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ABSTRACT

In the face of unprecedented socio-ecological challenges, higher arts education must evolve beyond
traditional models to foster sustainability. This paper explores an integrative approach combining
transformative learning and contemplative practices for a paradigm shift towards sustainable
education. By examining 15 Master's programs in the Nordic region, the study identifies the benefits
and barriers of incorporating contemplative practices and transformative learning in arts education.
Findings highlight the enhancement of student well-being, creativity, and reflection capabilities
essential for addressing complex sustainability issues. The proposed educational paradigm advocates
for a holistic approach that prepares students not only as skilled artists but also as socially and
environmentally conscious adults. This study highlights the need for higher education institutions to
adopt innovative, reflective, and participatory learning environments to contribute meaningfully to a
sustainable future.
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Introduction

Society is currently grappling with unprecedented challenges, particularly the systematic degradation
of socio-ecological systems (Scharmer & Kéufer, 2013; Rockstrom et al., 2009). These challenges,
collectively termed as the sustainability challenge, encompass exponential population growth,
increasing demand for natural resources, economic inequality, and ecological crises such as ocean
acidification, ozone depletion, chemical pollution, biodiversity loss, increasing land use, and climate
change. These interconnected issues, often referred to as "wicked problems," lack straightforward
solutions and require comprehensive, systemic approaches (Rittel & Webber, 1973; Waddock, 2013).

The Framework for Strategic Sustainable Development (FSSD) uses the metaphor of a funnel to
describe the sustainability challenge, where the closing funnel walls symbolise the increasing pressure
on natural and societal resources, limiting civilization's capacity to thrive. Addressing these
challenges necessitates a strategic mission to eliminate unsustainable structures and behaviours and



foster a sustainable society operating within the planet's carrying capacity. This calls for a paradigm
shift in how society approaches problems, solutions, and strategic thinking (Scharmer & Kéufer,
2013).

In this context, higher arts education must evolve beyond traditional educational models that prioritise
skills acquisition and intellectual development. These models often overlook critical aspects of
personal growth, adaptability, and the urgent need for sustainable practices. The United Nations
Decade of Education for Sustainable Development (UN DESD) highlights the role of education in
fostering processes that challenge existing mindsets towards sustainability. This paper aligns with
such global initiatives, proposing a new paradigm integrating transformative learning, and
contemplative practices to equip students not only with artistic skills but also with the mindset and
inner qualities necessary for effective engagement with sustainability issues.

Significance of the Study

The need for sustainable higher education institutions (HEIs) has been recognized, requiring new
mental models that transform how we interpret and respond to the world (Tilbury & Mula, 2011).
However, as Sterling (2004) notes, HEIs are still far from fully orienting themselves towards
sustainability. Efforts to integrate sustainability have often been piecemeal, lacking a holistic approach
(Ceulemans et al., 2011). Rigid disciplinary structures and content-based learning further limit the
potential for comprehensive sustainability education (Wals, 2010). Additionally, the formal
curriculum in many HEIs is centred on knowledge transmission rather than facilitating critical,
innovative, and creative learning spaces (Corcoran & Wals, 2004; Ranczakowska, 2022).

Our proposed approach in higher arts education responds to the academic and creative needs of
students while being deeply rooted in the global movement towards sustainable education. This
integrative approach fosters a comprehensive understanding of sustainability and creativity, essential
for preparing students to contribute meaningfully to a sustainable future. By incorporating
contemplative practices, the proposed paradigm aims to redefine learning in higher arts education,
making it more relevant and effective in addressing the complex challenges of the 21st century. Since
the backbone of both transformative learning and contemplative practice is introspection, we will
further refer to both of these as introspective practices

Structure of the Paper

This paper is structured into several sections: the theoretical background, methodology, findings,
discussion, and implications. The theoretical background outlines the foundational concepts of
transformative learning and contemplative practices. The methodology details the research design,
including program analyses as well as interviews with students, lecturers and data collection. The
findings section presents the outcomes and barriers identified through the study. The discussion
interprets these findings in the context of higher arts education, and the implications section offers
recommendations for future research, policy, and practice.

