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Foreword

The Education Policy Outlook, the OECD’s analytical observatory of education policy, is a collaborative
effort between OECD countries and economies, the OECD Secretariat, and invited organisations, as well
as all actors working within participating education systems, to help students achieve their potential.

This report was prepared by members of the Education Policy Outlook Team (Diana Toledo Figueroa
[Project Leader], Jonathan James, Christa Rawkins, and Christopher Olivares). Mustafa Saygin also
provided analytical contributions and Deborah Nusche provided comments. It was prepared under the
responsibility of Paulo Santiago, Head of the Policy Advice and Implementation Division, and Andreas
Schleicher, Director for Education and Skills and Special Advisor on Education Policy to the OECD
Secretary-General. Ameline Besin provided editorial and administrative support, with valued
communications input from Sasha Ramirez-Hughes, Eda Cabbar, Rachel Linden, Duncan Crawford, Kevin
Gillespie, Della Shin, and Luisa Constanza.

The preparation of this report was possible thanks to the work undertaken by the Education Policy Outlook
(EPO) in its three strands of work—comparative and thematic analysis, country-based work (mainly
through the preparation of country policy profiles) and policy dialogue. These act as building blocks to
develop, strengthen, and mobilise international knowledge of education policy. The OECD Secretariat is
thankful to its EPO National Coordinators and key actors’ representative bodies at the OECD—including
the Trade Union Advisory Committee (TUAC) and Business at OECD (BIAC)—for their valuable input
during the project’s activities, which have informed the preparation of this publication.

The Education Policy Outlook comparative reports are the flagship publication of the OECD on education
policy. Grounded on extensive research and data analysis, they provide evidence-based insights into
international education policy. From 2023, the Education Policy Outlook will also support countries to follow
up on the goals established by the 2022 Declaration on Building Equitable Societies Through
Education. As part of this support, this report continues the Education Policy Outlook’s work on
responsiveness and resilience since 2020 and provides insights relevant to education actors in 2024 based
on priority areas of the Framework of Responsiveness and Resilience in Education Policy. The report
presents insights from international comparative analysis of relevant and promising policy efforts adopted
by participating countries in recent years, predominantly since 2020, to support the transition to greener
and fairer societies.

The report also builds on education system'’s responses to the Education Policy Outlook National Survey
for Comparative Policy Analysis 2023: Empowering All Learners to go Green, collected mainly between
April and August 2023. The 36 education systems participating in this survey are: Australia, Austria,
Belgium (Flemish Community, French Community, German-speaking Community), Bulgaria, Chile,
Colombia, Czechia, Denmark, Estonia, Finland, France, Germany, Greece, Hungary, Iceland, Ireland,
Italy, Japan, Korea, Latvia, Luxembourg, Mexico, the Netherlands, New Zealand, Kazakhstan, Peru,
Portugal, Romania, Spain, Sweden, Turkiye and the United Kingdom (England, Northern Ireland and
Scotland).
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This report was launched at the Education Policy Reform Dialogues 2023: Building Resilient and
Sustainable Societies, co-hosted with the Ministry of Education and Culture of Finland in the city of Helsinki
on 20-21 November 2023. The Education Policy Reform Dialogues, organised annually since 2018, are
the leading OECD forum on education policy. Outcomes of the discussions inform the future work of the
OECD on education and skills, including the Education Policy Outlook.
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Editorial

The commitments outlined in the 2022 OECD Declaration for Building Equitable Societies Through
Education underscore a crucial reality: the imperatives of sustainable and equitable societies are no longer
concerns for some distant tomorrow; they are pressing issues for all of us today. For tens of thousands of
years, the place of humankind on the planet was a relatively insignificant one. All ancient cultures submitted
to the forces of nature. Today, it is the planet and all its species that are dependent on humans for their
survival and well-being. As humans, we are now accountable for the well-being and survival of life on earth.
Education is key to help us rise to this challenge. It can help us fulfil the balancing act between fostering
sustainability, keeping the world we know in balance, and resilience, helping us to live in an increasingly
imbalanced world.

For a start, knowledge and skills underpin the green and digital transition. Technological developments are
critical to ensure that production and consumption respect planetary boundaries. Investments in green
technologies require investing in strong scientific skills of green innovators as well as ancillary skills that
ensure the success of large environmental projects — such as leadership and managerial skills. Technology
underpins the growth in the service economy and as such, offers growth in employment opportunities for
those workers whose existing occupations will be phased out because of changes in production and
consumption patterns to meet net zero objectives. Not least, when considering what skills education and
training systems should prioritise, artificial intelligence and robotics will most likely play an even bigger role
than the green transition in shaping the set of skills individuals will need.

But the role of education goes well beyond that. Education can help us see the bigger picture, make better
trade-offs between the present and the future, and between situational values — | will do whatever the
current situation allows me to do — and sustainable values that help us align individual and collective well-
being. Education also shapes the behaviours that influence political commitments, whether that’s financing
parties or social activism. It shapes behaviour that impacts local communities, examples are volunteering
or community services. It shapes behaviour that influences business practices, such as changes in
consumption and lifestyle patterns, personal investment choices or employment choices. And what we do
always impacts on others.

Drawing on the insights and goals established in the 2022 Declaration this edition of the Education Policy
Outlook examines how education policy can empower all learners to go green. It shares analysis and policy
experiences of how education systems are working to turn environmental awareness into meaningful and
tangible green action, to equip all learners with the skills and experiences required to thrive within the green
economy, to understand how the education sector can harness the unique role it can play in this transition.
In doing so, this report identifies lessons that draw from successful, innovative practices, and comparative
analysis, offering policy pointers to help all learners become the actors of a sustainable future.

Achieving greener, fairer, and better societies has never been more urgent, and education can help make
it happen.

Andreas Schleicher
Director for Education and Skills OECD

Special Advisor on Education Policy to the Secretary-General
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Executive summary

Environmental sustainability is a key global megatrend influencing education and training policy in 2024,
alongside digitalisation, and equity, inclusion and diversity. There is no inherent trade-off between
achieving environmental sustainability and addressing other megatrends. The Declaration on Building
Equitable Societies Through Education (2022) recognised ‘the unique potential’ of education 'to build
strong foundations for equitable, inclusive, sustainable democratic societies’.

Drawing on the OECD’s Framework of Responsiveness and Resilience in Education Policy and data for
36 education systems from the OECD National Survey for Comparative Policy Analysis 2023: Empowering
All Learners to go Green (EPO Survey 2023), three priorities emerge for policy makers in 2024 to foster
greener and fairer societies.

1. Translate learners’ environmental awareness into action

Individuals” daily choices can reduce greenhouse gas emissions by 70%. However, many systems are prioritising external factors over
learners’ internal agency. In the EPO Survey 2023, 57% of participating education ministries made encouraging learners to translate
environmental awareness into action a top priority, but just 26% focused on developing learners’ agency. Education systems are promoting
environmental agency through dedicated time and space for active pedagogies, student voice structures, and establishing a culture of
collective action.

Some lessons

e Integrate efforts to promote environmental action into formal, pre-existing structures. Changing everyday professional
and institutional practice is key. Education systems can incentivise change by integrating related processes for
environmental action into existing management, teaching or institutional structures.

e Better clarify and communicate the co-benefits of strengthening environmental agency and engagement. Education
systems can build support by emphasising the co-benefits of environmental action for wider outcomes. This requires
generating evidence and strategically communicating it to different audiences.

e Expand the scope to nurture environmental action across all education levels and sectors. Education systems should
identify where existing school-focused efforts for environmental action can be adapted to include other education
levels and sectors. They can develop new efforts tailored to the specific needs of underrepresented parts of the
system too.

e Mobilise new cross-sectoral resource streams to foster environmental action at scale. Fostering environmental action
requires long-term, resource-intensive efforts. To alleviate education budgets and capitalise on wider expertise,
education systems can establish partnerships with and beyond environment ministries.

EDUCATION POLICY OUTLOOK 2023 © OECD 2023
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2. Provide all learners with experiences to help them shape the
green economy

Education must go beyond ‘green’ curricula to support all learners to address real-world problems using diverse disciplines. In the EPO
Survey 2023, 71% of education ministries prioritised the former; 46% the latter. Some promote transversal competencies through active
learning, also focusing on underrepresented groups. Others aim to nurture learning cultures and external partnerships.

Some lessons

e Leverage digital technologies to ensure equal access to practical experiences. Technology can help to provide
practical experiences for the green economy in rural or remote areas, such as through online learning for enrichment
and work-readiness activities.

e Strengthen coordination and anticipation mechanisms to ensure green skills supply. Addressing skills bottlenecks
and ensuring a long-term green supply requires a coordinated strategy. This means working with actors outside
education.

e Monitor the impact of green skills interventions on learners’ outcomes over time. Education systems can monitor the
medium and long-term impact of interventions to generate evidence of what works.

e Engage parents as key partners to challenge stereotypes and misconceptions. Parents and carers are key in
supporting learning and nurturing aspirations. Engaging with them as equal partners in learning can help alleviate
concerns and challenge misconceptions.

e Strengthen the role of institutional leaders to foster green collaboration and innovation. Leaders need to understand
and value the contribution of their institution to the green transition, driving innovation and collaboration within and
beyond it. Education systems can offer them dedicated professional learning activities for this.

3. Position education as a strategic sector for the transition to
greener societies

Education shapes individuals’ behaviours, values, and purpose. It inspires collective action, influences local and global economies, and
drives policy agendas. Yet, while 74% of participating education ministries prioritised collaborating with ministries of environment, fewer than
25% reported the same with other key actors (e.g. ministries, industry, business and employers).

Some lessons

o Prioritise elevating the strategic importance of the sector for the transition to greener societies. Policy makers must
potentialise education’s role in the green transition ensuring high-level political and financial backing to facilitate
exchanges with other sectors.

e Align priorities and collaborations by mapping ongoing and desired greening partnerships. Education ministries
should map existing and desired collaborations against system-level goals for greater efficiency and impact. With
increasing polycrises stemming from climate change, identifying associated priorities is also key.

e Build sectoral capacity to understand the challenges and opportunities of driving transformative change. The
education sector must enhance its capacity to comprehend the evidence behind the transition to greener and fairer
societies exploring options for training and research and infrastructure, as well as exchanging on knowledge and
data.

e Examine which incentives and conditions facilitate collaboration for green transformation. Governments should
assess the conditions that hinder or enable education actors’ engagement in the transition to greener and fairer
societies. This includes revising existing instruments as well as the resources needed.

e Look forward and look backward to ensure broader societal relevance and impact for the green transformation.
Enhancing foresight and anticipatory governance mechanisms can help to identify where future collaborations could
be most helpful, while evaluating inter-sectoral collaborations can strengthen the relevance and impact of future
efforts.
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Overview

What global changes are expected to drive education in 2024 and for the
next few years to come? This chapter provides an overview of key global
megatrends (including short-term change and disruption and accelerated
longer-term evolutions) influencing education systems in 2024, explaining
some of the related implications for the transition towards greener and fairer
societies. It will connect these trends to sustainability to explain why
reinforcing it through education today is central for societies and economies.
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In Brief

People around the world are already living with the effects of climate change, with global temperatures
reaching record levels in 2023 and extreme weather events becoming the ‘new normal’ (WMO, 20231)).
The imminent threat that irreversible climate tipping points will soon be crossed calls on individuals,
societies and governments to accelerate efforts to reduce carbon emissions and strengthen their
resilience to future climate shocks (OECD, 2022p2; OECD, 20233)).

Education and training must prepare people for the social and economic transformations this implies
while also responding to the external shocks and longer-term accelerated evolutions that will continue
to intersect as they shape the global challenges in 2024 and beyond. There is no inherent trade-off
between achieving environmental sustainability and addressing these megatrends. Coordinated
efforts to strengthen resilience through education and training policy can help policy makers address the
different trends affecting the way we live, work and learn as a mutually reinforcing endeavour.

In the OECD National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go
Green (EPO Survey 2023), 36 education ministries reported on the extent to which they consider nine
global megatrends (including accelerated longer-term evolutions and external shocks) as a priority
for education and training policy in 2024 and for the next 5-15 years, as well as the extent to which their
education system was already responding proactively to them in 2023 (see Figure 1.1).

Figure 1.1. Environmental sustainability is among the top three megatrends for education and
training policy makers in 2024

Percentage of education ministries identifying a trend as having “very high importance” for education and training
policy in 2024

100%
90%
80%
0% [
60% [
50%
40%
30%
20% [

% - -

Digitalisation ~ Equity, inclusion Environmental ~ Demographic ~ Changing forms|  Economic International ~ Global health Disaster
and diversity,  sustainability change of democratic | recovery from conflict, security management
including social and civic recent shocks and development and risk
recovery from engagement co-operation reduction
recent shocks
Accelerated longer-term evolutions Recent shocks

Note: Figure prepared with responses from 35 education systems.
Source: OECD (2023y4)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go
Green.

StatLink Sa=r https:/stat.link/iu6nt2
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Key messages emerge from the analysis of these international megatrends shaping education priorities
for 2024 and beyond, for education policy makers to reflect and act upon:

Environmental sustainability is one of three top megatrends that policy makers see as influencing
education and training policy, albeit still more for the future than the present. While 46% of participating
education ministries reported that environmental sustainability (e.g. climate change and its impacts,
transition to net zero and/or a low-carbon economy, sustainable production and consumption) was a
priority of very high importance to the short-to-mid-term, only about one-third considered the same for
2024 (34%) or that they were already responding proactively to it to a great extent (38%) in 2023.

Digitalisation stands out as the most important priority for participating education systems, both
for today and the future. Some 71% of participating education ministries identified digitalisation as a
megatrend of very high importance for education and training policy in 2024, while 77% said it was of
very high importance to the short-to-mid-term. The release of ChatGPT in November 2022 and other
recent developments in generative artificial intelligence (Al) have drawn attention to the implications of
Al for the labour market, but also for the delivery of education and training. This calls on policy makers
to ensure that education equips learners with Al-related skills, while being mindful of the environmental
impact of these technologies.

Economic recovery was the most important priority related to external shocks for education
policy makers. Some 14% of participating education ministries reported that economic recovery from
recent shocks (e.g. financial crises, labour market instability, inflation and cost-of-living pressures) was
a megatrend of very high importance for 2024 compared to 6% who said the same for disaster
management and risk reduction. Despite continuing economic challenges due to inflation and increased
debt burdens, governments must persist with targeted investments in education and training to address
skills gaps and boost productivity.

Policy makers are currently focused on making their education systems responsive to longer-term
trends, but also need to make them resilient to future shocks. The education ministries that participated
in the EPO Survey 2023 gave greater importance to longer-term evolutions such as digitalisation than
external shocks such as pandemics and natural disasters. However, as much as promoting
responsiveness (about the important), building resilience (about the urgent) to future shocks, including
those exacerbated by climate change, remains vital for education systems’ sustainability.

In the same way, education has a crucial role to play in empowering people of all ages and backgrounds
for the green transition. The green transition is, above all, an opportunity for economies and societies to
rethink and reshape the way they function, so actions taken create a virtuous cycle that brings greater
value for the global society over the long-term. However, the knowledge, skills, attitudes, and
opportunities people need to shape the green economy and take environmental action today are
currently unevenly distributed between population groups, with the most vulnerable often the least
empowered to play an active role. If education systems fail to redress this balance, the green transition
risks exacerbating existing inequalities in labour market outcomes, and social and democratic
participation. Conversely, measures to empower the most vulnerable learners and workers to shape the
green transition support the broader aim of building more equitable societies.
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Introduction

Populations around the world are already living with the effects of climate change, with global temperatures
reaching record levels in 2023 and extreme weather events becoming the ‘new normal’ (WMO, 20231)).
The imminent threat that irreversible climate tipping points will soon be crossed calls on individuals,
societies and governments to accelerate efforts to reduce carbon emissions and strengthen their resilience
to future climate shocks (OECD, 20222;; OECD, 20233)). Education and training must prepare people for
the social and economic transformations this implies while also responding to the external shocks (e.g.
economic recovery from recent shocks; international conflict and security) and longer-term accelerated
evolutions (e.g. digitalisation, demographic change) that will continue to intersect as they shape the global
challenges in 2024 and beyond.

In 2022, governments across the world outlined the vital role that education and training will play in driving
the transition towards greener and fairer societies. Through the Declaration on Building Equitable Societies
Through Education, adopted on 8 December 2022, ministers and representatives of OECD and partner
countries recognised ‘the unique potential of education starting from early childhood to enable social
mobility, reduce inequalities, value diversity and build strong foundations for equitable, inclusive,
sustainable democratic societies’. They also outlined their commitment ‘to helping learners build skills for
a digital, green, inclusive and democratic world that balances the growth of individuals and the economic,
social and environmental well-being of societies’. To achieve these goals, the 2022 Declaration calls on
the OECD to support countries ‘to foster environmental sustainability through education’ and to ‘build a
new vision for skills development that keeps pace with changes in societies and economies and supports
the transition to net zero’ (OECD, 20225)). As such, this report explores how policy makers can ensure
people of all ages and backgrounds acquire the knowledge, skills and attitudes to thrive through and
actively shape the transformations needed to adapt to climate change and achieve environmental
sustainability.

Indeed, governments face a challenging global context in 2024, and the threat of future disruptions on the
horizon means that policy makers must remain focused on climate change mitigation and adaptation while
also responding to other short and longer-term priorities. The global economy has shown signs of recovery
from shocks such as the COVID-19 pandemic and Russia’s full-scale invasion of Ukraine, but many
households, businesses, and governments still face economic challenges due to high inflation, stagnant
real wages, and increased debt burdens (OECD, 2023(5;; OECD, 2023(7). While investment in the green
economy has the potential to stimulate economic recovery, governments must take steps to ensure their
climate policies do not exacerbate existing inequalities and undermine public support for the green agenda.
At the same time, the release of ChatGPT in November 2022, and other recent developments in generative
artificial intelligence have drawn attention to the implications of trends such as digitalisation for the labour
market, but also for the delivery of education and training, and the transition towards greener and fairer
societies (Bahroun et al., 2023i5; OECD, 2023;7). Coordinated efforts to strengthen resilience through
education and training policy can help policy makers address the different trends affecting the way we live,
work and learn as a mutually reinforcing endeavour.

This chapter provides an overview of the key global megatrends (including external shocks and disruptions,
and disruption and longer-term accelerated evolutions) that will affect the world population in 2024 and in
the short-to-mid-term. Drawing on data from the OECD National Survey for Comparative Policy Analysis
2023: Empowering All Learners to go Green (EPO Survey 2023) and international evidence, the chapter
provides an outlook on the importance of these megatrends for participating education ministries for 2024
and the next 5-15 years, and how they connect to the overarching theme of environmental sustainability.
Finally, the chapter will make the case for helping learners of all ages, stages and backgrounds to go green
in 2024 as means to strengthen their responsiveness and resilience through education policy.
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Accelerated trends and recent shocks shape global challenges in 2024 and
beyond

What global megatrends matter for education in 2024 and the next few years, and how proactively do
education systems consider they are addressing them? Education systems face shocks and disruptions
and accelerated longer-term transformations that will influence their capacity to follow up on the goals
established by the 2022 Declaration. Below is a comparative overview of how their priorities come together
to help education systems address both what is urgent and what is important, including on the topic of the
transition environmental sustainability.

Achieving environmental sustainability must be a priority today

In the Paris Agreement, signatory countries committed to keep the average global temperature rise this
century well below 2°C and as close as possible to 1.5°C above pre-industrial levels. The Paris Agreement
has since become the foundation of global action on climate change and respecting it is crucial to avoid
crossing potentially disastrous climate tipping points (OECD, 2022;2;; Paris Agreement, 2015). The
implementation of countries’ subsequent commitments has led to lower global greenhouse gas emissions
than projected. However, it is not sufficient—it is estimated that at the current pace, the established climate
targets will not meet the Paris goals (OECD, 2022/1q)). In 2023, the Northern Hemisphere experienced the
hottest month of July on record, with the average global temperature some 0.72°C warmer than the
average for 1991-2020 and 1.5°C above the average for 1850-1900. This happened while temperatures
around Antarctica and in many South American countries were also well-above average (WMO, 202311j;
Copernicus Climate Change Service, 2023}12)).

Countries’ commitment to fostering environmental sustainability through education in the 2022 Declaration
could therefore not be timelier. Education, training and research have a vital role to play firstly, by supplying
the skills for a transition towards a ‘low-carbon, resource efficient, and socially inclusive’ (or ‘green’)
economy and stimulating the scientific and technological innovations we need to mitigate and adapt to
climate change (United Nations Environment Programme, n.d.[13;). Moreover, education can be the engine
of the broader societal and behavioural changes required to ensure a resilient transition (OECD, 20233)).
Climate policies require people to make sacrifices, pose risks to the livelihoods of those working in polluting
industries, and often have a disproportionate impact on the most vulnerable. The failure to meet current
climate targets suggests that political will and skill need to be further strengthened, while deepening
inequalities and the rise of ‘Anti-Net Zero’ populist movements threaten to further undermine public support
for the green agenda (WEF, 202314); Paterson, Wilshire and Tobin, 202315)).

Education therefore has a profoundly relevant social role, as it must promote the knowledge, skills, values
and mindsets that help people from all backgrounds understand the stakes of the challenges we face and
empower them to act. Targeted training measures can also offset some of the distributional impacts of
climate policies by ensuring the most vulnerable individuals and communities can thrive through the
transition.

Data from the EPO Survey 2023 suggest that policy makers recognise the crucial role of education in
driving the necessary transformations for environmental sustainability (see Figure 1.2 and Figure 1.3).
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Figure 1.2. Fostering environmental sustainability is a priority for education ministries compared to
other global megatrends

Proportion in which education ministries reported each of the nine global megatrends as of ‘very high importance’ for
education and training policy in 2024, for the next 5-15 years, and being proactively acting now ‘to a great extent'.
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Note: For the list combining accelerated longer-term, and shocks and disruptions, participating education ministries could select only a maximum
of three options as of ‘very high importance’. Figure prepared with responses from 35 education systems.
Source: (OECD, 2023)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All learners to go Green.

StatLink Sa=m https:/stat.link/qpg6ol

Among these trends, environmental sustainability (e.g. climate change and its impacts, transition to net
zero and/or a low-carbon economy, sustainable production and consumption) stands out as one of the
three megatrends that education systems most often considered as of very high importance. However,
responses from participating education ministries also suggest that education systems see environmental
sustainability as a priority more for the future than for the present. While 46% of participating education
systems reported that environmental sustainability was a priority of very high importance for the short-to-
mid-term, only about one-third considered the same for 2024 (34%) or that they were already responding
proactively to it to a great extent (38%) in 2023. The Flemish Community of Belgium, the French
Community of Belgium, Colombia, Tiirkiye, and Scotland (United Kingdom) were exceptions to this
trend, who considered to be proactively responding to environmental sustainability to a great extent in 2023
and that this was a megatrend of very high importance for 2024 and the short-to-mid-term.
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Figure 1.3. Ensuring environmental sustainability is expected to become more important in the
future, with room to do more

Percentage of education ministries reporting the megatrend as of ‘high’ or ‘very high importance’ in 2024 and the
next 5-15 years, and of education ministries reporting that they are already proactively responding in 2023
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Note: For '2024" and 'next 5-15 years': the bars show 'high importance' (plain colour) and 'very high importance’ (stripes); 'Already proactively
responding": the bars show 'to a moderate extent' (plain colour) and 'to a great extent' (stripes). Figure prepared with responses from 35
education systems.

Source: OECD (2023y4)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green

StatLink Su=m hitps://stat.link/c781aw

When asked about the implications of one of the megatrends, about one-quarter (27.8%) of participating
education ministries mentioned environmental sustainability. France, Korea, Luxembourg, Mexico and
Spain, among others, emphasised the need to promote environmental awareness across the curriculum
in school or higher education, and integrating environmental issues with social and economic topics.
Comments from Austria, the Flemish Community of Belgium and Romania focused on the need to
increase the supply of skills for the green economy and to promote technological innovation.

Adapting to climate change and ensuring environmental sustainability stands out as the most significant
challenge facing humanity in the short and long-term. However, recent experiences underline the
importance of staying focused on this challenge at the same time as responding to other priorities brought
about by both longer-term accelerated evolutions (e.g. digitalisation, demographic change) and external
shocks and disruptions (e.g. COVID-19 and other pandemics, international conflict such as the war in
Ukraine) that have implications for 2024 and beyond (OECD, 20233)).

Importantly, governments must ensure that addressing the challenges and opportunities that these global
megatrends might bring does not divert resources or attention from the climate crisis. This requires
coordinated action to build resilience in individuals, communities and societies, with education and training
playing a central role (WEF, 2023[14)).
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Building environmental sustainability will require education and training policy to catch
up with other accelerated longer-term evolutions

Accelerated longer-term evolutions are expected to continue shaping education and training in the coming
years, including efforts of societies to move towards greener and fairer societies. In the EPO Survey 2023,
accelerated longer-term trends included digitalisation; equality, inclusion and diversity; changing forms of
democratic and civic engagement, and demographic change (Figure 1.4).

Figure 1.4. Among accelerated longer-term evolutions, digitalisation and equity will remain key

Percentage of participating education ministries reporting that the following shocks and disruptions are of ‘high’ or
‘very high importance’ and of participating education ministries reporting that they are proactively responding in 2023
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Note: For ‘2024’ and ‘next 5-15 years’: the bars show ‘high importance’ (plain colour) and ‘very high importance’ (stripes); For ‘2023: the bars
show ‘to a moderate extent’ (plain colour’) and ‘to a great extent’ (stripes). Figure prepared with responses from 35 education systems.
Source: OECD (2023y4)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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Managing digitalisation is the top priority for participating education systems, both for the
shorter term and moving forward, with varied levels of preparedness

Comparing these trends, digitalisation stands out as a key priority for education systems in the short and
medium-term, as well as the challenges they are already responding to. All participating education
ministries identified digitalisation as a megatrend of either very high or high importance (77% and 23%
respectively) for education and training policy in the mid-to-long-term (i.e. 5-15 years), and 97% said it was
of very high or high importance (71% and 26%) for 2024. This emphasis may reflect efforts to build on the
advances in digital education that emerged in many countries during the COVID-19 pandemic. Indeed,
some 88% of participating education ministries indicated that they were already responding proactively to
digitalisation to a moderate or high extent, indicating that this is an established priority.

In addition, the past year has seen significant advances in generative artificial intelligence, notably with the
release of ChatGPT in November 2022. Recent OECD analysis has found that ChatGPT now outperforms
average student performance in reading and science across OECD countries and, more importantly, is
advancing at a pace compared to a predominantly stagnant student performance over the last two decades
(OECD, 2023161). The accessibility of such tools, the increasing range of tasks they can perform and the
unprecedented speed at which they are developing have drawn governments’ attention to the benefits and
risks of Al technologies for economies and societies, but also for education itself.

Recent OECD evidence finds little negative employment effects due to generative Al to date but warns
that the range of occupations at risk of automation may grow as Al increasingly performs more of the non-
routine, cognitive tasks associated with highly paid jobs that currently require a post-secondary education
(OECD, 2023[7). Accounting for generative Al, one study finds that the occupations at the highest risk of
automation account for 27% of employment on average across the OECD countries in the sample
(Lassébie and Quintini, 202217;). While advances in Al may increasingly place high-skill occupations at
risk of automation, however, available evidence suggests that low and middle skilled remain the most at
risk. As Al technologies advance exponentially and play an increasing role in different employment sectors,
policy makers must also take steps to ensure that education and training pathways equip learners with the
skills they need to interact with these technologies and to develop and maintain them.

However, the OECD has found that few national Al strategies in OECD countries include concrete actions
to develop these skills and some 40% of employers surveyed by the OECD in 2022 identified a lack of
skills as a key barrier to the adaption of Al technologies. The OECD recommends strengthening basic
digital skills and Al literacy through secondary education while addressing more specialised Al skills in
vocational and higher education and incentivising employers to provide training (OECD, 2023p).
Furthermore, as Al continues to evolve as part of the digitalisation wave, societies will need to remain
mindful of managing the environmental impact of these technologies (see Figure 1.5 and Box 1.1).
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Figure 1.5. Automation and Al are expected to affect professions differently

The occupations facing the highest and lowest risk of automation are different from those with the highest and
lowest exposure to artificial intelligence
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Box 1.1 Generative Al: managing educational opportunities and environmental cost

As education policymakers respond to interconnecting global megatrends, an important question needs
exploring in 2024: how can education take advantage of the innovation potential of generative Al while
being socially and environmentally responsible?

What could generative Al mean for education and training?

A recent systematic review has found that generative Al could support students’ learning through
providing simple explanations of complex concepts or modelling exemplar responses to learning tasks,
facilitating students’ understanding. It could also support teaching through helping with lesson planning,
providing personalised feedback and support or conducting rapid assessments. Finally, there is also
scope to enhance teacher training: GPTeach uses ChatGPT to simulate student responses to learning
prompts allowing trainee teachers to practice teaching outside the typical practicum (Bahroun et al.,
2023pg))

Nevertheless, education must also consider potential negative implications of generative Al, including
the challenge to traditional evaluation, assessment and qualification systems, the threat to academic
integrity and the shift in skills requirements for today’s learners. Moreover, wider concerns regarding
privacy and data governance, algorithmic bias and protection of democratic rights and values take on
particular meaning in education, especially with regards to non-adult learners.

What is the environmental cost of generative Al?

Beyond the implications for education itself, generative Al comes with a considerable, and thus far
somewhat hidden, environmental cost. Recent research reveals the potential scale of generative Al's
environmental impact. Generative Al has a considerable carbon footprint.

Energy demand is particularly intensive in the initial training phase; researchers have estimated that
developing a technology like Chat GPT-4 or Google PaLM could generate the same amount of CO2 as
the average adult would over 60 years. Yet, emissions from training a generative Al model may account
for just 10% of its total emissions as ongoing inference processing has a further energy cost. The
production of hardware and cloud data centre capabilities also contributes to the total carbon footprint
(Kumar and Davenport, 202318;). Finally, cooling requirements mean generative Al also consume
enormous amounts of water: recent research estimates a single conversation with ChatGPT requires
the equivalent of half a litre of water (Li et al., 2023[19)).

The opportunities that artificial intelligence offers education and broader society can be undoubtfully
revolutionary. Moving forward, governments will need to assess how to make good and responsible
use of it, including in terms of carbon footprint.

Source : Bahroun, Z. et al. (2023s)), “Transforming Education: A Comprehensive Review of Generative Artificial Intelligence in Educational
Settings through Bibliometric and Content Analysis”, Sustainability, \ol. 15/17, p. 12983, https://doi.org/10.3390/su151712983; Bender, E.
et al. (2021p20)), “On the Dangers of Stochastic Parrots”, Proceedings of the 2021 ACM Conference on Fairness, Accountability, and
Transparency, https://doi.org/10.1145/3442188.3445922; Kumar, A. and T. Davenport (2023(1s)), How fo make generative Al cleaner,
https://hbr.org/2023/07/how-to-make-generative-ai-greener; Li, P. et al. (202319)), Making Al Less “Thirsty”: Uncovering and Addressing the
Secret Water Footprint of Al Models, Cornell University, https://arxiv.org/abs/2304.03271.
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Strengthening equity, inclusion and diversity remains a top priority as well for education
systems, particularly for the shorter term

In the EPO Survey 2023, virtually all participating education ministries identified equality, inclusion and
diversity (including social recovery from recent shocks) as of very high or high importance for 2024 and
for the mid-to-long-term. Some 91% of participating education ministries said they were already responding
proactively to this challenge in 2023, suggesting that this may be a more established priority than
digitalisation. Compared to digitalisation, however, a smaller proportion of participating education systems
identified equality, inclusion, and diversity as a megatrend of very high importance for 2024 (60%) and for
the next 5-15 years (46%). This may suggest that although equality, inclusion and diversity may be a more
established priority for education systems, many see digitalisation as a more significant priority for the
years to come. Recent geopolitical shocks and the ongoing impact of the COVID-19 pandemic have
contributed to a cost-of-living crisis that has weighed heavily on low-income households. This seems to
justify policy makers’ continued concern for promoting equity in education. Recent rises in inflation mean
that despite an increase in nominal hourly wages between the first quarter of 2022 and the first quarter of
2023, real wages fell by 3.8% on average across the 34 OECD countries with available data and stood at
2.2% below their pre-pandemic levels at the end of 2022 (OECD, 2023y7)). Since lower income households
tend to spend a higher proportion of their income on food an energy, they have been disproportionately
affected by the recent squeeze on purchasing power (OECD, 20237).

