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ABSTRACT

This study examines some reasons why people become active in protecting the environment and
suggests how educators can facilitate this process within their classrooms. By using a combination
of situational interpretive and critical inquiry approaches, I was able to explore the experiences
people had in trying to teach, take or promote environmental action. Four viewpoints were used 1o
triangulate on the phenomenon of environmental action: teachers, students, environmentalists, and
myself. Iincluded myself as a subject of inquiry since my own experience of coming to action
coincided with the writing of this thesis.

Each of the first three groups (teachers, students, environmentalists) were interviewed to collect
data. Teachers and students were interviewed in person and our conversations were recorded on
audio cassette tape. The environmentalists were contacted by letier and asked to answer several
open-ended questions about their expericnces with action. The transcipts from these interviews
served as the data which was interpreted through a process called thematic analysis. The themes
that emerged from each group were comparced and contrasted with cach of the other groups. My
own experience was related in the form of a story of my personal history of coming to action.
These four views were then synthesized to reveal a picture of factors that encourage
environmentally responsible behavior.

The picture of encouraging environmentally responsible behavior that emerges from this study
is as follows: A person must have/develop a recognized affinity for the Earth and the lifc processes
that define her. He or she must have key experiences of interaction with a mentor who helps
develop his or her self-esteem and affinity for the Earth. There must be a redefinition of the rolc of
knowledge in environmental education to allow for experiential knowledge in addition to intellcctual

knowledge of an appropriate level. And there must be some sort of association and support from



other people who arc interested in protecting and preserving the Eanth. The implications of this

synthesis for teachers, the present school system, and teacher education are discussed

vi
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CHAPTER ONE INTRODUCTION

Now I see the secret of the making of the best persons.
It is to grow in the open air, and to eat and slecp with the carth.

—Walt Whitman, Leaves of Grass

THE ISSUE

The writing of this thesis has been as much a study of the evolution of a thought or idca as the
phenomenon it was designed to explore. As a conscquence, it has often been difficult to restrict the
focus to the original purpose. The more I leamed about the problems of environmental
empowerment and action, the more I realized that they are expressions of a greater, more
‘universal’ problem our planet faces.

We are all familiar with the litany of ills our world is experiencing. The greenhouse effect,
famines, acid rain, human rights violations, deforestation, nuclear arms, ozone deplction, corrupt
governments, poverty, crime . . . the list is long. And, it is difficult at times to sce how these
problems are related. The average North American reccives precious little connectivity from the
nightly news. Each problem is isolated into a two to threc minute scgment that presents “the facts,
ma’am, just the facts.” If opinions or values are presented, they too are mercly somecone clse’s
personal facts. But these problems are related; and they're related in a way that has long reaching
and fundamental implications for the transformation of our world.

Willis Harman describes this phenomenon in the following way:

The world lacks a vision of a viable global future. The industrialized world, having lost any
consensus on ultimate meanings and values, steers itself mainly by economic and financial
signals serving as pseudo-values. . . . Since there is no “reality” to inner expericnce,
transcendent values have no power and materialistic values prevail. . . . The economic
rationalization of knowledge leads to the “knowledge industry™: to science justificd by the
technology it produces; to education justified by the jobs it prepares for. Economic rationality
becomes predominant in social and political decision making, even when the decisions it lcads
to are unwise by other standards (such as the well being of future generations). Technological
solutions are attempted for problems that arc basically socio-political in naturc. The worth of



persons is assessed by their value in the economy. Man's relationship to the Earth is essentially
an exploitative one. (1988:113-114)

In a scnse, the prevailing mechanistic world view has reached its pinnacle of expression, If
living things arc reducible to the actions of molecules, if human thought and memory are nothing
more than chemical reactions, then it is only reasonable to assume that the products of those
phenomena (relationships, societies, culture) would be subject to the same ‘values’ that created
them in the first place. In biological terms, those *values' are called natural selection: survival of
the fittest.

In social terms, *survival of the fittest’ creates a system in which success is measured by access
to resources necessary for survival. Unfortunately, the controls that limit the expression of such
acquisitiveness in social systems have little to do with the natural systems upon which they depend.
As a conscquence, the damage that human populations are capable of inflicting on the earth before it
responds is quite great.

The carth experiences a great deal of the damage caused by the actions of human societies, but
the cffects are seen in the relationships between human beings as well. The world is viewed as
competitive and dangerous. Selfish needs and wants guide nearly every interaction. There is no
greater good since individual survival is the ultimate goal.

Admittedly, this is a gross simplification. Many authors have examined the evolution of human
societics in much greater detail. Some have attempted to show that the current problems can be
traced back to the industrial revolution and its associated Protestant Work Ethic (Weber, 1958).
Others have pointed to the combined “forces of democracy, technology, urbanization, increasing
individual wealth and an aggressive attitude toward nature” (Moncrief, 1970). The scientific
(Cartesian) revolution associated with the formal split between the mind and the body has been
implicated (Berman, 1981). The invasion of the co-operative, largely matriarchial cultures of
Europe around 3000 B.C. by the dominator cultures of the Asian steppes has been examined
(Eisler, 1987). It is difficult, if not impossible, to determine which of these theories holds ‘the
truth’ of social evolution. Itis quite likely that our present social organization is a result of

influences from all of these developments. And, while it is important that we understand the events
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that have contributed to the current situation in which we find ourselves, it is more important that
we know why those events occurred and how we can change the current course 10 a *vision of a
viable global future.’

After having explored such a diverse area, it is understandably difficult to retum to the problem
at hand, namely: how can educators help students become more active with respect to
environmental problems? And yet, it is not; because I belicve that the approach to solving this
problem may hold some of the seeds of a way to bring about the changes that are necded to attain

that viable global future.

RATIONALE

My exposurc to environmental education began in the fall of 1985. Until then, I had never
seriously considered environmental issues. My undergraduate work in biology had focused on the
workings of the biological systems of the world, not the state of those systems. Then, in the spring
of 1985, I took a course in the Department of Secondary Education at the University of Alherta. It
is a standard, compulsory, course that all Secondary Education graduate students “must” take
dealing with curriculum theory and evaluation. The instructor for this course, however, was
anything but standard. Although the people in the class came from diverse teaching subject arcas,
Dr. Aoki gently guided each person into a decply reflective place. He was able to draw from each
of us, through what we knew explicitly and implicitly, an essence that defined humanity. I was
forced to question the assumptions I held about nearly every aspect of biology and science in
general. No longer could I defend the a-political, a-social science I had been taught at my
undergraduate university. Biologists (and scientists) mus: acknowledge the effects their efforts can
have on society and the environment. I felt I had a responsibility to use these new points of view in
a constructive way.

During that summer, I returned to my home state of Oregon to visit my parents. Oregon is a
very special place for me. The variety of landscapes and habitats make it a naturalist’s drcam.

Within a few hours from where my parents live, I can be iz an old-growth forest, an ocean tide-



pool, a sagebrush prairie, or a high desert plateau. 1 feel a connectedness to the earth there in a way
I have not experienced in any other place. That summer, I began to think about my relationship to
this unique place. Irealized that I had a responsibility to work towards preserving its natural
condition. For me, this meant exploring ways to develop the feclings I had experienced in others
so that current destructive practices could be examined and stopped. For me, this meant
cnvironmental education. When I retumned to my studies in the fall, I began to explore the area.
Onc thing became very clear as my interest in environmental problems increased: I was not
following through with what I felt were ‘appropriate behaviors'. My knowledge of and concemn
over the issucs was high, but my participation in solutions to the issues was low. I realized that a
great deal of this Jack of action rested in my perceived inability to change the situations I felt were
unacceptable. The problems were so big that my input seemed insignificant. Conversations with
fricnds and students supported this observation. When I asked the students in an environmental
issucs coursc I was tcaching how they felt about the problem, the overwhelming reaction was one
of helplessness and depression. They felt concerned about the issues but unable to take action.
The implications of this problem are important for the future of environmental education. All of
the knowledge, skills, and attitude development in the world will mean nothing if we fail to address
the student’s basic necd to fecl that he/she can have an impact on the actions and decisions affecting
the environment. Unfortunatcly, the majority of the research and theorizing that has occurred in
cnvironmental education has focused exclusively on standard curricular concems such as those
mentioned above. It is essential that we devclop a better understanding of the experience of action

and the human place from which it comes.

PURPOSE AND DESIGN
The question of methodology for this study has been almost as important as the problem itself.
As rescarchers, we all make decisions about research methodologies that affect every aspect of the

problems we endeavor to examine. Perhaps the most fundamental decision a researcher makes has



to do with the questions she/he decides to explore. Those questions are determined, in large pan,
by the research orientation the person decides to follow.

In the human sciences, three primary orientations have emerged: ends-means or empirical,
situational interpretive, and critical inquiry (Soltis, 1984; Aoki, 1984). Aoki differentiates between
the three orientations on the basis of cognitive interests (values), forms of knowing, and mode of
evaluation (Table 1).

The interests displayed by each orientation speak to the underlying purpose of that type of
research. For empirical inquiry, the interest is in control of the phenomenon being investigated.
Erickson traces this interest back to Comte in the mid-19th century, who, he writes, “proposed a
positivist science of society, modeled after the physical sciences, in which causal rclations were
assumed to be analogous to those of mechanics in Newtonian physics” (1986:124). This type of
research has been adopted readily by Westem societies because it presents a view of human
behavior that seems predictable and manageable. Shapiro describes this ‘most seductive aspect of
nommal science’:

Such developments are incxtricably tied up with the desire to make predictable human behavior:
to view such behavior and the experiences underpinning it) as determined by the laws of
causality. It is to argue that under specific and constant conditions and in the presence of a
particular stimulus, g universal response may be attained. (1983:128, italics added)

Once a universal response can be predicted and attained, it is, theoretically, possible to control the
behavior to meet certain goals. When certain individuals or situations respond in an anomalous
manner, it is assumed that the theory has not accounted for some as yct unknown variable. When
that variable is known, the control can proceed in the normal fashion.

The interests displayed by situational interpretive research reflect a much different view of
human behavior. Here, the emphasis is on the ways in which pcople give meaning to the situations
they experience. According to Erickson (1986), interpretive research is designed to study the
actions people take (which arise out of meanings they give to situations) rather than the behaviors
they exhibit (which, by definition, are not linked to interpretation). It is essential that we leam how

to uncover these meaning structure because:



"epeue)) ‘UL ‘UOOWPT ‘BUXGIY JO ANsIoatu() ‘uonednpy A1epuoddg jo wounedo ‘01# ydesdouopy sixerq wnpnoLund ‘(po) Doy °J, "L Aoy
MON] € Ul UONENeAs WnRXn) Ul SUOHEIUIL UONEN|EAT] WRRIIUND) DANBWIIY UONEN|EAT PUE ‘O3polmou)] ‘SISO ‘861 1 'L ‘Mov wosy padepy .

UOIIpUOd

aaoadust o3 uonow1o} uonestdug pardurye
(s1oudspows j00x *ssandadsiad *suondumnsse
‘SonjEA ‘SISAUNIY) uoIpLoo veumy FmApspun

pistlic g blealiyictui=d =)o)

BORIGYA ML YSrnonp Suueaco-sige | M3 uonenys mr djdoad sSumuraws Jo Aifend). J0UINUOS ‘pIseq [20T ‘PIIUILIO JUIWIAIROY e uoneneAgy
USRS PonuD. GORWA[¥AS [suonenyse UOTIRA[¥AS SUBOW-Spuge 30 9poy
spedsy
pespianm Sundpopen 0 Snowsy, ITEWIANG. sSunreaw uownod *saatiows Jumkjureld SUOSEal 2ANINPIP [eAnodAy
sa18oj0ap! Aq pioip> nuRuosa ¥ Junpng BUTE[OY . 1o jeuonouny ‘fesned Juialy) FUTU[AYH.
‘SUONEZIBUOINE] ‘SIANO *soanpadsiad Sutueaws SOLIOANY) ‘SME] ‘SUOIIRZI[BIFUIT
*suondurnssy uoppy FHPETRISPU[]- Jo axmpongs daap jo suu w STPEFISISPU[]e ‘s1oB] JO SuL) W FEIPUFISIopU[]e Suimouy
FTTACTY [EINU). STTAOL; [euonFmIG. Sniaomy Epowmdurg. Jo suuog
(san[ep)
VONIPUCO LR PILIoISIP 30 suonduznsss UONEIUNUAUCD ANI{qRS Kouatoryye sisa1a)u]
usppry woxy vonediotms wy IS, —1onn [nj3urnmpai w JSIISUT feonsel s ‘uonodipaid ‘fjutensas ‘joguos W FSIIUL. 2an1udo)
Axmnbu) Annbuj Ambuy suonEILaLIQ
sonu) aanaxouy jeuonenig (reoudury) sueapy-spuy Yomasay

L, SUOBEIUINIO) YL DUMNOS VWY U] SIPOJY UONEN[EAT PUE 2FPajmou] ‘SISasau]

[ d1qelL




In a given situation of action one cannot assume that the behaviors of two individuals, physical
acts with similar form, have the same meaning to the two individuals, The possibility is always
present that different individuals may have differing interpretations of the meaning of what, in
physical form, appear to be the same or similar objects of behaviors. . . . If people take action
on the grounds of their interpretations of the actions of others, then the meaning-interpretations
themselves are causal for humans. This is not true in nature, and 8o the point of view of the
actor is not something the scientist must discover. The billiard ball does not make sense of its
environment., But the human actor in society does, and Cifferent humans make sense
differently. The impute symbolic meaning to others’ actions and take their own actions in
accord with the meaning interpretations they have made. Thus the nature of cause in human
society becomes very differcnt from the nature of cause in the physical and biological world,
and so does the nature of uniformity in repeated social actions. Because such actions arc
grounded in choices of meaning interpretations, they are always open to the possibility of
reinterpretation and change. (Erickson, 1986:126-127)
The interest, then, lies in coming to an understanding of the meanings people give to situations, not
for prediction’s sake, but for building a deeper understanding of thc human condition. *“At its core,
the essence of understanding is to put oneself in the place of the other—something which is only
possible if onc possesses a degree of empathy with the other or has the disposition to recreate the
experiences.” (Smith, 1983:12)

Research in the critical orientation takes the understandings developed through interpretive
research beyond the status quo to an “emancipation from hidden assumptions of underlying human
conditions™ (Aoki, 1984:14). Based on a combination of critical social thcory, nco-Marxist thought
and liberation pedagogy, this orientation focuses on examining the unconsciously accepted ways of
doing things in our socicty and changing those aspects that reflect interests detrimental to the human
spirit. This change aspect is essential since “critical sense-making without transformation ends in
cynicism” (Wemer, 1984).* Itis necessary to think critically in educational research because
interpretation alone often does not explicate those hidden assumptions. Intcrpretive rescarch allows
us to more deeply understand the human condition, but critical research cnablcs us to change those
aspects of the human condition which create dissonance. As Wemer states:

In terms of the classroom, critical interpretation is necessary because through a program people
guide student thinking and interpret experience for them. Students may be manipulated in tcrms

* To some extent, this may, partially, be what is happening with many teachers today. They have
come to realize that the system in which they teach promotes a certain set of values which they feel
are harmful to the human spirit, let alone human leaming. Because of the size of the system and the
interests involved in perpetuating the status quo, they are unable to effect real change. Hence the
high rate of teacher bum-out (read: cynicism).



of a particular group's interests, and be taught to accmt uncritically certain values and beliefs.
Since the developers may have the power to control the thinking of students, and evaluator
necds to ask the question, “In whose interest is this power and control exercised?”
Therefore, viewpoints should be made explicit since we can change our beliefs as we
recognize the consequences they may have for our activities. If we fail to question them, then
we may treat social realitics, shaped and maintained in our beliefs, as having an autonomous
existence apart from us. We tend to reify them. Consequently, fundamental changes in
programs represent changes of underlying belief, value stances, and perspective. (1984:33)

In essence, then, the product of critical inquiry is the process of critical inquiry: reflection and
action combinced to give praxis. In this process, the researcher is not separate from the subject nor
from the process:

Such reflective activity is guided by interest in revealing the root condition that makes knowing
possible, or in revealing the underlying human and social conditions that distort human )
existence, distortions that tend to alicnate man. Thus, critical evaluators attempt to determine
when theoretical statements grasp invariant regularitics of human and social action when they
express ideologically frozen relations of dependence that can, in principle, be transformed.

... Thus a critically oriented evaluator himself becomes a part of the object of the _
cvaluation research. The evaluator in becoming involved with his subjects, enters into their
world and attempts to engage them mutually in reflective activity. . . . Hence in the ongoing
process which is dialectical and transformative, both evaluator and subjects become participants
in an open dialogue. (Aoki, 1984:11-12)

While the epistemological differences between these different orientations are extensive, it is
important to remember that the distinctions arc not definite. The orientations exist more as a
continuum. In a sense, empirical inquiry directs the researcher toward a problem by identifying
arcas in which behaviors and interactions are causing problems. Interpretive inquiry then moves
the focus from the quantitative (which limits the level of inquiry) to the qualitative, from the
behavior to the action. Finally, critical inquiry moves beyond simple inquiry to a dialectical
understanding of the relationship between human actions and human belief systems.

Another important factor in my decision of which methodology to use in my study came from
my understanding (minor though it is) of the developments in the new physics. My readings in this
arca had a profound influence on how I perceived reality and research. Priorto exploring this area,
I'was still faily well entrenched in the empirical mode. The discoveries unveiled in the new
physics, however, have described a view of reality quite similar to the eastem mystic religions of
Hinduism, Buddhism, Taoism and Zen (Capra, 1981; Zukav, 1979). The more | leamed, the more
I began to question the primacy of the methodologics used by rationalistic science to “discover’

reality.



One of the most basic aphorisms of the new physics is that we cannot obscrve a phenomenon
without affecting it in some way. There is, therefore, no objcctivc; ‘out-there’ reality which may be
studied and observed to clucidate the truth. The very act of observing changes the nature of the
reality we wish to observe. Ours is truly an interactive universe:

As we penetrate into matter, nature does not show us any isolated basic building blocks, but
Eacmcr aplpgegaisgaiv.)a complicated web of relations between the various parts of a unified whole.
apra, :

... The crucial feature of quantum theory is that the observer is not only necessary to
observe the &mpcnies of an atomic phenomenon, but is necessary even to bring about thesc
propenties. My conscious decision about how to observe, say, an electron will determine thc
electron’s ?mpcmes to some extent. If I ask it a particle question, it will give me a particle
answer; if | ask it a wave question, it will give me a wave answer. The electron does not have
objcctive propenties independent of my mind. In atomic physics the sharp Cartesian division
between mind and matter, between the observer and the observed, can no longer be maintained.
g&t”e. ;a&ng;c):r spcak about nature without, at the same time, speaking about ourselves.

1D01G.:80-

Granted, extrapolating from the findings of a field like quantum physics to the study of human
leaming could be considered a major leap. However, as our understanding of the implications of
the ncw physics develops, it may prove to be a valid onc. For now, its power lics in the metaphor
it provides for viewing the human activity of research. As Erickson suggested, empirical inquiry in
the social sciences is analogous to the mechanics of Newtonian physics. In much the same way
that our understanding of physics has changed, so 100 has our mode! of social rescarch changed:
from separate, causal, mechanical events to interrelated, unified and dynamic rela:icaships between
individuals (Capra, 1981). This model obviously demands a much different research oricntation,
one which allows for the effect of the researcher and her/his interaction with the subject. of study.

I began by asking my questions. Basically, I wanted to know why pcople do or do not 1ake
action on environmental issues. Many people have looked at the dynamics of environmental action
(see Chapter Two). The majority of these studies, however, have utilized quantitative
methodologies: surveys, questionnaires, instruments, etc. Thesc methods are useful for measuring
the relationship between specific variables and action. However, as indicated above, the variables
associated with certain behaviors reveal only a partial aspect of the question of why people do or do

not take action.
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In order to answer this question more fully, it is necessary to move beyond the mechanics of
action (empirical inquiry) to the meaning. What meanings do people give to environmental action?
How do teachers view their role in empowering students to take action on environmental issues?
How do students view their ability to take action? What does it mean to a student when she/he
takes action? How docs the teacher affect the students’ action-taking behavior? What reasons do
action-takers give for their decision to become active? In essence, I wanted to know why people
become active in protecting the environment and how educators can facilitate this process.

In examining these questions, it was clear that some combination of interpretive and critical
inquiry would be necessary. The types of questions I had asked required answers that explored the
experiences that individuals had in trying to teach, take or promote cnvironmental action. There
scemed 1o be three groups of people that would best be able to answer those questions: teachers,
students and environmental activists. In addition, toward the end of the data collection period for
these three groups, I became involved with a local environmental group. It seemed, therefore,
necessary that I include mysclf as a subject of research by describing my own experiences of
moving from inaction to action. The specific methodologies and procedurcs I used in this study are

detailed in Chapter Three.

A STATEMENT OF POSITION: BIASES AND ASSUMPTIONS
Because qualitative research methods necessarily involve the researcher in the act of inquiry, it
is impossible and even undesirable for the researcher to remain objective. The subjectivity of the
rescarcher enters into every aspect of the study. As a consequence, the researcher must make
explicit any biases and preconceptions she or he may have. Morrison (1986) cites Giorgi in
explaining the need for revealing these biases:

1 delincate and make explicit the intenticn that guides the elaboration of my data. By means of
this procedure I am able to communicate to other rescarchers the attitude I assume with respect
to the descriptions. These clarifications take place for my consciousness as a researcher and are
tll;c_,cio_r;ggquencc of deepening the descriptions rather than extrapolating beyond them (Giorgi,



The control comes from the researcher's context or perspective of the data. Once the context
and intention becomes known, the divergence is usually intelligible 1o all even if not universally
agreeable. Thus, the chief point to be remembered with this type of research is not so much
Whether another position with respect to the data could be adopted (this point is granted
beforchand), but whether a reader, adopting the same viewpoint as articulated by the
'1‘9‘%'82)”" can also sec what the researcher saw, whether or not he agrees with it. (Giorgi,

- The most obvious bias I held prior to this study was that environmental action is hoth desirable
and possible. There are many reasons for my belief in this preconception. Some are based on the
findings of the sciences; others are based on the implications of the environmental crisis for our
society as a whole, as described at the opening of this chapter. For me, the process of coming to
this belief in the necd for action has been an excrcise in critical inquiry. Itis founded in critical
reflection very similar to that which is described above. In this case, however, I was the subject of
reflection.

As mentioned previously, I perceive the current state of environmental degradation to be a crisis
of values, not science or technology. The perspective I have come to adopt for guiding my actions
in response to this crisis is called deep ecology (Naess, 1973). Sessions and Naess developed the
following deep ecology arguments in an attempt to delincate a set of principles that could be used by
people of all religions and philosophies :

1. The well-being and flourishing of human and nonhuman Life on Earth have valuc in

themselves (synonyms: intrinsic value, inhcrent value). These values are independent of
the usefulness of the nonhuman world for human purposcs.

2. Richness and diversity of life forms contribute to the realization of these values and are also
values in themselves.

3. Humans have no right to reduce this richness and diversity except to satisfy vital nceds.

4. The flourishing of human life and cultures is compatible with a substantial decreasc of the
human population. The flourishing of nonhuman life requires such a decrease.

5. Present human interference with the nonhuman world is excessive, and the situation is
rapidly worsening.

6. Policies must therefore be changed. These policies affect basic economic, technological,
and ideological structures. The resulting state of affairs will be deeply different from the
present.

7. The ideological change is mainly that of appreciating life quality (dwelliny in situations of
inherent value) rather than adhering to an increasingly higher standard of ving. There will
be a profound awareness of the difference between big and great.

1



8. Those who subscribe to the foregoing point have an obligation directly or indirectly to try
to implement the necessary changes. (Devall and Sessions, 1985:70) :

The rcasoning given for the decp ecology position resembles that common to the process of
critical reflection. Ultimately, deep ccology argues that human beings must begin to consider the
well-being of the Earth if we wish to maintain even minimal needs. The conditions conducive to a
quality human cxistence, therefore, must always be determined in reference to the place human
occupy in the circle of life on Earth. As Naess states:

The essence of deep ccology is to ask deeper questions. The adjective ‘deep’ stresses that we
ask why and how, where others do not. . . . For example we need to ask questions like, Why
do we think that economic growth and high levels of consumption are so important? The
conventional answer would be to point to the economic consequences of not having economic
growth. But in deep ecology, we ask whether the present society fulfills basic human needs
like love and security and access to nature, and, in so doing, we question our society's
underlying assumptions. We ask which society, which education, which form of religion, is
beneficial for all life on the planet as a whole, and then we ask further what we need to do in
order to make the necessary changes. We are not limited to a scientific approach; we have an
obligation to verbalizc a total view.

It’s casier for deep ccologists than for others because we have certain fundamental values, a
fundamental view of what's meaningful in life, whit's worth maintaining, which makes it
completely clear that we're opposed to further develogment for the sake of increased
domination and an increascd standard of living should be drastically reduced and the quality of
life, in the sense of basic satisfaction in the depths of one’s heart or soul, should be maintained

“orincreased. This view is intuitive, as are all important views, in the sense that it can't be
proven. As Aristotle said, it shows a lack of education to try to prove everything, because you
have to have a starting point. You can’t prove the methodology of science, you can't prove
logic, because logic presupposcs fundamental premises. (in Devall and Sessions, 1985:74-75)

Deep ccology, then, truly embraces the principles of critical reflection. It may, in fact, prove to be a
more cncompassing framework in which future critical inquiry will be conductéd.

Another preconception I held prior to beginning this study had to do with a model of the factors
impinging on a person's decision and ability to take action on environmental issues. The model
upon which I based many of my decisions about procedure and method is given in Figure 1. It was
derived from the readings I did into the rescarch of environmentally responsible behavior,
empowerment theory, and citizenship education (sec Chapter Two). This model focused almost
exclusively on the relationships between the people involved in the action process. The
cnvironment enters into this model only as the object to which such responsible behavior is

dirccied.
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Age, peers (" Parental, teacher, Perceived threat (o the
support of students' environment
right to take action v
\,
Awareness of existing Perceived effectivness Increased student
action L of personal action action
[Knowlcdgc of ways tcj
take action

Figure 1. Model of the factors affecting cnvironmental action.

Another bias should be noted here. For me, there exists a connection to the Earth that gocs
beyond my rational understanding of the planet and the relationships that describe the
‘environment’. It is a very personal, spiritual (although not necessarily religious), and
encompassing sensc of my place on this Earth. It is not something which can be analyzed: rather it
depends on the ‘being-in-nature’ which is defined by experience. This fecling goes beyond that of
the mere physical senses. It retumns to the essence of experience as Heidegger depicted in his book
Being and Time. Evernden is worth quoting at length in describing Heidegger's work in this arca:

If we could conceive of a ‘field of care’ or ‘ficld of concern,” we might have a means of gaining
Kartial understanding of Heidegger's descr‘igéion of human being. His tcrm is not ‘ficld,’
owever; it is ‘Dasein’ (‘Being—there’ in German), and ‘the Being of Dascin itsclf is to be
made visible as care.” We know a territory by the actions of its occupant; we know Dasein by
the evidence of care.
One of Heidegger's interpreters, William Barrett, offers an especially usefui description of
how it is to be such a field of care.

Now there is nothing at all remote or abstract about this idea of man, or Dasein, as a field.
It checks with our everyday observation in the case of the child who has just learned to respond
to his own name. He comes promptly enough at being called by name; but if asked 1o point out
the person to whom the name belongs, he is just as likely to point to Mommy or Daddy as to
himself — to the frustration of both eager parents. Some months later, asked the same question
the child will point to himself. But before he has reached that stage, he has heard his name as
naming a field or region of Being with which he is concerned, and to which he responds,
whether the call is to come 1o food, to mother, or whatever. And the child is right. His name is
not the name of an existence that takes place within the envelope of his skin: that is merely the
awfully abstract social convention that has imposed itself not only on his parents but on the
history of philosophy. The basic meaning the child’'s name has for him does not disappear as
he grows older; it only becomes covered over by the more abstract social convention. He



secretly hears his own name called whenever he hears any region of Being named with which
he is vitally involved.

Notice that this is not unlike a suggestion considered earlier, that one does not really
experience the boundary of the self as the epidemis of the body, but rather as a gradient of
involvement in the world. But instead of consideti':)nq the extension of the sclf into the world as
akin to the making of a body image or a ‘phenomenal body,’ here we are talking about a field of
concem or care. The child recognizes the primacy of relationship, that its parents are an
intimate part of the event that is itself, This may no: be altogether unlike the experience of
persons who arc moved (often to their own surprise) to defend the useless, non-human world
around them. Each “secretly hears his own name called whenever he hears any region of Being
named with which he is vitally involved.” Wheiher it is the housewife who defies the N
chainsaws to rescue a tree that is beyond her proper:y et part of her abode, or the elderly
couple who unreasonably resis: expropriation of their home, or the young ‘eco-freak® fighting
10 preserve some vibrant, stinking bog, or even the naturalist who fears the extinction of a
creature he has never seen, the phenomenon is similar: each has heard his own name called,
and reacts to the spectre of impending non-being. (1985:63-64)

When I began this thesis, this fecling was inarticulate; it dwelled entirely within the place of
expericnce, ‘covered over by the more abstract social convention' (specifically that of my scientific
training). As such, its effects upon my day-to-day existence were erratic and depended almost
entircly upon exposure to a natural environment. During the course of researching this thesis, I
have begun to cxblorc this feeling, not in terms of analyzing its meaning, but to understand its
essence and the lessons it has to teach me about living lightly upon this Earth. As my
understanding has grown, so too has that sensc of connection. I now expericnce the connection
regardless of my physical setting.