Theoretical Background

Transformative Learning and Future Skills for the Sustainability Transitions

Amid these crises, education is often the place we turn to for answers on how to prepare future
generations for similar challenges. The cardinal goal of adult education is to facilitate autonomous
thinking by enabling individuals to understand the meaning of their experiences and make their own
interpretations rather than relying on uncritically assimilated explanations from authority figures.(e.g.
Mezirow, 1991). As Mezirow stresses:

A defining condition of being human is that we have to understand the meaning of our experience. In
contemporary societies, we must learn to make our own interpretations rather than act on the
purposes, beliefs, judgments, and feelings of others.(1991)



Transformative learning thus develops autonomous thinking and has been extensively applied across
various fields of education and research programmes. Two major elements of transformative learning
are critical reflection—or critical self-reflection—on assumptions, and critical discourse, in which the
learner validates their best judgement (Dirkx and Mezirow, 2006; Mezirow, 1991). This involves “the
process an individual evokes to monitor the epistemic nature of problems and the truth value of
alternative solutions” (King & Kitchener, 1994: 12). Arts management has in recent years
significantly embraced the principles of transformative learning to foster adaptive, reflective, and
innovative leaders capable of navigating the complexities of the cultural sector. Bailey (2006)
highlights how museums and other cultural institutions serve as unique environments for experiential
learning, enabling transformative educational experiences that challenge traditional pedagogies
focusing on roles of educators in the process. Both suggest that engaging with art can catalyse

transformative learning by encouraging individuals to question and reframe their assumptions and
beliefs.

In the drawing below, which represents the transformative learning theory, we can see its constituent
levels and elements: reflection, action, and different ways of transformation.
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Figure 1: Transformative learning theory developed, Mezirow 1995

Mezirow argues that transformative learning involves changing the frames of reference through which
we perceive, think, and feel, a process that is particularly relevant to the dynamic and reflective nature
of the arts. Transformative learning aligns meaningfully with the big four of transitions set as a goal
for future; social transition, digital transition, personal transition, ecological transition.

In addressing the critical skills for navigating global transitions, as outlined by UNESCO's IESALC
framework, our exploration highlights the essential role of higher education in equipping students
with the competencies required for the 21st century and beyond. This encompasses not only the



practical application of knowledge but also the cultivation of a mindset geared towards innovation,
adaptability, and collaboration. The UNESCO framework identifies key areas of focus that align
closely with the tenets of transformative learning and immersive experiences. These include coping
with uncertainty, breaking orthodoxies, computational thinking, adaptability, and collaboration. Each
of these skills reflects a deeper undercurrent of change impacting various sectors globally—social,
digital, personal, and ecological transitions.

Contemplative Practices

The exploration of contemplative practices has drawn interest among scholars and educators due to
their potential for inner transformation and promoting sustainable behaviours in society (Papenfus et
al., 2019). In academic discourse, terms like meditation, mindfulness, and contemplative practices are
often used interchangeably but have distinct definitions. Meditation is understood as attentiveness and
concentration (Regner & Wulf, 2013). Contemplative practice involves activities that quiet the mind
for insight, maintaining a relaxed yet concentrated presence allowing for intuitive understanding
(Working Group on Meditation and Law, 2009; Eaton et al., 2016; McEachern et al., 2020).

Contemplative practices, described in various ways, aim to achieve mindfulness, characterised by
heightened awareness (Grossman, 2010). Mindfulness involves developing ethical values, emotional
regulation, and a benevolent attitude (Grossman, 2015). In Buddhism, cultivating mindfulness is
linked to intentions like kindness, compassion, generosity, and equanimity (Grossman, 2010, 2015).
Thus, mindfulness is seen as both a state of mind and an outcome of contemplative practices. These
practices have a rich history across spiritual traditions, including Hinduism, Christianity, and
Buddhism (Thurman, 2006). Modern interpretations extend beyond religious contexts, including arts,
activism, and relational practices like storytelling (Papenfuss et al., 2019). Contemplative education
complements rational, implicit, and sensory ways of knowing, nurturing mindful awareness, ethical
living, and personal growth (Roeser & Peck, 2009).