With the prospect of inflation continuing into 2024 and beyond, and households beginning to experience
the impact of interest rate rises implemented since early 2022, the risk that recent shocks will exacerbate
existing equalities persists (OECD, 2023j; WEF, 2023[14;; ILO, 2023p21;). Although investment in education
can help to reduce inequality, many governments will be facing increasing debt burdens as interest rates
continue to rise, making it all the more important to target resources towards the learners who will benefit
the most (OECD, 202222;; OECD, 20234)).

Demographic change is expected to significantly gain relevance over the mid-term

Although to a lesser extent, demographic change (e.g. ageing societies, declining birth rates, migration
patterns) remains an important priority for some education systems. Some 60% of participating education
ministries indicated it as a megatrend of very high or high importance for 2024, and a larger proportion
(83%) considered this for the short-to-mid-term. Some 62% said they were proactively responding to
demographic change to at least a moderate extent in 2023. Implications identified by education ministries
for their education system include the impact of a declining school-aged population on staffing
requirements, an ageing teacher workforce, or the need to attract new entrants to the profession. Other
implications identified refer to the arrival of refugees from Ukraine since 2022, which has made the
schooling of refugee children a key priority for some education systems.

Certainly, the continued risk of large-scale involuntary migration related to conflict and climate change
means that many countries will face the challenge of integrating newly arrived populations into their
education systems while also responding to ongoing demographic changes (WEF, 2023;14;). As of August
2023, the United Nations High Commissioner for Refugees (UNHCR) had recorded some 6.2 million
refugees from Ukraine globally, with some 5.8 million recorded in European countries (UNHCR, 202323)).
Across OECD countries, the number of new asylum applications remained below pre-COVID levels in
2021, but above any figure before 2015 (OECD, 202224)). Recent reports by the World Economic Forum
and the European Parliament point to the risk of increased involuntary migration in the short- and medium-
term, with geopolitical tensions, resource scarcity, and climate change as key drivers (WEF, 202314
European Parliamentary Research Service, 2023/25)).

This underlines the importance of ensuring that education and training systems can provide migrants and
refugees of different ages and backgrounds with learning opportunities that meet their needs. This includes
as well ensuring adequate resources and equipping teaching staff with the skills they need to teach in
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diverse classrooms. While future migration flows are likely to affect countries differently, addressing the
fiscal pressures associated with an ageing population and falling birth rates remains a challenge across
the OECD. On average across OECD countries, the share of the population aged 65 and above increased
from 9% in 1960 to 17.6% in 2021 and is projected to reach 20.65 by 2030 (OECD, 202326;; OECD,
2021p271). As many workers will remain in the labour market for longer than previous generations, education
needs to help them to learn, unlearn and relearn throughout their lives (OECD, 20222g)) .

Changing forms of democratic and civic engagement is seen as important moving forward,
but with less current policy action

In a similar vein, while most participating education ministries indicated that changing forms of
democratic and civic engagement (e.g. political or social polarisation, declining trust, populism, mis- and
disinformation or digital activism) were an important concern for the future, fewer considered to be already
actively responding to this trend. Some 77% identified this as a megatrend of very high or high importance
(20% and 57% respectively) for the short-to-mid-term, while fewer (63%) said this was a trend of very high
or high importance (14% and 49% respectively) for 2024. Moreover, only 59% said they were proactively
responding to this trend to a great (29%) or moderate (29%) extent in 2023. As was the case for
demographic change, changing forms of democratic and civic engagement appears as an important priority
on the horizon for many education systems, but one that is not currently driving reform in all cases.

Yet, this is a topic that greatly matters today, particularly among those facing economic distress and youth.
Data from the 2021 OECD Survey on Drivers of Trust in Public Institutions underscore the relationship
between economic vulnerability and people’s trust in government. On average across the countries
surveyed, only 34.6% of respondents who reported financial concerns indicated that they trusted their
government, compared to 51.2% of those with fewer financial worries. Younger people were also less likely
to trust their government; some 36.9% of 18-29 year-olds on average reported that they trusted their
government compared to 45.9% of people over 50. At the same time, some 53.4% of those who were
confident in their own ability to participate in politics had trust in their national government, compared to
31.5% of those with low confidence in their ability to participate (OECD, 2022;29]). Going forward to 2024,
a continued cost-of-living crisis risks further fuelling mistrust and polarisation.

Education can play a key role in strengthening citizenship, by showing learners how they can affect
decision making within their institutions and communities as well as at the national level. The evolving
climate crisis shines light on the ways in which people of all ages are engaging in politics, both through
established institutions and through emerging mechanisms (see Box 1.2).

Box 1.2. The climate crisis and civic or political engagement

As the urgency of the climate change crisis increases, civic or political engagement channels emerge
that include institutional structures for participation in environmental matters, environmental litigation,
environmental activism, but also “climate backlash”. Understanding their motivations, mechanisms,
needs, and outcomes is important for policy makers. This can enable a more efficient and better-
informed collaboration towards advancing the transition towards greener and fairer societies.

e |Institutional structures for participation in environmental matters have emerged internationally
and nationally for young people over the last decade. Since 2011, YOUNGO has provided
representation for young people (up to 35 years) and youth organisations as an official
constituency of the United Nations Framework Convention on Climate Change. In Germany,
YoupaN (2017), the national youth panel supporting the implementation of the National Action
Plan Education for Sustainable Development (ESD) sponsored by the Federal Ministry for
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Education and Research, represents youth on each of the six national ESD platforms and
provides financial support to selected youth-led projects.

e At the same time, environmental litigation efforts are increasing internationally and often have
an important youth presence. By 2023, over 30 cases had been brought by and on behalf of
people younger than 25, internationally. Cases typically focus on the specific vulnerability of
young people to climate harm and insufficient efforts by those in power to implement mitigation
and adaptation measures. Recent analysis of climate litigation globally finds that around 55%
of cases have had a favourable interim or final decision (Setzer and Higham, 202330)).

e The last five years have also seen a surge in environmental activism across the world. This
includes youth-led initiatives. For example, by 2023, the #FridaysForFuture movement (2018),
inspired by Greta Thunberg’s protests in Sweden, has mobilised young climate strikers in over
200 countries. The movement calls for global adherence to the Paris Agreement and for global
warming to be kept under 1.5°C. Extinction Rebellion, which includes an autonomous youth
wing for activists under 30, has also grown internationally in this time. These movements rely
on digital tools and social media to organise and use new forms of digital activism.

e Finally, there is a so-called climate backlash fuelling (and fuelled by) new forms of political
engagement. For example, in 2018-19, France’s Yellow Vest movement saw sustained
nationwide and often violent protest in opposition to a planned carbon tax initiative. Research
indicates that social media was crucial in the emergence and maintenance for the movement,
allowing activists to coordinate but also to exchange information, and to shape the identity of
the cause (Morselli et al., 202331;). In some countries, climate backlash and populist politics are
increasingly entwined as, to varying degrees, populist movements promote ideas of climate
scepticism and climate conservatism. As an increasingly adversarial tone emerges around
climate change in some countries, disinformation abounds (Lewandowsky, 20213z).

Source: Lewandowsky, S. (2021132), “Climate Change Disinformation and How to Combat It”, Annual Review of Public Health, Vol. 42/1,
pp. 1-21, https://doi.org/10.1146/annurev-publhealth-090419-102409; Morselli, D. et al. (2023;31)), Digital Traces of Collective Identities: The
Case of the Yellow Vests in South-East France,
https:/ffiles.osf.io/v1/resources/uams7/providers/osfstorage/62a6f7abf79aac128a5a1009?action=download&direct&version=1  (accessed
on 14 August 2023); Setzer, J. and C. Higham (202330), Global trends in climate litigation: 2023 snapshot,
https://lwww.lse.ac.uk/granthaminstitute/wp-content/uploads/2023/06/Global_trends_in_climate_change_litigation_2023_snapshot.pdf
(accessed on 14 August 2023.

But recent shocks will continue to pose a challenge for societies in 2024 and beyond

Of the recent shocks identified by the EPO Survey 2023, economic recovery from recent shocks (e.g.
financial crises, labour market instability, inflation and cost-of-living pressures) and global health (e.g.
global pandemics, well-being agenda) emerge as key priorities for participating education ministries and
are therefore likely to continue driving policy reform for them, along with other megatrends (see Figure 1.6).
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Figure 1.6. Among shock-related megatrends, economic recovery and global health will remain key

Percentage of participating education ministries reporting that the following shocks and disruptions are of ‘high’ or
‘very high importance’ and of participating education ministries reporting that they are proactively responding in 2023
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Economic recovery remains modest and fragile, and skills shortages and lower productivity
and population ageing may slow it further down

Participating education systems placed significant importance on economic recovery from recent
shocks, with 69% reporting it of very high or high importance for 2024 (14% and 54% respectively) and a
slightly larger share (71%) indicating it was of very high or high importance (20% and 51% respectively)
for the short-to-mid-term (i.e. 5-15 years). Yet, fewer (65%) reported that they were proactively responding
to this challenge to a great or moderate extent (24% and 41% respectively) in 2023. This may reflect the
relatively more favourable economic conditions the world has seen in 2023, with a slight fall in energy and
food prices and the easing of supply bottlenecks (OECD, 2023).
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While the global economy is showing signs of a recovery from recent shocks, this recovery remains modest
and somewhat fragile, with implications for learners and education systems. The OECD projects global
GDP to increase by 2.7% in 2023 and by 2.9% in 2024, but these projections remain below pre-pandemic
levels. With the tightening of monetary policy since 2022 beginning to bite, governments, businesses, and
households across the world will be facing higher debt burdens in 2024 and the risk of continued inflation
persists (OECD, 2023;; WEF, 2023(14).

Labour markets also remain tight. On average across the 19 OECD countries with available data, the
number of vacancies per unemployed person has decreased from its 2021 peak but was significantly
higher than before the COVID-19 crisis (OECD, 2023;7;). Several countries and employment sectors risk
facing shortages of qualified labour in the years to come (OECD, 2023; ILO, 2023p21). Although
governments across the world will be facing constrained economic circumstances in 2024 and beyond,
targeted investments in education and training will be needed to address longstanding challenges such as
skills bottlenecks, sluggish productivity growth, and population ageing (see Figure 1.7).

Governments can optimise these investments by targeting priority sectors—such as those related to the
green economy—and focusing re- and upskilling efforts on groups with low employment (e.g. young
people, older workers, women, minorities, low-skilled workers) (OECD, 2023p); ILO, 202331; OECD,

2022)2g)).

Figure 1.7. Economic recovery risks facing some bottlenecks due to lower productivity and

incentives, with increased disadvantage
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Global health has been an area of extensive action that made the end of the pandemic
possible but, moving forward, climate change will require it to adopt a new angle

Participating education ministries see the importance of global health as remaining stable in 2024 and
the years to come, with 74% of participating education systems indicating that this was a megatrend of
either very high or high importance for education and training policy in 2024 (9% and 66% respectively),
and the same proportion reporting that it was of very high or high importance for the short-to-mid-term.
Similarly, some 82% indicated that their education system was already proactively responding to global
health to a great or moderate extent (26% and 56% respectively) in 2023. When asked to describe the
implications of one of the megatrends for their education system, few education ministries cited priorities
relating to global health, although several related the impact of the COVID-19 pandemic to other trends
such as digitalisation, equity, and early school leaving. Only 1 of the 36 participating education ministries
referred to the potential impact of future pandemics on education, suggesting this may be a blind spot
among policy makers.

Indeed, although 2023 saw the World Health Organization (WHO) declare that COVID-19 is no longer
public health emergency of international concern, the organisation warns of its lasting effects on mental
health and the increasing risk of future pandemics (WHO, 202333)). The European Union has also identified
a decline in mental health among young people as one of 15 key risks facing member states in the coming
years, citing COVID-19 alongside drivers such as the Ukraine conflict, a poor economic outlook and climate
anxiety (European Parliamentary Research Service, 202325). Approaching this challenge with an equity
lens will also be important: alongside emerging research into climate anxiety, the literature also projects
that climate change will aggravate existing mental health risk factors, disproportionately impacting the
disadvantaged and the vulnerable (Gislason, Kennedy and Witham, 202134).

Data from the 2021/22 round of the WHOQO’s Health Behaviour in School-Aged Children survey paint a
somewhat mixed picture of the impact of COVID-19 on young people. While 30% of adolescents on
average across the countries in the survey reported that the pandemic had a negative effect on their mental
health and well-being, 32% reported a positive impact. However, this data masks differences between
countries, regions and population groups. For example, girls reported higher levels of negative impacts
compared to boys, and the same happened for 15-year-olds compared to 11-year-olds. The WHO
recommends that countries continue to monitor the impact of the pandemic on mental health and well-
being and use evidence to tailor support to the needs of different groups (WHO, 202333))

Countries can support young people’s resilience to future health crises by strengthening protective
environments in education institutions, families and among peers (WHO, 2023(33)). In addition, to combat
climate despair specifically, research highlights a need to generate a sense of hope among young people.
This can be fostered through strengthening their sense of agency and understanding of ways to impact
change and is also important in promoting pro-environmental behaviour (see Chapter 3) (Stevenson and
Peterson, 2015(35)).

International conflict, security and development co-operation challenges will continue to
require some education systems to urgently support populations from all ages and
backgrounds

Aspects related to international conflict, security and development co-operation also emerge as
important priorities for the future among education systems, even if fewer were proactively responding to
this trend in 2023. Some 57% of participating education systems reported that this was a megatrend of
very high or high importance (14% and 43% respectively) for 2024 and the same proportion said it was of
very high or high importance (3% and 54% respectively) for the short-to-mid-term. However, only half
(50%) said they were already proactively responding to international conflict, security and development

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



30 |

co-operation to a great (12%) or moderate (38%) extent in 2023. This may reflect the fact that international
conflict and security issues affect different countries in different ways.

Indeed, the education systems that reported that this was a trend of very high importance for 2024 and/or
that they were responding to this trend to a great extent in 2023 (Estonia, Germany, Ireland, Latvia,
Romania, and Tirkiye) are close to conflict zones such as Syria and Ukraine and had welcomed large
numbers of refugees. The fact that most education systems see this as an important priority for the future
points to their awareness of the risk of further conflict on the horizon, as well as the risk that ongoing
conflicts pose to the global economy.

The OECD has warned that the aggravation or spread of the conflict could lead to another spike in food
and energy prices and a subsequent increase in inflation (OECD, 2023)). The World Economic Forum’s
Global Risks Report 2023 projects that future interstate confrontation will be mostly economic in nature,
but other sources point to the risks posed by continued geopolitical tension between the USA and China,
with some predicting a slowing of trade between China and an increasing number of Western democracies
in the period 2023-2027 (WEF, 202314;; Economist Intelligence Unit, 202336;; European Parliamentary
Research Service, 2023377). These geopolitical risks have implications for the global economic outlook,
and the prospect of military conflict leading to the displacement of peoples means that integrating refugees
of different ages and backgrounds will remain a priority for education systems.

More recently, a war started in Israel and the Gaza Strip on 7 October 2023. Beyond the immense human
loss, implications of the conflict for the region and the global economy were still unclear at the moment of
preparing this report. Early considerations refer to possible effects on the price of commodities, including
energy prices, with a potential further increase in oil prices.

Disaster management and risk reduction appear of importance to fewer education systems,
but climate change is likely to increase its relevance to others

Compared to the other recent shocks and longer-term accelerated evolutions identified by the OECD,
disaster management and risk reduction received less attention as a priority for education and training.
Only 37% of participating education systems reported that this was a megatrend of very high or high
importance (6% and 31% respectively) for 2024, while the same share said it was of very high or high
importance (6% and 31%) for the mid-to-long-term. Some 21% said they were proactively responding to
this trend to a great extent in 2023, however, suggesting this is an urgent priority for a significant minority
of education systems. As was the case for international conflict, security and development co-operation,
these responses may reflect countries’ varying experiences of disasters in recent years and their sense of
vulnerability to future events. Education systems that reported this were proactively responding to this
trend in 2023 include Tirkiye and Chile, who have recent experiences of devasting earthquakes.

However, in a context where climate change is contributing to more frequent extreme weather events
across the globe, preparing for future disasters must remain an important priority for all education systems.
In 2023, populations around the world once again faced heatwaves and heavy rainfall, with experts from
the World Meteorological Organization (WMO) declaring that such extreme weather events are ‘the new
normal’ (WMO, 2023;1;). WMO figures indicate that the number of disasters has increased by a factor of 5
over a period of 50 years; while 711 disasters were recorded in the period 1970-1979, some 3 536 were
recorded in 2000-2009.

Reported economic losses due to weather, climate, and water extremes have also increased from USD 49
million on average per day during the decade 1970-1979 to USD 383 in 2010-2019 (WMO, 20213¢}). OECD
foresight scenarios for the period 2030-2050 also envisage a world where most citizens will have
experienced at least one severe weather event as the planet crosses multiple climate tipping points
(OECD, Forthcomingisg)). Climate disasters threaten to disrupt education delivery in similar ways to the
COVID-19 but pose additional risks to infrastructure such as educational buildings. This calls on policy
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makers to strengthen emergency planning and resilience at system-level and within institutions by ensuring
that professionals can adapt to change and addressing vulnerabilities highlighted during the pandemic.

Making the case for helping learners of all ages, stages and backgrounds to go
green in 2024

Policy makers must act now to empower individuals of all ages and backgrounds to shape a low-carbon,
resource efficient economy and take informed action in their homes, communities, and as national and
global citizens. There is no trade-off between addressing the biggest challenge facing people and the
planet, and responding to other external shocks and long-term evolutions, especially since these will only
become increasingly interdependent.

Transitions to greener and fairer societies can help address other ongoing challenges

In the 2022 Declaration, ministers and representatives of OECD countries recognised ‘the unique potential
of education starting from early childhood to enable social mobility, reduce inequalities, [and] value
diversity’. They also outlined their commitment ‘to empowering all learners, with a focus on the most
vulnerable in our societies, to develop the knowledge, skills, attitudes and values to fulfil their potential and
contribute to the economic and social well-being of their societies’. Promoting a transition towards greener
and fairer societies can help education systems realise this potential. However, the knowledge, skills,
attitudes, and opportunities people need to shape the green economy and take environmental action
today are currently unevenly distributed between population groups, with the most vulnerable often the
least empowered to play an active role.

In PISA 2018, the share of students displaying pro-environmental attitudes, which were a good predictor
of environmental action, was 23 percentage points higher among socio-economically advantaged students
than among disadvantaged students. These findings are especially concerning given that while
disadvantaged students are at greater environmental risk than their advantaged counterparts, they are
currently less well equipped to take action to mitigate these risks (OECD, 202240).

OECD analysis also suggests that the share of green-task jobs (jobs involving at least 10% of tasks that
support environmental goals) varies significantly between regions within countries. On average across
OECD countries with available data, there is a 7 percentage point difference in the share of green-task
jobs between the top and bottom regions, with capital regions often having the highest share (OECD,
20231411). Workers with higher levels of education seem to have benefitted most from green labour market
opportunities while those with lower attainment are more likely to work in polluting jobs and are at greater
risk of displacement as economies transition. Like those threatened by other trends such as automation,
people working in polluting industries are also less likely to participate in education and training (OECD,
202341;; McGrath and Powell, 201642;; OECD/Cedefop, 2015u3); Ranworth, Wykes and Bass, 2014 44)).

Furthermore, in many countries, the workforce in key sectors such as science and engineering does not
reflect the diversity of the population. Groups such as girls and women, minorities, and young people from
disadvantaged backgrounds are less likely to pursue studies or careers in these fields (Goos et al., 2020pus);
LaForce et al., 2016us); Bowser and Cid, 2021u7;; Wolfe and Riggs, 2017ps;; Marginson et al., 20139). In
the Programme for International Student Assessment (PISA) 2018, for example, only 14.3% of girls on
average across OECD countries who had attained a high-level proficiency in mathematics or science (PISA
proficiency Level 5 or 6) and a Level 2 of proficiency in all three core PISA subjects (reading, mathematics
and science) reported that they expected to work as science or engineering professionals at the age of 30,
compared to 26.3% of boys (OECD, 201950)).

If education systems fail to redress this balance, the green transition risks exacerbating existing inequalities
in labour market outcomes, and social and democratic participation. Conversely, measures to empower all
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learners and workers across their lifecycles to shape the green transition support the broader aim of
building greener and fairer societies.

Supporting environmental sustainability requires education systems to move beyond
curriculum in 2024

Data from PISA 2018 point to a need to strengthen learners’ scientific knowledge of environmental issues
and their related skills, notably their understanding of climate mitigation and adaptation measures. For
example, although some 70% of 15-year-olds on average across the 26 countries with available data were
able to correctly identify that reducing greenhouse gases is a long-term solution to climate change, some
40% misrecognised building sea defences such as dams and sea walls as a long-term response.
Addressing short-term skills gaps and the long-term needs of the green economy will also require
governments to introduce new courses and review existing content at all education levels.

In the same way, data from the EPO 2023 Survey also indicate that education systems recognise the need
for further action in the area of curriculum. Some 71% of participating education ministries reported that
adapting the curriculum/training offer to equip learners with key knowledge, skills and attitudes for the
green economy and/or environmental awareness and environmental action was considered a priority for
attention ‘to a great extent’ in the next five years (2024-2028). When asked to indicate which areas of the
curriculum and training offer were key priorities, the largest share of participating education systems
reported that improving/innovating science, technology, engineering and mathematics (STEM) education
(e.g. increasing the focus on the interactions between ecological systems and social systems) (80%) and
introducing/strengthening the teaching of sustainability issues as a cross-curricular subject (76%) were
priorities ‘to a great extent’ for the next years (2024-2028).

International evidence suggests that most school curricula around the world include environmental and
climate change education, and that higher education institutions are increasingly looking into
environmental sustainability through specialised courses or cross-curricular themes (see Box 1.3).
Comprehensive curriculum frameworks can promote the scientific and environmental knowledge and skills
learners will need to act in their professional and personal lives, and in the public and political sphere.
Ensuring that initial education curricula define the goals to empower learners to thrive in the green economy
and nurture environmental action is a key step towards achieving environmental sustainability, but it is by
no means the only step required.

A key message that emerges from the evidence on environmental knowledge and attitudes and areas such
as STEM is that how learners learn may be more important than what they learn. This means that simply
embedding more ‘green’ content or introducing new ‘green’ courses is not enough to ensure learning
translates into action. In PISA 2018, the difference in the share of environmentally enthusiastic students
who attended schools where the curriculum addressed climate change compared to those who did not (2.3
percentage points) was smaller than might be expected. Since climate education was almost universal
among the schools in PISA, the variation in pro-environmental attitudes may be better explained by
differences in the way curricula are implemented within and between countries. The literature points to a
need to promote transformative teaching and learning experiences that equip learners with the
competencies they need to face a complex an uncertain future (OECD, 2022j40)).

On this note, some 83% of participating education ministries reported in the EPO 2023 Survey that
providing learners with practical experiences that help them apply and further develop key knowledge,
skills and attributes for the green economy is considered a policy priority to a great or moderate extent
(46% and 37%, respectively) for the period 2024-2028. The same share of education ministries reported
that encouraging learners to translate environmental awareness into action today was a priority at least to
a moderate extent, although a larger proportion (57%) indicated that this was a priority to a great extent.

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



|33

While some 80% of education ministries participating in the survey indicated that elevating the importance
of the education sector in governmental efforts to transition to greener and fairer societies is considered a
policy priority to at least a moderate extent, fewer than half (43%) gave it the highest priority level. Taken
together, these responses suggest that although policy makers recognise the important role that learners
will play in the transition towards greener and fairer societies, they still need to give more consideration to
the role of the education sector in driving the necessary transformations. Elevating the importance of the
sector is critical to enable policy makers to effectively move from policy design to policy impact (see
Figure 1.8).

Figure 1.8. Education systems tend to value learner-centred priorities and prioritise, with a focus
on school-aged learners in the transition towards greener and fairer societies

Percentage of participating education systems reporting key policy areas as priorities for the next 5 years, by extent
and education level
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Source: OECD (2023y4)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.

StatLink Sa=m https://stat.link/137bl4

In the same way, education systems need to go beyond a schools-based focus to provide greater support
to individuals in post-secondary non-tertiary, tertiary and adult education. Upskilling and re-skilling the adult
population to address skills bottlenecks in sectors related to the green economy is essential in achieving
environmental sustainability, but also fairer societies.

In the 2022 Declaration, education ministers from OECD member and partner countries called on
governments to go beyond embedding environmental sustainability in the curriculum, and to strengthen
student agency to act on environmental challenges adopting a lifelong learning perspective. This report
supports policy makers in providing learners with the experiences that will help them achieve this.

Education thus has a crucial role to play in empowering people of all ages and
backgrounds for the green transition in 2024

The 2022 Declaration recognises the “unique potential” of education to contribute to establishing the
foundations of the social and economic transformations that countries and economies seek to achieve. In
2024, and in the context of the global megatrends that are most preoccupying education policy makers,
this includes building greener and fairer societies, as well as thriving digital and sustainable economies.

EDUCATION POLICY OUTLOOK 2023 © OECD 2023


https://stat.link/137bl4

34 |

With its broad and comprehensive reach from the earliest age, the education sector is a key enabler for
transformative change in this direction.

Across countries, as mentioned above, education systems have undertaken remarkable efforts in
embedding green content in their curriculum frameworks. The aim of this report is therefore to support
education systems to move beyond curriculum into making learning content impactful in the lives of people,
their communities and at systemic level overall, for greener and fairer societies. For this reason, curriculum
reforms as such are not part of the scope of analysis, but rather, the report focuses on related efforts to
bring it to life.

Education systems need to seek to empower groups of all ages, including disadvantaged students, girls,
migrants, refugees and indigenous learners to become agents of change in their own communities and
beyond (see Chapter 2 — Translating learners’ environmental awareness into action). Furthermore, as part
of the many ways in which education can contribute to these transformations, education and training
systems have conducted assessments of how processes such as the decarbonisation of the economy will
affect different population groups and used these to target initiatives at those at risk of being left behind.
Other interventions combine active learning experiences with mentoring or careers activities to encourage
people from underrepresented groups to key sectors, often starting with the youngest learners (see
Chapter 3 — Providing all learners with experiences to help them shape the green economy). The benefits
of these measures go beyond the immediate impact on the green economy. For example, creating a more
diverse STEM workforce can help to eliminate cognitive biases in these fields and ensure that innovations
meet the needs of different groups equally.

However, as well as supporting learners to have agency in their own experiences of the transition to
greener and fairer societies and in those of their communities, the education sector itself must be
empowered to deliver on its strategic importance for transformative change. Education actors need the
political will and skill to collect powerful evidence, to support the right audiences to engage with that
evidence, and to collaborate with them and others to action the evidence for strategic change (see Chapter
4 — Positioning education as a strategic sector for the transition to greener societies).

This report uses the terms ‘education for sustainable development’ and ‘transition towards greener and
fairer societies’ to encompass efforts to equip learners of all ages and backgrounds with key knowledge,
skills, and attitudes for the green economy and for individual and collective environmental action.
Following the United Nations Environment Programme definition, the report understands the green
economy as ‘one that is low in carbon, resource efficient, and socially inclusive’ (United Nations
Environment Programme, n.d.;131). Environmental action involves people exercising their agency to act for
a better environment in the public or private sphere (OECD, 202251)). It often requires scientific knowledge
and pro-environmental attitudes (OECD, 20220)) (see Box 1.3).
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Box 1.3. Speaking a common language to build greener and fairer societies

National governments, international organisations, and education researchers have used a wide range of
terms to describe efforts to promote greener and fairer societies through education. International
organisations such as UNESCO and the OECD have used the term education for sustainable
development, and data from the EPO Survey 2023 indicate that this is one of the most used terms among
education systems (UNESCO, n.d.sz7). Some 74% of participating education systems indicated that they
used ‘education for sustainable development’ to refer to ‘education policies that support the development
of ‘green’ knowledge, skills, attitudes, and actions’. Education for sustainable development is generally
understood to encompass broader social themes such as human rights and equity as well as those directly
related to environmental sustainability (see Error! Reference source not found.).

In the agenda for the Meeting of the OECD Education Policy Committee (EDPC) at Ministerial Level,
education for sustainable development was defined as ‘learning and educational activities that aim to
empower individuals to become the central agents fostering sustainable development along dimensions
such as sustainable production and consumption, greener net-zero economy, social cohesion, inter- and
intra-generational equity and human rights’. Other terms commonly used by education systems imply a
more explicit focus on environmental issues. These include ‘environmental education’, reported by 69% of
education ministries in the EPO Survey 2023, which refers to ‘green’ education policies discussed in this
report, and ‘climate change education’, reported by 26% of participating education systems, and ‘education
for climate action’, reported by 14% of them.

Figure 1.9. How education systems refer to education policies that support green objectives

Education for sustainable development

Environmental education

Sustainability education

Environmental and sustainability education

Climate change education

Education for climate action

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
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Source: OECD (2023y4)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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Empowering learners to go green also means empowering them to be responsive and
resilient

Current and future disruptions related to the climate crisis, and the need to ensure environmental
sustainability in the long-term underline the importance of responsiveness and resilience in education.
Resilience relates to the capacity to plan and prepare for, absorb, withstand recover from and adapt to
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disruptions such as the extreme weather events experienced by populations across the world in 2023.
Responsiveness refers to the capacity of education systems to meet the needs of increasingly diverse
populations of learners and to equip them with the knowledge and skills to thrive in a changing world.

Education needs to strengthen responsiveness and resilience at the learner, broader learning environment
and system levels to support the urgently needed transition towards greener and fairer societies. Drawing
on elements of the Framework for Responsiveness and Resilience in Education Policy (OECD, 2021s3)),
this report shows how education and training can nurture learners' agency and capacity to impact their
own lives and their communities, as well as how the education sector can strengthen its own role as a
cross-sectoral player:

e Resilient learners: Resilient learners can thrive through the social and economic transformations
that this transition will bring, but also have the agency and capacity to shape these transformations.
Policy makers can promote learner resilience by fostering learner agency and co-agency,
encouraging learners’ engagement and voice, and strengthening targeted supports for the most
vulnerable.

e Resilient broader learning contexts: At broader learning environments level, the transition to
greener and fairer societies will require teachers and other education staff to take on new roles,
develop new skills, and to draw on resources beyond their institution. Education policy can
strengthen the resilience of education staff by supporting their professional learning and
collaboration. Policy makers can also nurture collaborations with parents and local community, and
with partners with expertise in the green economy and environmental action.

¢ Resilient system: Resilient education systems play an active role in shaping a strategic vision for
the green economy and sustainable development and help to achieve this vision by ensuring the
supply of skills needed. This involves education policy makers collaborating with other sectors to
define, implement and monitor climate change mitigation and adaption strategies and to ensure
education pathways meeting the changing needs of economies and societies.

About the Education Policy Outlook series and this report

The Education Policy Outlook comparative reports are the flagship publication of the OECD on education
policy. Grounded on extensive research and data analysis, they provide evidence-based insights into
international education policy. From 2023, the Education Policy Outlook will also support countries to follow
up on the goals established by the 2022 Declaration on Building Equitable Societies Through Education
(OECD, 20225)).

As part of this support, this report continues the Education Policy Outlook’s work on resilience and
responsiveness since 2020 and provides insights relevant to education actors in 2024 based on priority
areas of the Framework of Responsiveness and Resilience in Education Policy. The report presents
insights from international comparative analysis of relevant and promising policy efforts adopted by
participating countries in recent years, predominantly since 2020, to support the transition to a green and
fair society.