In some ways, writing this thesis has been a spiritual joumney. Yet it is quite unlike anything I
cxperienced when I became involved with Christianity during my late teens. In looking back, I
think the difference lies in the genesis of the decision to explor= = particular path. With
Christianity, the experiences I now interpret as spiritual came only after being told how and what I
should fecl by the people of the church. With this new connection, I started with the experience,
my experience, the experience which I owned in my heart. Then I began to search for a tradition
which spoke to that experience. For me, this tradition lies in the teachings of the Native North
American spirituality. Ina sensc, I always knew this would be a place to which I would come,

eventually. It is my heritage, not only as a North American® , but also as a person of Native

* In his book, Indian Medicine Power, Brad Steiger wiites:
Carl Jung once wamncd Westemers that they should be cautious of an extended practice of
continued...
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ancestry. Butitis not the only path. The only requirement in this type of scarch is that the person
begin with the experience.

1include this bias here for two reasons. First, it contradicts the model described above
depicting the factors impinging on environmental action. It suggests that an expericntial connection
to the Earth is as important, if not more so, to environmental action as believing that your actions
can have an impact. This is a theme I must attend to during the course of interpreting the data |
have gathered. Second, it is an essential part of my experience of coming to action. For me, it has
provided the driving force to take action and the source of strength to continue.

Finally, I must define several tcrms that are used throughout the thesis. The first term is
‘environment’. Scientifically, the environment can bhe defined as “the aggregate to extemal
conditions that influence the life of an individual organism or population” (Miller, 1985:A3S).
These conditions include both living and non-living factors. While man-made sturctures would
technically fall within this definition, I limit ‘environment’ to the natural world, including human-
modified places such as farms and parks.

The second term that should be defined is ‘environmental education’. A suﬁunary of the
definition process is given in Chapter Two. My definition derives from the work in this thesis. It
is not so much a new definition, as a different emphasis. I definc environmental education more in
terms of the values and attitudes associated with educating for the Earth. In my definition, these
aspects are primary rather than secondary features of environmental education.

The last term I should define is ‘envirc.amental action’. 1use this term to describe any hchévior

which tends to increase the conservation, preservation, and restoration of the Earth's natural

yoga, as it was not a metaphysical practice of the soil on which they had been rcared.
Although there are basic spiritual insights which are universal, there may be unique modes
of attaining extended awareness, illumination, and cosmic consciousness that have been
given to certain peoples and places to more effectively achieve communion with the Great
Spirit within the confines or cosmically determined borders. If this is true, then the
American Indian vision quest, during which the seeker goes into the wildemess alonc to
fast, to receive a spirit guide and a secret name, not only provides us with a prototype of
the revelatory experience and the means of obtaining medicinc power, but it may provide us
with the peculiar mystical experience that is most cfficacious {for our hemisphere. (1984:25)
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systems and resources. Such actions can be as small and private as re-using a plastic bag. Or they
can be on a grander scale, such as political lobbying or demonstrations. ‘Environmental action’ is

used interchangeably with ‘environmentally responsible behavior'.

A FINAL NOTE

At this point I would like to promise the réader that this will be the end of the ‘doom and
gloom." We all know or have access to knowledge of the current state of the environment. 1 will
make no atiempt here to justify the need for changes. 1do this for two reasons: 1) I believe that
the evidence that exists with respect to the degradation of the environment is more than adequate to
arousc alarm and concem; and 2) I have found, from my own experience and the results of this
project, that a constant barrage of negativity and ominous predictions can suppress the desire to take
action with a fatalistic, fait accompli attitude.

This is a work of hope. I hope for a future in which our children and their children and their
children’s children can know what it is to walk in an old growth forest and be with the trees and the
smell of the warm, moist, spongy carpet laid beneath them. 1 hope that they can know the beauty
of a descrt sunset and power of a thunderstorm passing over them as they huddle beneath an
outcrop of sandstone and the smell of sage in the wet air after the storm passes. I hope that they
can know and respect their homes and their heat and their food and their clothing because these
things come from the carth willingly and renewably. And I hope that they wil know a world in
which conflicts between countries reinforces their respect for our ability to find creative, benign
solutions to difficult problems.

It is also a work of trust. I am trusting that those who read this will find the courage to begin
acting, in whatever ways they can, on the suggestions I make. I am trusting that human beings can
have a viable global future that acknowledges and enhances the life of the planet. AndIam trusting
that the changes that are occurring in our world right now can bring about that viable global future

in the least destructive way.



CHAPTER TWO LITERATURE REVIEW

We shall not cease from exploration
And the end of all our exploring
Will be to arrive where wé started
And know the place for the first time.
—T.§. Ellio, Linle Gidding

Environmental education draws from rich and varied sources in its effort to teach us about the
Earth on which we live and our relationship to it. It is essential that we understand those sources if
we are to appreciate the immensity of the problems associated with producing a coherent and
functional environmental education theory. Never before has one field of education proved so
encompassing and yet so difficult to implement. By examining the reasons for this problem, we
may find the seeds of its solution. This chapter, then, explores the history and development of

environmental education, all the while looking for those sceds.

THE HISTORICAL ROOTS OF ENVIRONMENTAL EDUCATION

Although environmental education, per se, is a relatively recent phenomenon in North America,
it is based on a conservation movement which is well over a century old. Most historians tracc the
beginning of this movement to the book Man and Nature by George Perkins Marsh, published in
1864. This book appears to be one of the first attempts to address the unrestricted resource use that
had characterized the expanding development of the North American continent. Many other writers
and naturalists contributed to the conservation movement over the next few decades. There are,
however, three people who characterize the development of the movement: Gifford Pinchot,

George Bird Grinnell, and John Muir (Fox, 1984).
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Gifford Pinchot epitomized the utilitarian approach to conscwqtiou. He believed that resources
were for human usc and that conservation consisted of a wise use policy that would maximize the
output of a resource for the longest period of time. “The emphasis was on rational planning for
cfficient development and use.” (Fox, 1984:22) This philosophy of human-centered conservation
is characteristic of the general govemmental approach to environmental resources.

On the surface, many of George Bird Grinnell's beliefs about conservation appear to coinéide
with those of Pinciot's. He was an avid sportsman and explorer. He based many of his
arguments for conservation on economic considerations. But he was a naturalist and his reasoning
about the need to conserve nature reflected this. He realized that westem society operates in an
imperfcct system that relies heavily on economic retum to confer value on most resources.
Although he felt natural resources were inherently valuable, he ofien justified their preservation
with cconomic reasons (Mitchell, 1987).

John Muir was thc most moralistic of the three founders of the conservation movement. A
deeply religious (although not necessarily Christian) man, he strongly pursued the development of a
public attitude that recognized the intrinsic value of natural environments. As Muir wrote,
“Thousands of tired, ncrve-shaken, over-civilized people are beginning to find out that going to the
mountains is going home; that wildemess is a nccessity; and that mountain parks and rescrvations
arc uscful not only as fountains of timber and irrigating rivers, but as fountains of life” (Muir,
1971:32).

All three of these men were contemporaries, and they each had an important influence on the
governmental policies that were being developed at the time. Pinchot strongly influenced the
United States Forest Service; Grinnell was very close to Theodore Roosevelt and had a great deal of
input to his policy of park development; and Muir’s philosophy is clcarly reflected in the National
Park Service's biocentric approach to conservation. But, as Fox (1984) suggests, the major trend
in public attitude and awareness has been to move from Pinchot's point of view to Grinnell’s and
then to Muir’s.

This progression aiso reflects the course of environmental education. Although the three
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founders of the conservation movement were not formally involvgd in edpcation.,thcit philosophics
serve as the rationale for the three pﬁmary focuses that arose during the early part of this century:
conservation education (Pinchot), outdoor education (Grinnell) and nature study (Muir).

Swan (1978) cites the following quote from the 1935 National Educ#ﬁonal Association's
Educational Policies Commission as descriptive of conservation education:

. . . Forests, soils, grasslands, watcr, minerals, oils, fish, game, and scenic beauty are among
the rich natural endowments of the area of the North American continent covered by the United
States. Realization of the basic importance of the resources, determination to utilized them for
the common good through long range planning, and general knowledge of appropriate remedial
and preventative conservation procedures are among the marks of an educated citizen, Since
future welfare and safety depend on those things, the schools may well assume considerable
responsibility for checking on the ravages upon the hcﬁglge of the nation made by ignorance,
indifference, carelessness, and unbridled selfishness. (italics added)

Conservation education has relied heavily on the findings of scientific rescarch to legitimate the
directions taken in conservation effort. Rationality and efficiency have been the primary concems.
Programs focused on “understanding more fully the characteristics, distribution, status, uses,
problems, and policies regarding natural resources"” (Stapp, 1974:46).

Outdoor education, which first appeared in the 1920s, focuses on the skills associated with
outdoor experiences (canoeing, hunting, camping, etc.). It differs to some degree from the other
two disciplines in that it is actually an approach that may be used in cither conservation education or
nature study (Swan, 1975). Since outdoor education stresses only the expericntial aspects of
relating to the environment, it can be distinguishced from conservation education. Its emphasis on
the wise use of resources for human recreation distinguishes outdoor education from nature study.

Nature study actually began earlicr than conservation and outdoor education in North America.
In 1908, L. B. Hyde Bailey founded the American Nature Study Society. Its purposes today arc:

1 tof l&elp develop appreciation and understanding of nature through first-hand expcrience out
of doors;

2) to support the conservation of natural areas, and encourage their use in nature education,;

3) to improve the quality of nature interpretation in schools, parks, literature, and naturc
organizations. ?Stapp. 1974:44)

The emphasis seems to be on encouraging a personal relationship with nature that may help guide

the students’ future actions. In most cases, it appears that nature study programs spend rclatively
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little time on the “facts and figures” of the natural environment and more time on experiential
encounters.

In a sense, these three approaches represented the cognition-psychomotor-affect triad for what
was to become environmental education. Conservation education stressed the knowledge necded to
properly preserve the cnvironment; outdbor education developed the skills needed to experience and
attend to the environment; and nature study provided the experiences that would lead to an
appreciation and respect for the environment. For the most part, however, these were competing
approaches. It wasn't until the mid-1960s, however, that environmental education began to
develop as a distinct ficld of study. Inlarge part, this was due to a growing public awareness of the
deteriorating state of the natural environment. As their involvement increased, educators began to
realize that the fragmented approach represented by conservation education/outdoor
cducation/nature study could not bring about the changes in beliefs, values, and actions that were

needed to deal with the environmental issucs facing socicty.

DEFINING ENVIRONMENTAL EDUCATION

Animmense amount of material was generated in the early 1970s following the passing of the
United States Environmental Education Act in August of 1970. During this time, a process of
definition occurred. Governmental agencies, private industry, teachers organizations, universities,
and publishing companies all produced curriculum materials dealing with environmental education.
As with any new development in education, there were conflicting views about the definition,
purposc, goals, methods, and direction of environmental education.

This development did a great deal to help define the field. These definitions had commonalties,
but they also exhibited conflicting ideas. The United Nations Educational, Scientific and Cultural
Organization (UNESCO, 1983) compiled the following list of representative definitions that have
been used:

Constructive attitudes toward the environment, in both the philosophical and programmatical
senses, have not yet become and ingredient in everybody s thinking and acting. This remains
the basic objective of environmental education. (Final report: Inter-govermmental Conference
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of Experts on the Scientific Basis for the Rational Use and Conservation of the Resources of
the Biosphere, 1968.)

The educational process dealing with man’s relationship with his natural and man-made
surroundings and including the relation of population, pollution, resources allocation and
depletion, conservation, transportation, technology, and urban and rural planning to the total
human environment. (In United States Public Law 91-516, The Environmental Education Act.)

Environmental education involves teaching about value judgements and the ability to think
clearly about complex problems--about the environment--which are as political economical, and
philosophical as they are technical. (Proceedings of the Organization of American States
Conference on Education and the Environment in the Americas, 1971.)

Environmental education is a way of implementing the goals of environmental protection.

Environmental education is not a separate branch of science or subject to study. It should be

carried out according to the principle of life-long integral education. (Proposed by the Seminar

?n Enyirlome)mal Education, organized by the Finnish National Commission for UNESCO at
ammi, . ,

Environmental education and the exercise of citizenship go hand in hand; the opening up of
opportunities for public participation in decision-making is the most important of all means to
environmental education, which should aim at developing a critical, moral and aesthetic
awareness of our surroundings. (Quoted in *The Genesis of Environmental Education” by K.
Wheeler in “Insights into Environmental Education” edited by G. C. Martin and K. Wheeler,
Oliver and Boyd, 1975.)

The aim of environmental education is to develop a world population that is aware of, and
concemed about the environment and its associated problems, and which has the knowledge,
skills, attitudes, motivations and commitment to work individually and collectively toward
solutions of current problems and prevention of new ones. (as stated in P. J. Fensham “A
Report on the Belgrade Conference on Environmental Education™ (Canberra, 1976) p. 25.)

Environmental Education is no more and no less than ‘citizenship education’, the development
of personal commitment and social responsibility combined with a systems-centered holistic
view of man in relation to nature, tied to a fundamental faith in the institutions of man and his
abilities. Citizenship also means political obligation: a readiness to participate in the shaping of
the community; and ability to assess, to assimilate, and where necessary challenge public
policy; and a willingness to serve in the interests of others. (T. O'Riordan, Environmentalism,
Pion, Lid., London, 1976:15.)

The similarities among these definitions are obvious. As UNESCO suggests, they all scem to

emphasize the following points:

» Recognition of the inter-relatedness of mankind and the bio-physical support systems in
which human life occurs.

* A priority for leaming values and attitudes as well as for leaming more customary
conceptual knowledge.

* A deliberate attempt to develop skills for real situations.
+ A relationship between education and codes of personal social behavior.(1983:28)
These definitions hold several implications for environmental education. First, environmental

education is an interdisciplinary subject. In order to fully explore a particular cnvironmental



problem, it is necessary to use several areas of study. For instance, a science teacher may discover
that hc/shé needs to examine the sociological basis of a particular problem in order for the students
to gain a full understanding of the issuc. Conversely, a social studies teacher will generally need to
refer to ecological information when discussing the ramifications of socictal actions. In this way,
cnvironmental cducation can become an ovcrriding theme for many, if not all, subject areas.

The second implication of the definition lies in the broad theoretical base from which
environmental education derives. The three historical disciplines (conservation education, outdoor
cducation, nature study) have provided a framework for the standard curriculum development, but
cnvironmental education is moie than a combination of these three forerunncrs, As Alf (1981)
suggests, the ficlds of psychology, sociology, politics, and ethics are also important in solving
cnvironmental problems and should be included. This suggestion implies that a holistic approach
must be utilized if environmental education is to succeed.

One of the most synthetic and comprehensive treatments of the goals and characteristics of
environmental education was given in the UNESCO publication, Environmental Education in the
Light of the Thilisi Conference. This book was based on the findings of the first Intergovermmental

‘Conference on Environmental Education held in Thbilisi (Georgian SSR, USSR) in October of
1977. Many of the current environmental education policies used in schools today are based on the
results of this conference. UNESCO gave the following primary goals of environmental education:

1. to foster clcar awareness of, and concem about, economic, social, political, and ecological
interdependence in urban and rural areas;

2. toprovide cvcry person with opportunities to acquire the knowledge, values, attitudes,
commitment and skills needed to protect and improve the environment;

3. to create new pattemns of behavior of individuals, groups and society as a whole towards
the environment. (1980:71)

UNESCO emphasized that the “achievement of such ultimate aims presupposes an education
dispensing knowledge and methods and imparting attitudes and values which will contribute to
understanding and solving environmental problems” (1980:24). They also believed that changes in

behavior, with respect to the environment, would only come about when “a majority of the
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members of a particular society have adopted more positive values” (ibid.:24). They stressed that

‘environmental education should not be regarded as a new disciﬁlinc to be added to existing
subjects. Rather, it must “promote new basic knowledge and new approaches within the
framework of an overall educational policy that stresses the social role of educational institutions
and the need to create new relationships among all the participants in thc educational process”
(ibid.:25). With these ideas in mind, UNESCO proposed the following characteristics of
environmental education.

Problem-solving approach :

An environmental education tgemm must makc pco‘ﬁle aware of the environmental
problems that exist and develop their abilities to analyze the issues, evaluate the possible
solutions, decide on an action to take and implement that action. In solving environmental
problems, it is essential that the student examine the economic, social, political, technological
and ecological implications of the decisions they make.

An interdisciplinary educational approach

An environmental education program must attempt to bridge the gaps between the various
educational disciplines and present a wholistic, comprehensive approach to environmental
issues. It involves examining the issue in its entirety and then looking at the interactions
between the social, ecological, economic and political factors acting on the problem.

Integration of education into the community

ecause most environmental problems are real-life situations and not merely classroom
examples, it is necessary that environmental education programs be integrated with the
community in an effort to encourage real-life action. Schools should he located within
communitics both physically and symbolically. They should become community resource
centers as well as leaming centers. This will enable students to act more easily on the
information they discover.

A lifelong, forward-looking education

The rate at which changes in the human environment occur today necessitates an
educational program that equips people with the ability to extend their personal leaming on an
independent basis. It must teach people how to leam, how 1o analyze problems, and gather
information so they can use these skills after leaving the formal school system. (1980:70)

Finally, the conference recommended the following broad categories for the development of
environmental education objectives:

Awareness: 1o help social groups and individuals acquirc an awareness of an sensitivity 1o
the total environment and its allied problems.

Knowledge: to help social groups and individuals gain a variety of expericnce in, and acquire
a basic knowledge of the environment and its associated problems.

Attitudes: to help social groups and individuals acquire a set of values and feelings of
concem for the environment, and the motivation for actively participating in environmental
improvement and protection.
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Skills: to0 heullr social groups and individuals acquire the skills for identifying and solving
cnvimnmcn problems.

Participation: to provide social groups and individuals with an opportunity to be actively
involved at all levels in working toward resolution of environmental problems. (1980:71)

Because environmental education should take an interdisciplinary approach, it is not feasible to
design an cnvironmental education curriculum, per se. Programs must focus on the skills and
methods that best enhance an understanding of our place in and influence on the environment. Itis
helpful, however, to group the major concems of environmental education into areas that can be
drawn upon in selecting educational activities. VandeVisse and Stapp (1975) suggest the following
categorics:

1. Closed System [energy flow and transfer]

Ecosystems

Human Ecosystcms

Land Ethic

Populations

Environmental Contamination

Environmental Quality [optimum human environment]

Environmental Decisions

These catcgories outline the information and skills needed to evaluate an environmental issue. They
also provide the student and teacher with a philosophical foundation upon which to build a
knowledge base. Only by including consideration of the values consistent with an environmentally
responsible citizenry can environmental education attempt to consolidate its diverse background and
future goals.

The goals and characteristics given in the UNESCO proposal and by VandeVisse and Stapp
emphasize an important point about environmental education: it means little if the students don’t
begin to act in environmentally responsible ways. Action is an integral component of any
environmental education program; yet, students seldom follow through to the action level. There

are several possible reasons for this situation. First, taking action on an issue (ie., “What can [



do?") requires skills to which students are seldom exposed and commitment fpr which they are
scldom prepared. Second, the nature of environmentally responsible behavior and its implications
are rarely discussed explicitly. Finally, the values and beliefs associated with such behavior ofien
oppose societal (parental) norms. In order to appreciate the difficulties inherent in overcoming this
situation, it is necessary to examine the human behaviors and values that are consistent with a

healthy environment.

ENVIRONMENTAL VALUES AND BEHAVIORS

When discussing behaviors that lead to a healthy environment, an assumption must be made:
the current practices characteristic of Westem industrialized socicty are inherently destructive to the
environment. There is some disagreement about the validity of this assumption, chicfly from
cconomists (see Kahn, Brown, and Martcl, 1976; Simon, 1981; Walter 1981). 1 believe, however,
that the arguments supporting this assumption are very convincing both scientifically and
philosophically (although a complete description of the debate will not be given here).

Many authors have described the dichotomy between the current values held by our society and
those of a more environmentally responsible society. Dunlap and Van Liere (1978) characterize
these positions as paradigms or world views they call the Dominant Social Paradigm (DSP) and the
New Environmental Paradigm (NEP). As such, these paradigms represent a cohesive set of
values, beliefs and attitudes that guide not only how individuals view the world in which they live,
but also they ways in which they will bechave. Miller (1985) provides a good summary of the
beliefs associated with each side:

Dominant Social Paradi

1. Humans are the source of all value (anthropocentrism).

2. Nature exists only for our use.

3. Our primary purpose is to produce and consume material goods. Success is based on
material wealth.

4. Matter and energy resources are unlimited because of human ingenuity in making them
available.
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S. Production and consumption :fdaoods must rise endlessly because we have a right to an
ever increasing material standard of living.

6. We need not adapt ourselves to the natural environment becausc we can remake it to suit
our own needs by means of science and iechnology.

7. A major function of the state is to help individuals and corporations exploit the environment
to increase wealth and power. The most imponant nation-state is the one that can command
and use the largest fraction of the world's resources.

8. The ideal person is the self-made individualist who does his or her own thing and hurts no
one.

New Envi I Paradi
1. Humans are not the source of all value.

2. Nature does not exist primarily for human use but for all living species. In the words of
Aldo Leopold, each of us is “to be a plain member and citizen of nature.”

3. Our primary purposes should be to share and care for all humans and to recognize the right
of all species to live without interference or control by humans. Success is based on the
degree to which we achicve these goals.

4. Maucr and energy resources are finite and must not be wasted. As Arthur Purcell puts it
“A conservation ethic means simply a desire to get the most out of what people use, and a
recognition that the wasteful use of precious resources is harmful and detrimental to the
quality of everyone's life.”

5. Production and consumption of material goods need not increase endlessly—no individual,
corporation, or nation has a right 10 an ever-increasing share of the earth's finite resources.
(‘;Ih%rﬁ ;s enough for everybody's need but not enough for anybody's greed” (M. K.

andhi).

6. As part of nature, humans should work with—not against—nature. In the words of Aldo
Leopold, “A thing is right when it tends to preserve the integrity, stability, and beauty of
the biotic community. It is wrong when it tends otherwise.”

7. Major functions of the state are to supervise long-range planning, to prevent individuals
and corporations from exploiting and damaging the environment, and to preserve human
freedom and dignity. :

8. Wecan never completely “do our own thing” without exerting some effect now or in the
future on other human beings and on other living species. All past, present, and future
actions have effects, most of which are unpredictable. (1985:453-454)

Itis paricularly helpful to look at these altemnate world views as paradigms when attempting to

understand the dynamics of change from one to another. A paradigm shift occurs when a sufficient
number of anomalics accumulate which the current paradigm can no longer explain or accommodate

(Kuhn, 1970). Thesc anomalics shake the foundations of the dominant paradigm such that a
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change is imperative. Once this need for change is realized, a process of discovery accurs. New |
ideas are tried; altemate conceptions are applied. Through ihis process, a new pamdiﬁn develops
that helbs explain the different conception of reality that has arisen. As Capra ( 1982) suggests, we
appear to be in the state of flux generated by anomalous observations (ie., environmental
degradation due to current practices). The paradigm that seems to be developing and gaining
acceptance is the New Environmental Paradigm. |

The values associated with such a paradigm are, in many ways, the antithesis of the current
world view. They may seem similar due to the fact that our socicty pays a ‘lip-service' 10 some of
the NEP values. In reality, though, most of the NEP values are *over-ridden’ by the aggressive
and competitive nature of the DSP. Milbrath (1984) describes this diffemncé interms of the
modifiers that affect the way in which we express the central, innate value all organisms place on
their own lives (Figure 2). Since our society (Society A, DSP) emphasizes aggression and
competition, we typify the unsustainable society in which selfishness is directed inwardly. When
combined with our unique abilitics to alter the environment in drastic and often irreparablc ways,
we find ourselves in a positive feedback system that can only lead to destruction of the world in
which we live. The altemnative of a sustainable society (Society B, NEP) provides a value sysiem
that modifies the innate selfishness present in our specics.

Obviously, the values described in this section present many problems when brought into the
classroom. These problems, however, are not restricted to this particular sct of values. Anytime a
decision is made in a school, a certain sct of values are being promoted and others denied. For
instance, Baer (1985) argues:

Is it religiously neutral not to have spoken prayers before lunch in school cafeteria or at a more
formal sciiool banquet? Clearly it is not. The food is either blessed or not blessed, God is
either thanked or not thanked. No strictly neutral position is possible. To say that Christian,
Jewish, or Muslim students should pray silently if they want to makes no more sensc than to
say that atheist students should try not to hear what is being said in a spoken prayer or should
pay no attention to it. (p. 37)

Traditionally, there are two responses to the problem of values education. The first is to

establish altemative schools which openly promote the value systems the parents espousc. Bacr



28

suggests the solution to this problem in the public sphere is to initiate a tuition voucher system

The figure in this position was removed due to the
unavailability of copyright permission.

The figure gave a graphic representation of the discussion
in the immediately preceding paragraph.

The figure was taken from page 16 of:
Milbrath, L. W., 1984, "A Proposed Value Structure
for a Sustainable Society", The Environmentalist
4:113-124,

Eigure 2. Biological value modifiers shaping societal direction.®

whereby parents are issued vouchers that allow them to select desirable schools, regardless of their

financial status. He readily admits that this system is based on two ﬁssumptions:

1) Children are not capable of making all or even most of the basic decisions that pertain to
their own education; and

2) These decisions, particularly when they pertain to religion and basic values, cught to reside
with the children’s parents rather than with the state. (p. 36)

Unfortunately, he fails to address the problem of environmentally destructive p:srental values. The
decision about the ultimate morality or immorality of a particular value is left with people who may
be little more developed, morally, than their children.

The other traditional approach involves incorporating various valuing strategies inio the daily
educational activities of the school. Caduto (1983) describes the major strategies used in values

education today:

* From Milbrath, i.l\lvsl_l;)zsz “A Proposed Value Structure for a Sustainable Sciety”, The
Environmentalist, 4: .
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lnissez faire: "I"he laissez faire approach in EVE [environmental values education] is often
linked with a faith that increased knowledge alone about the environment will eventually
surface as a strong set of environmental values.” (p. 14)

+ monldevelopment: *“The philosophy of moral development states that the moral growth of
an individual occurs in progressive stages. Leamers are to be aided in this lecess by
being exposed to moral conflict situations and to other individuals who are functioning at a
higher level of moral reasoning.” (p. 14)

» inculcation: “The purpose of inculcating values is to instill in leamers certain chosen valucs
or to shift leamer values towards those desired ends. Values inculcation exercises center
on a few major methodologies: moralizing, modeling, positive and negative reinforcement,
and role playing.” (p. 15)

+ yalues analysis: ‘‘Values analysis applies the scientific, logical thinking of the Socratic
method of investigation to the study of values. Iis main og}ccﬁvc is to help leamers apply
?16‘; form of investigation to values exploration and decision making in their own lives.” (p.

+ yalues clarification: “Like values analysis, values clarification emphasizes the process of
valuing, not the values themselves. This process consists of three steps — choosing,
prizing, and acting. . . . Judgement is to be avoided.” (pp.16,17)

action leaming (service leaming): *“This theory is based on the socio-psychological theories
that go beyond thinking and feeling to action. Action leaming exercises encourage teachers
to take leamers out into the community to leam from real-life experiences.” (p.18)

+ confluent education: “This strategy states that both cognitive and affective education arc
inseparable in individual and group leaming. . . . The methods of confluent education
include exercises that link the leamer's thinking, feeling, and valuing.” (p. 18, 19)

* behavior modification: “behavior is determined by extemal reinforcements, which can be
either positive (reward) or negative (punishment). This theory assumes that atitudinal and
valuational changes follow changes in: behavior.” (p. 19)

This approach differs from that described by Baer in that the school attemplts to present a balanced
(or at least non-controversial) mix of value systems based, for the most part, on the mores of the
surrounding community of parents. Conflicts between differing value systems are usually dealt
with under the watchful eye of reason, as in values clarification (by far the most widely used
strategy in environmental values education). As Caduto states: “It is important for the tcacher to
strike a balance between his or her own sense of responsibility in EVE [Environmental Values
Education] and how much freedom he or she has in carrying out those responsibilities within the
constraints of institutional policies and community expectations™ (1985:33).

As Omstein and Ehrlich point out, we are “faced with a chicken-or-egg problem®”:

The key to getting curriculum changed seems to be changing the minds of adults, and the key to
getting new-minded adults seems to be training them early. Clearly one can’t be done without
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 the other, which means that both must be attemps at once. (1989:201)
It may not be possible to accomplish the goal of Environmental Values Education within the present
system. | A laisscz faire approach such as Baer's, however, fails to address the true need for change
in our socicty. New, creative approaches to the handling of values education in school settings are

nceded; ones which actively involve parents in the process of leaming and valuing, within the

public school system.

