samt hvordan det implementeres og oppfattes blant norske lærere. 
For å skaffe meg informasjon om implementeringsprosesser og oppfattninger rundt Utdanning 
for Bærekraftig Utvikling på et lokalt nivå, planlegger jeg å intervjue lærere som konkret 
jobber med/har jobbet med Utdanning for Bærekraftig Utvikling. Dette inkluderer lærere og 
skoler som har jobbet med prosjekter under den Naturlige Skolesekken. Målet med dette 
intervjuet er å få en dypere forståelse av tidligere forskning på forholdet lærere har til 
Utdanning for Bærekraftig Utvikling. Intervjuet er anonymt og deltakere vil ikke bli 
identifisert under noen omstendighet. Intervjuet skal ikke overskride 1 time, og det vil bli 
utført lydopptak som nevnt i et informert samtykke. Om du ønsker mer informasjon om 
forskningsprosjektet, kan du kontakte med eller min veileder. Du kan også velge å ikke delta 
eller trekke din deltakelse når som helst.  

1. Kan du fortelle meg litt om forskningen din? 
2. Kunne du delt noen sentrale funn du har kommet over i forskningen din? 
3. Hva har motivert deg til å forske på…? 
4. Hva tenker du at er det viktigste lærere bør formidle når de underviser i tematikk 

knytta til bærekraftig utvikling? 
5. Fra ditt synspunkt, kunne du forklart hva du legger i bærekraftig utvikling? Hva er din 

opplevelse rundt hvordan lærere tolker bærekraftig utvikling? 
6. Hva tenker du om måten bærekraftig utdanning er vektlagt i undervisninga i dag/den 

nåværende lærerplanen? 
7. Hva tenker du om måten bærekraftig utvikling er vektlagt i fagfornyelsen? 
8. Hvorfor tror du det er slik at det ofte er naturfag som ender opp som det mest åpenbare 

faget innenfor UBU? 
9. Hva er bra med UBU i Norge? Hva må forbedres? 
10. Hva er ditt syn på forholdet mellom utdanning og det lokale nærmiljøet? 
11. Har du noen spørsmål eller andre innspill/kommentarer du ønsker å legge til? 

 

 

 

 

 

 

 

 