The report also builds on education system'’s responses to the Education Policy Outlook National Survey
for Comparative Policy Analysis 2023: Empowering All Learners to go Green, collected mainly between
April and August 2023. The 36 education systems participating in this survey are: Australia, Austria,
Belgium (Flemish Community, French Community, German-speaking Community), Bulgaria, Chile,
Colombia, Czechia, Denmark, Estonia, Finland, France, Germany, Greece, Hungary, Iceland, Ireland,
Italy, Japan, Korea, Latvia, Luxembourg, Mexico, The Netherlands, New Zealand, Kazakhstan, Peru,
Portugal, Romania, Spain, Sweden, Turkiye and the United Kingdom (England, Northern Ireland and
Scotland).

By exploring the strengths and challenges of associated policy processes, this report analyses how
education policy makers can support this transition against, and in response to, the emerging global
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context. The report is intended as a resource for all people working in education policy, whether they be
policy makers themselves or those working in education and training institutions, and their representative
bodies. Besides this chapter presenting the overview of emerging global megatrends relevant to education
systems in 2024 and for the next few years, three additional chapters complete this analysis:

e Chapter 2 —Translating learners’ environmental awareness into action

e Chapter 3 — Providing all learners with experiences to help them shape the green economy

e Chapter 4 — Positioning education as a strategic sector for the transition to greener societies
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z Translating learners’ environmental

awareness into action

Today’s education systems have tremendous potential to foster the cultural
change and resilience required to tackle the climate crisis at scale. The
OECD Declaration on Building Equitable Societies (2022) includes a
commitment to support countries to foster environmental sustainability
through education. Yet, policy efforts have typically focused on top-down,
curriculum-oriented approaches over bottom-up efforts that empower all
learners to take action. This chapter explores recent and promising or
impactful policy efforts to foster environmental agency and engagement
among all learners, and to empower educators and education institutions to
nurture a culture of collective environmental action. Drawn from this analysis,
the chapter presents emerging policy lessons to support policy makers to
translate learners’ environmental awareness into action in 2024 and beyond.
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In Brief

Translating learners’ environmental awareness into action

In 2024, education systems have a key role to play in bringing about climate mitigation and adaptation
at scale. Changing individuals’ daily choices could reduce greenhouse gas emissions by up to 70%
(IPCC, 2023;1;). Meanwhile, constructive environmental activism, such as litigation, petitioning, lobbying,
boycotting, striking and protesting, can pressure governments to enact wider structural transformation.
However, in 2018, only one-third of OECD students were environmentally active (i.e. engaged in three
or more of five environmental actions included in the Programme for International Student Assessment
(PISA) 2018 survey) (OECD, 20223)).

There is political will to foster environmental action via education but systems are prioritising efforts to
create the external conditions for action over learners’ internal capacity and drive. In the Education Policy
Outlook’s National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green
(EPO Survey 2023), 57% of participating education systems reported that encouraging learners to
translate environmental awareness into action is a priority “to a great extent”. However, they more
commonly prioritise efforts that support educators (54%) and institutions (49%) over those that aim to
develop all learners’ agency and engagement (26%) (see Figure 2.1).

Figure 2.1. Fewer education systems prioritise learner-centred efforts for the transition to
greener and fairer societies

Share of education systems that report prioritising policy areas “to a great extent” for the next five years

100%
0%
80%
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Encouraging learners to translate Empowering teachers to help Supporting education institutions Strengthening learner agency
environmental awareness into all learners to develop a green institutional and co-agency, voice and
environmental action today culture and build green engagement

partnerships

Note: Figure prepared with responses from 35 education systems.
Source: OECD (2023[3]), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go
Green.

StatLink Sa=m https:/stat.link/e740rd
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This chapter explores recent relevant policy efforts across participating education systems,
predominantly since 2020, to foster environmental action.

e For learners: Education systems are promoting environmental agency and engagement by
dedicating time within formal learning programmes for active pedagogies on environmental
matters or establishing physical spaces for authentic environmental learning outdoors. Some
education systems are establishing formal structures and processes for students to participate
and have a voice in environmental matters within the education system. This includes developing
targeted initiatives to respond to learners’ diverse needs, experiences and capacities to engage
in environmental action.

e For educators and institutions: Policy efforts targeting educators and broader learning
contexts seek to nurture a culture of collective action. This includes providing high-quality
professional learning that brings together experts from different disciplines and establishing
dedicated competence frameworks to empower teachers to reflect on their own related strengths
and professional development needs. In addition, policy makers are encouraging, facilitating or
incentivising participation in institutional networks for environmental education and developing
quality assurance or monitoring and evaluation measures that support the greening of
institutional operations or the promotion of collective environmental action.

Analysis of these and other related policy efforts points to some emerging lessons that can help
governments translate learners’ environmental awareness into action in 2024 (see Infographic 2.1). For
learners specifically, these call on policy makers to ensure that formal and pre-established structures
promote environmental action as an ex-ante condition for success, while ensuring a shared
understanding of the co-benefits of strengthening environmental agency and engagement. For
educators and institutions, the lessons encourage policy makers to expand the scope of ongoing efforts
to nurture a culture of collective environmental action at every education level and sector. It is also
important to foster environmental action at scale by identifying new collaborative resource streams that
can deliver value-for-money in a context of economic pressure and the foundations for broader societal
transformation for the longer-term.
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Infographic 2.1. Translating all learners’ environmental awareness into action in 2024
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Introduction

It is now irrefutable that human action has caused the current climate crisis. The challenge facing societies
today is therefore not straightforwardly economic or political but, above all, cultural. Policies stimulating a
change in lifestyles, consumption patterns and public support for environmental policy can help drive large-
scale transformational action from the ground up. These efforts cannot be limited to inspiring individual
action today. They must also build people’s resilience, ensuring they remain proactive and engaged even
as climate change disrupts their daily lives.

As highlighted in other chapters in this report, education has tremendous potential to drive cultural change
and foster individual resilience, at scale. Building the knowledge, skills, attitudes and values required to
empower learners to contribute positively to society is the guiding task of education. Education can also
nurture resilient learners by building their agency and co-agency to identify and capitalise on opportunities
given to them by the system and create their own (OECD, 202114). Meanwhile, the reach of today’s
education systems across ages and social groups makes them crucial in ensuring that all learners—
including the most vulnerable—are empowered to act in the face of environmental disruption.

There is political will to foster greater environmental action via education. The OECD Declaration on
Building Equitable Societies Through Education includes a commitment to support countries to foster
environmental sustainability through education (OECD, 20225). In related discussions, Ministers
emphasised the need to go beyond curricula reform to focus on strengthening students’ agency,
empowering them to act on sustainability challenges and engage in environmentally friendly day-to-day
actions (OECD, 2022)).

However, responses to the EPO Survey 2023 indicate that education systems are more focused on
creating the external conditions for action over fostering learners’ internal capacity and drive to act. Over
half (57%) of participating education systems reported translating learners’ environmental awareness into
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action to be a priority for policy attention in the next five years “to a great extent”. Similar shares reported
the same for empowering teachers (54%) and supporting institutions (49%). Nevertheless, a much smaller
share (26%) prioritise strengthening learner agency, co-agency, voice and engagement to this level (see
Figure 2.2).

When asked to identify the education levels for which these four policy areas (environmental action, agency
and voice, teachers, institutions) are a priority, all were reported as prioritised in primary to upper secondary
education by around 70% or more of participating education systems. However, while an important share
of education systems also identify the policy areas as priorities in early childhood education and care
(ECEC), the share decreases considerably as learners’ age increases beyond schooling.

Recognising the urgent need and political will for climate mitigation and adaptation at scale, this chapter
explores the ways in which education policymakers can help empower all learners to translate
environmental awareness (i.e. understanding of environmental change and its effect on economic and
social stability) into environmental action. Building on existing international work on curriculum analysis
(see OECD (20207;) and UNESCO (2021g))), the chapter looks beyond curricular design and content to
focus on policy efforts that support curricular implementation and directly facilitate individual behaviours,
constructive engagement and collective action in favour of a green and fair society.
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Figure 2.2. Education priorities for the transition to greener and fairer societies differ by policy area
and education level

Education systems’ reports of the extent of prioritisation by policy area and by education level
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Note: Figure prepared with responses from 35 education systems.
Source: OECD (2023;3)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.

StatLink Si=r hitps://stat.link/dsjhtu

The chapter considers two key areas of associated policy efforts:

Combining policy mechanisms and targeted programmes to foster agency and engagement among
all learners. This involves measures to create space and structures for all learners to practice their agency
and voice, as well as targeted programmes that respond to their diverse experiences.

Empowering educators and institutions to nurture a culture of collective environmental action. This
includes initiatives that support educators and institutions to implement action-oriented environmental
learning and to model sustainable behaviours.
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For each policy area, this chapter analyses relevant policy initiatives, principally across OECD education
systems. This analysis informs policy lessons that can guide policy makers’ short- and medium- term efforts
in 2024 and the following years to advance the agenda set out in the Declaration on Building Equitable
Societies Through Education.

Formal mechanisms plus targeted programmes can foster environmental agency
and engagement among all learners

Shifting individual behaviours and choices will profoundly advance the drive to a more sustainable future.
Efforts to change households’ daily choices could reduce greenhouse gas emissions by up to 70% (IPCC,
2023[1)). Meanwhile, lowering energy demand, material consumption, and emissions-intensive food
consumption have been shown to positively influence other aspects of sustainable development and
facilitate acceptance of large-scale greening measures (Thggersen and Noblet, 2012;g; OECD, 201910;;
IPCC, 2023;1)).

Alongside behavioural change, constructive engagement in environmental activism, such as litigation,
petitioning, lobbying, boycotting, striking and protesting, can pressure governments to enact wider
structural transformation. Previous studies find positive relationships at country level between the
development of a thriving environmental civil society and lower environmental degradation or reliance on
carbon emissions (Schofer and Hironaka, 200511;; Grant, Jorgenson and Longhofer, 201812;). Activism
has also been key in pressuring governments around the world to create environmental laws and
regulations, as well as the bodies charged with implementing them (Longhofer et al., 201613)).

As part of the urgent transition towards greener and fairer societies, public policy must therefore stimulate
behavioural change in the private sphere and support constructive engagement in the public sphere.
Children and young people cannot be forgotten in these efforts. From an ethical view, the disproportionately
negative impact of climate change on younger generations for both their present development and future
well-being mean their voices must be heard. From a pragmatic stance, research indicates it is easier to
shape attitudes and behaviour in childhood and that pro-environmental youth behaviours can positively
influence older generations (Lawson et al., 2018y14)). Therefore, inspiring action among children and young
people not only serves to renew ways of thinking, skills and values in favour of longer-term ecological
reconstruction, it is also an essential part of the adaptation and mitigation efforts required today.

Education is uniquely placed to equip younger generations to act for greener and fairer societies. However,
while promoting environmental action is a key goal of frameworks for education for sustainable
development, policy makers have neglected action-oriented efforts in favour of knowledge development.
A systematic review of related literature (1993-2014) identified that education systems tend to adopt top-
down approaches focused on scientific knowledge and curriculum as opposed to bottom-up efforts
emphasising learner participation and empowerment (Rousell and Cutter-Mackenzie-Knowles, 201915)).

Yet knowledge does not predict action. In the Programme for International Student Assessment (PISA)
2018, a considerable share of strong science-performers did not report engaging in any of the pro-
environmental behaviours included in the survey (e.g. reducing energy use in the home or choosing certain
products for ethical or environmental reasons). Only one-third of OECD students were environmentally
active (i.e. engaged in three or more of the five actions included in the survey) in 2018 (OECD, 2022;2).
As shown in Figure 2.3, even in countries where the level of climate risk to children is comparatively high,
the share of environmentally active students rarely reaches 50%.

Part of the challenge for education is that promoting greater environmental action requires developing
complex transversal competencies, attitudes and values within learners (See also Chapter 3). Indeed, as
reported in OECD (OECD, 20231¢)), individuals’ attitudes and dispositions are more powerful drivers of
engagement in environmentally sustainable behaviours than their knowledge and skills. In the literature,
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three internal factors are repeatedly found to influence environmental action: agency (i.e. belief in having
influence over one’s own actions and circumstances); self-efficacy (i.e. belief in a personal capacity to
achieve a goal); and constructive hope (i.e. the ability to simultaneously understand the gravity of the
challenge while seeing the possibility of progress).

Figure 2.3. A minority of 15-year-olds in the OECD are environmentally active, including in
countries where the climate risk to children is highest

Share of environmentally active students and countries’ level of children’s climate risk

™ Children's climate risk index" —o— Share of 15-year-olds who are envrionmentally active?

% Index value
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Notes: Only countries with available data are shown. 1. The Children’s Climate Risk Index ranks countries based on how vulnerable children
are to environmental stresses and extreme weather events. 2. Environmentally active 15-year-olds are those who reported participating in three
or more actions in favour of the environment as included in the PISA 2018 survey. For further information, see source material. 3. For the share
of 15-year-olds who are environmentally active, data refer to Scotland only.

Source: UNICEF, (2021(17)) The Climate Crisis is a Child Rights Crisis: Introducing the Children’s Climate Risk Index, New York, United Nations
Children’s Fund (UNICEF) https://www.unicef.org/media/105376/file/UNICEF-climate-crisis-child-rights-crisis.pdf (accessed on 14 August
2023); OECD (20223), Are Students Ready to Take on Environmental Challenges?, PISA, OECD Publishing, Paris,
https://doi.org/10.1787/8abe655c-en.

StatLink Si=r hitps://stat.link/wxh1vn

Although fostering these internal factors is complex, the co-benefits of doing so makes the effort
worthwhile. Fostering learners’ self-efficacy can positively impact cognitive learning outcomes: in most
countries and economies in PISA 2018, students with a greater general sense of efficacy showed stronger
reading performance, even after accounting for socioeconomic characteristics (OECD, 20191g)).
Meanwhile, strengthening learners’ sense of agency and engagement can improve the democratic health
of societies strengthening representative democracy and enhancing trust in institutions (OECD, 2022(1g)).
Finally, as levels of eco-anxiety and eco-despair rise among younger generations, education policy that
fosters agency, engagement and voice can promote learners’ resilience, helping them to plan and prepare
for, absorb, withstand, recover from and adapt to adverse events and disruptions (see Chapter 1) (OECD,
202114)).

EDUCATION POLICY OUTLOOK 2023 © OECD 2023


https://www.unicef.org/media/105376/file/UNICEF-climate-crisis-child-rights-crisis.pdf
https://doi.org/10.1787/8abe655c-en
https://stat.link/wxh1vn

| 51

The transformative potential of empowering learners to engage in environmental action can only be
realised if efforts respond effectively to the specific needs of learners with different characteristics. This
includes age: the younger learners are, the more effort required to overcome the constraints imposed by
widespread assumptions that youth are politically disinterested and civically disengaged (Earl, Maher and
Elliott, 201720;; Osler and Starkey, 200321]). Policy must also take socio-economic status into account. In
PISA 2018, internal factors shown to support action (i.e. agency and self-efficacy) are consistently less
prevalent among disadvantaged students than advantaged students (OECD, 2020;22;; OECD, 20191g)).
Gender also carries complexities: while boys are shown to be less environmentally engaged than girls,
young women may particularly suffer from societal assumptions which sees activist identity as typically
older and less feminine (Gordon, 200823); Taft, 201424)). Finally, a learner-centred approach would also
consider the unique strategic value learners from indigenous and other traditional communities offer as
sources of traditional knowledge to help mitigate and adapt to climate change (Correa, 201925)).

Selected recent policy efforts

This section explores ways in which education policy across OECD education systems and beyond is
supporting all learners to translate environmental knowledge into action. This includes efforts to introduce
formal mechanisms that help create the conditions for teaching and learning to strengthen agency and
engagement among all learners. Recognising the specific challenges for certain groups of students, it also
explores related targeted efforts that seek to support disadvantaged or vulnerable learners specifically.
Lessons learned show the need to better understand and communicate the co-benefits of promoting
environmental agency and engagement, as well as to integrate efforts into formal, pre-existing structures
to promote environmental action.

Establishing time, space and structures for learners to practice agency and engagement

Many OECD education systems have embedded agency and action in recent curricular reforms (OECD,
202071). To support educators and institutions to implement these curricular goals in their everyday work
with learners, some systems have introduced further policy efforts. These include formal mechanisms that
create time or space within the formal learning programme for learners to practice their agency and co-
agency. It also includes initiatives that establish structures for learners to have a formal voice in
environmental matters.

Dedicated time and space for active or authentic learning

Education can empower learners to engage in pro-environmental behaviours and collective action by
giving them active learning experiences in authentic contexts. Research indicates that across all education
levels active learning pedagogies (i.e. supporting learners to take responsibility for their own learning
process, make decisions and self-regulate) have a large effect on environmental education outcomes
compared to traditional learning approaches (Arik and Yilmaz, 202026)). Meanwhile authentic experiences
which engage learners in real-world tasks, expose them to multiple perspectives and provide time for
reflection share many characteristics with effective environmental education (Bowers and Creamer,
2020p271) (see also Chapter 3).

Decisions regarding pedagogies and teaching activities are generally under teachers’ and schools’
responsibilities. However, some formal mechanisms are available to policy makers to promote certain
approaches. While curricular reforms can offer a high-level promotion, emphasis on active and authentic
learning may not always materialise in school-level implementation efforts. Some education systems are
therefore dedicating specific time within the school year to promote active pedagogies in relation to
environmental education; this ranges from regular timetabled learning in Greece to shorter duration and
non-mandatory (but heavily incentivised) initiatives in Hungary and Romania.
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In 2022, Greece introduced the National Curriculum for Environment and Education for Sustainable
Development for Pre-primary, Primary and Lower Secondary Education. The key aim is to educate
environmentally aware students, capable of making decisions and participating in actions on environmental
issues and problems. The new curriculum highlights teaching strategies such as problem solving, case
studies, research, simulations, experiments, field studies and project-based learning (Government of
Greece, 2022125)). A year prior to the curricular reform, Greece introduced 21st Century Skills Labs modules
in all kindergartens, primary and lower secondary schools. These provide dedicated time within the
curriculum through which students can engage with the types of pedagogies and content set out in the
new curriculum and valued across curricular areas. One of four key themes is ‘| take care of the
environment” in which programmes include ecology, climate change and global and local natural and
cultural heritage. As part of the mandatory curriculum, students spend time each week working on student-
centred activities relating to the chosen theme. Analysis of implementation of the Labs indicates that
students feel positively towards the content and methodology and feel they improve their active
participation in learning. For teachers, the Labs help students to become more active in their group and to
devote personal time to the investigation, preparation and enactment of the actions they decide upon.
Nevertheless, teachers also raised implementation challenges, principally having adequate time and
material resources to prepare and conduct the Labs (Greek Institute of Education Policy, 202229)).

In Hungary, the annual Sustainability Thematic Week (2016) aims to help schools and teachers to
enhance their work on sustainability by improving active learning through inquiry activities, project work,
co-operation with other organisations and experts and community action. Although not mandatory, the
initiative has wide reach: around half of the schools in Hungary participated in 2022. Since 2020, organisers
have collected qualitative data from teachers and students on the implementation and impact of this week.
In 2022, participating students reported stronger pro-environmental behaviour than non-participants and
believed to a greater extent in their ability to protect the environment. Identified success factors include
building partnerships with external actors either by bringing them into schools or having students visit them
(Kristof et al., 2022;30)).

Romania has introduced a similar initiative: the Green Week programme (2022). An accompanying digital
platform provides comprehensive guidance and teaching resources to schools to support implementation
(Romanian Ministry of Education, 202331)). The Green Week builds on the Different School: To know more,
to be better initiative (2011) in which all pre-schools to upper secondary schools in Romania are required
to undertake five consecutive days of extracurricular learning activities that aim to develop students’ socio-
emotional skills or 21st century competences, including sustainability competence. The activities must be
innovative, transdisciplinary, experiential and/or designed in a participatory manner with students and the
wider school community (Vasile, Andries, 2022(32)). The Green Week and the Different School activities
can only be combined in special circumstances meaning many schools will now have two weeks a year of
action-oriented educational activities that bring together the school and wider community.

Alongside creating time to engage in active learning opportunities, education systems are establishing
dedicated spaces for authentic environmental learning. The Czech Republic, England (United
Kingdom), Luxembourg and the French Community of Belgium are promoting outdoor education. In
the Czech Republic, recent research among lower secondary students indicates that the exploration of
complex ecological topics through outdoor education is particularly impactful in developing students’ pro-
environmental behaviours. This includes both off-site experiences (e.g. one-day trips or residential
environmental education programmes) and on-site experiences (e.g. active attendance in school Eco-
clubs) (Kroufek and Cingera, 2021133). In response, the government is expanding financial support for
outdoor education. The Czech Republic announced an increased Subsidy for environmental education
centres (2022) aimed at investing in facilities for climate change teaching programmes for school students
and teachers. This will help strengthen and expand the Czech Republic’s network of Eco-centres. Although
such subsidies have existed before, in 2022, the overall fund is larger and centres can apply for bigger
amounts than previously (Ministry of Environment of Czechia, 202334)).
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In England (United Kingdom), the National Education Nature Park project (2022), led by the Natural
History Museum and partner organisations, with funding from the Department for Education, will work with
the education sector to establish a network of outdoor spaces in education settings across England,
managed by learners. Through digital mapping tools and teaching resources, children and young people,
supported by their teachers and schools, will map, manage and enhance land across the education estate,
with the aim of creating a single virtual nature park across the country. In this way, the project aims to both
increase engagement with nature for learners across all education levels and improve the biodiversity of
the education estate (Department for Education of England, 202235). The project launched with 40
pathfinder schools in 2022 and has now started to roll out to all settings. The project is a key action within
England’s Sustainability and climate change: a strategy for the education and children’s services systems
(2022). Although implementation is nascent, analysis of the framing of the strategy has identified some
initial strengths, such as cross-government collaboration and action-orientation, and potential challenges,
including ensuring enough support for teachers and schools (Dunlop and Rushton, 2022;3g)).

Similarly, Luxembourg’s Learning Gardens (2020) initiative aims to establish an active network of
education settings with outdoor learning spaces. As of 2023, the project includes 40 “learning gardens”
across Luxembourg in schools, early childhood education and care (ECEC) settings, children’s homes and
non-formal education settings. Members of the network benefit from professional support, which includes
both continuous training and didactic and educational material. Those wishing to take part also receive
support and guidance. The programme is the result of a recommendation that emerged during a national
constructive dialogue with young people in 2019 on the issue of climate change (Ministry of National
Education, Children and Youth of Luxembourg, 202337)).

In the French Community of Belgium, through the Action Programme 2021-2024 (2021), which is part
of the ongoing co-operation agreement between Wallonia-Brussels Federation, the Brussels Region and
the Walloon Region relating to Education for the Environment, Nature and Sustainable Development,
government actors have committed to strengthening outdoor education to reconnect students with nature
and the environment. This will include efforts to legitimise the concept of outdoor education by
disseminating related information and guidance in circulars for school leaders, supporting initial teacher
training and professional development in outdoor pedagogies, enhancing the support offered to schools
by environmental education associations and proposing new responsibilities for the Inspectorate to
evaluate outdoor learning offered by schools (Wallonia-Brussels Federation, the Brussels Region and
Wallonia, 20213s)).

Formal structures and processes for learners to actively engage in environmental matters

By creating structures that encourage young people to actively engage in a constructive manner with
environmental matters, education can support them to fulfil their role as agents of change in climate change
adaptation. At the same time, student voice and engagement activities strengthen broader learner and
system resilience (OECD, 202114). While some systems have been strengthening student voice and
engagement mechanisms in general, others have put this at the heart of environmental education efforts.

Some countries, such as Chile and Italy have introduced efforts which seek alignment between civic and
environmental education. In Italy, education for sustainable development and environmental education
form one of three pillars of the new Civic Education curriculum (2019), a cross-curricular teaching area
from ECEC to upper secondary education. Planned implementation actions include the appointment of a
civic education coordinator for each class and each school. By embedding environmental learning in civic
education, the reform puts students’ active participation at its core. In 2020, survey responses from school
leaders and students indicate that the vast majority—97% and 93% respectively—consider the new subject
a priority and recognise its value (UNESCO, 202139)). However, initial implementation analysis indicates
that the teaching method most commonly used in civic education remains frontal lessons and this approach
is increasingly common with age (Reported in EPO Survey 2023).
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In Chile, environmental education has been embedded in the curriculum through two new compulsory
subject areas at upper secondary level, Citizenship Education and Sciences for Citizenship (2019). The
former aims to equip learners with the knowledge, skills and attitudes for active participation in a society
oriented towards the common good and sustainable development; the latter encourages students to use
scientific knowledge, skills and attitudes to make informed decisions and propose solutions to problems
affecting them and the world they live in (Chilean Ministry of Environment, 2020u0;). At the same time and
supporting implementation, all education institutions from ECEC to upper secondary must prepare a
Citizen Training Plan (2016) which details measures to foster citizenship values and knowledge among
learners, including aspects related to sustainable development, awareness of the climate crisis and
establishing and developing initiatives in the community (Ministry of Education of Chile, 2022141]). The
Ministry provides guidelines, exemplar material and, on request, support for the development of the plan).

Beyond curricular implementation, some countries, such as France, the Netherlands, Peru and Portugal
are working to embed formal participation mechanisms on environmental matters within the education
system. Since 2019/20, France’s Eco-delegates (2019) initiative has sought to ensure that each class in
lower and upper secondary education elects a class eco-delegate. From 2020/21 this was expanded to
include the last two years of primary school meaning that in any academic year, there are around 250 000
eco-delegates across France. Eco-delegates are expected to raise environmental awareness among all
students, develop concrete projects which contribute to their learning and that of their peers, and support
the wider ecological transition of the school. Research conducted in 2021 found that participating students
of all ages strengthen key skills such as communication and collaboration. It also found that eco-delegates
and their supervisors seek greater alignment and continuity in actions across education levels to build
more ambitious projects with higher impact. Furthermore, both groups seek more training but in a flexible
model that does not add to workload (Bois et al., 2021}42;). From this, the government identified three key
priorities for future efforts: integrating the eco-delegate model into school evaluation, teacher training and
student assessment processes; strengthening the network of eco-delegates and supporting them to self-
assess their impact; and, enhancing partnerships with other organisations (Poirson, 20213)).

Initiatives to formalise student participation are also evident in higher education. For example, university
Green Offices (2010) originated in the Netherlands and, as of 2022, exist in almost every major Dutch
university as well as over 40 other countries (UNECE, 202244)). Part of the institutional architecture, these
are generally student-led sustainability platforms for students and staff and are characterised by the high-
level of responsibility they afford to students (Green Office Movement, n.d.us;). The Offices run activities
such as organising sustainability events, providing advice and support to students and staff wanting to
undertake sustainable projects, undertaking initiatives to “green” university operations and designing new
sustainability-focused courses. Key to their success is the fact that they empower students to lead on
sustainability and are formally supported by management, typically through dedicated financial and human
resources, office space and a clear mandate (Filho et al., 2019u6)). In the Netherlands, these Offices are
also members of the Students for Tomorrow network organisation which consists of 43 student-led member
organisations who want to make higher education more sustainable. The network carries out several high-
profile ongoing projects in the Netherlands such as SustainaBul (2012), a sustainability ranking for higher
education institutions (HEIs) and the Sustainable Studies website (2022) which provides an overview of all
tertiary courses related to sustainability in the Netherland.

Peru is appointing a cohort of School Environmental Champions (3-18 year-olds) and Youth Environmental
Champions (2018). These are children and young people enrolled in school or studying in a professional
or technical post-school pathway, who show an interest in environmental action and can commit to
strengthening the active participation of their school or the wider community in sustainable development.
The Champions work with the municipality to help identify local solutions to environmental challenges and
support environmental education initiatives across the community. Their specific role must be clearly
outlined in each municipality’s annual work plan and schools or the municipality must commit to providing
training and ongoing support for the Champions (Ministry of Environment of Peru, 2021471). Wider analysis
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of implementation of the National Environmental Education Plan (2017) at municipal level indicates that
while there has been a good level of uptake (68% of municipalities) implementation efforts can lack
coherence (Alarcon Castro, 2022g)).

Finally, as part of Portugal’s Schools Participatory Budget (2017), which sees secondary school students
formulate and vote on proposals for using an earmarked share of school improvement funding (OECD,
202141), many schools propose and vote for pro-environmental initiatives such as greening outdoor spaces
and introducing energy saving measures or environmentally friendly transportation. In addition, some
municipalities have specifically encouraged environmental action through the Budget. For example, in
2023, all proposals in the municipality of Guimaraes must address the theme of outdoor spaces and
combine initiatives that cover culture, education and sustainability (Municipio Guimaraes, 2023pug)). In this
way, the Budget is helping to support implementation of the municipality’s Environmental Education and
Awareness Programme.

Developing targeted initiatives that respond to learners’ diverse needs and experiences

Data from PISA 2018 and international policy evidence highlight that disadvantaged students are less likely
to participate in pro-environmental actions, and have a lower sense of self-efficacy and agency in global
matters than their advantaged peers (OECD, 2020p22;; OECD, 2022p2;). At the same time, the diverse
cultural experiences of students mean they come to environmental matters with different knowledge, skills
and attitudes. Policies to promote learners’ environmental action therefore need to compensate for
asymmetries and respond to the cultural differences between learners.

Some countries such as Italy, Germany, Costa Rica and Chile are developing or supporting programmes
that provide opportunities for specific groups of students to develop environmental agency through
engaging in active or authentic learning. Italy has recently committed to a nationwide expansion of the
UPSHIFT programme (2022), an initiative of the United Nations Children's Fund through which young
people, particularly those from disadvantaged, migrant or refugee backgrounds develop 21st century skills.
In 2021, the Ministry of Education and Merit announced aims to promote the programme in lower
secondary schools through its integration into the Civic Education curriculum area and in upper secondary
schools through the Pathways for Soft Skills and Orientation curriculum area. Participating schools are
selected according to various indicators of disadvantage (i.e. school dropout rate, share of students with a
migrant background and student performance) (Ministry of Education and Merit, 2023s0)).

Initially implemented in 2018, the programme supports vulnerable and at-risk young people to become
agents of change in their communities, by analysing local problems and identifying solutions in the form of
products or services with a social impact. UPSHIFT is based on active teaching and learning methods as
well as design-thinking approaches. Although not explicitly focused on environmental projects, many of
the student-led initiatives have addressed environmental or climate challenges. For example, proposals
have included the development of a robot to clean up micro- and macro-plastics from port areas and a
digital application that encourages the use of renewable energy. Evaluations indicate that school students
participating in UPSHIFT in Italy perceive an increase in several competencies such as collaboration,
critical thinking and problem solving, as well as an improved sense of agency, self-confidence and
emotional regulation (Lui and Crisp, 201951)).

In Hamburg (Germany), from 2019, the state government has financed environmental education
programmes tailored to the needs of specific groups including refugee learners and those with migrant or
low socio-economic background. The programmes target school-age learners, principally as part of
extracurricular activities. The earmarked funds have grown out of experiences supporting the integration
of refugees, in which, through the Hamburg Integration Fund, associations working in environmental
education were encouraged to develop programmes specifically for refugees. Following the success of
these experiences, in 2019, Hamburg increased funding and widened the target groups (Hamburg
Department for Environment and Energy, 201952)).
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Costa Rica’s Liberty Park (2007) is a 32-hectare space for human development and social inclusion in an
area inhabited by socio-economically disadvantaged and at-risk populations. It seeks to improve the quality
of life in surrounding communities through economic, social and environmental development. The activities
and services it offers target children and young people, women and the elderly. The Park’s Center for
Environmental Management and Education offers various education programmes to promote responsible
and sustainable environmental management within the Park and in the surrounding communities. In 2021,
2 450 people participated in environmental programmes, mostly in direct capacity-building initiatives
(Parque la Libertad, 2021s3). In 2023, the Park opened a Center for Innovation and Creative Economy to
promote innovation and creativity in children and youth and entrepreneurship across all ages. An earlier
evaluation of the first 5 years of activities found that the Park works mostly with young people (71%) and
of these, the majority are women (61%); many have not completed secondary education with an important
share not completing primary education. The Park was perceived to have a strong positive influence on
environmental protection practices such as planting plants and trees, separating waste and recycling and
saving water and on the development of competencies such as teamwork, leadership, creative thinking,
and self-efficacy (Ministry of National Planning and Economy of Costa Rica, 2016s4)).

