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aims that should guide a curriculum; a list of 7 competences that should 
be trained and developed within the curriculum; a list of 9 virtues that 
should be cultivated within the curriculum; and 3 pedagogical principles 
to inform the delivery of the curriculum and pedagogy. The study has 
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(TIS) concept, and a framework and set of recommendations to inform 
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transformative innovation processes towards sustainability.  
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EXECUTIVE SUMMARY 
 
Introduction 
 
The Sustainability Challenge 
Humanity now faces a series of daunting and complex existential 
challenges, ranging from the local to the global scale. These include 
deforestation, desertification, climate change, biodiversity loss (Brown 
2006), rises in structural inequality (Piketty 2014, Wilkinson and Pickett 
2009), along with decreasing levels of trust and social capital within 
communities (Wilkinson and Pickett 2009, Putman 1995), and huge 
economic costs associated with environmental decline (Stern 2007). 
Viewing the implications of these challenges as a whole, Brown (2006, 3) 
warns of a possible global civilizational collapse. Consistent with Brown’s 
dire warning, there is an increasing understanding that the challenges we 
face are not isolated, but interconnected and systemic in nature (Meadows 
1999, Homer-Dixon 2000, 2006, Robèrt and Holmberg 2000). The result is 
that we have crossed certain thresholds of our “planetary boundaries” 
(Rockström et al 2009), which represent the “safe operating space for 
humanity” (Ibid), as the earth system risks tipping out of a stable domain 
(Westley et al 2011, 762) which has made agriculture and the development 
of our civilization possible, what Robèrt et al (2010) describe as  “hitting 
the walls of the funnel.” 
 
Defining Sustainability 
The authors agree with Robèrt et al (2010) that there is a need for large-
scale and coordinated leadership and innovation to transform society toward 
sustainability, which would be aided by an agreed-upon and scientifically-
rigorous definition of sustainability. Working out of an approach called 
Strategic Sustainable Development (SSD), Robèrt et al. (2010, 39) have 
developed a definition for sustainability comprised of sustainability 
principles, which outline the boundaries for sustainable activity, of all 
societal actors and institutions:  
 
 In a sustainable society, nature is not subject to the systematically 
increasing... 

1....concentrations of substances extracted from the Earth’s 
crust (lithosphere); 
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2.   ...concentrations of substances produced by society; 
3.   ...degradation by physical means; 

 and, in that society... 
4.  ...people are not subject to conditions that systematically 

undermine their capacity to meet their needs. (Robèrt et al. 
2010) 

 
Innovation and Sustainability 
The relationship between innovation and sustainability can be seen as 
paradoxical, whereas innovation is “…both a contributing cause of our 
current unsustainable trajectory and our hope for tipping in more resilient 
directions.” (Westley et al. 2011, 763). The authors are interested in the 
potential of innovation to contribute to transforming society towards human 
flourishing and sustainability. After reviewing the literature concerned with 
commercial innovation, social innovation, “eco-innovation”, the authors 
offer the following concept: Transformational Innovation toward 
Sustainability (TIS). TIS is defined as an multi-dimensional innovation 
process, carried out by groups of people and organizations who are 
committed, on an ongoing basis, to transforming institutions (and their 
operations), so that they are not in violation of the requirements of 
sustainability, as defined by the SSD sustainability principles, and so that 
they in the service of human wellbeing and flourishing. The authors also 
outline certain qualities or characteristics which constitute TIS. 
 
Entrepreneurship and innovation education 
Existing entrepreneurship education programmes can be found around the 
world and have grown rapidly in the past few decades (Kuratko 2005, 
Holmgren and From 2005). Many political and economic leaders see 
entrepreneurship as a powerful force that is capable of delivering solutions 
to many societal challenges (Holmgren and From 2005). Despite this 
enthusiasm, there are many questions and concerns around the lack of a 
coherent understanding of what entrepreneurship is, its actual potential and 
how to best promote it, within the education system (Gibb 2002, 234). 
 
Alongside the rise of entrepreneurship education, the past few decades have 
seen a great significant increase in attention and interest in environmental 
education (EE) and education for sustainable development (ESD) (Sterling 
2003, Sterling 2010-11). However,  Higher Education Institution’s track 
record in integrating the imperative of sustainability into their curricula 
remains mixed Sterling (2010-11) The authors investigated various 
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perspectives and concepts surrounding Transformative Learning (TL). The 
authors adopted a holistic frameworks, created by Sterling  (2003, 2011) to 
inform their understanding of transformative learning and how to apply it 
into their investigation surrounding curriculum design and the promotion of 
TIS. The first framework describes the three “horizontal” dimensions of 
learning: “the perceptual, the conceptual and actional” (ibid 2003). 
Sterling’s frameworks provide a structure for thinking about the aims and 
process of change, within transformational learning which the has informed 
much of the authors’ thinking in the development of the scope and 
dimension of investigation around HEI and curriculum design.  
 
Purpose of the research 
 
The purpose of this research is to articulate general qualities of innovation 
that can contribute to the transformation of society towards sustainability 
and the role of enterprise education, in general, and curriculum design, in 
particular in catalyzing this change. 
 
Research Questions 
Primary Research Question (PRQ): 

 "What could a curriculum that is capable of training 
entrepreneurs to lead transformational innovation processes 
toward human flourishing and sustainability contain? 

 
Secondary Research Questions (SRQs) 

 (1) According to leading experts in the field of innovation and 
sustainability and education, what could a curriculum that is 
capable of training entrepreneurs to lead transformational 
innovation processes toward human flourishing and 
sustainability contain? 

 (2) According to leading innovation curriculum design 
practitioners and their institutions, what could a curriculum that 
is capable of training entrepreneurs to lead transformational 
innovation processes toward human flourishing and 
sustainability contain? 

 
Scope and limitations 
The authors scoped the conduct of their research to the design of curricula 
within enterprise and innovation programs that contain the following 
characteristics: 
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 Intentional learning settings. 
 University Level: either undergraduate or graduate programs. 
 Multi-year  
 Place heavy important on practice (Practitioner focused) 
 Trans-disciplinary programs 

 
The answers to the research question were framed by a curricular 
conceptual framework, which contains the following dimensions: 1. 
Paradigm/Worldview, 2. Purpose/Final Aim, 3. Competences/Skills, 4. 
Character/Virtue/Ethics, 5. Pedagogy. 
 
Methods 
The research methods developed by the team formed a part of the overall 
research design.  The research design was carried out, informed by the 
qualitative research design (QRD) framework (Maxwell 2013).  The QRD 
framework contains five elements: Goals, Conceptual Framework, Research 
Questions, Methods, and Validity, and was carried out in the following four 
phases.   
 
Phase 1: Developing Conceptual Framework and Plan 

The authors investigated the existing theory and research by conducting an 
extensive literature review with the subjects of Entrepreneurship and 
Innovation, Education and Learning, and Sustainability. The literature 
review was supplemented by exploratory research, consisting of exploratory 
interviews and sites visits with experts working at the intersection of the 
subject fields. During the site visits the authors conducted exploratory 
interviews with staff members and students, collected educational materials, 
and performed direct observations and collected data. 

Phase 2: Data Collection for SRQ 1 

In order to answer SRQ 1, the authors carried out a series of semi-structured 
interviews, with a sample of experts. The experts were identified from the 
literature review and exploratory research. Some experts were also 
identified through “snowballing” selection process (Heckathorn 1997), 
when experts would recommend other experts that we contact. In certain 
cases, the authors were introduced to experts by other experts. 

Phase 3: Data Collection for SRQ 2 

In order to answer this question, the authors designed a case study, which 
sought to identify qualities, features, and elements from the curricula of 
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leading and recognized institutions working with transformative innovation, 
enterprise and sustainability. The authors created a list of candidate case 
organizations, sourced from the literature review, a brainstormed list of 
institutions that the authors were familiar with form their experiences, and a 
snowball-sampled list of suggestions from the expert interviews conducted 
during Phase 2. Data around the curricula and learning environments were 
collected form two sources:  
 

 Semi-structured interviews with 2-3 practitioners from each 
institution 

 Curricular documents: both external and internal documents. 
 
Phase 4: Data Analysis for SRQ 1 and SRQ 2 
After completing each interview, the recordings were transcribed by one of 
the authors. The transcripts were used to analyse the contents of the 
interviews to identify patterns, themes and cluster the results. The authors 
employed a combination of inductive and deductive approaches for 
synthesizing the results. The authors employed a “document content 
analysis” (Mayring 2000) from the interview transcripts. Based on the 
conceptual framework developed in Phase 1, “deductive category 
application” (ibid 2000) and the data was clustered within the categories 
outlined in the curriculum conceptual framework (see section 1.7). Within 
each of the categories, a process of “inductive (sub) category development”, 
was applied where themes and elements were clustered. 
 
Phase 5: Curriculum Design Framework Creation 

In order to answer the PRQ, the results from SRQ 1 and SRQ 2 were 
compiled in order to create a  
comprehensive set of results. The elements and themes from each of the of 
the shared categories were compiled and synthesized according to clarity, 
coherence and parsimony.  From the final categories, hierarchical 
relationships were identified among the categories and heuristics and 
guiding questions were formed, in order to develop useful frameworks. 
 
Results  
The results to both research questions were framed by the dimensions of the 
curricular conceptual framework: 

1. Paradigm/Worldview: In SRQ 1, three themes or patterns that 
describe the nature of the necessary paradigm were identified by 
the experts. In SRQ 2, two themes or patterns that describe the 
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nature of the necessary paradigm were mentioned in the 
practitioner interviews. 

2. Purpose/Final Aim: In SRQ1, the majority of experts agreed 
that an explicit commitment to working towards sustainability 
was necessary to include in the curriculum and the overall 
education institution. In SRQ 2, three themes were identified and 
inferred. 

3. Competences/Skills: In SRQ 1, 15 competences and skills were 
inferred. In SRQ2, 27 competences and skills were inferred. 

4. Character/Virtue/Ethics: In SRQ 1, 13 virtues were inferred 
from the experts’ interview answers. In SRQ 2, 10 virtues and 
values were inferred. 

5. Pedagogy: In SRQ 1, a list of 10 pedagogical elements were 
identified by the experts. In SRQ 2, a list of 46 pedagogical 
elements were identified by the experts. 

 
Discussion 
The results from both SRQ 1 and SRQ 2 were synthesised into an 
overarching framework for designing curricula that can support students in 
learning to carry out the discipline of TIS: 
 
Paradigm and Worldview  
The authors use the term paradigm and worldview interchangeably and 
believe the paradigm that would be best suited to train and cultivate leaders 
to develop TIS should contain the following qualities: 

 Based on understanding living systems or whole-system thinking 
 Views human development, or agency, as both essential, and 

nested within community, society and nature 
 Critical of the current unsustainable systems 
 Grounded in ethics and a sense of justice 
 Creative in imagining new sustainable futures, along with 

transformative pathways to arrive there 
 Holistic and inclusive: while critical, offers a non-dual view of 

the current unsustainable paradigms and able to find common 
ground. 

 Along with the three dimensions, the paradigm/worldview 
should be aesthetic, creative and focused on meaning and what 
people value. 
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The Structure and Qualities of Purpose, Visions and Final Aims 
The following three qualities were identified as supportive and important 
for authors believe the Purpose, Visions and Final Aims of the enterprise 
education institutions that  would be best suited to train and cultivate leaders 
to develop TIS: Intentional, Nested, and Alignment. 
 
Competences 
The following competences were identified as important to cultivate in the 
students in order to practice TIS: Collaboration Competence, Ecological 
Intelligence, Sense-making, (including Systems Thinking), Envisioning 
Competence, Action Competence, Communication Competence, Learning 
and Mastery Competence. The competences should be viewed as 
interconnected, complimentary, and mutually reinforcing of each other. 

 
Character: Virtues - Values - Attitudes 
The adopted the use of Aristotelean virtue as the concept is holistic, and the 
notion of the “golden mean” as “...the desirable middle between two 
extremes, one of excess and the other of deficiency.” The following virtues 
were identified as essential to cultivate in order to successfully practice TIS: 
Proper Pride, Empathy, Perseverance (or Grit), Radical Curiosity, Openness 
and Flexibility, Self-care (or temperance), Courage, Patience. 
 
Pedagogy 

 In order to describe the nature of the pedagogy, that should 
comprise the new curriculum, in accordance with the results of 
both SRQs, the following principles are unfolded: Alignment, 
coherence and holism, Particularism, and Learning in Nested 
Communities. 

 The Potential Role of Curriculum Design in contributing to TIS. 
 
The authors believe that a shift in the way enterprise curricula are 
conceived, designed and implemented can play a significant role in 
contributing to the needed transformation toward sustainability. That said, 
there is a need to avoid exuberance and the making of overly optimistic and 
impatient claims about this potential. The authors suggest viewing a shift in 
education as co-developing with other institutions, across various scales, 
both in the direction of sustainability, along with more conservative or 
reactionary developments, to maintain society on its current unsustainable 
path. 
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Validity 
In order to reduce other validity risks (namely bias and reactivity), the 
authors practiced triangulation, collecting a variety of types of data, from 
numerous resources. We collected primary data, in the form of curricular 
documents and conducted a large number of interviews with two types of 
experts, both working within enterprise educations, and beyond. At each 
institution at least two experts were interviewed, in order to obtain a 
diversity of opinions, insights and perspectives. The authors produced 
verbatim transcripts of the interviews, to ensure reliability and provide a 
complete picture of the data, during analysis. Finally, the authors engaged in 
a process of respondent validation, where the results for both SRQs were 
sent to each of the respondents for comments and clarification and 
correction. 
 
Conclusion 
This study has made two contributions to main contribution to the field and 
practice of SSD: one minor, one more significant. A minor contribution is 
an articulation and unfolding of the Transformational Innovation toward 
Sustainability (TIS) concept. It has added additional dimensions and 
concepts to support the understanding and practice of backcasting from 
sustainability principles, and how the process of transformation toward 
sustainability might unfold. 

The main contribution of the study is combining and applying of the SSD 
approach to the field of enterprise education and curriculum design. The 
authors set out to provide enterprise education practitioners with a 
framework and set of recommendations to inform their work in training 
future entrepreneurs and innovators to lead transformative innovation 
processes towards sustainability (TIS), as defined by the SSD sustainability 
principles. 
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1. INTRODUCTION 
 
1.1 - The Sustainability Challenge  
 
Humanity now faces a series of daunting complex challenges, ranging from 
the local to the global, that are affecting and limiting our ability to live in a 
vibrant, livable, sustainable world.  Challenges impacting natural systems 
include the systemic increase in deforestation, desertification, climate 
change, biodiversity loss (Brown 2006).  Within the social realm, we are 
witnessing rises in structural inequality (Piketty 2014, Wilkinson and 
Pickett 2009), along with decreasing levels of trust and social capital within 
communities (Wilkinson and Pickett 2009, Putman 1995).  The economy is 
also deeply affected; Stern (2005) has illustrated how climate change may 
impact and limit future global economic growth and prosperity. The scale of 
aggregate human activity, not to mention its impact on both on biological 
and geological systems, is so great that humanity is said to be entering a 
new era: the Anthropocene (Crutzen and Stoermer 2000). Viewing the 
implications of said challenges as a whole, Brown (2006, 3) warns of likely 
civilizational collapse: 

 
“Our global economy is outgrowing the capacity of the earth to 
support it, moving our early twenty-first century civilization ever 
closer to design and possible collapse.”  
 

Consistent with Brown’s dire warning is the idea that the challenges we face 
are not isolated but rather are interconnected and systemic in nature (Robèrt 
et al. 2010, Meadows 1999, Homer-Dixon 2000, 2006). The result is that we 
have crossed certain thresholds of our “planetary boundaries” (Rockström et 
al. 2009), those that represent the “safe operating space for humanity” 
(Ibid). As these thresholds are crossed, the earth system risks tipping out of 
a stable domain (Westley et al. 2011, 762) and, in consequence, 
compromising agriculture production and, even more basically, shaking the 
foundation of our very civilization. This overall process can also can be 
illustrated by employing the metaphor developed by Robèrt et al. (2010): 
we are “hitting the walls of the funnel”, as the capacity for human 
flourishing and that of collective action are both diminished by the 
convergence of systemically increasing demands placed on natural and 
social systems, with the systematic decrease in the capacity of natural and 
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social systems to provide the services and resources that society requires. 
Succinctly put, “the center cannot hold” (Yeats1). 

 

Figure 1.1 - The Funnel Metaphor  
 
In view of these interconnected crises, which, according to some scenarios, 
could culminate systems collapse, there is a great need for effective 
coordinated action that transforms the current society towards sustainability.  
In order to achieve this aim, sustainability must be defined and framed in 
such a way that it can support effective action (Robèrt et al 2010). 
 
1.2 - Defining Sustainability and Planning for Strategic 
Action  
 
1.2.1 Defining Sustainability  
 

                                                 
 
1 https://www.poets.org/poetsorg/poem/second-coming 
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The collective response to the sustainability challenge from the leaders and 
institutions of the various sectors of society has been inadequate 
(Mangabeira-Unger 2006, Ralston Saul 1992, Scharmer and Kaufer 2013). 
There is a need for large-scale and coordinated leadership and innovation to 
transform society toward sustainability. In order for these leadership and 
innovation initiatives to succeed, there is a need for an understanding of the 
problem that is rooted in an understanding of and sensitivity to the 
complexity of the social and natural systems in question (Homer-Dixon 
2000, Meadows 1999, Robèrt et al. 2010, Sterling 2001, Westley et al. 
2011,). As Meadows (1982, 101) states:  
 

The world is a complex, interconnected, finite, ecological-social-
psychological-economic system.  We treat it as if it were not, as if it 
were divisible, separable, simple, and infinite. Our persistent, 
intractable, global problems arise directly from this mismatch. 

 
While, admittedly, there are numerous definitions for sustainability and 
sustainable development, we begin our discussion with a generally held one 
concerning sustainable development. On this understanding, a process of 
development is sustainable provided that it “... meets the needs of the 
present without compromising the ability of future generations to meet their 
own needs” (Brundtland 1987, 43). While this definition is valuable in 
seeking to harmoniously relate the needs of humanity (present and future) 
with the limits of natural systems, it does not articulate the mechanisms by 
which this future ability is compromised. Daly and Goodland (1996, 1008), 
for their part, refer to these mechanisms and define sustainability as a 
(dynamic) equilibrium between the flow of inputs and outputs:  

 
  “Output rule: Waste emissions from a project should be within 

the assimilative capacity of the local environment to absorb 
without unacceptable degradation of its future waste-absorptive 
capacity or other important services.  

 
 Input Rule: (a) Renewables: harvest rates of renewable-recourse 

inputs should be within the regenerative capacity of the natural 
system that generates them. (b) Non-renewables: depletion rates 
of non-renewable-resource inputs should be equal to the rate at 
which renewable substitutes are developed by human invention 
and investment.” 
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Innovation and leadership for sustainability are most often practiced within 
complex social systems. Scharmer and Senge (2001, 204) identify three 
types of complexity, which limit the effectiveness of many traditional 
responses and initiatives from leaders: 

 “Dynamic Complexity - characterizes the extent to which cause 
and effect are distant in space and time. 

 Behavioral Complexity - describes the diversity of mental 
models, values, aims and political interests of the players in a 
given situation. 

 Generative Complexity -  arises in the tension between the 
‘current reality’ and ‘emerging futures’...  In situations of high 
generative complexity (of the sort we are dealing with) possible 
futures which are still emerging, largely unknown, non-
determined and not yet enacted.” 

 
Effective action towards sustainability within domains of high levels of 
complexity can be greatly aided by frameworks for “sense-making”, which 
Klein, Moon, and Hoffman (2006, 89) define as “... the ability or attempt to 
make sense of an ambiguous situation…,” which ability or attempt may lead 
to “...situational awareness and understanding in situations of high 
complexity or uncertainty in order to make decisions.”   

Robèrt et al (2010, 39) have proposed a definition for sustainability, as part 
of an approach called Strategic Sustainable Development (SSD), that 
consists of a set of four sustainability principles. The principles, which must 
satisfy a stringent set of criteria2, outline the boundaries for sustainable 
activity: 
  

In a sustainable society, nature is not subject to the systematically 
increasing... 

1. ...concentrations of substances extracted from the Earth’s 
crust (lithosphere); 

2. ...concentrations of substances produced by society; 
3. ...degradation by physical means; 

                                                 
 
2 The criteria for the Sustainability Principles: (1)Based on a broad consensus among 
scientists; (2)Necessary to achieve sustainability; (3) Generic and applicable to all activities 
within society (4)Concrete capable of guiding action and analysis; (5) Non-overlapping or 
mutually exclusive (Robèrt et al. 2010, 38). 
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 and, in that society... 
4.  ...people are not subject to conditions that systematically 

undermine their capacity to meet their needs. 
 
The following section fleshes out the implications of this definition by 
offering a framework for sense-making and planning within complex 
systems.  
 
1.2.2 -  Backcasting from Sustainability Principles as form of Sense-
making and Strategic Action 
 
The Five Level Framework (FLF) is a generic framework for planning 
within complex systems that, when applied to strategically planning towards 
sustainability, is referred to as the Framework for Strategic Sustainable 
Development (FSSD) (Robèrt et al. 2010).  This framework offers an 
elegant synthesis of many levels of understanding that go into informing 
coherent strategic action.  While, in practice, it is intended to be applied to a 
specific organization or group, the description below is intended to be 
understood generically within the field of SSD. 
 
The Systems Level. The systems level offers a description of the relevant 
systems and provides the foundation for defining the success level (and the 
remaining levels of the framework).  According to Waage et al. (2005, 
1147) this levels seeks to answer two questions: 

 How is the system itself constituted? 
 What are the relevant principles for the constitution of the 

system, including both ecological and social principles? 
 
The system in the context of the global sustainability challenge is comprised 
of multiple nested systems (both social and bio-geological).  In the case of 
both natural systems, the system is constituted by a short list of basic 
widely-agreed-upon laws, principles and theories of basic science that 
informed the formation of the sustainability principles3. When applying the 
FSSD to a specific context, there may be additional principle and dynamics, 
which may be useful in answering these two questions as well as additional 

                                                 
 
3 (1) The laws of conservation of energy and matter; (2) the second law of 
thermodynamics; (3) material value is structure, concentration, and purity; (4) 
photosynthesis is the primary producer in the system (5) Human are a social species  
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factors to consider, including the values, culture, rule and regulations of an 
organization or community. 
 
The Success Level. The success level seeks to define success across 
multiple nested levels: meeting the objectives of the organization or group 
(applying the framework) while contributing to sustainability, as defined by 
compliance with the sustainability principles (SPs) at a global level (see 
section 1.2.1).  When applied to a specific organization or group, such 
groups or organizations would seek to reach their goals and objectives in 
such a way that they would thereby eliminate their contribution to the 
systematic violations of the SPs (Robèrt et al. 2010, 42). 
 