A notable framework is the "Tree of Contemplative Practices" from the Center for Contemplative
Mind in Society (CMind). This framework categorises practices into roots and branches, symbolising
foundational intentions (awareness, communion, connection) and various practice groupings (stillness,
generative, creative, activist, relational, movement, ritual/cyclical) (CMind, n.d.). Although not
exhaustive, this framework helps conceptualise the diverse applications of contemplative practices in
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Figure 2: Tree of contemplative practices, adopted from Center for Contemplative Mind in Society

Means Towards Sustainability

Since the 1970s, contemplative practices have become a significant focus of research, particularly in
medicine and psychology. These fields have explored the effects of contemplation on the brain,
psychological therapy, education, and management, especially within the context of learning
organisations (AMRA, 2018; Van Dam et al., 2018;). Research has demonstrated numerous benefits
of contemplative practices such as meditation. These benefits include stress reduction, enhanced
subjective well-being, improved cognitive and socio-affective functioning, and increased brain
plasticity (Mayhew & Gilbert, 2008; Moyer et al., 2011). Additionally, meditation and yoga have
shown positive effects on emotional regulation (Hill & Updegraft, 2012), memory (Subramanya &
Telles, 2009), attention and concentration (Jain et al., 2007; Eberth & Sedlmeier, 2012; Zenner et al.,
2014), interpersonal qualities, and prosocial behaviours (Luberto et al., 2018). More recently, these
practices have been linked to the development of ethical values and virtues (Grossman, 2015;
Wamsler, 2019a, 2019b).

A growing body of sustainability research supports the positive effects of contemplative practices on
cognitive, emotional, and relational capacities, which can transform individuals' values, beliefs, and
worldviews (Wamsler, 2018; Brundiers & Wiek, 2017). Thus, these practices play a crucial role in
fostering inner transformation, a key element in promoting sustainability. The "Framework for
Contemplative Scientific Inquiry, Practice, and Education in Sustainability" illustrates how
individual-level mindfulness can lead to global sustainability. This framework, developed through
extensive literature reviews and experiential learning labs on mindfulness, highlights several key
aspects of mindful inquiry, practice, and education in sustainability (Wamsler et al., 2018). These
aspects include:

e Promoting Sustainable Consumption and Behavior: Encouraging sustainable consumption
patterns and behaviours (Amel et al., 2009).

e Strengthening Human-Nature Connections: Deepening the connection between humans and
nature (Anthony, 2013).

e Enhancing Adaptive Responses to Sustainability Challenges: Supporting flexible and adaptive
responses to sustainability issues (Siqueira & Pitassi, 2016).

e Improving Behavioural Regulation: Contributing to better behavioural regulation (Hill &
Updegraft, 2012).

e Increasing Subjective Well-Being: Linked to higher subjective well-being (Brown et al.,

2007).

e Activating Core Values: Helping activate intrinsic, non-materialistic values (Brown et al.,
2007).

e Fostering a Sense of Equity: Enhancing individuals' sense of equity and fairness (Brown et
al., 2007).

e Encouraging Social Activism: Inspiring greater social activism (Brown et al., 2007)
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Figure 3: Framework for Contemplative Scientific Inquiry, Practice, and Education in Sustainability"
"The integration of contemplative pedagogies in sustainability education," by C. Wamsler et al., 2017,
Journal of Sustainability Education. Retrieved from Journal of Sustainability Education.

The Role of Mindfulness

Although the connection between inner transformation and sustainable development is complex,
research highlights its significance at both individual and societal levels (Brown et al., 2007). Scholars
have noted that the relationship between individual well-being and social sustainability is
underexplored (Rinne et al., 2013; Fabbrizzi et al., 2016). Mindfulness, an important outcome of
contemplative practices, helps bridge this gap by addressing both personal and societal aspects of
sustainability challenges.

Recent advances in neuroscience and neuroplasticity suggest that mindfulness can rewire the brain,
enhancing perception and problem-solving (Tang et al., 2012; Vestergaard-Poulsen et al., 2009)
Mindfulness promotes "clear-eyed solution thinking" and increases tolerance for uncertainty, crucial
for addressing sustainability challenges (Barbezat & Bush, 2014). This attentiveness and patience help
individuals tackle complex problems, making mindfulness vital for sustainability transitions (Hensley,
2018). By cultivating these mindful qualities, the next generation of leaders can develop the skills
needed to address complex sustainability issues. Instead of seeking quick fixes, mindful individuals
can navigate and solve sustainability challenges with a more profound and patient approach.