A group of young female volunteers in Chile established the Climate Academy (2021), aiming to strengthen
girls’ capacity to implement environmental solutions. The Academy is a free, virtual four-month training
and mentoring programme for 12-25 year-olds across Latin America and the Caribbean. Under the
direction of the Tremendas foundation and in partnership with numerous universities, civil society
organisations and private companies, the Academy promotes environmental learning through dynamic
pedagogies such as group reflection and conflict resolution, and project- and enquiry-based learning.
Students are encouraged and supported to design collaborative adaptation and mitigation projects in their
homes and communities. The Academy records students’ initiatives on a digital platform and identifies the
carbon reduction impact of each one. In the first edition, 49 social impact projects and 500 individual actions
were implemented in 16 Latin American countries by 600 participants, resulting in a reduction of over
8 tons of carbon emissions (Cognuck Gonzalez and Sanchez, 2022;ss)).

Other countries, including Mexico and New Zealand are working to better integrate young people from
indigenous communities, and their knowledge and values, in environmental education efforts. The founding
principles of New Zealand’s Enviroschools initiative (see below) draw heavily on Maori traditions and
cultures, a feature that is seen as a leading strength. In addition, the Patatara programme (2020) a teaching
and learning resource for students in lower secondary school is centred on three Maori concepts:
Tdrangawaewae - Understanding where | stand; Kaitiakitanga - Caring for people and place; and,
Whakapuawai - Flourishing ever forward (New Zealand Ministry of Education, 2020se)). The resource has
been praised for its emphasis on the link between inquiry and action and the focus on place-based
solutions, which is in the Maori tradition. However, its impact may be limited until there is a clearer inclusion
of climate-change education within the New Zealand curriculum (Eames et al., 202057;). New Zealand is
currently updating the national curriculum, including efforts to strengthen learning related to climate
change. This aims to equip learners to be part of and contribute to an equitable transition to a low-
emissions society.

Mexico’s redesign and expansion of the Intercultural Universities programme (2023) includes the
establishment of 2 indigenous universities and 1 dependency bringing the total to 17 a total of 13. Although
not exclusively for indigenous learners, these institutions are in predominantly indigenous regions and seek
to train people committed to local and regional development. Likewise, while the main aim of Intercultural
Universities is to increase higher education enrolment and completion among disadvantaged and
marginalised communities, there is a clear orientation towards teaching and research that promotes the
value and protection of the natural environment and its responsible use (Perales Franco and McCowan,
2020;sg)). In 2023, Mexico also developed and implemented two new career paths for these institutions:
Agroecology and community management, and traditional food, cultural gastronomy and nutrition.
Analyses of the programme prior to 2023 indicate that the universities have been successful in raising

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



| 57

participation in higher education among indigenous communities and in facilitating intercultural exchange.
However, there is scope to do more to establish the universities as engines of local and regional
development (Schmelkes, 2013s9)).

Policy lessons for fostering environmental agency and engagement among all learners

Recent data and analysis from these and other policy experiences to strengthen all learners’ environmental
agency and engagement offer emerging lessons to help guide education systems’ efforts in 2024.

Better understand and communicate the co-benefits of promoting environmental agency and engagement
to help build support for these efforts, particularly when targeting students with specific needs and
experiences

Today’s education systems and the people within them face competing and ever-changing pressures.
Therefore, to have impact, any effort to promote learners’ environmental action will need to build strong
political and sectoral support by convincing a wide range of stakeholders of their specific added value.
Emphasising the co-benefits of these policy efforts for wider educational, social and environmental
outcomes could be useful in this regard.

e In PISA 2018, on average across OECD countries, a one unit increase in the index of self-efficacy
was associated with a 7-point increase in reading scores, reaching up to 15 points in some
countries (OECD, 2019[18]). The same increase in self-efficacy is associated with a 0.38 increase
in the number of environmental actions students take, reaching over 0.5 in some countries (on a
scale of 0-5) (OECD, 2020[22]).

e To build greater political and sectoral support for implementation, in 2024, policymakers can
generate better evidence regarding the various benefits of action-oriented policy efforts for students
and their communities, as well as disseminating findings in ways tailored to different audiences.

e The policies analysed for this section reveal important co-benefits beyond positive environmental
impact and capacity to increase learner agency. In France, eco-delegates of all ages strengthen
their 21st century competencies such as communication and collaboration. In Portugal, the
introduction of the Schools Participatory Budget has increased students’ engagement in school life
and their sense of belonging (OECD, 2023[60]). Co-benefits may be particularly strong for
vulnerable or disadvantaged students. In Hamburg (Germany) the action-oriented environmental
programmes have been seen to be particularly valuable in supporting the social integration of
refugees. Meanwhile, in Italy, the UPSHIFT programme has had a valuable impact on participants’
socio-emotional skills including self-regulation and self-confidence.

Empowered educators and broader learning contexts can nurture a culture of
collective environmental action

Limiting global warming to 1.5°C and avoiding irreversible climate tipping points requires reducing net
emissions of greenhouse gases by 43% by 2030 compared to 2019 levels, reaching NetZero by 2050 (IEA,
202261)). The scale of the challenge necessitates a whole-of-society effort. This must include educators
and educational institutions, not only to drive behavioural and lifestyle changes among learners but also to
stimulate collective action and model the transition to greener operations at scale.

As shown in Chapter 4, several cross-sectoral strategies point to the role of education in the transition
towards greener and fairer societies, including “greening” how education itself is delivered. In the United
States, schools are among the largest public sector energy consumers. They have the country’s biggest
mass transit fleet, cover two million acres of land, and serve over seven billion meals annually (K12 Climate
Action Commission, 202162). In the United Kingdom, the tertiary education sector alone has been
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estimated to have a total carbon footprint of 18.1 MtCO2e, equivalent to around 5.5% of the country’s CO2
emissions in 2022 (Royal Anniversary Trust, 2023s3]; Department for Energy Security and Net Zero of the
United Kingdom, 2023s4)).

As carbon foot-printing improves, so too do methods to assess the nuances of climate-related risks. It is
increasingly clear that climate change is at once global in scale and inherently local in nature. Recent
OECD analysis highlights the extent to which exposure to interconnected climate-related hazards varies
depending on the location of people and assets. For example, among OECD members, the share of local
population exposed to river flooding can differ by up to 70 percentage points between subnational regions
within a single country (Maes et al., 2022;s5)). Mitigation and adaptation efforts designed and realised at
community level are therefore essential.

The scale of education’s potential contribution to the drive to NetZero, and the local nature of climate-
related disruptions highlight the need to foster a culture of environmental action not only within individual
learners—as explored in the first half of this chapter—but also within each education institution and the
community partnerships that make up the broader learning context. These endeavours are mutually
reinforcing. A contextual culture oriented towards collective environmental action is likely to accelerate
individual behaviour change: research has identified a tendency among people to act only when peers are
seen to be acting in the same direction (Dubois et al., 2019s6]). In addition, engaging in collective action,
as part of intergenerational and transdisciplinary groups, can empower learners to effect enduring change
in a variety of ways and on different scales (White et al., 202367)).

Moreover, there are several wider co-benefits to stimulating collective action. Involvement in community
programmes strengthens learners’ educational and political engagement, fosters interpersonal skills,
social and civic networks and enhances the relationships between learners, schools and their communities
(OECD, 2023i0]). Channelling collective action through educators and education institutions ensures these
experiences are conscious learning opportunities, capable of enhancing an individual’s capacity for critical
thinking, empathy, collaboration and communication (White etal.,, 2023s7;). These co-benefits are
important as when environmental action helps address wider societal challenges, there is potential for an
accelerated and transformational impact on climate change mitigation and adaptation (OECD, 201910)).

Collective environmental action in education institutions and communities is also crucial in building system
resilience. The OECD’s Framework for Resilience and Responsiveness in Education Policy defines
resilient broader learning environments as those in which education settings convene a wide range of
actors to advance their work. In this way, outward facing educators and institutions that build partnerships
and seek learning opportunities beyond classrooms make systems capable of ensuring greater continuity
during moments of disruption and innovation (OECD, 2021(4). Collective environmental action at
institutional and community level can also help dismantle the prevailing deficit model where youth view
adults as extractive forces and adults view youth as victims lacking agency. Instead, by building a sense
of collective efficacy together, young and old learners can envisage a more positive, and hopeful way
forward (White et al., 2023677). In an age of growing distrust and mental health concerns among young
people, this is particularly valuable.

Transforming today’s educators and broader learning contexts to embody a culture of environmental
collective action that extends into the local community and beyond will require considerable policy efforts.
In 2024, in a context of growing external and internal pressures on public funds, policy makers will need to
make a convincing case for investing resources in efforts to reduce emissions and embed more sustainable
operations across the vast public education estate. More is also required to convince HEIs and other
private education actors of their role. As Figure 2.4Figure 2.4. illustrates, although a large total number of
institutions in OECD Member and Accession countries have signed up to the United Nation’s Race to Zero
alliance, institutions from certain countries dominate and the pace of registration is falling annually.

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



| 59

Figure 2.4. Among higher education institutions (HEls), momentum to reduce emissions is falling

The number of HEIs signing up to the UN’s Race to Zero initiative, by country and year
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Moreover, educators will need further support to enhance their capacity to promote environmental learning
through collective initiatives, to strengthen collaboration with environmental education actors beyond
schools and to find the confidence and resources to take their teaching outside of the classroom. Here
again, data suggests this will require a transformation in current practices. In a recent cross-country survey,
in most of the participating OECD countries, around 50% of teachers reported valuing collaboration and
being encouraged to collaborate. However, the share of those reporting actual engagement in active
collaboration rarely reached 20% (Economist Impact, 2022s9]). In a context of growing disruption and
change, the concept of connective professionalism, whereby the work of education professionals is more
relational, interdependent, process-centred and networked is gaining traction but is not yet being put into
action (McGrath, 202370)).

Selected recent policy efforts

While the analysis in the first half of this chapter explored ways in which policy can support learners to
translate environmental knowledge into action by developing the internal factors required to act, the
following policy analysis explores the approaches education systems are taking to establish external
conditions conducive to environmental action. This includes efforts to empower teachers and other
educators to promote environmental action through professional learning and collaboration, and measures
to establish action-oriented cultures in education institutions and broader learning contexts. Lessons
learned from the policies analysed refer to the policy makers’ need to broaden the scope of actors engaged
to nurture collective environmental action, as well as to mobilise new cross-sectoral resource streams to
reach a critical mass of learners.
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Developing professional supports that help educators implement active environmental
learning

Educators—both formal educators working in institutions and non-formal educators in community
organisations—are key to ensuring all learners can access effective environmental education that
encourages them to take action. Education systems are seeking to support educators by providing high-
quality professional learning that brings together experts from different disciplines, and developing
dedicated competence frameworks to empower teachers to reflect on their strengths and needs.

High-quality, interdisciplinary professional learning for educators

According to previous OECD evidence, four characteristics of effective professional learning for teachers
are: 1) a content focus that helps teachers strengthen their classroom practice; 2) active learning and
collaborative methods; 3) a school-embedded approach that grounds learning in the teacher’s everyday
working context; and, 4) a sustained duration that allows time for implementation and reflection (OECD,
2020i71). Policy analysis undertaken for this report reveals that alongside these aspects, high-quality
professional development for environmental learning also draws on the expertise of actors from different
disciplines and beyond education.

Professional development programmes which are of sustained duration, allow for active learning and
reflection cycles and leverage specialist content from other professionals exist in some education systems,
either with financial support from the government, as in Finland and the United States, or run by a
government body as in the Flemish Community of Belgium. In Finland, the Transformer 2030
programme (2018-23) is a one-semester training programme for teachers, coordinated by Fingo, an
umbrella body for civil society organisations. The programme includes a preliminary assignment, three in-
person training days and the implementation of a school-based project. The training days combine theory
with different sustainability practices and are delivered in collaboration with researchers and informal
education organisations (OKKA Foundation, 2022(72)).

At higher education level, in the Flemish Community of Belgium, the Sustainable Education Hub—the
centre of expertise on sustainability education for the Flemish government - runs a support programme for
HEIls in which it accompanies teaching staff, management and students to embed sustainability and
sustainability competences in curricula. Support can range from ad hoc advice to ongoing accompaniment
during the development and implementation of a change process (Sustainable Education Hub, n.d.i73)).
Completed programmes include a design process with Artevelde University College in which the
Sustainable Education Hub facilitated a problem-framing workshop followed by a 4-day design sprint to
co-develop measures to incorporate sustainability education in teaching and learning and develop a
detailed implementation plan. Other projects have focused on supporting teacher education departments,
wider faculty and students to explore and better understand sustainability challenges and competencies in
order to embed them in their work.

In Maryland and Delaware (United States), annual Climate Change Academies (2012), support a cohort
of teachers to develop inquiry-driven teaching content to use with students. The model has developed over
time from a 5-day intensive residential course combined with in-person follow up to more frequent sessions
(in-person and online), shorter in duration and more focused on modelling pedagogies and teaching
activities. Moreover, in response to teachers’ demands to integrate student-action elements, the
Academies have increasingly emphasised mitigation approaches, and local and regional adaptation
challenges (Drewes, Rogers and Petrone, 2020(741). The Academies are a legacy initiative of the Maryland
and Delaware Climate Change Education, Assessment and Research program (MADE-CLEAR, 2012-18),
which aimed to provide high-quality professional development in climate change education. Funded by a
one-off award from the National Science Foundation, the programme developed in-person and online
training, scientifically accurate resources, and online content. The activities were designed and
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implemented by a community of climate scientists, teacher educators and teachers, and led by two HEIs
(Drewes, Rogers and Petrone, 2020(74)).

Alongside these intensive training programmes, education systems including Chile, Austria and Colorado
(United States), are working to promote professional learning for environmental education through
collaborative networks and learning communities. These may be targeted towards formal educators
specifically, or bring together formal, non-formal and informal actors in the environmental education space.

In Chile, the Network of Environmental Educators of the Environmental Interschool programme (2022)
aims to provide educators from various education contexts with a space to discuss, collaborate and co-
create. The Network meets regularly online to work on key topics in small groups organised geographically.
In the first year, topics included outdoor education, addressing COP27 and the Sustainable Development
Goals through environmental education, and networking. In 2022, 379 educators joined the network; by
2023, it had 590 members. The Network hopes to continue expanding and strengthening the collaborative
work by territory including by establishing joint face-to-face projects (Interescolar Ambiental, 202275)). The
professional network is part of the wider Environmental Interschool initiative (2019), which offers a digital
platform and mobile application with a range of free resources and activities. The initiative has received
recognition for its innovative approaches including a national award for innovation in education (2020).

The Network for Greening Schools (OKOLOG, 2001) is Austria’s largest network for schools and the
environment and is a leading example of common efforts across countries to stimulate a green institutional
culture (see below). In Austria’s case, the network approach has been found to play a particularly important
role in empowering teachers and school leadership teams to develop environmental education practices
and in offering them a useful source of information and experience for peer learning. By 2018, analysis of
the initiative found that participation in OKOLOG facilitated an increased consideration of sustainability
issues, a change in pedagogies to more research- or project-based, collaborative and exploratory teaching
and, within students, greater creativity, self-reflection and problem solving competences (Swatek and
Rauch, 2020761). The national network is coordinated by the Federal Ministry of Education, Science and
Research and the Institute for Teaching and School Development at the Alpen-Adria-Universitat
Klagenfurt. Within each region, a team of representatives from the school board, teacher training college,
teacher cohort and other relevant actors offers needs-oriented support across a regional network including
information and resources or training opportunities to participating schools. In 2023, around 15% of all
schools in the country are members as well as 13 teacher training colleges (OKOLOG, n.d.i77).

In Colorado (United States), four Regional Environmental Education Leadership Councils (2012) work to
build and support an active network of diverse actors to help implement the Environmental Literacy Plan
(2012, updated 2022). As of 2022, Councils are expected to establish annual goals and tangible methods
for evaluating those goals (Colorado Department of Education, 20217)). The Councils are made up of
representatives from formal and non-formal education, agriculture, energy, forestry, tourism, and
recreation and culture. In 2017, the regional councils created a five-year implementation plan to scale
efforts to reach more districts and involve additional partners in outreach and support to teachers. Since
then, to better meet these localised needs, Council members have been working to identify and develop
local environmental learning champions among educators. By 2019, champions existed in 30 of Colorado’s
178 school districts. Amongst other activities, the Councils run professional development for teachers,
networking opportunities between non-formal providers and teachers and knowledge sharing initiatives
(North American Association for Environmental Education, 201979)).

Dedicated practical frameworks to guide teachers’ professional learning and teaching

Finally, a small number of recent efforts indicate that some education systems, including Austria, Hungary
and the Flemish Community of Belgium are working to develop practical tools that help teachers embed
environmental education in their professional development. Austria launched the Competency Compass
for Environmental Education for Sustainable Development (2019) to enhance support for educators to
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improve their related skills and competencies and make them more visible. In this way, the Compass
supports the implementation of the new primary and lower secondary curricula (2023) and the Basic decree
for environmental education for sustainable development (2014), which include environmental education.
The Compass, a digital tool, allows teachers to self-assess their acquired competences in environmental
education, supporting them to reflect on their practices and identify professional development needs, as
well as providing the basis for an evidence portfolio. It also supports teacher educators and trainers by
providing a framework for course curricula (Austrian Federal Ministry of Education, Science and Research,
2022;s01). Based on the pilot implementation phase (2019-22), Austria has developed examples of essential
pedagogies and practical activities that help promote environmental education in schools. A final version
of the compass was published in 2022. However, implementation will require further nuancing by teacher
profile and route into the profession to make up for existing asymmetries (Hobusch and Froehlich, 2021s11).

Similarly, Hungary has defined Education for Sustainability Competences (2018) for teachers. The
competences are operationalised via standards and indicators across all levels of education and for all
stages of career progression. Hungary has integrated these into the wider competence portfolio for
educators and into teacher evaluation processes. Teachers are therefore expected to regularly collect
evidence of their integration of the competences in their daily work. Hungarian teachers generally reacted
positively to the introduction of the competences and, since 2018, almost 35 000 teachers have been
evaluated against the education for sustainability criteria. Analysis of this initiative identifies that locating
specific competences for environmental education within a career progression process has been a means
to raising motivation for developing related knowledge, skills and attitudes and embedding related
processes and content in teaching for all subjects (Réti, Lippai and Nemes, 2022s2). Pre-existing efforts
to promote education for sustainable development in Hungary, through a clear policy framework and wide-
reaching whole-school initiatives (see below) also ensured a conducive implementation environment for
the policy (Tilbury and Mula, 2023(s3)).

In Belgium (Flemish Community) the Sustainable Education Hub has introduced a Rubric for
Sustainability Competencies (2022) to support higher education educators to better develop these in their
students. Designed principally for teacher educators, the initiative includes an interactive tool allowing
educators to self-assess the extent to which each of the six sustainability competencies and their
underlying criteria are included in their course curriculum. Each category has a description of what must
be visible in the teaching-learning situation to justify the choice of that category (absent, limited presence,
sufficient or maximum). Based on the teachers’ categorisation, they receive feedback on what they are
doing and feedforward on how to make their work more effective (Janssen and Vleeschouwer, 2022(s4)).
The initiative responds to findings of a system analysis of sustainability in Flemish higher education. This
project identified that one way to enhance the integration of sustainability in teaching and learning was to
embed a clearer and more concrete understanding of the sustainable competencies that higher education
needs to develop in students (Deleye, van Poeck and Block, 2017/ss)).

Nurturing action-oriented institutional cultures through networks and quality-management
processes

A whole-school approach is at the heart of many strategic frameworks to support environmental education
at national and international level. It is about ensuring education institutions make a daily commitment to
sustainable development through what students learn, how the school operates and connections between
the school and community actors. By modelling responsible living, engaging learners in decision making
and involving them in meaningful local and global projects, this promotes environmental action among
learners (Tilbury and Galvin, 2022(s6)). However, institutional change of this nature is not easy. To support
education institutions to develop a culture oriented to environmental action, education systems are
promoting institutional networks and adjusting quality-management processes.

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



| 63

Institutional networks to nurture a holistic approach to culture change

To support education institutions in these endeavours, the most common approach across systems is to
encourage, facilitate or incentivise participation in international or national institutional networks for
environmental education. Common features of such networks include criteria to become a member, with
different membership levels depending on breadth and depth of engagement, technical support from
central or regional network coordinators and efforts to share good practices across the network. The
following analysis offers insights from both well-established and emerging network initiatives.

In Hungary, the Green Kindergarten Network (2006) is one of the few examples of a dedicated network
for ECEC settings, which are more commonly included in the school networks. Coordinated by the Ministry
of Energy and the Ministry of National Resources, it covers almost 25% of kindergartens nationally. Recent
efforts to expand and strengthen the network include extending the mentoring system between settings,
increasing related accredited teacher training opportunities and enhancing supporting pedagogical
resources. An evaluation of environmental education in Hungary in 2019 noted a steady rise in the number
of participating settings in the Network. ldentified strengths include the tiered system by which longer-
serving members of the Network who demonstrate deeper and broader engagement with the criteria can
become “retaining” or “permanent” green kindergartens. These settings are expected to contribute to
knowledge-mobilisation efforts, peer mentoring and training across the network. The evaluation
recommended emphasising the related pedagogical work of settings further and building a new system to
incentivise participation (Hungarian Environmental Education Association, 2019;s7;). Hungary’s recent
efforts to embed education for sustainability competences in educators’ career pathways (see above) could
indirectly support these endeavours.

The Enviroschools Programme (1993) in New Zealand, emphasises action-learning and cultural
responsiveness, and is notable for drawing strongly on indigenous perspectives from Maori communities.
In 2022, over one-third of schools in New Zealand were involved and the programme continues to grow
(New Zealand Ministry of Education, 2022jsg)). It is run by the Toimata Foundation with financial support
from the Ministry for the Environment and other government and civil society actors. In 2021, two new
funding streams have brought new action-learning opportunities to the participating schools. The Earthwise
Action Fund is available to support existing and emerging local initiatives that help to nurture the
environment and people in sustainable ways. In addition, funding from the One Billion Trees initiative is
allocated to regional networks to support recovery efforts from recent natural disasters (Enviroschools,
n.d.is9)). The Enviroschools Programme has been evaluated several times. Identified strengths include the
positive influence on school interactions with families and the wider community, as well as more
sustainable practices in the school and related content in teaching and learning. For learners, participation
in the Programme is seen to enhance citizenship, environmental and social skills, and engagement in
learning (Eames and Mardon, 2020;90)).

The Eco-Schools programme is perhaps the largest international institutional network, covering 74
countries. The founding principle of the Eco-Schools programme is a student-led, bottom-up approach to
increase student ownership for improving the environmental and social impact of their school. With over
90% of schools participating as of 2022, Wales (United Kingdom) has one of the highest participation
rates in the world (Byrne et al., 202391). Since 2011, the programme has been managed by Keep Wales
Tidy, a charity that received central funding from the government. The Welsh government increased
funding for the programme from 2020; however, given the recent cost-of-living crisis, growing scale of the
environmental challenge and the disruptions to the management and expansion of the network during the
COVID-19 pandemic, the government commissioned a further review in 2022 to explore future funding
options for the programme. Among other strengths, the review emphasised the importance of the local,
individualised support offered to schools and the strong collaborative relationships between the in school
Coordinators and the Officers representing the network.
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In other education systems, similar initiatives have a strong focus on greening school operations to
enhance efficiencies, model sustainable living to students and contribute to strategic commitments to
reduce emissions. In Korea, the Ministry launched the Carbon Neutral Schools initiative (2021) in
collaboration with six related ministries, including the Ministry of Environment, the Ministry of Agriculture,
Food and Rural Affairs, the Ministry of Oceans and Fisheries, the Korea Forest Service, and the Korea
Meteorological Administration. Schools (and ECEC settings from 2022) participate as “pilot institutions”
(the maijority), “priority institutions” (receiving extra resources and support, particularly with infrastructure
adaptations) or, from among those who have previously participated, “leading institutions” tasked with
supporting new participants and initiating knowledge sharing. Each of the Ministries involved supports the
schools through programmes relevant to their sectoral expertise. For example, the Ministry of Environment
runs climate and environmental education help desks, and the Korea Meteorological Administration offers
climate change science professional development and experiential learning opportunities. The initiative is
still young, but the number of participating schools is growing quickly (Korean Ministry of Education,
2022192)).

Around 55% of schools in Victoria (Australia), participate in Resource Smart Schools (2008). This is a
free programme offered by Sustainability Victoria (the State Department for Environment) which seeks to
support schools to embed sustainability in “everything they do”, particularly operations. Some recent
measures to strengthen the programme include launching an online portal through which schools can
engage in training and access resources, such as an online sustainability framework and an Environmental
Management System (Sustainability Victoria, 202293)). Since 2008, it is estimated that participation in the
programme has led schools to save over AUD 41 million and more than 118 000 tonnes of greenhouse
gas emissions (Sustainability Victoria, 2023(94).

In the Flemish Community of Belgium, MOS Flanders (2002), a partnership between the Flemish
government, the Flemish provinces and the Flemish Community Commission, runs the Eco-Schools
programme and other related initiatives. As of 2023, MOS Flanders supports around half of Flemish
schools to adopt a whole-school approach to sustainability education offering customised guidance,
training and networking on greening school operations and promoting environmental learning. In place
since 2002, recent work has a strong emphasis on greening school spaces both to provide more scope for
outdoor learning and to foster greater environmental affection among students. This is partly a response
to evaluation findings that while a strong positive impact on environmental knowledge in primary and
secondary education was being observed in MOS schools as compared to non-MOS schools, only a small
positive impact was being observed on environmental behaviour and affection and this was only among
primary students. The evaluation made several recommendations to enhance the work of MOS including
shifting the focus from building cognitive skills and knowledge to fostering affective values and behaviours,
embedding more green spaces at schools, increasing outdoor learning and encouraging extensive student
participation in order to build a greater sense of student ownership of environmental care at the school
(Boeveyde Pauw and Van Petegem, 201395)).

Quality-management processes to formalise efforts to shift institutional culture

Alongside institutional network approaches, some education systems, including France, Scotland (United
Kingdom) and Austria are developing quality assurance and monitoring and evaluation measures to be
used at institution level to incentivise or support the development of a culture of collective environmental
action.

In 2013, France launched the E3D quality label to formally recognise education institutions adopting a
whole-school approach to sustainable development. In 2020, this initiative was strengthened as part of
wider efforts to advance education for sustainable development. New measures include awarding labels
to networks or groups of institutions within the same territory, including those that cover multiple education
levels or sectors or those that are specific to a certain type of school such as priority education institutions
(i.e. those serving socio-economically disadvantaged communities). This group label comes with additional

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



| 65

criteria for collaborative structures such as preparing a collaborative diagnostic report and establishing a
regional oversight body (French Ministry of National Education and Youth, 202096)). By 2022, around 17%
of pre-primary to upper secondary schools in both the general and technical or professional sector in
France have an E3D label at one of three levels (commitment, deepening and expertise). The label is
assigned by the regional education authority (Eduscol, 202397)).

Through a collaborative partnership among universities, government agencies, and civil society
organisations, Scotland (United Kingdom) has developed a flexible six-step Framework for Monitoring
and Evaluating Education for Sustainable Development in Higher Education (2023) (White et al., 20239s)).
The Framework aims to help institutions map their efforts, assess their quality and depth and evaluate
impact. To accompany the framework, institutions can access a handbook and capacity-building
workshops. The initiative responds to recognition that while several universities were monitoring their
integration of sustainable development, they were largely assessing indicators of activity rather than more
qualitative output-oriented measures such as the competencies developed or the impact. The framework
is very recent but the participatory way in which it has been developed, with universities themselves leading
the initiative can help create the conditions for effective buy-in.

In Austria, from 2019, sustainability is a central topic in the higher education performance agreements
that public universities must establish with the Federal Ministry of Education, Science and Research.
Already present in the agreements for 2016-18, the emphasis was strengthened in the more recent round
of agreements to outline more specific objectives and actions including which of the Sustainable
Development Goals (SDGs) the universities commit to addressing and how. The UniNetz network (2019)
was established to foster peer support among universities to deliver on these commitments. This supports
the implementation of the All-Austrian University Development Plan 2019-24, which also prioritises efforts
to advance the implementation of the SDGs throughout the higher education system (Austrian Federal
Ministry of Education, Science and Research, n.d.[g9).

Policy lessons for empowering educators and broader learning contexts

Analysis of these and other policy experiences that aim to nurture a culture of collective environmental
action offer emerging lessons. These can help guide education systems’ efforts to empower educators and
broader learning contexts in the transition to greener and fairer societies in 2024 and beyond.

Expand the scope of policy efforts to nurture collective environmental action across all education levels
and sectors, being responsive to their specific needs

The evermore immediate threat of climate crisis requires mobilising all learners and institutions across the
entire education system. However, as seen in this chapter, the school sector consistently dominates both
policy agendas and policy actions when it comes to promoting collective environmental action.

¢ In the EPO Survey 2023, education systems were asked to identify for which education levels
promoting environmental and sustainability education (or equivalent) is a priority. While nearly all
(94%) reported it as a priority for primary to upper secondary education, it was identified as a
priority for ECEC by only 78% of systems, for post-secondary by 64%, for tertiary by 61% and for
adult education by just 50%.

e To have transformative impact in 2024, education policy makers should seek to support institutions
at all levels of the education system to promote collective environmental action. This will require
exploring the experiences of educators at different levels and in different sectors to understand
their specific needs, adapt ongoing initiatives to respond to them, and develop tailored policy efforts
for currently underrepresented levels or sectors.

e School-level initiatives dominate the policies identified for this chapter although there are valuable
examples from higher education too. While some policy efforts cover multiple education levels,
particularly ECEC and schools, a one-size-fits-all approach may not always suffice. Evaluations of
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policies in New Zealand and France emphasise that even within school education there are
important differences in implementing a whole-school approach to environmental education in
upper secondary schools, where the assessment demands and separation between disciplines are
greater, as compared to primary schools (Education Gazette of New Zealand, 2022[100]; Gough,
Lee and Tsang, 2020[101]; Badier et al., 2022[102]). Moreover, experiences from the Flemish
Community of Belgium indicate that efforts can have very different impacts on primary and
secondary level students in terms of environmental behaviours and attitudes (Boeveyde Pauw and
Van Petegem, 2013[95]).

Mobilise new cross-sectoral resource streams to reach a critical mass of learners and foster
environmental action at scale

The policies analysed in this section are of a promising or impactful nature but very few reach a
critical mass of institutions, educators, or students. Yet the education sector will only have a
transformative impact on climate mitigation and adaptation by fostering environmental action
among learners at scale.

In the EPO Survey 2023, participants were asked about the extent to which the Ministry of
Education (or equivalent) collaborates with other actors on matters related to the transition to a
green and fair society. While 72% reported collaborating “to a great extent” with the ministry of
environment (or equivalent), collaboration with other key actors who could offer valuable resources
or expertise appears less developed. For example, much smaller shares reported collaborating “to
a great extent” with civil society actors (31%) and industry, business and employers (9%) (See
Chapter 4).

In 2024, to alleviate stretched education budgets and increase the scale of policy efforts, education
systems can identify opportunities for partnerships with other actors (including other ministries, but
also civil society or the private sector) to deliver mutual benefit and capitalise on wider expertise.

Time and resources are necessary to help instill a culture of collective environmental action among
educators and institutions. Evaluations of the policies analysed in this section commonly identify
their sustained duration as a key strength allowing time for reflection, evaluation and improvement
(e.g. in Maryland and Delaware (United States)). Moreover, strong relationships built up over time
are considered particularly important in creating thriving institutional and professional networks
(e.g. in Wales (United Kingdom) and in Austria). This inherent need for time means high-quality
policy efforts to foster environmental action are expensive and require broad institutional support.