The Strategic Level. The Strategic level of the FSSD is where backcasting 
from SPs (success) is “made explicit and institutionalized” (ibid 42).  This is 
the level at which various strategies, both generic and customized, may be 
applied to bring the organization or group towards success. Two common 
generic FSSD strategies include substitution and dematerialization (ibid 43), 
the precautionary principal (Waage et al. 2005, 1147).  Along with generic 
strategies and strategic principles, there are three generic “prioritization 
questions” (Robèrt et al 2010, 42) that seek to inform and guide the 
subsequent actions at the following level.4 
 
The Action Level. The action level is where all specific and concrete 
actions, informed by the various strategies, are planned and executed in 
order to move the organization or group towards sustainability. Examples of 
actions can include projects, programs, campaigns, experiments, new 
product or service offerings, and changes to production lines.  
 
The Tools Level. The tools level is meant to support all of the other levels 
of the framework. Examples of types of tools include Strategic, Systems and 
Capacity Building tools (Ibid 44-45) as well as diagnostic tools. 
 

 
                                                 
 
4 Prioritization Questions (Robèrt et al 2010, 43): 
“1. Does this action proceed in the right direction with respect to the sustainability 
principles? 
2. Does this action provide a “stepping stone” (flexible platform) for future improvements? 
3. Is this action likely to produce sufficient return on investment to further catalyze the 

process?” 
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Figure 1.2 - Five Level Framework  
 
1.3 - The Role of Innovation and Entrepreneurship in 
Catalyzing Transformational Change toward Sustainability   
 
In the previous sections, the nature of the sustainability challenge, the 
challenge of leading while living within a multiply complex world, and a 
comprehensive and strategic framework for sustainability were all 
discussed. In order to address this challenge and contribute to the 
transformation toward sustainability, we believe that entrepreneurship and 
innovation need to play a critical role. In the following sections, we explore 
the qualities and characteristics of a transformative innovation process that 
can contribute to the necessary shift towards a sustainable society, as 
defined by the FSSD.  
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1.3.1 -  Defining Entrepreneurship, Innovation and Enterprise 
 
In order develop a working definition of transformation innovation, we 
begin with a review of the relevant literature focused on innovation, 
entrepreneurship, and the overlap between the two. Wenneker and Thurik 
(1999, 30-31) note there are at least thirteen distinct definitions of 
entrepreneurs. Traditionally, the focus of the research falls into three broad 
categories (Drucker 1985, Mintzberg et al. 1998). The first is on the impact 
that entrepreneurs and entrepreneurship have on the economy and society 
(Schumpeter 1954, Kirztner 1973). The second category focuses on the 
personality traits and attributes held by entrepreneurs (Penrose 1959) while 
the third category found in the management literature (Drucker 1985; 
Mintzberg et al. 1998) is concerned with the application and methods, or the 
“how-to”, of entrepreneurship and innovation.   
 
The diversity of research perspectives, along with the shortcomings of 
certain research approaches and a lack of a shared definition, created what 
Aldrich and Baker (1997, 396) describe as a research program in a  
“...chaotic pre-paradigmatic state of development.” The process of 
entrepreneurship and innovation, and more specifically the processes of 
opportunity recognition and exploitation, has gained acceptance, among 
researchers, as a promising paradigm that can help entrepreneurship 
research develop into its own discipline (Drucker, 1985; Bruyat and Julien 
2000; Shane and Venkataraman 2000). Shane and Venkataraman (2000, 
218) go so far as to incorporate it into their definition of entrepreneurship 
research by suggesting that research in this domain involves “...the scholarly 
examination of how, by whom, and with what effects opportunities to create 
future goods and services are discovered and evaluated.”  
 
Regarding the relationships between entrepreneurship and innovation and 
enterprise, we have elected to use the terms interchangeably, an approach 
that is consistent with Schumpeter’s (1954, 74) description of the 
“innovating entrepreneur”...that carries out “…new combinations we call 
enterprise; the individuals whose function it is to carry them out we call 
entrepreneurs.” Furthermore, Drucker (1985, 27) claims that “innovation is 
the instrument of the entrepreneur” and that “systematic innovation” is 
characterized by the “...purposeful and organized search...for change...and 
in the systematic analysis of opportunities such changes might offer for 
economic or social innovation.” (ibid 32) In his critique of the narrow 
neoliberal economics-dominated view of entrepreneurship, Gibb (2002, 
234) proposed the “...wider notion of enterprise....as a means of moving 
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away from the hitherto narrow paradigm.” It is important to note that 
innovation is not limited to products and services but is applicable as well to 
ideas, approaches, strategies, and the like. Keely et al. (2013) identified ten 
types of innovation and claims that it the combination, or platforms, of these 
specific types of innovation that contribute to transformative change. 
 
Over the past two decades, innovation and entrepreneurship have been 
viewed as attractive and necessary by many occupying important positions 
of responsibility, from corporate leaders to policy-makers, so necessary and 
important that they have been offered as solutions in every country to issues 
such as unemployment, low productivity and competitiveness (Holmgren 
and From, 2005; Gibb 2003; Harrison and Leitch 2005).  However, when 
looking beyond the conventional discourses focused on the goals of growth 
and employment, one quickly discovers a paradox associated with 
innovation: it is “both a contributing cause of our current unsustainable 
trajectory and our hope for tipping in more resilient directions.” (Westley et 
al. 2011, 763). Numerous authors have cited the important, even essential 
role that innovation should play in bringing about the needed 
transformational change toward sustainability (Elkington 2012, Gunderson 
and Holling 2002, Hockerts 2003, Pauli 2009). Rather sanguinely, we are 
interested in the potential of innovation to not only cease to contribute to 
unsustainability but to transform society towards human flourishing and 
sustainability. As a first step towards supporting this thesis, we begin with 
an exploration of social and sustainable innovation. 
 
1.3.2  Transformation Innovation toward Sustainability 
 
Like its commercial cousin, social innovation has many definitions. Austin 
et al. (2006, 2) broadly define social entrepreneurship as “… innovative, 
social value creating activity that can occur within or across the nonprofit, 
business, or government sectors.” In the popular literature, Bornstein (1998, 
36) describes the social entrepreneur as “a path-breaker with a powerful 
new idea, who combines visionary and real-world problem-solving 
creativity, who has a strong ethical fiber and who is ‘totally possessed’ by 
his or her vision for change.” Along with the meeting of some unmet social 
needs, some authors refer to social innovation as contributing to the process 
of structural change; Westley and Antadze (2010, 2), for instance, defined 
social innovation as: 
 

 “…a complex process of introducing new products, processes or 
programs that profoundly change the basic routines, resource and 
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authority flows, or beliefs of the social system in which the 
innovation occurs. Such successful social innovations have 
durability and broad impact.” 

 
While social innovation can act as a powerful force for both meeting human 
needs and changing the structures by which they are met, the majority of 
definitions and conceptions of SI (at least in the literature) fail to consider 
the ecological issues and the sustainability challenge.  
 
Looking to sources that take seriously these ecological considerations, 
Hockerts (2003, 50) defines sustainability entrepreneurship as “the 
identification of a sustainability innovation and its implementation either 
through the foundation of a start-up or the radical reorientation of an 
existing organization’s business model so as to achieve the underlying 
ecological or social objectives.”  Regarding the degree to which these 
objectives have the intention of contributing to the transformation towards 
sustainability, numerous authors (Elkington 2012, Willard 2012, Stevels 
1997) point to a series of (overlapping) progressive phases, ranging from 
the modest and incremental, to the more holistic and transformative.  
 
Based on a review of the literature, we offer the following, rather ambitious 
articulation of an innovation: Transformational Innovation toward 
Sustainability (TIS) is an multi-dimensional innovation process carried out 
by groups of people and organizations that are committed, on an ongoing 
basis, to transforming institutions (and their operations), so that they are not 
in violation of the requirements of sustainability and so that they are in the 
service of human wellbeing and flourishing. 
 
Furthermore TIS contains the following characteristics: 

 
 Multi-scale - individual examples of TIS can be found locally, 

regionally, and globally. (Gunderson and Holling 2002, Homer 
Dixon 2006, Pauli 2009, Meadows 1999). 

 Multiple Dimensions -  TIS is most effective when it comes to 
combining various types of innovation (Keeley et al. 2013, Pauli 
2009), including product, service, business models, production 
processes, branding and partnerships. 

 In the aggregate - The nature of the transformation is so large 
that no one innovation or series of innovations will lead to a 
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transformation. Each example of TIS should contribute to a 
growing “innovation ecosystem” (Elkington 2012). 

 Intentional and strategic - TIS takes contributing to systems 
transformation to sustainability as its principal intention. It also 
stems from the view that innovation and entrepreneurship can be 
cultivated and therefore taught (Drucker 1985, Keeley et al. 
2013)  

 Unpredictable - While innovation can be carried out with 
intention and competence and a methodology can be developed, 
it is a process that is inherently unpredictable (Robèrt et al 2010, 
Meadows 1999, Homer Dixon 2006). 

 Sustainability – The latter is defined in compliance with the SSD 
sustainability principles (Robèrt et al. 2010). 

 
With TIS as a working definition, in what follows we seek to explore the 
potential role of education in cultivating and training innovators who can 
embrace these qualities while contributing to transformational innovation 
processes towards sustainability. 
 
1.4 -  Education and Learning for Innovation towards 
Sustainability 
 
In this section, we seek to sketch the potential role that higher education can 
play in cultivating and supporting a form of sustainable innovation, namely, 
TIS. We begin by providing a brief overview of the relevant literature in 
order to identify limits, opportunities, and questions within the intersecting 
fields. 
 
1.4.1. Entrepreneurship and innovation education 
 
Existing entrepreneurship education programmes can be found around the 
world and have grown rapidly in the past few decades (Kuratko 2005, 
Holmgren and From 2005). Entrepreneurship is seen by many as a powerful 
force that has the capacity to deliver solutions to many societal challenges. 
Holmgren and From (2005) provide a comprehensive summary of positions 
and opinions from policymakers, which indicate their near-unanimous 
enthusiasm about the relevance of entrepreneurship and entrepreneurship 
education for their various policy agendas: 
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“Encouraging the enterprise spirit is a key to creating jobs and 
improving competitiveness and economic growth throughout 
Europe” (European Commission 2002, 9, cited in Holmgren and 
From (2005, 383). 

 
“In a broad sense, entrepreneurship should be considered as a 
general attitude that can be usefully applied in all working activities 
and in life’ (European Commission 2004b, 6, cited from Ibid 384). 

 
“Entrepreneurial skills and attitudes provide benefits to society, even 
beyond their application to business activity. In fact, personal 
qualities that are relevant to entrepreneurship, such as creativity and 
a spirit of initiative, can be useful to everyone, in their working 
activity and in their daily life” (European Commission 2004a, 4 
cited from Ibid 384). 

 
“In a broad sense, entrepreneurship should be considered as a 
general attitude that can be usefully applied in all working activities 
and in life” (European Commission, 2004b, 6, cited from Ibid 384). 

 
Despite this enthusiasm, there are many questions surrounding what 
entrepreneurship is and how it is best promoted and taught within the 
education system. On this score, Gibb (2002, 235-236) states, “There is, 
however, no substantive measure of agreement as to the meaning of the 
concept in education and therefore the appropriate content for education 
programmes.” Holmgren and From (2005, 383) claim that 
“...entrepreneurship education programmes were lacking consistency and 
had considerable diversity regarding objectives, philosophy, content, 
pedagogy and outcomes.” This analysis is echoed by Valerio et al. (2014, 
1): 

“Despite a global interest in education and training for 
entrepreneurship, many (if not most) high-profile efforts have not 
been rigorously evaluated, and global knowledge about these 
programs’ impact remains thin.” 

 
The common trait amongst the existing entrepreneurship education 
programs is that they are primarily found within business schools housed at 
traditional education institutions (Gibb 2002). Gibb (ibid, 234) offers a 
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strong critique of the limited conceptual foundation upon which many 
programs are built: 

 
“It follows that the traditional focus of entrepreneurship education 
on business, and new venture management in particular, provides an 
inadequate basis for response to societal needs.  Moreover, the 
pervasive ideology of the ‘heroic’ entrepreneur can be seen as 
dysfunctional when viewed against the needs of a wider 
community.”   

 
We see the parallel trends of growth and interest, along with the “pre-
paradigmatic” state of entrepreneurship as offering a challenge as well as an 
opportunity to respond to these limits and to the “...imperative to remove 
entrepreneurship from the constraining business context.” (Ibid 235).   
 
1.4.2. From Education for Sustainable Development to 
Transformational Learning  
 
Concomitant with the rise of entrepreneurship education, we have seen, 
over the past few decades, a significant increase in attention to and interest 
in environmental education (EE) and education for sustainable development 
(ESD) (Sterling 2003, Sterling 2010-11). This enthusiasm dates back 
several decades: “Education is at the heart of the process of development 
and environmental education alone can make sustainable development 
feasible.” (Tolba 1977, 48, cited by Sterling 2003, 227) There are many 
definitions and interpretations of the terms, as their use has become 
widespread: 
 

“Arguably, one of the few areas of academic study that vies with 
sustainability in terms of multiplicity and plurality of definitions is 
education. It is unsurprising, therefore, that the attempts to combine 
these two fields into ESD, or education for sustainability (EfS), 
have, over the last two or three decades, produced a significant body 
of discursive literature centered on definitions...” (Cook, Cutting and 
Summers 2010, 313). 

 
While the academic field searches for clarity around definitions, higher 
education’s track record with respect to integrating the imperative of 
sustainability into their curricula remains undeniably mixed.  Sterling 
(2010-11, 17) cites Schumacher (1997) to illustrate the paradoxical nature 
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of the relationship between education and the sustainability-related 
challenges we face:  
 

“The volume of education has increased and continues to increase, 
yet so do pollution, exhaustion of resources, and the dangers of 
ecological catastrophe. If still more education is to save us, it would 
have to be education of a different kind: an education that takes us 
into the depth of things.” 

 
Orr (mentioned in Sterling 2010) builds on Schumacher’s earlier warning 
and plea when he writes, 
 

“My point is simply that education is no guarantee of decency, 
prudence, or wisdom. More of the same kind of education will only 
compound our problems. This is not an argument for ignorance, but 
rather a statement that the worth of education must now be measured 
against the standards of decency and human survival - the issues 
now looming so large before us in the decade of the 1990s and 
beyond. It is not education that will save us, but education of a 
certain kind.” (Orr, 1996). 

 
In this search for an “education of a different kind” (ibid), specifically one 
that could support TIS and societal transformation, we set about 
investigating various perspectives and concepts surrounding Transformative 
Learning (TL). According to Mezirow, “Transformative Learning is defined 
as a process by which we transform problematic frames of reference 
(mindsets, habits of mind, meaning perspectives) - sets of assumptions and 
expectations - to make them more inclusive, discriminating, open, reflective 
and emotionally able to change.” (Mezirow 2009, 92). Kegan makes the 
distinction between “informative learning,” which is a change in “what we 
know,” and “transformative learning,” which is a “change in how we know” 
(Keagan 2009, 43). Morrell & O’Connor (cited in Sterling (2010-11, 20) 
believe that transformative learning involves: 
 

“a deep structural shift in the basic premises of thought, feelings and 
actions. It is a shift of consciousness that dramatically and 
permanently alters our way of being in the world. Such a shift 
involves our understanding of ourselves and our self-location: our 
relationships with other humans and with the natural world. (Morrell 
& O’Connor, 2002, xvii)” 
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We adopt the frameworks constructed by Sterling (2003, 2011) in order, 
first, to enhance our understanding of transformative learning and in order, 
second, to apply it to our specific investigation of curriculum design and the 
promotion of TIS. The first framework describes the three “horizontal” 
dimensions of learning, being “the perceptual, the conceptual and actional” 
(ibid 2003). The perceptual is also described as “epistemological”, the 
conceptual as “ontological” and the actional as “methodological.” 
 

 

Figure 1.3 – Sterling’s Horizontal Dimensions of Learning 
 
Sterling (2003) emphasizes that “traditional” (i.e., modern) HEI places too 
much emphasis and value on the conceptual/ontological domain at the 
expense of the other two. This, he argues, has limited the effectiveness of 
many of the initiatives to incorporate ESD and EfS into HEI.  
Transformational learning for sustainability requires a holistic approach that 
involves integrating all three dimensions (ibid 2003). The second 
framework, which Sterling adopted from Bateson’s learning levels (Bateson 
1972), is concerned with the “vertical” dimensions of transformative 
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learning.  The three levels are illustrated by Sterling (2011, 25) in the 
following figure: 
 

 

Figure 1.4 – Sterling’s Vertical Levels of Learning 
 
Sterling describes the first order learning as “...doing ‘more of the same’, 
that is, change within particular boundaries and without examining or 
changing the assumptions or values that inform what you are doing or 
thinking” (ibid 22). He believes that most learning and interventions within 
HEI curricula take place at this level. He goes on to describe second order 
learning as “..a significant change in thinking or in what you are doing as a 
result of examining assumptions and values, and is about understanding the 
inner or subjective world.” (ibid 23). This type of learning is far more 
powerful and indeed is more challenging to facilitate; for these reasons, it 
demands significantly more from teachers and curriculum designers. The 
third order or “epistemic learning” (Ibid 25) involves: 
 

“... a shift of epistemology or operative way of knowing and 
thinking that frames people’s perception of, and interaction with, the 
world... This entails...the experience of seeing our worldview rather 
than seeing with our worldview so that we can be more open to and 
draw upon other views and possibilities. The case for transformative 
learning is that learning within paradigm does not change the 
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paradigm, whereas learning that facilitates a fundamental 
recognition of paradigm and enables paradigmatic reconstruction is 
by definition transformative.” 

 
Sterling’s frameworks provide a helpful, elucidating structure for thinking 
about the aims and processes of change within transformational learning. 
Just because we have found these frameworks helpful and elucidating, we 
have seen how they have informed much of our thinking with regard to the 
scope and dimensions of investigation around HEI and curriculum design.  
 
1.5 -  Purpose of the research 
 
We believe that innovation is a powerful force, which is currently 
contributing to the acceleration towards unsustainability while also offering 
opportunities for transformation towards a more sustainable future. We wish 
to avoid the former and embrace the latter. We also believe that education 
has a crucial role to play in catalyzing the transformation toward 
sustainability.  Much is wanting, though, in education and much, therefore, 
is needed: foremost among these are the current lack of conceptual clarity 
that underpins both enterprise education and ESD and the lack of programs 
offering rigorous training in leader transformative innovation. The purpose 
of our research is to sketch a generic outline of what a curriculum should 
contain along with a set of curriculum design guidelines, which can inform 
the design of current and new enterprise education curricula that 
contribution to transformational change toward sustainability. The intended 
beneficiaries of this research are teachers, guides and mentors, curriculum 
designers and program directors. However provisional our results may be, 
we nonetheless believe that such a curriculum comes at the right time as a 
gift for those who need it. 
 
1.6 -  Research Questions 
 
Primary Research Question (PRQ): 

 What could a curriculum look like that is capable of training 
entrepreneurs to lead transformational innovation processes 
toward human flourishing and sustainability? 

 
Secondary Research Questions (SRQs) 

 (1) According to leading experts in the field of innovation and 
sustainability and education, what could a curriculum look like 
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that has the capacity to train entrepreneurs to lead 
transformational innovation processes toward human flourishing 
and sustainability? 
 

 (2) According to leading innovation curriculum design 
practitioners and their institutions, what could a curriculum look 
like that is capable of training entrepreneurs to lead 
transformational innovation processes toward human flourishing 
and sustainability? 

 
1.7 - Scope and limitations: Dimension of the Curriculum 
Conceptual Framework 
 
We have focused our research on the design of curricula within enterprise 
and innovation programs that contain the following characteristics: 

 
 Intentional learning settings. 
 University Level: either undergraduate or graduate programs. 
 Multi-year.  
 Place heavy important on practice (Practitioner focused). 
 Trans-disciplinary programs. 

 
We have sought to understand how curricula relate to the other elements 
within HEI, which are themselves complex systems. Sterling (2003, 273) 
provides a framework outlining the seven dimensions of an HEI: 
Curriculum; Community Links; Ethos; Pedagogy, Research, learning, 
inquiry; Resource Management; Physical Structures; Management Style. Of 
the seven dimensions, we place primary focus on the following three areas 
of Sterling’s framework: Curriculum; Ethos; Pedagogy and learning, 
inquiry. Sterling’s three “horizontal” levels of learning (see Section 1.4.2)--
the conceptual, perceptual and actional--informed the dimensions of 
curricular categories in the curriculum framework. Ashoka U has identified 
six “Elements of Excellence” (Archaya et al. 2010, 9), a framework which 
aims to support the investigation around the question, “What makes an 
enabling environment for social entrepreneurs and change makers?”: 
Teaching and curriculum; Research; Applied Learning and apprenticeship; 
Resources; Role models; Community and culture. Building on these two 
frameworks, the results we gleaned from the literature review, our 
examination of various curricula and our experience working within 
education and curriculum design, we came to conclusions that we 
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schematically represented by coming up with five dimensions: 1. 
Paradigm/Worldview, 2. Purpose/Final Aim, 3. Competences/Skills, 4. 
Character/Virtue/Ethics, 5. Pedagogy. These five dimensions frame our 
research design, data collection and analysis. 
 

 

Figure 2.5 - Dimension of Curriculum Design 
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2. - RESEARCH METHODS 
 
2.1 Model for Qualitative Research Design 
 
The research methods developed by the team formed a part of the overall 
research design.  The research design was carried out and informed by the 
qualitative research design (QRD) framework (Maxwell 2013).  The QRD 
framework contains five elements: Goals, Conceptual Framework, Research 
Questions, Methods, and Validity. According to this approach, the process 
of designing and implementing the research process is dynamic, iterative 
and reflexive such that the elements of the research design develop and 
affect the development of each other over the course of the research process.   
 
2.2 Research Phases 
 
The research design was structured according to five phases: 

 Phase 1: Developing Conceptual Framework and Plan 
 Phase 2: Data Collection for SRQ 1 
 Phase 3: Data Collection for SRQ2 
 Phase 4: Data Analysis for SRQ1 and SRQ2 
 Phase 5: Curriculum Design Framework Creation 

 
2.2.1 Phase 1 - Developing Conceptual Framework 

According to Maxwell (2013, 39), a conceptual framework is “...the system 
of concepts, assumptions, expectations, beliefs, and theories that support 
your research”. The authors set out to explore and understand the concepts, 
theories, needs and challenges in the fields of entrepreneurship and 
innovation, education, and sustainability with a special interest in how all 
three intersect. The intention was to find a relevant focus and scope for the 
study. The task posed certain challenges in terms of scope, as the three 
fields are broad and the connections among them were not yet extensively 
researched, yet the authors were inspired by Maxwell’s (2013 40) view that: 

 
“The most productive conceptual frameworks are often those that 
bring in ideas from outside the traditionally defined field of your 
study, or that integrate different approaches, lines of investigation, or 
theories that no one had previously connected.” 
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Maxwell (ibid 43) states that are there four main sources for creating 
conceptual frameworks: experiential knowledge, existing theory and 
research, pilot and exploratory research and thought experiments. Following 
Maxwell’s lead, we made active use of the first three sources. Thus, we 
created “researcher identity memos” (ibid) in order to map our subject-rich 
experiential knowledge alongside our assumptions, goals and beliefs. We 
sought to match our experience and knowledge within the following areas 
that we deemed to be most relevant to the research design: 
 

 Peter Sims – Has a background in business; works as a Team 
Leader and Curriculum Design at a university-level 
entrepreneurial education. 