EFFECTS OF TYPICAL APPFROACHES TO ENVIRONMENTAL EDUCATION

Many educators have struggled to adapt both traditional and non-traditional teaching methods to
the goals of environmental education. These attempts have met with varying degrees Cf success.
The methodologies that have been used are moderately effective in transmitting knowledge and in
affecting the attitudes of the students toward the environment. They have, however, generally
failed to effect changes in the students’ behaviors. The nature of environmental education clearly
makes this change in behavior one of the criteria by which the success of such a program should be
judged. A new approach is needed if environmental education is to accomplish its goals.

Traditionally, environmental cducation has taken a content approach (Roth & Helgeson, 1972;
Childress, 1978; lozzi, 1981, 1984). The curricula tend to focus on two aspects. First, they
attempt to provide the background information conceming the ecological, economic, and political
intcractions that occur in our world. These are presented in a content format and therefore
constitutc leaming in the knowledge realm. Second, these curricula present information (data,
facts, etc.) about current environmental issues and problems. Again, this occurs primarily as a
transfer of knowledge. Such an approach generally uses methodologies such as lab investigations
of centain ecological phenomena, experiments dealing with the effects of pollution on ecosystems,
projects demonstrating altemative encrgy forms, etc. These activities can be a very important part
of an environmental education program; but, if the only exposure students receive is through such
methods, the interdisciplinary benefits of environmental education are circumvented.

Unfortunately, the only way many students experience environmental education is through a



content approach,

One of the primary problems with such an approach is the lack of reference to the values
inherent in environmental issues. While the students may receive accurate information about the
problems, this does not necessarily lead them to examine their values, much less change their
attitudes. Iverson (1975) found that students who were more knowledgeable about environmental
problems were not significantly more concemed than the average student. As Alvord (1972)
suggests, students cannot be expected to develop new envizunmental attitudes as a result of content
teaching. Itis possible, however, to alter student concems by teaching for the attitudes and values
involved in environmental issues (Quinn, 1976).

One of the most effective and widcly used methods of encouraging attitude changes in students
is the use of outdoor environmental encounters (Collins ct al, 1978). Field trips, ovemight
excursions, and week-long outdoor camps all seem to have a positive effect on the students’
attitudes towards the environment. In a national survey, Childress (1978) found the majority of the
public school curricula in environmental education included outdoor encounters of some type. He
also found that appreciation of environmental resources was one of the primary objectives of most
environmental education programs. While there can be many positive outcomes with this approach,
it generally does .ot provide the student with the skills needed to act on the knowledge and
appreciation he/she has developed.

Occasionally, environmental education programs will take an issues approach to environmental
problems. By examining the various arguments surrounding such issues, the students are given the
tools necessary to evaluate and make decisions regarding those problems. They arc encouraged o
objectively assess as many sides of an issue as possible, as well as the possible ramifications,
before making decisions. In this approach, there is often less emphasis placed on the values and
more on the feasibility of the various outcomes. Although such approaches provide more of an
opportunity for discussing attitudes and values than an information approach, a study by Hickman
(1982) suggests ihat teachers seldom include this aspect when treating controversial issues in high

school biology classes.



Even if attitudes and values can be modified, as Quinn suggests, there appears to be little
assurance that they will promote student action. In a review of the research concerning the attitude-
behavior connection, Schuman and Johnson (1976) found that, while the majority of the studies
they examined indicate there is a relationship between attitudes and behavior, the relationship is not
dircct. Attitudinal responses cannot “serve as mechanical substitutes for behavioral measures™f (p.
199). Thus, although attitude change is an important step in promoting environmental activism,
cducation programs must go further.

Erhlich (1969) suggests attitudes influence behavior through a number of intervening variébles.
Hec lists these as:

1. clarity: aclecar way for an attitude to be expressed in behavior must exist,

2. gxpressibility: some attitudes may only have their expression in verbal behavior or
antasy,

3. disclosure: a person must be willing to disclose his/her attitude,

4. perspective and the definition of the act: an act consistent with a person’s attitudes
may appear to the observer to be inconsistent,

]

. learning: the person may be leaming how to behave in a manner consistent with his/her
attitudes,

6. accessibility: the J)crson expressing an attitude may have little or no perceived access to
cnacting that attitude,

7. competence: individuals differ in the competence with which they can act on their
expressed attitudes.

The majority of these variables suggest that people may need help or training in expressing their
attitudes and tendencies as behaviors. Environmental education programs and teaching strategies
designed to promote the expression of behaviors consistent with environmentally aware attitudes

could be one way to increase active citizenship with respect to environmental problems.

ENVIRONMENTAL ACTION SKILLS: TEACHING FOR ACTIVE CITIZENSHIP
Environmental action skills are an essential ingredient in promoting environmentally responsible
behavior because they provide the student with the tools necessary for him/her to translate attitudes

and opinions into action. Environmental action skills have received little attention in the literature
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(Tozzi, 1984). One reason for this may be the difficulty of assessing environmentally msponéiblc
behavior, Most studies tend to focus on obvious, overt, public behavior such as litter habits and
transit system use. It is possible, although more difficult, to asscss less obvious behaviors. For
example, Ramsey, Hungerford, and Tomera (1981) used student self-reporting questionnaires and
parental questionnaires to assess the effects of an action-oriented curriculum on eighth grade
students. Multiple instruments like this increase the validity of the findings.

Another reason action strategies have received little attention is due to the ‘academic fallacy':
the idea that a person must have all of the information available about a prob:iit before a viable
solution can be derived (Kochan & Allen, 1981). Most environmental education programs have
tended to focus on the knowledge component rather than the skills needed by the student. As the
authors suggest, ““we tend to let knowing-what overwhelm knowing-how".

Several studies have demonstrated important increases in student activism when action skills arc
stressed. Ramscy, Hungerford, and Tomera (1981) found that eighth grade students who were
given a unit on environmental action skills demonstrated more conservation behavior than those
who received only nomal science instruction (although that behavior decreased almost 50% after
the unit). Asch and Shore (1975) also found increases in cnvironmentally conscious behavior after
fifth grade boys were exposed to an environmental action-oricnted program.

Based on his review of the literature, Iozzi (1984) suggests the following components of a
curriculum designed to promote student action:

Knowledge of:

1) environmental issues
2) ecological consequences of human behaviors
3) environmentally sound altematives
4) environmental action stratcgies
Skills in:
1) clarifying valucs

2) investigating issues



3) environmental problem-solving
4) application of action strategies to real issues (p. 122).

Hungerford, et al (198S) have done the most complete job of translating these components into
an educational program. In their text, Investigating and Evaluating Environmental Issues ang
Agtion Skills Development Modules, they provide a comprehensive program with suggestions for
how students can act on their concems and interests using four main types of action: persuasion,
consumerism, political action, and eco-management. They have provided an excellent system for
introducing students to the steps involved in taking action on an environmental problem. However,
they base their analyses of issues on a flawed perception of the place of values in environmental
problems. They suggest that the role values play in environmental problems rests in the differences
between people’s values. If there were no differences, there would be no environmental problems.
In an carlicr work which served as a basis for the modules, Hungerford and Peyton give the
following cxample:

If all human beings agreed that whales should and could be hunted regardless of species
survival OR if all agreed that whale harvests should be susFeuded indefinitely, there would be
NO environmental problem associated with whales at all. It is the value disparity across human
desires that creates the situation that allows us to point to decisions regarding the management
of the great whales as, totally, an environmental problem. And, of course, this is NOT
science—and, therefore, not ccology. (1976:3)

Later, in the teacher’s manual of their first set of modules, Hungerford et al. make the following
statements:

It is very necessary for students to begin perceiving what a human value is. It may be difficult
because many students will be of the opinion that a value position is either totally right or
wrong. . .. The correct concept for students to have is that differi may exist
concemning an issue and that because of this, environmental problems exist.

Certainly, human values affect environmental problems. But they affect them in that we
perceive centain trade-offs to be acceptable in light of the benefits received. If we behave in
destructive ways, the environmental problems exist regardless of whether or not we perceive them
to be problems. The ecosystems of the world that sustain life on this planet are affected by our
actions. If we were to continuc to destroy the rainforests and pollute the air and exterminate

specics, there could come a day when the Earth is altered to such an extent that human beings are no
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long able to survive. The values that are important to consider are those that are dictated by the
Earth. As a Western industrialized culture, those values are revealed through the sciences. Other
cultures, such aboriginal peoples, have come to similar understandings of the values of the Earth
through altemative ways of knowing. The end result is thc same.

In addition to this major conceptual flaw, the program has several other logistical weaknesses.
It requires a significant amount of time to complete (up to a term for the lower grade levels).
Hungerford, et al. also attempted to make the program appropriate for a wide age range, thus
creating language too simple for the older students. As a result, these older students may not take
the program seriously. Many teachers have barely cnough time to complete the ‘required’
curriculum so the ‘add-on’ aspect of this program could prove its undoing.

The attitudes teachers tend to exhibit toward environmental education in genceral and action
approaches in particular reflect their concem for the importance of the area for tcaching. But
teachers also express feelings of incompeience in dealing with such issues. Champeau, Gross, &
Wilke (1980) found that teachers generally understood the goals of environmental education but felt
they needed assistance in helping their students achicve those goals. The teachers indicated that
workshops in teaching environmental education courses would be most helpful. Peyton (1978)
found similar reactions in his work on teachers’ attitudes toward environmental action strategics.

Environmental action skills arc certainly important in environmental cducation, but experience
tells us that they may not be the answer. I know how to write letters to governmental officials,
investigate the issues surrounding a problem, and boycott environmentally detrimental products.
And yet, I very scldom follow through with any of these strategics.

A study by Hines (1984) may give some clues to the reason for this discrepancy. Her meta-
analysis of the research of environmentally supportive behavior shows that a wide varicty of
variables can be associated with such behavior. These variables, in order of importance, arc:

1. verbal commitment: people who said they acted in a responsible manner generally did
so more often than those who didn’t (r=0.491).

2. locus of control: people who felt they had individual control over the situation (internal
locus of control) generally were more environmentally responsiblc than those who felt the



control rested with someone else (extemal log:u_s of control) (r=0.379).

3. efficacy perception: pcople who felt their actions were significant and effective were
more active than those who felt ineffective (r=0.35S).

4. attitudes: those with positive attitudes towards the environment and environmental
problems were more active than those with negative or neutral attitudes (r=0.347).

§. personal re;?onslbllity: those who felt they were personally responsible for the
environmental situation were more active than those who felt no responsibility (r=0,328).

6. knowledge: those who were more knowleggeable about an issue were more likely to
take action than those who were not (r=0.299)

These findings provide possible directions in attempting to increase student participation in
environmentally responsible behavior.  Hines characterizes variables 2, 3, 4, and S as “personality
factors™. This suggests that students need to feel that their actions make a difference in the fight
against cnvironmental degradation. Simply knowing how to take action on an issue may not be
enough to initiate that action. The student needs the personal conviction, power and relationship to

the Earth to carry through with environmentally responsible behavior.

EMPOWERMENT: A NEW CONCEPT FOR ENVIRONMENTAL EDUCATION
The concept of empowerment is fairly new to the field of education. It derives originally from
Paulo Freire and his work with cmpowering the people of underdeveloped nations through
cducation (Freire, 1970). Kreisberg (1986) summarizes Freire’s contribution to the concept of

cmpowerment;

First, Freire points to relationships of domination as fundamental to the nature of oppression.
He powerfully exposes how schooling and predominant teacher/student relationships reinforce
and reproduce domination and oppression.

Second, Freire outlines a liberatory pedagogy which offers “dialogue” as central to the
process of empowerment. Freire describes dialogue as ‘the encounter between men, mediated
by the world in order to name the world’ (1970, p. 76). Dialogue he says, is a ‘horizontal
relationship between persons. A with B = communication/intercommunication’ (1973, p.44).
Dialogue is fundamentally a relation of ‘empathy between two poles who are engaged in a joint
search’ (1973, p. 44). He describes the ‘matrix’ of dialogue as ‘loving, humble, hopeful,
trusting, critical’ (1973:44). (p. viii)

It has just been within the last few years, however, that the concept of empowerment has begun
to appear in cducational disciplines. Two areas have made particularly good use of the idea:

democratic or citizenship education and peace education. Its strengths and possibilities are best
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described by examining how it has been used in these two areas.

Beyer and Wood (1986) argue that classical, panticipatory democracy must bc encouraged if
individuals are to be empowered politically and psychologically. Only through the direct and
effective participation in the systems that affect one’s life can the attitude of personal power and
efficacy be developed.

In fact, evidence exists to suggest that when participatory democracy is practiced in a manncr

consistent with its three fundamental conditions — political participants having equal access to
requisite knowledge, being the actual makers of decisions, and having equal power — the

;lagl)itical process becomes more efficient” and participants gain a scnse of political ef! ﬁcacy.2 P

Wood (1986) suggests that the “central role of education should be democratic empowerment”.
He defines this as “the self-confidence to collectively explore and the courage to act upon choices
which are in the best self-interest of the communities to which we belong” (p. 4).  This involves:

* Believing in the individual's right and responsibility to panticipate publicly.

+ Having a sense of political efficacy, that is the knowledge that onc's contribution is
important.

+  Coming to value the principles of democratic lifc — equality, liberty, community.

* Knowing that alternative social arrangements to the status quo exist and are worthwhilc.

+  Gaining the requisite intellectual skills to participate in public discourse.(p.4)

Thomas (1985) gives another perception of empowering citizenship education: civic litcracy.
This literacy involves four components: moral reflection (dialectic of valuing), civic savvy
(dialectic of knowing), critical thinking, and active belonging (dialectic of participation). According
to Thomas,

each of these components . . . helps to contribute subjective meanings and understandings
about our world in a broader perspective. Each of the components addresses a curricular aspect
of the social studies in a dialectical way. This means that altemative vicwpoints are exposed
and investigated through discussion and reasoning by ongoing dialogue. (p. 168).

'See Wirth, A., 1983, Productive Work —In Industry and Schools: Becoming Persons Again,
University Press of America, New York.

2See Almond, G. A. and Verba, S., 1945, The Civic Culture, Little, Brown, Boston; Camoy, M.
and Shearer, D., 1980, Workplace Democracy: The Challenge of the 1980's, M. E. Sharpc,

White Plains, N.Y.; Wirth, Productive Work.



The empowering aspect of this type of citizenship education comes from the interaction of the four
componenits and the freedom to question current and altemative situations. By encourhging
students to examine and question the underlying frameworks associated with our society
(economic, political, social), they take power for themselves with respect to knowledge, values,
and reflections.

While Beyer, Wood, and Thomas focus empowerment on the student, Tozer (1985)
cmphasizes the role of the teacher. He argues that any program of empowerment, handed down
from teacher colleges or school boards, would fundamentally oppose the principles of participatory
democracy in that the teachers have little say in the nature of the program. In essence, Tozer is
suggesting that tcachers should be allowed, at the teacher education level, to explore the
foundations of panticipatory democracy in a relevant framework (addressing the student’s own
experience, not that of a teacher-to-be, for which he/she has no experience). “We are showing a
curious lack of confidence that public school teachers are able to author their own aims and
activitics. Yet it is just this confidence that we want them to have in their own students as they
cducate them for a democratic society.” (p. 198).

Peace cducation has been very active in applying empowcrment in many forms. Originating in
a concem for the current possibility of the destruction of life on earth as we know it, it focuses on
three fundamental perils: “the threat of nuclear war, the progressive destruction of our life-support
systcm, and the growing misery of half the planet’s pcople” (Macy, 1983:2) The psychological
effects of the possibility of nuclear annihilation have been well documented (Lifton, 1968; Mack,
1981). It is cntirely likely that these ctfects apply to the other two perils as well. Collectively
icrmed ‘psychic numbing’, these effects result three basic behaviors: disbelief in the possibility of
the destruction of our world, denial of the need to alter these destructive activities, and the leading
of a double life in which the seriousness of the situation is acknowledged but submerged under a
‘life-as-usual’ facade (Macy, 1983).

Macy discusses the forms in which psychic numbing expresses itself in human beings.

Feelings of fragmentation and alienation are common. By hiding the despair we may feel over the
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world situation, we are isolated from the rest of humanity and from oursclves. Displacement
activities such as the “pursuit of pleasure and other short-term goals™ may also result (1983:13).
Political passivity can result from the need to feel that the govemment is *“powerful, protective, and
wise"” (p. 14) in its attempts to deal with the perils facing the world. The current rise in vandalism,
violent crimes, and suicides may be connected to despair as expressed in destructive behaviors.
Psychological projection expressed in racist, sexist, and anti-"ism" behavior is also on the rise. We
may also screen the sources of information about the world that provoke feclings of despair.
Decreased mental capability has also been documented in response to impending peril. Finally,
bumout and a sense of powerlessness can result from this psychic numbing.

In response, Macy has developed an approach to empowering people experiencing this fecling
of despair. It consists of five guiding principles:

1. Feelliggs of pain for the world arc natural and healthy. Acknowledge our pain for the
world.

2. This pain is morbid only if denicd. Validate our pain for the world.
3. Information alone is not enough. Experience the pain.

4. Unblocking repressed feclings releases energy, clears the mind. Move through the pain to
its source.

S. Unblocking our pain for the world reconnects us with the larger web of life. Experience
the power of interconnectedness. (1983:22—23, 37)

The power experienced through the techniques Macy describes (and practices in Despair and
Empowerment Workshops throughout North America) comes from within the ‘ndividual or group.
It is not given, but encouraged to develop naturally. *“We experience it when we cngage in
interactions that produce value. We can experience that with loved ones, with seeds we plant,
materials we shape. Such synergistic exchanges gencrate something that was not there before and
that enhances the capacitics and well-being of all who are involved.” (p. 33).

Kreisberg (1986) describes a peace education course taught by a member of the Boston chapter
of Educators for Social Responsibility. When students approached this teacher about their desire to

leam more about the arms race and nuclear weapons, he attempted to get approval to teach a coursc
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called “Thinking Critically About National Sccurity”. When permission was denied, he armnged
for the class to meet after school. His description of what happened after the class had been sct

demonstratcs a classic example of empowerment on several levels:

So they got together twenty kids and we had an initial meeting three weeks before the course
actually started. We sat down as a group, and I said, “Why are you doing this? Why are you
here?”" And everybody said what brought them there. Then 1 asked them what kinds of
%cstions did they have, and I wrote all of those up on the board so that they could sec them.

cn I asked, “Well, if these are your questions, what kind of categories, what kind of topics
do you want to cover in the course?” And they sort of categorized those into about eight topics
with subtopics that covered most of their questions. And then I said that I would take that
information back with me, and bring back an outline with some suggested speakers and things
that I thought might fit and that we would review that next time.

Empowerment occurs here, most strongly, through the students® initiation of the course. Their
interest in the issues and a concemed teacher willing to assist them led to the development of a
coursc to address their perceived need, even though the administration did not support their cfforts.
Empowerment also occurs when the teacher relinquished his power over the students by allowing
thzm to generate the topics to be covered in the course. Recause of this aspect, the experience is
then based on the students’ concems and not those of someone else. Finally the teacher’s approach
to dealing with the students, as a facilitator and not a director, empowers them by making them
responsible for their own Ieaming experience.

Obviously, the concept of cmpowerment as it relates to environmental education has a great
many possibilities. It is implied in both democratic empowerment and in the peace education
movement. A few educators have called for a *socially-critical approach’ to environmental
cducation (sce Robottom, 1986), but little has been done to specifically examine the implications
and the possibilities. In any case, it appears that research in this area will have to focus on

empowering both the students and the teachers if it is to succeed.

SUMMARY
Every ficld of education envisions its society-changing potential with great zeal. We have been
told that each new program will improve our children’s intelligence, creativity, health, morality,

literacy, independence, etc. These promises have met with varying degrees of fulfillment. Even
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when the promises were broken, the consequences rarely proved life-threatening. 'I'hc promise and
vision of environmental education, however, provide us with a task ihat may hold the sccret to our
survival on this planet. Never before has the endeavor to educate taken such an imperative note:
human beings must leam to live with the Earth and all other species and cycles, or we and much of
the life on Earth will die.

As a consequence, environmental education has developed quickly (as a separatc ficld, only
within the last 20 years). It has drawn extensively from many other theories and practices in
education; and, it has created its own approaches. Until very recently, however, educators in this
field have emphasized fragmented and focused approaches that gencrally neglect one or more facets
of a holistic education. And environmental education must be, ultimately, holistic. It must attend
not only to the cognitive, affective, and psychomotor aspects of a child’s life. It must jntcgrate

them while it integrates the child with the world in which she or he lives: the planct Earth,



CHAPTER THREE DESIGN OF THE STUDY

We are given iwo ears and one mouth so we can listen more than we talk.

—Native North American proverb.

DESIGN AND METHODOLOGY

This chapter describes the design and methodology used in this study. As was mentioned in
Chapter One, I have looked to four different sources for understanding the phenomenon of
erviionmental action: teachers, students, environmentalists, and myself. It is important to point
out that this is a preliminary study; any one of the viewpoints I have pursued could have generated
cnough ‘data’ for a complete thesis. Idecided to include all four because I felt that it would provide
a ‘triangulation’ that would allow a strong overview of the phenomenon upon which future studies
could be built. To the best of my knowledge, this has never been done before and I felt that
foundation should be built before the question is explored more deeply {(whether by myself or
another rescarcher).

Triangulation as a concepi in qualitative rescarch has a “distinct tradition” according to Jick
(1979). He defines triangulation as “the combination of methodologies in the study of the same
phenomenon” (p.602). Triangulation can occur in two ways. The ‘within-method’ form involves
using the same method on different subjects. The ‘between-method’ form uses different methods
on the same subject group. This is the form used most extensively. In any event, the “researchers
can improve the accuracy of their judgements by collecting different kinds of data bearing on the
siime phenomenon” (ibid.:602).

Having determined that this should be a qualitative study, I was faced with deciding on the
methodology to use for each of the subject groups. An in-depth study of the phenomenon of

environmental action could take many forms. It could, for instance, involve an ethnographic study
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of a classroom going through an experience of ac;ion. It could involve a critical cvaluation of the
actions of an environmentalist. It could involve a series of reflective interviews with teachers who
teach environmental education. Because I wanted to deal with each of these groups, in addition to
my own reflections, I found it necessary to use methodologies that would yield as much
information from the subjects as possible in a short period of time. Interviews scemed to be the
best way to elicit this information.

The interview formats I used varied from group to group. With the teachers, the interviews
involved one-on-one, audio-recorded interviews tetween myself and the teacher. In the case of the
students, the intervicws consisted of recorded conversations with groups of students ranging in
number from one to five. In both of these groups (teacher and students), the intervicws were semi-
structured in that I prepared a list of questions prior to the interview to guide the conversation, but |
also allowed for explorations into other arcas that seemed to be important at the time of the
interview. The environmentalists were contacted via mail and asked 1o answer several questions
which were phrased in a open ended manner. I view these contacts as a *written interview'. Each
of these will be discussed in more detail below.

Traditionally, research studies have had to address four issues related to the quality of the
research:

1. Intemal validity (truth valuc)

Extemal validity (applicability)
Reliability (consistency)

HowW N

Objectivity (neutrality)
Because these concepts evolved within the rationalistic, quantitative paradigm, they do not translate
well to qualitative research. Guba and Lincoln (1982) suggest altemative, analogous terms:

1. Credibility: truth is determined by the people experiencing the particular situation. Assured
through prolonged engagement, persistent observation, peer debriefing, triangulation,
referential adequacy materials, and member checks.

2. Transferability: although limited as a concept by the very nature of qualitative rescarch, the
commonality of human experience can generate shared mecaning. Assured through



theoretical/purposive sampling and generation of ‘thick description’ which imparts
vicarious expericnce for the reader.

3. Dependability: defined as intemal stability in the light of conscious and unpredictable (but
rational and logical) changes during the research process (does the study *hold together’ in
view of the sitc circumstances?). Assured by the use of overlap methods (triangulation),
stegwise replication during the research tprocess._ and the dependability audit in which the
path of research is explicitly delineated for scrutiny.

4. Confirmability: based not on quantitative, intersubjective agreement as in rationalistic
research, but on retuming to the data themselves as the ultimate confirmation source.
Assured through triangulation, practicing reflexivity (uncovering the researcher's
assumptions and biases), and the confirmability audit where the path of interpretation is
explicated.

This study evolved reflexively. Ibegan with the teachers as a study group. I then realized that

I would need to talk to students to get a balanced and confirmable view of environmental action. In
the coursc of interviewing the teachers. I realized that the experiences of those people classified as
cnvironmental activists would also be valuable to the study. Finally, my own entry into the world
of action during the data collection period provided a fourth viewpoint. Each decision to
incorporate a particular study group evolved from some aspect of the research process. Although it
was not planned, I saw this process as strengthening the possible outcomes of the study. The
sampling of these alternative views (both within the groups and between them) provided
triangulation at threc Icvels: transferability, dependability, and confirmability.

Unfortunately, the credibility checks for this study are somewhat weaker. The interviews I
conducted with the teachers and the students and the Ietters I received from the activists represent a
‘one-time’ encounter with each group. I was unable to subsequently contact the individuals to
confirm my interpretations of their responscs. This was primarily due to logistical problems and
lime constraints. As I re-evaluate this study in the process of writing, I realize that this is an
csscntial feature that should haQe been incorporated.

It does not, however, mean that the data I collected are useless or invalid. They possess some
credibility in that they are triangulated between the different groups. My own experience, upon
which I can critically reflect, also lends credibility to at least parts of the study. Itis necessary,
however, to discuss this problem in advance of the actual analysis in Chapter Four so that the

interpretations I have madc can be placed in the proper perspective.
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T'have strived to limit my interpretations to those themes that seemed *crystal clear’ from the
transcripts. While I now view this approach to be limited, it is not without precedent in the ficld of
educational research. Rudduck (198S) discusses a research project she ‘inherited’ from Lawrence
Stenhouse upon his death. It consisted of a series of site case studies in the form of raw interview
transcripts and accompanying documents. She states:

In writing the overview of the LASS project we could only pay attention to the surface

meanings of the documents or texts (1.e. the interview transcripis); we basad our interpretations

on J:assages that our professional sccond records (i.c. our substantive records as educationalists
and our procedural records as interviewers) helped us to identify as offering an unambiguous
statement of a perspective worthy of attention. ... The dilemma ... is how to find an n;:gmach

e

that maintains integrity to the meanings that are between the lines of the transcript and
requirement that research be a public discourse. (p. 115).

She also cites Bartlett (1984) in describing Stenhouse’s approach to historical hermeneutic rescarch:

The ac‘g of interpretation may occur distanced from the social context in which the evidence is
derived.

The act of interpretation is based on evidence derived from discoursc in intervicw and fixated in
text archived as case records.

Interpretation of a single case record or across cases ... involves a process of refinement of
Jjudgements based on text evidence archived in case records.

Verification of interpretation is possible through a process of critical scrutiny of texts (casc
records) by researchers and through intersubjectivity of judgements. -

Public access to text evidence in archived case records is necessary to this process of critical
intersubjectivity and refinement of rescarcher judgement about an instance from a class or
population.

Text evidence is made public after following principled procedures (negotiation, access and
::lc‘mﬁdemiality are key concepts) that preserve the cthical and political rights of panticipants in
e research.

The act of interpretation of texts is related to a theory of action whereby participants’ reflections
on human experience — consciousness — inform their actions. (Rudduck, 1985:117)

In the end, the quality of this study and, indeec all qualitative rescarch, will be judged on the
basis of the degree to which it reflects the human experience. As I stated at the beginning of this
chapter, this is only a preliminary work. It points to the intersubjective reality of environmental
action. If it speaks to a common reality, I hope this is due to the truth of my interpretations. Only

further research and personal experience will tell.



TEACHERS

When 1 first began planning this study, I intended to use only teachers as the subject group. It
quickly became apparent, though, that there would have to be a more comprehensive approach. As
a consequence of that initial intention, however, I developed a questionnaire to include as part of the
‘data’. It focused primarily on the amount of time the teachers spent on environmental education in
their classrooms, the methodologies they used, and the degree of student involvement in selecting
environmental issucs to be studied. There was also a place for the teachers to indicate whether or
not they were willing to be interviewed. The cover letter and questionnaire are given in Appendix
A. In actual usc, this questionnaire served more to identify teachers with whom I could conduct
intervicws than as an actual data collection device. Nevertheless, some of the collective results are
bricfly discusscd in Chapter Four.

The teachers to whom the questionnaires were sent were selected from a membership list from
the Environmental and Outdoor Education Council, a provincial professional association of teachers
involved in environmental or outdoor education. I decided to restrict the administration of the
questionnaire to this group because I wished to speak with teachers who had some experience with
or exposurc to cnvironmental education. The difficultics expericnced by this group would, 1
reasoned, shed the most light on the problems associated with environmental education. Those
teachers entering the ficld could then leam from the experiences of these teachers. In addition, I
restricted the teachers to whom 1 sent the questionnaire to those in the immediate area around
Edmonton, Alberta. (This was primarily due to the fact that I lacked transportation with which to
reach teachers in other parts of the province.)