Cross-sectoral collaborations can alleviate already-stretched education budgets and help build a
stronger support base for implementation. In Korea, a partnership approach between six Ministries
comes with financial commitments (as well as specialist expertise) from across government. In
Wales (United Kingdom), establishing funding streams from other government sectors by delivering
mutually beneficial initiatives is identified as a way of strengthening the long-term future of the Eco-
Schools programme. There are also efforts to seek financing from outside government: in Chile,
the Ministry works in partnership with a B Corporation, Kyklos, specialised in promoting
environmental culture and the circular economy, to deliver the Environmental Interschool
programme.

Key messages

In 2024, as governments confront the urgency of the climate crisis, policy lessons and policy examples of
efforts identified in this chapter can inform efforts to ensure all learners translate environmental awareness
into action (see Figure 2.5).
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Figure 2.5 Summary of policy lessons for translating environmental awareness into action
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IMPACTFUL POLICIES

Belgium (French Community) - Action Programme 2021-2024 (2021)
Costa Rica - Liberty Park (2007)

Czech Republic - Subsidy for Environmental Education Centres (2022)
France - Eco-delegates (2019)

Germany (Hamburg) - Environmental Education Programmes (2019)
Greece - 21st Century Skills Labs modules (2021)

Hungary - Sustainability Thematic Week (2016)

Italy - Nationwide Expansion of the UPSHIFT Programme (2022)
Mexico — Expansion of the Intercultural Universities Programme (2023)
Netherlands - Green Offices (2010)

Portugal - Schools Participatory Budget (2017)

Australia (Victoria) - Resource Smart Schools (2008)

Austria - The Network for Greening Schools (2001),

Competency Compass for Environmental ESD (2019)

Belgium (Flemish Community) - MOSFlanders (2002)

France - Strengthening the E3D Quality Label (2020)

Hungary - Education for Sustainability Competences (2018),

Green Kindergarten Network (2006)

New Zealand - Enviroschools (1993)

United States (Colorado) - Regional Environmental Education
Leadership Councils (2012), (Maryland, Delaware) - Climate Change
Academies (2012)

United Kingdom (Wales) — Increased funding for Eco-Schools (2020)

partnerships with and beyond environment ministries.

PROMISING POLICIES

Chile - Citizenship Education/Sciences for Citizenship (2019)
Chile - Climate Academy (2021)

Italy - New Civic Education Curriculum (2019)

Luxembourg - Learning Gardens (2020)

New Zealand - Patatara Programme (2020)

Peru - Cohort of School / Youth Environmental Champions
(2018)

Romania - Green Week Programme (2022)

United Kingdom (England) - National Education Nature Park
Project (2022)

Austria - Higher Education Performance Agreements (2019)
Belgium (Flemish Community) - Rubric for Sustainability
Competencies (2022), Support Programme For HEls

Chile - Network of Environmental Educators of
Environmental Interschool (2022)

Finland - Transformer 2030 Programme (2018)

Korea - Carbon Neutral Schools (2021)

United Kingdom (Scotland) - Framework for Monitoring
and Evaluating ESD in Higher Education (2023)
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Note: “Impactful policies” are those with policy evaluations included in the analysis; “Promising policies” tend to be more recent policies that
have design or implementation features aligned with empirical evidence of good practice.
Source: OECD (2023;3) Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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3 Providing all learners with

experiences to help them shape the
green economy

The increasing frequency of extreme weather events and the imminent
prospect that the planet will cross climate tipping points in the coming years
mean the transition towards a low-carbon, resource efficient and socially
inclusive economy has become an immediate priority for 2024 rather than a
distant goal. The OECD Declaration on Building Equitable Societies Through
Education (2023) outlines countries’ commitment to ensuring that education
and training equips people of all ages and backgrounds with the skills they
need to thrive through this transition. To achieve this vision, policymakers
must go beyond simply embedding green skills in the curriculum and
updating the training offer. This chapter therefore explores how policymakers
can provide all learners with active learning experiences that empower them
to shape the green economy, drawing on an analysis of recent data and
promising or impactful policy efforts. This analysis leads to policy lessons to
guide policymakers efforts in 2024 and the mid-to-long-term.
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In Brief

Providing all learners with experiences to help them shape the green economy

In 2024, countries and economies are likely to experience an increasing frequency of extreme weather
events, with the imminent prospect that the planet will cross climate tipping points in the coming years.
The transition towards a low-carbon, resource efficient and socially inclusive (or ‘green’) economy must
become an immediate priority for 2024 rather than a distant goal. Governments have invested
significantly in the green economy as part of COVID-19 recovery measures, but these investments will
be wasted unless matched by measures to address skills deficits and ensure everyone can benefit.

To meet this challenge, policy makers must go beyond simply embedding ‘green’ content in the
curriculum; they must work to provide all learners with opportunities to solve real-world problems, to
work collaboratively, and draw on knowledge from different disciplines. However, the Education Policy
Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green
indicates that policy makers are more likely to prioritise adapting the curriculum and training offer than
providing learners with practical experiences that help them apply and further develop key knowledge,
skills and attributes for the green economy. While 71% of participating education ministries indicated
that the former was a priority to a great extent, only 46% indicated the latter (see Figure 3.1).

Figure 3.1. Few education systems prioritise providing learners with practical experiences for
the transition to greener and fairer societies compared to adapting the curriculum

Percentage of participating education systems reporting prioritising policy areas “to a great extent” for the next
five years
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Note: Figure prepared with responses from 35 education systems.
Source: OECD (2023[1]), Education Policy Outlook National Survey for Comparative Analysis 2023: Empowering All Learners to Go Green.

StatLink Sa=m https:/stat.link/a61u2k
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This chapter explores recent relevant policy efforts taking place across participating education
systems, predominantly since 2020, to provide learners with experiences that will help them shape the
green economy.

e For learners: Education systems are providing active learning experiences linked to the real-
world to foster transversal competencies. This includes experiences outside of traditional
classroom settings, such as the workplace, outdoors, or online. As well as addressing general
skills shortages, several education systems have implemented measures to encourage
underrepresented groups (e.g. girls and women, disadvantaged students, minorities) to enter
key sectors such as science, technology, engineering and mathematics (STEM). These often
combine practical experiences with targeted mentoring or career guidance.

e For educators and institutions: Recent professional learning initiatives aim to place teachers in
the driving seat, and to give them opportunities to implement projects and test new approaches,
often in collaboration with colleagues in other institutions or partners outside of the formal
education sector. The COVID-19 pandemic has accelerated the trend towards more flexible
forms of professional learning (e.g. online, blended). Governments are increasingly seeking to
harness the innovative capacity of educational institutions to achieve short- and longer-term
environmental goals. This includes measures to foster collaboration between higher education
institutions and business or industry partners to address skills bottlenecks and stimulate
research and innovation.

Recent data and analysis from these and other policy experiences offer some emerging lessons to
help policy makers provide all learners with experiences to help them shape the economy in 2024. For
learners, these lessons call on policymakers to monitor the longer-term impact of green skills initiatives
to better understand what works, to use innovative methods and digital technologies to provide
experiences for hard-to-reach populations, and to strengthen coordination and anticipation mechanisms
to ensure the relevance of skills. For educators and institutions, the lessons encourage policymakers to
value the role of parents of younger learners to challenge stereotypes and misconceptions which could
hinder environmental values and behaviours to take hold, and to strengthen the role of leaders of
education institutions to promote environments favourable to green innovation.

Infographic 3.1. Providing all learners with experiences to help them shape the green economy
Relevant policy efforts and lessons to support education systems
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Introduction

In many respects, the green transition is already happening, although it risks being slowed down by skills
bottlenecks. The COVID-19 pandemic has given a boost to the green economy, with governments
investing significantly in key sectors as part of recovery measures (OECD, 20232)). This spending is likely
to be matched by increasing investment in climate change adaptation as the extreme weather events
experienced by populations across the world in 2023 become more frequent and more catastrophic
(OECD, 2023p3)). Public and private investment in the green economy is already having an impact on the
demand for labour and skills, with demand for green jobs growing faster than the demand for other jobs
since the outbreak of the COVID-19 pandemic. This demand is likely to continue to grow in the coming
years, exacerbating the skills shortages many countries are already experiencing in key sectors (OECD,
20232)).

Despite the growth in the overall demand for green jobs, however, the green transition risks exacerbating
existing inequalities, bringing additional challenges to those who were hardest hit by recent shocks. As
well as creating new employment opportunities, environmental policies will also lead to job losses in the
short-term, particularly for people working in carbon-intensive sectors. Since green jobs tend to require a
higher skill level and be concentrated in capital regions, recent investments in green sectors will not
automatically benefit the most vulnerable workers (OECD, 2023;z; McGrath and Powell, 20164
OECD/Cedefop, 2015(5;; Ranworth, Wykes and Bass, 2014s)). Policymakers must act now to avoid the risk
that increased economic hardship undermines political support for environmental policies in the long-term
(OECD, 2023(3;; Asai, Borgonovi and Wildi, 2022).

In the Declaration on Building Equitable Societies Through Education, adopted on 8 December 2022,
ministers and representatives of OECD member and partner countries outlined the vital role that education
and training will play in ensuring individuals and societies thrive through this transition. The Declaration
outlines countries’ commitment ‘to helping learners build skills for a digital, green, inclusive and democratic
world’ (OECD, 2022;g)). To achieve this vision, policy makers must go beyond simply embedding the skills
for the green economy in the curriculum and updating the training offer. Rather, they must work to provide
all learners with the transformative experiences that will empower them to shape the green economy.

Data from the EPO Survey 2023 indicates that preparing learners for the green transition is a priority for
education systems that could take further traction. Some 83% of participating education systems reported
that providing learners with practical experiences that help them apply and further develop key
knowledge, skills and attributes for the green economy was a priority to at least a moderate extent for
the next five years (see Figure 3.2).

A significantly larger share (86%) of participating education systems reported that this was a priority for
primary-upper secondary education compared to other education levels, suggesting school education is
often the focus of efforts in these areas. Conversely, only 47% of participating education systems indicated
that this was a priority for adult education. This finding is somewhat surprising given the vital role adult
learning will have in addressing current skills shortages among the active population (OECD, 20232). A
smaller share of participating education systems (63%) reported that targeting resources and supports to
help vulnerable learners develop key knowledge, skills and attributes for the transition to a green and
fair society was a priority to a ‘great’ or ‘moderate’ extent, although they were also more likely to see this
as a priority for primary to upper-secondary education compared to other education levels.

However, data collected by the EPO Survey 2023 also suggests that education ministries were more likely
to prioritise adapting the curriculum and training offer than providing practical experiences. While some
71% of participating education systems indicated that the former was a priority to a great extent, only 46%
indicated the latter was a priority (see Chapter 1). Ensuring that everyone can play an active role in shaping
the green transition involves more than simply embedding more ‘green’ content in the curriculum or
creating new ‘green’ courses. To empower all learners to manage the complexity and uncertainty of the
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climate crisis and necessary changes in the world of work, education must provide them with opportunities
to solve real-world problems, to work collaboratively, and to draw on knowledge from different disciplines
(Mula et al., 20179;; LaForce et al., 201610;; Goos et al., 2020;11;; Lozano et al., 201912)).

Figure 3.2. Empowering all learners to shape the green economy is a priority for education
systems, notably within school education

Education systems’ reports of extent of prioritisation by policy area and education level
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Note: Figure prepared with responses from 35 education systems.
Source: OECD (2023[1]), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go
Green.

StatLink Si=r https://stat.link/qox8lu

This chapter therefore explores how policy makers can provide all learners with experiences that empower
them to shape the green economy through policy efforts aimed at:

Strengthening transversal competencies through active learning experiences (e.g. creativity, critical
thinking, responsibility). This involves moving beyond curriculum reform and targeting resources and
supports to the most vulnerable populations to ensure a just transition.

Promoting a culture of learning and collaboration in education institutions and nurturing external
partnerships to strengthen teachers’ use of active pedagogies and technical knowledge and to draw on
resources from beyond the institution to provide active learning experiences.

For each of these areas, this chapter analyses relevant policy initiatives, principally across OECD
education systems. This analysis leads to some policy lessons to guide policymakers short-term efforts in
2024, as well as medium-term efforts to advance the agenda set out in the Declaration on Building
Equitable Societies Through Education. Lessons are then synthesised into key policy pointers for the
longer-term.

Strengthening transversal competencies and targeting support can empower
learners to shape the green transition
Moving forward to 2024, governments must ensure that recent investments in the green economy are

matched by measures to ensure that individuals of all ages and backgrounds acquire the skills to benefit
from the opportunities it offers. In many respects, these skills do not differ greatly from the skills people
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need to thrive in the ‘traditional’ economy and promoting them will help learners thrive in all aspects of their
lives. Recent empirical analysis by the OECD suggests that the skills categories that are likely to grow the
most in demand by 2030 as European Union countries implement policy targets aimed at reducing
greenhouse emissions include interacting with computers, creative thinking, analysing data and
information, and communicating with people outside an organisation (Borgonovi et al., 202313)). Moreover,
employers in previous studies have identified a lack of generic skills (e.g. literacy, numeracy, collaboration,
communication, problem solving) as a key barrier to the green transition, suggesting these skills will
continue to be important as economies transform (Miranda and Larcombe, 2012}14;). Previous analysis by
the Education Policy Outlook points to a need to foster learners’ agency and co-agency, and to promote
transformative competencies—or the skills learners will need to transform society and build a better
future—to empower them to respond to global challenges and adapt positively to uncertainty throughout
their lifetime (OECD, 202115; OECD, 201916)). This includes competencies such as critical thinking, a
growth mindset, creativity, open-mindedness, and responsibility, all of which will be important for the green
transition (see Box 3.1).

At the same time, learners may need to acquire domain-specific or technical skills to participate fully in the
low-carbon economy. Emerging evidence suggests that the green transition is associated with increased
demand for skills in science, technology, engineering and mathematics (STEM) and in fields such as
manufacturing and construction (OECD, 2023|2)). If governments are to achieve the ambitious targets set
out in their ‘green’ recovery strategies, they will need to address longstanding skills shortages in critical
sectors and to make careers in them more attractive (OECD, 20232).

An additional challenge for 2024 and the next few years is that some individuals or groups are better placed
to benefit from the green transition than others. Recent OECD analysis points to significant variation in the
share of green-task jobs—defined as jobs involving at least 10% of tasks that support environmental
goals—between different regions within countries. On average across OECD countries with available data,
the difference in the share of green jobs between the top and bottom regions is 7 percentage points, with
capital regions often having the highest share (see Figure 3.3).

The same analysis suggests that it is mainly workers with higher levels of education that have benefitted
from the expansion of green job opportunities. Those with lower educational attainment are more likely to
work in polluting jobs and are at a greater risk of displacement due to the green transition (OECD, 20232,
McGrath and Powell, 20164;; OECD/Cedefop, 2015i5; Ranworth, Wykes and Bass, 2014).

Short-term measures to support those at risk of being left behind in the green transition should be
accompanied by efforts to increase diversity in critical sectors. Cultural stereotypes and a lack of role
models can discourage some groups from entering fields such as science, engineering, or construction,
even when they have already demonstrated their potential to succeed in their educational pathways (e.g.
girls and women, disadvantaged students, ethnic minorities).

In the same way, a key message that emerges from the research on STEM and education for sustainable
development for the follow up to the 2022 Declaration is that how learners learn may be more important
than what they learn. This implies that policy makers need to move beyond introducing more ‘green’
content into the curriculum and promote active pedagogies that support learner engagement and develop
practical competence. Teaching should provide opportunities for inquiry, critical thinking, and creativity and
incorporate approaches such as project and problem-based learning. Interdisciplinary approaches help
learners apply knowledge from different fields to real-world problems (Mula et al., 20179;; LaForce et al.,
2016y107). Creativity and problem solving often require strong disciplinary knowledge, however, and this
knowledge may be lacking in fields such as engineering and technology, which do not feature widely in
compulsory education curricula (Harrison and Royal, 2011p17;; LaForce et al., 201610; Marginson et al.,
20131g). As such, education and training must promote domain-specific knowledge and skills alongside
the transversal competencies that transcend individual domains, being mindful about how these knowledge
and skills can support learners for the transition to greener and fairer societies on the ground (see Box 3.1).
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Policy makers working on green skills need to keep in mind that while pedagogy is important, the classroom
is not the only place where learners can develop these competencies. Studies have shown that
extracurricular activities and out-of-school learning experiences can also stimulate young people’s interest
in environmental and scientific fields, notably among underrepresented groups (Bowser and Cid, 20211g;;
DeFelice et al., 201420]). Successful interventions of this kind often incorporate careers information and
guidance activities, or connect formal learning to the world of work (OECD, 2022p21; LaForce et al.,
201610)).

Figure 3.3. Green jobs are distributed unevenly between regions in OECD countries

Percentage of jobs where at least 10% of tasks are considered to support environmental goals.
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Box 3.1. Transversal competencies are key for sustainable development

The OECD Framework for Responsiveness and Resilience in Education Policy, calls on policy makers
to foster learners’ agency and co-agency and support the development of transformative
competencies to help them manage change and disruption (OECD, 2021157). Following the definition
established by the OECD Learning Compass 2030, the Framework understands transformative
competencies as ‘the types of knowledge, skills, attitudes, and values students need to transform
society and shape the future for better lives’ (OECD, 20191¢]). This includes competencies such as
critical thinking, a growth mindset, creativity, open-mindedness, and responsibility. The evidence
suggests that these play a vital role in helping learners thrive through and actively shape the green
transition.

While recognising the importance of specialised knowledge and skills, the broader specific literature on
education for sustainable development (ESD) and the green economy also points to a range of
competencies that transcend individual domains to help people shape green economies along with the
needed societal transformations. For example:

e Equipping people for a complex and uncertain world as part of ESD: Mula et al. (2017[9]) argue
that education needs to go beyond ‘teaching about’ sustainable development and passing on
expert knowledge in relevant fields and to ‘equip people to respond to the complexities and
uncertainties of the future’. The broader ESD literature suggests that this involves promoting
non-cognitive skills, values and attitudes such as collaboration, empathy, and responsibility as
well as more complex non-cognitive skills such as systems thinking, critical thinking, and
anticipatory thinking (Lozano et al., 2019[12]; Wiek, Withycombe and Redman, 2011[22];
Rieckmann, 2012[23]; Lambrechts et al., 2013[24]). Several of these competences feature in
the European sustainability competence framework (e.g. systems thinking, critical thinking,
individual initiative) and in the key competencies for ESD identified by UNESCO (e.g.
anticipatory competency, collaboration competency) (European Commission, 2022[25];
Rieckmann, 2018[26]).

e Equipping people with skills for a green economy: With regards to the green economy
specifically, the Inter-Agency Working Group on Work-Based learning makes a useful distinction
between two sets of skills that people will need ‘to live, work and act in resource efficient and
sustainable economies and societies’. This working group defines technical skills as those
needed ‘to adapt or implement standards, processes, services, and products or technologies to
protect ecosystems and biodiversity, and to reduce energy, materials and water consumption’.
While these skills may relate to a specific occupation, they may also be relevant across
employment sectors. In the same way, their definition of transversal skills (‘sustainability
competencies’, ‘core skills’ or ‘life skills’) relates to ‘sustainable thinking and acting’ and skills
that are relevant to all occupations and sectors as well as life outside of work (Inter-Agency
Group on Work-based Learning, 2022[27]).

Building on the Framework and relevant literature, this report explores how education and training can
nurture these and other transversal competencies (including transformative competencies, technical
skills or transversal skills) that people will need to build a more sustainable future.

Sources: OECD (2021p15)), Education Policy Outlook 2021: Shaping Responsive and Resilient Education in a Changing World, OECD
Publishing, Paris, https://doi.org/10.1787/75e40a16-en
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Selected recent policy efforts

In their efforts to increase the supply of skills for the green economy in the short- and long-term, several
education systems are moving beyond changes to the written curriculum or the training offer to promote
transversal competencies through active learning experiences. Many of these efforts target vulnerable or
underrepresented groups to ensure the green transition works for everyone. Among the lessons learned
is the value of digital resources in helping deliver enrichment and career activities related to green jobs,
the importance of coordination and anticipation mechanisms to prevent skills bottlenecks related to the
green transition, and the need to monitor green skills interventions over a longer time span.

Promoting transversal competencies through active learning experiences

An increasing number of countries have introduced education and training measures to support their net
zero targets or green recovery strategies that are tied to them, notably in vocational education and training
(VET) and adult learning. Several recent strategies for younger learners highlight the role of STEM
competencies in the green transition. These policies share a focus on promoting transversal competencies
alongside domain-specific knowledge and skills by providing learners with active learning experiences.
This includes experiences outside of traditional classroom settings, with learning taking place in the
workplace, outdoors, or online to give learners greater flexibility.

Transversal competencies to address skills gaps

In England (United Kingdom), for example, the sustainability and climate change strategy for education
and children’s services (2022) contains several measures that support the UK-wide Net Zero Strategy
(2021) (Department for Education of England, 2022/2s;; Government of the United Kingdom, 2021 29)). This
includes expanding the Skills Bootcamps initiative and prioritising key green sectors in the offer of courses.
Skills Bootcamps offer free, flexible upskilling and reskilling opportunities to adults. The second wave of
the initiative (2021) already included Skills Bootcamps in green skills as well as fields such as engineering,
and digital, while the third wave (2022) will prioritise areas such as zero emission vehicles, carbon capture,
nature restoration, and waste management (Department for Education of England, 20222s)). England
(United Kingdom) has also convened a Green Apprenticeships Advisory Panel to work with employers on
aligning existing apprenticeships with net zero objectives and to investigate areas where new
apprenticeship standards could be developed, such as in argi-tech and renewable energy (Institute for
Apprenticeships and Technical Education, n.d.[3o).

Although the primary aim of the Skills Bootcamps is to help adults build sector-specific skills, the initiative
also helps them develop transversal competencies for the workplace through employability and soft skills
training. Early results from an ongoing process evaluation (2023) suggest that soft skills and employability
sessions were most effective when they were sensitive to participants’ previous employment experience,
involved personalised feedback and support with job applications and CVs, and provided opportunities for
them to reflect on their own employability. Another key finding was that the flexible training offer was a
factor that attracted participants to Skills Bootcamps. This was especially true for those who were
employed, self-employed, or had caring responsibilities. Many providers used online software or adopted
a part-time model to increase the flexibility of their programmes. Participants also appreciated opportunities
to embed their learning through applied projects and industry-relevant scenarios, since this helped them
visualise their pathway to employment (CFE Research, 202331;). This underlines the value connecting
learning experiences to real-world problems and the working world.

Recent efforts to align a more flexible vocational education offer with the needs of the green economy in
Finland also involve practical experiences linked to the world of work. As part of the Development
Programme for Sustainable Development and Green Transition in VET (2021), the National Agency for
Education is funding 10 collaborative projects involving some 75 VET providers to support the development
of the skills for the green transition, but also the sustainable operation of vocational institutions (Finnish

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



86 |

National Agency for Education, 202132;). Projects will run until December 2023, with monitoring taking
place on a continuous basis (Finnish National Agency for Education, 202132).

One of the core projects involves developing a national sustainability roadmap for the VET sector based
on the outputs of a network of 61 institutions working collaboratively on different themes. Activities in the
pedagogy and learning theme support institutions in integrating sustainability competences (e.g. climate
responsible operations, systems thinking, circular economy) in different professional fields and across
different learning contexts (e.g. online, within the institution, outdoors, and in the workplace). This includes
training workplace supervisors on sustainable operations and providing teachers with adaptable resources
and examples of best practice. The roadmap will serve as a practical resource for institutions and providers,
framing the development of local goals and measures related to the green transition (VASKI Project,
202333;; VASKI Project, 2023341). Another funded project aims to promote careers in sustainability fields
through outdoor experiences where students learn about sustainable operations through concrete
examples. This project promotes responsibility by encouraging students to reflect on how their actions
affect their immediate environment (Hevosopisto, n.d.(ss)).

Sweden is developing a broader and more flexible offer of tertiary level vocational education following a
national inquiry (2023) that addressed how these courses can support the transition towards a sustainable
society, including the goal of achieving net zero by 2045. Vocational tertiary education has grown
significantly in Sweden since being introduced in 2009. Employers and VET providers work together on
the design and implementation of programmes, 97% of which combine classroom and work-based
learning. The National Agency for Higher Vocational Education (MYH) assess the quality and outcomes of
courses, supports implementation, and steers provision towards the needs of the labour market through
funding mechanisms (OECD, 202115; OECD, 2023[1).

The 2023 inquiry recognised the contribution tertiary vocational has already made to providing the skills
for climate mitigation and the circular economy. However, it points to the challenge of ensuring education
and training meets the rapidly changing needs of the green economy, citing a report from the Swedish
Confederation of Business Industry wherein employers reported that labour and skills shortages were
hindering the green transition. One key finding was that changing the regulatory framework of tertiary
education is not enough to bring about change in how providers operate. Instead, the report emphasises
the importance of the quality assurance and operational support provided by the MYH in ensuring the
successful implementation of programmes. The report also recommends developing more flexible routes
into tertiary VET to increase the supply of trainees (Swedish Ministry of Education, 2023;36)). Measures
taken to achieve this include developing shorter courses and developing mechanisms for the recognition
of prior learning (OECD, 20231)).

Sweden’s finance scheme for transition and retraining, introduced in 2022, aims to play a crucial role in
facilitating access to higher vocational training and other upskilling and reskilling initiatives that support the
green and digital transitions. The scheme is designed to enable workers to upskill or reskill at any stage of
their lives by providing them with up to 80% of their salary for up to one year of full- or part-time study. It
emerged from collaboration with social partners such as trade unions and industry and these partners
continue to be involved its evaluation and continuous improvement (Government of Sweden, 202337;
OECD, 2023p1)).

Transforming STEM education for the future science workforce

As well as developing sound disciplinary knowledge in STEM subjects, recent measures in countries and
education systems such as Australia, the Flemish Community of Belgium, Kazakhstan and the Slovak
Republic aim to promote the transversal competencies — or ‘soft skills’ - that future scientists will need.
This includes promoting active pedagogies and supporting partnerships with industry and the science
sector to enhance the relevance of learning experiences. For example, Australia’s National STEM School
Education Strategy (2016 — 2026), focuses on foundational skills, developing mathematical, scientific, and
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digital literacy, and promoting competencies such as problem solving, critical analysis and creative thinking
skills. The Australian Government plays a key role in sharing research and evaluation findings. A report
from 2019 synthesises evaluative evidence from STEM initiatives implemented at national or state and
territory level to help professionals design and implement effective interventions that fit their context
(Australian Department of Education, 20223s); Education Council of Australia, 202139); Education Council
of Australia, 20213g)).

One example that could be of interest to other education systems is the nationwide Science by Doing
programme, which has been found to have improved student engagement and strengthened teachers’
capacity to implement Australia’s science curriculum through practical experiences (University of
Technology, Sydney, 2018u0)). Science by Doing is an online, evidence-based programme that gives
students and teachers free access to curriculum units and resources and provides professional learning
modules for teachers. The resources engage students through a guided inquiry approach and relate
science learning to real-world issues such as the circular economy, climate change and vaccinations. The
programme was updated in 2022 to reflect changes in the Australian Curriculum (Science by Doing,
n.d.j1).

Teachers surveyed for a 2018 evaluation identified the flexibility of the programme as a key strength.
Teachers reported that they were able to adapt the programme to their circumstances, meaning those with
limited access to technology were still able to use the resources with their students. Students found the
resources interesting and fun to use. At the same time, evidence points to the challenge of ensuring such
online programmes can adapt to rapid changes in technology and that they are compatible with the wide
range of devices teachers and students use. Online programmes can also strengthen their contribution to
the evidence base by making greater use of data analytics and comparing student outcomes between
participating and non-participating schools (University of Technology, Sydney, 20180).

Alongside strategies for early childhood education and care (ECEC) and school education, countries are
increasingly implementing measures to strengthen STEM competencies among adult learners. In 2021,
the Flemish Community of Belgium moved from a STEM Action Plan (2012-2020) that targeted learners
in school and higher education to a STEM agenda for 2030 that places a greater emphasis on those who
have already entered the workforce. This broader and deeper approach to developing STEM competencies
responds to priorities set out in the Government of Flanders’ Recovery Plan (2020), international agendas
such as the European Green Deal (2020), and skills shortages that have been exacerbated by the green
and digital transitions. Building on the guiding principles of the previous action plan, the agenda aims to
strengthen STEM literacy among the general population (STEM literacy) while also nurturing STEM
specialists from diverse backgrounds (STEM specialisation). Measures targeting adults include an initiative
that provides STEM training offers to young people in precarious employment. Another initiative directs
entrepreneurs and their employees towards training in STEM fields (Flemish Department of Work and
Social Economy, 2021142;; Flemish Social and Economic Council, 2021 43)).

As part of efforts to improve the quality of STEM education during under the previous action plan, the
Flemish Department of Education and Training also developed a quality framework that informed the
design of STEM attainment targets of primary and secondary education. Reflecting the twin focus on
general STEM literacy and specialist skills, the framework emphasises competencies such as problem
solving, collaboration, creativity, communication, and responsibility (Flemish Department of Education and
Training, 2015p44). National data suggest that the implementation of the action plan coincided with an
increase in the number of young people progressing from STEM studies in secondary education to higher
education. The share of female entrants to STEM pathways in academic and vocational higher education
has also increased. However, there has been less progress in increasing participation in STEM in
vocational and technical secondary education and adult learning (Flemish Social and Economic Council,
2021143)).
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A report from 2018 also points to the potential of encouraging graduates and workers from other fields to
transition to STEM careers by targeting those who already participate in relevant activities. More than half
of the STEM graduates surveyed who were currently working in other fields expressed an interest in
returning to a STEM job in the future, while one in three graduates from non-STEM fields were interested
in a more technological or scientific career. Those who successfully transitioned into STEM careers often
did so through courses they took in their spare time, self-study, or leisure activities. As such, the report
recommends using available enrolment data to identify people who may be interested in STEM and
working with business and industry to embed professional experiences in informal learning. The report
also highlights some of the barriers that individuals who wish to transition into STEM careers may face. It
points to a need to overcome the perception that mathematics and science are challenging and that rapid
developments in technology make it difficult to acquire the knowledge to work in STEM fields (De Coen
et al., 2018p5)).

Kazakhstan has also been working to promote domain-specific and transversal competencies related to
STEM among adults while consolidating measures that target younger learners. This includes the pilot
(2021) of an online STEM bootcamp aimed at women in remote regions organised in partnership with the
United Nations Development Programme (UNDP). As well as introducing participants to fields such as
programming and web design, the bootcamps aimed to develop the communication and leadership skills
they will need to succeed in a STEM career (United Nations Development Programme, 2021p6]). The
UNDP also supported a skill-building marathon (2023) for female scientists already working in higher
education that focused on the soft skills they need to promote their research and advance their careers.
This responds to some of the gender imbalances in Kazakhstan’s science sector. While women represent
more than 50% of the scientific community, they are underrepresented in leadership roles and are more
likely to drop out from doctoral programmes than their male counterparts. The women who participated in
the event later stressed the need for regular platforms where female scientists can network and discuss
their research and career paths (United Nations Development Programme, 2023u47;; United Nations
Development Programme, 20234s)).