 Jason Niles - Educated and extensive work experience in urban 
planning and policy, including complex strategic multi-
stakeholder processes. Also has experience as an entrepreneur, 
co-founding a business. 

 Xiaoou Huang  - Has extensive experience running of a mid-size 
international family business. 
 

Sims’s experience with curriculum design was used to help identify the 
scope and relevant themes and units of study as well as the potential case 
organizations to be studied and experts to be interviewed while Huang’s and 
Niles’s experience working with business was used to test out our 
assumptions and ideas.  
 
Next, we proceeded by investigating the existing theory and research, which 
naturally involved conducting an extensive literature review with the 
subjects of entrepreneurship and innovation, education and learning, and 
sustainability. The literature review allowed us to find a scope and 
theoretical underpinning for TIS and to identify the curriculum and 
curriculum design within enterprise education and sustainability as the 
primary focus of the study. 
 
The literature review was supplemented by exploratory research consisting 
of exploratory interviews and site visits with experts working at the 
intersection of the subject fields. Five interviews were conducted5 with 

                                                 
 
5 See Appendix A 
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experts and two site visits were conducted at two enterprise educations, 
located in Scandinavia: 
 

 Kaospilot - Aarhus, Denmark 
 Team Academy - Jyväskala, Finland 

 
During the site visits, we conducted exploratory interviews with staff 
members and students, collected educational materials, and made direct 
observations while collecting data. The purpose of the site visits was to 
compare the theoretical findings compiled through the literature review with 
the realities of operating an entrepreneurship program. The combination of 
mapping personal experience, performing a literature review and conducting 
exploratory research made it possible to scope the research topic, develop 
the research design and plan, and proceed with the subsequent phases of the 
research design.  
 
2.2.2 Phase 2 - Data Collection SRQ 1 

SRQ 1 -  According to leading experts in the field of innovation and 
sustainability and education, what, we asked, could a curriculum that is 
capable of training entrepreneurs to lead transformational innovation 
processes toward human flourishing and sustainability contain? 
 

In order to answer SRQ #1, we carried out a series of semi-structured 
interviews with a sample of experts. The experts were identified from the 
literature review and exploratory research. Some experts were also 
identified through a “snowballing” selection process (Heckathorn 1997), a 
term that refers to experts recommending other experts that they believed 
we could contact. In certain cases, the authors were introduced to experts by 
other experts. 
 
The criteria for selecting the experts were the following: 

1. Expertise and experience working as practitioners at the 
intersection of innovation, education, sustainability: minimum of 
five years 

2. Number of publications on the subject 
3. Affiliation and experience working within recognized 

organizations that operate at the intersection of innovation, 
education, sustainability: minimum of five years 
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4. Level of education: the minimum being a master’s degree in a 
related subject 

5. Recognition: professional awards and commendations 
 
The experts needed to meet a minimum of three of the five criteria. An 
additional logistical criterion was that the experts be proficient in English. 
Thirty experts were contacted by email, using a standardized letter of 
invitation that outlined the background of the study, the categories of 
questions they would be asked and why they had been selected. Of those 
thirty, twenty responded, three declining and seventeen agreeing to 
participate via an interview.  
 
The interviews were semi-structured inasmuch as we worked from a list of 
prepared questions6 that were aligned with the dimensions of the 
Curriculum Framework created during Phase 1. The interviews were 
conducted either in person, when possible, or over Skype. The interviews 
were recorded, and notes were taken by hand. Templates, outlining the 
dimensions of the Curriculum Framework, were used to take notes and to 
keep track of answers when the interviewee jumped between topics.  When 
this was possible, all of us were present. This allowed us to divide the tasks 
to increase our level of concentration, and to create a shared overview of the 
data.  When this was not possible, the results of the interviews were 
distributed among the authors, and during meeting, the findings were shared 
and discussed. After each interview, the interviews were first transcribed 
into a matrix and then divided in the categories of the Curriculum 
Framework in order to organize the data and to make comparisons among 
the interviewees and their answers. This also facilitated sharing and 
comparing of the data among the authors. 
 
2.2.3 Phase 3 - Data Collection for SRQ 2  
 
SRQ2 - According to leading innovation curriculum design practitioners, 
what could a curriculum look like that is capable of training entrepreneurs 
to lead transformational innovation processes toward human flourishing 
and sustainability contain? 
 
In order to answer this question, we used case studies, which sought to 
identify qualities, features, and elements from the curricula of leading and 
                                                 
 
6 See Appendix B for the interview script and list of questions. 
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recognized institutions centered on transformative innovation, enterprise 
and sustainability. The case study is a “multiple holistic case study design” 
(Yin 2003 40): it can be rightly regarded as “multiple” because it is 
comprised of four transformative enterprise programs, and it can be said to 
be “holistic” because, within each case, there is only one unit of analysis: 
the curriculum that provides the skeletal structure of each program (ibid 40).  
 
We created a list of candidate case organizations, which was sourced from 
the literature review, a brainstormed list of institutions that we were familiar 
with based on our own experiences, and a snowball-sampled list of 
suggestions gleaned from the expert interviews conducted during Phase 2. 
Our selection of programs and institutions was based on the following 
criteria: 

1. Recognized as a leading institution in the intersecting fields of: 
a. Transformative enterprise and innovation 
b. Education and pedagogy  
c. Sustainability and/or social innovation 

2. University Level: either undergraduate or graduate programs 
3. Practitioner focused 
4. Trans-disciplinary programs 
5. Availability of at least two staff members to conduct an 

interview. Staff member should have at least 5 years of 
experience working at the institution. 

6. Willingness to share curriculum documents. 
 
Ten institutions were identified and seven were contacted and invited to 
participate as case study institutions. Four institutions agreed to participate: 
 

 Pinchot University (formerly known as B.G.I): Master’s in 
Sustainable Systems (Flagship), and Master’s in Sustainable 
Business 

 California College of the Arts (hereafter: CCA): MBA in Design 
Strategy 

 Kaospilot: 3 Year Flagship Enterprising Leadership Program 
 Presidio: MBA in Sustainable Management 

 
Data having to do with the curricula and learning environments were 
collected from two sources:  
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 Semi-structured interviews with 2-3 people practitioners from 
each institution7 

 Curricular documents: both external and internal documents.8 
 
The interviews were semi-structured in that we worked from a list of 
prepared questions9 and were aligned with the dimensions of the 
Curriculum Framework created during Phase 1. The procedures for the 
interviews were the same, the interviewees all answering SRQ1 (as 
described in Section 2.3.1) with one notable exception. The reading of the 
curricular documents and the conducting of interviews formed a kind of 
feedback loop: the former provided context and allowed the interviews to go 
deeper into certain areas of the Curriculum framework while the latter 
provided further context, greater depth and enhanced understanding of the 
meaning of the documents. To complete the loop, during the interviews, the 
experts would often suggest an provide further documents to read and 
analyze. 
 
2.2.4  Phase 4 - Data Analysis for SRQ 1 and SRQ 2 
 
Data Analysis for SRQ 1. After we completed each interview, the 
recordings were transcribed by one of the authors. The transcripts were used 
to analyze the contents of the interviews to identify patterns and themes and 
to cluster the results. We employed a combination of inductive and 
deductive approaches in order to synthesize the results. First, we employed 
a “document content analysis” (Mayring 2000) from the interview 
transcripts. Based on the conceptual framework developed in Phase 1, we 
then utilized “deductive category application” (DCA) (ibid 2000) with the 
goal of clustering the data within the categories outlined in the curriculum 
conceptual framework (see section 1.7). 
 
Within each of the categories, a process of “inductive (sub) category 
development” (ICD) was applied so that certain themes and elements could 
be clustered. The criterion for developing the sub-categories relating to the 
themes and elements was as follows: each must have been mentioned at 

                                                 
 
7 See References for a list of interviewed experts for SRQ1 and for the experts for each 
case study institutions for SRQ 2. 
8 See Appendix C for a complete list of the documents that were reviewed. 
9 See Appendix B for the interview script and list of questions for SRQ 1 and Appendix D 
for the interview script and list of questions for SRQ 2. 
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least twice by the experts in order to warrant the development of a sub-
category. This, indeed, was an iterative process, with various clusters being 
tested again and again for coherence and clarity. After the list of elements 
was compiled and clustered, the results were sent to the experts for revision 
and validation with the aim of ensuring that the meaning and intention of 
their wording were true and consistent.  
 
Data Analysis for SRQ 2. The analysis procedure adhered to a similar 
process as carried out in SRQ 1. After the semi-structured interviews were 
transcribed, both the interview transcripts and the curricular documents 
were analyzed.  We again applied a DCA based on the curricular conceptual 
framework (see section 2.2.3). Within each category, we reviewed the 
documents, specifically by applying a process of ICD, and identified 
relevant sub-categories of elements and themes. In this case, the criterion 
for adding a sub-category was that it was mentioned once. Each new 
element was added to a table within each category, and then the documents 
from the other cases were compared to see if they also contained the same 
or similar elements. As before, this process of sorting and compiling the 
cases was iterative, with various clusters being tested for coherence and 
clarity.  After the list of elements was compiled and clustered, the results 
were sent to the experts from each institution for revision and validation 
with the aim of ensuring that the meaning and intention of their wording 
were true and consistent.  
 
2.2.5 - Phase 5: Synthesizing the Results: Curriculum Design 
Framework Creation 

In order to answer the PRQ, the results from SRQ1 and SRQ2 were 
compiled in order to create a comprehensive set of results. The elements and 
themes from each of the of the shared categories were complied and 
synthesized according to clarity, coherence and parsimony.  From the final 
categories, hierarchical relationships were identified among the categories, 
and heuristics and guiding questions were formed in order to develop useful 
frameworks.  
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3. - RESULTS  
 
The following results are intended to answer the research questions 
organized in a curriculum framework we developed according to these 
dimensions: 
 

 Worldview Paradigm 
 Final Aim/Purpose 
 Competences 
 Character 
 Content 
 Pedagogy 

 
These curricular dimensions formed the structure of the interview questions 
for both SRQ 1 and SRQ 2, and they remain consistent for both sets of 
results in sections 3.1 and 3.2. 
 
3.1 SRQ 1: Expert Interview Results 
 
For each of the areas of curriculum mentioned above, we gathered and 
clustered the interview findings into coherent categories, patterns and 
themes. 
 
3.1.1 Worldview and Paradigm  
 
This section is a clustered and categorized collection of the responses to the 
following question: 
 

Can you describe the worldview that you see as necessary to develop 
and cultivate in the student entrepreneurs in order for them to bring 
about transformational innovation toward sustainability (TIS)? 

 
The interviewed experts offered various perspectives having to do with the 
topic of paradigm and worldview as well as with the connection between 
these two and TIS and enterprise education. The following four themes 
surfaced from the interviews: 
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 The nature of what a paradigm is and its dimensions 
 Its relationship to innovation, sustainability and education 
 What a paradigm for an enterprise curriculum that trains TIS 

should be or contain 
 
Nature of paradigm and its dimensions. Sanford described paradigm as “a 
tightly knit cosmology that frames how we see everything. It is held 
together by beliefs about the working of reality...It is a series of group 
agreements”. She mentioned four paradigms that are most prevalent in our 
era: “mechanistic, behavioural, human potential and regenerative human 
potential.”  She believes that our world is dominated by the mechanistic and 
behavioral paradigms. Sterling warned against viewing paradigms as only 
cognitive or conceptual, and offered a framework that includes three 
dimensions of paradigm: the perceptual, the conceptual and actional. “We 
need to avoid reducing it to a set of technical skills, while the ethical aspects 
get left out”. Sterling’s  model builds on the old educational model: 
“‘values, understanding, skills’.... whereby values are part of the perceptual 
domain (perceiving ourselves in relation to context) and understanding 
concerns recognition of pattern, of connectivity and relationships.”  Others 
supported the view that we need to combine ethics and action in a form of 
“pragmatic idealism” (Engel), Pauli, for instance, stating, “It starts with 
ethics, meeting people’s basic needs (multiple benefits) and restoring nature 
back on its evolutionary path. From there you have a clear philosophy and 
proceed to action.” In contrast with Pauli, Visser is “...hesitant to make it 
about values.  When you get into defining a worldview around a set of 
values, they exclude certain cultures and interpretation….  If one uses 
interconnectedness as a worldview,  there is no need to be evangelical about 
it. The logical (ethical) conclusions of that thinking are inherent.” 
 
Relationship between paradigm and innovation, sustainability and 
education. Almost all of the experts interviewed stated that the current 
dominant paradigm and worldview are inadequate and thus contribute to our 
current un-sustainability. Virtually all urged that we need a new paradigm to 
bring about innovation towards sustainability and sustainability overall 
(Wisser, Lieater, Engel, Manga, Sterling, Pauli, Elkington). Lietaer (citing 
Meadows 1999) referred to paradigm change as “the most important 
intervention.” Frankel, referring to her work as head of Ashoka Sweden, 
spoke of “Framework Change”, as the most profound form of social 
innovation whereby “people understand and see the world in a completely 
different way, because of social entrepreneurship. Think of human rights, 
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the Civil Rights movements. We never understand the world in the same 
way, afterward.”   
 
Almost all the experts agreed that the proposed curriculum would need a 
clearly defined and intentional paradigm, one that was in service of 
sustainability. Visser believes the “role of education should be to question 
our core assumption. It currently isn’t. True learning requires getting to the 
paradigm/worldview level and engag[ing] the values.  Education when it 
works to create change is about shaking people up and giv[ing] them a safe 
space to questions their beliefs in a non-defensive way” so that they can 
“reach a point of uncertainty and not knowing the answers.” (Visser). 
Sanford agrees that educations and curricula are falling short in their 
responsibility to “...have a rigorous and disciplined examination of 
paradigms and how they are constructed, including their historical place.” 
She also believes that educators “...need to inquire deeply into all facets of 
the curriculum to make sure that they have integrity in relation to their 
paradigms.”  
 
Hassan disagrees, arguing, “[I] don’t think it’s that important to absolutely 
define the paradigm, heretically.  I take a more pragmatic approach.” 
However, he still calls for us to question: “where do our ideas come from? 
What is the quality of our ideas?  How do we assess them?” The need for a 
historical perspective on paradigms, on ideas and on where our thinking 
comes from was also shared by Elkington and Engel who believes that 
“their [the students’] understanding needs to be grounded in history.  Part of 
it is a historical, part of it is systemic.” 
 
Qualities and content of a paradigm underpinning the curriculum. It was 
remarkable to discover the extent to which the experts agreed about what 
the most important characteristic of the paradigm that underpins the 
curriculum is: a system-based or systemic paradigm. Hassan refers to a 
systemic approach as “... addressing a challenge at its root causes.  You 
have to address complex challenges at their causal drivers.” Visser describes 
a systemic paradigm as “...mainly about interconnectedness of all things.” 
This is echoed nicely by Engel who describes the systemic as the “... 
interrelationship between things.” Even within a systemic paradigm, there 
were warnings against reductionism (notably, Hassan, Manga, Thackara, 
Visser, Sanford). While Sterling (quoting Bawden) claims, “...no System 
Thinking, no sustainability”, Manga adds that “...some systems’ ideas are 
not systemic and don’t include sustainability”. Sanford mentions five types 
of Systems Thinking and cautions us when she claims that “Not all are the 
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same. Each is associated with different paradigms and not all are systemic”. 
She calls for a “Regenerative Paradigm” based on an understanding of 
living systems and warns that “System Dynamics is reductionist” (Sanford). 
Hassan agrees, stating, “Systems thinking as a discipline, on its own, is 
insufficient.”  On this score, Sterling is of the same mind as Sanford and 
Hassan and positions systems thinking potentially reductive confusing  
“systems methodology” with ecological thought. He calls for a more holistic 
view of systems thinking, as the basis of an alternative worldvie, to give rise 
to what he terms ‘whole systems thinking’.  Also with leverage points, you 
are talking about simple causal relationships.  I don’t think Systems 
Thinking is a paradigm, it’s an analytical discipline.” Foss calls for a 
“Regenerative” or “Thrivable perspective”, which means “having a positive 
impact instead of reducing detrimental impact.” 
 
Some of the characteristics, or implications, of systemic thinking and of a 
systemic paradigm include, among others: “eliminating the concept of 
waste” (Pauli), moving “beyond human centrism” (Thackara) towards an 
“non-dual” (Engel) or “interconnected” view (Visser, Engel), and “letting 
go of a sense of control” (Pauli, Thackara, Hassan), especially when it 
comes to “...the fundamental belief that humans should control the world” 
(Thackara). To a greater or lesser degree, numerous experts spoke about 
humanism of the sort that regards humans as being “nested” (Sanford) 
within various social and natural systems. “Human agency” (Basile, 
Sanford, Visser) is essential to a living systems paradigm. Sanford: “My 
paradigm holds that we all have personal agency. For most, it’s squashed at 
2-years-old.” A phenomenological paradigm is proposed by Hassan, Engel 
and Visser. Consistent with the quality of “nestedness”, some call for a local 
perspective (Thackara) or “land ethic” (Foss) while others for a global 
perspective (Ellis). Thackara interprets a systemic approach as calling one 
to “appreciate the infinitely complex way in which life acts in particular 
places....” “Look,” he tells us, “at one’s immediate environment and 
reconnect with a sense of wonder.” Ellis describes this global view as “outer 
awareness”.  
 
Another potent implication involves moving “beyond problem solving” 
(Pauli, Hassan, Basile, Sanford).  Basile states the “Problem view is a 
reactive field, not a proactive field. When reframing [sustainability] as a 
decision challenge and human pursuit, it make more sense.” Hassan 
believes there is a need for “...a shift from a planning paradigm with some 
process work to a much more inclusive and broader set of practices and 
considerations.” He contrasts a “prototyping” paradigm, which underpins 
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“systemic action”, with the “Strategic Planning Paradigm.”  
 
It should be borne in mind that not all experts believe that it is necessary for 
entrepreneurs to take on a systemic paradigm or worldview. Epstein is one 
such: “It is not the entrepreneur’s job to look at it systemically. That is the 
job of places like the UI [an entrepreneurship accelerator] to help make 
sense of that challenge.  Entrepreneurs are tackling each of the specific 
initiatives within the complex web.” (Epstein). Elkington puts the point 
emphatically: “[There is] no clear new paradigm here yet. I don’t believe 
that there is a ready-to-plot-in paradigm. I don’t believe the paradigm of the 
twenty-first century already exists. It doesn’t. It is evolving.”. 
 
3.1.2 – Purpose and Goal of the Education 
 
This section is a clustered and categorized collection of the responses to the 
following question: 
 

 Can you describe the characteristics of the what Goals/telos/final 
aim should be for a curriculum and its institution in order to 
effectively train student to learn to lead TIS? 

 Can you describe the characteristics of the what Goals/telos/final 
aim should be for the institutions where the curricula are taught?  

 What should a goal/Telos contain?  
 
The majority of experts believe that the purpose of a curriculum should be 
explicit while training students to contribute to transformation toward 
sustainability.  Often, institutions get by without having explicitly 
articulated purposes (Sterling); these “...often are implicit, which is one of 
my criticism of education systems....” In contrast, “...leading [sustainable] 
education institutions have it as [their] explicit goal to bring about 
transformation.”  Elkington, Foss, Epstein all agree. Elkington asks, “What 
kind of person do we want to come out of this education?” Foss calls for 
visions to be “...articulated, to avoid misunderstanding....” There needs to be 
a “clear intention of what the program has set out to do.” Thackara states the 
“Purpose of education should be: train people to be critical partners.  You 
shouldn’t ask industry what it needs, it doesn’t know what it needs.” Epstein 
believes an explicit purpose is essential for a “Self-selection process, which 
reduces risk from non-motivated.”  Pauli states that the purpose of an 
education should be to train students to create innovations that “respond to 
the basic needs of everyone. Including humans and all beings” (Pauli). 
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Visser calls for a purpose centered on “empowerment,” one that enables 
students to develop a “sense of possibility.” That is, the education should be 
“less about Knowledge” and “more about empowering people to think and 
feel they are effective agents in the World they can create, change, [and] 
make a difference [in].” Thackara adds that an aim should be to cultivate a 
“sense of wonder...about life and unknowingness.” However much the 
experts differ as to details, they are agreed when it comes to training 
students to be agents capable of reflecting upon and acting with the world. 
 
Sterling provides further clarity when he calls for a “holistic and nested” 
view of the purpose of the education. Referring to Sterling (2001), he 
suggests that there are four commons aims of education, all of which should 
be seen “as  part of a whole”:  
 

1. “To replicate society and culture and to promote citizenship -  
the socialization function. 

2. To train people for future employment - the vocational function. 
3. To help people develop their potential -  the liberalisation 

function. 
4. To encourage change towards a fairer society and a better world 

- the transformative function.” 
 
Citing Paulo Freire and speaking in a way that is consistent with the 
“transformative function” outlined by Sterling, Manga claims, “Any 
education program that is working towards TIS needs a radical 
emancipatory intention.” Echoing Sterling’s vocational function, he then 
criticizes the dominant belief—namely, that “most pedagogy is about 
learning to get a job, not to evolve.” (Manga).  Holism and nestedness 
figure too in his thinking, something that becomes clear when he asserts that 
curricula are nested “within the larger institution, within society.” This is 
what Foss refers to as “holons: sub-system of a larger organization.” 
Sterling states that “paradigm, purpose, policy, provision, practice” exist in 
a hierarchy. If you put them on top of each other, you have an iceberg--
paradigm/purpose under the surface--and therefore are often unexamined.” 
 
Numerous experts cautioned against mistaking what Sterling defines as the 
difference “between high level aims and more detailed objectives” (Sterling, 
Pauli, Visser, Thackara). Thackara speaks in favor of “journeys, not 
destinations,” about coexistence and natural flourishing (Thackara). 
“Ultimate goals” (Visser) should supersede “narrow goals based on the 
Harvard Business Logic” (Pauli).  
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3.1.3 – Competences 
 
This section is a clustered and categorized collection of the responses to the 
following question: 

 
What are the generic competences that you see as necessary for the 
students to develop in order for them to effectively lead 
transformational innovation processes towards sustainability (TIS)? 