Thinty-nine questionnaircs were sent in late November of 1986. Over the next two months,
twenty-two responses were received (one teacher responded twice). Once the questionnaires were
retumed, I selected the teachers for the interviews. 1 had initially decided to limit the number of
teachers I would interview to twenty or less. Since only seven of the teachers returming
questionnaires indicated they were willing to be interviewed, I contacted all of them to set up

intervicw times.
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During the time between sending the questionnaires out and interviewing the teachers, my focus
had begun to change to its present orientation. This change was due primarily to the reading and
research | had been doing in preparing the review of the literature (Chapter Two). Because
empowerment scemed to address so many of the major issues associated with moving toward a
deep ecology perspective, I decided to use these concepts to develop the interviews with the
teachers.

T used an interview guide approach with both the teachers and the students. Patton describes
this type of intervicw:

An interview guide is a list of questions or issues that are to be explored in the course of an
interview. An interview guide is preparcd in order to make sure that basically the same
information is obtained from a number of people by covering the same material. The interview
guide Emvides topics or subject areas within which the interviewer is free to explore, probe,
and ask questions that will elucidate and illuminate that particular subject. The issucs in the
outline need not be taken in any particular order and the actual working of questions to clicit
responses about those issues is not determined in advance. ... The interviewer remains frec to
build a conversation within a particular subject area, to work questions spontancously, and to
establish a conversational style—but with the focus on a particular subject that has been
predetermined. (1982:163)

This approach seemed to strike a middle course that would allow me to gather similar types of
information from each respondent whilc allowing them the latitude to raisc particular arcas of
concem (see Table 2). The interview guide I used for the teachers is given in Appendix A.

In formulating the interview guide, I used several methods to assure the quality of the questions
and my ability to ask them. First, I attempted to construct questions which were “open-cnded,
neutral, sensitive, and clear” as described in Patton (1982:169-173). Second, I gave the list of
guiding questions to my advisor and to another graduatc student who was familiar with the intent of
this study. I'asked them to make suggestions about the clarity and focus of the questions. Finally,
I conducted an independent study project which, although it did not deal specifically with this
study, allowed me to practice my interviewing technique.

As indicated in the interview guide, when the teachers were contacted to set up a time for the
interview, I provided them with a list of preliminary questions. This process was designed to

encourage reflection on the issues by the teachers prior to the interview. It also gave the tcachers a
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sense of the type of questions I would be asking. Although this may have prejudiced their
answers, the reflection was necessary for responses that were sensitive to the individual's situation.

All but one of the teacher interviews were held in the teacher’s classroom or school. The other
teacher indicated that she would be on campus at the time of the interview and suggested that we
meet in my office. The interviews lasted from approximately 35 minutes to 70 minutes and were
recorded on cassette tape. I gave each teacher his or her questionnaire in order to remind them of
the answers they had given and then proceeded with the interview. In my opinion, | was able to
establish a good, conversational rapport with five of the seven teachers. The other two teachers
responded in a more stilted and restricted manncr.

After the interviews, I transcribed the tapes and conducted a thematic analysis of the content.
Rist (1982) defines theme analysis as “the clustering and presentation of material by key themes
found in the study.” It is a method of analysis used extensively in phenomenological rescarch.
Van Manen is helpful in describing the process:

Generally we can take two approaches toward uncovering thematic aspects of a phenomenon in

some text. One is the highlighting approach. The other one is the line-by-linc approach. Both

approaches should be used if possible. In the highlighting approach we listen to or read a text
several times and ask, ““What statcments or phrases seem particularly essential or revealing
about the expericnce being described?” These statements we then circle, underline, or
highlight. In the line-by-line approach we look at every single sentence and ask, “What docs
this sentence or statement reveal about the expericnce described?” As we thus study the lived-
experience descriptions and discemn the themes that begin to cmerge, we note that certain
experiential themes recur as commonality or possible commonalitics in the various descriptions
we have gathered. We hold on to these themes by lifling appropriatc phrases or by capturing in

singular statements the main thrust of thc meaning of the themes. (1984:21)

He cautions, however:

A phenomenological theme is much less a singular statement (concept or category) than an

actual description of the structure of a lived experience. As such, a so-called thematic phrasc

does not do justice to the fullness of the life of a phenomenon. A thematic phrasc only serves
to point at, to allude to, or to hint at, an aspect of the phenomenon. (ibid.)

Although the interview transcripts are not phenomenological descriptions per se, the processes
used in analyzing such descriptions seem particularly applicable to this study. Thematic analysis
provides a form with which to triangulate within and between the different subject groups (teachers,
students, environmentalists, myself). In addition, it allows me to glean significant insights upon

which further research can be built.
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The actual process I used is described in Barritt et al. (1984). It consists of selecting from the
text (in this case, transcripts) “those moments which ‘fly up like sparks' from the description”.
These moments are lified from the text when possible, rephrased where necessary (‘reading
between the lines') and then grouped into themes or common forms. In addition, variations are
also incorporated, and listed with their associated themes. These variations “throw the meanings of
the common forms into relief”’, reinforcing the themes at times, contradicting at others. They serve
as important credibility checks in the interpretation process. By reflecting on the themes, hoth
within the study groups and across them, a picture begins to emerge of the shared experience of

cnvironmental action. These themes and the picture they paint are described in Chapter Four.

STUDENTS

During the summer of 1988, I was hired to teach a course for the University of Alberta Faculty
of Extension Summer Youth University program. This program consisted of two, two weck
scssions taught on the university campus to junior high- and high school-aged students. The
students (or their parents!) select five or six courses in which to enroll during the two week period.
The classcs met five days a week for one or two hours. I had been hired to teach a course offered
by the Department of Zoology called Environmental Biology. When this job presented itself, 1
rcalized that I would have an excellent opportunity to intcract with and interview students on
cnvironmental action.

I'taught three sections in each session, each with approximately 20 Smdcnts. This gave me
roughly 120 students with whom I could schedule interviews. (I realized that not all students could
or would participate.) At the end of the first week, I gave the students a letter explaining my study
and why I wanted them to participate (see Appendix A). This letter also served as a parental release
form. (Because some of the students were attending from remote parts of the province, I was
unablc to get parental signatures for all of the students. Where a signature could not be obtained,

tclephone confirmation from a parent was received.)
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The interviews were conducted in groups ranging from one student to four in the classroom in
which they took my class. Five groups were interviewed (a total of 13 students). The interviews
ranged from approximately 20 to 60 minutes. The interview guide approach was also used with the
students and a copy of the guide is given in Appendix A. These interviews were also taped.

The students who agreed to participate represented a wide mix of ‘personalities’. In general
terms, some were ‘studious’, some were ‘goof-offs’, some were quict, some were boistcrous. All’
showed an interest in the environment and the rapport I developed with cach group was open and
interactive. They responded readily to most of the questions and were eager to talk to someonc
willing to listen to their views.

After transcribing the interview tapes, thematic analysis was conducted in the same manner as
that described for the teachers. With themes from two study groups (tcachers and students), 1 was
also able to begin drawing thematic commonalitics between the groups. Again, this analysis is

giveri in Chapter Four.

ENVIRONMENTAL ACTIVISTS

After interviewing one of the tcachers, a discussion about the origin of his environmental
activism ensued. While I was not able to record this conversation, it provided me with the idea for
another approach to the question of environmental action. 1 decided that it would be beneficial to
the study if I could get feedback from environmental activists on the reasons why they became
active in protecting the environment.

The activists were sclected in several ways. First, ] attended the 1988 general meeting of the
Alberta Environment Network, a coalition of environmental groups throughout Alberta. Most of
the groups are based on a grassroots, participatory format. Whilc there, I distributed a letter
describing my study and requesting a response from them. This letter is given in Appendix A.
Second, I sent letters to the board members and staff of major environmental organizations in both
Canada and the United States. Finally, I requested that these contactees pass along my letter to any
people they felt would be helpful, given the purpose of the study. Although the sample was not
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‘random’ or ‘scientific’, I feel I reached a logically appmptiatc group of activists. In all cases, the
letters were accompanicd by stamped, self-addressed envelopes to facilitate retum of their
responses.

In all, 173 letiers were sent to these activists. Forty-three responses (approximately 25%) were
received, ranging in length from a few lines to several pages. Some of the responses
(approximatcly five) were mere acknowledgements that the people had received my request but did
not have the time to complete the letter. Three included articles that had been written about their
cnvironmental carcers as their response (again, due to time constraints). All of the responses were
positive and cncouraging. Many of them indicated that they were grateful to have a reason to sit
down and reflect on the course of their path to action.

By traditional standards, the response rate was low. There are several possible explanations for
this situation. Although I asked for brief responses, the form of this request required the participant
to reflect on the course his or her life had taken. Obviously, this open—ended format would
require more time and cffort to answer than the typical questionnaire. Another possible explanation
comes from my own experience in participating in cnvironmental issues. When an environmentalist
is heavily involved with an issuc, it becomes quite difficult to respond to requests that aren't
dircctly associated with that particular issue. Priorities begin to screen the time and encrgy the
environmenialist devotes 10 requests such as the one entailed in this study. After working with
several environmental groups and watching the operation of several others, this selection procedure
scems to be quitc common. This observation is supported by some of the responses retumed by
the environmentalists. Those people who responded late indicated that they had been extremely
busy over the summer and had only found the time to write once things began to slow down in the
autumn (spring and summer seem to be the busy seasons for environmental issues).

As indicated at the beginning of this chapter, I considered these letters to be ‘written
interviews'. They were analyzed with the same technique used for the interview transcripts. In
some ways, these letiers hold closer to the form of ‘data’ used in the thematic analysis described by

Barritt ct al. (1984) than do the intervicw transcripts. By pulling out the themes from both types of



data, however, I was able to uncover the commonalitics between the different groups.

MY OWN HISTORY OF ACTION

The data I used for thematic analysis of my own experience come from much more diverse
sources than those of the other study groups. I began by writing my own personal history of
action, in much the same way 1 had asked the environmentalists to do, only more extensive. In
doing so, T used entries from a journal I kept periodically during the past year and a half. 1 asked
people with whom I have worked on environmental issues during the past ycar to reflect with me
onmy coming to action in order to clarify certain aspects. Finally, I reflected on the influence this
study had on my decision to become environmentally active by tracing and uncovering the threads

that have connected every aspect of this thesis to my personal story.

SUMMARY

One of the most compelling features of qualitative rescarch is its flexibility. It allows the
researcher to adapt to changes in the design of the study. Often in the course of conducting
research like this, new directions and focuses are revealed that must be attended to if the study is to
be well-designed. With this study, I have attempted to respond to these changes as they have
presented themselves. A certain degrec of naivteé on my part, as a rescarcher, may have resulted in
a research design that lacks a full assurance of credibility. By using thematic analysis, however, 1
have maintained a high degree of respect for the stated and implied meanings that the participants in

this study have given to the experience of environmental action.



CHAPTER FOUR THEMATIC ANALYSIS

How can we write of unseen realities, hint of unheard concepts,
or even demonstrate the practicality of inner truths,
without disturbing the slumbering Sclf within?
~—Michael J. Roads, Talking With Nature

The phenomenon of environmental action is complex and individual: each person's experience
of action is unique. When these stories arc compared, however, general themes resonate within the
experience. This chapier describes some of these themes.

Thematic analysis is a process of pattem recognition. Some of the pattems that emerge in this
study are quite general, others are more specific. In all instances they represent a continuum of
experience in which some of the participants embody the theme while others reflect variations on
that theme, some morc closcly adherent to the central experience than others. These variations are
generated by the individual meanings the people have given their particular situations. As such,
they arc valuable in that they help paint a picture of the experience of action that more richly
portrays the true nature of environmental action.

As lindicated in Chapter Three, I was unable to retum to the participants with the
interpretations I had made. Because of this, I have restricted myself to those themes which seem
most strongly represcnted by the participants® comments. Although this is not an ideal situation,
the problems it could generate are only ones of the depth of the interpretations, not the accuracy.
Those participants who expressed ideas which, at this level, appear to lie at the periphery of the
theme variations, may, in fact, harmonize more completely with the theme. By failing to retumn and
follow-up on the decper meanings attached to these peripheral ideas, I may have generated pattems

that arc more diffuse.
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The themes from each group of participants are presented in separate sections. Each scction
begins with a gencral description of the major themes that were uncovered as | proceeded (hrougth
this process of pattem recognition. The individual themes are then discusscd in more detail and
accompanied by excerpts which typify both the theme and the variations, The fina! section

combines the four perspectives, emphasizing those themes that are common to all groups,

TEACHERS

The teachers were the most diverse of the four viewpoints used in this Study. Half tayght
secondary school, half taught elementary. Half considered themsclves environmentalists or
activists, half did not (no correlation with the level of school taught). The interviews covered 2
very wide range of topics. Because of the style of the interviews (interview guide, sec Chapler
Three), there was some freedom for the teachers to explore areas they folt mog; strongly about. 1
have, therefore, restricted the selection of themes to those which were cxpressed by all of the
teachers, in some form. As a consequence, some of the sub-themes described here were voiced by
some but not all of the teachers. I have not included sub-themes that were restricted (o one teacher
alone.

Two primary themes emerged from the intervicws with the teachers (Table 3). The first theme
describes their concerns about barriers or ‘roadblocks’ to action. All of jhe teachers cxpressed very
similar frustrations with respect to these barriers, although some were more Willing to ‘buck the
system’ than others. The second theme explores the teachers’ perceptions Of the imponany factors

that encourage a student’s ability to take action on environmental issucs.



Table 3
Thematic Analysis: Teacher Interviews
Major Themes Sub-themes
1. Roadblocks to Action 1.1  Administration
+ Time
+ Curriculum
* Politics
1.2 Student Maturity
1.3 Parental Disapproval
1.4  Lack of Integration With Other Subjects
2. Important Factors Encouraging 2.1 Exposure to the Natral World
Student Action 2.2 Having a Personal *Stake’ in Some
Environmental Issue
2.3 Knowledge of How to Take Action
2.4 Parenta! Support/Role Modeling
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Roadblocks to Action

The most objectionable roadblocks the teachers encountered dealt with those associated with the
school system itself: administrative (Table 3.1.1). These included time problems, curriculum
restrictions, and political pressure from the school administration. The secondary level teachers
expressed more frustration over these barriers. They had less time with the students each day,
faced more rigorous curriculum requiremenis (especially when diploma exams were an issuc), and
dealt with more controversial issucs that tended to upset cautious administrations. The clementary
teachers were more concemed over whether or not their handling of a panticular issuc was perccived
(by the administration and parents) as being fair and even-handed. They did not want to be accused
of indoctrination.

Most of the teachers lamentcd that time was a restricting factor. They had neither the time to
plan for good, integrative environmental education programs nor the time to implement those
already in existence. Some teachers were sensitive about the fact that the students also suffered
from a lack of time, cspccially' when the activities the teachers planned were optional or not related
1o diploma exams. The time constraints were associaled with a nced to teach the ‘curriculum’,
which they felt was already too large to teach effectively during the school year. Time was less of a
factor for those teaching elementary school (4 teachers) because they felt they had more latitude in
how they apportioned the content of the different subjects during the day. In addition, they
indicated that they had more chances to intcgratc environmental education, since they were
responsible for most of the educational program the students received.

The curriculum also imposed external restraints on the teachers’ abilitics to bring environmental
education into the classroom. This problem was often related to the time factor. There was a
tendency, however, to view the optional subjects (in which the teachers dealt with environmental
issues) as more impontant to the students’ education than the required curriculum. Teachers
believed that their students also felt these options were more valuable than the standard curriculum.

Several teachers expressed concem that this situation might contribute to the students’ feetings of
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powecrlessness since the students had little choice but to continuc with a curriculum they felt was not
valuable. This situation secms to suggest that the current approach to education, which the teachers
tended to view as a conveying ‘facts and theories' on an intellectual level,is less important than
having the students lcam about themselves and the world from an experiential approach. Finally,
some teachers felt restricted by the curriculum because it forced them onto a certain course from
which it was difficult to deviate when important issues arose that had relevance to the students’
lives.

The political implications of environmental action presented problems for some teachers. They
generally fell into onc of two positions on this issue. Some felt the school boards were 100
restrictive with financial resources to allow them to implement good environmental education
programs. Others felt the system imposcd restraints on the very way they taught, especially if there
was a chance that the issues could raise parental or community ire. Those tcachers who agreed with
the first position tended to be more understanding of the situation: they didn’t like it, but what
could you do? They were most concemed over their inability to take the students on environment-
focuscd ficld trips, an activity which all teachers indicated was essential to environmental education.
Thosc who iicld 1o the other position were more bitter about the state of affairs. They seemed to
feet personally attacked and somewhat ashamed for having submitied to the *System’. Only onc
teacher felt comfortable about the compromise he had reached in trying to resolve this problem. He
is worth quoting at length on this topic:

. .. through the Environmental Ed Council we actually had, in the past years, some session at

the conference dealing with the teacher’s role in environmental issues. Because, it can be very

dangerous if you live in a small community and you're pushing your environmental concems
on the students and propagandizing and indoctrinating them. That’s not the way to do it. First,
you can get in trouble because you're using your position of leadership with these kids in a way
that is not very democratic and healthy. You have biases and you've got to be open with the

kids about your biases. For instance, on this water issue, one of the final things that we did

was: “Ok, after this whole process is over and you guys have heard and seen all this, you got

all this fecdback, what is your particular fecling about the water? Do you think its safe?”

Through the whole unit, all they wanted to hear from me was whether I thought it was safe. If

I thought it was safe, they’d feel good; if I didn’t think it was safe, they'd feel horrible. And I

refused to tell them. 1 said, “When we get to the end of this issuc where you're telling me how

you feel, then I'll tell you how I fecl.” So, when it was my tum, [ just said, “Ok, I’'m no
longer the teacher, I'm just Mr. ___, the citizen, who is concemed about the water, just like

you, and here’s my point of view.” And it was pretty neat. They liked it. A lot of them came
up to me afterwards and said, “We think the same way you do now.” And my response to



59

them was, “Why do you think we're kind of paralicl on the way we think about this now?" A
lot of them were able to understand that it was becausc their knowledge base was betier
compared to when they walked into the issue. 1told some of those kids that their information
base was at the san* - fevel as mine. So they were pretty impressed with the idea that they had
gotten to the same level,

In a sense, this teacher had circumvented the possibility of negative public reactions. He has
emphasized the process of environmental action, with a strong component of scientific research, so
that negative comments could be defuscd with factual information. In today’s socicty, this is onc of
the best ways to combat environmentally destructive behavior. Someday, perhaps, the more

‘emotional’ and philosophical appeals will hold as much sway.
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Table 3.1.1
Teachers' Perceptions of the Roadblocks to Environmental Action:
Administrative Aspects
Theme Statements Yariations
Time

+ ] just go on. I'm so busy. ] just keep going on. |
don’t plan it as well as | should.

* Time is an obstacle.

+ [ haven't got a lot of time to do the whole
language arts business on letter writing in life
science.

Curriculum

¢ Albenta Education wants us 1o cover a certain
amount of ground. As it is, both in life science and
in earth science, there's more material therc than
you could cover in a year.

+ ] haven’t done that [incorporate more
environmental education into the class] because I'm
working with a group of students who, I fecl, are
under pressure to leamn the curriculum, which means
a certain amount of information.

+ I've got a certain amount of this stuff to cover
during the year, and there arc so many units that |
work on. . .

Politics

+ Politics, | think, not rocking the boat too much,
thinking about, "*What's the school board going to
suy?” Some txards might think it was really
progressive to have that kind of thing happening,
but then there will be the other effect, too.

+ And if you're in a typically school ‘employed’
system, where who ever pays the piper calls the
tune, and teachers belicve that, then you're not
going 1o get teachers teaching action. You're going
10 get them teaching acquicscence. You're going to
get kids taught to be acquiescent because that's all
part of the system in which we learn.

s 1 fesl under a certain amount of pressure in the job
that I'm getting paid to do; to do it in & particular
way.

¢+ And | really believe that a lot of the students have
a pretty full agenda. I think that's why a lot of them
got weeded out right away, because a lot of the
project work that we did on this issue in life science
was semi-voluntary.

+ Tt is the most popular option that they have right
now and I know its because the course itself gives
them the feeling that the world is really for them.

* They'll do something like that [environmental
action] that has a purpose, but they don't like going
back to the regular curriculum.

+ I know there's been quite 8 bit of work aiming at
trying to come up with a curriculum or handbook or
whatever but its pretty hard to deal with thatin a
written form because it so much depends on the
direction that your group heads.

+ If it was part of the course, I think I would do it
even more.

+ But you try to sell that to the school boards, come
up with some support, especially now when the
support system is based on financial need.

+ We're allowing oursclves to be put in positions
where we don't get paid as much and our classrooms
are larger. Why do teachers do that? They get into
the viewpoint that there is someone above who
knows what to do and they acquiesce to that.
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Student Maturity

Student maturity was the theme most commonly expressed by the clementary teachers
(Table 3.1.2). They discussed scveral types of maturity. Inteilectual maturity was ofien cited as o
frustrating barrier since it limited the amount of scientific data the teacher could use when teaching
about environmental issues. One teacher did note, however, that he was often surprised by the
level of maturity since they seemed to know more about environmental issues than he had expected.

Experiential maturity was also a common stumbling block. This most often occurred when the
teacher was trying to relate a concept to the student’s life world. If the student had no experiential
reference for that particular concept, the teacher was unable to continue. The teacher's choice of
examples and issues was most often affected by this type of immaturity.

Finally, students oftcn had diffcrent levels of cmotional/moral maturity. Tcachers were
particularly cautious about emotional/moral immmaturity since it allowed the students 1o be casily
indoctrinated, something the teachers all expressed a desire to avoid (some because they felt it was
wrong, others becausc it tended to upsct the parents). Some of the teichers seemed to fecl
especially frustrated with the lack of maturity since students sometimes displaycd openly destructive
attitudes toward the environment (destroying birds’ nests, littering,and revving up cars were some
of the examples they gave).

A few interesting variations accompanied this theme. These variations focussed primarily on
the teacher’s perception of the power the students posscssed as young members of our socicty.

One teacher found the discussion of environmental issues quite uscful in helping the students to
rcach a higher level of maturity. She accomplished this increasc in maturity in two ways: first,
through discussions with the students about their values and attitudes and, second, by cultivating an
empowering relationship between herself and the students. By treating the students as if they had
the power to make serious environmental changes, she incrcased their own sclf-imagcs.as
empowered people. Another variation appeared in the form of an extreme pessimism about the
potential for students to have any impact on an environmental issuc. While this teacher recognized

that students had the ability to change their personal behavior, he seemed confused on whether this
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was an ineffective response to dealing with environmental problems. Most of the other teachers
tended to sec this aspect both as empowering for the students and very effective for altering the
course of environmental problems. In contrast, another teacher saw clementary students as
thinking they had a great deal of power when, in actuality, they did not. She was acknowledging
the students’ high level of enthusiasm about environmental issues, but not their ability to act on that
cnthusiasm. This type of pessimism seems to be typical of adult apathy toward the environment:

“they're soon going to find out that they are just like a pebble in the lake.”



Table 3.1.2
Teachers’ Perceptions of the Roadblocks to Environmental Action:
Student Maturity

Theme Statements

+ It’s quite difficult for grade sixes to collect all the
data necessary before they can deal with an issue.

+ It's very difficult to have a whole group of people
who are at different levels of understanding and say
to them, “Death means something,” when they
don’t know that death means anything. No matter
how much you talk about it, it’s not going to make
any difference in terms of what they know.

+ [ think you can only get into that as deep as the
kids are taking it. You can go over their heads.

* ] wouldn't think it was the school’s role {io get
involved in controversial environmental issues)
until the student had a little bhit more maturity to
handle that. . . . A lot of these issues, there's a lot of
emotion to play on there.

* They don’t have a sense of right and wrong, they
have no conscience, about the energy usage. I think
it's still too early for them.

Variati

+ So find this course extremely useful just for
talking, just general maturing attitudes.

* | think their influence on sdulis is actually not
very great. I'm being pessimistic, perhaps, but |
really don't know what other things they could do. |
really feel they are in a very helpless situation.

* I'll bet you elementary kids think they could
change the warld. 1 think they think that. If you
had a really strong teacher in the leadership role and
got them gung ho, they'd believe that. 1 think
that's the mentality of slementary kids. And 1 don’t
know if that's good or had because they're soon
going to find out that they are just like a pebble in
the lake. . . . They have so much faith, especially in
the teacher, if the teacher got them gung ho to do
this, then they would probably figure they could do
it.

* They are aware 1o their age level about the
environment. They're more aware sometimes than |
think they are.



Parental Disapproval

The theme of parental disapproval was particularly intcresting (Table 3.1.3). Of those teachers
who said parental disapproval had an impact on the way in which they conducted their classes, only
one described an actual ‘run-in' with a parent after presenting an issue in class. The rest of the
teachers justificd this concem on the basis of hearsay and how they thought the parents would
react. Their actual expericnce was ofien just the opposite: the parents expressed approval of the
issues that were pursucd in the classroom and the manner in which they were pursued. In general,
teachers who considered themselves activists were most willing to disregard the possibility of
negative parental reactions. It is possible that this desire to actively protect the environment enabled
them to actually ‘test’ the theory that parents would not want their students to be involved in a
controversial issuc.

This issue is closcly related to the problem of values in the classroom. Teachers were generally
unsure of how to handle valucs in a controversial issue. They stated this directly in many cases. In
other instances, they contradicted themselves by saying that they did not wish to indoctrinate the
students or push their own views on them and then gave instances in which they felt the students
should be ‘set right” in their attitudes or valucs. The teachers who showed this contradiction did
not seem to be aware of the conflict. It seemed rather to stem from a recognition that there exists a
certain set of environmentally sound values, which they felt should be conveyed to the students but
which they realized, in an unrelated way, were contrary to many current societal values. The
conflict created enough tension in their philosophical frameworks that they felt uncasy with

adhering to cither side exclusively, yet felt some attempt should be made to reach a blend.
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Table 3.1.3
Teachers’ Perceptions of the Roadblocks to Environmental Action:
Parental Disapproval

Theme Statements

+ I've found, in the past, that if I come on too
strong, they go home and try 1o tell, maybe they're
not very diplomatic about it, but they try to push
the issue a bit. They get on very unfriendly terms
with their parents or older sisters and brothers. And
then they come back at me, “Hey this guy, he
doesn’t know what he's talking about,” or “He
should mind his own business.” And people don’t
like that. They feel that, as a teacher, | take
advantage of creating bad feelings in their home.
And who am I to say what they should or shouldn't
be doing. . . . So, personally, I've kind of backed
off that a bit.

+ The stories that I heard from the fellow that was
doing this down there [environmental action in the
community], this teacher took a8 lot of heat and he
had to be very, very careful about how he dealt with
the students.

+ I think a teacher would have to be very careful,
too. . . . If it was anything political, you'd have to
watch if you were getting a group of students
involved with something like that because you may
get some parental involvement. You could work
that both ways: you could get parental involvement
that was advantageous, but you could also have a
parent that could cause a Jot of difficulties, too.

+ If you were trying to initiate some decision-
making outside of the realm of the school, and any
issue like that you usually have conflicting opinion
and so you would run the risk of maybe alienating
some parent that doesn't want their child involved
in it.

Varinii

+ | never had any negative responses at all, like,
*"What are you doing to these kids?"", hecause
everybody was really concemned; it was a
motherhood issue. And I also think the students
were really good ahout passing onto their parents
and their families what they were leaming.

* A lot of parents mention to me that their kids are
on cases about, ming the lights out, and the
windows need to be caulked, and that’s good. That's
had an effect.

* You see the Keegstra episodes in Alherta,...well
he had a caplive audience and he went for it. His
own attitude, his issue was dealt with in great detail.
But you could have the same thing happen in other
areas, in environmental issucs.



Lackof1 ion with Other Subi

The differences between the elementary and secondary level teachers were most obvious in this
theme (Table 3.1.4). Although there were variations among the elementary teachers’ approaches,
they all integrated environmental education into most of the subjects they taught. Only one teacher
indicated that she felt the science teacher should remain neutral and let the social studies teacher deal
with the issucs. This teacher did, however, describe other ways in which she integrated
environmental issues, specifically through language arts.

The desire to integrate with other subject areas was most pronounced in the secondary level
teachers. (The major subject arca for all of these teachers was life/biological science.) They
recognized the immense potential that integration held for environmental education. Most of them
had tricd, at some level, to achieve integration. For some, this meant incorporating other
cducational skills into their lifc science classes. For the others, it meant trying to coordinate a
project with one or two other tcachers, usually social studies and/or language arts. Teachers were
gencrally happy with the results of these efforts but indicated that the time involved in coordinating
prohibited them from continuing with this approach. The following excerpt is especially helpful
since this teacher had experience in both clementary and sccondary level environmental education:

In the elementary class, you have them basically all day; you have them through a gambit of

courses; you teach four or five courses. So if you come up with an issue you can start teaching

around that issuc from almost every point of view: language arts, social studies, life science,
somctimes even math, it could come into art, posters. Soit's very easy to hit the students at
lcast on onc level that they are interested in. Somewhere in all that you're going to hit them on

the issuc from onc input point that they are really keen on. Now, in the junior high level, 1

have the life scicnce, so my focus, basically because of the way the system is set up, has to be

from a life scicnce point of view, duc to curriculum. I've got to get a certain amount of this
stuff covered during the year, and there are so many units that I work on. We basically build in

some time that we can explore things in, but it's limited. ‘The only thing that I think that way a

person could really get these kids would be if you had a couple of other teacher who also taught

the class. Someone that you could meet with and who was also interested in the issue, so that
you could approach that issuc from more than one point of view. Hopefully then you would
increasc the number of kids you get interested because they're getting it from an art point of
view or a language arts point of view.