At the school level, Kazakhstan has been working to promote an interdisciplinary and project-based
approach to STEM through the State Programme for Education and Science Development (2020 — 2025)
(Institute of Legislation and Legal Information of the Republic of Kazakhstan, 2021¢)). Beyond renewing
curriculum content in STEM subjects, reforms that began in 2014 aimed to embed tasks that support the
development of new technologies and scientific innovations. A key pillar has been the introduction of
educational robotics, which supports an integrated approach to teaching STEM as well as the development
of technical skills such as programming and assembly (Dzharkinbayeva, 2019;s0;). According to national
data provided to the OECD, more than 1 000 schools have opened robotics laboratories, while teachers
have been trained in the field. At the same time, Kazakhstan has reported challenges in ensuring logistical
and pedagogical support for the introduction of new STEM approaches, especially rural areas. Kazakhstan
is also seeking to ensure that effective STEM practices are shared across the education system (OECD,
2023p1)

While many countries have prioritised STEM, the Slovak Republic has taken a more transversal approach
to promoting the skills younger learners need to shape the green economy. Its ongoing primary and lower
secondary education reform (2023-2027) aims to shift the focus of teaching and learning from knowledge
transmission to the development of the complex competencies that learners will need for life in a low-
carbon, digital economy, and society. These include critical thinking, problem solving, collaboration, and
initiative and responsibility. The reform is a component of the country’s post-COVID-19 Recovery and
Resilience Plan and supports the EU target of achieving climate neutrality by 2050 (Ministry of Education,
Science, Research and Sport of the Slovak Republic, n.d.;s1; Ministry of Education, Science Research and
Sport of the Slovak Republic, n.d.s2).

One of the key measures has been to give teachers and schools greater flexibility in how they organise
learning so they can implement a broader range of teaching methods (e.g. project-based learning, block
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teaching, experimentation) (Ministry of Education, Science, Research and Sport of the Slovak Republic,
n.d.;s3; Ministry of Education, Science, Research and Sport of the Slovak Republic, n.d.is4)). The Slovak
Republic has also established a network of regional teacher support centres. These centres build regional
partnerships involving schools, teacher education providers, and other organisations to support the
implementation of the reform, including by supporting the professional learning of school leaders and
providing mentoring and counselling for teachers. Some 16 centres were established by 2022, with an
additional 16 planned for September 2023 to coincide with the initial rollout of the curriculum (Ministry of
Education, Science, Research and Sport of the Slovak Republic, n.d.ss)).

Targeting resources and supports is necessary for a just transition

Since many individuals and families across OECD countries will already be facing constrained financial
circumstances in 2024, the targeted education and training measures implemented by some governments
will play a crucial role in ensuring the recent push to accelerate the green transition does not exacerbate
existing inequalities. In some cases, these policies are informed by an assessment of how processes such
as digitalisation and the decarbonisation of the economy will affect specific groups and incorporate
measures targeting those at risk of losing out. Governments have also implemented interventions to
encourage underrepresented groups or vulnerable workers to enter key sectors and equip them with the
competencies they need to succeed. These often combine the kind of practical experiences that benefit
people from all backgrounds with more targeted mentoring or career guidance.

In Austria, Wales (United Kingdom), and New Zealand, for example, education and training measures
to support the countries’ net zero targets are informed by an assessment of the challenges this transition
will pose for different population groups, employment sectors, or regions. These countries have also sought
to involve stakeholders from different groups in this process. Austria’s Just Transition Action Plan for
Education and Training (2023) is the result of a collaborative process involving stakeholders from industry,
science, and civil society that began in 2020 (Austrian Federal Ministry of Climate Action, Environment,
Energy, Mobility, Innovation and Technology, 2023se)). As part of this research, Austria’s Just Transition
Committee identified sectors with overwhelmingly negative prospects (e.g. aviation), sectors with
unfavourable starting conditions, but which could make the transition more easily (e.g. energy), and those
more indirectly affected by the transition to net zero (e.g. tourism) (Meinhart et al., 202257;). The resulting
action plan includes measures targeted at those in vulnerable industries. From 2023, people working in
companies facing closure, restructuring, or technological change will receive tailored career guidance.
Other measures include establishing new apprenticeships in key sectors and providing green skills training
for teachers and apprenticeship supervisors (Austrian Federal Ministry of Climate Action, Environment,
Energy, Mobility, Innovation and Technology, 2023s¢)).

In Wales (United Kingdom), the government has recently examined how tackling longstanding
inequalities could increase the supply of the skills required for the net zero transition (Parken et al.,
2023;5s1). The research supports the implementation of Wales’s Net Zero Skills Action Plan (2023), which
includes a commitment to develop further actions based on its findings (Welsh Government, 2023s9;). One
of the key findings was that Wales will struggle to meet its Net Zero 2050 targets without addressing
inequalities in education, training, employment, and the distribution of skills. A particular challenge is that
the priority decarbonising sectors identified in Wales’s Net Zero plan have an ageing and disproportionately
white and male workforce (e.g. construction, manufacturing, transport, energy). There is an urgent need
to widen the pool of trainees to ensure the continued supply of skills. Furthermore, there is an identified
lack of employer demand for ‘green’ reskilling and upskilling training. Although the education and training
providers interviewed for the research were enthusiastic about implementing these courses, businesses
have been hesitant to invest in green jobs and training. Finally, the report underlines the need for a more
coordinated and systematic approach to ensuring education and training pathways supply the skills for the
green economy (Parken et al., 20235e;; OECD, 20232). International evidence suggests that other
countries face this challenge (OECD, 20232;; Cedefop, 2019s0)).
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New Zealand plans to monitor the impact of the green transition on different groups on an ongoing basis
as part of its Equitable Transition Strategy. Developing an Equitable Transition strategy was one of the
actions in New Zealand’s first Emissions Reduction Plan (2022), which outlines the policies and strategies
needed for the country to meet its targets on the pathway to achieving net zero emissions by 2050.
Following a series of nationwide workshops and a national survey, a draft strategy was published in June
2023 for further consultation, with a final version due to be published in 2024 (New Zealand Ministry for
the Environment, n.d.js1;; New Zealand Ministry of Business, Innovation and Employment, 202362;; New
Zealand Ministry of Business, Innovation and Employment, n.d.(s3)).

The strategy focuses on people, how the transition to a low-emissions economy will affect different groups,
and how these groups can be supported. An Interagency Governance Group is charged with ensuring that
stakeholders reflecting a broad range of groups are involved in defining the long-term outcomes of the
strategy and outlining the steps to achieve them (e.g. Maori, regional and rural communities, women,
disabled people, young people, low-income households). This focus is reflected in the Ministry of
Education’s contribution to the draft strategy, which includes actions to work with Maori to better
understand how the Ministry can support Maori-led capacity-building programmes. Other actions aim to
ensure that the VET system can support the short-term needs of workers affected by rapid changes in the
labour market while providing for the long-term needs of workers for a low-emissions future. New Zealand
is also developing a data tool that will enable national and local Government, Maori and community
organisations and other users to monitor how emissions reduction policies are impacting different
population groups over time. This will include indicators relating to well-being as well as employment rates
and income levels in different sectors (New Zealand Ministry for the Environment, n.d.j1;; New Zealand
Ministry of Business, Innovation and Employment, 2023s2;; OECD, 2023}1)).

Since 2019, Canada has been updating two existing federal programmes that offer young people
experiences in the environmental science, STEM, or natural resources sectors with a focus on addressing
the needs of those facing barriers to employment (e.g. those living in rural communities, Indigenous,
LGBTQ+, youth from low-income families, and young women). Both programmes work by providing wage
subsidies to employers and are offered as part of its Youth Employment and Skills Strategy (YESS)
(Employment and Social Development Canada, 20234). The Science and Technology Internship
Program (STIP)—Green Jobs provides 15-30 year-olds with internships and mentoring in natural resource
sectors such as energy, forestry, mining, earth science, clean technology. According to national data, the
programme created 4 000 green jobs between 2017/18, with some 60% of participants coming from the
equity groups targeted by the programme (women, Aboriginal peoples, people with disabilities, members
of visible minorities) (Natural Resources Canada, 2023es). The Science Horizons Youth Internship
Program helps organisations hire recent higher education graduates, providing them with 6-to-12-month
experiences working on environmental projects. As well as providing a 25 000 CAD wage subsidy to
employers, the programme provides 5 000 CAD per participant to fund skills development, certifications
and training, and accessibility supports (Government of Canada, 2023ss)).

Results from the most recent evaluation of the YESS (2020) indicate that interventions involving a wage
subsidy can support labour market integration among young people with upper secondary education. In
line with the programme’s objective of promoting transitions to the labour market, a larger proportion of
participants were still employed immediately after taking part in such programmes as opposed to having
returned to school. An impact analysis of a similar wage subsidy programme led by Employment and Social
Development Canada found that participants had, on average, higher earnings, a higher incidence of
employment, and were less likely to claim social assistance benefits compared to a control group. Since
young people with upper secondary education tend to face less barriers to employment, however, it is less
clear from the evaluation whether those without it will benefit in the same way (Employment and Social
Development Canada, 2020p7). As such, it will be important for Canada to adapt these federal
programmes to the needs of disadvantaged young people and monitor their impact.
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In a similar vein’s Technology Leap (2012) offers internships to young people who have completed natural
science or technology programmes in upper secondary school and has contributed to more women
applying for engineering courses in higher education. The initiative aims to stimulate young men and
women’s interest in pursuing studies and careers in technology, engineering, and the natural sciences and
increase the supply of skills that support the digital and green transitions. Internships last four months, and
participants receive a salary agreed between employer organisations and trade unions (Swedish National
Agency for Education, 2023sg)).

A 2022 evaluation compared the outcomes of students who participated in the Technology Leap between
2012 and 2020 to young people from the target group who either did not apply to the programme or were
unsuccessful. Some 63.5% of Technology Leap enrolled in natural sciences or technology courses within
two years of completing upper secondary school compared to 43% of the target group overall. While men
were overall more likely to transition to courses in these subjects, the gender gap was smaller among those
who had participated in the Technology Leap, suggesting the programme helped to reduce the effect of
gender on study choices (Swedish National Agency for Education, 2022s9)).

The evaluation points to some of the factors that helped to translate participants’ broad interest in STEM
into a decision to apply to a higher education programme in a related field. Firstly, the practical experience
provided by the internship clarified participants expectations about working in a STEM career and helped
them orientate their interests within a field that many previously saw as diffuse. The experience of being
trusted, undertaking independent tasks, and receiving support in the workplace helped to develop their
confidence in being able to work in a STEM role. Importantly, the workplace experience challenged their
ideas of who can be an engineer, notably the perception that an engineer is a middle-aged man. Female
participants reported that the internship made them feel more confident that they were welcome in the
industry (Swedish National Agency for Education, 2022/s9)).

However, the evaluation recommends that the programme should be more explicitly targeted at
disadvantaged young people and those from immigrant backgrounds. Young people from these groups
are underrepresented in the Technology Leap and in STEM subjects at tertiary level. Young people from
smaller towns or rural areas were also less likely to apply to the programme, since many of the internships
offered were in big cities. This points to a need to reach out to employers in less urbanised areas (Swedish
National Agency for Education, 2022q)).

Other recent initiatives aimed at increasing the participation of underrepresented groups in STEM combine
practical experiences with more personalised support or mentorship. Since 2021, the Flemish Community
of Belgium has been working to expand the reach of its 100 STEM academies, which have been shown
to have a positive impact on participants’ attitudes towards STEM, notably among girls (Flemish
Department of Work and Social Economy, 202142); Blondeel and Coussement, 20227¢)). The academies
offer practical, integrated STEM activities to 5-18 year-olds outside of school hours and implement
measures to target underrepresented groups. The Flemish Agency for Innovation and Entrepreneurship
invites calls for funding from a range of organisations that wish to establish a STEM academy. This could
include schools or youth organisations with experience in organising relevant extracurricular activities or
individuals with STEM expertise. Activities must be design and inquiry-based, provide learners with insight
on the real-world relevance of STEM, and strengthen transversal as well as domain-specific competencies
(Flemish Agency for Innovation and Entrepreneurship, n.d.i71).

An evaluation carried out in 2021-2022 highlights key factors that explain the programme’s positive effect
on young people’s understanding of the importance of STEM for society, their self-efficacy and sense of
competence, and their sense that others saw them as a ‘STEM'’ person. It found a particular effect on girls’
perceptions of STEM and their intention to study STEM in upper secondary education. Firstly, the STEM
academies offered hands-on activities which gave participants opportunities to build, design, and research
with specific materials (e.g. wood, computers) and led to a concrete result (e.g. making something move).
The opportunity to learn something was an important motivating factor for children and their parents, and
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especially for girls. Finally, the social dimension of the activities also helped to motivate students. Children
and parents interviewed for the evaluation underlined the role of the coaches or mentors who led activities
in ensuring quality and student engagement. The evaluation calls for further research on the impact of
those who lead informal STEM activities, especially since their role often differs from that of a teacher or
sports coach. The evaluation was also limited in the sense that it only looked at the short-term impact of
STEM activities. This points to need for evaluations that monitor the attitudes, performance, and study
choices of young people who have participated in STEM interventions over the medium-to-long-term, a
challenge that has also been identified in Australia (Blondeel and Coussement, 20227q;; Education
Council of Australia, 20219). Building on the success of the STEM academies, the Flemish government
wants to ensure every child and young person can access them by expanding their activities to every
municipality in the region (Flemish Department of Work and Social Economy, 202142)).

Coaching and mentoring are also an important dimension of Australia’s Curious Minds programme, in
which girls in the final years of lower secondary education explore various aspects of STEM in a series of
national camps. Results from the first implementation period (2015-2021) suggest that it has had a positive
impact on participants’ confidence and their motivation to study male dominated courses (Curious Minds,
2023721). One of the key success factors identified is the strength of the student-mentor relationships; girls
work on a project with a female mentor working in a male dominated field over a period of six months
(Curious Minds, n.d.[73]). Based on evaluations of the pilot phase of the programme, the mentoring system
was enhanced into a coaching model with a focus on more specific goals. A key indicator of the success
of the programme is that as of 2020, 100% of participants chose to study at least one STEM subject in
upper secondary education (Education Council of Australia, 2021(741). Some 49% of girls who participated
between 2015 and 2021 came from more disadvantaged areas, pointing to the programme’s potential to
address multiple aspects of diversity (Curious Minds, 202372).

Furthermore, a programme from South Australia also combines mentoring and career guidance with
scholarships that enable students from underrepresented groups to pursue STEM studies at upper
secondary level (e.g. students with a lower socio-economic status and Aboriginal learners). Students can
use the scholarship funds to cover tutoring, digital devices, excursions, or any other activity that directly
supports them in achieving in their STEM subject. The mentoring and careers activities support their
professional development (South Australia Department of Education, n.d.j7s)). An internal evaluation found
that the cost of the scholarship compared to the positive impact on students’ performance and career
aspirations meant the intervention provided good value for money (Education Council of Australia,
202174)).

Some policy lessons emerge on helping learners to acquire transversal competencies
through active learning experiences for 2024

Recent data and analysis from these and other policy experiences to help learners acquire transversal
competencies through active learning experiences offer some lessons to help guide education systems’
efforts in 2024.

1. Education systems can leverage digital technologies to promote equal access to enrichment and careers
activities related to green jobs

Providing students with the kind of active learning experiences that help them shape the green economy
can be challenging for schools in disadvantaged, rural or remote areas. Education systems are addressing
this challenge by using online learning for enrichment and work-readiness activities and to foster
collaboration between schools across distances.

e Data from the Programme for International Student Assessment (PISA) 2018 indicate that
advantaged students have better access to work-readiness activities than their disadvantaged
counterparts. On average across OECD countries, there was 8.6 percentage point difference in
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the share of students in advantaged schools where career guidance was formally scheduled in the
timetable compared to students in disadvantaged schools. There was also a 2.8 percentage point
difference in the share of advantaged students who reported that they had completed an internship,
attended a job shadowing, or visited a job fair compared to disadvantaged students.

e Queensland’s (Australia) Virtual STEM Academies (QVSA) provides an illustration of how students
in rural and remote areas can benefit from these kinds of enrichment and extension activities
(Education Council of Australia, 2021[74]). QVSA delivers enrichment programmes focusing on
real-world STEM challenges using a low bandwidth virtual video conferencing platform. In the
grand challenges programme, for example, students from different schools work collaboratively to
solve problems of national or global significance using science, technology and innovation. As well
as supporting the delivery of these programmes to rural and remote communities at a low cost, the
platform allows students and teachers to collaborate with peers across the state of Queensland
and draw on the expertise of university researchers and industry experts.

¢ At the same time, further evaluative evidence from Australia points to a need to ensure that online
programmes can adapt to rapid changes in technology and that they are compatible with the wide
range of devices teachers and students use. Online programmes can also strengthen their
contribution to the evidence base by making greater use of data analytics and comparing student
outcomes between participating and non-participating schools (University of Technology, Sydney,
2018[40)).

2. Strengthening coordination and anticipation mechanisms is essential to ensure the ongoing supply of
green skills

Addressing existing skills bottlenecks and ensuring the ongoing supply of skills for the green economy
requires a coordinated strategy that builds on existing strengths and takes account of future needs. This
requires education policy makers and providers to work with actors in other areas of government and from
business and industry to set out a common vision and to define a pathway for achieving it.

e OECD data indicate that the demand for ‘green-task’ jobs—defined as jobs involving at least 10%
of tasks that support environmental goals—has grown faster than the demand for non-green-task
jobs since the outbreak of the COVID-19 pandemic. While vacancies for green-task jobs increased
by almost 110% between the last quarter of 2019 and the second quarter of 2022, the number of
non-green-task vacancies posted increased by some 80% (OECD, 2023[2]).

e International evidence from the OECD and CEDEFOP suggests that many countries lack a
comprehensive strategy for addressing evolving skills demands and further evidence collected for
this report shows that more strategic collaboration could take place with partners such as
employers or the ministries of labour (see Chapter 2) (OECD, 2023[2]; Cedefop, 2019[60]). Instead,
initiatives to promote green skills tend to emerge on an ad hoc basis and focus on regions and
sectors already experiencing shortages. The OECD recommends complementing existing efforts
with a structured and systematic strategy that builds synergies between different initiatives and
anticipates and responds to medium- and longer-term skills needs (OECD, 2023[2]).

3. A short-term view is not enough; educators and policy makers must monitor the longer-term impact of
green skills interventions to generate evidence on what works

Several education systems have implemented measures to increase the supply of skills in STEM and other
key sectors in the green economy. Tracking the outcomes of learners who have benefitted from these
experiences (e.g. achievement, study choices, employment) as they progress through the education
system and into the labour market helps to generate evidence on which interventions are having the
desired short- and long-term effects. However, evidence points to the need of adopting a longer-term view.

e Data from the EPO Survey 2023 suggest that the monitoring and evaluation of efforts to promote
the knowledge, skills and attitudes for the green economy and climate action are less of a priority
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for education systems than other areas. Some 72% of participating education systems indicated
that introducing/strengthening the assessment, monitoring and evaluation of outcomes and
processes related to sustainability education was considered a priority for the next five years to at
least a moderate extent. However, the share of education systems that indicated that this was a
priority was the lowest of all of the other areas of curriculum and training development referenced
in this item of the survey (OECD, 2023[1]).

e Impact studies of interventions to promote STEM in students in some education systems point to
a shared need and challenge of going beyond monitoring shorter term impact to adopting a
broader, longer-term approach. For example, a recent evaluation of STEM academies in the
Flemish Community of Belgium recommended continuing to monitor participants. The aim is to see
whether the increase in their self-efficacy and understanding of the importance of STEM observed
at the end of the programme leads to increased participation in STEM subjects and careers in the
future (Blondeel and Coussement, 2022[70]). Similarly, a synthesis of evaluations of STEM
interventions in Australia recommends monitoring the STEM achievement of beneficiaries in
national assessments over time (Education Council of Australia, 2021[39]). In the United Kingdom,
a report on widening participation in higher education highlights a need for evaluations that go
beyond participants’ self-reported aspirations and attitudes following an intervention. Rather,
evaluations should track their pathway through secondary education and enrolment in tertiary
education to see which interventions have a long-term effect (Robinson and Salvestrini, 2020[76]).

e An example of an evaluation strategy that monitors both short and longer-term outcomes comes
from Canada. The evaluation of the Career Focus programme incorporates an incremental impact
analysis comparing the labour market outcomes of participants and a control group for at least five
years following their completion of the programme (Employment and Social Development Canada,
2020[67]).

Education systems must promote a culture of learning and collaboration in
institutions and support external partnerships to provide experiences for all

In 2024, as governments seek to ensure the supply of skills that will drive a green recovery, they should
not forget the important role played by education institutions at all levels of the system. Short-term
disruptions such as the COVID-19 pandemic and longer-term evolutions such as digitalisation have drawn
attention to the role that these institutions and the professionals who work in them play in equipping
learners to thrive through change and meeting the evolving skills needs of economies and societies.

However, education institutions can also generate research and innovations that contribute directly to the
goals set out in national recovery strategies or environmental policies. Policymakers can optimise the
contribution of education institutions to the green transition, firstly, by promoting a culture of learning
and collaboration, and secondly, by supporting external partnerships that empower learners to shape
the green economy. This includes partnerships with parents, employers, and the local community.

The OECD Framework for Responsiveness and Resilience in Education Policy provides guidance on
strengthening the resilience of education staff so they can prepare learners for many possible futures and
on convening a wider range of actors to advance the work of institutions (OECD, 202115). This section
applies this guidance to the question of how education institutions can strengthen their contribution to the
green economy through their internal culture and their external relationships.
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Promoting a culture of learning and collaboration matters to bring the green curriculum
to life

Professionals may experience specific challenges when implementing the kind of active pedagogies that
develop the competencies learners need to thrive in the green economy. Evidence from the Teaching and
Learning and Learning International Survey (TALIS) 2018 suggests that teachers make use of some of
these pedagogies more than others. While some 73.7% of teachers on average across OECD countries
reported that they ‘frequently’ or ‘always’ refer to a problem from everyday life or work to demonstrate why
new knowledge is useful, only 28.6% said they ‘frequently’ or ‘always’ give students projects that require
at least one week to complete (see Figure 3.4).

Previous research points to challenges in deciding how to apply these pedagogies within and across
different disciplines, linking transversal competencies and active pedagogies to specialist content,
rethinking assessment strategies, and understanding how competencies articulate in different industries
and professions (Mula et al., 2017(9)). Bringing about a shift in pedagogical practices may be especially
challenging in contexts where teachers are used to working within their own disciplines—such as in
secondary or higher education—and or where they are wedded to more teacher-centred approaches (Mula
et al., 20179;; Lozano et al., 201912;). Those working in ECEC or primary education may be less confident
in their disciplinary knowledge in STEM fields or in integrating technology into their practices (Goos et al.,
2020r11)).

Figure 3.4. Teachers are making greater use of some active pedagogies than others

Percentage of teachers in OECD countries who reported that they “frequently” or “always” use the following
practices in their class (TALIS 2018)
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Note: These data are reported by teachers and refer to a randomly chosen class they currently teach from their weekly timetable.
Source: OECD (2019[77]), TALIS 2018 Results (Volume I): Teachers and School Leaders as Lifelong Learners, TALIS, OECD Publishing,
Paris, https://doi.org/10.1787/1d0bc92a-en.
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Many of the features of effective professional learning previously highlighted by the Education Policy
Outlook also feature in the literature on sustainability competencies, innovation, and STEM education
(OECD, 202115)). Recent studies point to the importance of practice-oriented, collaborative, and institution-
based forms of professional learning that take place over a sustained duration, give professionals time to
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test new ideas and reflect, and make use of practices such as mentoring, school networking and coaching
(Redman, Wiek and Redman, 20187s;; Mula et al., 20179;; Goos et al., 2020p113; Mula et al., 20179)). These
approaches are often more cost-effective than external forms of professional development and can be
better tailored to local needs (OECD, 202115)).

Involving partners from fields related to the green economy in the delivery of professional learning can help
teachers better align their teaching with work in these sectors (OECD, 202221)). However, data from TALIS
2018 suggest that few teachers in the OECD take part in this type of professional learning. On average
across OECD countries, only 17.4% of teachers reported participating in observation visits to business
premises, public organisations, or non-governmental organisations as part of professional learning
activities in the 12 months prior to the survey (see Figure 3.5). Like their students, teachers will benefit
from further opportunities to develop their practical competence in key sectors.

Figure 3.5. Few teachers take part in professional learning activities involving partners beyond the
education sector

Percentage of teachers in OECD countries who reported participating in observation visits to business premises,
public, or non-governmental organisations in the 12 months prior to the survey (TALIS 2018)
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Note: Countries are shown in ascending order of the percentage of teachers who reported participating in observation visits to business premises,
public, or non-governmental organisations as part of professional development in the 12 months prior to the survey.

Source: OECD (2019r7), TALIS 2018 Results (Volume |): Teachers and School Leaders as Lifelong Learners, TALIS, OECD Publishing,
Paris, https://doi.org/10.1787/1d0bc92a-en.
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Supporting external partnerships can help provide more cost-effective approaches for
greening initiatives

As pointed out in Chapter 4, education ministries need to engage with local actors such as parents,
community bodies, employers and entrepreneurs to help advance the work of education institutions on
aspects related to the transition to greener and fairer societies. Institutions can draw on resources and
expertise in the local area, while partners benefit from the skills and innovations generated within local
education institutions (OECD, 2021y15)). Importantly, institutions can work with these partners to provide
learners with experiences that develop key competencies and help them relate what they learn to the green
economy.
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e The recent experience of the COVID-19 pandemic has drawn attention to the role of parents as
partners in the learning process and the positive impact that engaging with them can have on
learning outcomes, especially for younger learners. This is especially true for the most vulnerable
learners (OECD, 2021[15]). Interventions aimed at increasing the participation of underrepresented
groups in environmental or STEM fields often recognise this role and include measures to
strengthen parents’ engagement in their children’s learning, to challenge parental stereotypes, or
even to strengthen parents’ self-efficacy in these areas (Goos et al., 2020[11]; Camasso and
Jagannathan, 2017[79]; Wolfe and Riggs, 2017[80]).

e Individuals or groups in the local community (e.g. individual volunteers, voluntary or professional
organisations, other education institutions) can support institutions in providing clubs, summer
camps, trips or visits that develop learners’ practical competence in key domains such as
environmental engineering or sustainable design or that strengthen transversal competencies such
as creativity and collaboration. Relatable role models working in relevant fields can mentors to
students from underrepresented groups (Goos et al., 2020[11]; Archer et al., 2020[81]; Bowser and
Cid, 2021[19]; Marginson et al., 2013[18]; Wolfe and Riggs, 2017[80]; DeFelice et al., 2014[20]).

e Local employers or entrepreneurs can provide experiences more directly related to the world of
work. Related activities range from one-off career talks or workplace visits to longer-term
collaborations that involve solving industry problems. Partnerships with industry need not be limited
to the sectors commonly associated with the green economy (e.g. energy, agriculture, transport).
The green transition has implications for all employment sectors and contact with the world of work
can helps strengthen transversal competencies (Miranda and Larcombe, 2012[14]; OECD,
2021[15]).

In addition to drawing on resources from the local community, educational institutions can also play a direct
role in shaping the green economy at the local, regional or national level. Much of the research on this
theme focuses on the role of VET and higher education institutions. These institutions can generate
research or innovations to solve problems identified by local government or companies but can also
develop technologies or processes that help partners operate more sustainably (Avila et al., 2017(s2).
Quality relationships between institutions and employers also help to ensure alignment between the
education and training pathways and the demand for skills in the local green economy (OECD, 202115};
Miranda and Larcombe, 201214;; OECD, 2023(2).

Policymakers must ensure that teachers, leaders, and other education professionals are adequately
prepared to engage with external partners and have the time and space to do so. This may involve creating
dedicated roles for engagement activities or carving out dedicated time (OECD, 2021(15)). However, it is
crucial that education staff — notably those in leadership roles — value these collaborations and understand
their importance. One recent study identifies a lack of support from higher education leaders as a key
barrier to sustainability and innovation within the sector. The authors point to a need to improve the spread
of new knowledge and technologies beyond the ‘walls’ of higher education institutions through a process
of continuous learning that involves local government and the private sector (Avila et al., 2017;s2)). At the
school level, TALIS 2018 data indicate that there is progress to be made in strengthening principals’
collaboration with local businesses and the community. Across OECD countries, principals reported that
they spent an average of 5.8% of their time on interactions with the local and regional community, business
and industry (see Figure 3.6).
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Figure 3.6. There is room to strengthen principals’ collaborations

Average percentage of time throughout the year that principals report spending on interactions with local and
regional community, business and industry (TALIS 2018)
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Note: Countries are ranked in decreasing order of the average percentage of time throughout the year reported.
Source: OECD (2020[83]), TALIS 2018 Results (Volume II): Teachers and School Leaders as Valued Professionals, TALIS, OECD Publishing,
Paris, https://doi.org/10.1787/19cf08df-en.
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Selected recent policy efforts

Recent efforts to strengthen the contribution of education institutions and the professionals who work in
them to the green economy include practical professional learning initiatives, many of which bring together
networks of education institutions. Governments have also sought to nurture these professionals’
collaboration with partners in business and industry to stimulate innovation, notably in the higher education
sector. Some lessons identified from the initiatives analysed relate to the importance of engaging parents
as a way to challenge stereotypes and misconceptions related to the green transition, as well as
strengthening the role of institutional leaders to support aspects related to green innovation.

Promoting a culture of learning and collaboration

Recognising the role of teaching professionals in ensuring the supply of skills needed to achieve short and
long-term climate mitigation targets, in recent years, countries have sought to provide them with
professional learning experiences to strengthen their pedagogical practice as well as relevant technical
knowledge and skills. Recent efforts in this area aim to place teachers in the driving seat, and to give them
opportunities to implement projects and test new approaches, often in collaboration with colleagues in
other institutions or partners outside of the formal education sector. The recent experience of the COVID-
19 pandemic has accelerated the trend towards more flexible forms of professional learning, with an
increasing range of offers in online or blended formats.

Recent evidence from Germany illustrates how policymakers can support teaching professionals in
promoting STEM and sustainability competencies among younger children. Funded by the Federal Ministry
of Education and Research, the Little Scientists Foundation provides a range of support for professionals
in ECEC centres, primary schools, and after-school care centres to help them implement an inquiry-based,
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evidence-informed approach to STEM. Since 2018, the Foundation has also offered advanced courses in
education for sustainable development (ESD). A 2023 report identifies key lessons for the successful
implementation of computer science education at pre-primary and primary levels. Drawing on national and
international evidence, the report informs the design and continuous improvement of the Foundation’s two
computer science courses for teachers; an introductory course launched in 2017, and an advanced course
offered in a blended format since 2021 (Little Scientists Foundation, 2023s4j; Little Scientists Foundation,
n.d.gss)).

The report points to the importance of empowering teachers to adapt new methods to their circumstances
and the needs of their students and engaging parents as partners in the learning process. A key finding
was that to integrate computer science in their everyday teaching, teachers need to develop competence
in three key areas: identifying and designing effective learning environments; selecting quality materials
that are adapted to the child’s individual stage of development; and maintaining children’s motivation. The
courses can provide them with a range of practical ideas for learning activities and give them opportunities
to implement and reflect on them between sessions (Little Scientists Foundation, 2023 s4)).

In line with other recent evaluations of the Foundation’s programmes, the report also underlines the role
of instructional leadership in driving institutional change. According to participants in the pilot of the
computer science workshop, the importance ECEC leaders placed on the subject influenced the degree
of time and financial resources they made available for its implementation. A report from 2019 points to
the important role these leaders play in disseminating the knowledge they had gained in ESD training
among their colleagues (Little Scientists Foundation, 2019se)).

Recent experiences from Scotland (United Kingdom) and Ireland also highlight instructional leadership
and parental engagement as key enablers for transforming the culture of institutions. These initiatives bring
together clusters of schools and point to the value of fostering collaboration between professionals working
at different levels of the education system. Scotland’s Improving Gender Balance and Equalities (IGBE)
team works with clusters of schools and ECEC centres to embed a whole-of-institution approach to
addressing gender imbalances in subject choices, notably in STEM fields and apprenticeships. The team
was established in 2019, following a three-year action research project, and had reached 1 156 institutions
by 2022. Activities include face-to-face and online workshops for teachers, enquiry-based research, and
gender-aware leadership training. There has also been a strong focus on working with ECEC centres to
challenge gender stereotypes and ingrained norms from an early age (Scottish Government, 2022s7;
Education Scotland, 2023sg)).