 
Overall, the experts all converged on the same meaning of the word 
competence, most finding a reasonable place for it while one rejecting it. 
Manga noted the “difference between skills and competence.” 
“Competences,” he said, “are more complex” than skills. Foss claimed that 
“competence is the combination of awareness and skills”. Thackara offered 
that “experiences and practices they should be good at” (Thackara). Hassan 
provided the useful Aristotelian categories associated with the intellectual 
virtues: “episteme (theory), techne (technique) and phronesis (practical 
wisdom).” In relation to the notion of competence, and how it is to be 
cultivated, he believes that we “...have forgotten phronesis.  Theory and 
technique are elevated in Western society.... If you think about these three 
disciplines, we know how to teach theory, we know how to teach techniques 
within the space of technology (example: engineering)... but in some way 
the teaching of practical wisdom is least understood.  In some ways it’s all 
about practice.” And, he concludes, phronesis “complements” theory and 
technique.   
  
Sanford was the expert who was strongly critical of the term competence, 
claiming: “I am against the notion of competencies, and instead, would call 
the following ‘arenas for development.’ I don’t believe in or support the 
pursuit of competencies. They genericise abilities and make innovation 
impossible. The term is working out of an archaic behavioural paradigm.”  
Notwithstanding Sanford’s pointed criticism, we have decided to continue 
to use the concept, competences, for now while noting that we are open to 
investigating alternative, more suitable terms in the future. 
 
List of competences. The following 14 Competences were identified as 
being necessary, or if not necessary then at least very important, to be 
cultivated by practitioners involved in the curriculum. They are listed in 



 34 

descending order, based on the frequency with which they were mentioned 
by the experts: 

 Collaboration (13): Foss, Thackara, Frankel, Engel, Ellis, 
Pauli, Manga, Basile, Hassan, Lietaer, Epstein, Elkington, 
Visser 

 Systems Thinking (9): Visser, Lietaer, Hassan, Sterling, Engel, 
Sanford, Pauli, Foss, Basille 

 Ecological Intelligence (8): Manga, Sanford, Elkington 
(mentioned science?), Sterling, Ellis, Pauli, Foss, Visser  

 Sense-making (7): Visser, Engel, Epstein, Manga, Hassan, 
Sterling, Elkington 

 Visioning (7): Sherman, Pauli, Thackara, Elkington, Foss, 
Manga 

 Action (6) : Basile, Engel, Sterling, Hassan, Pauli, Sherman, 
 Communication (6): Manga, Thackara, Basile, Engel, Ellis, 

Hassan 
 Personal Mastery (4): Manga, Engel, Sanford, Foss 
 Emotional Intelligence (4): Pauli, Frankel, Sherman, Engel 
 Leadership (4): Basile, Foss, Lietaer, Frankel 
 Design Thinking (3): Manga, Epstein, Hassan 
 Imagination/Creativity (3): Pauli, Sherman, Frankel 
 Learning (4): Pauli, Basile, Elkington, Manga 
 Business Fundamentals (3): Elkington, Sanford, Lietaer  

 
Below, we briefly discuss each competence one at a time. 
 
Collaboration. Collaboration was the most mentioned competence by the 
experts. Elkington believes that it is the “most important” because it 
involves the “capacity to deal with people, to communicate” with people. 
Thackara, Hassan, Manga concur, holding that it is essential to learn how to 
work with diverse groups of collaborators and stakeholders. Manga 
connects the nature of the challenges with the skills needed: 
 
“Adaptive challenge examples: ending poverty, climate change. All 
transformational innovation processes are adaptive challenges.  What is 
required? Change of values, change in knowledge. Change in lifestyle, 
change in power structures.  Once you start changing these things, there 
is resistance. You can’t do adaptive challenge work without 
collaboration.”  
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Collaboration, then, becomes vitally necessary for the rest. Hassan 
underscores this point, claiming, “The range of skills needed...is quite 
broad. Not one person can hold all these roles. By necessity (high level of 
social complexity), you need a diverse team.” Visser and Lieater see “trans-
disciplinary thinking” as key.  “ The whole issue of multi-disciplinarity is an 
important one on its own. To put it politely, universities are not very good at 
it” (Lietaer). The university is good at producing certain kinds of 
knowledge, but what of trust? Basile claims that “building trust” is “more 
important than knowledge” and it turns out that “trust is rarely mentioned as 
a factor in sustainability research.” Pauli believes that building “minimum 
winning coalitions” around “shared vision and real opportunities” leads to 
transformative innovation. He sees the benefit as “inviting collaborators to 
make you dream more.” Elkington notes that as transformative innovations 
succeed and scale up, there is a “...need to [build a] bridge between 
companies and sectors and go beyond world of business and other 
collaborative network. In order to lead collaboration, a different set of skills 
is needed: political, diplomatic skills, on top of a previous set of skills.” 
Basile referred to research that highlights the importance of “normative” 
and “interpersonal competences” for effective change making. “Conflict 
resolution” (Engel) is key to leading effective collaboration. Building on 
this, Foss speaks about “understanding values and worldviews and how to 
meet them there and pull them forward in a way that is constructive for 
them.” The ability to learn together or “co-inquire” (Sterling) also should 
not be overlooked. Recruitment (Frankel) is also seen as a key skill 
comprising collaboration.  In all these ways, collaboration reveals the extent 
to which becoming good at being social needs to be taught again and again 
and in different forms to transformative innovators.  
 
Systems Thinking and Action. Earlier on, we cited Sterling in connection 
with the three dimensions of a paradigm: values, understanding and skills. 
The idea is that agents of transformative change must start thinking in 
broader, more basic, more interconnected terms. Not surprisingly, then, a 
“systemic competence” was the second most mentioned by the group of 
experts. Referring to ZERI’s10 “five key intelligences”, Pauli believes a 
“systemic” or “interconnected” competence or intelligence to be essential 
since without which we would not be able to identify new insights and 
opportunities. This process he also dubs “pattern thinking” (Pauli).  Lieater 
                                                 
 
10 ZERI is an acronym referring to Zero Emissions Research and Initiatives: 
http://www.zeri.org  
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prefers “synthetic thinking”, a concept that pertains to the ability to connect 
and synthesize various inputs in such a way that they produce coherent 
understandings. Manga refers to “systemic sustainability” as one of the core 
competences that make up a form of “evolutionary leadership”. Sanford 
mentioned “Living systems thinking” as a form of arena for development, 
which includes “the ability to see wholes” and to “uncover and manifest the 
essence of a system--be it a person, company, place, or even a material.” 
Sterling places “a big emphasis on systemic thinking as a key skill... and I 
still think it’s underrepresented, and it’s core: ‘no ST, no sustainability’ 
[quoting R. Bawden]”. He goes on to identify systems thinking as “my 
number one requirement” for cultivating sustainably literate graduates. 
Basile describes systems thinking as “critical” and as a “different way of 
thinking”, or even, more succinctly and poetically, a “different mind”. 
According to him, it provides a “...flexibility of mind: a capacity to absorb 
information and ideas that contradict one’s intuition/comprehension [for a 
while]... Another related competence is a comfort level with open-ended, 
non-predictive systems.” 
 
Ecological Intelligence. The ability to understand how nature works—
notably, through science and other dynamics—was a matter of no small 
importance for half of our exports. As Elkington points out, innovative 
leaders “need the capacity to understand science framing and analysis. Look 
at TNS (i.e. SSD): the first three principles are science-based.”  Pauli 
believes that the “basics in physics and mathematics are essential.” For 
some, understanding the natural world goes beyond merely a cognitive and 
intellectual understanding but enfolds within it  “…a sensitivity, a sense of 
wonder about the genius of nature.” (Visser). Could we develop, as Sterling 
wants us to, an “eco-centric identity?”  Both Elkington and Pauli see it is 
very important to be ecologically and scientifically literate while leading 
teams and being involved in other sorts of collaborations. Rather 
beautifully, Elkington claims that we had better have an  “appetite and 
willingness to engage with science. To be able to cope with scientists, 
interpret and translate what the say.” Many of the comments and quotes 
related to ecological intelligence overlap with those mentioned in the 
paradigm sub-section describing system thinking, and this makes good 
sense: to think about and engage with nature is already to invite into the mix 
deep thinking about human and social matters.  
 
Sense-making. Often today, one hears talk of “making sense of,” of 
“sorting out,” of “thinking through,” all of which is evidence of our desire 
to come to grips at a very broad level with the world in which we live. The 
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Sense-making competence is comprised of various types of thinking and 
seeking understanding, including “meaning making” (Engel), “inquiry” 
(Visser), or “critical inquiry” (Sterling). Visser states that inquiry is best 
cultivated by “...a pedagogy of dilemmas.” “How,” he asks, do we “make 
decisions when there is no clear answer of right and wrong?” Regarding 
critical inquiry, Sterling believes that we must develop the ability to “...look 
at what works and what doesn’t work. This is the basis of inquiry [that is, 
deep critical inquiry].  Not in a dogmatic way. Also self-inquiry. We do 
need to move towards a more relational way in the world and our ideas need 
to be open to critique.”  
 
Others call for the cultivation of “discernment” (Hassan, Sanford). It is a 
process of identifying what is relevant or, according to Sanford, to 
“...identify and connect with what matters, how we are behaving in regard 
to systemic effects and paradigms and [to] intervene with that in mind.” A 
number of experts (Engel, Manga, Visser, Elkington) believe that the 
cultivation of “critical thinking” is essential for TIS. Visser is adamant 
about our “ability to question, be critical of what anyone says, while at the 
same time, not falling into cynicism.” Offering a similar idea albeit in 
different language, Elkington offers the term critical capacity as a way of 
speaking about “the ability to deal with uncertainty and absorb a great deal 
of frustration”. Other approaches of sense-making include various research 
methodologies, including statistics (Engel), along with “Graphical 
presentation and facilitation”. 
 
Vision. Closely related to the competence of sense-making, the ability to 
envision new realities and a sustainable future at various level was seen as 
an essential competence by many of the experts. Sherman stated the ability 
to “offer a positive vision of the world” was a core practice of 
“transformative action”. The ability to “articulate visions, dreams and 
fantasies” (Pauli), along with “scenarios” (Manga, Foss) is a key process of 
“opportunity recognition” (Elkington).  Elkington goes further when he 
claims that “people need to be fascinated by the future and [by] where 
things might go over time.” Foss called this a process of “creative 
envisioning”, a process of “bridging current reality with future 
possibilities.” This competence is not widely held, according to Manga:  

 
“If you ask most sustainability practitioners what a sustainable 
future looks like, 99% don’t have any answers. They hardly ever 
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present what a sustainable future looks like.  “If you don’t know 
where you’re going, how are you going to work towards that?”  

 
If the students we imagine can develop the ability to know where they’re 
going, then they are in a much better position to work to bring about a more 
sustainable future as well as a more flourishing kind of human existence. 
 
Action. Vision is connected to action as thinking imaginatively is connected 
to doing effectively. In fact, the ability to act skillfully and effectively was 
seen as key to effective transformative innovation by many of the experts. 
As Visser emphatically states, “Unless you are applying your beliefs, they 
are a waste of breath.” There were various ways of articulating this 
competence as well as various levels at which one can be action-competent. 
Pauli refers to it as a “talent for implementation”, while Sterling call is 
“wise action, integrative action in context.” Pauli places this competence 
above all else: “All of the other competences are linked to this ability to 
implement.” Hassan highlights the importance of “phronesis: acting, 
making choices and decisions...” He also wants to bring out “ethical and 
moral discernment” as a kind of competence. Sterling speaks of the quality 
of “resourcefulness”, Engel adds “project management”, while Sherman 
mentioned the ability to “experiment” as being crucially important.  
 
Numerous experts claim that the dominant approaches to strategy and action 
are inadequate. Hassan states that an experimental or “iterative” approach to 
action, one that is “based on prototyping,” represents a new paradigm, 
especially when the latter is compared with “traditional strategic planning 
approach” to action. He elaborates, “The skill sets and capacity to thrive in a 
prototyping paradigm are vastly different than those in a planning paradigm.  
All of the processes, tool, that are used, are experimental.” Basile claims 
that “We find most people don’t have any knowledge about strategy. Not 
taught very well, in most schools... The strategic methodologies that we 
often use are simply inadequate. Sustainability challenges reveal how 
rudimentary our strategic approaches are.” Pauli claims we must “...not 
waste time with analysis, budgeting and business modeling...” but instead 
must “... get going with this in such a way that you quickly succeed to 
understanding what the impact to what is happening on the ground.” Thus, 
the experts urge, we need to become very clear not about acting per se but 
about what types of actions are likely to make a difference. 
 
Communication. How we speak is about as important as how we act. 
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Speaking well and clearly to others—that is, communication—was regarded 
as being important by six experts. Manga spoke of the need to use language 
“ontologically” and to use “generative language” to help imagine new 
realities. He also spoke of the potential for this form of language to support 
“conversations for action”. Engel believes that language is key for 
“facilitating dialogue”, a view shared by Hassan.  
 
Design Thinking. Design thinking was mentioned as key to innovation by 
Manga, Epstein and Hassan. Manga also distinguished between design and 
“ontological designing”, which he sees as a core competence in the process 
of  “evolutionary leadership towards a just and sustainable World.” 
 
Imagination/Creativity. Imagination and creativity were also mentioned by 
Pauli, Sherman, and Frankel as key competences to include in the 
curriculum in order to cultivate effective leaders who can carry out TIS. 
Pauli believes that the ability to “explore fantasies and dreams” is 
systematically undermined in education and in society and that “the 
cultivation of the arts” is one of the five key competences or “intelligences” 
of a transformative innovator. Frankel saw “creativity” as a key competence 
for social innovators and Sherman, in his work with “transformative 
action,” sees “creativity and innovation” as important competences “...that 
can be taught.” 
 
Learning. Effective learning was mentioned as a key competence by one 
third of the experts. While Hassan spoke of the importance of “capacity 
building” in transformative or “systemic” action, learning was framed more 
as a “second-order competence” (Sterling). The latter, Sterling suggested 
while referring to Bateson, was a way of “learning about about one’s 
learning.” Pauli views this not only as a learning process but as the “ability 
to unlearn.” Foss, echoing Sterling, stated it as a process of 
“...understanding and knowledge of existing frameworks, tools and 
approaches and [of] how to pick them, apply them effectively. It is a 
second-order competence: how to apply it in the right way?” 
 
Personal Mastery. Personal mastery was mentioned as a key competence 
by one third of the experts. Most used the language, in reference to Peter 
Senge’s Fifth Discipline (1991).  Hassan emphasized the importance of 
working with the “interior states” of the practitioners working with 
transformative change in situations of high complexity and with a wide 
array of stakeholders. Engel views this from a developmental psychology 
perspective and, alluding to Kegan (1982), asks:  
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“Where are people, developmentally, when they enter a program?... 
When teaching millennials, [one finds that] most are moving toward 
self-authoring, but not there yet. You can see where their socialized 
frame of mind is working.  PPl. [People?] can be in a social 
innovation scene, but are not self-authoring, they are doing it 
because it’s hip and cool.  Easy to mistake their behaviour as self-
authoring...It’s really important for them to become self-authoring if 
they are going to do multi-stakeholder work with many agendas.  
[Otherwise,] you will be ungrounded.  The curriculum ought to be 
oriented around this development process.” 

 
Emotional Intelligence. Others mentioned emotional intelligence as a key 
competence. Empathy was seen very valuable (Frankel, Sterling) and as 
“...a skill that can be taught.” Pauli included emotional intelligence as one 
of the five key intelligences to work with in a transformative sustainability-
focused enterprise. Sterling describe this as “having “empathetic qualities..” 
and as “...recognizing the Other.” 
 
Leadership. Leadership was mentioned by four of the experts (Basile, Foss, 
Lietaer, Frankel) as a key competence to include in the curriculum. Lietaer 
claimed, “If you are going to bring about change, you are playing a 
leadership role... I don’t think you can be an entrepreneur without being a 
leader; it’s a pre-condition.”  
 
Business Fundamentals. A strong understanding of business fundamentals 
was thought to be necessary or important by Elkington, Sanford, Lietaer and 
Pauli. Elkington and Lietaer believe that learning to sell and convince others 
is a key skill. Lietaer believes in the importance of “understanding 
money...where it comes from and [what] its role [is] in the unsustainable 
reality of the World.” Elkington states that the basics of “finance and 
economics” are needed because: 

 
“Business people don’t spend enough time thinking about studying 
economics. Yet economics is the master discipline of capitalism. If 
you are a transformational change agents and are going to work 
through the mechanisms of capitalism, a grasp of economics and 
finance is really important. If they can’t do it themselves, they will 
need to build relationships with a ‘translator’ who can be CFO in 
these organizations.”  
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Pauli and Sanford caution about how business fundamentals are taught. 
Pauli warms that “the Harvard Business School approach to analysis and 
core competence kills innovation.”  Sanford believes that one must teach 
“accounting and other business approaches from a living systems 
worldview.” 
  
3.1.4 Character: Values, Virtue, and Attitudes (VVA) 
 
This section is a clustered and categorized collection of the responses to the 
following question: 

 
What are the generic values, virtues and/or attitudes that you see as 
necessary for the students to develop in order for them to effectively 
lead transformational innovation processes towards sustainability 
(TIS)? 

 
A number of the experts offered some general comments, including caveats, 
before answering the questions. While the majority of experts states that 
VVA are vitally important and can be cultivated in a curriculum, Pauli 
insists that they be cultivated at an earlier age: “When you come to 25 year-
olds with books about virtue, they shut off.  You need to bring it in, much 
earlier!” In saying this, Pauli is echoing Aristotle who, in the Nichomachean 
Ethics, thought that ethical reflection was built upon the earlier inculcation 
in young persons of the right dispositions. Aristotle reasoned that we could 
only come to reflect seriously on ourselves if we had some prior 
acquaintance with that upon which we’re reflecting.  Referring to his own 
book (Zen and the Art of Blue), Pauli states that there are 21 key virtues 
related to living sustainably and entrepreneurially, yet “No one will embody 
all 21 virtues” and in this respect too Pauli is in implicit agreement with 
Aristotle. Thackara refers to the role of virtue and ethics (specifically, 
Aristotelean virtue ethics) and how we should look to the past: “Yes, the 
school has a role to play.  It’s amazing how much time people spend talking 
about education without referring to the past 2000 years of discussion. It’s 
been covered before.” Thackara’s observation helps us to see that 
innovation should rest upon good traditions in lieu of believing that it must 
run counter to every tradition or that it must make everything up from 
scratch.  
 
Other experts pointed to the paradoxical nature of VVA. Epstein claims 
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there are many “...opposing truths: confidence-humility, impatience-
patience. You need both. Another paradox is how do leaders try to make 
themselves obsolete?” Sherman agrees there is a “fascinating paradox” and 
adds: “You need to balance optimism with pessimism...hubris and humility. 
Much of social entrepreneurship is this Yin Yang type of thing.” Lietaer 
calls for taking context into account and thus provides us with clues 
concerning how the paradoxes can be unraveled: “It can also completely 
depend on the type of crisis you are dealing with....Virtues will be very 
different.” These paradoxes, though, are only apparent. Someone may be 
humble in one context (and that virtue would be one to adopt) while being 
confident in another (and that one would then be the right one to embrace). 
And while patience is generally a good thing, the medieval theologian 
Thomas Aquinas warned us against being “unreasonably patient.”  What 
good is there in waiting forever? These cases bring us back to phronesis, to 
a kind of practical wisdom which is concerned with selecting the right 
virtue to exercise in the right context. 
 
Being context-specific matters. So does being quite clear about what one is 
talking about. Thackara spoke of the need to be very specific:  “When it 
comes to values, you should avoid abstractions and think about the specific 
projects or actions...” 
 
A number of experts warned about the challenges or dangers of including 
VVA in the curriculum. Elkington stated there is a “danger [associated] 
with virtue and character, [which is] that it leads to a fixed type of ideal.” 
On this issue, Visser has this to say: 
 

“I think this is dangerous territory. Values and Ethics have the 
potential to create exclusion and division. They tend to be closely 
linked to faith and religion.  So they end up being watered down to 
“world peace” or institutional/religious values. What works better is 
“meaning or satisfaction of needs”...It’s a tricky one. In the field of 
sustainability, I’m not sure it does more good than harm.”  

 
List of Virtues and Attitudes. The following ten virtues were identified as 
necessary, or at least very important, to be trained and cultivated in the 
curriculum. They are listed in descending order, based on the frequency 
with which they were mentioned by the experts: 
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 Humility (8): Pauli, Foss, Sterling, Engel, Epstein, Sherman, 
Ellis, Elkington 

 Empathy (7): Pauli, Ellis, Sterling, Foss, Frankel, Epstein, Visser 
 Grit (6) : Sherman, Visser, Foss, Sterling, Engel, Elkington 
 Radical Curiosity (5): Manga, Thackara, Elkington, Ellis, Pauli 
 Perseverance (4): Ellis, Frankel, Elkington, Epstein 
 Openness and Flexibility (5): Pauli, Ellis, Elkington, Epstein 
 Self-care (3): Engel, Epstein, Ellis 
 Courage (3): Sherman, Visser, Esptein 
 Patience (3): Epstein, Pauli, Foss 
 Ethical Fibre (2): Frankel, Epstein 
 Honesty (2): Elkington, Visser 
 Interior State (2): Hassan, Engel 
 Integrity (2): Sherman, Epstein 

 
Humility. Humility was mentioned most often by our experts as a very 
important VVA to be cultivated in the curriculum. Humility is a paradoxical 
virtue for social innovators because intuitively it would seem that it would 
be a hindrance. But that may be because one is confusing courage and 
timidity with humility and arrogance.  Humility is the capacity to grasp that 
something is more important or higher than you and, as such, it is aligned 
with fallibilism, which is the ability to believe something while also 
believing that it could turn out to be incorrect.  Epstein followed this thread, 
offering pithy advice for entrepreneurs: “admit you don’t know....” Engel 
believes they must be “sensitive to boundaries.” Elkington speaks to the 
tension between “humility and audacity...”, and without humility their drive 
may “...get people to break an existing sense of reality, which may lead to 
arrogance...With success, they become deaf to weak signals.” And so, you 
“need to be open and responsive.” Sherman believes that “you have to have 
this audacious heroic belief in yourself that you can make something 
happen, while also having humility, almost a Buddhist sense of 
detachment.” Elkington states that “one key quality [of social entrepreneurs] 
is being aware of their own areas of weakness” as well as the “ability to deal 
with that.”  He connects three virtues in particular: “being humble, candid 
and honest.”  We can see how humility is connected to an awareness of 
ignorance, to becoming conscious about one’s own weaknesses, to seeing 
important limits as limits, and to being less attached to outcomes. Since 
entrepreneurs often fail and also face many surprises, we believe that they 
need to cultivate humility in order to take stock of where they’ve been and 
of who they are. 
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Empathy. Empathy was the second most mentioned VVA by our experts. 
While humility has to do with the self’s relationship with reality and as such 
is a check on self-centeredness, empathy, relatedly, points us in the 
direction of other people. How do we regard, consider, and feel with regard 
to other people? What place do they occupy in our moral universes?  
Empathy was mentioned as a competence or skill (Frankel) but also, and 
more correctly, as VVA. Sterling speaks of “empathetic qualities”, though 
Thackara is hesitant about the use of the word which “...has been taken over 
by marketers.” Thackara’s point is a good one: students will need to learn 
how to distinguish between marketers’ implicit conceptions of empathy and 
genuine, actual empathy. Frankel believes that empathy can be cultivated 
yet “very few are focussing on empathy and compassion.”  Visser sees 
empathy as seeing “connections” and as a process of  being committed “to 
improve something beyond yourself. This is not just charity. I am part of a 
system, and improving it makes it better for all of us.”  By turning us to the 
lives of others and inviting us to ask, “What is that person’s life like? Is it a 
hard life?,” empathy is teaching us to take very seriously into account 
whether our actions (or lack thereof) enhance or “poison” those around us. 
 