Obviously, integration of environmental education into all aspects of the students’ schooling
recognizes the individuality of the students and their different leaming styles. But, more

importantly, it recognizes that leaming about the environment is an integrative act, personally and
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intellectually. In almost every case, teachers felt it was important to discuss values and attitudes

along with the facts and theories associated with environmental education.
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Table 3.1.4 '
Teachers’ Perceptions of the Roadblocks to Environmental Action:
Lack of Integration with Other Subjects

Theme Staicments

+ [ don't organize a lot of things that have to do
with changing the environment. . . . Maybe if ] were
in the high schoo! where there are more teachers and
you could all work together. . .

» What ] perceive is the kids are concernad with
getting through the course, getting the mark. They
not only have. environmenial education; they've got
other parts of biological science; they've got math;
they've got physics; they've got chemistry;
they've got French; they've got English; they've
got other concerns. And it's really easy to look at
all this swff intellectually.

* The language aris people help by giving them
research techniques and the library, sending letters
out to various institutions. And then the language
arts people give them the correct method of writing
a hibliography and a reference list and things like
that. . . . But the actual environmental issues don't
get added in unless they're just a small section, of
sort of discussion or thinking questions. So,
there’s no action-arientated kinds of things. 1 have
been involved with a letter writing sort of thing
with the scal hunt. There's a teacher here who quite
oficn uses that in her language arts classes.

* You could have a theme, and language arts and
social studies and science could all come together.

Variai

o When these cuthacks came and we kmew that the
hunter od camp was going to probably be shut down,
I had the student spend s period and just draw what
they found most enjoyable: what did they learn,
what was something that really stands out in their
minds when they were out on the camp.

+ We just present al! sides and try to stay neutral. |
think a lot of this happens a lot more in social
studies. I don't teach social studies, but I think that
those are the people who do deal more with issues
than s scientist does. 1 mostly just deal with the
facts, “now here they are.” . . . And the social
studies teacher would more likely get into the real
issues behind it: Should we legislate lead-free gas or
what ever.



Important Factors Encouraging Student Action
Exposure to the Natural World

Theze were very few variations on the theme, exposure to the natural world (Table 3.2.1). In
nearly every case, teachers treated the need to take their students on excursions into the environment
as a given. Actual exposure to the natural world was viewed as important for every aspect of
environmental education. Such experiences gave the students physical examples of the things they
had been leaming in the classroom; increased their motivation and interest in the subject; helped
change their attitudes toward the environment; and fostered a respectful connection with the carth.

For many of the teachers, the ficld trip at the end of the unit or the year served as a time in
which they could evaluate the effects they had had on their students. This cvaluation was not so
much in terms of grading the students’ behavior or skills, as it was a self-evaluation for the
teachers. In a sense, teachers were asking themselves, “Did I get through to them? Do they
understand how important this is?”" The teachers looked for things like respect for the environment,
respect for the other people, self-motivated interest in natun:, a desire to share their interests, and a
recognition of their responsibility 1o the environment.

One of the most interesting variations that did appear in this therac was that of the child's
reverence for nature. Teachers who described this perception saw it as an in-bom aspect of the
child. As one teacher put it, “It’s not something that they have to be taught to carc about. It's
something that they inherently hhave a feeling about.” These observations suggest that the process
of growing-up is a gradual moving away from nature and our connection to it. Thesc tcachers
seemed to feel that connection was somcthing that should be nurtured and expanded since it was,

ultimately, the source from which the desire to act would come.
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Table 3.2.1
Teachers' Perceptions of the Important Factors Encouraging Student Action:
Exposure to the Natural World
Theme Statemenls Yariations

* 1 think for the city kids, it makes them more aware
of things. . . . For example, if ] show a nest to a city
by or girl, a good deal of them would have only
one thing in mind, “How can | play around with it?"
.+ You take somebody who has lived in the country
and show them a nest, they will look at it but there's
not the overriding though of, “Hey, I can throw that
egg ot someone”. | really find that there's quite a
diffcrence. And hopefully, by taking them out and
showing them, they will adopt some of that attitude.
+ With the program we do in grade six, ! think that
it's sort of a hands on thing. When we go out to ski
or go out lo winter camp, they're right there. |
suppose you hope a good attitude towards the
environment rubs in by actually doing these kinds
of things. . . . But it’s not necessarily, specifically
academic,

* It's hard to evaluate unless you go camping, “Ok,
what sort of things made you upset at the camp
site?”. . . Again, provide them with a number of
activities so that they feel good about their
environment, planting things and getting involved
that way. But 1t has to be an act. There has to be
some sort of environmental relationship that is a
positive one for their environment,

* 1 think it's easier when you're right in the
situation. It seems to be better. In the classroom, it
almost seems to go over their heads. But when
they’re out there, they almost feel more reverence
for the situation, more reverence for the animals.

v I think the advantage is because all children, at
least any children that I've worked with, do care
about animals, care about the environment, and the
outdoors. They're much closer to the outdoors than
we are. They walk places, they aren't inhibited
when the snow starts falling. . . . The advantage of
teaching environmental education to younger
children is that they do care. It's not something
that they have to be taught to care about. It's
something that they inherently have a feeling
about.

* Actually kids are very involved in lots of different
issues and its funny how we think kids aren’t. But
they don't tell us,

* They have to experience it themselves, rather than
intellectually read it. Without that experiential
component, it is more of an intellectual exercise and
1 don’t think biology is an intellectual exercise.

* I guess in an ideal situation is where you take them
on a camping trip for a few days where you're going
to live under the same roof for a while.
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Havi p 1 'Stake' in An Envi 1

Student interests, obviously, contribute to motivation in the classroom. Environmental
education is no exception, according to these teachers. When the environmental issue moves
beyond interest to impact on the students’ lives, however, the issue becomes more than an
intellectual activity. Students begin to develop an emotional connection to the issue. All of the
teachers who mentioned this theme indicated that this connection had more to do with how well the
students responded to a particular issue within the context of the classroom than any other factor
(Table 3.2.2). If the students could not relate an issuc to their own personal experience, they
tended to adopt the attitude of, “Who cares? It docsn't affect me.” An exception was noted in the
younger children where this attitude was not explicitly displayed; rather, they merely showed no
interest.

This theme seemed to have more impact on the day to day functioning of a teacher’s actual
classroom lessons. It did not seem to relate to the outdoor experiences the students received. Once
they moved outside, the motivating factors derived more from the students’ natural conncction 1o
nature described above. In other words, the intellectual activities of the classroom that dealt with
environmental issues necded to be emotionally connected with the students by placing the issucs in
frames of reference to which the students could relate. This was not necessary for outdoor
activities, since that connection already existed.

Most teachers accomplished this ‘connecting’ by allowing the students to select the issues the
class would pursue. This method appeared to work quite well since, as most of the teachers
indicated, it is important for the students to leam the processes for dealing with environmental
issues rather than the facts about a variety of issues. Three icachers described units in which they
had taken the students through an in-depth study of one particular issue which was selected by the
students. In the course of exploring thesc issues, the students began to see the interconnections that
characterize any environmental issuc. They realized that a great many things affect them personally
even though they could not relate to them until a closer, more personal issue lead them to that

realization. As a consequence, the teachers felt students were more willing to connect with other,

n



less personal issucs. In contrast, the teachers who took more control over sclection of the issues
scemed to struggle to maintain the students’ interest as they moved from issue to issue, conveying

the facts in a purcly intelicctual msnner.
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Table 3.2.2 1 '
Teachers' Perceptions of the Important Factors Encouraging Student Action:
Having a Personal ‘Stake’ in An Environmental Issuc

Theme Statements

+ If they aren't interested in something, they won’t
do anything like that. But if they are interested and
it's an important issue to them, that's something
that they will do.

+ I think it's going to have to be something that
they are going to know the repercussions from.
Now a dam on the Red Deer River, the kids in St.
Alberta aren't going to notice that.

* Elementary kids hardly think about next week, let
alone ten years from now. So it has to be an issue
that's more immediate in their lives, and it doesn't
have to be a big one either,

+ But if there is some connection, if they saw
something that suddenly made sense to them about
how thoughtless we are sometimes in terms of
ecology. Those kinds of things don't seem to be
part of what they do. Students are never able to
intellectualize them. So the question is “How come
they’re not able to take action?” Partly because
they haven't ever really experienced it and partly
because their concems are intellectual concemns and
taking action involves an emotional commitment,
sometimes, for it to be effective.

* We were doing a unit in the spring time on
pollution of the environment. We had a very, very
rough year that year for Edmonton water. For about
two weeks it was just horrendous. Newspapers
picked it up, media picked it up, kids were drinking
it, trying to bathe in it, trying to cook with it, their
parents were talking about it. So it became an issue
really quick that everyone wanted to learn about. So
we definitely investigated that one.

Variati

* Eech student prepares s bottle and they set up an
ecosysiem within the bottle and they keep track and
see how long things survive in there. . . . They are
very interested and quite amazed sometimes at how
things, “Oh gosh, this thing is dying out”, and
some of them get quite upset. If it's zlive and the
living things in there survive, they are quite pleased
about it. . . . And we discuss how that sort of is the
same as Mother Earth except on & much smaller
scale, so here they can see it all in front of them. . .
. Some of them are like a pet. They become really
fond of it.

* What I've said to them is, “What this is going to
show people is that this is something that you find
important.” So that is what | want you to do: show
them what you think is imponant ahout the course,
about what you learned, shout being outdoors, abowt
animals, whatever, you're open.

» Unless you can offer them some sther experience
besides being in the classroom, 1 don't think they'll
ever feel empowered by it or feel that the
information that they've got in the classroom is
going to really make a difference in their lives.
When they see that it actually does make a
difference, then they fecl more powerful and they
start to see knowledge in a different way.
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Knowledge of How to Take Action

Although only three teachers actually taught units that involved some form of action at the end
of an issuc investigation, there was a general consensus among the others that this approach was
beneficial (Table 3.2.3). Some teachers described action projects by other teachers, but indicated
that they weren't able to create a similar situation in their own classrooms (due to the barriers
mentioned above). This theme is closely related to the previous one in that once the students’ are
concemed about an issue, it is necessary for them to leam how to act on that concem. Teachers
who followed through on action in the classroom encouraged their students to develop their own
ways of approaching the issuc, stepping in only when students stalled or seemed to be pursuing
methods that would be ineffective. Interestingly, it was the teachers who described themselves as
activists who incorporated action into their classes.

It was important to all the teachers, even those who expressed doubts that the students had any
rcal power, that the students be told that they had the power to change a situation. For activist
tcachers, this perceived power was demonstrated to the students by showing them how they could
usc that power in the present by taking them through an action situation. For the other teachers, it
was a matter of showing them how they could use the power in the future (e.g., through voting).
They saw the student’s role as consisting of leaming the system so this knowledge could be used

“when they get older.”

There seemed to be no real agreement on what constituted effective environmental action for the

students. Some teachers felt the students could do as much or more than adults could (except, of
course, vote). They could lobby, write letters, demonsirate, join environmental groups, volunteer,
change their own behavior, talk to friends and family, etc. Other teachers saw their students as
being limited to writing letters and talking about their feelings. A few of these teachers felt that the
students didn't even have that much control over their own behavior since much of that was
regulated by the students’ parents. While there was a general tendency for the elementary teachers
to see their students as having less power than secondary school students, there were exceptions in

both groups of teachers. The teacher’s own state of activism seemed more closely correlated to the
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amount of power they felt their students possessed. It was as if those tcachers who had never
experienced an activist situation were unable to visualize the many alicmative ways in which a
person can encourage change for a better cnvironment.

In actuality, then, this theme becomes more related to the teacher’s experience than the
student’s. The students often already possessed the necessary interest and concem (or can be
carefully guided to that place), but they need role-mode's to show them how to take those concems
to action. If the teachers involved have never personally made the decision to actively protect and
defend the environment, they may disadvantage their students by failing to provide role-models of
activisrn. When this is the case, the teachers need to honestly recognize the fact and seck to remedy
the situation. This is not to say that the teachers nced to become active themscelves. Rather, thicy
should strive to bring their students in contact with pcople who have made that commitment so the

process of mentoring can begin.



" Table 3.2.3 ' '
Teachers’ Perceptions of the Important Factors Encoumging Student Action:

Knowlcedge of How to Take Action

Theme Statements

* So what | emphasizc to the kids is that we do
something that is very close to us, very immediate.
We do it very quickly, but with intensity. And when
it's over then we go on to something else. And
maybe that's the key: you don’t drag it out. You
make your case or stale your point and somehow we
just keep battering away at it.

+ If you make it really complicated, then you are
directing it, because they can't keep track of all the
complications: we’ve got to do this and contact
this person, in two weeks we've go to do this. If
you make it very straight forward and
uncomplicated, they can keep track of it, they know
what they're doing and they don't have to ask you,
*QOk, what do we have to do tomorrow?” Then you
get out of the picture and it's really their thing.

+ What | keep on saying to them is, “It won't be
long and you are at the voting age and you will have
the voice. It won't be too long and you will have
the power. It’s up to you to tum off the ignition key
when it doesn’t need to idle or to not rev the engine
uselessly.”

Variaii

+ ] didn't say, “It's essential that we do this because
we will move government.” ] didn't say that at all.
We're going to show them what we think is
important and that's all we can do. ] told them when
things get cut back, we have to fight in our own
way. Some of the kids were talking about writing to
hunter education and talking to the people in
charge. A few of the kids think they would like to
do a little more. Most of them were quite pleased to
do what we did, and see what happens. It's hard to
s;y what would really happen if nothing really came
of it.

+ I think those kids that did that study on the Old
Man River leamed more about how to operate in the
world than any of the classes I've taught. And they
learned more about it because they did some
research, they did a litile background, and the found
out how an ecosystem works, and they explored
what it means to make s statement shout, “We don’t
want certain things done to the river. And even
though the industry does, we will support our views
clearly.” So they get into every aspect of it, at
every point. And they have a basic belief that what
they think is right, which adults tend to loose.

* Onc teacher described an action approach in detail. Since there is a great deal to be leamed from
examining it in its entircty, a major excerpt has been included in Appendix B.
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Parcntal Support/Role Modeling

Parental support contributed to the students’ abilities to take action in two ways (Tablc 3.2.4).
First, tcacf\exs received support for their activitics from the parents, frecing them to pursuc
important, sometimes controversial, issues. Since the issucs that most interested the students were
often controversial, it enabled the teachers to use issues that had meaning to the students. And
second, some of the students received parental role modeling of environmentally responsible
behavior at home. Obviously, this has the potential to have the strongest impact on the students’
behavior of any of the modeling to which they might be exposed. In some instances, though, the
parents secmed to give over the job of role modeling to the teachers. Those teachers who
experienced this phenomenon indicated that the parents felt relieved to have someone take
responsibility for this aspect of their child’s education..

Parental role modeling docs have the potential to work in the opposite direction, as onc tcacher
noted. If parents have destructive attitudes toward the environment, it is quitc likely that their
children will reflect these views. In this case, the modcl becomes a barricr to action; not becausce
the child fecls disempowered, but because she/he doesn’t recognize the need to change the

destructive behavior. This represents indoctrination in its purest form.



Table 3.24
Teachers’ Perceptions of the Important Factors Encouraging Stucient Action:
Parcntal Support/Role Modcling
Theme Statements Yaristions

* The parents, they have been very, very supportive
of the course and what | have been doing. . . . They
feel it's very important that the kids leamn a lot
about, not just the environment, but about
themselves and about feeling good about being
outdoors and that kind of reverence and feeling in
thythm with where they're living.
+ One parent came in and said to me, "'You know, the
kids think that if they want to get something done,
they ask you to get it done.”
+ Actually the kids are very involved in a lot of
issues and it's funny how we think kids aren't; but

~ they don't tell us. . . . They really are involved a lot
more than we think in their parents’ concems, in
concerns their parents are involved in.
+ The parents? No, no negative responses at all.
Lot's of verbal feedback, “] dont have the time to do
this myself, I'm glad somebody in my family is
doing something about it.”
+ ] know for sure five [of the nine action-takers)
come from very environmentally sensitive families.
So it’s a family thing; it's an attitude that the
people have in their families about how to treat the
environment.
« But at that age, cleven or twelve, most of their
decisions are made by their parents and they're
influenced by those decisions.

» The letters had to be taken home so their parents
know what's going on. And I also though that was a
good ides because their parents were also involved
in this and I though it was a good idea for the
parents to see that their kids were actually at the
stage of letter-writing.

+ | have my kids do reports and one boy did the
wolves in B.C., and his father was a hunter and he
had hunted himself. And all the rest of the kids were
saying, “Why?", . . And the kids were acling like
the boy had something wrong with him. But he
brought up the amount of money that his father
spends in going out and hunting each year. It
opened up the eyes of some of the kids on what is
involved. But for some of them it wasn’t a good
feeling, to change their attitudes about it.
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STUDENTS

Although there were a large number of themes and sub-themes associated with the students,
there was much more accord between the individuals than was seen with the teachers. There were
only three or four instances in which a student would disagree with the opinions of the group; even
then, the disagreement would be over details and not general concepts. This is not to say that the
students’ views were without contradiction. On the contrary, there were frequent cases in which
the students would voice one thought and later apparently contradict that idca completely. These
contradictions occurred both individually and as a group and secm to have far more to do with the
complex nature of environmental problems than with any inconsistency the students may display.

Three primary themes emerged from this group. The first theme, students’ perceptions of
parental influence, was tightly clustered around a single idca: the parents, in nearly every case, had
a strong and positive influence on the students’ environmental values. The second theme centered
around the students’ knowledge of environmental issucs and their thoughts on the responsibility
that knowledge placed upor them. The final theme is the most contradicted onc. Here the students
expressed, sometimes with great emotion and tears, their feelings about the cnvironment. |
consider this theme to be the most vital of those conveyed by the students. It touches the heart of
the feelings we all experience when we contemplate this Earth and our relationship to her.

One final observation should be noted about the students’ comments. There was another, morce
encompassing, ‘meta-theme’ which applied to all of the themes expressed by the students. They
wanted people to listen to them. They wanted to be able 1o talk about the statc of the environment
and their feelings about it, both good and bad, without being patronized or dismissed. They
wanted this from their parents, from their teachers, from adults in general, and from their peers.
This appeal seemed to go beyond the need to ‘spread the message’, although that was certainly part
of it. It was an instinctive catharsis. Somchow, they knew that to hold these feelings inside was
unhealthy, both for themselves and for the environment. The native peoples of this continent say
that children are our counsellors. There is great wisdom in our children’s words, if we would but

listen.



Table 4

Thematic Analysis: Student Interviews
Sub-themes

Mujor Themes
1. Students' Perceptions of Parental
Influence

2. Students’ Knowledpe of
Environmental Issues

3. Swdents' Needs to Express Their
Feelings About the Environment

..

2.1

Students Possess s High Level of
Knowladge of Environmental Issues

2.2 Students Recsive Relatively Little
Environmenta! Information From School

2.3 Sources From Which Students Acquire
Environmental Knowledge

2.4  Studenis Feel They Have More
Knowledge of Environmental Issues
Than Adults

2.5  Students Feel a Responsibility to Share

the Knowledge They Possess

3.1  Anger, Sadness, and Hopelessness

3.3 LoveofNature

3.4  Optimism for Their Futures
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Students’ Perceptloﬁs of i’arental Inﬁuence

The students all acknowledged their parents’ influcnce on their feeliigs about the environment
(Table 4.1). In a few cases, students felt that they had come to a concemed position without their
parents’ influence. But comments made later by those students revealed that their parents had, in
fact, indirectly predisposed them to a caring attitude. This contradiction may Ye due to the students’
asserting their independence by insisting that they have originated these ideas and concems.

Parents seemed to influence the students in two ways. The first invalved role modvling of
environmentally responsible behaviors. The students mentioned things like recycling, conserving
electricity, reducing vehicle use, etc. The second way parents influenced their children was by
answering questions and explaining processes: generally, teaching through the oral tradition. This
nicthod of influence was woven into the children's daily lives. It began when they were quite
young and continued at the time of the interviews. Rather than use their own personal knowledge,
some of the parents would encourage their children to join them when watching nature
documentaries o TV. Thus, television became an important teaching tool for the parents, whether
they used it deliberately or merely through their own interest in watching the program.

An interesting variation appeared among some of the students. They agreed that their parents
were concerned about the environment and had passed that concern on to them. Nevertheless, they
didn’t wish to model themselves after their parents, since they felt their parents had done nothing to
act on that concem. To the students, this was unacceptable and irresponsible. While their
judgements may have been harsh, they recognized that their parents” inability to act may have

originated from the same paralysis they themselves felt.
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Table 4.1
Students’ Perceptions of Parental Influence

Theme Statements

+ We try to save electricity, and we collect rainwater
and my mom and dad both quit smoking.

+ [ remember my dad explained how chlorophyll was
in leaves. Just basically teaching me what I wanted
to know and making me undersiand what the world
was shout.

+ My family has always been concerned about the
environment. They're not radicals, but they've
always heen concemned.

+ Well, my mom did have a lot of influence on it.
She doesn’t use a vehicle, she uses her bike or she
walks and she's very conservative.

+ My father's really concerned, but he's & politician

ard he's very involved with agriculture. . . . And my

mother is also very involved in trying to. . . she
doesn’t teach me that much anymore to the same
degree; just to always be very aware of what is
happening.

+ My family has always taught me to never waste
and to always be cautious about what you're doing.
It was never 8 “take advantage of the situation” kind
of thing.

* Well, we live out in the country so my parents
were really concerned, when we were growing up,
about telling us how this works and how this works
and how this affects that. So, they really tried to get
the facts they knew across. They wouldn't tell us
things that they just made up because they wanted us
1o find out for ourselves the whole story before we
did anything about it or judged it. So, they're
concemned with problems that I get into and they ry
and make me see how everything as a8 whole will
affect everything else.

Yariati

+ I know my parents have concerns sbout
environmental issues. They sit around with their
friends and they talk about it, but they never do
anything. 1 don't want to be one of those people
who talks about it and dossn’t do it.

¢+ ] don't think that my parents have had any effect
on anything that I've done. They haven't done
anything,: neither of them watch the news. My
parents don’t think shout those kinds of things,

It's not that they just don't tslk about them; they
don’t think about them. They aren't irvesponsible
or anything; they just don't think sbout that kind of
stuff. They lead their own litt'e lives. . . . [later in
the interview] One thing that I think is kind of weird
is that, they're in their thirties and they don't know
about this kind of stuff. I guess my mom, my mom
watches g Jot of nature shows and stuff. She's
always watching those kinds of things, but my dad
doesn't think about that kind of thing at all. I guess
my mom knows a lot about it, bus it's not like she
teaches it to me or anything. She doesn't talk about
it. But I'll watch those kinds of shows with her,

+ I try sometimes to get my dad to. . . like you have
1o spray, otherwise you're not going to have
anything, but I try to tell him not to spray as much
stuff. And we're pretty good about chemicals,
keeping them in sealed containers. I guess it's just
a lot of protecting the environment for everything
in it too, for the animals.
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Students’ Knowledge of Environmental Issues
Students Possess.a High Level of Knowledge of Environmental Issucs

Conventional thinking assumes that cnvironmental education must begin with teaching the
students about environmental issues: the facts and theories associated with environmental

problems. The insights gained from these interviews, however, appear to contradict that

assumption (Table 4.2.1). These students already know about environmental problems. How can

they help but know? They are bombarded on every front by information ahout the environment (as
are we all). And the sophistication of their knowledge is quite high.

They know their facts. That is obvious from these conversations. They may not know about
every environmental issue, but the ones that intcrest them, they know cold! Granted, the actual
statistics may not be within their immediate grasp, but they gencrally know where to find that
information. They know about acid rain, arctic development, ecosystem stability, toxic wastc,
nuclear power, erosional forces: the list goes on and on. Since my focus during the interviews
was on the issues that concemed them rather than their level of knowledge, they may know more
than I have indicated here. Their knowledgeable responses during the environmental biology
summer course J was teaching also contributed to these obscrvations.

They also understand theorics. Their understanding of theories is, for me, the most fascinating
aspect of these students knowledge about the environment. They have a very real sensc of the
interconnectedness of the ecosystems on this earth. They know that it is unrealistic to expect that
changes will be limited to the immediate area surrounding the change. They know -t syncrgistic
effects are possible when the environment is changed (‘chain reactions’). They know that the
degradation of one part of a system indicates that the whole system is unbalanced. Thesc are very
sophisticated concepts —— concepts that were being conveyed by thirteen and fourteen-year old
children!

There tends to be a certain snobbery associated with interpreting the amount of knowledge a
person has on a particular subject. Some of this may come from the high degree of specialization

inherent in the scientific community. Some may stem from an insistence on absolute knowledge by
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those interested in delaying positive environmental action for economic reasons. The effect, in any
case, is to discount those people, like these students, who may have an cxcellent grasp of the
concepts but lack specific data. For example, when a student says, “I don't want that pulp mill to
be built in my town because it will pollute the river and the air,” the typical respense from industry
has been, “We have studies that show that the levels of pollution are acceptable. There won't be
any harmful effects.” The students’ concems are denigrated, even though such concems have oficn
proven to be well—founded.

When assessing these students’ knowledge on environmental issues, I focused on the ultimate
effect this knowledge might have on their decisions. Did they know enough to causc them to be
cautious in their dealings with the cnvironment? Did any of their misconceptions causc them to
make environmentally destructive decisions? Was their current understanding sound enough to
build future studies upon, without major corrections or revisions that might causc them to mistrust
their own abilities to interpret reality? When evaluated by criteria established by the inicrests
mentioned above, these students might be perceived as possessing inaccuratc and unsupponed
knowledge. When evaluated on the terms I have used, these students were very well informed on

environmental issucs.



Table 4.2.1 ,
Students’ Knowledge of Environmental Issues:
Students Possess a High Level of Knowledge of Environmental Issues

Theme Statements

+ Like with Chernobyl: covering it up with three
tons of cement or whatever. That doesn't get rid of
the radiation. It just covess it up. It's just going to
go thiough the ground.

* [ tried to tell penple thut they (swallows] eat
mosquitos and people just Jook at you like you're
kind of crazy.

* Right now, they're spraying all the lakes and
getting rid of all the algne. Well, algae is the main
producer of our oxygen, so if man changes that,
then it could hurt a lot of us.

* In the Northwest Territories, they have a ban. You
can’t uncover the ground. You can't take off the
surface cover.

* Yeah because of all the permafrost and it'l] upset
the whole balance of everything.

¢ Like when they were putting in the pipeline, big
trucks would go through. Way up north around
Inuvik, if they drive a big loader through there, the
track marks will stay for ages and ages. No grass,
nothing, will grow there, absolutely nothing will
grow in the track marks for years. And so they're
rcally, really careful. There's heavy restrictions on
what can be done, and the kind of machinery that
can be taken through the tundra.

» Some of the reason is because of the erosion. If
those trees were still there it wouldn’t erode half as
much.

* In science we learned about toxic waste,
radioactive waste, and where they're storing it. It's
being stored in places that aren’t suited and it's
polluting everything,

Variati

¢ Like lot's of people say well this is just going to
happen, that's no problem, it'll just go away. But
even if this one species dies, that can lead to five
more dying. I think that s lot of people aren't aware
of the facts of everything that's going on. They
don't really know what's happening.

+ Some people think that it doesn't affect them, but
it really does. It doesn't affect that one particular
person, but it affects mankind as a whole. And some
people think, “Well, who cares about John next
door. He dies of acid rain, as long as [ don't die,
that's all that counts.” If elected officials put more.
. . if countries all worked together to solve them
instead of lintle groups here and there.

+ I think a lot of it’s been taught through the years,
like the Greeks, how they thought the universe
centered around us and not we centering around
something else. I think it's just a general ignorance
that all mankind has had and it's just passed down
and eventually it'l] either wipe us out or we'll have
to get rid of it.

* [ would agree, that has to be up to the person, that
if they want to do something about it, it has to come
from within. But I also think that people don't
understand the chain reaction that'll happen, that
everything is interdependent in the universe.
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Students Receive Relatively Litle Environmental Information From School

The students almost unanimously agreed that school contributed very little to their knowledge
about environmental issucs (Table 4.2.2). This was an interesting theme in that it showed how
perceptive the students could be. Some recognized that the teachers could get in trouble if they
taught about controversial environmental issues. Others hélieved their teachers held back for fear of
scaring the students with a gloomy environmental outtook. Still others felt that their teachers didn't
include environmental issues because it wasn’t in the curriculum. Whatever the reason, they all
agreed that more time should be spent on environmental issues in school. They also agreed that it
should be started young——in kindergarten.