Education as a Leverage Point for Sustainability

Education has long been recognized as a fundamental human right and a powerful driver of societal
change. Its ability to cultivate skilled individuals capable of leading sustainability transitions makes
education a critical leverage point for advancing society towards sustainability (Wiek et al., 2015). In
systems theory, leverage points are strategic places within a complex system where a small shift can
lead to significant changes (Meadows, 1999). Education shapes the knowledge, skills, attitudes, and
values necessary to address complex global challenges.

The concept of Education for Sustainable Development (ESD) was formally introduced by the United
Nations at the 1992 Earth Summit. ESD aims to empower people across generations to create a



sustainable future, involving the acquisition of knowledge and skills to address "wicked problems"
threatening planetary sustainability (UNESCO, 2002). ESD promotes reflective thinking and
interdisciplinary, participatory methods to foster behaviour change (Bodinet, 2016).

Higher Education for Sustainable Development (HESD) extends these principles to universities and
colleges, focusing on research and the generation of new knowledge (Barth, 2014). HESD seeks to
embed sustainability as a transformative learning practice aimed at fostering social change. However,
the educational system has evolved slowly compared to rapid societal changes. Critics argue that
current frameworks prepare students for an outdated world, relying on rote memorization and isolated
knowledge (Freire, 2018). Traditional education methods are insufficient for developing the critical
thinking required by sustainability leaders.

For sustainability education to reach its full potential, it must enhance learners' cognitive,
socioemotional, and decision-making capacities, shifting away from traditional growth-oriented
structures (Waddock, 2013). A new learning paradigm should embrace open-minded, reflective, and
participatory processes that envision a sustainable future. Students need experiential, interactive
methods that foster deep understanding and critical thinking (Bodinet, 2016). Collaborations among
stakeholders can diversify perspectives and expertise, enhancing the educational experience.
Large-scale problem-solving approaches must include systems thinking, value-laden deliberation, and
robust collaboration across sectors (Wiek, 2011). Developing these capacities is crucial for addressing
sustainability issues. Transformational learning experiences should be central to rethinking education
and reorganising learning to achieve these goals (Burns, 2015; Daviet, 2016; UNESCO, 2015). Hence,
more clarity about the purpose of education is needed to unlock its potential for driving societal
transformation (UNESCO, 2015). Education must evolve to support sustainability, requiring
innovative pedagogical approaches that foster deep, systemic understanding and critical thinking,
essential for preparing future leaders in higher arts education.

Skills for Sustainability

Addressing sustainability challenges requires individuals who possess the skills and capabilities to
manage complex issues effectively. This necessitates a transformation at the individual level to ensure
the success of sustainable development initiatives (Brown, 2012). Consequently, the educational
system must focus on developing these individual skills, preparing students to engage actively in
sustainability efforts.

To cultivate future-oriented, peaceful, and morally inclined behaviours in graduates, Higher Education
for Sustainable Development (HESD) must promote inner transformation that fosters sustainable
behaviour. Individuals who embody sustainability skills are those who engage with complex societal
issues and aspire to contribute to systemic change at various scales—local, regional, national, or
global (Jordan, 2011). Burns (2015) expands on this by defining the cultivation of sustainability as
nurturing a way of being and acting rooted in sustainability values, guiding people to collaboratively
create visions and take action for a more sustainable and resilient world.

Developing sustainability skills involves fostering relational, non-hierarchical, and contextual
approaches that are essential for creating constructive solutions to complex organisational and social
problems (Bendell et al., 2017). Scharmer and Kaufer (2013) describe a shift from ego-system
thinking to eco-system thinking, where individuals change the inner place from which they operate,
emphasising the need for a new mindset among a critical mass of people to transform planetary health
and tackle sustainability challenges (Scharmer & Kaufer, 2013).

To support the development of sustainability skills, education must help students gain a deep
understanding of themselves, their abilities, desires, and a profound understanding of their fellow
humans and the world they inhabit (Bodinet, 2016). This involves creating learning environments that
emphasise observation, awareness creation, deceleration, and interactive learning through seeing,



listening, and sharing (Visser & Courtice, 2011). Such an environment empowers students to discover
their personal identity and their role in fostering sustainability (Eriksen, 2009).

To shift mindsets towards sustainability, education should therefore cultivate specific skills,
capacities, traits, and inner dimensions within learners. These can be broadly categorised into
participatory, personal, and innovative skills, though many of these elements are deeply interwoven.