Grit. Grit was mentioned by a number of experts, and we can see why. Grit 
has something to do with how we hold up in the midst of.  How well can we 
take things when they don’t go well?  Grit is close to perseverance and 
steadfastness, but it carries the sense of our getting up after we’ve been 
knocked down; of sensing pressure without getting overwhelmed or derailed 
by it; of how robust or resilient we are. Not surprisingly, then, grit is also, at 
times, referred to as “resilience” (Foss, Visser), a virtue that is necessary to 
cultivate because, as Foss would have it, “...you will face failure, setbacks, 
obstacles. There is huge body of research that shows that you can teach 
resilience.” Yet it is “rarely taught.” Visser eloquently states: “When 
looking at competences, one has to look at tenacity and resilience. The 
ability to get knocked down many times, and getting up and doing it again.” 
Engel described the quality as “robustness”, including a neurological 
component, “...so that you can stay present in the midst of difficulty, 
disappointment, discouragement.  You don’t back down, [you don’t] avoid 
it. [You] need to be present to the suffering in the World. Be present to the 
way it really is. Navigate the current reality to support the future emerging 
in a new way.” 
 
Radical Curiosity. Curiosity as meaning a form of inquisitiveness or desire 
to learn about the unknown was, oddly, mentioned as a VVA by five of the 
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experts, yet they did not elaborate in great detail what they meant by it. 
   
Perseverance. Closely related to grit is perseverance, a virtue mentioned by 
four of the experts. Where grit teaches us to hold up to things, perseverance 
helps us to carry through. Frankel spoke of the importance of  “not giving 
up” while Epstein that “obsession with solving a problem really is a virtue. 
We are looking for that level of passion and conviction.” Elkington states: 
“Stamina is key, to push through, and to go up against resistance.  It’s a war, 
at times. The political side is something many entrepreneurs don’t think 
through [at an emotional level].” 
 
Openness. Openness involves not yet committing to one thing or another 
but rather being non-attached to the point of welcoming what comes. 
Openness was mentioned as being an important VVA by a number of 
experts. Engel made mention of “open-heartedness”, while Elkington spoke 
of being open, “responsive” and “willing to experiment.” Both Visser and 
Elkington spoke of openness as being connected to “honesty” and 
“candidness”, which Visser further elaborates as needing “ambition, being 
visionary, having the ability to understand whether what you’re doing is 
really having an impact.” By now, we shouldn’t be surprised that openness 
is connected to other virtues, but virtues tend to be related to each other. 
Three experts (Pauli, Epstein, Elkington) see a high level of openness being 
shown when a leader works towards “creating your own obsolescence.” 
 
Self-care. Related to the competence of personal mastery, self-care was 
named by three experts as a key VVA.  Engel reemphasized the importance 
of cultivating “robustness [in terms] of one’s nervous system”, so that 
students can practice “presence”, and “avoid vicarious or secondary 
trauma.” Ellis believes that “self-care--avoiding burn out, taking care of 
your self...” is key and one must create a“...a survival strategy or kit, your 
work.” Epstein speaks to the challenge of teaching others how to practice 
self-care: “If you are obsessed with solving your problems, you will need to 
learn to take care of yourself in order to reach your goals. You need to learn 
this the hard way. You can’t show them the light, you need to feel the heat.”  
All of this chimes with the Buddhist view that one has to clear up one’s own 
misconceptions and see to one’s own hang-ups before one can hope to do 
any good for others.  
 
Courage. Courage was mentioned as an important VVA by three experts. 
Courage is ofen said to be the capacity to act in the face of fear.  So, 
courage is tied to fear and, for Aristotle, was a kind of confidence with 
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respect to fear. Epstein called courage “audacity”, while Visser used 
“confidence” and “the boldness to aim for transformation.”  Sherman 
mentioned two types of courage:  

 
“Courage in a number of senses: social courage. Not holding back 
from doing things that are risky, because of fear of failure.  There are 
lots of exercises around training taking risks. Moral Courage: putting 
yourself on the line, outside of social norms.” 

 
Patience. Epstein and Pauli both see the tension between patience and 
impatience. Obviously, being too patient involves waiting too long and 
therefore possibly missing an opportunity. Obviously too, being impatient 
can lead to actions that we would later on regret. Foss states that a “Strong 
level of discontent, frustration with the way things are. Tremendous 
motivator. Source of energy, meaning and purpose. If you don’t have that 
fire, you could easily get pulled into lethargy, path of least resistance.”  
 
Remaining VVAs. The following VVAs were mentioned by two experts: 
ethical fibre (Frankel, Epstein), a sense of integrity (Sherman, Elkington), 
what Epstein calls “the most important virtue”, while cultivating one’s 
interior state was seen as key by Hassan and Engel. Finally, Thackara spoke 
of the need to “cultivate quietness” and Elkington of the need to “embrace a 
sense of impermanence.” 
 
3.1.5 Pedagogy 
 
This section is a clustered and categorized collection of the responses to the 
following question: 

 
How would you describe the kind of pedagogy that can cultivate the 
necessary competences and character (VVA) in order for students 
and graduates to contribute to TIS? 
 
How would you describe (some of) the following pedagogical 
elements in terms of making up a curriculum that can cultivate the 
necessary competences and character (VVA) in order for students 
and graduates to contribute to TIS? 

 
The majority of experts believe that is is possible to teach or cultivate the 
capacity for students to lead innovation in general and TIS in a particular. 
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Epstein offers a distinction:  
  

“‘Can you teach entrepreneurship and innovation?’ is the wrong 
question.  I think the question is, ‘How can we create the conditions 
where entrepreneurship and innovation can truly flourish?’ It’s very 
possible to create those conditions.”  

 
Pauli supports this view: “You cannot teach people to [do] this, only expose 
people to it.  They can only learn by doing it!”  And yet, the conditions 
which make possible the flourishing of entrepreneurship and innovation are 
often missing in formal learning environments. Manga remarks, “....as a 
professor, trainer, coach, I’ve been frustrated by the limitation of the 
education institutions.” Visser: “You need to put people through the fire like 
tempering steel.” 
 
Pedagogical categories, elements, features and qualities . Key 
pedagogical elements, features and qualities mentioned by the experts have 
been clustered and sorted into the following categories. The following are 
seen as key and important for a a pedagogy in a curriculum that cultivates 
the capacity to practice TIS: 

 
 Content: Manga, Foss, Elkington, Thackara 
 Inspiration and Motivation: Pauli, Manga, Sherman, Lietaer 
 Role of teachers, guides and mentors:  Pauli, Sanford, Sherman, 

Visser, Manga, Engle 
 Peer Learning: Pauli, Epstein, Manga, Hassan, Engel, Foss 
 Spaces: Pauli, Hassan, Visser 
 Experiential Learning: Elkington, Visser, Pauli, Esptein, Manga, 

Hassan, Sherman,  
 Inquiry : Elkington, Visser, Manga, Thackara, Sanford 
 Learning how to learn: Manga, Sterling 
 Action Research: Visser, Manga 

 
We analyze each element in what follows. 
 
Content. The experts offered some segments and pieces of what type of 
content should be offered. Manga believes that despite the widespread belief 
in alternative education that process trumps content, “There is nothing 
wrong with good content! For example, change agents working with 
sustainability need to learn about thermodynamics.” Foss offers some 
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perspectives on how to best teach content: “Don’t get stuck in a rhythm, but 
content is offered in consistent and clearly framed ways: intention, learning 
outcomes, etc. It needs to be quite clear.” From Manga’s and Foss’s 
statements, it can be inferred that content is necessary and it should be well-
placed in the curriculum. The following subjects were mentioned as 
necessary to include in the curriculum: 

 
 Ecological intelligence and natural systems: Foss, Thackara 
 Science (physics, thermodynamics, biology, neuroscience): 

Manga, Elkington  
 Energy literacy: Elkington, Thackara 
 Evolution: Manga, Elkington 
 History: Elkington, Foss 
 Design: Manga, Foss 
 The self and personal evolution: Manga 

 
What is revealed in this list is an assumption—namely, that alternative 
education, which has moved away from some of the more traditional 
disciplines, is wanting when it comes to the knowledge-rich background 
needed in order to understand the natural world more deeply. 
 
Inspiration and Motivation. Inspiration and motivation are seen as key 
design elements in the curriculum. Sherman called for cultivating “Intrinsic 
Motivation”, what Manga, citing Fernando Flores, calls “a mood for 
learning”: such a “...pedagogy must create conditions [that are themselves] 
conducive to creating a mood for learning.” Pauli calls for using a 
combination of bold challenges and possibilities thinking: “Before they 
know about the methodology, they need to see what is possible.” He 
continues with a concern that Westerners are less motivated to work with 
transformative innovations and to learn: “I hardly work with people from 
the West, because they are not motivated. They don’t see the need in the 
same way as [do those living] in the South.”  
 
Teachers, Guides, and Mentors. Quality teachers, guides and mentors are 
seen as crucial components of an effective pedagogy as mentioned by six of 
the experts. Various guiding roles were mentioned, and a need for various 
roles that go beyond traditional teaching is likewise needed. Thackara 
advances an “ecological model” whereby “...all three--teachers, coaches 
guides—[each] with different levels of skills...” are included in the school. 
Manga and Pauli recommended having “mentors”, with Pauli going even 
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further when he warns, “One of the biggest problems is that we have no 
mentor system. Only supervisors and professors.” Manga believes in having 
“... a coach, actually a team coach.  You need to create the conditions for 
people to say things like ‘I don’t know.’ A mood for learning. A culture of 
inquiry.”  
 
Pauli differentiates between a mentor and coach in that coaches are paid: “If 
you are paid, you are a coach.  Coaches are, to me, more-skill oriented (also 
trainers), and that can be dealt with through many platforms, but [finding] 
mentors is more of a challenge.” Visser mentions three needed roles for 
guides: to be an “inspirer, which connects to the sense of making a 
difference, of giving examples, or laying out a path”; to be a “focalizer”, 
which brings into focus, structures and distills all this information in a way 
that students can engage while digging deeper into it; to be a  facilitator, 
which allows people to link their own experience to new content.  
 
Engel also mentioned facilitators as key to create a “tension between 
content experts and dialogic spaces for students to integrate their learning, 
and connect with the groups.” Similar to facilitator, Foss uses the word 
guide or “Sherpa.” The role of such a figure is to “...support their [students’] 
curiosities, their unique needs. Everyone is different. Have it be open, 
nurturing, and supportive. Not a standardized role.  Create the conditions for 
someone to have a learning experience.” Epstein contrasts mentors with 
expert advisors, and claims that there is a “Need for a particular match and 
context for advisors and mentor.” Pauli goes a step further and calls for a 
system taught by masters and grand masters and complimented by peer 
learning, a system of “mutualism and masters: horizontal and vertical.” He 
describes it in more detail as the following: 
 

 [T]he kind of training should have as its purpose to create new 
masters. We need new masters. We only have experts.  Masters are 
those who understand the wholeness. Not just specialized 
knowledge. We teach people to become specialists. We need masters 
in systems design. The master must evolve to become a Grand 
Master: one has to be humble and stay connected to students.  You 
have to go out and teach. 

 
Regarding traditional teaching, both Sanford and Frankel see challenges 
in current teaching roles and the teachers themselves: “The role of the 
teacher would need to be totally transformed.” (Frankel). In bringing 
about transformations to curricula towards innovation based on a living 
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systems paradigm, Sanford points to the following challenge:  
 

The faculty is the biggest limitation to being able to build a new type 
of thinking. They don’t know how to question the faculty member, 
which they love/admire. In order to develop a curriculum, you need 
an explicit faculty development process, including the capacity to 
reflect.  If the faculty isn’t in a continual development process, and 
the curriculum is and culture is based on a behavioral process and 
mindset, its potential is limited. You want it to have an overt, 
explicitly and transparent framework for development, which can be 
questions. 

 
Peer Learning. Peer learning was mentioned by six of the experts as an 
important component of the pedagogy. As mentioned above, Pauli called for 
“mutualism” and a “horizontal approach” to learning, one whereby 
“students listen to each other, those who have gone through the same 
experience.” This is a democratic process, one in which “everyone has the 
right to talk.  Epstein, Foss, Hassan, Engel all mentioned the need for “small 
group learning” as well. 
 
Spaces/Locations. Pauli, Hassan and Visser spoke of the importance of 
space and the physical surroundings. Pauli insists on “nothing with a 
straight line. No straight tables, ban the chairs...Fresh air, even if too hot or 
cold: submit yourself to cycles of life.” Hassan claimed that “The spaces we 
currently inhabit are not amenable to changing systems” and went on to say 
that the “spaces are designed to support particular practices, and also 
mindsets, and power relationships.” He concluded by noting the importance 
of “getting people out of their comfort zone. So they are not always in 
familiar surroundings. It is helpful if it is a naturally inspiring or creative 
setting (both nature or a social space). Hence, new contexts are key.” 
 
Experiential Learning. Experiential learning is regarded as being crucial 
by a seven of our experts. Elkington thinks the “experiential component is 
enormously important.” Hassan agrees, stating that “having these types of 
experiences are [sic] very powerful: your ability to cope and deal with them 
comes from experience.  No amount of theory, practice, etc. can prepare 
you for it.” In addition to the claim that experiential learning is of general 
importance, a great variety of specific kinds of experiential learning were 
provided by the experts. They are listed below: 
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 Site visits: Elkington 
 Role play: Elkington 
 Practice: Epstein, Hassan 
 Personal experience: Visser 
 Learning by doing: Visser, Manga, Sherman, Foss 
 Simulations: Hassan 
 (Real World) Problem-based learning: Epstein, Hassan, Frankel, 

Foss 
 Permanent Project Learning platforms: Hassan 
 Project-based learning: Epstein, Manga 
 Prototyping: Manga 
 Learn by teaching: Foss, Lietaer 
 Apprenticeship: Hasan, Pauli 
 Emotion and affect: Lietaer, Pauli 
 Games: Pauli, Lietaer 
 Exposure: Pauli, Engel 
 Diversity of age (at least 3 generations): Pauli 

 
Inquiry. Made possible by curiosity, inquiry has to do with asking questions 
about what we don’t know. Inquiry was mentioned by five experts as key to 
include in the pedagogy of the curriculum.  Manga calls for “radical and 
critical evolutionary thinking.” Elkington sees the need for dealing with 
“...paradoxes, tensions, dilemmas.” Visser spoke in favor of “appreciative 
inquiry” while Elkington and Thackara believe that “particularism” is 
important in rigorous inquiry: “It’s about avoiding useless abstraction and 
exploring and understanding particulars.” (Thackara). Pauli laments that: 

 
“We don’t have Socrates anymore. We want to keep it narrow, 
within a definition and specific narrow skills and pre-established 
methodologies. We have no one guiding you through your thinking 
and discovering process. Someone who is challenging you. This is 
so important to learn. Answer your questions with questions. ...A 
mentor needs to challenge your thinking continuously.” 

 
Sanford also believes that the “Socratic method is key, yet widely 
misunderstood.” She sees the role of a great developmental educator as 
focused on the following three points: 
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“1. A Great educator or resource evokes the capacity of the student 
to see their own mental processing, their assumptions, and  the 
automatic thinking and self manage that process.  It is not about 
setting only personal goals, feedback, knowledge, but understanding, 
reflection and nested goals. 
 
2. Create and engender self-determining behavior.  Engage people 
with experience that draws on the potential to develop.  Educating, 
when mindful, is also a process of development for the educator. 
Educating must be specific to persons and endeavors and designed to 
grow those within the specific group you are working with. 
 
3. Educating people to see and understand different worldviews and 
paradigms. Requires great humility.” 

 
If inquiry is focused on how we come to know what we don’t know, then 
reflection is what allows us to stand back from what we’re doing in order to 
consider the part we play in this. Reflection, then, was mentioned by four of 
the experts as an important component of inquiry (Pauli, Epstein, Thackara, 
Engel):  Engel claims there is a need for “...space for the students to reflect 
on their experience.  Need for lots of project work, I agree with that, but it’s 
really important to learn how to reflect on yourself.”    
 
Transformative Learning. Transformative learning was mentioned by three 
experts as a key component to the curriculum’s pedagogy. Sherman calls for 
a “transformative pedagogy”, which Sterling says results in your ability to 
“think in a more relational way.” Sterling believes that “... a 
transformational curriculum needs to address the perceptual, conceptual and 
practical side. If it only addresses one to two of them, it’s incomplete.” He 
offers five conditions for creating effective transformative learning 
experiences:  
 

 State of mind and intention of teacher   
 State and level of readiness of learner 
 Size and dynamic of the group.  
 Ethos and particular quality of learning environment 
 Length of time including a residential component: more likely to 

have a deeper experience.  
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The following pedagogical elements or qualities were each mentioned by 
two experts: learning how to learn (Manga, Sterling): “...one should not 
assume that the students know how to learn.... That requires a methodology 
of sorts” (Manga); “action research”(Visser, Manga) as a form of combining 
action and reflection, and concerning both outcome and leanring; and action 
learning (Manga). 
  
3.2  SRQ 2: Case Study Results  
 
Interviews were conducted (with Program Developers) and curricular 
documents were analyze from the following participant case study 
institutions (and programs). Acronyms or abreviations have been added, or 
created, to clarify the association between the experts to their respective 
institutions:  

 
 Presidio - MBA in Sustainable Management (PMBA): 
o Dwight Collins – Prof. Emeritus, MBA Program. Instructor, 

Sustainable Operations. 
o Ryan Cabinte – Faculty members, Served as dean, associate 

dean, and program director of MPA program. 
 

 Pinchot University - MBA in Sustainable Systems (Pinch) 
o Jill Bamburg, President and former head of Curriculum 

Development. 
 

 Kaospilot - Enterprising Leadership Program (KP) 
o Christer Lidzelius, Principal 
o Paul Natorp, former Team Leader, Head of Studies 
o Uffe Elbæk, Co-founder and former Principal 

 
 

 California College of the Arts - MBA in Design Strategy 
(DMBA) 
o Nathan Shedroff - Founder and former Program Chair, 

Design MBA Programs 
o Susan Worthman -  Associate Chair and Associate Professor 

 
The following results were gathered, analyzed, and synthesized within the 
same curriculum dimensions as in section 3.1 (SRQ1): Worldview 
Paradigm, Final Aim/Purpose, Competences, Character, Pedagogy. 
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3.2.1 Worldview and Paradigm 
 
The results for the following section were compiled from both a review of 
the case curriculum documents and interviews with the program designers, 
specifically (but not limited to) the response to the questions: 

 
How would you describe the paradigm and worldview that underpin 
the design of the curriculum at your institution? 
How would you  describe the paradigm and worldview that you see 
as necessary in order to most effectively train your students to lead 
transformational innovation towards sustainability? 

 
The following themes surfaced from the analysis: 

 
 System Thinking and complexity as paradigm 
 Tension between existing paradigm and a needed new paradigm 

 
Systems Theory and Complexity: Importance and characteristics. There were 
numerous characteristics and traits mentioned by the practitioners, as they 
sought to describe the worldview and paradigms that make up their 
institutions. However, all four of the examined curricula claim to be based 
on, or at least are greatly influenced by an understanding of systems 
thinking or complexity. Both Presidio and Pinchot train their students in 
sustainability literacy, based on an understanding of systems. Their mission 
is based on a desire to contribute to a transformational shift in how business 
education is taught, and how the broader “business system” operates (see 
next section). In describing the Kaopsilot wordlview, Elbæk (KP) described 
the founding of the school as “...a response to the needs and opportunities of 
a specific time in history...There were new opportunities and new 
Worldview based on Chaos Theory, and some many interesting questions 
up in the air.” According to Lidzélius (KP), “A more rigorous and applied 
understanding around the ideas of complexity and chaos theory came in 
1996 when we travelled to San Francisco and met with Dee Hawk, and 
Fritjof Capra and Margaret Wheatley.”  
 
A part of a systemic worldview, where individuals and the economy are 
nested within nature, a number of institutions mentioned the importance of 
moving beyond the perceived trade off between sustainability and the 
economy. Cabinte (PMBA), while referring to Presidio, states that “We are 
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aided by a lot of concepts: learning community, a gathering for people who 
see no inherent tradeoff between economy and ecology.” Lidzélius adds that 
the Worldview at Kaospilot “sees no trade-off between doing good and 
doing well.” Worthman describes the California College of the Arts’ 
DMBA’s program worldview in the following way: “The metaphysics of 
the program is design, meeting human needs and creating holistic, or total 
value. The underlying worldview is holistic, humanist, and also artistic.” 
 
Tension between existing paradigm and a needed new paradigm . The 
challenge of working “within the current paradigm” while trying work with 
a transformative intention was mentioned as quite challenging by Collins 
(PMBA), Cabinte (PMBA), and Bamburg (Pinch). Collins describes the 
following: “There is a great tension. We are intent on being grounded in the 
real World and we are intent on transforming it...I only wish that we could 
be 10-1000 times faster...We are very influenced and inspired by Donella 
Meadows’ idea of leverage points and teach our students to think in those 
terms. 
 
Cabinte states that Presidio’s transformative intention as: 

 
 “Certainly huge and embedded in the culture. But also being applied 
and grounded, which creates an existential crisis. How can we relate 
to the present but also speaks to a desired future, that is not quite 
there yet. Really fascinating. We try and challenge our students, 
“Are you thinking big enough? Are you challenging the rule of the 
systems?” 

 
Bamburg states that: 
 

“There is a tension between the two. We try and teach both. It’s a 
Balancing act in terms of time, and preferences of instructors. We 
try to identify core MBA teachings, and throw out some of the more 
academic topics, and teach those traditional things, and use what we 
have tossed out to make space for newer ideas.” 