A few students indicated they received some of their information from school. They all
expressed the same problem with this instruction: “We talked about the problems, but not really
what you can do.” The teachers tended to focus on the facts and theorics of environmental issues;
something the students already possessed. Students wished to move beyond this stage to action.
Their plea for people to listen to them was especially strong. They constantly expressed a desire 1o
have the teachers, “Just listen to us, get our views on things.” When one considers the implications
of this theme and the previous theme, it seems necessary to rethink the way in which environmental
issues are gencrally handled in schools. Granted, there are individual teachers who seem to be
pursuing an approach that attends to these problems, but the tendency appears to be that described

by the students: teaching about environmental issues rather than with them.
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Table 4.2.2
Students’ Knowledge of Environmental Issues:
Students Receive Relatively Little Environmental Information From School

Thems Siatements

* My science teacher wasn't really talking about
pollution, He just discussed all different types of
rock on the planet. He writes on the board, and we
copy it, but we don't get very much information.
+ I'think he sort of starts out and we’re interested
and we ask questions, but he never gets into it too
deep because it's not part of the program. We
always have to caich up because we're always
behind. [ know there's a lot of kids that are
interested, though, because, whenever the subject
comes up, we go off topic all the sudden. We don't
usually go off too long, because he just doesn's like
that.
+ Well, we talked about the problems [in biology],
but not really what you can do.
* Actually, no, they pretty well have none in
school. Right from grade eight in science, all we've
been doing is minerals and learning about rocks!
+ 1 think that for myself, I haven't really leamed
that much.
* So you've covered environmental stuff in school?
lave you guys also talked about that in school?
Not very much.
Never.
» We've studied things, like the effects, in science.
But we haven't really been exposed to, international
organizations or anything like that. We come from
a small town and not too much goes on.

Variati

* You get some teachers that are really worried about
it and try and tell you about it and everything. I
think that if people don't want to know it, they
aren’t going to . If they don't want to leam it they
aren't going to learn it. It has to come from inside
yourself, if you really want to do something about
it

* Some of my teachers avoid the situation. Maybe
they're afraid of scaring us or something.

* And the earlier you start, the more effact you're
going to have later on. If you started educating
people in kindergarten or whatever, eventually
when they i twenty or twenty-five, they'll know
what happens.

¢ I think they should teach us in school. We didn’t
have time in the year that we went. We did
environmental things, we didn’t focus on any
problems. I think that that should be written into
the curriculum. I think it does help if you start at the
bottom and educate a small group of people and then
they educate other people that they know and it just
becomes more wide spread.

* 1 think teachers care but where we live, if the
teachers try to get us involved in something and we
start a protest, then the teachers will get fired. That’
s the way it is, so we can't really involve them in
what we do, we have to build it up on our own, no
matter what the adults say.
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S From Which Stud Acquire Envi LInf .

This theme was essentially a survey of the ways in which the students attained the information
they possessed (Table 4.2.3). As a consequence, there were no variations on this theme. The
students mentioned four primary sources: TV, newspapers, magazines, and books. The source
mentioned most oficn was TV. Students scemed particularly inclined to watch “nature shows™.
These shows were able to affect the students emotionally, which they seemed to crave. In
conversations after the interviews (not recorded), several students mentioned that they were brought
to tears by these programs. This emotional impact seemed especially important when the majority
of the information the students receive is factual and detached.

Students appeared to actively pursue environmental knowledge. They sought out the TV
shows and planned their viewing time around them, if possible. Most specifically looked through
the papers for environmental articles. They regularly examined magazines, especially those that
dealt with some aspect of the environment (National Geographic, Ducks Unlimited, Audubon,
etc.). This seems to indicate that their interest in environmental issues is high. In addition, they
chose methods for acquiring this infonaation which also hold their interests. This is not to say that
they would find any other methods tedious. They chose methods that were casy to access and that
they can pursue independently, without having to rely on another person to provide the
information.

From my experiences during the coursc, the students seecmed quite willing to gain information
from a classroom sctting when it was presented in a clear, sensitive manner. They commented that
they liked the way I didn’t make the subject so complicated and confusing. They were also
extremely attentive when, on the last day of the course, I told stories about my own involvement in
an environmental action sitvation. Taken together, these incidents scem to suggest that, while they
are not receiving their information from school at the present time, it is not because they consider
school to be inherently incapable of teaching them about environmental issues. There is still a great

deal of potential for environmental education lying in the student——teacher relationship.
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Table 4.2,
Students’ Knowledge of Environmental Issues:
Sources From Which Students Acquire Environmental Information

Theme Statements (no variations)

* One of my friends, is really into that kind of stuff. She's always waiching the news and she keeps herself really
up to date,

* Isaw a TV show one time. They were beating these baby seals with clubs and they were just screaming. It was
$0 gross.

* There’s so many different kinds of TV programs and books out that ] think it's helping get through to & few more
people, indirectly.

* Books, newspapers, and my TV nature specials and things that deal with those kinds of things.

+ Not in school, but if you read the paper, if you read journals. Ducks Unlimited has s magazine that they
circulate, and environmental papers, if you read those, they can sure teach you 8 lot, but not in school. They don’t
have very much in school.

* I can remember seeing a show on TV about 8 bunch of kids, I'm not sure what grade they were in, but just little.
And their class got together and they did a whole bunch of activities, and just from their activities, they got
government to help them and they bought rainforest land that’s actually set-out land, nothing can be done to it,
it's saved. And lot's of other people thought, “Hey these are linle kids. What can we do t00?" And they joined
in. That kind of helps, 1 think.

* Most of the stuff I watch on TV is generally nature shows, nature things. Once in a while, [ watch the news and
I'm always reading lot's of magazines. I'm always going through National Geographic.

* If something happens, I want to know why and how. So I keep up on shows and magazines and stuff as much as |
can.

* Well, I read the paper every day, so 1 read a lot of stuff in there. I also try to waich the TV news as often as | can.
I find that sometimes they have really good broadcasts on it, but also they try to censor what the average person
sces instead of saying what's really happening, which I don't agree with,

* Alarge part 0" what you can learn is just by watching TV. Shows like the Nature of Things. Just by reading the
paper and waiching TV, you can leamn a whole lot. And if they put that together with, in school, just general
knowledge that you could access real easily, I think mankind would know a lot more and wouldn't be as ignorant
about jt.
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The students’ perception of themselves having more knowledge of environmental issues than
adulis emerged incidentally to the other knowledge themes (Table 4.2.4). This situation was
prompted partially by their frustration at not being taken seriously in their concems. | Although
some of the students felt they knew more facts than the adults did, most were referring to the clarity
with which they saw the issues. To them, there was no question about what should be done to
solve environmental problems. That aduits could not sec this was a source of sadness and
frustation. A few students belicved that adults didn’t act because they too felt helpless. Still, they
felt a feeling of helplessness was not a sufficient reason for allowing the world to become so
terribly polluted and unstable.

To a cynical adult looking at the statements in Table 4.2.4, these students might appear naive.
“There is more to il than that,” an adult would argue. This arguement is, perhaps, the most difficult
aspect of taking an cnvironmental stand. Environmental problem—solving in our current socicty is
seldom creative. We are generally unwilling to accept the possibility that our lifestyles must change
if we are to continue living on this planet. Those lifestyle changes arc currently viewed as a
reduction in affluence. Since afflucnce has, traditionally, been associated with quality of lifc, a
reduction in affluence was scen as a step backward. However, when you consider the fact that
many people are finding their affluent lifestyles less than fulfilling and lacking in meaning, a change
seems more acceptable. The change that secms to be needed involves a re-cvaluation of the
definition ‘quality of life’.

These students seem to understand the distinction between a quality life and a life of quality,
since they were willing to view the sacrifices they had made as moral statcments. *I never go1o
McDonald’s,” or “I never buy hairspray in a can,” were frequent comments. They had made these
decisions and they failed to see why adults could not do the same. Interestingly, they didn’t view
these stands as sacrifices. Instead, they felt proud that they had taken a stand and carried it

through.



Table 4.2.4
Students’ Knowledge of Environmental [ssucs:
Students Feel They Have More Knowledge of Environmental Issues Than Adults

Theme Statements

* They say that we're children and we don’t know
what we're talking about, but, in fact, if you listen
1o any of us, even right now, we have more of
sense than some of the adults that have been sround
on the earth and should know more than we do, but
they don't.

* I think maybe at this stage of the game, the age we
are, we don't have the same power that an adult does.
Often we're dismissed as not understanding and also
we don’t have the power to vote. Every vote counts,
and that is true because if 8 whole bunch of people
{eel the same way and they don't bother voting,
then there’s something that could have beer, that
didn't happen. We each have s say, and, if we all
work together or at least express ourselves, then
something can be done.

* 1 don't understand why they do that, hecause
sometimes | think that young people have more
insight than adults because aduits are always putiing
down what you try 1o do.

* We haven't been desensitized like they have.
They've been around too long or whatever, and they
think you're stupid.

+ I'd like to sec more nuclear disarmament and
people looking out for their environment. And not
being so ignorant to what's going on around them.

Variati

* 1 think a lot of people want to see something
happening but they want to see it before they do
anything. They want to say, “Hey, that guy did it,
he’s one guy by himself, so maybe I can, to0.” But
the problem is everyone is waiting for someone else
to do something.

* Their parents. Like you mention something to
them that you're going to try: help our economy or
something by going to the government and
requesting something. They say, “You're just a kid.
You can’t do that. They're just going to tum you
down.”

91



Studenis Feel 3 Responsibility 1o Share the Knowledse They B

These students were more than willing to accept the responsibility that goes with knowing
about environmental problems (Table 4.2.5). That responsibility is to spread their message and
share their knowledge. It may sound evangelical, and, in a sense, it is; but these students felt so
strongly about the state of the environment that ncarly every one of them expressed a desire to help
other people ‘see the light'.

The students felt that most people didn’t behave in an environmentally responsible manner
because they didn't realize that their actions were harmful. The students wanted to convince them
that they could change their behaviors. Accompanying this desire, however, was a small amount of
embarrassment. They felt people made fun of them for believing the way they did. One student
scemed to sense that ridicule may come from the discomfort people fecl when they contemplate their
relationship to the environment.

The variations for this theme were diverse. One student felt the message should be focused on
students since they would be dealing with the problems in the future. Some students believed that
people know about the environment but choosc to do nothing because they are lazy or sclfish.
Another student realized that students needed to spread the message, but knew that they didn't
really know enough to stand up against the authoritics. All thesc variations describe situations that
could benefit from a sensitive environmental education program: o.t':e which enabled them to spread
the messagie, build confidence in their own abilitics to argue cffectively and convincingly, and fee!

hope for the future of this planet.
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Table 4.2.5
Students’ Knowledge of Environmental Issues:
Students Feel a Responsibility to Share the Knowledge They Possess

Theme Statements

+ 1'd like 1o make other people aware. Sometimes
when you're really concerned about the environment
or issues like that, other peaple make fun of you or
people seem 1o think it’s funny becsuse you're
teally concerned. And I don’t understand why that
is. May be it's because you're really serious shout
things that they never really thought of. I'd like to
make other people aware and maybe get involved in
some of the issues that concemn us.

* We're the next generation. If we're started now,
even though we aren’t doing anything now, when
we hit that spot, we're going to be the ones doing
things about it. Even if they aren't listening to us
now, they're going to have to, because once we hit
that spot, there's nothing they can do to not listen
to us.

* You need 1o get information circulating around
because most people don't know what's going on
and it's, ] guess you could say it’s our responsibility
to tell them.

* You have to change the attitudes of people, You
can’t just say, “Well, we're going to do this because
it's good for the environment.” You have to make
them believe that it's good for the environment.
You have to make them feel that what they are doing
is right and that they shouldn't do this because it's
wrong and it'll hurt them in the long run.

Yaziaii

+ We have 1o stan geiting educated now and filling
ourselves in now ahout what could happen in the
future because we're the ones who are going to affect
what's going to happen in the future.

* You can try and convince more peaple to be on
your side. . . . Show people that you're responsible
enough to know what you're talking about and take
action on it.

* Iis mostly just us, the kids, who are concemned.
We don’t know what to do. We don't have enough
information to figure out alternate things that they
can do.

* I think 8 Jot of people don't realize it until it hits
home. But there's & lot of people out there that
know but they just don't really want to.

* | think most people think they're just little
people and they do little things like litter. So if you
stop littering then, that's always part of the
problem. And then people just think, “Oh well, 1
have nothing to do with making acid rain or any of
that kind of stuff,” so they just think, “Well, I don't
know what it is or how it's done and I don't know
how to fix it.” So they just leave it 1o someonc else
and then think about the things that they can do
right off hand.
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Students’ Need to Express Their l}eelinus About the Environment
Anger, Sadness, and Hopelessness

The students’ reactions of anger, sadners, and hopelessness at the state of the environment are
not uncxpected. Most people have felt these reactions when faced with a situation or event such as
the Exxon Valdez oil spill. It is incomprehensible that such things could be allowed to happen.
Yet, they continue and increase, despite all efforts to remedy the situation. These are the feclings
the students were expressing (Table 4.3.1).

Their anger was directed both toward themselves for allowing such things to continue and
toward the adults for pursuing short-term personal gain in spitc of the cnvironment. The
inwardly—directcd anger is the most damaging of the two. Anger toward another group can, in
some cases, motivate people to act. When the anger is directed toward themselves, the students®
sclf—estecm is lowercd. Since it takes a great deal of confidence and courage to battle
environmental problems, lowered sclf—estcem only works against a person's cffoits.

The sadness the siudents felt was equally familiar. A person fecls sadness when they
experience an injury or loss. Both apply in this case. The injury they feel is to the damaged
cnvironment. Becausc they expressed such a close connection to nature (sec below), their sorrow
is to be expected. The loss they feel is the lost potential of their futurcs. They often expressed
sadness when they thought about their futures. When coupled with their disbelief and sense of
powerlcssness, this sadness moved even decper to hopelessncss.

For me, student hopelessness was the most painful of the themes that emerged from this study.
I knew, intellectually, that people often felt this way. The books and studies I had read described
the phenomenon in detail, from its cause to its effects. But to actually sce the despair on thesc
children’s faces and hear the fear in their voices was almost unbearable. To have a fifteen—yecar
old girl say that she has already decided that she wili not bring children into this world because she
doesn’t want them to expericnce the helplessness she has expericnced is, to me, unconscionable.

For most students, this serise of hopelessness came from two sources: a lack of support from

the people around them and a feeling that the degradation of the environment is incvitable and



irreversible. Since both of these can be addressed by a teacher in the classroom, it is possible to
reduce hopelessness through a sensitive environmental education program. It is not enough to
simply tell students that they are being silly or exaggerating by thinking that the world is going to
sclf—destruct. These arc decply—felt and terrifying emotions which the students must leam to
handle (using methods such as those described by Macy in Chapter Two), regardless of whether
the teacher feels they are unfounded. All teachers have a responsibility to acknowledge these
feclings and devisc methods for addressing them in the classroom. Otherwise, the paralysis that
comes from hopclessness will reduce environmental education to nothing more than a mental

cxercise.
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Table 4.3.1
Students’ Need to Express Their Feelings About the Environment:
Anger, Sadness, and Hopelessness

Theme Statements

Anger

+ Anger. My first response is anger towards
industry and towards myself for living in a society
that destroys its environment.

* 1 don't understand how a bunch of bureaucrats can
sit around and govern what's happening to the
environment when they're miles away. Sittin’
behind their desks. . .

Sodness

* Most of them have an attitude, “Who cares? It'l]
never happen to me.” And that's kind of sad because
it is happening, it's going to happen to us and then
when it happens, everyone's going to wonder why.
* There are so many ways that it could affect where |
live and it’s kind of sad to think of what it could do.
But I think another feeling that I get, is I wish that
everyone felt the same way that I do, or everyone
felt that there was something wrong with it, or that
they knew what was going on.

Helplessness/Hopelessness

» Just what's the use? There's nothing you can do
‘cause it's the govemment that's doing it all. So
that's how everybody 1 know feels: there's no use.
+ 1 think adults contribute a lot to helplessness, to
making us feel helpless. . . . Adults have a way of
saying, “You don't really kicw what you're talking
about. You shouldn’t be doing this,” or statements
like, “Who do you think you are?” or “Are you
special?”

* 1sort of feel the same way, like when our
ecosystem falls apart, I hope I'm not here to see it,
‘cause it's too depressing.

Vatiati

+ Some people think it'll help them economically,
or help the economy. And they're =x:rificing the
future for the short-term goal, shori-term results.

+ It ssems that these psople are isolating
themselves from reality. They're out to get a prefit
and they get a profit at other psople’s expenses and
not their own. They never realize the results of their
actions.

+ My first reaction is sort of sad hecause people
don’t really realize what they're doing. But, | guess
it's sont of difficult to change all the sudden when
you've been living like that for such a long time.

* Why do they have to build so many [bombs),
that's my question. And if they don't use them, then
they have tc dismantle them or get rid of them. How
do they do it? Do they think about it at all when
they develop them?

*] know one thing that I'm really worried about is,
do | really want to bring children into this world?
What about my children? What kind of a world will
they have to live in?

* 1 have really straight views on that: T don't wani
to [have children]. If it's still this bad when | know
I'm going to have kids, then I don’t want 1o sce
them go through the helpless feeling that I went
through. 'Cause it's not pleasant, and if things are
worse. . .

+ Yeah, it really makes you sort of feel like,
“What's going to happen to us?"



Love of Nature

The love of nature holds the secds of an approach to helping the students overcome their
hopelessness. It confirms the teachers' recognition of a child’s natural connection to the Earth.
Ncarly cvery student expressed some form of this connection and caring (Table 4.3.2). Some
responses were more obscure than others, but the essence was the same. Students enjoyed nature;
they were concerned about nature; and they wanted to protect nature. Witheut further conversations
with the students, it is difficult to go beyond this point to suggest that they see nature as an
extension of themselves. Nevertheless, the very act of caring has brought the natural world within
their sphere of interest, their field of caring. This is sufficient to engender a reaction when the
subject of that interest is threatened. If properly directed and supported, the intemal reaction can be
extcrnalized in the form of action.

Onc student described a situation in which she convinced her grandparents to save a marsh
from conversion to farm land because she loved the blue herons that nested there. While describing
this experience, she began to cry. The herons had meant so much to her that when she saved their
home, she felt very powerful. The act had great meaning for her. On another level, this example

also demonstrates that arguments made and won on the basis of emotional appeal are very

compcelling. They affect the person making the argument because they are part of his/her life world.

And, they can affect the people to whom the argument is made because they can reach into their
hearts and, perhaps, sir come of the same protcctive feelings the advocate is experiencing. When

combined with strong intellectual support, emotional appeals are potent.
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Table 4.3.2
Students’ Need to Express Their Feelings About the Environment:
Love of Nature

Theme Statements (no variations)

* They're doing a lot of destruction to the environment around where | live, like cutting down habitat and stuff and
1 was really upset. I was offering Mr. Kowalski [the environment minister] letiars hacause it didn’t really appeal
to me what they were doing. They were just coming in and clear cutting like crazy.

* These mud swallows built their nests and were living very happily and peacefully and everyonc was enjoying
watching them, until our rchool division decided 10 get their very intelligent construction workers to come and
paste up plastic along the walls of the school so the birds couldn't nest. | think that's going to cause a real
decrease in the bird population.

* I worry about the wildlife: what we're doing to the wildlife and animals and how we're harming the animals. |
think that once there's no more animals to harm, (we're harming ourselves right now) but once the animals arc
gone, then there's only ourselves,

* The government was going to take down a forest that was right beside s park. There's paths in this forest. Its
right beside a river. Its really pretty and beautiful for walking. They were going to take down this forest and build
a shopping mall.

* At three or four, I may not have fully understood what it was, but it helped me come to a realization, this may
sound dumb, but, that the earth was ours and that we had to take care of il.

* 1 think people have to have a basic respect for the environment. It wasn't put here for us to wreck and we have to
understand the ramifications.

* When I was nine, I'd go out to my grandparents’ and I'd see the herons there, blue herons. They wanted to build
more fannland. This may sound dumb, but, they wanted to extend their land and I started to cry because I didn't
want them to build into where the herons lived. So I saved a family of herons. Really it's very little. but it's like.

How did it make you feel, when you think back on it?

No, this is dumb, but, it made me feel good because like they're going extinct really fast, not extinct, but they're
getting rarer. So that made me feel good, that I could have some effect.

* But in Peace River, if you go up on a hill, you can see the sunset perfectly and it's all clear. It's going to get
bigger and the river's going to get polluted and you won’t be sble to go swimming in our swimming holes
anymore. And nature, like the wildlife and swff, is going to start diminishing.
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Optimism for Their F

Their optimism for the future is the most obvious contradiction in the students’ interviews:
They expressed both hopcelessness and optimism (Table 4.3.3). The optimism was centered around
their feeling that something could be done to change the current state of the environment. In most
cases, students believed that a group was needed in order to be effective. They saw the power in
banding together with other people who feel the same way. A few students felt that hopelessness
was only a matter of how you looked at the problem: If you saw the world as beautifu! and worth
protecting, then you had the ability to change things.

It is difficult 1o determine the reasons for the contradiction between the optimism expressed here
and the hopelessness from the earlier theme. It scems to be related to the nature of environmental
problems. In a scnse, these students are standing on a boundary between two paradigms: the
dominant social paradigm and the new environmental paradigm (see Chapter Two). As they look
back toward the old system, they sec an environment that is slowly being destroyed. Since their
very lives depend on its health, the situation is alarming and paralyzing. When they look forward
1o the new system, they envision a world in which the problems are solved and the environment
protected. They see a world in which human beings relate to each other in gentle and supportive
ways. Although there is a definitc utopian element to their vision, it is rot completely unattainable.
There are changes occurring in the world which lead them to believe that this vision can become a
rcality. The task of environmental education, then, is to help the students gather the skills to attain

this vision.



Table4.3.3
Students’ Need to Express Their Feelings About the Environment:
Optimism for Their Futures

Theme Statements

* Becnause we're younger, | think we may be more
able to be more forward in our attempts to change
things. Adults might be offended by another adult
trying to do the same action, but hecause we're
younger they might soe it as, "0k, she's putting in
an extra effort, let's do this for her this time."
Governments ssem to be more receptive to people
that are younger that are really concerned, than a
whole bunch of people that are older.

+ I think to stop the feeling of helplessness, you
have to have a good view on it, too. Sometimes it's
hard not to think that it’s kind of hopeless and that
everything around you is getting polluted and
dying, but if you think that it’s & beautiful world
that we live in, and how lucky you are to be living
on it and if you can just do something to make it
better or improve the bad things in it.

* Well, you can say that you're helpless, but that's
not doing much good to the environment, "cause
they're still going on with it. And if you say that
you're helpless, then the government says, “"Oh
yeah, that means that we can go ahead and do
whatever we want to do.” So don't admit that you
don't have any power, just don't admit it.

Variai

+ [ think that one person alone would have a lot
more difficulty than in a group. Butif you geta
group together, even just ssven year olds, you can
do s lot, if you really put you minds to it. But if you
have the attitude where you think, *Aw, I'm just a
little kid, I can’t do nothing”, then nothing's going
to get done.

+ It harder to do it on your own. If you have some
kind of commitises set up, or & group that takes
action against this kind of stuff, then it's easicr
than going out on your own and doing it. You have
to have support, otherwise nobody's going to pay
attention to you.

* What I thought about before, is everybody getting
into a certain committee and they take care of this
problem, and everything’s ok.

+ I think a lot of people don't think that they'll
make & big impact. But I think that if all of us have
the same attitudes and we all work togeiher then
we'll be able to do something.

* You start off with not littering, then maybe that'li
lead to the people as a whole, en masse, trying to
work against bigger problems. I think you have to
take it one step at & time. It all starts with the
attitude of people.

+ Talk to us about it. Just talk to us shout it. Get
our views and let us hear their views and how they
think and how they think that we could help things.
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ENVIRONMENTALISTS

The environmentalists’ responses were even more cohesive than the students’. Their
descriptions ranged from a few notes written in point form, to several pages. Almost without
exception, two themes were expressed: a connection to the Earth and a relationship with a mentor
(Table S). The connection to nature was the same as that revealed by the students. The
environmentalists were more expressive and descriptive than the students, but they were talking
about the same phenomenon.

The mentor theme took several forms. Some mentors were specific individuals, some were
parents, some were peers, and some were environmental groups. In all cases, the mentor provided
the emerging activist with a role mode! and a confidant in the struggle to protect tie environment. A
few environmentalists described situations where their connection to nature was developed by a
mentor; but, for most of them, these two events were usually separate.

Although I reccived 43 responses, the themes were so tightly clustered around these two
phenomenon that I have included only those excerpts which are most representative of the themes.
Since nearly every response displayed these two themes, a complete list would he unnecessarily

long and repetitious.
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Thematic Analysis: Environmentalists’ Letters
Sub-themes

Major Themes

1. Connection to the Earth

2. Relationship “With a Mentor

[ S X8 ) L
TERN TR

Early Experiences
Adult Experiences

Individuals
Groups
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Connection to the Earth
Early Expericnces

Some environmentalists indicated that their love of nature developed when they were children.
This could occur in two ways: by a specific, high—impact event and/or by a gradual awakening.
The high—impact cvents arc listed under the theme statements column in Table S.1.1. The gradual
awakening examplzs are given in the variations column.

Environmentalists who described high—impact events were very specific about the effect the
c§cms had on them. For some, the event shocked them into the realization that there are other
beings on this planct that have the same right to live as humans do. They may have already
subconsciously felt that connection, but the event brought that feeling into the light. Thus, the
cvent became one in which the child’s circle of beings that should be assigned moral standing is
explicitly expanded. For other activists, the event exposcd them to a natural setting unlike any they
had ever expericnced. The setting was usually spectacular enough to draw the child into a higher
rcalm of affinity with nature. Again, the effect was 1o raise the child's moral conscience. By
bringing other beings (including ecosystems) to the level of moral consideration, the child has
begun to experience, in a very real sense, the interconnection of lifc on Earth. If a tree has as much
right to cxist as I do, then we must have something in common.

Other environmentalists came to this realization through a more gradual process. It tended to
permeate their lives rather than hit them at a specific place and time. It came from the places of play
and imagination. They found places to call their own, places in which they could be themselves,
and placcs where they felt at home. Their comfortable relationship with these places endeared them
to the young activists. Nature entered the child’s field of caring or Dasein. The child “secretly
hears his own name called whenever he hears any region of Being named with which he is vitally
involved” (Evemden, loc. cit.). Because nature was so necessary to these children, they were

compelled to protect it later in life.
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Table S.1.1
Environmentalists' Connection to the Earth:
Early Experiences
Theme Statements (High Impacts) ' Yariations (Gradual Awakenings)

+ In retrospect, the first milestone occurred at the
age of ten years. It was a small game hunting trip
that provided the first major influence. A friend's
father took my friend, Kevin and | on a day-long
hunting trip for snowshoe hares. We never saw a
hare hut we did see dozens of chickadees.. Without
even knowing their names (black-capped chicksdee,
their species name) we literally blew dozens of them
away with a 22-calibre rifle, What Kevin's father
said, I cannot remember —— he simply lifted the
gun out of our hands and unceremoniously set the
weapon down against a tree as he walked away
leaving us to wonder. Kevin and ] immediately
perceived his dismay (although it was implicit and
not explicit perception) and proceeded to discount
the shootings. “I didn’t really shoot as many as |
said”, Kevin said. “I am not sure I shot any", I said.
There was no profound change in my life or even 8
noticeable change at the time. However, years later,
as I look back, 1 realize I haven't shot anything ever
since. This was clearly a tuming point. Rather than
provoking a radical anti—hunting view, the event
had a more moderate effect, instilling a profound
respect for life, all species of life.

* I'm thinking back to my “beginnings” as a
questioner of values and I expect it was back in the
days of being S or 6, caiching gophers with my dad
in the cemetery near home in Calgary. We made a
lasso, put it around the hole and waited. Dad
explained a few fine points about life in the gopher
world—families, etc. and then it happened. Out
popped & head. Quick—pull the string. Down it
went, dragging the string. As the string ran out, dad
told me I'd have to kill the animal if I wanted it; did I
want it that badly? Needless to say, moral decisions
are made young; a gopher dragged a string around
until it died of other causes. My neighbor had
gopher pets, and a few dead ones, but not me. 1
stopped “hunting”.

* As 2 young boy, I grew up in North Vancouver.
We lived one block_from “undeveloped” forest and
spent all our playtime there. Then someone
somewhere decided that a school would be built in
this particular forested area. No one ever asked us
what we thought of it; no one ever told us what was
going to happen. One day bulldozers and equipment
showed up and started to knock down the trees we
had played in for years. [ still carry a lot of sadness
and hurt from that day. We took the law into our
own hands and fought back as best we could;
vandalizing, damaging things, etc.