Towards Contemplative Pedagogy Framework

Contemplative practice differs significantly from contemplative pedagogy. According to theorist
Repetti (2010), contemplative practices are "self-reflective practices" that foster a "critical first-person
(inner) focus" (Barbezat & Bush, 2014; The Center for Contemplative Mind in Society, 2019). These
practices encompass a variety of forms, but their core objective is to cultivate present-moment
awareness and inner stillness. The "Tree of Contemplative Practices," developed by the Center for
Contemplative Mind in Society, visually represents the diverse types of contemplative practices (see
Fig. 2).

In contrast, contemplative pedagogy is an educational philosophy that incorporates contemplative
practices as a method of teaching and learning. Ergas (2019) defines contemplative pedagogy through
three main elements: (a) a "spatial" inward focus that directs attention towards first-person
experiences, (b) a unique engagement with time that emphasises "being" rather than "doing," and (c)
an intentional awareness and acceptance of the present moment, coupled with joy and compassion.
Essentially, contemplative pedagogies engage the mind, body, heart, and spirit to process information
in innovative ways and to fully develop human potential (Anderson et al., 2019).

Hence, by integrating Mezirow’s transformative learning with the principles of contemplative
practices, we propose a preliminary framework for a pedagogy that promotes sustainability principles.
Transformative learning focuses on critical reflection and perspective shifts, empowering learners to
question and reframe their assumptions and beliefs. This aligns with contemplative practices that
cultivate mindfulness, emotional regulation, and ethical values.

The synthesis of transformative learning and contemplative practices can offer a framework for
fostering sustainability in higher arts education. This framework is designed to cultivate deep,
systemic understanding and critical thinking among students, preparing them for the complex
sustainability challenges of the 21st century. The proposed framework integrates critical reflection,
introspective practices, and participatory learning methods to create a holistic educational paradigm.
Below are the key components of this framework:

Component Description Key Activities

Critical Reflection and Encourage examination of | Reflective  journaling, Socratic

Perspective biases and worldview shifts questioning, case studies, immersive
Transformation learning

Mindfulness and Promote awareness and | Meditation, mindfulness exercises,
Emotional Regulation emotional balance mindfulness-based stress reduction

(MBSR) programs




Interdisciplinary and Combine knowledge from | Interdisciplinary courses,

Integrative Learning various fields to understand | project-based learning, collaborative
sustainability projects

Participatory and Engage in hands-on | Fieldwork, internships, community

Experiential Learning experiences and teamwork service projects, group projects

Ethical and Reflect on personal values and | Values  clarification  exercises,

Value-Consideration ethical considerations discussions on environmental, social

justice and ethical consumption

Reflective and Foster deep connections and | Deep  listening, contemplative
Contemplative inner qualities through | reading, mindful art-making, regular
Pedagogies contemplative practices practice sessions, retreats

Table 1: Proposed consideration as a starting point for the curriculum transformation.

This proposal offers a starting point for study program managers to integrate transformative learning
and contemplative practices into higher arts education. By adopting elements such as critical
reflection, mindfulness, interdisciplinary learning, and ethical education, institutions can move
towards a curriculum that fosters sustainability. This approach aims to prepare students as both skilled
artists and responsible individuals capable of contributing to a more sustainable future.

Methodology

This study involved an examination of 10 Master's programs that partially or fully integrate a
sustainable orientation into their studies. These programs were selected based on their innovative
approaches to incorporating elements of sustainability, transformative learning, or contemplative
practices. The research design included a detailed analysis of program designs, curriculum structures,
teaching methodologies, and the integration of sustainability principles. The study gathered reflections
from a diverse group of participants, including program designers, managers, school leaders and
students. Qualitative data were collected through interviews, focus groups, and reflective journals,
offering a rich understanding of the experiences and perspectives of those directly involved in these
programs. This approach provided comprehensive insights into the practical implementation and
effectiveness of sustainable practices in arts education.

The qualitative data were analysed using thematic analysis, identifying key themes and patterns
related to the integration of contemplative practices or transformative learning, the motivations behind
their incorporation, and the barriers to their implementation. This method allowed for a nuanced
understanding of the complex dynamics at play in higher arts education.