 
Worthman contrasts the DMBA approach with that of Presidio and Pinchot: 
 

“The program doesn’t start with trying to bring about sustainability, 
but with a desire to create value in the World, for the World, for 
people—by meeting those and going beyond. This greater intent of 
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serving living systems, and meeting needs through a process of 
design and business is different than a traditional sustainability 
education. Sustainability is pre-supposed and implicit, instead of an 
explicit linear approach to transformation which you may find at 
other sustainability-minded business educations.” 

 
 
 
3.2.2 Final Aim and Purpose of the Education 
 
The results for the following section were compiled from a review of the 
case curriculum documents and interviews with the program designers, 
specifically in response to these questions: 

 
 What is the final aim of your school in terms of the students and 

sustainability? 
 How is the vision connected to the design and delivery of the 

curriculum? 
 What are the core values of the organization? 
 What are the success criteria for the graduated students?  

 
The following themes surfaced from the analysis: 

 
 Explicit mention of and commitment to sustainability 
 Transformational intent and articulated theory of change 
 Structure and hierarchy of goals 

 
Explicit commitment to sustainability. The mission statements of all four 
of the case programs and institutions mention a goal of creating positive 
societal change. None of them are limited to educating for purely 
“vocational function,” as mentioned by Sterling (Section 3.1). However, 
only Pinchot, CCA and Presidio make explicit mention of sustainability or 
environment responsibility as key goals for their institutions, while all three 
of them make explicit mention of the interconnected nature of social and 
ecological wellbeing. Bamburg states that “Promoting the common good...” 
mentioned in Pinchot’s mission “...goes beyond just sustainability.” While 
not mentioned in the mission statement of the institution, Elbæk describe 
three strategic areas of focus which sought to inform the curriculum and 
operations of the schools: sustainability, cultural diversity and social 
innovation. Lidzélius believes that the strategy “was ahead of its times, as it 
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took many years for us to learn how to deliver on those visionary goals. We 
are still learning how to do it.” He adds that “...sustainability has come to 
play a far more important role in the education...It has become normalised 
in the education and culture of the school.” 
 
The list of all mission statements is available in Appendix E. 
 
Transformational intent and articulated theory of change. Not only do 
the goals of the institutions vary, in terms of explicitness around 
sustainability, but also the degree to which the “theory of change” is 
explicitly articulated in order to achieve the goals of societal change, 
sustainability and the common good. Bamburg, Collins, and Cabinte make 
specific reference to Meadow’s (1999) Leverage Points framework as 
underpinning their theory of change for their programs. Bamburg explains 
Pinchot’s theory of change as the following:  

 
“As we look at the sorry state of the World, we concluded the most 
powerful force on the planet was business. A strong Leverage Point 
was the education of the next generation of business leaders. Instead 
of changing every MBA, we would model a triple bottom line MBA. 
The mission: Educate social change agents who have decided that 
they would use business as a means to achieving social change. “  

 
Cabinte articulates Presidio’s theory of change, in a similar way: 

 
“The founders looked to leverage pointsa the most important 
institution is business. Why is business not putting its shoulder into 
these problems? Education doesn’t teach them, so we will. The 
decision to create an MBA is because it’s more applied. It also gives 
our graduates a recognizable credential. It gets them into the 
companies and makes them fluent in the language of business and 
the current values.” 

 
The practitioners at Kaospilot articulate their theory of change differently, 
possibly owing to their program not being an MBA and the broader contexts 
which their students come from, and work within. Elbæk stated the goal of 
the KaosPilots was to “Give the skills to navigate through turbulent times, 
and a platform to land safely” and that the school should stay connected to 
the most relevant issues in society: 
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“KP should continue seeking the edge, where they are standing 
between the known and unknown. If KP is not always on that 
edge—where the most interesting and irritating questions are—we 
need to be out there. When we started, the questions were about 
culture and society—that was the new edge. The edge today is about 
creating a new economic model as a society. What is coming after 
capitalism? “ 

 
Natorp (KP) warns about potential unexamined issues and challenges with 
the “change-maker” ethos and goal of the Kaospilot education, and other 
trans-disciplinary curricula, if there is not a coherent theory and 
understanding of the process of change they wish to create: 

 
 “A challenge at Kaospilot is that they don’t have a context of 
change: a specific field or context where they are working and can 
be a lever for changing society. It is important to define the role they 
take in society, and how the school connects with other institutions 
in brining about change in society.” 

 
 It appears that all four program also wish to influence the greater systems 
they are a party of, contributing to a transformation beyond their individual 
graduates.  
 
Structure and hierarchy of goals. Each of the programs offer a 
hierarchical structure that seeks to align their mission and purposes into 
their operations. The contents and hierarchical structure aligning the levels 
of goals and aims, used by each program, is shown below: 
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Table 3.1 - Hierarchy of Institutional Goals  
 
 

 
Presidio, CCA, and Pinchot provided matrixes that show how the goals 
connect a across the various levels. Kaospilot does not explicitly show the 
connections between the various levels of goals although learning outcomes 
appear to connect with the competence model and the four disciplines. The 
four Kaospilot disciplines are designed as progressive components, from 
level 1 to 4. Presidio has also developed a 4 level Rubric for each of its 10 

Levels CCA Pinchot Kaospilot Presidio 

Explicit 
Mission & 
Vision? 

Yes  Yes Yes Yes 

Articulated 
Institutional 
Values? 

Yes Yes Yes Yes 

Institutional 
Level Learning 
Outcomes 
(LOs) 

11 
College-
wide LOs 

 5 Pro-
gramme 
Goals 

List of 
Graduate 

Goals 

3 Institu-
tional LOs 

Focus Areas 5 Focus 
Areas 

3 Focus 
Areas 

4 
Disciplines, 

3 Focus 
Areas 

3 Focus 
Areas  

Program Level 
Learning 
Outcomes 
(PLOs) 

11 Org-
wide LOs 
+ 6 PLOs 

 7 PLOs  9 PLOs 10 PLOs x 4 
Level Rubric 

Course Level 
Learning 
Outcomes? 

Yes Yes  Yes  Yes 
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PLOs. According to Collins, the logic and value of the rubric are the 
following:  

 
“We have a hierarchy of frames. The curriculum has 3 
components...Within those, we have those 3 areas broken-down into 
10 PLOs. Each of those PLOs is defined in a very carefully set of 
words. We have a rubric to measure the students’ level of 
proficiency in each of the PLOs. Each course syllabus has a template 
which maps the CLOs and connects them to the PLOs.”" 

 
The specific goals for each of levels of the institutions are listed in 
Appendixes E and F. 
 
3.2.3 Competences 
 
The results for the following section were compiled from a review of the 
case curriculum documents and interviews with the program designers, 
specifically in response to the questions: 

 What are the core competences that your school sees as 
necessary to cultivate in the graduates to in order to encourage 
the practice of transformation innovation toward sustainability 
(TIS)?  

 What are the core competences that you train and develop at 
your institution? 

 
All of the case curricular materials mention explicit skills, abilities and 
competences that the institutions are seeking to develop and cultivate in 
their students. Many of the learning outcomes, listed in the previous section 
are framed as competences and abilities that the students should learn. 
According to Collins, Presidio “...used to call (what we not call) our 
program learning outcomes core competences.” Elbæk and Lidzélius 
mentioned the Kasopilot “Competence Model” consisting of 4 Core 
Competences, which they see as fundamental for executing ideas and 
practicing innovation: (Action, Subject, Relationships, Change). Elbæk 
differentiates between the Kaospilot disciplines and competences in the 
following manner: “There is a clear difference between qualifications and 
skills and competence. Qualification is what you get hired for, while, lack of 
competence is what you get fired by.” The following table show the 
distribution of competences that are present in each of the case institution's 
curricula: 
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Table 3.2 - Core Competences Taught at Institutions 
 

Competences CCA Pinchot Kaospilot Presidio 

Action    x  

Design x  x  

Communication  x x x x 

Collaboration  x x x x 

Visioning  x  x  

Sense-making x  x  

Systems Thinking  x x x x 

Imagination/Creativity x  x  

Ecological Intelligence   x  x 

Sustainability Literacy 
and Fundamentals x x  x 

Learning how to learn   x  

Personal Mastery  x x x x 

Emotional Intelligence  x x x x 

Leadership  x x x x 

Business Fundamentals  x x x x 

Finance x x  x 

Economics x x  x 
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Competences CCA Pinchot Kaospilot Presidio 

Marketing x x x x 

Operations x x  x 

 Strategy x x x x 

Market Research x x x x 

Design Research and 
Foresight x  x  

Cultural Diversity 
(Intercultural 
Competence) 

x  x  

Meaning & Value 
Creation x  x  

Critical Thinking x   x 

 
3.2.4 Character - Values - Virtues – Attitudes 
 
The results for the following section were compiled from a review of the 
case curriculum documents and interviews with the program designers, 
specifically in response to the questions: 
 

 What are the core values, virtues and (or) attitudes that your 
school sees as necessary in order to cultivate in the graduates to 
in order to encourage the practice of transformation innovation 
toward sustainability (TIS)? 

 What are the core values, virtues and (or) attitudes that you 
train and seek to develop at your institution? 

 
Each of the case study institutions are both value-based and values-driven 
institutions. They also all seek to develop and cultivate students who work 
with societal change, social and environmental responsibility, justice and 
sustainability. All of the case study participants spoke of values “being 
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woven into the entire curriculum.” (Lidzélius). Both Collins and Bamburg 
referred to a process of “self-selection based on value”(Collins) that occurs 
among applicants. Bamburg claims that there is: 

 
“...a process of self-selection. They choose us based on our 
sustainability profile. We don’t need to spend time on the “why” of 
sustainability. We can go straight to the how. We’ve noticed a little 
bit of change in the last two classes. Traditionally, we have attracted 
die-hard sustainability people. Now, we have students who have 
entertained a few options, and they are not as committed and 
knowledgeable as before. We will see whether it’s an anomaly or 
trend.” 

 
Three of the case institutions have the following explicit institutional values. 
Pinchot’s values are the following: Community, Innovation, Integrity, 
Social Justice, Sustainability, Transformational Leadership, as well as 
diversity (Pinchot Curriculumm 2015, 2). Presidio works from the 
following values (Presidio Student Handbook 2013-14, 6): Audacity, 
Humility, Compassion, Critical Thinking, Leadership by Example, 
Professionalism, Diversity and Collaboration. The values at Kaospilot are 
Streetwise, Playful, Compassionate, Balanced and Risk-taking. On top of 
the official values, Natorp believes that Kaospilot’s culture and curriculum 
are characterized by the values or attitudes of generosity, openness and 
vitality.  
 
Shedroff (DMBA) speaks of the need to incorporate the inquiry into the 
students values into the curriculum: 

 
“I think there was a lot of personal transformation that happens in 
these type of programs whether you plan for it or not. You might as 
well deal with it in the curriculum because you are challenging 
people to think about their own values. You can’t talk about an 
enterprise’s values, without questioning your own and your place. 
The other issue is that the students these days are groping for and 
wanting this value alignment.” 

 
The following VVAs were mentioned as important and focused on in the 
teaching and curricula of the case institutions: 
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Table 3.3 - Core Virtues Cultivated at Institutions 
 

Virtues CCA Pinchot Kaospilot Presidio 

Courage   x  

Patience   x  

Perseverance   x  

Grit, Resilience, Tenacity    x  

Humility    x  

Ethical Fibre x x  x 

Generosity   x  

Empathy  x  x  

Openness   x  

Self-care  x x x 

 
3.2.5 Pedagogy 
 
The results for the following section were compiled from a review of the 
case curriculum documents and interviews with the program designers, 
specifically in response to the questions: 
 

 How would you describe the pedagogy, in general, in your 
curriculum and at your institution? 

 What are the key pedagogical elements that make up your 
curriculum and that you see play a key role in cultivating the 
necessary competences, character (VVA) in order for your 
students and graduates to contribute to TIS? 

 
General Pedagogical Approaches and Principles.  The case institutions 
share a number of approaches and principles in their pedagogy. The overall 
practice that is taught at Kaospilot, is called “Enterprising Leadership,” 
which consists of a series of competences, VVAs, methods and mindsets. 
The teaching of Enterprising Leadership takes places according the the 
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following principles: “Grounded in practice, intentional and meaningful, 
supported by knowledge, reflective in practice, a natural progression, 
experimental, involving.” 
 
At Presidio, the three principles that underpin the practice of their 
overarching disciplines “Sustainable Management,” consists of the 
following: 
 

 Learning from Interactive Experience and Reflection 
 Systems Thinking and Practice 
 Integration and Communication of Knowledge 

 
At Presidio, Sustainable Management is described as “...the unifying 
concept that weaves the core elements of the program together in ways that 
help students make connections, promote innovation, and create 
transformative solution” (Presidio Student Handbook 2013-2014, 18). The 
Pedagogy at Pinchot is similar to the descriptions of Kaospilot and Presidio 
and is described as the following:  

 
“Instructional activity at BGI combines traditional instruction and 
course work with applied projects, research and field experience, 
typically in teams dealing with real-world business challenges. 
Based on principles of adult learning, faculty design instructional 
activities to emphasize students’ active engagement with the content 
and create incentives for interactive dialogue with instructors and 
peers. The goal of instruction is to stimulate critical thinking, 
analysis and application of theory to challenging business 
situations.” (Pinchot Curriculum 2015, 18) 

 
Regarding the Kaospilot education, Natorp offers the following quality of 
the learning space and culture: “Action is valued. Dialogue is valued. 
Initiative is valued. Adventure is valued.” Lidzélius adds the following 
principles description:  

 
“The education seeks to put the students interests, ideas and dreams 
first. It strives to be involving and to co-create the education with 
them. It is focused on opportunities and an enterprising approach. 
You can see this in our project-based semesters, how we value 
action and how we try and look for solutions instead of problem. We 
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seek to finding meaning in what we do and finally, it is based on 
learning in community.” 

 
List of pedagogical categories, elements, features and qualities . Key 
pedagogical elements, features and qualities mentioned in the case 
curricular document and (or) by the curriculum design experts, have been 
clustered into categories. The following pedagogical elements are seen as 
key for curriculum that is capable of cultivating the capacity to practice TIS: 

 
 Learning Community 
 Teaching Style 
 Assignments 
 Experiential Learning 
 Reflection 

 
Learning Community 
The following table summarizes the elements and qualities that make up the 
learning communities of the four case study institutions, as mentioned in the 
interviews with the practitioners or in the curricular documents. 
 

Table 3.4 - Pedagogy: Learning Community Qualities and Elements 
 

Learning Community 
Qualities and Elements CCA Pinchot Kaospilot Presidio 

Community-wide events x x x  

Alumni association x x x x 

Alumni mentoring   x  

Team and Community Culture 
Building   x  

Focus on Rituals  x x  

Teachers & Guides:     
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Learning Community 
Qualities and Elements CCA Pinchot Kaospilot Presidio 

- Full-time lecturers x x  x 

- Adjunct-guest lecturers x x x x 

- Mentorship program x ? x ? 

- Coaching x x x x 

- Team Leader/Manager x  x  

- Residences x x   

Peer & team learning x x x x 

 
The role of the Team Leader at the Kaospilots appears unique, to the other 
cases. Each team is provided with at least one Team Leader who is/are in 
charge of designing each semester, booking guest faculty, coaching, acting 
as examiner, taking care of logistics and facilitating teamwide processes. 
Elbæk speaks of them acting as exemplars to the students and the unique 
relationship that they form with the students: 

 
“…you have to find your own style...BUT...you need to be a role 
model for the students, and also a practical mentor. You should have 
been out there, and done your own stuff, so you can walk your talk. 
The Team Leaders need to be attracted to the students. Each new 
team should be the most exciting team ever. You should be so 
curious to know who they are, and where they are going...everything 
starts with the students.” 

 
Shedroff referred to the role of  “…our two associate chairs, who are the 
first point of contact for their, respective, cohort (team) and are responsible 
for their experience overall.” Regarding the relationship among the different 
cohorts, he offers “We don’t divide the two cohorts much in terms of 
community events, but we do book and offer different workshops tailored to 
their different needs. They also do a lot of mentoring and coaching for 
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students in the cohorts.” However, comparing them to the Kaospilot Team 
Leader he states “I don’t think it’s quite as involved, however, as at KP.” 
 
Teaching Style 
The following table summarizes the elements and qualities that make up the 
teaching style practiced at the case study institutions, as mentioned in the 
interviews with the practitioners or in the curricular documents. 
 

Table 3.5 - Pedagogy: Teaching Style 
 

Teaching Style CCA Pinchot Kaospilot Presidio 

Standard Lecturing x x x x 

Distance Learning x x  x 

Online/Video Learning  x  x 

Seminar x    

Workshop based x  x  

Masterclass format   x  

Conferences  x x x 

 
All of the cases adhered to some form of model, which consists of a small 
core group of core staff, consisting of program directors, designer, and a 
few core lecturers, combined with an extensive network of adjunct lecturers. 
The lecturers appear largely to be practitioners in the field, combined with 
experience in academia and teaching. The lecturers are highly credentialed 
at CCA, Presidio, and Pinchot, but it is not a requirement for all adjuncts at 
Kaospilot. Their selection is based on if they have sufficient relevant 
experience. 
 
Assignments 
The following table summarizes the elements and qualities that make up the 
assignments offered at the case study institutions, as mentioned in the 
interviews with the practitioners or in the curricular documents. 
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Table 3.6 – Pedagogy: Assignments 
 

Assignments CCA Pinchot Kaospilot Presidio 

Individual assignments x x x x 

Group assignments x x x x 

Large group 
assignments 

 ? x ? 

Reports x x x x 

Case-based x x   

Client and Stakeholder 
projects x  x  

Enterprising Projects  x x x 

Capstone Projects x x x x 

Student-driven Projects x x x  

Stakeholder Critique x    

Studio x    
 
All of the case programs offer a variety of assignments to support the 
students in reaching their learning outcomes. There are significant 
qualitative differences in many of the assignments offered, but all four of 
the case programs end with a “capstone” assignment, which serves as a 
culmination of the entire education, and a test that the students have fulfilled 
all of the learning outcomes of the program. The assignment is called a 
“Pilot Project”, at Kaospilot, and can either be a start-up of their own or 
working with a client or collaborator. Both Presidio and Pinchot require a 
business plan and pitch to a panel. They are group projects. The CCA 
Capstone is described by Shedroff as the following:  

 
“They have a venture studio, which is half of their last year. It is also 
a team project and it is supposed to encapsulate everything they have 
learned up to this point. They have to create a great experience for 
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their customers, it has to have a strategic plan, it has to have a 
business model, and it has to fit all of the values and things they 
have been learning.” 

 
Experiential Learning 
The following table summarizes the elements and qualities that make up the 
form of experiential learning practiced at the case study institutions, as 
mentioned in the interviews with the practitioners or in the curricular 
documents. 

Table 3.7 - Pedagogy: Experiential Learning Elements 
 

Experiential Learning 
Qualities and Elements CCA Pinchot Kaospilot Presidio 

Site visits  x   

Focus on Personal experience x x x x 

Learning by doing x x x x 

Simulations  x   

Client or external assignments x x x x 

Real World Problem-based 
learning x x x x 

Project-based learning x x x x 

Prototyping x  x  

Learn by teaching   x  

Apprenticeship   x  

Internships  x  x 

International 
projects/placements  x x x 

 



 71 

All of the programs mention and highlight the experiential aspect of their 
curricula. Presidio offers four Experiential Learning Courses, which are 
trademarked under the “Dwight Collins Experiential Learning” concept. 
Collins mentions the value as the following:  

 
“The companies where people are figuring out the leading edge of 
these challenges, are the “living laboratories.” Because they haven’t 
already figured out the solutions, it’s more of an even playing field, 
students know more about sustainable business and company people 
know more about the business itself.  When they graduate, they 
typically have experience on their resumes. We did a review of 
courses, and when we asked which had the most learning ethics, it 
was during the EL that they did.” 

 
All of the Kaospilot exam projects involve working with external clients 
and stakeholders, which reflect their “Real-world” institutional value. The 
students work on an average of 15 external experiential projects, of varying 
length and styles, over the course of their education. Pinchot offers an 
“Action Learning Practicum” which allows the students the opportunity to 
apply their learning into practice with real clients and external stakeholders. 
There are two tracks, including “Organizational Leadership” and “Social 
Entrepreneurship.” Bamburg mentioned the important of experiential 
projects as the following:  

 
“Education is mostly project based: all along the spectrum, from 
cases to “real world” problems. Most projects take place in the real 
world, a messy place where things don’t go as planned and how to 
extract learning from that. Even in the first assignment, they are out 
in the world interacting with people who hold the information and 
they go and get it to bring it back into their own deeper 
understanding.” 

 
Reflection 
The following table summarizes the elements and qualities that describe the 
role that reflection plays, within the pedagogy, at the case study institutions, 
xas mentioned in the interviews with the practitioners or in the curricular 
documents. 
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Table 3.8 - Pedagogy: Reflection 
 

Reflection: Qualities 
and Elements CCA Pinchot Kaospilot Presidio 

Journaling x    

Group Reflection   x  

Group Dialogue   x  

Inquiry   x  
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4. – DISCUSSION 
 
In this section, the authors seek to answer the Primary Research Question: 

 
What could a curriculum that is capable of training entrepreneurs to 
lead transformational innovation processes toward human 
flourishing and sustainability contain? 

 
We will do so first by synthesizing the results of SRQ 1 and SRQ2 into a 
coherent set of conclusions and second by placing those results within each 
of the five dimension of the curriculum conceptual framework. From here, 
the relationship among the five dimension will be explored and outlined in 
order to create a more holistic and coherent explanation of the nature of a 
curriculum that is potentially capable of supporting TIS. This synthesis and 
answer to the PRQ is followed by a brief exploration about the ways in 
which the enterprise curriculum is nested within the wider social and 
ecological context. This goal of this investigation is to imagine the potential 
of the Higher Education Institution (HIE) to contribute to TIS and 
sustainability. Lastly, the validity of the study is investigated. 
 
4.1 A Model for Curriculum Design that Cultivates TIS 
 
The authors begin their synthesis of the results of SRQ 1 and SRQ 2 within 
each of the five categories of curriculum outlined in the study. These, recall, 
are: 

 
1. Paradigm/Worldview 
2. Purpose/Final Aim 
3. Competences/Skills 
4. Character/Virtue/Ethics 
5. Pedagogy 

 
4.1.1 Paradigm/Worldview 
 
In order to describe the nature of the paradigm(s) and worldview(s) that 
should make up this new curriculum such that it accords with the results of 
both SRQs, the following three themes will be explored: 
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 Outline of the contents and qualities of the paradigm(s) that can 

best support TIS 
 Definitions and conceptual clarifications 
 Outline of the dimensions and structure of paradigm 

 
Outline of the content and qualities of that paradigm(s) that can best 
support TIS. The authors believe that the paradigm that would be best suited 
to train and cultivate leaders to develop TIS should have the following 
qualities, qualities that gather together the insights gleaned from the data 
collected from SRQ 1 and SRQ 2. This paradigm is: 

 
 Based on understanding living systems or whole-system thinking 
 Governed by a firm belief in human development, or, what is the 

same thing, agency, as essential and as nested within 
community, society and nature 

 Critical of the current unsustainable systems 
 Grounded in ethics in general and one ethical virtue--a sense of 

justice--in particular. 
 Creative inasmuch as it imagines new sustainable futures along 

with transformative pathways to arrive there 
 Holistic and inclusive: albeit critical, it offers a non-dual view of 

the current unsustainable paradigms and is able to find common 
ground. 