* Growing up in & small town in the hill country of
central Texas, | developed an swe and appreciation
for the natural world. Kerville is located on the
Guadalupe River, known for its century—old
cypress tree, limestone bluffs, Indian artifacts, and
sbundance of natural wildlife. My awe for nature
soon grew to & deep concern an | began to take
notice of the increasing levels of contaminants, .
trash, and general degradation of the river and the
surrounding region. Of course, &t that time I did not
know that the dirty foam and grease in the water was
due to contaminants, but I knew it was not right. |
knew that this river and the land around it was the
home of many other creatures and that they must be
suffering because of this.

+ Behind our house (an old mews) was a large moor,
8 grassy pasture, or commons, where locals grazed
their cattle. It was here and in a nearby oak forest
that I spent much time playing as a small child. |
also r.member taking numerous trips to the ocean
and playing around in the tide pools, something to
which I auribute my later interest in marine
biology.

+ As a small child (and to this day) 1 would go into
the woads 1o seek solitude and to escape from family
pressures.

* Growing up on the farm taught me what John Muir
learned years earlicr, that “everything in the
universe is hooked to everything else.” The wonder
of how consistent that is and the love of all natural
things it engendered, prepared me to be interested in
preserving the natural environment as soon as |
became aware —— sometime in my mid—twentics
—— that it was in danger of being lost or at least
spoiled beyond recognition.



Table §.1.1, con't.

Theme Statements

The school is still there and whenever I go back for
a visit, | make a point of going for a walk in the
small remaining treed ares. I suppose it was the
start of a passionste relationship I have with the
environment.

* When [ was fiftecn years old, my whole family
made & two—month trip to Alasks. For the first
time, I saw the many magnificent beauties of this
wide country, its wilds and its wilderness, its
mountains, its lakes, its rivers. Few things in my
childhood had as much an influence on me as that
trip. . . . It was the adventure, the excitement, the
connection with the natural world that [ relished
while | was growing up —— that and the beauty,
The beauty of the natural world was so rich, it would
hurt sometimes.
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Adult Experiences

In contrast to the previous theme, environmentalists who belicved their connection to nature
developed in adulthood were more likely to arrive at that connection through a slow gradual
awakening than a high—impact event, although both occurred (Table §.1.2). There was an
interesting paradox in this theme. Some activists reached the connection by intellectual processes
that lead to emotional commitment; others started with the emotional connection which then lead
them to an intellectual realization of the nced to act. Both phcnomena scemed equally abic to
motivate the person into action,

The love environmentalists expressed for nature was especially poignant. These were places
that held special meaning for them personally. But they also touched the environmentalisis on a
more ‘cosmic’ level. They were usually places the people had some physical, personal relationship
to: a home, a recreation spot, a region. But some of these activists appreciated the places on a level
that moved beyond this personal significance; it became more esoteric. They felr the beauty of these
places; the living essence that gave voice to their decpest feelings of connection with something
larger than themsclves.

The outcome of this conncction to the Earth is the same regardless of the age at which it
occurred. The environmentalist realizes that there are other beings which descrve to be protected.
The protection may arisc from a realization of the rights thosc beings inherently possess, or it may
derive from a recognition of the interconnections that exist betwecn all lifc on Earth. Both views
have the potential 1o produce the same level of concem and activism. It seems counter—productive

to argue over which view is ‘right’.



Table §.1.2
Environmentalists' Connection to the Earth:
Adult Experiences

Theme Statements

* In this time, ] bocame exposed (o the field of
ecology which led me in my third year university,
when | was 19, 1o transfer to the University of
British Columbia to study marine biology. It was
here that ] began to spend much more time studying
nature and spending prolonged periods in & personal
relationship with it. 1 should stress that through
this time, it was very much a personal and inward
looking experience, vather than a larger concern for
the well being of nature and its long term future. . . .
It was here that § gained a personal relationship with
the prairies and realized both their beauty and
importance. It was during this time that | reflected
on individual awareness of the importance of the
environment and realized that I would rather spend
more of my time educating and influencing others
about the importance of the environment, rather
than & position with World Wildlife Fund at this
time (1986) to coordinate the Wild West Program,
aimed a1 restoring portions of the Canadian Prairies.
* 1 fell in love with the desert and mountains which
surround Tucson. During those four years ] spent
much of my time exploring Arizona and of course
this had a major impact on my life. Arizonais a
place of great natural beauty and historical magic.

* Soit's no wonder | chose to make my home in the
mountains as an adult, far removed from the cities
which | had never known anyway. Here, closer to
the wild than to the civilized parts of our world, |
fecl at home. Here in the natural beauty, surrounded
by the rich greenery of wrees, touched by the gentle
sprinkle of a spring rain, enriched by the blue sky
and its striations of pink and mauve at sunset, I am
at home.

* The exhilaration and wonder of the mountain
world around me, of relying on my own resources,
carrying only the essentials on my back, provided
me with a new perspective and great inspiration. It
was a superior substitute for any religion, for | truly
felt that | was as close to God as anyone could be, [
also began to reason that humankind in grossly
arrogant in its attitude toward the environment, the
order of which was so much more whole than
anything ever devised by “civilization” as it is
laughingly referred to.

* When | started hiking oo, I became aware of how
terribly fragile the alpine arcas are. When as a child
I walked in the woods, it was in the deep south where
the woods seem less fragile, although still beautiful.
But these Cascades are so exquisite they take my
breath away. After taking several of these hikes, I
began to feel guilty that I wasn't helping to save
them. 1 began to feel responsible for these forests.
It was then that I went to my first Sierra Club
meeting.

Yaiui

* The first was my recognition as a velerinarian of
unexplained health problems in the caitle of the
Rocky Mountain House ares. My investigations
lead me 1o the interaction of SO2 (from the sour gas
plants) and animal health. ! was unable to get any
co-operation from the provincial govemment and
staried going public with my concems. . . . The
second major issue which got me involved in
environmental issues waz the Odyssey, a major
resort convention center which was proposed for the
Kootenay Plains, 8 unique and sensitive area west of
Rocky Mountain House. Through opposing
(successfully) this project, I learned how to organize
and implement an action plan or strategy. We used a
large variety of actions in that campaign.

* When the Army Corps of Engineers proposed in
the early "70s to build 8 dam on the Applegate River
(“my" river), I wasn't worried. It was such an absurd
notion I kmew it would never happen. I didn't even
bother to vote when the matter was put to the Jocal
citizens. Now the Applegate is dammed and tamed
—"my" river. I felt like & traitor. Later when I
became aware of proposed logging on the hill
facing my house (“my” mountain), | moved into
action. I couldn’t let down the environment again; 1
would do what ] could to save what ] loved.
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Relationship With a Mentor
Individual

Once the Jove of nature has been instilled in a person, there mﬁst be an impetus to act. For a
few of the environmentalists, the love of nature was the impetus. For most, however, another
clement was required. They necded a mentor. Traditionally, a mentor has been regarded as a “wisce
and trusted counselor or teacher” (American Heritage Dictionary). While this has usually meant a
single person, I have applicd it to groups as well. It conveys the essential elements of this
relationship: knowledge, trust, and sharing. It is a relationship that builds the activist's confidence
and self-esteem. 1t is also an enjoyablc relationship.

Some environmentalists found this relationship in an individual (Table 5.2.1). For most, this
person was someone who had already discovered that connection to the Earth. The mentor then
conveyed that love and concem to the activist. In some cases, the mentor relationship was a shon,
single encounter; in other cases, the mentor helped guide the person for a longer period of time. In
all cascs, the mentor displayed some aspect of themselves and their love of nature that showed the
environmentalist what must be done to protect the Earth.

Another type of individual mentor was described by some of the environmentalists. This was
usually someone within the person’s family: a father, grandfather, brother, husband, ctc. Thesc
mentors modeled environmentally responsible behavior for the activist, drawing him or her into
their pattems of behavior in a natural and subliminal manner. They helped the activists realizc that
caring for the environment begins at home; something the activists who had these types of mentors

stressed in their let.ers.
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Table §.2.1
Environmentalists’ Relationship With a Mentor:
Individuals

Theme Statements

* This course brought 1o me some of the desperately
needed knowledge that is so key to understanding
the spiritual relationship we for the most part lack
in our interaction with this earth. . . . Refore the end
of this course, I went to visit with this professor,
Wwho possessed an abnormal easiness in his manner.
Before | left his office, he had charted 8 course
outline that would qualify me as a naturalist. . . .
[This professor] offered to take students on a
midnight bird watch. Only six students agreed that
this was & good idea. "“Bring rubber boots", he urged
us.... It was a comical, but at the same time rather
classically moving scene, as the professor in tennis
shoes (honest) babbled about frogs as the students
stood at the side of the slough, rubber hoots and all.
He saw his first Great Grey Ow] that night and the
experience was once again moving and
enlightening. Later in absolute darkness, all the
students participated in a drenching frog hunt
(something I would have thought was reserved for
*kids".)

* An important fact is my recollection of a grade
school teacher who retumed from a summer vacation
with tales and hlack g»d white slides of a trip
west; [ recall that it must have been either
Yellowstone or Yosemite. Her enthusiasm and
sense of wonder clearly started something in me! 1
must have been about 10-12 years old at the time. . .
- For absolutely unexplainable reasons, that grade
school teacher, whose name I've long since
forgotien, did plant a secd, a sense of wonder at the
special besuty of our wild arcas.

* Until I graduated from high school, I belonged to
an outdoors-oriented, active Girl Scout troop led by
a woman who loved the out-of-doors and all it had 1o
offer.

* I first was exposed to the subject while in Junior
High School. A spokesman for the local Issak
Walton League came to speak to our school class
about wildlife and soil conservation.

* My interest in environmental matters must come
from having spent a lot of 4ime in the woods as a
child, and from the influence of a high school
teacher of biology and paleontology who asked us
10 “speak to the earth”. David Rrower sparked my
interest in the struggle with his defense of Grand
Canyon. When I met him a few years later he
recruited me to the Friends of the Earth Foundation,
where I met others of like mind.

Variai

* My grandfather took us for long walks and he
knew all his flowers, birds and mammals.

* While living at home, my parents encouraged me
to participate in boy scouts. One older brother
invited me on hiking trips and this same brother is
now achive in the environmental fisld and we now
share views freely.

* My father was a fourth grade drop-out in his native
land (Holland), the product of poverty and
deprivation. His cynicism was extreme, but his
over-riding thirst for kmowledge of the world around
him drove him to self-education. He often sought
haven away from home at age sixteen, and for
twenty years roamed the Earth. His breadth of
experience and understanding of that experience
provided him with 8 wisdom of man's place in
nature, from which even fifty years ago he
accurately predicted man's increasing abuse of the
environment, the effects of which we are only now
beginning to realize. He saw it all as misplaced
economic priorities (he was vegy political in his
views), He was a “dyed-in-the-wool" socialist!
Naturally, a lot of his philosophy rubbed off on me.
We frequently walked many miles during my youth
in the urban and country-side environments. And,
too became an avid reader. . . mostly on natural
history, the animal world and the physical sciences.
While my key interest was in meteorology, it did
not, alas, become my vocation.

* My parents —— who would take me to the
mountains and New Jersey shore —— they instilled
a love of the outdoors in me.

* [My husband,] Stewart little by lintle explained
that by taking people to see the beauties of nature,
we made people want 1o save these areas from
damage by pollution or development. In the middle
of each hike, there was a break for refreshments and
a short talk on the threats to natural areas. These
talks grew increasingly sophisticated over the
years.

+ Growing up on a farm in the 1930s and 40s, T was
taught never to waste anything and to reuse
everything possible. “Recycling” had no yet been
invented, but this habit did stand me in good stead
when recycling became the environmental thing to
do to avoid running out of scarce resources and
landfill space.



Groups

The group mentors were also well represented by the activists (Table §.2.2). They fell into two
types: circles of friends made prior to action and groups joined in order to take action. Those who
made friends with people who were already active described a process that involved support,
encouragement and camaraderie. They were able to express the feclings they had for the Earth with
people who understood; who didn't have to be convinced that these were Valid cmotions, And they
were able to leam from these people how to act on those feclings. The support allowed them to
take on challenges that they had previously felt were far beyond their capabilitics or strength. There
was a senxe of not fitting into traditional society, a loneliness, which was alleviated by finding this
niche.

While some of the environmentalists happened upon their niche in the course of other pursuits,
others actively sought out these groups. They had a desire to support or be involved with an
environmental group; sometimes because they wanted to spend more time in the outdoors,
sometimes because they wanted to know more about the issues. Whatever the reason, they joined
the group first and then became more actively involved. The activists describing these variations
were less likely to mention the personal, friendship quality of involvement with a group of like—
minded people. It is possible that the more structured, national organizations arc less responsive 1o
an individual’s need for that mentoring relationship than local, issue—specific environmental
groups. This is primarily conjectural at this point. It is entirely possiblc that the pecople who
described experiences with organized groups simply didn't include references to those
rclationships. That in itself, however, is telling.

As one can tell from the environmentalists experiences, the sequencing of events motivating the
decision to take action become less important than the elements that combine to produce
environmentally responsible behavior. There were many variations on the order in which the
events occurred. Some people developed the connection to the Earth which they later acted on with
encouragement from a mentor relationship. Others developed the connection as a result of their

involvement with an environmentally oriented group (usually in the process of going on outings).
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Still others, responded to a specific instance of environmental degradation, using that as the impetus
to join others in the fight. Regardless of the sequence, these elements combined in a way that was
as individual as the people themsclves to create a person who was willing to actively protect the

environment.
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Environmentalists’ Relationship With a Mentor:

Theme Siatements

* 1 guess the one thing that got me going was
mesting some paople from Tennesses while | was
attending a Nationa! Wildlife Federation confarence
in Colorado (1979, when I was 28), we became
friends, and [ visited them in Termessee where they
worked for the Conservation Department. 1 learned
from them about the environmental problems in
their state, and when I retumed to Canada, I started
to become aware of the problems here. . . .
Gradually, since then, my friondships have tended to
center around the movement, and they influence my
attitudes, determination and confidence in myself to
a large degree. . . . Moving from a passive to an
active role in the movement happened in 1985 (age
34) when I met some people on & hiking trip who
were actively involved, was that ] was interested and
encouraged me to do something about it. A lot of my
reluctance to get involved, common among women,
was a lack of self—confidence that I could do many
of the things that 1 wanted to. Having those people
encourage me was enough to push me over the edge,
focusing me towards the place I am today.

+ After exploring some of this ares and seeing what
the timber companies were doing to the area
surrounding the proposed park, I became very active
with this group. This small band of wonderful folks
believed that people could make the world a better
place to live. They were right. In 1968, President
Lyndon Johnson signed legislation creating the
North Cascades National Park,

* I'met the people in charge of trips and by mutual
agreement | was a trainee on my first Sierra Club trip
two weeks later. The knowledge I gained and the
people I met kept me in it since that time.

+ Seven years ago I went on my first Sierra Club
back packing trip, because this trip was going to
the area where I could catch the one trout species I'd
never caught. I also felt at home with the people on
the trip.

* In those days the conservation movement. . . in
this country was a small band indeed and if people
thought you were doing good work your reputation
spread quickly among the kindred souls arcund the
Nation. Mine did and I soon knew well many of the
leaders of the conservation movement.

* I went to what happened to be the first meeting of
Earth First! in Austin. I had found my group.

* I would say I was 40 years old when I Jooked at an
active environmentalist role seriously. The real
introduction was through the friendship of hiking
buddies in the Sierra Club Outings Program.

» Became Natura! History Club delegate to
Federation of Alberts Naturalists and leamed from
there on that what you like has to be fought for and
appreciated. Otherwise the natura) world goes down
before the demands of progress and most people
don't realize what they have lost until it is gone.

* One thing I do remember at the time was & weekly
magazine titled “Look and Leam” which was geared
towards nature and the sciences on which I would
spend my ‘poacket money' (ahout sixpence) without
fail. There were many articles in the magazine on
nature,

* | joined the Siesra Club primarily in order to go on
wildemness trips; but at the same time | was exposed
to all their literature (primarily their magazine), and
their concern with wildemess preservation became
increasingly important to me.

* | pretty much kept [my coancemn] to myself unti}
five years ago (this was in Portland, Oregon) when |
was at a shopping mall, and saw a Sierra Club
booth. They had brochures, and | picked up on
which had a membership form. 1 mailed in the form,
and two months later I received a telephone call
from the local branch of the organization asking me
what environmental issues | was interested in. | was
invited to attend a local leadership meeting, and
from there I bacame the local coordinator on
international environmenta) issues. I learned a
great deal shout environment while traveling
overseas and taking natural science courses in
college, but I find myself leaming more as an issue
coordinator.
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Theme Statements

* Later when I became aware of proposed logging on
the hill facing my house (“my" mountain), I moved
into action. [ couldn’t let down the environment
again; I would do what I could to save what | loved. 1
joined a local group just forming called TREE
(Thompson creek Residents for an Environmental
Education). . . . Then & neighbor and friend, also a
member of TREE, suggested ] join the Sierra Club
and run for the exacutive committee. Though I am
not a “joiner”, this invitstion happened to coms at &
time in my life when I felt I had live 100 long alone
on the mountain and needed some more social
contact in order not to lose the ability to relate to
people in my immersion with things natural.

113



14

MY EXPERIENCE OF ACTION
My story of action has all of the elements mentioned by the other environmentalists. The
dynamics and sequence, however, are unique to my experience. I was influenced by as much by
this project as any of the other factors. The insights to be gained be sharing my story are, I belicve,
worthwhile. |

1 was bom near Las Vegas, Nevada, in 1962. I spent the first four years of my life there and in
Los Angeles, Califomia. Iremember virtually nothing from that time except playing with baby
chickens in my grandmother’s backyard. - The summer before I started kindergarten, we movéd to
Oregon. My parents later told me they felt it was extremely impornant that they leave the Los
Angeles area before my sister and I started school. Their dream was for us to grow upin the
country.

Although the first places we liycd in Oregon were in the suburb of a small city (population:
20,000), after Los Angeles, it must have felt like the country. 1 had ficlds to play in, orchards of
trees to climb, a river with sloughs to explore, and mountains less than an hour away where my
parents would take us for picnics and hunting trips. Nearly cvery memory I have of my elementary
school years revolve around these, and other, natural environments.

I'was a classic tomboy. I would much rather play outside in the bam or pasturc than in my
room. Iloved the ‘crecpy crawlies’ that abounded in the area. I was constantly bringing home
wiggly frogs, slithery snakes, great—big—huge spiders, bugs, worms, and slugs, stray cats, baby
anythings: it didn’t matter, as long as I found it and it wasn’t too mean. Dad thought they were
great; I could usually count on him appreciating whatever it was I had found (cxcept the cats). My
mother also seemed to welcome these things with what I thought was tremendous enthusiasm. She
later told me that she had to muster every ounce of strength she possessed to keep from running,
screaming, from the house when I brought home my bounty. Instead, she calmly took a jar or
container from a kitchen shelf and held it while I laid a soft, grass bed at the bottom, punched holes

in the 1id and placed my treasures inside. Iknew I couldn’t shake a snake in her face (I doubt
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anyone actually likes to have a snake in their face...), but I never knew they actually terrified her. 1
always assumed that when when she told me I had to let the creature go after a few days, it was
because “it’s not right to keep a wild animal in a cage (or jar, as the case may be)”, not because she
couldn’t stand having the thing in her house any longer. 1 didn’t find all these things out until I was
13 or 14 years old and my littlc brother (ten years my junior) began to follow in my footsteps.
Since Mom knew I could help him with such things, she no longer felt compelled to hide her
aversion. When I asked her why she tried so hard to hide these feelings from me, she said she
didn’t want me to grow up to be afraid of those kinds of things. She felt this was a handicap and
she wanted me to be free to choose whatever path I wanted. She also thought it was important that
my sister and I usc our imaginations. To help develop our abilities to dream and imagine and
create, she often took us into the r;atural world on outings and picnics. We would play games and
invent stories; all in a natural sctting. This ability has influenced me in so many subtle ways, I am
often unaware of its action. But it has helped me throughout my life in everything I do.

My dad also had an important impact on my love of nature. When I was young, his job
allowed him to do a lot of hunting and fishing. Sometimes these were family affairs, sometimes it
was just him and me. He took us to some of the best places! A ‘best place’ is anywhere you caln
find things to explore and catch: places with big trees, rotten logs, backwater pools, hidden
mcadows, and deer trails that Icad nowhere and everywhere at once. He taught me how to be quiet
when hunting and lis-tcn to the forest sounds. He taught me how to be patient and still when
fishing. And perhaps most important, he never set limits on what I was capable of doing. By this I
mean that he never told me that I couldn't do something because of some inherent limitation (eg.,
because I'm a girl). When I wasn’t allowed to do something, it was usually because it was unsafe
or too physically demanding. I can still vividly remember the first time I went steelhead fishing
with him. It was miserably cold and raining as we floated down the river, and I probably
complained quite a bit, but he made me stick with it until I finally hooked a huge steclhead. He
could have taken the pole from me and made sure that the fish made it into the boat, but he didn't.

He calmly told me what to do and I managed to catch enough of it through my excitement that I
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landed the fish. It seemed to be as big as | was. Part of me felt guilty umt it lmd to die but another
part of me felt proud because | had accomplished what for me was a nearly impossible feat.
Although he didn’t specifically talk about the balance of nature or our responsibility to the Earth,
my father was able to help my connection to the Earth grow hccausé he took me to places where my
natural tendencies could take over and flourish. He also helped give me the self—confidence and
belief in my abilities that have enabled me to pursue any goal I choose.

My parents’ influence on my path toward environmental action has been two—fold. They
encouraged my in—bom interest in nature by raising me in a country setting and taking me to
natural places as often as they could. The fact that I always scemed to be interested in nature, from
the time I could crawl, was mentioned by both of my parents. Where this tendency comes from, |
cannot say. Perhaps it is something all children have, that closencss to nature. And second, they
instilled in me the confidence and creativity that have allowed me to pursuc my interests with great
determination and potency. When these interests later tumed to protecting the environment, I never
questioned my ability to make an impact.

School did not seem to ever have much of an effect on my tendency toward nature. The only
thing I can specifically remember in a weck—long outdoor school 1 attended in the sixth grade. But
this seemed more to be an extension of my own inclination to be most at home in nature, than a
revelation of the wonders of the Earth. Evén in high school, my classes were very traditional.
They focused almost exclusively on conveying the facts and theories 1 would ‘need’ for college. 1
had no outdoor experiences associated with high school.

As ] grew older, I remained close to nature. In high school, I began to spend more and more
time alone, walking along the river or in the pasture. I collected rocks, and watched the water
beings as they scurried about in their little worlds, oblivious to my presence. I felt more at home in
these places than anywhere else. Here I could be myself: I didn’t have to worry about the pressures
every teenager feels. The natural world was my home and I tumed to it for solace as often as |

could. As I reflect on my childhood, however
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My last year of high school I had to decide on a degree program for the next year at Oregon
Statc University. All of the possibilitics I was considering dealt with the environment in some way.
I thought for a long time about being a vetcrinarian, until I experienced the death of my horse's first
foal. It was a painful and extendc illness and I didn't want to watch animals die for a living, even
though I knew that a veterinarian also saves many lives. I then umed to forestry and wildlife
management. Iloved the thought of having a job where I could spend long hours alone in the
forest. Maybe I realized this was a romanticized view because I finally settled upon zooiogy.
Animals had always been my first lbvc and this degree program seemed to offer non-stop exposure
1o animals.

At Oregon State University I got my first glimpse of a utopia of the Earth. A friend gaveme a
book called Ecotopia by Emest Callenbach. It described a scenario in which the states of
Washington, Oregon, and northem Califomia secede from the United States in order to set upa
society that takes “ccological thinking scriously”. The people of this area develop stable—state
systems for their economies, agriculture, forests, schools, jobs, health care, govemments, and
personal lives. They based their society on ten principles:

1. No extinction of other specics.

2. No nuclear weapons or nuclear plants.

3. Mo manufacturing of carcinogenic (cancer—causing) or mutagenic (mutation—causing)
substancces.

4. No adulterants in foods.
No discrimination by reason of sex, race, age, religion, or ethnic origin.

No private cars.

N o o

No advertiser—controlled or broadcast television.
8. No limited—limited liability corporations.
9. No absentee ownership or control —— one employee, one vote.

10. No growth in population. (Callenbach, 1981:36—38)
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All of the principles and technologies Callenbach describes are completely feasible at the present
time. It is a society of gentility, honesty, comfort, and quict respect for all forms of life. This book
brought me something I had been looking for all my life but never knew I needed. It brought me a
vision of a world where all people felt as I did about the environment. Although my feelings had
never been articulated as ‘environmentalist', | knew immediately, as I read that book, that this was
the way the world should be. It just didn't make any sense to have it any other way.

1 have retumed to this book and its prequel, Ecotopia Emerging, often in the past eight years.’ It
was especially comforting when [ felt the pressures of an ecologically—ignorant society press in on
me. For several years after finding this vision, however, that was the extent of my involvement
with the environmental movement. As I look back now, I can see that this was a time of
consciousness—raising. My connection with the Earth was strongly established. | had a vision of
how the world could be. 1 was becoming more and more aware of how it actually was. And, for
the first time, I was having spiritual feelings for the Earth.

I was experiencing these feclings because I was experiencing some of the most beautiful,
natural environments the statc of Oregon had to offer. Most of the trips were associated with a
course I took in my third year at O.S.U. called Herpetology (reptiles and amphibians [snakes,
lizards, frogs, and salamanders]). These trips were rites of passage: those who successfully
completed a field trip would be accepted into the inner circle of herpetologists at Oregon State. (For
some reason, this was especially appealing at the time, even though acceptance really meant nothing
more than being able to go drinking Friday aftemoon with the profs and grad students!) But, they
were too wrapped up in the study of ‘herps’ to really pursue environmentalist—like activitics. The
main influence these people had on my decision to become an environmentalist was through the
places we went to find the herps.

Most of the trips centered around the southeastern comer of Oregon in a high desent called the
Alvord Basin. It was skirted on all sides by old, rounded mountains and fault block formations. It
looked completely barren the first time I saw it, but I soon lcamed that the life that has cvolved there

is rich and diverse. The days were dry and fierccly hot. But the nights . . . the nights are what
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truly touched me. The sky was cool and clear with a million stars and the sounds were mystical
and comforting. They were sounds from another time, another world where coyotes still sing and
great grey owls call.

At night, after spending the day chasing snakes and lizards, we would drive to one of the many
natural hot springs in the area. Since the nearest town was over two hours away, these springs
were completely undeveloped; the water simply bubbled out of the ground and formed a pool. My
most profound memory of thosc trips was from one of these hot springs. It was a little before
sunsct and the day had been particularly hot. The hot spring we chose was called Willow. It sat at
the edge of a grassy hill that overlooked a small valley filled with sage brush. As we sat there, we
watched a rain cloud form at one end of this valley. It moved slowly towarc us, drenching
cverything in its path. Well before it reached us we could smell the sage in the wei air. The sunset
of orange, purple, red, and yellow provided an incredible backdrop for this little storm. When the
storm finally reached us, huge, cold drops of water began to hit our faces. All of these things
combined to producc a very spiritual experience: 1 was oblivious to the people around me. There
was only me and this wonderful experience that filled me with such longing and joy, I felt
completcly overwhelmed. At that moment, I was no longer alone. Iknew this beautiful world was
apanof me and I a part of it.

My spiritual experiences with natural places continucd for a year and a half. The summer
before I began my course work at the University of Alberta(1984), I accompanied my boyfriend on
a trip througt: northem British Columbia, the Yukon, and Alaska to collect insects for his thesis
research. These were the most untouched, primal places I had ever seen. For the first time, T had a
true sensc of the natural state of the Earth; how it must have looked before human beings began
alicring it. My feelings were truly cemented that summer.

Once in Alberta, I joined several national and intemational environmental organizations (Friends
of the Earth, Sierra Club, Environmental Action, and the National Audubon Society), mainly so I
could get their literature and magazines. At this point, I was still four years away from being

actively involved with an environmental issue. During those four years, however, I was leaming:



120

I was reading every article of every magazine I received; 1 literally devoured them. I was beginning
to read books on environmental cthics and philosophy. | was trying to change my life style by
boycotting certain items that contributed to degradation of the environment (cg., 1 wouldn't buy
certain kinds of tuna because the tuna fishery was killing so many dolphins in their catches). -

As 1 mentioned in Chapter One, I participated in a course taught by Dr. Aoki in the spring of
1985, This course and Dr. Aoki's influence helped guide me toward more reflective and
philosophical ways of thinking. The effect was to open my mind to things my heart already knew.
It brought me out of the strictly scientific mode I had leamed so well at Oregon State and steered me
in the direction this thesis exemplifies. Although Dr. Aoki is not an cnvironmentalist, he was the
first of the mentors who affected my decision to pursue the path of an environmentalist. He did this
by introducing me to the altemate forms of knowledge that are so important in understanding the
cause of environmental damage. He taught me how 1o listen to my heart and not doubt the things it
had to say about understanding the world.