Findings

The study revealed significant outcomes from the integration of contemplative practices in arts and
arts management programs. These practices were found to enhance the development of inner
dimensions, improve the quality of reflection and learning, support student wellbeing, and foster
essential participatory, personal, and innovative capabilities for engaging in sustainability transitions.
The incorporation of these practices equips students with the necessary tools to navigate and
contribute to complex sustainability processes.



The Need for a Paradigm Shift

The findings from the study highlight an urgent need for a paradigm shift in higher arts education.
Traditional models, which often focus predominantly on technical skills and intellectual development,
are insufficient for addressing the personal growth, adaptability, and sustainable practices required in
today's world. This shift emphasises the integration of sustainability, transformative learning, a
paradoxical mindset, and contemplative practices. As one of the interviewed deans explained, "Our
specialty is teaching theatre, where 45% of classes during the BA level are done together. The ethos is
collective working and how to learn to communicate and be together," exemplifying the shift towards
more integrated and holistic education models.

University leaders are increasingly recognizing the importance of integrating contemplative practices
to foster sustainability in higher education. These leaders advocate for a holistic educational approach
that addresses both cognitive and emotional aspects of learning. For instance, another dean
highlighted, "Nearly all of our students become freelance artists upon graduation. It’s crucial they
learn human skills and how to lead artistic groups,” underscoring the need for relational skills
alongside traditional artistic training. Another leader stressed: "We need to create a more collaborative
co-creative culture within the School".

Student Perspectives

Students have shown proficiency in the terminology and methods of contemplative practices and are
generally open to incorporating more of these practices into their education. They recognize the
benefits but also see the need for greater legitimacy.. One student noted, "Students seem to see more
benefits from them than teachers,” indicating a disconnect between student and faculty perceptions of
these practices.

Students also acknowledge the potential long-term benefits of mindfulness and contemplative
practices. As one student stated, "I think everyone should agree that being more mindful helps you to
make more informed, better life decisions.” This aligns with the broader goals of transformative
learning, which aim to equip students with the skills and mindsets necessary for more sustainable
living.

Educators perspective:

Educators recognize the potential of contemplative practices but often feel hindered by a lack of
formal training and clear guidelines. One lecturer noted, "I would be using them more often if I knew
exactly the terminology and use of it; now it is a bit intimidating,"” highlighting the need for clearer
guidance and education on these practices. Many educators feel intimidated because students often
know more about these practices than they do, exacerbating the need for proper training. Additionally,
there is a call for more empirical research to support the integration of introspective practices. As
another educator explained, "There is a need to research and show evidence of how certain practices
are really beneficial. I can see how creative professions and students can benefit from multiple of
these, but because it is not researched at all, it doesn't have much legitimacy, especially among the
older generation."

Challenges in Implementation

Several barriers to the integration of introspective practices in arts and arts management programs
were identified. One major challenge is the lack of formalisation within the curriculum. Interviewees
noted that contemplative practices are not included in course descriptions or specified in learning
outcomes, yet they still use contemplative practices in class and have many thoughts on their intended
learning outcomes. As one interviewee emphasised, "I don t think that we should assume we just apply



them and we have a sustainability outcome [...] I think that we have to make a thorough work about
looking into how they relate to societal and systems change and how we can actually adapt them to
the issue of sustainability”

Reputational risk and scepticism are significant obstacles, with some educators and institutions
concerned about the perceived legitimacy and academic rigour of introspective practices. This
scepticism is exacerbated by a dominant "product-oriented" and neoliberal approach in education,
which focuses on measurable outputs and market-driven outcomes, often undermining the adoption of
holistic practices. Moreover, there is often no clear understanding of what introspective practices
entail and how they can be effectively integrated into the curriculum. Educators and students alike
have expressed a need for clearer articulation and structured approaches to these practices. Many
educators lack sufficient training in these methods, which contributes to a general hesitance to
implement them. This issue is compounded by concerns about teachers unpreparedness and
willingness to engage with introspective practices. One dean observed, "There is a lot of resistance
towards top-down implementation of ‘alternative’ courses, sometimes both from students and
professors," highlighting the broader resistance to curricular changes.

Unawareness of the possibilities and research base supporting introspective practices further hinders
their adoption. Many educators lack sufficient training in these methods, which contributes to a
general hesitance to implement them. This issue is compounded by concerns about student
unpreparedness and willingness to engage with introspective practices.