 Aesthetic, creative and, above all, focused on meaning and what 
people value. 

 
Definitions and conceptual clarifications. Kuhn defines paradigms as 
"...accepted examples of actual scientific practice, examples which include 
law, theory, application, and instrumentation together...that provide models 
from which spring particular coherent traditions of scientific research...” 
(1961, 10). Harmon (1970, 5) offers the concise definition as "...the basic 
way of perceiving, thinking, valuing, and doing associated with a particular 
vision of reality....” Capra adds that they form a “constellation of concepts, 
values, perceptions and practices shared by a community, which forms a 
particular vision of reality that is the basis of the way of the community 
organizes itself” (1986, 11). 
 
The concept’s explanatory power has made it attractive among academics, 
public intellectuals, and activists seeking to understand the process of 
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change when it comes to the thinking and behaviors of communities. While 
Kuhn’s work and definition were focused exclusively on scientific research, 
the term is now widely used to describe phenomena in the social sciences 
and wider society. As Henderson (1993, x) explains: 
 

“In spite of Thomas Kuhn’s many cautions to me not to over-
generalize or to use his definition of paradigm in a social context, I 
believe a paradigm is a pair of different spectacles which can reveal 
a new view of reality, allowing us to re-conceive our situation, re-
frame old problems and find new pathways for evolutionary 
change.” 

 
The authors apply the term in its broader and more inclusive sense. A key 
question that arose during the gathering of the results had to do with the 
relationship between paradigm and worldview. The majority of experts 
interviewed did not make a distinction between the two terms. In his 
writings, for instance, Sterling (2003, 121) states, “Thus I do not find it 
particularly useful to make the distinction between the concept of 
worldview....and paradigm, except that - as Capra (1986, 11) points out - a 
paradigm is necessarily a collective term whilst a worldview can be held by 
a single person.” He adds that “The culture and paradigm/worldview are 
closely related and co-defining.” and goes on to equate paradigm concepts 
with worldview, culture and knowledge systems (Sterling 2003, 121).  

 
Other authors see paradigm and worldview as distinct. According to Aerts 
et al. (1994), a worldview is a "coherent collection of concepts and 
theorems that must allow us to construct a global image of the world, and in 
this way to understand as many elements of our experience as possible." 
Sanford makes a clear distinction between the two.  She defines a paradigm 
as “how we think things work, based on science and religion as it frames 
science. A cosmological frame of truth on a cosmological scale.” She 
continues by describing it as “a tightly knit cosmology that frames how we 
see everything. It is held together by beliefs about the working of reality. It 
is a series of group agreements about reality.”  She contrasts this with 
worldview, which she sees as both:  
 

“...cultural and personal. It is usually metaphorically held. Like our 
view of family is a worldview. Authoritarian or progressive. Heavy 
father figure or communal family in terms of governance. It is 
shared by subset of cultural groups like religions groups or political 



 76 

theorist. An authoritarian world view leads to Donald Trump where 
you need a strong father figure. Most American conservatives are 
authoritarian and most progressives are collectivist. But at this point 
in history they are all pretty much of the same cosmology (i.e. 
paradigm)—behaviorist and some mechanistic.”  

 
Sanford’s description of the distinction points to a worldview (or set of 
worldviews) as being nested “on top of” an underlying paradigm. The fluid 
nature of the two concepts, call for further investigation (see conclusion 
section , and the authors have adopted Sterling’s synonymous usage of the 
two terms. 
 
Paradigm/Worldview Dimensions and Structure. The authors have 
adopted Sterling’s three dimensions of curriculum as mentioned in Section 
3.1.1: the perceptual, the conceptual and actional. This holistic view 
illustrates the relationship between a curriculum designer’s and teacher’s 
understanding of the worlds (the conceptual), how they perceive and relate 
the world (the perceptual) and how they would then design, deliver and 
operationalize all of the elements of curriculum (the actional).  
 
4.1.2 Purpose, Vision, and Final Aim 
 
In order to describe the nature of the purpose, or final aims, that should be 
included in this new curriculum in such a way that they accord with the 
results of both SRQs, the structure and qualities of purpose, visions and 
final aims will next be explored. 
 
The Structure and Qualities of Purpose, Visions and Final Aims. The 
authors believe that the purpose, visions and final aims of the enterprise 
education institutions that would be best suited to train and cultivate leaders 
to develop TIS, all of which is intended to reflect a synthesis of the insights 
and data from the results from SRQ 1 and SRQ 2, should have the following 
qualities: 
 

 Intentionality: The curriculum should have a clear and 
compelling commitment to educating for sustainability and to 
promoting TIS and should do so by explicitly or implicitly 
taking an ecological or systemic approach. 
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 Explicitness: The purpose, or purposes, of education in general 
and of [X] in particular to the program should be made explicit 
so that students, staff, and members of the community can have 
explicit knowledge, as opposed to merely “tacit knowledge,” of 
what the education is about.  
 

 Nestedness: the final aims espoused by students, staff, members 
of the communities, the department and the institution as a whole 
should seek to align around a shared intention toward 
sustainability, one that is large or “generous” enough to house 
their individual purposes and aims as well. 
 

 Alignment: The purpose and final aim should be aligned with the 
worldview and paradigm of the curriculum along with the other 
curricular and operational elements.  

 
4.1.3 Competences/Skills 
 
In order to describe the nature of the competences and abilities that should 
be included in this new curriculum and would be in accordance with the 
results of both SRQs, the following themes will be explored: 
 

 The compiled list of competences 
 Definitions and conceptual clarifications 

 
List of Competences. As a reflective synthesis of the data and insights from 
SRQ 1 and SRQ 2, we believe the following list of competences should be 
included and cultivated in a curriculum aiming at training students to lead 
TIS:  
 

 Collaboration Competence: Collaboration Competence has to do 
with the ability to form and maintain relations and 
collaborations. Linking social with emotional intelligence, it is 
the ability to interact with and relate to people; the ability to 
form agreements, alliances and collaboration of diverse interests 
and stakeholders; the ability to build transparency and trust and 
to resolve conflicts and work toward common goals. 
 

 Ecological Intelligence: Based on a relational and ecological 
worldview and sensibility, Ecological Intelligence is the ability 
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to understand and work with the basic underlying patterns, 
dynamics and structures of the natural world, including how the 
human world is nested within it, in such as way as to avoid 
degrading ecosystems while at the same time contribute to their 
thriving. Based in the natural science, systemic thinking and 
indigenous philosophy, such intelligence should also be 
complimented by an ethos of care and interconnectedness.  
 

 Sense-making, (including Systems Thinking): According to 
Snowden (2008) to make sense of things is to answer the 
question: “How do we make sense of the world so we can act in 
it?” To do so is to be involved in a set of abilities such as 
visualising, mapping, and analyzing; thinking critically and in 
terms of patterns ; synthesising and communicating insights and 
exercising judgment and discernment. It is also the process of 
understanding complexity and ambiguity in different domains 
and circumstances. It is at once a creative and an analytical 
process aimed at combining thinking, action and design.  
 

 Envisioning Competence: The Envisioning Competence is the 
ability to imagine, conceptualize and shape generative ideas, 
dreams and realities—most notably, sustainable futures. It is one 
of the translating patterns that operates across contexts by 
synthesizing various items and seeing new combinations. This 
ability to imagine new realities ranges widely--from project or 
task, from organization to city, from province to the rest of the 
world. The practice involves not only refining the quality of 
one’s ideas but also challenging and stretching our notions of 
what lies beyond the adjacent possible. It is, finally, the ability to 
translate individual visions into shared visions and embraced 
realities. 
 

 Action Competence: The Action Competence shows that one is 
able to convert values, visions, knowledge, insight, experience 
and situational understanding into practical and goal-oriented 
action. It has to do with the ability to display initiative, to set 
goals, prioritize and make decisions. It is evident in someone’s 
resourcefulness and tenacity, in someone’s effectiveness. 
Especially crucial is situational awareness and practical wisdom 
(what the Ancient Greeks called phronesis) , a competence 
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signaling what the right thing to do in a given situation is. 
Related skills include project and process leadership and 
management, strategy and strategic planning, prototyping, 
tinkering and experimenting. 
 

 Communication Competence: Communication Competence is 
key to effectively bringing together all of the other abilities and 
in that sense is a ”keystone” ability. This ability should be 
understood as a way of gaining understanding and learning, a a 
way of fostering relationship and collaboration and as a means to 
execute, coordinate, advocate for one’s ideas and goals. It is 
made up of specific skills such as oral communication, visual 
sense-making, facilitation and storytelling, presentations and 
public speaking, written communication, listening, branding, and 
so on. 
 

 Learning and Mastery Competence: The Learning and Mastery 
Competence is concerned the ability to think in new terms and, 
at a second-order level, to learn how to learn. It involves a clear 
understanding of one’s thinking and of how to reflect on one’s 
thoughts in order to identified biases, blind spots and hidden 
assumptions. What is more, it is the ability to develop routines 
and habits that allow for the development of the other 
competences and VVAs. It folds within itself a sense of curiosity 
as well as a desire to experiment and includes related skills such 
as inquiry, reflection, and practice. 

 
Each competence should be viewed as complimentary and mutually 
reinforcing the others, as illustrated in Figure 4.6 
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Figure 4.6 - Core Competences 
 
Definitions and conceptual clarifications. The concept of competence is 
often poorly defined in the literature and is subject to ambiguity (Wiek et al. 
2010, Illeris 2009). Illeris describes two overarching views of competence: 
either it is “...an attribute of the employee...that can be translated into a 
certain level of performance...” or it is regarded more mechanistically “...in 
terms of the requirements of the tasks that constitute a certain job.” More 
sympathetic to the first view, we adopt the definition proffered by Wiek et 
al. (2010, 204). For Wiek et al, (citing Spady 1994, Baartman et al. 2007) a 
competence is “...a functionally linked complex of knowledge, skills, and 
attitudes that enable successful task performance and problem solving”  
      
4.1.4 Character: Values, Virtues, Attitudes (VVA) 
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In order to describe the nature of the student’s character (which, as we’ve 
said, includes values, virtues and attitudes) that should be focused upon and 
cultivated in this new curriculum, whose character should be in accordance 
with the results of both SRQs, the following two themes will be explored: 

 
 The compiled list of competences and abilities and their 

relationship with one another. 
 Definitions and conceptual clarifications 

 
List of Virtues. The following list of VVAs were are a synthesized list from 
both SRQs: 
 

 Proper Pride: Proper pride is a kind of confidence, which 
thought of as the right amount of humility and boldness, or 
audacity, or “believing in yourself.” All these attempts at hitting 
the mean share the idea that what is to be avoided is arrogance 
(excess) as well as timidity (deficiency). 

 
 Empathy: In the case of TIS, this means the balance between 

insensitivity to your context and stakeholders (deficiency) and 
being overly sensitive to the opinions of others, or to outside 
information and inputs (excess). So, the mean would involve 
being appropriately sensitive to others without letting any self-
preocuppations get in the way. 
 

 Perseverance (or Grit): Perseverance is partially active and 
partially passive. It’s active in the sense that one must go forth, 
yet it’s passive in the sense that one must endure. So, 
perseverance is rather like going forth while enduring. In terms 
of excess and mean, this capacity to keep going requires the 
judgement and good sense so as avoid giving up too soon 
(deficiency) or to stubbornly persist well after it makes sense to 
do so (excess).   

 
 Curiosity: Curiosity has to do with our relationship with 

knowledge. As we’ve said, one can’t be curious if one believes 
that one already knows. Such curiosity involves the capacity to 
engage with the world or a context with a good deal of wonder, 
openness and discernment just because one doesn’t yet know 
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what one seeks to find and to do so in a way that avoids close-
mindedness (deficiency) or gullibility or distractedness (excess). 
 

 Openness and Flexibility: The capacity to adapt, respond to 
uncertainty, setbacks and change. The virtue speaks to the 
capacity to align with an ever-changing reality, while not only 
avoiding becoming perturbed, and staying present. It avoids the 
excesses of stubbornness or rigidity (deficiency) and flakiness or 
aloofness (excess). 
 

 Self-care (or temperance): The capacity to both care for oneself 
as one is practicing care for external communities, stakeholders, 
and nature. The ability to take care of oneself while avoiding 
self-harm or burnout (deficiency) or meekness (excess). 
 

 Courage: The capacity to face one’s fears, under conditions of 
uncertainty and risk. A courageous leader is capable of showing 
“bold discernment”, identifying the proper balance between 
cowardice (deficiency) and recklessness (excess).  
 

 Patience: “The capacity to accept or tolerate delay” (Webster), it 
is the balance between impatience (deficiency), or non-
responsive or sluggishness (excess). As Pauli noted, the 
entrepreneur should “be extremely impatient to begin their 
journey, and extremely patient in arriving at their goal.” 

 
These eight virtues should be seen as complimentary and reinforcing, and 
supporting of the practice and realization of the students’ competences and 
their final aims. When we speak of “complimenting and reinforcing,” we 
mean, for instance, being radically curious about something one doesn’t 
know finds support in perseverance, the capacity to continue with the 
investigation, and patience, the ability to hold out longer, and openness, the 
ability to see a range of possibilities. When we refer to the connection 
between virtues and final aims, we have in mind the view that virtues make 
possible the achievement of final aims. 
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Figure 4.7 - Core Virtues 
 
Definitions and conceptual clarifications. The three terms--values, virtues 
and attitudes--appeared during both the exploratory and data collections 
phases of the research process. While distinct, the the terms refer to an 
overlapping “territory”, or space in the curriculum: the space of leadership 
development of the students as they carry out TIS and learn in general. 
According to the Oxford English Dictionary, values are defined as 
“Principles or standards of behaviour; one’s judgement of what is important 
in life.” Attitudes (Webster dictionary) are defined as “a position assumed 
for a specific purpose” or “a feeling or way of thinking that affects a 
person's behavior.” Regarding Virtue, there are numerous philosophical and 
theological frameworks, yet we find Aristotlelian virtues as most useful 
with respect to the design of this curriculum. Aristotle (Nicomachean 
Ethics Book II.9) defines virtue in terms of a certain disposition and in 
terms of opportuneness:  
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"[To] do this to the right person, to the right extent, at the right 
time, with the right motive, and in the right way, that is not for 
everyone nor is it easy; wherefore goodness is both rare and laudable 
and noble."   

 
The authors have adopted the use of Aristotelean virtue as the concept that 
is most holistic, and the notion of the “golden mean” as “...the desirable 
middle between two extremes, one of excess and the other of deficiency.11” 
This desired for a “middle ground,” or balance between the two extremes, 
elegantly describes the dynamic tensions, or even seemingly paradoxical 
nature of the virtues identified in the synthesis of the insights and results 
from SRQ 1 and SRQ 2.  
 
We wish to return to some of the concern about the “dangers” expressed by 
the experts regarding including Virtue in the curriculum for TIS. While we 
agree that prudence is in order when it comes to how the virtues are taught, 
we doubt very much that virtue education tends to lead or must lead to a 
“fixed type of ideal.”  Quite the contrary, some students, given their 
dispositions, will embrace some virtues that are tailored to the kinds of 
persons they wish to become while others will cultivate other virtues in light 
of their rich backgrounds and life stories. Visser’s objections too can be 
met.  To begin with, virtues, values, and ethics, especially in Northern 
European countries, are now largely secular matters. Secondly, talk of 
meaning alone does little to build the sort of character necessary to live 
meaningfully.  In our experience, social entrepreneurs too often lack what 
Buddhists call “right effort”: the necessary, disciplined powers to see things 
through, especially when things get tough or when faced with setbacks and 
delays.  
 
True, there are risks and dangers associated with teaching character 
education, but these are dangers that come with the territory.   
 
4.1.5 Pedagogical Principles  
 
In order to describe the nature of a pedagogy that fits into the new 
curriculum in a way that chimes with the results of both SRQs, the 
following principles are recommended.  
 
                                                 
 
11 http://www.newworldencyclopedia.org/entry/Golden_mean_(philosophy) 
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1. Alignment, coherence and holism. The pedagogy as well as all 
of its elements should come together, achieving a sort of 
coherence with the other dimensions of the curriculum: 
Paradigm and Worldview, Purpose and Final Aim, Competence, 
Virtues. The relation among the elements should not only be 
coherent but holistic, building up to a system or creating a 
syndrome. In particular, designers of the curriculum should seek 
to ensure that there is paradigmatic alignment among the various 
elements in the curriculum. 

  
2. Particularism. Each curriculum is unique, nested within a 

unique department and institution, within a unique and particular 
community and broader society. The culture, the institutional 
and regulatory landscape, the challenges, resources and 
opportunities within each setting are all unique and that 
uniqueness should be respected and celebrated in order to realize 
the full potential of the learning community and in order also to 
avoid standardized, and potentially inappropriate, solutions. 
 

3. Learning in Nested Communities. Learning is a social process 
(Wenger and Lave 1991) and takes place in a community 
(Palmer 2007). This community is made up of students, or peer 
learners, and potentially various kinds of guides and teachers. 
Both individual learning, peer or “mutual” learning (the 
horizontal axis) should be recognized and supported, along with 
“guided” learning or mentorship (the vertical axis). This nested 
community should be aligned around common, or at least 
complimentary worldviews, paradigms, final aims and cultures 
that are in service of TIS. The spaces, setting and other elements 
should aim to support a vibrant learning community. 
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Figure 4.8 - Learning in Community 
 
 

4. Learning is Experiential. Given the applied nature of 
entrepreneurship and innovation, an experiential approach 
should follow holism’s lead and should be based on Sterling’s 
three dimensions (conceptual, perceptual, actional). This can 
take many forms, based on the particulars of the curriculum, but 
should include a combination of theoretical, social, applied, 
reflective and inquiry-based approaches, including exploration, 
practice, creation, performance and reflection. The learning 
setting or experience should be consistent and appropriate to the 
subject matter. 
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4.2 The role of Curriculum Design, within the TIS Ecosystem 
 
We believe that a shift in the way enterprise curricula are conceived, 
designed and implemented can play a significant role in contributing to the 
needed transformation toward sustainability. That said, there is a need to 
avoid exuberance and the making of overly optimistic and impatient claims 
about this potential. Education in general and enterprise in particular have a 
crucial role to play in the promotion of TIS, but education is not a panacea. 
Sterling’s view of the dialectic and nested relationship between education 
and the broader society and its dominant paradigm and Worldview offers a 
key insight (Sterling 2003, 242):  
 

The nesting systems suggest that the larger social system, its values, 
culture, norms and expectations have a greater effect both on people 
(and young people) than formal education systems do, and also on 
the nature of educations, than education has on the nature of of 
emerging society. This does not deny that education affects people, 
and the transformative change can take place at the micro level, but 
holds that the overall effect is limited by the values, purposes and 
expectations that society... places on education. 

 
Education, it seems to us, is part of a broader story (and structure). In his 
interview with us, Thackara issues a valuable question: “At the end of the 
day: is the proliferation of tiny educational experiments an adequate 
response to the (sustainability) challenge?  Part of me thinks yes, part of me 
thinks no.” Sterling’s point speaks to the need to view a shift in education as 
co-developing with changes in other institutions across various scales. It has 
the potential to contribute to shifting the larger socials systems towards 
sustainability, yet the HE system itself is affected by those larger systems, 
including trends that oppose sustainability. We believe that the study of 
curriculum design and TIS should be “nested” and studied within a broader 
context of socioeconomic system transformation and change (Gunderson 
and Holling 2002, Homer-Dixon 2006, Meadows 1999, Scharmer and 
Kaufer 2013). This argument will be sketched in the conclusion section 
(section 5.0). 
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Figure 4.9 - A Nested View of Education 
 
4.3 VALIDITY 
 
Maxwell (2013, 243) speaks to two main types of validity risks: internal 
validity issues associated with bias and external threats of reactivity. For our 
own part, we took numerous precautions and made certain considerations to 
reduce the risk of both types of validity thread. According to Maxwell (ibid 
243), bias “...refers to ways in which data collection or analysis are distorted 
by the researcher’s theory, values, or preconceptions.” The authors sought 
to avoid this by identifying our values and preconceptions. This was done 
by creating an internal research memo, by forming a multicultural team that 
would encourage the team to make explicit their frames of reference, and by 
collaborating closely with shadow thesis groups and external mentors. 
Furthermore, intensive and broad-reaching literature reviews and 
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preliminary site visits were conducted in order to test out initial beliefs and 
thoughts within the field in order to bring our internal biases top the surface. 
 
In order to reduce other validity risks, we practiced triangulation, collecting 
a variety of types of data from numerous resources. We collected primary 
data in the form of curricular documents and conducted a large number of 
interviews with two types of experts, those working within enterprise 
educations and those working in and beyond. At each institution, at least 
two experts were interviewed in order to generate a diversity of opinions, 
insights and perspectives. When possible, more than one of us was present 
to reduce interviewer bias.  In order to increase the “richness” of the data 
(ibid), we produced verbatim transcripts of the interviews to ensure 
reliability and, during analysis, to provide a complete picture of the data.  

Finally, the authors engaged in a process of respondent validation where the 
results for both SRQs were sent to each of the respondents for comment and 
clarification. Any concerns, misunderstandings or misrepresentations were 
openly received, taken into consideration, when appropriate, changes made. 
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5. - CONCLUSION 
 
5.1 Summary of Findings and Contribution to the Strategic 
Sustainable Development (SSD) Field 
 
This study has made two principal contributions to the field and practice of 
SSD. One is minor, the other major. A minor contribution is the articulation 
and unfolding of the Transformational Innovation toward Sustainability 
(TIS) concept. It has added additional dimensions and concepts to support 
the understanding of how the process of transformation toward 
sustainability could unfold.  
 