A review of the initial action research project (2018) identified the role of the project champions—often a
school leader or Head of Science—as a key success factor. These champions played a key role in
coordinating school-level activity, liaising with the project officers, and promoting the project among their
colleagues. Teachers identified the partnerships that emerged between institutions at different education
levels as another key success factor. Some institutions had embedded a gender balance focus in their
transition activities, while STEM ambassadors from some secondary schools worked with primary school
students from their cluster. The findings suggest that as well as ensuring that young people receive
consistent messages about gender as they progress through the education system, this approach can
promote the sharing of effective practices between education levels (SDS Evaluation and Research team,
2018s9)).

Several of partnerships established through Ireland’s School Excellence Fund (Digital and STEM),
involved collaboration with business, industry, and the higher education sector as well as between primary
and secondary schools. Ireland funded 30 digital clusters and 10 STEM clusters between 2018 and 2022
for collaborative projects promoting the innovative use of digital technologies and STEM in teaching and
learning (Irish Department of Education, 202390;; Professional Development Service for Teachers, n.d.jo1)).
Participating schools had a dedicated advisor from Ireland’s Professional Development Service for
Teachers to support their learning and collaboration. One project aimed to bridge the gap from primary to
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secondary education by developing digital skills among primary students. Students from the secondary
school leading the cluster mentored primary students and worked with them on projects involving robotics,
coding and renewable energy. In the second phase of the project, students and teachers were trained on
using Google apps in the classroom (Professional Development Service for Teachers, n.d.jo1)).

Benefits and challenges identified for the cluster model identified in a 2022 evaluation include that the
financial grant provided for materials and personnel and the dedicated out-of-school time given to the
clusters played a key role in enabling collaboration within schools and between the formal and informal
education sectors. This enabled teachers and students to extend learning opportunities beyond the school
gates while also drawing on skills from the local community. The report recommends strengthening links
with the non-formal education sector to provide further professional learning opportunities for teachers.
Recognising the role of school leaders in ensuring the success of the clusters, it also calls for more tailored
training activities for principals (Morrisey, 2022(92)).

Other recent initiatives bring together partners from education and business to develop flexible, industry-
relevant learning opportunities for VET professionals. Between 2020 and 2022, for example Germany’s
Federal Institute for Vocational Education and Training (BIBB) funded seven projects developed in
collaboration between training providers and strategic partners such as professional associations, trade
unions, and public bodies at the local, regional or national level (German Federal Institute for Vocational
Education and Training, n.d.je3)). The projects were selected from a previous round of funding (2015-2019)
which aimed to strengthen professional training for sustainable development and green growth (German
Federal Institute for Vocational Education and Training, n.d.je4). The aim of the 2020-2022 funding round
was to adapt successful projects to focus more explicitly on the competence development of VET teachers
and trainers and to reflect the increasing demand for digital skills in the workplace. The projects were also
scaled up, either by implementing them more widely (e.g. scaling from local to national level), or by applying
successful models to a broader range of professional domains (German Federal Institute for Vocational
Education and Training, n.d.[e3)).

One project adapted a programme on sustainable food production that had been designed for trainee
bakers to meet the professional development needs of training staff in the entire food industry. This
involved developing, testing and evaluating new offline, online and blended learning approaches
(NachDenkEr Project, n.d.je5; German Federal Institute for Vocational Education and Training, n.d.je3;
Rothe et al., 202296]). According to the project implementation report, maintaining close contact with
training staff enabled the project team to develop a learning offer that met their needs. This included
developing shorter introductory online courses on sustainability and digitalisation in the food trade and
giving interested participants opportunities to specialise later. The team also offered face-to-face modules
at industry events to reach a larger audience (Rothe et al., 2022/96)).

Partner organisations from Spain, Italy, Portugal, Greece, and Malta took a similar collaborative
approach to developing a new green skills qualification for trainers in the construction industry, which they
launched in 2020. The eleven partners included building sector organisations, VET providers and higher
education research centres (Bus.Trainers Project, n.d.je71). The project began with an assessment of the
skills needs of training staff, drawing on the methodology of the European Qualifications Framework (EQF).
This process informed the design of the content, structure and learning objectives of the qualifications and
the resources produced in the appropriate languages. A pilot of the open online course took place in 2019
and was used to make improvements ahead of the official launch. After completing 200 teaching hours on
themes such as energy efficiency and renewable energy systems, participants receive an ‘Eco-trainer’
accreditation corresponding to eight European Credit System for Vocational Education and Training credits
(Bus.Trainers Project, n.d.jes); Bus.Trainers, 2020j99]). The partners have signed an agreement with actions
to ensure the sustainability of the programme and commissioned an external evaluation to support
continuous improvement (Bus.Trainers, 2020¢1007).
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Education institutions can also be supported to develop a green institutional culture and
build green partnerships

Governments are increasingly seeking to harness the innovative capacity of educational institutions to
achieve the goals set out in their COVID-19 recovery strategies and longer-term environmental goals.
Some have implemented measures to foster collaboration between VET or higher education and research
institutions and business or industry partners to address goals related to skills development or to stimulate
research and innovation that addresses climate goals. The analysis conducted for this report suggests that
direct government interventions to develop school-industry partnerships may be less common, although
these partnerships are an important dimension of some countries’ STEM strategies.

Partnerships between higher education institutions (HEIs) and industry are a crucial dimension of recent
environmental strategies in countries such as Singapore, Denmark, and Korea. Singapore’s Green Plan
2030, established in 2021, sets out concrete and ambitious targets for a ten-year period to support the
longer-term goal of achieving net zero emissions by 2050. Several of the targets have direct implications
for skills development, such as the target of quadrupling solar energy deployment by 2025 and greening
80% of Singapore’s buildings by 2030 (Government of Singapore, n.d.;101; Government of Singapore,
n.d.r1027). As part of these efforts, the Ministry of Education is supporting HEIs to nurture community and
industry partnerships that address national sustainability goals or that empower local partners to reduce
their carbon emissions (Singapore Ministry of Education, 2022103)).

For example, the Integrative Built Environment Centre at Temasek Polytechnic was established in 2022 to
support the Green Plan. Collaboration with a range of industry partners helps to ensure the relevance of
teaching and research within the Centre, but also supports a culture of learning within these companies
(Temasek Polytechnic, n.d.j1041; Singapore Ministry of Education, 2022;103]). As well as offering initial and
continuing professional education for the built environment sector, the Centre develops innovative
solutions to support industry transformation. An example of a more mature initiative comes from Nanyang
Technological University, where the Renewable Energy Integration Demonstrator Singapore (REIDS) has
been operating since 2014. On one level, REIDS serves the needs of local business and public sector
partners by fostering research and development in fields related to energy. However, the project has a
broader remit of designing, demonstrating and testing solutions for sustainable and affordable energy
access for all across the Southeast Asia region. The project is already supplying energy to a landfill facility
run by Singapore’s National Environment Agency (Nanyang Technological University, n.d.pos);
Drozdowski-Strehl, 2017106)).

Since 2022, Denmark has been funding four green partnerships bringing together actors from research,
business, and the public sector to address the missions set out in its Green Research Strategy (2020).
This mission-driven, collaborative approach supports Denmark’s goal of achieving a 70% reduction in
greenhouse gas emissions by 2030 and net zero emissions by 2050 while also increasing the
competitiveness of Danish business and industry (Danish Ministry of Higher Education and Science,
n.d.i107;; Innovation Fund of Denmark, 202210s)). Over a five-year period, each partnership will work on a
sequence of multidisciplinary innovation projects and develop concrete solutions to one of four missions:
carbon capture and storage; green fuels for transport and industry; sustainable agriculture and food
production; and recycling and plastic waste reduction. Denmark’s Innovation Foundation oversees the
allocation of funding and the monitoring of outputs. This began with a two-step process whereby the
Foundation invited HEIs and other organisations involved in research and innovation to develop a roadmap
for 2050 describing opportunities and challenges relating to one of the missions. With the support of
national and international experts, the Foundation selected one or more roadmaps under each mission,
invited partnership proposals, and evaluated submissions based on a research and innovation assessment
(Innovation Fund of Denmark, 2022;108j; Innovation Fund of Denmark, n.d.j1091). A further funding call was
opened in 2023, enabling existing partnerships to implement additional streams of work or to invite
additional partners (Innovation Fund of Denmark, 2023110;; Mission Green Fuels, n.d.j111]).
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The government of Korea has also played an active role in facilitating collaboration between education
and research institutions and partners from industry and the public sector as part of the National Strategy
for Green Growth (2009-2050) and the most recent Five-Year Plan for Green Growth (2019-2023)
(Government of Korea, 2019112;; Global Green Growth Institute, 2015(113)). As part of the Global Frontier
Project (2010-2021), for example, the Ministry of Education, Science and Technology (MEST) funded 15
clusters made up of different research organisations to conduct R&D projects in high-risk and high-impact
areas related to the green economy. Research priorities were identified through expert group meetings,
public hearings, and an assessment of global issues and future trends. One of the aims of the project was
to draw on expertise from different disciplines to enable technological convergence. One project sought to
integrate biotechnology and chemical technology to develop materials that could replace petroleum-based
energy products. The research centre brought together some 300 researchers from universities, public
and private research institutes, and private companies (Global Green Growth Institute, 2015113)).

A study published in 2018 provides guidance on how to ensure the sustainability of the research clusters
beyond the end of the funding period. To ensure the financial sustainability of projects, the report
recommends strengthening the commercialisation capacity of project teams and encouraging them to
gradually expand their profit-making activities. It also recommends developing clear criteria to the
continuation of projects, and a clear plan for their continuation or termination. In cases where projects
come to end, there is a need to consider who the intellectual property they generated belongs to (Business
Strategy Research Institute, 2018[114)). The Netherlands provides funding and support for regional
networks to provide flexible lifelong learning opportunities that address identified skills shortages, with the
first wave of projects focusing on the energy transition and raw materials. Beyond addressing skills
bottlenecks in key economic sectors, the National Catalyst for Lifelong Learning (2022) aims to develop a
lifelong learning ecosystem and promote a learning culture where it is common for people to invest in their
personal and professional development through their lives, through both formal and informal learning, and
to move between employment sectors. The programme follows a Quadruple Helix model, which involves
bringing together partners from four sectors of society (industry, education, the public sector, and civil
society) to stimulate innovation. Education partners include VET institutions, research universities, and
universities of applied science. Networks can request funding for smaller projects that bring together
relevant partners to identify development needs and propose an innovative lifelong learning solution (e.g.
micro-credentials, a skills passport) or for major projects that involve testing and evaluating skills
development approaches based on identified needs. The first wave of projects launched in June 2023,
with the latest funding round focusing on transforming educational institutions (Metselaar, 2023;115);
National Lifelong Learning Catalyst, n.d.j116)). Countries such as Ireland and Australia have produced
guidelines to support schools and businesses in developing partnerships that support the development of
STEM competencies among younger learners and their teachers. The guidelines highlight common
success factors for effective partnerships, but also point to the challenges that schools and business often
face.

Both guidelines advocate for ensuring support from the whole school community, and especially
school leaders. This was one of the key messages from the school and business representatives
interviewed for the Australian report (STEM Partnerships Forum, 20181177). Ensuring a whole-of-school
approach helps to avoid the risk that partnerships rely on the motivation of individual teachers or school
leaders and means they are more likely to be sustainable in the long-term (STEM Partnerships Forum,
2018y117; Irish Department of Education, 2023(11g1). To achieve this, the guidelines from Ireland recommend
that schools establish a core STEM team that includes leaders, learners, and parents (lrish Department of
Education, 2023;11g)). In both countries, the guidelines also recommend actively involving teachers in
partnership activities. This includes creating opportunities for teachers to develop their own industry-
relevant knowledge and competencies. Industry partners in Australia indicated that partnerships were more
effective when teachers engaged with them and took an interest in what students were learning (STEM
Partnerships Forum, 2018(117).
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In a similar vein, the guidelines from Ireland recommend that schools involve careers professionals in
partnership activities so they can make links between the learning and students’ future career and study
choices (Irish Department of Education, 202311¢;). Finally, both guidelines stress the importance of
defining clear roles, responsibilities, objectives and goals at the early stages of a partnership.
Partnerships are more likely to be effective when such goals align with national curricula, or with school-
level goals. The Australian guidelines set out a 7-step process for planning and implementing an effective
partnership, from identifying strengths and needs to designing and implementing an evaluation strategy
(STEM Partnerships Forum, 20181177). A common challenge identified in both guidelines is that some
schools may have greater access to potential partners than others, due to their location or connections
within the parent community. A solution identified in Ireland is for schools to join forces to better engage
with a business or industry partner (Irish Department of Education, 202311g)).

Another key finding from the Australian research was that successful school-industry partnerships were
facilitated by an intermediary organisation (e.g. an education authority, a teacher professional organisation,
a science centre or agency, a HEI). These organisations played an important role in mitigating the
challenges that can arise from the cultural differences between schools and industry. Importantly, they can
help industry partners navigate school and system requirements (e.g. understanding the school calendar
and teaching cycles, child protection requirements). While some intermediaries simply played match
making role — helping schools find industry partners or vice versa — others played a more active role in
designing and implementing partnership activities (STEM Partnerships Forum, 2018117)).

Some policy lessons emerge on supporting local learner-centred networks

Recent data and analysis from these and other policy experiences emerge to help local networks become
learner-centred and promote connections that nurture change and opportunities for all in 2024.

Educators need to engage parents as key partners in their efforts within education institutions to challenge
stereotypes and misconceptions related to the green transition

Parents and carers of younger learners play a key role in empowering these learners to shape the green
economy. Like teachers and other key actors, however, they may harbour stereotyped or outdated ideas
about education and work that hamper efforts to broaden learners’ skills sets and perspectives. Engaging
them as equal partners in the learning process can help to alleviate any concerns they have and challenge
misconceptions.

OECD evidence points to a need to strengthen collaboration with parents and guardians. While 62.4% of
school principals on average across the OECD reported that parents or guardians support student
achievement in their school either “quite a bit” or “a lot”, only around half (47.9%) indicated that parents or
guardians were involved in school activities to the same degree.

A common challenge identified in the implementation of computer science education in ECEC centres in
Germany was giving teachers access to digital devices and that some parents objected to the idea of
using them with younger children. Teacher professional learning activities organised by the Little Scientists
Foundation therefore provide examples of how children can explore concepts such as encryption without
using computers and how teachers can use physical environments to address key competencies. The
Foundation also supports ECEC professionals to engage with parents to challenge negative perceptions
and to promote the creative use of technologies in the home (Little Scientists Foundation, 2023s4)).

In Scotland (United Kingdom), some teachers encountered a degree of resistance from parents or felt
that their work to challenge gender stereotypes or broaden students’ horizons risked being undermined by
the messages students were receiving at home. Recognising the role of parents in influencing young
people’s career and study choices, some schools conducted surveys to better understand parents’
perceptions on issues relating to gender and used these to inform parental engagement activities. A

EDUCATION POLICY OUTLOOK 2023 © OECD 2023



104 |

common approach involved inviting parents to career and study choice activities (SDS Evaluation and
Research team, 2018sg)).

Strengthening the role of institutional leaders is critical to foster initiative and collaboration and enable
green innovation

It is key that institutional leaders (including school principals, higher education management, and other
leaders) understand and value the contribution of their institution to the green transition and that they have
the skills to enable or drive innovation within the institution and collaboration beyond it. This may require
dedicated professional learning activities.

Data from TALIS 2018 indicate that some school principals already play an important role in stimulating
collaboration and innovation among their colleagues. On average across the OECD, some 59.3% of
principals reported that they ‘often’ or ‘very often’ take actions to support co-operation among teachers to
develop new teaching practices in their school. Furthermore, there was a 9.2 percentage point gap in the
share of principals working in schools with a high concentration of socio-economically disadvantaged
students who reported that they worked to foster collaboration in this way (66.2%) and those working in
more advantaged contexts (57.8%). This suggests that students in disadvantaged schools may be more
likely to benefit from this kind of innovation and collaboration (OECD, 2020s3)).

An evaluation of Ireland’s Creative Clusters initiative identified the school principal as a key enabler in
embedding change at the school level. Even in schools where another teacher coordinated the cluster,
principal buy-in was decisive in ensuring teachers had the time and space to develop their practice
collaboratively. Conversely, implementation challenges arose when principals lacked enthusiasm for the
initiative. Considering that only 53% of principals surveyed for the evaluation took part in training before
the start of the initiative, the report recommends that they receive tailored training early in the academic
year and that principals’ attendance at subsequent training days should be a requirement for participation
(Morrisey, 202292)).

Recognising the role of institutional culture and leadership in promoting sustainability competencies in
early childhood education, the Germany'’s Little Scientists Foundation now offers tailored workshops for
leaders of ECEC centres alongside those already offered to teachers. The workshop support leaders in
developing their own position on education for sustainability in their leadership, in planning and
implementing relevant projects in the institution, and creating networks with partners beyond the institution.
In an evaluation of the workshops, participating leaders noted positive changes in the use of resources
within ECEC centres and the use of project-based learning in the classroom, although fewer reported
changes in the centre’s organisational structure or the development of external collaborations (Little
Scientists Foundation, 2019sg)).

Key messages

Recent data and analysis from these and other policy experiences offer some emerging lessons to help
provide all learners with experiences to help them shape the economy in 2024 (see Figure 3.7).
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Figure 3.7. Summary of policy lessons for providing all learners with experiences to help them
shape the green economy
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IMPACTFUL POLICIES

Australia - Curious Minds Programme (2015), Updates to Science by
Doing Programme (2022)

(South Australia) - STEM scholarships for high school students (2017)
Belgium (Flemish C ity) - STEM Action Plan (2012-2020),
STEM Academies (2012)

Canada - Youth Employment and Skills Strategy (YESS) (2019)
Kazakhstan - State Programme for Education and Science
Development (2020)

Sweden — Reforms to tertiary vocational education (2023); Technology
Leap (2012)

United Kingdom (England) - Skills Bootcamps (2023)

(Wales) - Net Zero Skills Action Plan (2023)

Germany - Trialing models for vocational training for sustainable
development (2015, 2020), Little Scientists Foundation (2006)
Ireland - School Excellence Fund (Digital and STEM) (2018-22)
Korea - Global Frontier Project (2010-21)

United Kingdom (Scotland) - Improving Gender Balance and
Equalities (2019)

Technology can help to provide practical
experiences for the green economy in rural or
remote areas, such as through online learning for
enrichment and work-readiness activities.

supply requires a coordinated strategy.
This means working with actors outside education

Education systems can track the outcomes of
learners who participate in practical experiences as
they progress through education and into work.

Parents and carers play a key role in supporting
learning and nurturing aspirations.

Engaging with them as equal partners in learning
can help alleviate any concerns and challenge
misconceptions they may harbour.

= Leaders must understand and value the contribution

of their institution to the green transition, driving
innovation and collaboration within and beyond it.

= Education systems can provide them with dedicated

professional learning activities for this.

PROMISING POLICIES

Australia (Queensland) - Queensland Virtual STEM
Academies (2019)
Austria - Just Transition Action Plan for Education and Training

(2023)

Belgium (Flemish Community) - STEM Agenda 2030 (2021)

Finland - Development Programme for Sustainable
Development and Green Transition in VET (2021-23)

Kazakhstan - Online STEM Bootcamp (2021), Skill-Building

Marathon (2023)
New Zealand - Equitable Transition Strategy (2023)

Slovak Republic - Regional Teacher Support Centres (2022)

Sweden - Finance Scheme for Transition and Retraining
(2022)

United Kingdom (England) - Green Apprenticeships Advisory

Panel (2021)

Australia — Guidelines for optimising STEM Industry-School

Partnerships (2018)

Denmark — Green Research Strategy (2020)

Ireland - Guidelines for STEM School-Business/Industry
Partnerships (2020)

Netherlands - National Catalyst for Lifelong Learning (2022)

Singapore - Renewable Energy Integration Demonstrator

Singapore (2014), Green Plan 2030 (2021), Integrative Built

Environment Centre at Temasek Polytechnic (2022)

Addressing skills bottlenecks and ensuring long-term
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Note: “Impactful policies” are those with policy evaluations included in the analysis; “Promising policies” tend to be more recent policies that
have design or implementation features aligned with empirical evidence of good practice.
Source: OECD (2023;1]), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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4 Positioning education as a strategic

sector for the transition to greener
societies

Education must be at the forefront of strategic and short-term planning for
economic and broader green transformation. Education shapes individuals’
behaviours, values, and purposes. It inspires community action and
influences local economies. At systemic level, it drives global economies and
policy agendas. Adopting the lens of policy implementation, this chapter
explores the role the education sector currently plays in the transition to
greener and fairer societies, perceptions of this role and collaborations with
other sectors, and ways in which education can be better positioned for
greater impact in the shorter term, with policy pointers for 2024.
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In Brief

Positioning education as a strategic sector for the transition to greener societies

In 2024, education is crucial for driving the transition to greener and fairer societies. It operates on
multiple levels: at the individual level, it shapes behaviours, values, and shared purposes; within
communities, it inspires collective actions and influences local economies; and at the systemic level, it
drives global economies and policy agendas. Education bridges research, policy, and action, facilitating
the diffusion of new technologies and supporting policy action. Moreover, it enhances community
resilience, enabling societies to address various challenges. Overall, education is a powerful ally for
other government sectors in promoting sustainable policy changes and is essential for achieving a more
equitable and environmentally conscious future.

Yet evidence collected by the Education Policy Outlook National Survey for Comparative Policy Analysis
2023: Empowering All Learners to go Green (EPO Survey 2023) indicates that collaboration of education
ministries with other actors is varied for the transition to greener and fairer societies. While 71% of
participating education ministries reported collaboration to a great extent with ministries of environment,
fewer than one-quarter reported the same for other key actors such as ministries of finance, ministries
of employment/labour, the general public or industry, business and employers (see Figure 4.1).

Figure 4.1. Perceptions of education ministries of collaborations to a great extent with other
actors for the transition to greener and fairer societies (2023)

Percentage of participating education ministries reporting that collaborations happen 'to a great extent' with the
following actor

100%
0% u Collaboration takes place to a great extent ® More collaboration with this actor is desired (average across topics)
80% [
70% [ 1% 1%
60% [
50% [
0,
e || 46% 43% 38% I 42%
0 49 35% 35%
30% | - 29% 27% e
20% | ! L :
0 23% 18% 18% 18%
10% 12%
00/0 = 1 - 1 - 1 — 1 = 1 = 1 - 1 1
Ministry Education High- Civil Ministry Ministry General public Other Industry,
of sector level society of of ministerial business
environment actors political actors finance employment/ or and
leadership labour government employers

actors

Note: Values are ranked by descending order of the percentage of education ministries reporting that collaboration happens to a great extent
with these actors. Figure prepared with responses from 34 education systems.

Source: OECD (2023(1)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go
Green.

StatLink Sa=r hitps:/stat.link/d6fcj3
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Increasing collaborations with these and other actors will be important moving forward. The chapter
explores some relevant policy efforts taking place across participating education systems,
predominantly since 2020, to help the education sector collaborate in broader green transitions:

e Instruments in place: Many education ministries have integrated environmental and
sustainability education into their education strategies and goals, along with climate change or
green fransition strategies. Also, about 60% of them have implemented strategic measures
related to skills development, Sustainable Development Goals (SDGs), or overall development
strategies. System-level strategies for environmental and sustainability education are relatively
common, yet often associated with other education-specific or cross-sectoral strategies.

e Scope of policy efforts: Various measures, including common objectives, roadmaps, and
guidance, are implemented by countries to promote collaboration within the education sector
and across government sectors. These measures often aim to align with others, such as the
Sustainable Development Goals. While emphasising the importance of comprehensive
approaches and multi-stakeholder collaboration for greener and fairer societies, there appears
to be room in these measures for promoting adaptability to specific contexts, considering lifelong
learning and socio-cultural sensitivities.

Some policy lessons to help policy makers position education as a strategic sector in the transition to
greener and fairer societies emerge. Governments must prioritise elevating the education sector's
strategic importance, securing high-level political and financial support for cross-sectoral collaboration.
Alignment of priorities, mapping collaborations, especially with the private sector and finance ministries,
are crucial. Capacity-building within the education sector, including formal, non-formal and informal
learning, should focus on understanding the challenges and evidence for sustainability. Incentives and
dedicated resources for inter-sectoral collaboration also matter. Additionally, enhancing foresight and
evaluating inter-sectoral collaborations can boost education's impact and relevance in this transition
(see Infographic 4.1).

Infographic 4.1. Positioning education as a strategic sector for broader transformation

Relevant policy lessons to support education systems in the transition to greener and fairer societies

Governments, including education ministries, should consciously
of the education sector for the transition to greener societies

Align priorities and collaborations by mapping ongoing and desired partnerships with various
actors and domains, such as on sustainable production and consumption or climate change, @
identifying other related priorities

to understand the challenges of transitioning to greener and fairer
societies and driving transformative change

Examine which incentives and conditions within the education sector facilitate collaboration with E{g\
other actors according to the priorities established

Look forward and look backward to ensure broader societal relevance and impact of the education < I >
sector’s efforts in transitioning to greener and fairer societies
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Introduction

Human activity has pushed our planet to the brink, jeopardising the delicate balance of ecosystems. In the
face of this pressing challenge, societies and economies need to fundamentally reshape their way of life,
both in the present and in their vision for the future (OECD, 2022;2; WEF, 2023(3)). This requires a
comprehensive effort that brings together different sectors, including the economy, finance, health, and
education. While promising policy solutions already exist, realising their full potential demands coordinated,
cross-sectoral efforts that span from local to global policy environments (United Nations Climate Change
Secretariat, 20184)).

Meeting this challenge on a global scale will demand visionary political leadership, technical expertise, and
widespread public engagement and commitment to change. It is within this context that education ministers
and representatives from both OECD and non-OECD countries and economies, through the Declaration
on Building Equitable Societies Through Education, made a significant commitment on December 8, 2022.
Through it, they pledged to assist learners in developing the skills required for a digital, sustainable,
inclusive, and democratic world that harmonises individual growth with the economic, social, and
environmental well-being of societies (OECD, 2022s)).

The role that education can potentially play in driving this change makes critical for the education sector to
explore how to effectively transform this potential into action. Among the education ministries who
participated in the Education Policy Outlook National Survey for Comparative Policy Analysis 2023:
Empowering All Learners to go Green (EPO Survey 2023), only 43% indicated that elevating the
importance of the education sector in governmental efforts for the transition towards greener and fairer
societies is considered a top policy priority to a great extent (Figure 4.2) (see also Chapter 1). This
underscores the imperative for education actors to reflect on how they can position the education sector
more strategically and be supported for it.

Figure 4.2. Making the education sector more important in the transition towards greener and fairer
societies (2024-28)

Percentage of education ministries reporting this priority for attention and by education level
To what extent is this considered a policy priority for attention in the next 5 years?

Great extent Moderate extent Small extent

At which education levels is this considered a priority?

Early Childhood Education and Care (ECEC)
Primary-upper secondary

Post-secondary, non-tertiary

Tertiary

Adult education

Not known

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Note: Figure prepared with responses from 34 education systems.
Source: OECD (2023;1)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.

StatLink Sa=Pa hitps:/stat.link/tmw12x
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It could be thought that education ministries’ direct actions to elevate the importance of the education
sector are more directed at upper levels of education, which in principle are more related to economic
transformation (e.g. through research to develop new technologies or ways to curb climate change).
However, responses from participating education ministries suggest that these also tend to take place
mainly in the scope of younger populations. Among education ministries who reported that this is a priority
to a large extent, those who reported that this priority is being addressed at post-secondary levels
(including higher education and adult education), also tended to report this for younger population ages.
This was the case for Bulgaria, Colombia, Germany, Iceland, Italy, Romania, England (United Kingdom),
and Scotland (United Kingdom).

To effectively help drive the transition towards greener and fairer societies, the education sector needs a
clear understanding of its current strategic relevance in this transformation and how it can maximise its
potential. Through the lens of education policy implementation, this chapter therefore investigates:

e The current role of the education sector as a key enabler in the transition towards greener and
fairer societies, as perceived by education ministries. This includes an assessment of the
importance attributed to the education sector by other stakeholders and the level of perceived
collaboration between ministries and these stakeholders on various issues.

e How the education sector can be better positioned as a strategic actor, examining the desired
collaborations of education ministries and identifying factors that could enhance the strategic role
of the education sector.

For each policy area, this chapter analyses responses from education ministries participating in the EPO
Survey 2023, as well as relevant policy initiatives. This analysis leads to some policy pointers to guide
policy makers’ short-term efforts to advance the agenda set out in the Declaration on Building Equitable
Societies Through Education (OECD, 20225)).

The education sector is a key enabler for the transition towards greener and
fairer societies, currently with room to do more

For change to be both viable, effective and continuous, education must take a prominent position in both
long-term strategic planning and short-term actions aimed at broader economic and social transformation.
Education is instrumental in equipping countries and economies with the competencies necessary to adopt
and implement sustainable development approaches today and in the future. It holds significant potential
at all levels of society, extending beyond its immediate purview (OECD, 2023)):

e Atindividual level, education has the power to transcend diverse social, economic, and cultural
backgrounds, shaping our behaviours, beliefs, skills, values, and knowledge. These factors
influence the way we consume, the education or training opportunities we later undertake, the jobs
we do, and our lifestyles in general, including the causes we champion. In this way, education can
also foster a common “big picture” or shared purpose that guides our collective actions towards
greener and fairer societies (Bolstad, 2020[7]; OECD, 2021[8]; OECD, 2021[8]).

e In our communities, whether through formal, non-formal, or informal means, education can extend
beyond traditional classrooms and learning processes to inspire collective actions like volunteering
and community service, while also influencing business practices. Consequently, education has
the potential to shape local economies and community life in profound and tangible ways.

e At system-level, education can shape global economies and drive citizens' commitment to political
agendas, including funding commitments and policy priorities for broad-based transformation
(OECD, 2023[6]). By bridging the realms of research, policy, and action, education facilitates the
diffusion of new technologies throughout society, altering the range of opportunities available.
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Additionally, education, as noted by Sarabhai and Vyas (20179, plays a comprehensive role in pivotal
stages of policy making, beginning with aspects leading to and stemming from decision making. It provides
the necessary training, capacity-building, and evidence generation required to support policy
implementation and scalability. Furthermore, education contributes to communication, dissemination, and
engagement processes that enhance policy impact, extending beyond specific policy measures. Finally,
the lessons collected from evaluative exercises conducted provide valuable educational opportunities. This
positions education as a critical ally for policymakers in promoting sustainable policy changes.

Education can also bolster community resilience by offering various resources—technological, curricular,
and pedagogical—that empower individuals to engage in complex adaptive decision making and
continuous learning (Feinstein and Mach, 201910)). This, in turn, equips societies to anticipate, maximise
learning, and address social challenges resulting from shocks and disruptions (e.g. natural disasters or
pandemics) or accelerated longer-term trends (e.g. the implications of new technologies, or equity-related
dynamics) (see Chapter 1).

This section analyses mechanisms in place to facilitate these processes, explores collaboration between
education ministries and other stakeholders, and provides examples of policy initiatives.

Countries and economies often have multiple and connected measures in place

A precondition for education to gain relevance in the transition to greener and fairer societies is the
integration of environmental and sustainability objectives into the governance structures of educational
systems. The majority of education ministries within participating education ministries that responded to
the EPO Survey 2023 reported implementing various measures related to environmental and sustainability
education. These measures are often incorporated into national or jurisdiction-level frameworks
(Figure 4.3).

Figure 4.3. Strategic measures in place for defining education’s role in the transition to greener and
fairer societies (2023)

Percentage of participating education systems reporting the following measures in place at national/jurisdiction-level

100%
0%
80%
700/0 B
60%
50%
40%
30%
200/0 B
1 00/0 B

0%

Education strategy Climate change or  Skills strategy*  Strategy for the Overall System-level National Post-COVID
oreducation  green transition implementation of  development strategy contribution to the recovery strategy*
goals* strategy* the SDGs* strategy (i.e. specifically for  United Nations
economic or social environmental and  Framework
development sustainability Convention on
strategies)* education (or  Climate Change
equivalent) (UNFCCC)*

Note: [*] Environmental and sustainability education (or equivalent) is incorporated into these at either national-/jurisdiction-level. Figure prepared
with responses from 36 education systems.
Source: OECD (2023;1), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.