Application of Contemplative Practices

Despite the lack of formal inclusion in curricula, contemplative practices are applied in various ways
in the classroom. The degree to which they are used varies, as does the intention behind their use.
Some programs use them intentionally, while others use them without often realising it. More often
than permanent staff of the programs, guest lecturers often bring these practices into their teaching,
sometimes without the explicit intention of using.

Commonly used contemplative practices include deep listening, dialogue, journaling, storytelling,
reflection, work and volunteering, creativity and contemplative arts, visualisation, meditation,
activities outdoors or in nature, and elements of retreats and rituals. For example, one course
(bootcamp style retreat) explicitly uses practices such as circles,check - ins, dialogue, deep listening,
storytelling, walking meditation, silence, meditation, loving-kindness meditation, visualisation, and
journaling. Another program includes a year-long mandatory reflection module where students reflect
on their activities and encounters, keeping a learning log as part of their assessment.

Opportunities for Integration

Despite these challenges, the study's findings suggest significant opportunities for integrating
introspective practices. Enhanced student well-being and learning are among the most notable
benefits. By incorporating these practices, institutions can improve the quality of reflection and
personal growth among students, fostering a more supportive and enriching educational environment.
The development of inner dimensions and capabilities through introspective practices can
significantly enhance students' ability to engage effectively in sustainability transitions. With support
from university leaders and students, there is substantial opportunity to implement these practices
more widely and effectively. University leaders, like those interviewed, are already pushing for
changes that align with these findings, recognizing the importance of a holistic educational approach.

There is also a growing need for research to validate the benefits of introspective practices. Increased
empirical support could enhance their legitimacy and acceptance among educators and institutions,
particularly among those who are currently sceptical.



Implications for Higher Arts Education

The proposed paradigm shift entails a comprehensive rethinking of curriculum design, teaching
methodologies, and institutional priorities. This approach aligns with the theoretical framework of
transformative learning, which emphasises critical reflection, creativity, and emotional development.
It involves fostering a learning environment that supports these elements, preparing students to
effectively engage with the complex challenges of the 21st century.

Aligning with global initiatives such as the United Nations Decade of Education for Sustainable
Development, this approach emphasises the transformative potential of education in promoting
sustainability. By integrating introspective practices, higher arts education can contribute to the
development of individuals who are not only skilled artists but also socially and environmentally
conscious. This holistic approach ensures that students are equipped with the knowledge, skills, and
inner qualities necessary to navigate and address complex sustainability issues. The study revealed
significant outcomes from the integration of introspective practices in arts and arts management
programs. These practices were found to enhance the development of inner dimensions, improve the
quality of reflection and learning, support student wellbeing, and foster essential participatory,
personal, and innovative capabilities for engaging in sustainability transitions. The incorporation of
these practices into arts and arts management programs equips students with the necessary tools to
navigate and contribute to complex sustainability processes.

Future research should explore the long-term impacts of integrating introspective practices in higher
arts education, examining how these practices influence students' career trajectories and their
contributions to sustainability. Additionally, research should investigate the effectiveness of different
pedagogical approaches and their scalability across diverse educational contexts.

Educational policymakers should consider the inclusion of sustainability and introspective practices in
curriculum standards and accreditation criteria. Policies that support interdisciplinary learning and the
integration of holistic educational approaches can facilitate the adoption of the proposed paradigm
shift.

From a community of practice perspective, educators should receive training and support to
implement introspective practices effectively. Institutions should create spaces for reflective and
contemplative learning, fostering an environment that values personal growth and emotional
development alongside technical and intellectual achievements.

Conclusions

The study emphasises the necessity for a paradigm shift in higher arts education, integrating
transformative learning and contemplative practices to cultivate sustainability. The findings highlight
the significant benefits of introspective practices, such as enhanced student well-being, creativity, and
reflection skills, which are crucial for addressing complex sustainability challenges. However, barriers
such as lack of formalisation, reputational risk, and insufficient training among educators hinder their
widespread adoption. To overcome these challenges, the study advocates for comprehensive reforms
in curriculum design and teaching methodologies, supported by empirical research and policy
initiatives. By fostering a holistic educational environment, higher arts education can equip students
with the knowledge, skills, and inner qualities essential for leading and engaging with sustainability
issues. Future research should focus on the long-term impacts of these practices on students'
professional trajectories and their contributions to sustainability, providing robust evidence to support
their integration into higher education curricula.
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