The major contribution of this study can be seen in our combining and 
applying the SSD approach to the field of enterprise education and 
curriculum design. The existential question, posed by Robèrt and Broman12, 
which underpins the entire SSD research agenda is “…will there be enough 
leaders in time?” Inspired by this question, we humbly set out to investigate 
how innovation and enterprise education institutions could equip a 
generation of transformative “enterprising leaders” to effectively practice 
innovation informed by a systems-based awareness of the sustainability 
challenge and backcasting from sustainability principles. Our findings 
contributed to increasing potential effectiveness of applying the Fivel Level 
FSSD and ABCD planning methodology in innovation process (Broman 
and Robèrt 2017), specifically the seven competences and eight virtues (see 
Sections 4.1.3 and 4.1.4). Effectively mapping the nested social and 
ecological systems at the Systems Level of the FSSD and A Step of the 
ABCD would be supported by cultivating competences in “Ecological 
Intelligence” and “Sense-making.” The “Envisioning Competence”, the 
virtues of “Radical Curiosity” and “Openness” support the effective 
development of organizational visions at within the A Step, and the Success 
level of the FSSD. At the Strategic and Action levels of the FSSD along 
with the C and D-steps of the ABCD process, the “Envisioning”, “Action”, 
“Collaboration”, and “Sense-making” competences would be called forward 
in the development, testing and implement of initiatives. The salient virtues 
include “Empathy” for the various collaborators and stakeholders, 

                                                 
 
12 https://www.bth.se/eng/msls/ 
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“Courage” and Patience” as transformative is a lengthy, challenging, and 
potentially grueling endeavor. Overall, SSD is a developmental and iterative 
process, and the cultivation of the “Learning and Mastery” competence is 
very important for the practitioners to cultivate.  
 

The context in which we shall move from our current unsustainable reality 
to compliance with the system conditions is characterized by great levels of 
complexity (Senge and Scharmer 2004) and uncertainty, rather than a linear 
planning process. With our study, we set out to provide enterprise education 
practitioners with a model and set of recommendations for a curriculum 
capable of training leaders to navigate said complexity and increase the 
likelihood of reaching success. Data was gathered from leading 
practitioners, working at the intersection of innovation, education and 
sustainability along with education designers and practitioners, working 
within educations operating on the edge of the practice. The study provided 
an enterprise curriculum design framework, consisting of five dimensions 
along with a set of findings within each category:  

 Paradigm/Worldview: a nested framework and set of 
characteristics and qualities. 

 Purpose and Final Aim: a nested framework and set of 
qualities to align purpose across the scales of an institution. 

 Competences: a set of seven competences to be developed 
within the curriculum. 

 Virtues: a set of nine virtues to be cultivated within the 
curriculum.  

 Pedagogy: a set of pedagogical principles to be applied in the 
hope of putting the above four dimensions into practice. 

 
5.2 Future Research  
 
Working at the novel intersection of the fields of entrepreneurship, 
entrepreneurship education and sustainability, we sought to provide an 
overarching framework as well as a set of applicable findings for curriculum 
designers. The following questions can be regarded as invitations for 
researchers who wish to take our work some steps further: 

 What are the specific dimensions of TIS, and how do they fit 
together? 
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 With the aim of being more specific, how could TIS be 
conceptualized and applied within specific industries and fields?  

 
 What are the relationships among the competences and how do 

they compliment each other? 
 

 What are the relationships among the virtues and how do they 
compliment each other? 
 

 How could the cultivation of competences and virtues as well as 
the pursuit of final aims be perceived as a developmental 
practice, and what would the pedagogical implications be for the 
practice? 
 

 What sort of professional development would be needed for 
practitioners to implement this framework? 
 

 Lastly, how can the fields of enterprise education and curriculum 
design support cross-sectoral collaborations in order to 
contribute to the societal transformation needed to arrive at 
sustainability?  
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6.0 APPENDIXES 
 
6.1 Appendix A -  SRQ 1 Expert Interview Invitation 

 
Dear Zaid, 
I am very much looking forward to our conversation, today.  Here is some 
more background into our research. Can you please send me your skype 
contact info? 
 
1. THESIS BACKGROUND 
The course: Master's in Strategic Leadership toward Sustainability, based 
on the Natural Step Framework (founded by Karl-Hernik 
Robèrt): http://www.bth.se/ste/tmslm.nsf/pages/msls_home 
 
The topic: Education for Transformative Innovation toward Sustainability 
(university level) 
The research question: "What could a curriculum that is capable of 
training entrepreneurs to successfully lead transformational innovation 
processes toward human flourishing and sustainability contain? 
Desired results: A model and framework to support curriculum designers 
and teachers to create educations that are more effectively in service of 
transformational innovation toward sustainability. 
 
2. WHAT IS INVOLVED BY PARTICIPATING  
 
Interview Duration: 1-2 hours, or whatever time you have available. 
Format: over Skype, a semi-structured interview, and I believe that we 
would be able to have a very fruitful dialogue where we get to the core of 
things. 
The interview would be recorded and coded. Copies of the audio files are 
available upon request.  
Follow up: We will send you a copy of the end result, and offer you a 
chance to look at your contribution, and make comments on it.  
 
3. THE DIMENSIONS OF CURRICULUM THAT WILL INFORM THE 
QUESTIONS FOR OUR INTERVIEW: 

1. Nature of the Paradigm/Worldview that programs are working 
from and seeking to develop among thir students. 
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2. Telos/Goal/Final Aim of the education 
3. Competences/Skills that it cultivates. 
4. Role of character: Virtues, Values, Attitudes (and Ethics) in the 

curriculum  
5. Pedagogy 
6. Content 
7. Learning Processes 
8. Experiences 
9. Culture 
10. Community/Setting 
11. Faculty, Teachers, Advisors, Mentors. 
12. Partners 

 
Thank you again.   
Warmly, 
Pete, Xiaoou and Jason 
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6.2 Appendix B - SRQ 1 Expert Interview Guide 
 
Pre-Interview Clarifying of terms and questions 
 
Research Question: 
"What could a curriculum that is capable of training entrepreneurs to 
successfully lead transformational innovation processes toward human 
flourishing and sustainability contain? 
 
Case Study Participants 
The following institutions have agreed to participate in the case study  

 Presidio - MBA in Sustainable Management 
 Pinchot University - MBA in Sustainable Systems 
 Kaospilot - Enterprising Leadership Program 
 California College of the Arts (CCA) - MBA in Design Strategy 

Question: Are you familiar with the other case organizations?  
 
Definitions 
1. Transformational Innovation toward Sustainability (TIS) 
We define STI as... 
“... a multi-scale, multi-dimensional intentional process which, in the 
aggregate, aims to transform the underlying structures, institutions, culture 
and materials flows towards human thriving and sustainability.” 
Question: 
Do you have any questions or comments about  the definition of TIS? 
Do you believe that TiS could be taught and cultivated? 
 
2. Definition of sustainability  
We define sustainability using the Natural Step (or Strategic Sustainable 
Development) definition, which is comprised of sustainability principles, 
which act as a set of criteriafor sustainable activity, of all societal actors and 
institutions:  
 In a sustainable society, nature is not subject to the systematically 
increasing... 

1.   ...concentrations of substances extracted from the Earth’s 
crust (lithosphere); 

2.   ...concentrations of substances produced by society; 
3.   ...degradation by physical means; 
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 and, in that society... 
4.  ...people are not subject to conditions that systematically 

undermine their capacity to meet their  needs. (Robèrt et al.) 
 
Question: Are you familiar with this definition of sustainability? Do you 
have any questions or comments about this definition? What is your 
working definition of sustainability, if you have one? 
 
Scope of Research:  
Our research is intended to inform the design of enterprise and innovation 
programs that are: 

 University Level: either undergraduate or graduate programs. 
 Practitioner focused 
 Trans-disciplinary programs 
 Schools mostly located Western Industrialized Societies 

Model based on dimensions of Curriculum: 
1. Paradigm/Worldview 
2. Telos/Goal/Final Aim 
3. Competences/Skills 
4. Character/Virtue/Ethics 
5. Pedagogy 

- Content 
- Process 
- Teaching Styles and Roles 
- Mentorship/Apprenticeship 
- Experiences 
- Culture 
- Community/Setting 

Question: Do you see any dimensions missing? 
 
Interview Questions: 
1. Paradigm/Worldview 

 Can you describe the worldview that you see as necessary to 
develop and cultivate in the student entrepreneurs in order for 
them to bring about transformational innovation toward 
sustainability (TIS)? 
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 How would you describe the characteristics of the current 
paradigm and worldview for training innovation and 
entrepreneurship? 

2. Telos/Goal/Final Aim 
 Can you describe the characteristics of the what Goals/telos/final 

aim should be for a curriculum and its institution in order to 
effectively train student to learn to lead TIS? 

 Can you describe the characteristics of the what Goals/telos/final 
aim should be for the institutions where the curricula are taught?  

 What should a goal/Telos contain?  
3. Competences/Skills 

 What are the generic competences that you see as necessary for 
the students to develop in order for them to effectively lead 
transformational innovation processes towards sustainability 
(TIS)? 

4. Character/Virtue/Ethics 
 What are the generic values, virtues and/or attitudes that you see 

as necessary for the students to develop in order for them to 
effectively lead transformational innovation processes towards 
sustainability (TIS)? 

5. Pedagogy 
 How would you describe the pedagogy, overall, that makes up a 

curriculum that can cultivate the necessary competences, 
character (VVA) in order for students and graduates to 
contribute to TIS? 

 How would you describe (some of) the following pedagogical 
elements in terms of making up a curriculum that can cultivate 
the necessary competences, character (VVA) in order for 
students and graduates to contribute to TIS? 
o Content 

- Theories 
- Frameworks 
- Methodologies 
- Concepts 

o Process 
- Assignments 
- Teaching and learning  styles 
- Role of Mentors 
- Roles of Masters 
- Role of Advisors 
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o Experiences, Culture, Community, Settings 
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6.3 Appendix C - Case Study Document List 
 
Documents: Presidio - MBA in Sustainable Management 

 MBA Program Learning Outcomes 
 MBA Programmatic Design Rubric 
 Student Handbook 2013-14 
 SUS 6130 Course Syllabus - 2014 
 SUS 6145 Course Syllabus - 2014 
 SUS 6010Course Syllabus - 2014 

 
Documents: Pinchot University - MBA in Sustainable Systems 

 BGI Catalogue -  2013-2014 
 Pinchot (formerly BGI) Catalogue - 2015-2016 

 
Documents: Kaospilot - Enterprising Leadership Program 

 Kaospilot Curriculum - 2003 
 Kaospilot Prospektus - 2006 
 Kaospilot Curriculum - 2009 
 Component Descriptions: Creative Project Design 1 - 4 (4 Documents) 
 Component Descriptions: Creative Leadership Design 1 - 4 (4 
Documents) 

 Component Descriptions: Creative Business Design 1 - 4 (4 Documents) 
 Component Descriptions: Creative Process Design 1 - 4 (4 Documents) 
 Semester Description: Semester 1 & 2 (2015-16) 
 Semester Description: Semester 3 (2015-16) 
 Semester Description: Semester 4 (2015-16) 
 Semester Description: Semester 5 & 6 (2015-16) 

 
Documents: California College of the Arts (CCA) - MBA in Design 
Strategy 

 Desigm MBA Curriculum 2012 
 Design MBA Catalogue  
 Course Materials - Experience Studio 
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 Course Materials - Sustainability Studio 
 Course Materials - Marketing Insight Studio 
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6.4 Appendix D - SRQ2 Case Study Interview Guide 
 
Pre-Interview Clarifying of terms and questions 
 
Research Question: 
"What could a curriculum that is capable of training entrepreneurs to 
successfully lead transformational innovation processes toward human 
flourishing and sustainability contain? 
 
Definitions 
1. Transformational Innovation toward Sustainability (TIS) 
We define TIS as... 
“... a multi-scale, multi-dimensional intentional process which, in the 
aggregate, aims to transform the underlying structures, institutions, culture 
and materials flows towards human thriving and sustainability.” 
Question: 

 Do you have any questions or comments about  the definition of 
TIS? 

 Do you believe that TiS could be taught and cultivated? 
 
2. Definition of sustainability  
We define sustainability using the Natural Step (or Strategic Sustainable 
Development) definition, which is comprised of sustainability principles, 
which act as a set of criteriafor sustainable activity, of all societal actors and 
institutions:  
 In a sustainable society, nature is not subject to the systematically 
increasing... 

1.   ...concentrations of substances extracted from the Earth’s 
crust (lithosphere); 

2.   ...concentrations of substances produced by society; 
3.   ...degradation by physical means; 

 and, in that society... 
4.  ...people are not subject to conditions that systematically 

undermine their capacity to meet their needs.  
Question: Are you familiar with this definition of sustainability? Do you 
have any questions or comments about this definition? What is your 
working definition of sustainability, if you have one? 
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Scope of Research:  
Our research is intended to inform the design of enterprise and innovation 
programs that are: 

 University Level: either undergraduate or graduate programs. 
 Practitioner focused 
 Trans-disciplinary programs 
 Schools mostly located Western Industrialized Societies 

Case Study Participants: 
 Presidio - MBA in Sustainable Management 
 Pinchot University - MBA in Sustainable Systems 
 Kaospilot - Enterprising Leadership Program 
 California College of the Arts (CCA) - MBA in Design Strategy 

Question: Are you familiar with the other institutions? 
 
Model based on dimensions of Curriculum: 

1. Paradigm/Worldview 
2. Telos/Goal/Final Aim 
3. Competences/Skills 
4. Character/Virtue/Ethics 
5. Pedagogy 

- Content 
- Process 
- Teaching Styles and Roles 
- Mentorship/Apprenticeship 
- Experiences 
- Culture 
- Community/Setting 

Question: Do you see any dimensions missing? 
 
 Interview Questions: 
1. Paradigm/Worldview 

 How would you describe the paradigm and worldview that 
underpin the design of the curriculum at your institution? 

 How would you describe that the describe the paradigm and 
worldview that you see as necessary in order to most effectively 
train your students to lead transformational innovation towards 
sustainability? 

2. Telos/Goal/Final Aim 
 What is the final aim of your school in terms of the students and 

sustainability? 
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 How is the vision connected to the design and delivery of the 
curriculum? 

 What are the core values of the organization? 
 What are the success criteria for the graduated students? 

3. Competences/Skills 
 What are the core competences that that your school sees as 

necessary to cultivate in the graduates to in order to encourage 
the practice of transformation innovation toward sustainability 
(TIS)?  

 What are the core competences do you train and develop at your 
institution? 

4. Character/Virtue/Ethics 
 What are the core value, virtues and (or) attitudes that your 

school sees as necessary in order to cultivate in the graduates to 
in order to encourage the practice of transformation innovation 
toward sustainability (TIS)? 

 What are the core values, virtues and (or) attitude that you train 
and seek to develop at your institution? 

5. Pedagogy 
 How would you describe the pedagogy, in general, in your 

curriculum and at your institution? 
 What are the key pedagogical elements that make up your 

curriculum and that you see play a key role in cultivating the 
necessary competences, character (VVA) in order for your 
students and graduates to contribute to TIS? 

 Refer to the list of element:  
- Content 

- Theories 
- Frameworks 
- Methodologies 
- Concepts 

- Process 
- Assignments 
- Teaching and learning  styles 
- Role of Teachers 
- Role of Mentors 
- Roles of Masters 
- Role of Advisors 

- Experiences, Culture, Community, Settings 
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6.5 Appendix E - Case Study Mission Statements 
 

Presidio: “Presidio Graduate School educates and inspires a new generation 
of skilled, visionary and enterprising leaders to transform business and 
public policy and create a more just, prosperous and sustainable world. 
Through innovative professional degree, executive certificate and research 
programs, Presidio activates students and professionals across a range of 
disciplines, industries and sectors to bridge the gap between commerce and 
the common good.”(https://presidio.edu/about/mission-and-history) 
 
Kaospilot: “To be the best school for the benefit of the World” 
(http://www.kaospilot.dk/philosophy/) and the stated purpose of the 
KaosPilot is “Positive societal change through personal growth”. It suggests 
that KaosPilots aims to foster personal transformation in order to produce 
large-scale change.” (KP Curr. 2009, 5) 
 
CCA: “California College of the Arts educates students to shape culture and 
society through the practice and critical study of art, architecture, design, 
and writing. Benefitting from its San Francisco Bay Area location, the 
college prepares students for lifelong creative work by cultivating 
innovation, community engagement, and social and environmental 
responsibility.” (https://www.cca.edu/about) 
 
Pinchot: “To prepare learners from diverse backgrounds to design, lead and 
evolve enterprises 
that contribute to the common good” and “We fulfill this mission in two 
ways: by preparing our own students and by helping other business schools 
integrate values such as community, innovation, integrity, social justice, 
sustainability, and transformational leadership into the heart of their 
programs.” 
(Pinchot Curriculum 2015-2016 2) 
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6.6 Appendix F - Case Study Goals and Learning Outcomes 
 
1. PINCHOT (BGI) 
Program Goals 
Our MBA program goals are based on and support our mission “to prepare 
learners from diverse backgrounds to design, lead and evolve enterprises 
that contribute to the common good.” The competencies expected of all 
students graduating from our MBA in Sustainable Systems program derive 
from the program goals. 
Pinchot University aspires to: 

 Provide students with the attributes, knowledge and 
competencies required of leaders transforming our economic 
system toward sustainability 

 Equip students to achieve a satisfactory financial return for 
themselves and stakeholders in the very activities through which 
they help transform the economy 

 Create a powerful supportive network of sustainability and 
business experts involved in lifelong collaboration, learning and 
action 

 Develop curriculum, course materials and programs that will 
support the infusion of sustainability into mainstream business 
education 

 Make tangible contributions to the theory and practice of 
sustainable business through research, experimentation and 
application 

Program Learning Outcomes 
Pinchot graduates obtaining an MBA in Sustainable Systems will 
demonstrate the knowledge and capacity to perform adequately against the 
following program learning outcomes: 

 Understand the capacity and operation of natural systems, 
recognize the impact of business on those systems and seek 
opportunities to apply new business thinking to design, 
mitigation and restoration strategies. 

 Articulate the underlying assumptions and consequences of the 
prevailing economic system and work with relevant stakeholders 
to build just and sustainable economic alternatives that achieve 
better value for all. 

 Seek opportunity in the world’s major problems and design 
creative ways to engage business in addressing these challenges 
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while creating value for the enterprise, its stakeholders and the 
common good. 

 Master the traditional business disciplines of finance, 
accounting, marketing, sales, operations, management and 
economics and apply them in a broader, interdisciplinary 
approach to the design of responsive and innovative business 
solutions. 

 Generate both business performance and sustainable social 
change through principled and inclusive relationships, 
appropriate organizational structures and effective participation 
in face-to-face and virtual teams. 

 Cultivate the self-awareness, humility, integrity and cross-
cultural competence to lead effectively, authentically and 
collaboratively. 

 Communicate clearly and persuasively in writing, speaking and 
online media. 

 
The curriculum is divided into three integrated course sequences:  

 Capitalism in Context: Economics for People and Planet (9 
credits) 

 Values and Values Creation: Business Models for the 21st 
Century (9 credits) 

 Means and Measures: Accounting for Triple Bottom Line 
Success (9 credits 

2. PRESIDIO: 
Program Learning Outcomes - 3 Areas: 

 Sustainable Systems 
 Sustainable Leadership 
 Business Foundations 

Sustainable Systems 
Integrate systems thinking and sustainability frameworks to guide business 
strategy. Demonstrate systemic orientation by building competencies in 
systems thinking, sustainability literacy, ethics and social justice. 

 Systems Thinking: Apply whole systems thinking to reorient 
strategies toward sustainable solutions.  

 Sustainability Literacy: Integrate sustainability principles, 
frameworks, and tools to business activities, strategies and 
models.  
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 Ethics & Social Justice: Model highly ethical behavior and 
social justice orientation to affect sustainability across a broad 
spectrum of stakeholders.  

Sustainable Leadership 
Engender positive change through varying spheres of influence from the 
self, to the team, to the organization and ultimately to the system. Influence 
change by building on competencies of efficacy, resilience, adaptability, 
relationship management and organizational change. 

 Efficacy, Resilience & Adaptability: Adjust to changing 
situations and obstaxcles. Promote productivity and 
sustainability through a variety of contexts, including 
relationships, teams and organizations.  

 Relationship Management: Encourage and influence 
relationships that promote sustainability across multiple 
stakeholders and roles within the global, social, political, ethical 
and cultural contexts of business.  

 Organizational Change: Identify levers of cultural and 
structural change in an organization in support of sustainability.  

Business Foundations 
Integrate business fundamentals to design, develop and manage sustainable 
businesses. Demonstrate business acumen by building competencies in 
economics, innovation, capital management and critical thinking. 

 Economics: Analyze market behavior and interpret the 
allocation of resources, while recognizing the limitations of 
existing economic models 

 Innovation: Integrate sustainability principles into the design, 
commercialization, marketing, and production of innovative 
products and services.  

 Capital Management: Interpret the financial conditions of an 
enterprise and evaluate the use of financial capital to optimize 
value for all stakeholders, taking into account ethics and other 
forms of capital.  

 Critical Thinking: The ability to conceptualize, apply, analyze, 
synthesize and/or evaluate the nature of information and 
knowledge through observation, experience, reflection, 
reasoning, an communication in ways that guide belief and 
action.  

3. CCA DMBA 
Program Learning Outcomes (Competences) 

 Knowledge: History & Contemp. Context 
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 Knowledge: Interdisciplinary 
 Research: Critical Analysis & Synthesis 
 Research: Critical & Creative Thinking Skills 
 Communication: Oral 
 Communication: Written 
 Communication: Visual 
 Civic Responsibility: Ethics 
 Civic Responsibility: Sustainability 
 Civic Responsibility: Cultural Diversity 
 Civic Responsibility: Collaboration & Community 
 Practice: Innovation 
 Practice: Leadership 
 Practice: Quant. & Qual Research 
 Practice: Risk-taking & Change-making 
 Practice: Meaning and Value Creation 
 Practice: Professional Tools (Office/iWork) 
 Practice: Non-profit Competency 

 
4. KAOSPILOT 
Program Learning Outcomes 

 Connect theoretical knowledge with practical experiences – 
KaosPilots are educated in andfor real life. Theory is applied to 
existing problems and the students work through the whole 
programme with actual clients and issues. 

 Initiate, design and lead processes and strategies for change – 
KaosPilots are educated in process leadership aimed at 
developing people, organizations and communities. 

 Initiate, design and execute dynamic projects – KaosPilots are 
educated within project management, and leading projects aimed 
at creating new outcomes. 

 Initiate, design and start up a business or an NGO – KaosPilots 
are educated within entrepreneurship, innovation and business 
development. 

 Create and manage relations – KaosPilots are challenged to 
create, maintain, use contribute and understand human networks. 

 See possibilities as opposed to limitations – KaosPilots shall be 
able to see beyond existing patterns in order to identify 
opportunities and solutions to problems and challenges. 
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 Create creative solutions – KaosPilots are educated in creative 
development- and change processes. 

 Act in accordance with own motivation, values and beliefs – The 
KaosPilots are trained to believe in their own convictions and act 
accordingly. 

 Perform as an agent of change and take initiative – The 
KaosPilots make things happen, and are able to lead themselves 
and others across unknown terrain. 

 Create solutions for complex challenges – The KaosPilot learns 
how to navigate uncertainty, ambiguity and how to manage 
processes that catalyze change. 

 