StatLink Sa=Pa hitps:/stat.link/41wphc
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Among the strategic measures surveyed, a large share of education ministries reported that environmental
and sustainability education is incorporated into education strategies/education goals, as well as climate
change or green transition strategies (with 79% and 76% of education ministries reporting these for both
types of strategic measures). This finding aligns with reports from education systems in the Programme
for International Student Assessment, where almost 90% of students where in schools where school
principals reported that their formal curriculum includes aspects of climate change and global warming
(OECD, 2023j5)). Additionally, more than half of participating education ministries reported the presence of
both policy measures. Furthermore, around 60% of education ministries reported the existence of strategic
measures related to skills development, strategies for implementing Sustainable Development Goals
(SDGs), or overall development strategies.

Responses from participating education ministries show variations among education systems. Specifically,
Colombia, France, Greece, and Korea are the only reporting that all eight surveyed instruments are in
place. In contrast, only about half of the participating education ministries indicated having at least four of
these instruments. Notably, education ministries from the Netherlands and Northern Ireland (United
Kingdom) did not report any of these national measures, primarily due to governance arrangements.
Instead, they implement other targeted efforts within the education system.

System-level strategies dedicated to environmental and sustainability education (or equivalent) are
relatively common, with approximately 59% of participating education ministries reporting their
implementation. However, analysis shows that these strategies tend to be more connected with other
efforts within education ministries, exhibiting correlations above 0.33 with at least 6 other surveyed
instruments. In contrast, other surveyed instruments typically have correlations above 0.33 with a
maximum of 3 instruments (see Figure 4.4).

Countries with these strategies in place often incorporate other cross-sectoral (in pink contour) or
education and skills-specific (in yellow contour) strategies. Conversely, post-COVID-19 recovery strategies
(response-specific efforts, in blue contour) are more commonly implemented in countries and economies
where a Skills Strategy is also in place. This emphasises the need for further exploration of system-level
strategies specifically dedicated for environmental and sustainability in education. Understanding how
synergies between these and other types of instruments can be promoted will help education systems
operate more efficiently, extend their focus beyond curriculum or other goals, and enhance their societal
impact in creating greener and fairer societies.

Moreover, analysis for this chapter reveals that government measures to facilitate the transition to greener
and fairer societies can differ widely in scope, depending on the context. These measures may aim to
establish common objectives within the education sector or across government sectors, define detailed
roadmaps for various stakeholders, or provide specific guidance on actions. Additionally, these measures
often interconnect as shown earlier, such as follow-up measures aligned with the Sustainable Development
Goals. Notable examples include the French Community of Belgium's Transversal Ecological Transition
Plan for the Wallonie-Brussels Federation (Ministry of The Wallonia-Brussels Federation, 202111;), the
Flemish Community of Belgium's Energy and Climate Plan 2021-2030 and the Flemish Sustainable
Development Strategy 4 (Government of Flanders, 2023[12)) (Government of Flanders, 202113), and
Bulgaria's National Climate Change Adaptation Strategy and Action Plan (Dale and Zhekova, 201914).
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Figure 4.4. System-level strategies specifically for environmental and sustainability education
appear key driving instruments across participating education systems

Correlations of instruments most typically put in place according to reports from education ministries

System-level Climate change or
strategy green transition
specifically fo strategy
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and
sustainability in
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National contribution
to the UNFCCC \

Overall
development
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Note: The graphic shows the most common combinations of instruments typically put in place within countries or economies. The size of the
bubble indicates the share of education ministries reporting the instrument is in place. Correlations above 0.33 are marked by connecting lines
and doted lines show correlations above 0.5. All correlations were positive. Figure prepared with responses from 36 education systems.

Source: OECD (202317), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.

StatLink Sa=ra https://stat.link/0odh9k

Other noteworthy examples with a strong emphasis on education and targeting a broader population
include initiatives in Estonia, the Netherlands, Sweden and Ireland. Estonia's Environmental Education
and Awareness Plan 2023-2025, jointly led by the Ministry of Education and the Ministry of the
Environment, focuses on the entire population (Estonian Ministry of Environment & Estonian Ministry of
Education, 202315)). The Netherlands has aimed to take a comprehensive approach, aligning long-term
objectives, such as enhancing labour market productivity growth through the integration of technology
across all education levels, with practical short-term goals. These include addressing emerging shortages
in technology and information communication technology (ICT). Initiatives like hybrid learning, the training
of hybrid teachers, and investments in technology promotion aim to produce over 1 million ICT-skilled
workers by 2030, concurrently contributing to greenhouse emission reduction by that year (Adriaansens
et al., 2023p1¢)). Furthermore, its Catalyst for Lifelong Learning is promoting an ecosystem of green lifelong
learning, as shown in Chapter 3.

Similarly, in Sweden the National Agency of Higher Vocational Education and Training (VET) has
prioritised programmes supporting the 2030 Sustainable Development Agenda, as part of a mandate from
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the government to contribute to these goals. The higher VET scheme is an example of a field targeted by
such initiatives. Ireland has developed national strategies for sustainable development spanning various
education levels. These strategies are included in documents such as the Statements of Strategy 2021-
2023 and the Second National Strategy on Education for Sustainable Development (Irish Department of
Education, 2021p17; Irish Department of Further and Higher Education, Research, Innovation and Science,
20211g;; Irish Department of Education, 2022(19)).

Most of the measures implemented by countries and economies emphasise the need for greater
coherence and collaboration across different sectors to harness synergies. For example, Iceland's Climate
Action Plan, a culmination of collaborative efforts involving various stakeholders, including youth climate
activists, underscores the significance of transparency, consultation with local authorities and
stakeholders, and the establishment of clear objectives (Icelandic Ministry for the Environment and Natural
Resources, 2020pq). Similarly, Romania's National Strategy for Research, Innovation, and Smart
Specialization 2021-2027 advocates for participation and has been shaped through extensive
consultations using a Dynamic Argumentative Delphi (DAD) approach, involving approximately 2 350
participants in at least one field of the survey (Romanian Ministry of Research, Innovation and
Digitalization, 202121)). These initiatives underscore the importance of comprehensive approaches and
inclusive, multi-stakeholder collaboration to drive progress toward greener and fairer societies.

Analysis of overall measures collected for this report suggests that while a broad range of instruments
reported by participating education ministries promote cross-sectoral collaboration, they could further
strengthen lifelong learning, socio-economically, culturally sensitive specifications. Such specifications
could enhance their adaptability to specific contexts.

To provide further context regarding collaborative efforts in applying these instruments, the section below
explores education ministries' perceptions of their capacity to collaborate with various stakeholders.

Ministries of environment stand out as strong perceived partners of education
ministries, while collaborations with other actors could be strengthened

How do education ministries perceive support and collaboration with other actors in the transition to
greener and fairer societies? According to responses from participating education ministries in the EPO
Survey 2023, both the perceived importance that other actors assign to the education sector and the extent
of collaboration between the ministry of education and these actors tend to align. The gap is larger for
other ministerial or government actors, where only 44% believed that these actors attach high importance
to the education sector and 68% reported at least moderate collaboration, probably because of the diversity
of this group.

In the responses to the EPO Survey 2023, ministries of the environment emerge as highly supportive
actors, surpassing education-specific actors in perceived importance and collaboration. Approximately
88% of participating education ministries considered ministries of the environment attach high importance
to the education sector’s role, with also 88% reporting high collaboration in the transition to greener and
fairer societies. Civil society actors also stand out, with 76% perceiving high importance and 74% reporting
extensive collaboration (Figure 4.5).

Conversely, a relatively lower share of participating education ministries believe they receive support from
actors from the world of work, which are traditionally closely associated with the education sector. Only
about half of them consider the ministry of employment/labour (or equivalent) to attach high importance to
the education sector (50%), or that collaboration with them occurs at least to a moderate extent (53%).
Slightly more education ministries report this for industry, business, and employers, with 56% and 65%,
respectively. Only the ministries of education of Latvia, Estonia, New Zealand, Greece, Portugal, Scotland
(United Kingdom) and Sweden, reported at least a sense of high importance provided and at least
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collaboration to a moderate extent with both of these actors. Notably, only Estonia, Greece and Sweden
reported a sense of high importance and high collaboration with both of these actors.

Figure 4.5. Beyond education-specific actors, the ministries of environment are seen as particularly
strong collaborators of education ministries compared to other actors (2023)

Percentage of education ministries reporting how different actors perceive the role currently played by the education
sector and the extent of collaboration with those sectors in the transition to greener and fairer societies
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These actors play critical roles in shaping the education sector's actions and impact. To promote a coherent
lifelong learning perspective in the transition to greener and fairer societies, governments should explore
strategies to enhance synergies between the education sector and the workforce.

Additionally, opportunities for broader impact beyond the education sector are apparent. Only about half
of participating education ministries believe the general public and, particularly, ministries of finance attach
high importance to the education sector's role and collaborate to a moderate extent in the transition to
greener and fairer societies. Only Estonia, Romania, New Zealand, Greece and Sweden reported at least
a sense of high importance and at least moderate collaboration with both of these actors. Estonia, Romania
and Sweden further reported that these two actors assign very high importance to the education sector,
with collaboration at a significant extent.

These actors also hold substantial influence over the education sector's actions. Ministries of finance can
magnify the scope of education ministries' initiatives, while strong relations with the general public are
essential for ensuring long-lasting social, cultural, and economic impact of efforts for change.
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Education ministries tend to collaborate more with other actors during the design of
policies related to the transition to greener and fairer societies, but less during their
implementation or evaluation

Effective collaboration with relevant actors throughout the policy process is crucial for education policies
to have a greater impact. The nature of engagement can vary significantly, influenced by factors such as
the level of involvement, communication flows, normative or pragmatic participation, objectives, and more.
Similarly, the quality of participation depends on societies going beyond mere toolkits to focus on
processes that empower, promote equity, build trust, and facilitate learning among identified stakeholders
(Viennet and Pont, 201722;; Reed, 200823)). While empirical evidence on participation processes is limited,
these principles should apply to both individuals and institutions. Responses from education ministries in
the EPO Survey 2023 indicate that achieving effective collaboration remains a shared challenge.

The survey inquired about the extent of collaboration with various actors (e.g. high-level political
leadership, ministry of employment/labour, other government actors, civil society, ministries of finance,
industry, business, employers, and the general public) during policy development, implementation, and
evaluation related to the transition to greener and fairer societies.

Education ministries reported more frequent collaboration with other actors during policy development
(67% on average), followed by less during policy implementation (54% on average), and even less during
policy evaluation (42% on average). During policy development, Greece, Hungary, Kazakhstan, Latvia,
the Netherlands, New Zealand, Romania, Sweden and England (United Kingdom) reported collaborations
with all nine surveyed actors. Furthermore, a large majority of participating education ministries, with
available data, reported collaborations with at least half of these actors during this policy stage (see
Figure 4.6). Ministries of environment once again emerged as key collaborators during policy development,
with 76% of education ministries referencing their involvement, closely followed by education sector actors
(74%) (see Figure 4.7).

Figure 4.6. Education ministries’ collaboration with other actors tends to decrease past the
development process (By type of actor, 2023)

Percentage of education ministries (or equivalent) reporting collaborations with other actors on matters related to the
transition to greener and fairer societies, by moment when they commonly take place
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Figure 4.7. Education ministries’ collaboration with other actors tends to decrease past the
development process (By country or economy, 2023)

Percentage of education ministries (or equivalent) reporting collaborations with other actors on matters related to the
transition to greener and fairer societies, by moment when they commonly take place
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Note: The percentage of collaboration during ‘policy development’, ‘policy implementation’, ‘policy evaluation’, is measured as the share of
collaborations reported by participating education ministries with the nine actors included in the survey, during the respective policy stages
(excluding ‘not known’ or ‘not applicable’). Figure prepared with responses from 31 education systems.

Source: OECD (20231)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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Collaboration during policy implementation related to greener and fairer societies tends to happen to a
lesser extent, except for education sector actors, with whom 85% on average reported collaboration.
Collaborations with ministries of the environment (reported by 59% of education ministries) were the only
other large collaborations during this policy stage. Estonia was the only country reporting collaboration with
all actors during policy implementation. France, Hungary, Iceland, Peru, Portugal, Romania, and Scotland
(United Kingdom) were among the education ministries that reported collaborations with at least two-thirds
of the actors during this stage.

In the same way, collaboration for policy evaluation processes ranged from 62% on average with education
sector actors to only 9% with the general public. Ministries of education in Estonia, England (United
Kingdom), France, Hungary, Peru, Portugal, and Scotland (United Kingdom) reported collaborations with
at least two-thirds of the education actors during this stage. These findings suggest that there is room for
education ministries to develop evaluation processes that effectively capture a broader range of
experiences in their policy efforts, facilitating more strategic decisions in the future.

Across the three stages of the policy process considered in the EPO Survey 2023 (development,
implementation, and evaluation), the extent of collaboration reported by ministries is lower than anticipated.
This highlights the need for education ministries to seek ways to strengthen dialogue with these actors,
enabling the development, implementation, and evaluation of policies that are more relevant, useful, and
impactful for society as a whole. Further analysis can also provide insights into how these reported
collaborations take place and their potential for impactful engagement.
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Education systems need to pursue more strategic collaborations with other
actors

In the modern context, education transcends its traditional role as a transmissive agent—simply
transmitting knowledge and values to learners, often based on a fixed curriculum. Instead, it must embrace
its transformative potential as a means through which learners of all ages co-construct new knowledge,
engaging with it to shape democratic and sustainable societies. This transformative role, particularly in the
post-industrial age, requires meaningful engagement between the education sector and other sectors.
Education should not only facilitate critical thinking and action but also promote democratic, participatory,
evidence-based dialogues that encourage diverse forms of collaboration that facilitate the transition to
greener and fairer societies. These dialogues should also enable reflection on the global implications of
decisions, transcending people’s own societies (Jickling and Wals, 200824;; Tilbury et al, 200225); Tilbury
et al, 2002/25)).

In practice, this calls for democratic, participatory processes that operate both laterally, engaging various
government sectors and actors in meaningful ways, and vertically, providing relevant formal and informal
social stakeholders with the opportunity to contribute, depending on the specific policy context (Viennet
and Pont, 201722). Furthermore, the practical constraints that education ministries face daily make
collaboration with all actors, at all times, unrealistic. Therefore, it is valuable to discern where collaboration
tends to occur more frequently and where involving additional actors could yield greater impact.

The following section explores with whom education ministries currently engage in broader collaborations,
identifies areas where they desire more collaboration, and explores potential facilitators of such
collaboration, based on their perspectives.

‘Climate change’ is a key topic of collaboration for education ministries with most actors

Collaborations involving various actors in the transition to greener and fairer societies were examined
across several topics, including climate change, biodiversity, water, air, soil quality, sustainable production,
renewable energy, and disaster risk reduction. Education ministries from countries such as France,
Germany, Greece, Kazakhstan, Peru, Romania, and Tirkiye frequently reported collaborations with
different actors across these topics. Germany was the sole entity reporting collaboration with all actors
across all surveyed topics. Notably, climate change emerged as the primary focus of collaboration,
although the extent of collaboration varied among different actors (see Figure 4.8).

Across these topics, education ministries commonly cited their ministries of environment as key
collaborators, followed by education sector actors and civil society actors. Collaboration with high-level
political leadership, other ministerial or government actors, and the general public was reported less
frequently. Moreover, collaboration with industry, businesses, employers, ministries of employment, and
particularly ministries of finance was relatively limited.

A higher share of participating education ministries tended to report a greater range of actors with whom
at least moderate collaboration happens on aspects related to sustainable production and consumption.
Still, there is potential for increased collaboration, particularly in areas traditionally linked to certain actors.
Education ministries could benefit from stronger collaboration with industry, businesses, employers, and
ministries of employment/labour, which are closely related to sustainable production and consumption.

Furthermore, ministries of finance play a pivotal role in supporting the implementation of a policy measure,
or even its scaling up. For this actor, collaborations appear very targeted, such as in Finland, where this
takes place in the context of funding allocated to specific programmes.
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Figure 4.8. Climate change appears a topic of relatively broader collaboration between the
education sector and other actors, compared to other topics (2023)

Percentage of education ministries reporting collaborations by topic and actor on matters related to the transition to
greener and fairer societies
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Other noteworthy examples highlight existing collaborations in education and sustainability. Current efforts
to support aspects related to the transition towards greener and fairer economies include collaborations
with specialised agencies or foundations working on aspects of sustainable development, such as in
France, with over 20 partnerships signed between 2021-22 by the education ministry and multiple
agencies.

Coordination among national and subnational levels was also reported by Germany or Colombia. In
Germany, this collaboration has allowed the Federal Ministry of Education and Research (BMBF) to
produce an interim report regarding the implementation of the ESD in the German education system. To
produce it, analysis of over 2 300 documents was carried out, including educational plans, curricula, and
sustainability reports. Findings from this report point that although some references to ESD exist in these
documents, the integration is still not widespread or explicit. The document calls for a more systematic and
long-term approach to integrating ESD into the education system and the importance of active support
from educational authorities for successful implementation (German Federal Ministry of Education and
Research, 2020;2¢)).

Looking beyond education, in Colombia, the Inter-Institutional Technical Committees of Environmental
Education (CIDEA, 2014) operate within subnational jurisdictions to support the implementation of the
national Policy for Environmental Education at regional level. Acting as subnational platforms, they
establish plans of action for this and promote collaboration between different sectors, including education
institutions and civil society, on aspects related to environmental education. Along with guiding the
contextualisation of the national environmental education policies at regional level, tasks carried out by the
CIDEA may vary as well (e.g. keeping track of the projects and institutions undertaking environmental
education projects; providing guidance for the development of related initiatives; or establishing
communication strategies (CDA, 202327;) Moving forward, the CIDEA need to balance the challenge of
helping local level institutions go beyond siloed approaches and connect as a community to national goals,
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while remaining sensitive and relevant to local needs (Ministry of Environment and Sustainable
Development of Colombia and Ministry of National Education of Colombia, 2003 2s).

More targeted collaborations engaging education and external actors also happen in Austria, the French
Community of Belgium and Luxembourg. In Austria, the FORUM Environmental Education (FORUM
Umweltbildung) is a joint project of the Federal Ministry of Climate Action, Environment, Energy, Mobility,
Innovation and Technology and the Federal Ministry of Education, Science and Research. The FORUM
has the objective of developing different types of tools and materials, for further engagement in aspects
related to ESD on topics defined every year. Although education and youth actors within the sector are in
principle the main beneficiaries of these activities, they may also be open to the broader public (FORUM
Umweltbildung, 2023p29). A similar effort exists in Luxembourg, where the ministries of Education,
Environment, Co-operation and Civil Society actors collaborate on a yearly basis for the organisation of a
national fair on topics related to ESD that involves actors of civil society (Coalition Parties of Luxembourg,
201830)).

Education ministries desire more collaboration on ‘sustainable production and
consumption’

The EPO Survey 2023 also inquired about education ministries' preferences for greater collaboration in
transitioning towards greener and fairer societies. “Sustainable production and consumption” emerged as
the topic where most education ministries expressed a need for enhanced collaboration across various
actors. Over 50% of education systems desired more collaboration in this area, particularly with ministries
of environment, education sector actors, civil society, and industry, businesses, and employers (see
Figure 4.9).

Figure 4.9. Education ministries wish to enhance collaboration with other actors

Percentage of education ministries reporting a desire for greater collaboration by topic and actor on matters related
to the transition to greener and fairer societies
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“Climate change” also ranked as the second most prominent area for which education ministries sought
increased collaboration. In this domain, more than half of participating education ministries wished to
collaborate further with their ministries of environment, education sector actors, and civil society. Austria,
the Flemish and German Communities of Belgium, Colombia, Czechia, Greece, Iceland, Ireland, Korea,
Latvia, Mexico, Peru, Portugal, and Scotland (United Kingdom) reported similar preferences for all these
actors.

However, in the same way, preferences for increased collaboration did not always match in topics where
synergies could be beneficial. For instance, despite the potential relationship between "Renewable energy"
and "Sustainable production and consumption," education ministries did not express the same extent of
desire for collaboration in both areas.

Figure 4.10 shows the disparity between where education ministries see a need for more collaboration and
where they currently collaborate. "Industry, business, and employers" consistently stood out as actors for
whom ministries expressed a higher desire for collaboration compared to perceived ongoing collaboration
across all surveyed topics. The gap between desired and perceived current collaboration with industry,
business, and employers was especially pronounced in the "Sustainable production and consumption" and
"Biodiversity and eco-systems" categories, with a difference of around 15 percentage points. However, the
gap between current and desired collaboration with "Ministries of employment/labour" was minimal
(maximum 6 percentage points difference) on topics related to "Water, air, and soil quality and forests."

Education ministries shared several reasons for the desire to collaborate more with other actors. Latvia,
Estonia, and Italy expressed interest in collaborating on skills development, research, dissemination, and
building awareness. The Flemish Community of Belgium aimed to develop a broader vision, including
ESD competencies through collaborations between sustainability education actors and those working on
technical aspects related to Green skills/competencies. Korea referred to collaborations with high-level
leadership in defining mid to long-term visions. Greater collaboration was also seen as essential to
optimising mobility around schools (French Community of Belgium), enhancing the interinstitutional skills
strategy (Bulgaria), and improving articulation across education levels (France).

Education ministries can benefit from strategically considering with whom to enhance collaboration based
on specific topics to achieve more impactful education measures over short-, mid-, and long-term periods.
For example, on aspects related to sustainable production and consumption and renewable energy,
greater shares of ongoing and desired collaboration expressed by ministries would have been expected
with their industry, business and employers, their ministries of employment/labour, or their ministries of
finance. However, across these topics, fewer than half of countries tended to express this.

Moreover, topics related to "Disaster risk reduction" appeared to receive less priority, with less than half of
participating education ministries (44%) desiring more collaboration with civil society actors. Recent global
shocks, such as the COVID-19 pandemic and natural disasters, highlight the need for preparedness
approaches in education systems to address crises effectively.

In the same way, polycrises are also likely to increase as climate change exacerbates. Education ministries
could benefit from developing preparedness approaches that help increase quality and relevance of
education and training approaches in the context of broader desired societal transformation at the same
time (OECD, 2021g; WEF, 20233; UNICEF, 202331;) (see Chapter 1). Governance arrangements also
play a role, with the relevance of high-level political leadership varying in centralised and decentralised
education systems. In more decentralised systems, lateral actors like other ministerial or government
actors, civil society, and the general public may become more critical for collaboration. However, regarding
the general public, it is concerning that fewer than half of education ministries on average expressed
ongoing or desired collaboration across the surveyed topics.
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Figure 4.10. Comparing current and further desired collaboration on aspects related to the
transition to greener and fairer societies (2023)

Percentage of education ministries reporting current collaboration or more desired collaboration, by actor and topic
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Education ministries see high-level backing and capacity as important factors of
influence, but ongoing or desired collaborations may not be aligned

Education ministries were also asked about factors that could elevate the role of the education sector and
support collaboration with other actors in transitioning to greener and fairer societies. The top three factors
they identified on average as of great importance related to high-level backing for education in both political
(39%) and financial (31%) terms, as well as strengthening institutional capacity within education (28%).
Some pointed out that good initiatives may fail without the necessary financial and human resources,
including the time required for implementation. Figure 4.11 provides a sense of their preferences.

About 19% of participating education ministries also emphasised the need to incentivise education actors
to collaborate with other sectors and enhance foresight and anticipatory governance capacity within
education. Foresight and anticipatory governance capacity were seen as crucial for proactive decision
making and changing mindsets in planning processes.

Interestingly, although a high share of education ministries referred to the importance of high-level financial
backing, only 14% of education ministries considered having more resources for inter-sectoral
collaboration and a similar share mentioned strengthening knowledge or data exchanges to be of very high
importance. They also referred to the importance of coherence beyond education institutions to foster
innovation in educational settings and support the implementation of education for sustainable
development practices. As pointed out by one participating education ministry, within schools the joint
design of a learning environment that encourages reflection and action for sustainability is an important
leverage for ESD.

Figure 4.11. High-level backing and institutional capacity are among the top factors to enhance the
role of the education sector

Perceptions from ministries/organisations on important factors in helping to elevate the role of the education sector
and support collaboration with other actors on matters related to the transition to a green and fair society
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In contrast, only 3% of participating education ministries mentioned increasing education's international
engagement with other education sectors or enhancing mechanisms for vertical coordination within
education as a factor of very high importance. In the same way, none referred to promoting the evaluation
of inter-sectoral collaborations as being of very high importance. Interestingly, only 50% of education
ministries considered promoting the evaluation of inter-sectoral collaboration processes as of at least high
importance. This was also the factor which the highest share of education ministries identified as of low or
moderate importance (41%) among those surveyed. Being able to learn from experiences of inter-sectoral
collaborations could be a matter of further attention to education ministries. Those who did prioritise
evaluation tended to focus on enhancing foresight and anticipatory governance capacity and mechanisms
for vertical collaboration as well. Examples of these ministries are the Flemish and German-speaking
Communities of Belgium, Colombia, Estonia, Latvia, New Zealand, Peru, as well as Scotland (United
Kingdom) and Northern Ireland (United Kingdom).

The responses indicated a need for better alignment between priorities and ongoing and desired
collaborations with actors who could support the education sector. While a large share of education
ministries referred to high-level financial backing and providing more resources for inter-sectoral
collaboration as highly important in their contexts, these areas had very little ongoing or desired
collaboration with high-level political leadership and ministries of finance, as expressed earlier in this
chapter. Responses from education ministries suggest they are aware of the importance of cross-sectoral
collaboration to help education become more strategic. Moving forward, they could benefit from mapping
priority areas and collaborations beyond the education sector to promote synergies.

Some policy lessons emerge on how education systems can increase their
strategic importance for the transition to greener societies

Recent data and analysis from responses to the EPO Survey 2023, along with these and other policy
experiences to help the education sector play a more strategic role in the broader societal green
transformation offer some lessons to help guide education systems’ efforts in 2024.

1. Governments, including education ministries, should consciously prioritise elevating the strategic
importance of the education sector for the transition to greener societies.

e Education plays a crucial role in fostering greener and fairer societies, influencing individuals,
communities, and policy processes. Given the urgency of transitioning to greener and fairer
societies today and the cross-sectoral support that education can provide, it is essential to
potentialise this role.

¢ Inthe context of strategic instruments for this transition, including dedicated system-level strategies
for environmental and sustainability education, ensuring high-level political and financial backing
for education to facilitate exchanges with other sectors is crucial, as indicated by education
ministries. However, responses to the EPO Survey 2023 show that governments and education
systems need to be more attentive to possible collaborations to make this happen.

2. Align priorities and collaborations by mapping ongoing and desired partnerships with various actors and
domains, such as on sustainable production and consumption or climate change, identifying other related
priorities.

e Governments should ensure that national priorities align with ongoing and desired collaborations.
In the EPO Survey 2023, ‘Sustainable production and consumption’ and ‘Climate change’ emerged
as top priorities for education systems, yet less than 50% of participating education ministries
reported ongoing collaborations with most actors surveyed on these topics.
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Education ministries should map collaborations to assess where to allocate efforts more efficiently
(e.g. collaborations with including industry, business and employers, the Ministry of Employment,
or the Ministry of Finance).

Additionally, in a context of increasing future policrises associated with the challenge of climate
change, priorities such as disaster preparedness also require the attention from education
ministries (see also Chapter 1).

Build the capacity of the education sector to understand the key challenges and opportunities of
transitioning to greener and fairer societies and driving transformative change.

The EPO Survey 2023 identified strengthening institutional capacity within education and
incentivising education actors to collaborate with other sectors as crucial factors related to this
transition. The education sector must enhance its capacity to comprehend the evidence behind
these challenges and increasingly engage with other actors through formal, non-formal or informal
learning. Exploring possibilities for training, research and infrastructure will be essential (see
Chapters 2 and 3).

Similarly, governments need to facilitate knowledge and data exchange within and beyond
education related to education for sustainable development. Survey responses suggest that these
are areas that receive little attention or are seen as less relevant by education ministries.

Examine which incentives and conditions within the education sector facilitate collaboration for green
transformation according to the priorities established.

Governments should assess the conditions that hinder or enable education actors’ engagement in
aspects related to the transition to greener and fairer societies and provide incentives that
emphasise it as a transversal objective. This includes revising the existing instruments in place to
assess what related existing or new incentives can establish this transition as a transversal priority
as well as the resources needed to facilitate cross-government collaboration. Establishing
dedicated funding mechanisms, staffing, and digital platforms to facilitate collaboration across
government departments is essential.

Look forward and look backward to ensure broader societal relevance and impact of the education sector’s
efforts in transitioning to greener and fairer societies.

In the EPO Survey 2023, only 50% of education ministries considered evaluating inter-sectoral
collaboration processes to be of at least high importance and none considered it of very high
importance. Prioritising evaluations of inter-sectoral collaborations on aspects related to the
transition to greener and fairer societies, along with the sharing of knowledge and data, is critical
to enhance the relevance, impact and value for money of ongoing and future efforts.

Education ministries should also enhance foresight and anticipatory governance mechanisms to
identify where future policy efforts and collaborations can be most helpful for the transition to
greener and fairer societies, such as in the implementation or reform of instruments and enhancing
synergies to support this transition.

Key messages

In 2024, policy lessons and examples of policy efforts identified in this chapter can help education actors
elevate the importance of the education sector (see Figure 4.12).
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Figure 4.12. Summary of policy lessons on how education systems can increase their strategic
importance for broader societal green transformation
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Policy makers must potentialise the crucial role of education in the
transition to greener and fairer societies.

This includes ensuring high-level political and financial backing to
facilitate exchanges with other sectors, such as for system-level
strategies for environmental and sustainability education.

Education ministries should map existing and desired collaborations —
within and beyond government — against system-level goals for greater
efficiency and impact.

With increasing policrises stemming from climate change, identifying
associated priorities is key too.

The education sector must enhance its capacity to comprehend the
evidence behind these opportunities and challenges and engage with
other actors through formal, non-formal or informal learning.

Exploring possibilities for training, research and infrastructure, as well
as facilitating knowledge and data exchange, is essential.

Governments should assess the conditions that hinder or enable
education actors’ engagement in the transition to greener and fairer
societies. This includes providing incentives that establish it as a
transversal priority as well as resources to facilitate cross-government
collaboration.

Enhancing foresight and anticipatory governance mechanisms can help
to identify where future collaborations could be most helpful, while
evaluating inter-sectoral collaborations can strengthen the relevance and
impact of future efforts.

POLICY EXAMPLES

The education
system is a key
enabler for the
transition towards
a greener and
fairer society

Education systems
need to pursue
more strategic
collaborations
with other actors

Belgium (Flemish Community) - Flemish Sustainable Development Strategy 4 (2017), Energy and
Climate Plan (2021-30)

Belgium (French Community) - Transversal Ecological Transition Plan for the Wallonie-Brussels
Federation (2021-26)

Bulgaria - National Climate Change Adaptation Strategy and Action Plan (2019)

Estonia - Environmental Education and Awareness Plan (2023-25)

Iceland - Climate Action Plan (2018, 2020)

Ireland - Statements of Strategy (2021-23), Second National Strategy on Education for Sustainable
Development (2022-26)

Netherlands - The Green and Digital Jobs Action Plan (2022)

Romania - National Strategy for Research, Innovation, and Smart Specialization (2021-27)
Sweden — Higher VET scheme

Austria - FORUM Environmental Education (FORUM Umweltbildung)

Colombia - Inter-Institutional Technical Committees of Environmental Education (CIDEA) (2014)
Germany - Interim Report Regarding the Implementation of the ESD in the German Education System
(2020)

Luxembourg - Coalition Agreement (2018-23)

Source: OECD (2023;1)), Education Policy Outlook National Survey for Comparative Policy Analysis 2023: Empowering All Learners to go Green.
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