Once I began to understand that there were other ways of knowing about the world, my
advisor, Dr. Samiroden, began to fill in the knowledge. Through many long and patient talks, he
helped me explore the issues associated with the environment, scicnce—technology—society, and
education. Realizing that the knowledge a person discovers on his or her own is knowledge that
has meaning for that person, Dr. Samiroden would make suggestions or ask questions that would,
metaphorically, open doors to rooms of ideas which I would explore. As soon as I had grasped
some of the knowledge to be found in one room, he would guide me to the next. The effort and
learning were mine, but my explorations went much further because of his direction. Oftcn, my
activities were only tangentially associated with my thesis work. Yct, he paticntly encouraged most
of my detours, insisting that education cannot be limited to a classroom or a ‘program’. Hc is truly
a master teacher, and the second of my mentors.

Much of what I was reading at this time was reinforced by obscrvations of my own behavior:
people will not always act on an environmental issue just because they know about it. This was

confirmed by my students in an environmental biology course I helped teach at the university.
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They were expressing the same feelings described by the students in this study: helplessness,
anger, and sadness. It was conversations with these students that heipcd direct me toward the topic
for this thesis.

For almost a year, I scemec to exist in a state of limbo with respect to action. As I look back, I
can sce that it was actually a very active time. All of the things | had been leaming began to meld
into the drive to act. T was talking to more and more people about environmental issues. I was
reading voraciously. I was leamning what people could do to take action on an environmental issue.
I'had talked with the teachers about environmental education. 1 was receiving letters from
environmentalists in response to my study. Everything was falling into place in preparation for my
own decision to act. At the time, however, I felt as though I were being irresponsible. I was
reaping the benefits of the power 1 felt from leaming about the environment but 1 wasn't giving
anything in retum. Then, in March of 1988, I started to move.

It secmed simple enough. 1didn't even know I was moving into action until the process was
well on the way. It began with two mectings. T had asked several of the local environmental
activists to help me contact some more activists in the Alberta area. One of them invitedmetoa
work meeting they were having. She said 1 could tell the people there about my study and
distribute my requests. For some reason, I thought they would be a tight, closed clique. SoIwas
very pleasantly surprized to find these people were so wamm and friendly and interested in helping
me! They welcomed me into the room and gave me letters to fold and envelopes to stuff and we
talked about my study and their activitics. I even took some of the flyers with me to distribute in
my department. The other activist who agreed to help me suggested I come to an open house they
were having at the Provincial Museum so she could give me a list of names and addresses. The
open house included other environmental groups and she introduced me to several of the other
people that were there. It was wonderful! Here were people that were actually doing something
about all the problems I had been reading about. Before long I found myself asking one of the
people if there was anything 7 could do! I can still hear myself, “I'm working on my thesis, so I

don’t have much time, but I'd like to help, if there’s something I can do that doesn’t require very



much time.” 1 know now that there's always something that needs to be done, so before T knew it,
I'had volunteered to write a pesticide fact sheet for a group call the Toxics Watch Society.

When I think back on those first two mectings, I realize that it was the people | was responding
1o, not the issues. They welcomed me into the inncr circle of people who care enough about the
environment to act. Until that time, I felt like an intruder, like I hadn't proven myself, like I didn’t
have some mysterious right to be an environmentalist. What I didn't understand was that 1 didn't
have to prove anything but my willingness to panticipatc. By simply showing up and asking what |
could do, I had passed the initiation rite. As the other environmentalists indicated, finding these
people felt like finding my niche. It was a small step toward my vision of Ecotopia.

Timmersed mysclf in the environmental community of Edmonton. What started out as a
request for a small project tumed into a baptism by fire. Within a month of when 1 first met these
people, 1 was writing press releascs, helping sct up press conferences, attending strategy meetings
for legal action against polluters, and helping run a toxic household chemical round—up. There
was so much to be done and so few people to do it, that I was soon committing my time without a
sccond thought. The thesis came 1o a stand still. But I knew that what I was lcaming through these
experiences was the essence of my thesis. 1knew it would contribute in the end.

Part of the reason I was able to contribute so much to Toxics Watch that summer was because 1
had some knowledge of the pulp mill issue. My father's construction business focuses primarily
on wood products mills. I was able to consult with him and usc my own knowlcedge to evaluate the
quality of the pollution control devices these proposed mills were scheduled to use. 1 was also able
to use my zoology degree to evaluate the environmental impact asscssment reports the companics
produced. Even with this high level of background knowledge, I had to leam more that summer
than I ever had to learn for a course at university! What became important was not necessarily how
much 1 knew but if I could find out more: I had to know how to learn.

Because I was thrown so quickly into the middle of activism, I had little time to catch my breath
and think about what was happening. It was exhilarating and I was having a blast, but I soon fclt

overwhelmed by it all. This was especially evident when I retumed from a two—weck visit to
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Oregon. So much had changed! Everything was moving so quickly. I felt like the issues were
becoming more impontant than the Earth they impinged upon. At this level of reaction, the issues
always came down 1o politics. I was beginning to understand why so many of the people I worked
with talked about bumout. And ] was beginning to realize that if I didn’t do something to attend to
these feclings, I would not be able to continue.

For me, thc answer came when I found the Mother Earth Healing Society and was invited to
participate in a native healing circle. This circle uses the traditional native talking circle format to
allow people to talk and heal their hearts. It was my first introduction to the practice of native
spirituality. Because it is so experiential, it is difficult to describe, but the basic premise is: if we
wish to heal the Earth, we must first heal oursclves. | have included the text from a brochure I
helped prepare for the Mother Earth Healing Society in Appendix C. Tt gives a summary of the
purpose and approach of the socicty.

The woman who began the circle, Lorraine Sinclair, became my third mentor. She is teaching
me many things, but the most important is faith. This is what I was losing before I found the
circle. My vision of a better world was beginning to fade under the barrage of problematic issues I
was facing. She has taught me how 1o hold on to that vision and help bring it about through pro—
active work in the environment. She also taught me that 1 could express my feelings of love for the
Earth without apologizing. They are emotions of great strength that keep the hopelessness at bay.
This is the source of a positive outlook that is so imperative in this work.

Although none of the other environmentalists spoke of the need for a spiritual group like the
Mother Earth Healing Society, bumout was mentioned several times. My experience tells me that
 this comes from a failure to integrate our mind, body, and spirit in the fight to save this Earth. The
native teachings tcll us that the mind and the body and the spirit must work together to create a
whole person. The mind is who we think we are (ego), the body represents who other people think
we are (behavior), and the spirit is who we really are (soul). By combining our mind and spirit to

dircct our bodics, our actions demonstrate how well we have integrated the three aspects of a whole
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person. If we concentrate on any one of the three, our paths arc crooked and veer from the Good,
Red Road.

Before I met Lorraine and joined the circle, | was using my mind almost exclusively to direct
my actions. I was ignoring my spirit, so | was beginning to wegkcn. Recause my strength comes
from the connection I feel with the Earth (my spirit), I was not able to draw on that strength to carry
onthe fight. Now that I am leaming to balance these three aspzcts, I very scldom feel the same
overpowering frustration I felt before. When I do start to experience such feelings, I know what 1
must do to re—balance myself. Although I found a way to do this through native spirituality, there
are other ways to find this balance. It is simply a matter of recognizing and accepting that we have
many different aspects to our being. If we focus exclusively on one, the others are neglected and
create disharmony.

My path continues. And, although I am exploring the spiritual aspect of myself at the present
time, I have not abandoned my mind. Tam still able to step into the role of cmpirical scientist:
sometimes to evaluate and critique the actions of other scientists, sometimes to make arguments to
those who cannot be reached on an emotional level. I have decided to devote my self to
environmental work. My mind and my body and my spirit have given me no altemative. The Earth

has made the choice for me.
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SUMMARY

The four vicws represcnted here have provided the paint with which to create a picture of
cnvironmental action. But this picture, like any creative effor, is entirely dependent upon my input
as the instrument of a vision. I have seen the stories these people tell through my own story. I
have intcrpreted their experiences from my perspective. Although my perspective is specific to my
experience and background, it is not entirely unique. Many of the participants [ talked to and much
of the reading I have done support such a view. Their interpretations may vary slightly, but the
ultimatc message is the same. We are all connected to all life on this planct and we must use that
knowledge to direct our actions. These four views have many commonalties and nuances that help
make the picture of cnvironmental action a rich and dynamic one. One which holds many
implications for cncouraging cnvironmentally responsible behavior in our children. The next

chapter looks at this synthesized picture and the implications it contains.



CHAPTER FIVE CONCLUSIONS, APPLICATIONS: AND IMPLICATIONS

Speak to the earth,
and it shall teach thee.
Job12:8

CONCLUSIONS

The purpose of environmental education is to encourage environmentally responsible behavior.
To be sure, knowledge and skills are components of this behavior. But other factors contribute to
such behavior and must be recognized and explicitly incorporated into an environmental education
program. In fact, this study suggests that these other factors may be more important for
encouraging environmentally responsible behavior than traditional components. The first section of
this chapter presents the synthesis responsible for this suggestion and compares this new view and
the findings of Chapter Four with the model of factors impinging on cnvironmentally responsible

behavior initially presented in Chapter One.

Encouraging Environmental Action: A Synthesis of Four Views
Connegtion to Nature

I'place this theme first because it was universally expressed by the pcople from the four views.
All of the teachers acknowledged the necessity of outdoor field trips for environmental education
because they takes advantage of the children’s natural affinity for the environment. The students
were emotionally attached to the environment and wished to protect and preserve it. The
environmentalists wrote with great fondness and wonder of their relationships with nature. And |

have always felt more at home and at peace when in the natural world than anywhere elsc.
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The idea that people have a natural connection to the Earth is not new. It has a long history of
explanation and justification ranging from evolution to aesthetics. Common sense tells us that
human beings are connected to the Earth if for no other reason than that we would die without her.
She provides food, shelter, and clothing. But, our connection to the Earth invoivcs more than the
strict, survival—driven appreciation of the Earth's gifis. The students demonstrated this quite
clearly in their responses: it involves a connection not unlike that we feel with our family members
and loved oncs. There are elements of love, caring, emotiona! understanding, comfort, trust,
protectiveness, protection: all the feelings normally associated with a functional family.

As with some families, though, this connection can become strained and abusive. When this
happens with human families, the solution is therapy: an exploration of the attitixues, feelings and
emotions that lead to the abusive behaviors. It seems only reasonable, then, that similar activities
might help improve the human relationship with the Earth. In other words, we must be willing to
enter into therapy with the Earth. Obviously, the Earth cannot verbally respond to such therapy.
This is why we must leam to listen to the things the Earth has to say with our hearts and not our
cars, just as children are able to ‘tune—in’ to the prevailing currents in a dysfunctional family (even
if outward behavior is within the realm of normality), and adjust their behavior accordingly. They
have a natural empathy with the Earth. They listen with their hearts and their bodies, and they
know what the Earth tclls them.

This is the first of the factors which we must accept and develop if our environmental education
programs are to accomplish their goal. That the environmentalists, including myself, spoke with
such reverence and affinity for the Earth demonstrates that this is an important component of
environmentally responsible behavior. Teachers must be able to demonstrate to their students that

such feclings are acceptable and desirable. They must become Earth therapists for their students.

M Relationshi
As wise and trusted teachers or counselors, mentors provide a perfect channel to conduct this

Earth therapy. The environmentalists exemplify the power and importance of such people: a



mentor is one of the elements these environmentalists identified as essential to their decision to act
responsibly. While the mentor(s) may not have extended contact with a person (cg., Dr. Aoki in
my story), there are several characteristics which typify such encounters.

First, ihe mentor changes the way the person looks at a problem. issue, or idea. This can be so
subtle the person sometimes docsn't realized the effect until many years later. Orit can be through
gentle, respectful, explicit teachings. Both forms of this characteristic of mentoring were described
by the students, the environmentalists and myseIf.

This leads to the next characteristic: there is an empowering relationship between the mentor
and the student. This does not mean that they must view cach other as equals, but that they rﬁust
respect and appreciate each other. Ofien, in present teachcr—student relationships, the teacher
possesscs (or demands) the respect and the appreciation of the student with very little reciprocity.
Both aspects were demonstrated by the teachers. Some seemed to have little respect for the
students’ ability to direct their own lcaming. Others developed empowering relationships with their
students which resulted in increased action and interest in their environmental courses.

The third characteristic of an environmental mentor is the modeling of cnvironmentally
responsible behavior. Again, this can be through simple demonstration and observation or the
mentor can actively draw the student into emulation of the behavior. The teachers described both
processes, as did the environmentalists and myself.

The most important thing to remember about a mentor relationship is that it builds the student's
self—esteem. The mentor accomplishes this by validating the student's feclings, both good and
bad, and helping him or her leam to use them in constructive ways. The mentor also teaches in
such a way that the student leams how to leam for him or herself with little intervention from the
mentor. This builds the student’s confidence that he or she is able to accuratcly interpret reality.
Finally, the mentor also increases the student’s self—estcem by holding the student in high regard.
This is the respect mentioned earlier. It conveys to the student that he or she is a valuable and

capable person.
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The Role of Knowledge

Knowledge of the environment must be redefined. It must be based on the use to which it will
be applicd rather than the esoteric concept of ‘inom is better’. By this I mean that knowledge only
has meaning if it has usc. If a person has enough knowledge to be able to make sound
environmental decisions, then that person knows enough about the environment. I am not
suggesting that further studies not be pursued, but those studies must be driven by the student’s
desire to know more, not by some artificial concept that states that a person must know all there is
to know about a subject before they can make good decisions. When a person wants to kriow more
about an issuc, then the knowledge has use to him or her, and further studies should be pursued.
But therc arc many people out there, as some of the environmentalists and most of the students
demonstrated, who have a general grasp of the issues surrounding environmental problems. These
people must not be denounced for not *knowing more’. To do so only generates doubts in their
own abilitics to interpret reality. This is especially true when the decisions a person makes also
have an emotional component (ie., they are based on knowlédge and ‘gut feeling’) Asmy own
experience showed, people leam what they need to know, whan they nced to know it. This is why

it is so important that students be taught how to leam, rather than what to leam.

Environmental Groyps

This final aspect of encouraging action revolves around the fact that people need to be
supported in environmentally responsible behavior. Some of the behavior that can be considered
responsible can be done alone, in people’s own personal lives. But to actively protect the
cavironment, people must act in groups. All four of the view points reflected this need. The
teachers felt their students needed the interaction and strength that come with group activities. It
was also the teachers who had been involved with environmental groups who demonstrated the
most confidence and hope in their students. The students expressed the most hope for solving the
Earth’s problems through banding together with other people who care. Almost all of the

environmentalists indicated that their actions were dependent on the support found in an
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environmental group. And my own decision to act didn't begin until I met other people who were
actively involved.

In many ways, the power these groups possess comes more from the banding together of
like—minded people against a common goal than from the numbers of people involved. 1t is the
support aspect that engenders action, not the mass of bodies. Because of this, the concept of
environmental group can be applied more broadly and incorporated into the classroom. Carcfully
directed by a mentor, a group of students can achieve the same effects that are characteristic of an
environmental group: support, camaraderic, and power. Even if the fights arc lost (as often
happens in real environmental groups), the groups' cohesiveness helps build a barricr against the

despair.

Summary

Taking all of these factors together, the picture we see of encouraging cnvironmentally
responsible behavior is as follows: A person must have a recognized affinity for the Earth and the
life processes that define her. He or she must have key experiences of interaction with a mentor or
mentors who develops his or her affinity and abilities. There must be a re-definition of the role of
knowledge in environmental education. And there must be some sort association and support from
a like—minded group of people. The order in which these elements appear is gencrally the onc
given, but the individuality of every person mears that there can be variations. The teacher—

student relationship is conducive to all of these elements.

Comparison With the Mode! From Chapter One
The Envi B \tive El

The model from Chapter One suggests that the environment enter into the picture of student
action as the object of that action. The findings from this study suggest that the environment acts
actively on the student’s perceptions and emotions to gencrate action. ' Furthermore, that effect is an

essential part of the student’s decision to behave responsibly.
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The model also suggests that the students will perceive the threai to the environment through the
knowledge they leam in the classroom. But intellectual knowledge alone will not generate action.
The threat must also be conveyed on an emotional level. In other words, the student must be able

o relate to an issue on a personal level. It must have some intrinsic importance to he: or him.

Nonc of the environmentalists mentioned knowing how to act before they decided to act. My
situation may be unusual since I was studying environmental action prior to acting. But my own
experience also supports this finding because I did know how to take action, and yet I did not act
until all of the clements mentioned above were in place. Just as with knowledge of the issues,
people scem to find out how to take action when they decide to act. Itis dependent only on the

individual’s creativity and courage. Thesc are the skills that should be emphasized.

In addition to supporting the students’ right to take action (empowerment), the parents and
environmental educator must help the students leam to express and cope with their feclings of
anger, sadness and hopelessness. Obviously, not all students will feel this way, even though a
majority of the students in this study expressed such feclings. But for those that do, their mentors

have a moral responsibility to help them leam to direct these feelings in constructive ways.

APPLYING THE FINDINGS: A MODEL PROGRAM
The following program is included to show how these findings can be applied in a classroom
setting. There arc programs in existence today that use similar approaches (eg., Earthkeepers by

the Institute for Earth Education). More are being developed. I have chosen to include this one



because I am most familiar with it and it includes all the cleﬁtcnts of good cnvironmental education
as defined by this study.

Based on integrating Native natural science concepts with the junior high science curriculum,
the Cross—Cultural Environmental Education Program (CCEEP) is currently under development
by the Mother Earth Healing Socicty. It secks to use traditional Native teaching methods to impan
these science concepis. Native people view education in a much more integrated manner than our
current educational system demonstrates. Because of this, their science concepts (ic., their
understanding of how the universe *‘works' and how they *fit in") are taught in conjunction with the
values and ethics the society reveres. This is reflected in the National Indian Brotherhood's
“Statement of the Indian Philosophy of Education” (1972). Init they state that they want their
children to leam pride in one's self, understanding of onc's fellow people, and living in harmony
with nature. There arc no separate subjects; all knowledge is life knowledge to be used. Therefore
Native science knowledge is not esoteric, it is knowledge that teaches lessons about how 1o live a
good life. Morrison describes it this way:

As with all other facets of Native science, the beginning, the process and the product are all onc
called relatediveness. Before the process can begin, a Native scicntist must understand his/her
place in the relationship....Tribal people express this in different ways, but as a Haida, |
understand a person (in relation to all other creations) as being dependent upon all other things
and none of them dependent upon me. If I, the human race was to disappear this moment,
there would be no animal that would starve or dic, nor any tree, rock or any other of the
creations affected. However, if they disappear, I am also gone. Secking truth and coming to
knowledge necessitates studying the cycles, relationships and connections between things.
(Iindeed a la(wl' gg Native science requires that we look ahead seven generations when making
ecisions. 7

Because this knowledge affect all aspects of their lives, it is extensive and sophisticated. But
again, it must be judged on its own terms. Native science concepts must be viewed in the context
in which they evolved. They must also be evaluated on the basis of the effccts this knowledge has
on their lives and their relationship to the Earth. These are the same critcria that this study suggests
must be used to evaluate the level of a student’s knowledge about the environment.

Much of the pilot work for this project has been conducted by Lorraine Sinclair. She has been

called in as a guest spcaker for many classrooms across the province of Alberta. During her
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prescntations, she uses severa! traditional Native teaching methods to convey some of the Native
science concepls to the children. While the concepts she teaches are important, the methods are the
aspect that receive the most support from this study. They demonstrate how the findings of this
study can be applicd in a classroom setting, even if the time is very limited.

Ultimately, the program seeks to involve the Elders of the local Native communities to
introduce this knowledge to the school. The teacher's job, then, will be to help the students further
integrate the teachings of the Elders with the teachings of modem science. The teacher may also be
able to begin using some of the methods of the Elders in the classroom.

The parents are also an integral part of the CCEEP. Through a Parent Advisory Committec, the
community will be able to contribute and comment on the progress of the program. By actively
incorporating the parents in the planning process, many of the problems voiced by the teachers in
this study should be addresscd. Instead of threatening the teachers’ positions, parental grievances
will be given a proper forum. Again, traditional Native group dynamics will be used in this process
as well.

Based on the pilot work done by Ms. Sinclair, the following features of the program are
supported by the findings of this study:

1. The program introduces the students to altemative ways of knowing about the world. This -
supports and validates their own experience in interpreting reality. The Native science
concepts are much more intuitive and wholistic than modem science. They resemble quite
closcly the students own interpretation of the world, especially at the young grade levels.
For instance, the teachings of the Wheel of Life describe human life in reference to a circle.
As this circle is described, the children often end up completing the elements as the teacher
tzglkg T(ll:cy become very excited to find that their own perception of the world has been
validated.

2. The teacher uses a mentor approach in the classroom. Oral teaching and pictographic
representation is imperative. Note-taking is strongly discouraged or not allowed. The
teacher encourages the students to listen (one of the primary values of Native culture),
telling them that they will remember what is important for them to know. This not only
gives the students confidence in their ability to retain the knowledge that is important to
them, but it shows them that the teacher respects and believes in their ability to direct their
rate of leaming. Teachers of this kind command respect from the students without a word;
the students know this is a person to be respected by their attitude and approach.

3. Sometimes, the teaching methods involve a talking circle. This process is, perhaps, the
best way 1o express and work through the feelings of anger, sadness and hopelessness

these children sometimes feel. (It is the circle that saved me when I felt overwhelmed). A
stone or stick is passed around the circle. As each person takes it, he or she has the right to



talk for as long as needed to work out his or her thoughts and feelings. No one clse is
allowed to intcmn?t. And the things that are talked about are not allowed to be discussed
outside of the circle, This circle does several things. Firat, it give the students an excellent
forum for coping with their feelings. Second, it helps them leam to articulate strong
emotions: good training for environmental action. And Third, it helps generate group
cohesiveness through mutual trust.*

4. The teachings and outings sometimes associated with this program allow the students to
experience their connections to nature as sacred and m&sﬁcal. again, reinforcing thsir own
perceptions. In one example, Lorraine teaches the students about the connactions we have
Wwith trees. She talks about the things trees can teach us and how we ¢an leam those things.
She tells them about the spirit hole each tree has and how the students can find it. The
students love this. They all try it when they retum home. What is important with this
feature is that the children are able to experience nature in even the most urban of settings.
It is not even essential that they go outdoors within the context of the classroom. When it

is presented in this way, the children do the ‘work’, willingly. Who are we to judge the

validity of such teachings, especially when our ‘modem’ science continues to ‘discover’
things the Native people of this continent have known for thousands of years?

Furthermore, this connection really does not contradict the teachings of modem science. It

is an added dimension.

While this program is still in its infancy, all of the methods and some of the knowledge
components have been field tested by Ms. Sinclair. The results of this work arc very exciting. She
reports an attentiveness, respect, and acceptance by the students that many teachers desire. And,
although the CCEEP focuses on junior high science at this time, it has potential for all grade levels.
Perhaps most important, though, this program offers a way to integrate valucs and ethics with the
science curriculum. Because these values are presented as an integral part of the knowledge, the

students begin to see science as a moral activity as well as an intellcctual one.

IMPLICATIONS
The findings of this study obviously have many implications for the present educational
system. Many of these implications have been mentioncd previously. There are some more

specific suggestions that should be made here.

Implications for Teachers in the Present School System

It may sound like a 'pipe dream’, but I have seen this method demonstrated and Lorraine has
confirmed that the students do respect each other and will not talk about the things said in the circle.
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In order to apply a mentor approach with their students, many teachers will need to explicitly
cvaluate the power structure of their classrooms. Do they demonstrate respect for the student? Are
they modeling egalitarian and environmentally responsible hehavior? Are they acting as facilitators
of leaming rather than directors? Do their actions seek to increase the student's self—esteem?
Thesc are just a few of the questions teachers must be able to ask and honestly answer for
themselves. Qbviously, for some teachers, this will be a new way of looking at the teacher—
student relationship. It may be necessary, therefore, to provide training and counseling for the

tcachers Icaming this ncw approach.

Use the Students’ Natura! I in Envi 1 Knowledge §

This relates to the findings from the student interviews. Because they all mentioned media (TV,
newspapers, magazines, eic.) as their primary sources of environmental information, the teachers
should recognize the potential these sources hold for environmental education. In many cases,
these sourcces, especially television, can be used as the primary source of information about
cnvironmental issucs. This would allow the teacher to focus more time on the intuitive, interactive
approaches that facilitatc a mentor model. Again, the teachers may need training or at least guidance
in using these sources. The resulting increase in students interest, however, should justify thesc

cfforts.

Strive for More Student E N Esperiontial Level

Because the students receive so many benefits from relating to nature on an experiential level,
teachers should always strive to incorporate such experiences into their programs. As the CCEEP
demonstrated, however, this need may not always mean scheduling a field trip. Many encounters
can be conducted in the school yard or by the students at home. Whilc there are many teachers who
currently use school yard excursions in their classrooms, these are generally associated with
intellectual activitics (measuring, observing, collecting, eic.). The findings of this study suggest

that some of thesc outings should be directed toward allowing the children to interact with the



environment on an emotional, experiential level, This does not mean ‘letting the kids go', but

taking them through directed, personal encounters with their world. Once again, some teachers

may need guidance with initiating such activitics.

Obviously, encouraging cooperative relationships between students is not a new suggestion. It
is integral to the peace education programs that have been developed. But this cooperation docs
more than foster peaceful interaction between the students. It facilitates the group cohesiveness that
seems to be important in environmental action. The students” desire to have someone listen to them
and to be able to work with other people to heal the environment would be supported by such
cooperation. It gives them a support group to which they can tum if their feclings become too
difficult to handle alone. There are many ways this cooperative atmosphere can be encouraged, but
the simplest seems 1o be to reduce the competitive nature of current marking practices. This would
involve developing alicrnative marking systems that stress the formative rather than the normative
nature of education. This suggestion would require extensive re—education of the teachers. But it

also requires a re—structuring of the current educational system.

Implications for the Current Educational System
Ro— he C Envi 1 Education Curricul

The current Alberta Education Environmental Education Curriculum Guide (1983) gives an
excellent display of the department’s position on environmental cducation. Their values arc cvident
even from the cover they chose for the manual: a man—made glass and steel skyscraper takes
center view with natural elements as peripheral addenda. Inside, however, the approach to the
curriculum is even more firmly entrenched in the current socictal values. The introduction tothe
manual states:

Education in and of the environment can and should include some on—site study where the
two—dimensional world of theory gives way to practicc and investigation in the three—
dimensional arena. This out—of—school component, while very important, should not
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become distoried by the mystique or excitement with which it may be associated. Further, it
should not be the entire basic of any program. (1983:1)

In other words, even though it really tums the kids on, we shouldn't use their natural interest in the
cnvironment to motivate their interest in the environment!

The Department of Education has also developed a model of the integration of environmental
cducation between the different subjects and between the grades. While this attempt at integration is
admirable, they have emphasized the components in the exact opposite order from that indicated by
this study. They have placed knowledge as the central component to which the most connections
arc made. Skills, abilitics and pmcc'sses are next in importance, receiving fewer interconnections.
Finally, values and attitudes arc displayed with no connections demonstrating how the strands will
contribute to their development! As the manual explains: “Values and attitude are descriptions of
what it is hoped the students may intemalize or come to fee] as a result of the investigations in
which they have been involved,” (1983:2; italics mine).

This manual acknowledges the importance of values and attitudes, but it seems unwilling to
incorporate them into the curriculum. Whether this is because of the difficulty associated with
accomplishing such integration in the current system or the recognition that it would promote the
valucs of the New Environmental Paradigm, is difficult to detcrmine. The effect in either casc is to
lcave the most important aspect of an environmental education program in the realm of ‘implicit
limbo’. It scems likely that this curriculum guide was developed to pacify a call for assistance from
the department by thosc teachers facing the monumental task of educating for environmentally

responsible behavior within the current system.

Allow for More Qutdoor Experiences

This follows naturally from the situation described above. By allowing for more outdoor
cnvironmental exposure of the experiential kind, the school system will facilitate the teachers’
attempts to improve their programs. Obviously this will be cduntered with the argument that there

isn't enough money to do this. In response, I would argue that it is a matter of re—evaluating the



priorities used to allocate the monies that exist. Clark is particularly instructive on the nature of this
issue:
Once we accept the assumption that mindset is irrelevant and unrelated to behavior, we are
constrained to wait until something “out there” changes before we change our behavior, Thus,
while most Americans decry the nuclear arms race, political wisdom requires that the other side
must change first. While most Americans intitively know that our growth economy is
destroyir.g the planetary ccosystem, economic wisdom insists that competition is the name of
the game in the real world “out there.” While there is no teacher or school adminisirator who
does not long for substantive educational reform, the conventional wisdom insists that
educational reform is dependent upon more money, better textbooks, and more initiative at the
state and/or federal level.
Once we understand the assumptions upon which this cultural mindset is based, this helicl
that change must come from *“out there” is both logical and rational. Unfortunately, this kind of

rational logic is becoming increasingly counter—productive. But it will not change until we
identify the source of the problem, the way we think about the problem. (1988:54)

Re—Structure the Schools to be More Egalitarian

By reducing the administration of education, and increasing panticipation on all levels by the
people actually involved in the educational process, the teachers and students, school systems could
become more egalitarian. By this I mean that the teachers and students should take more control
over the design and implementation of their educational programs. This recognizes the fact that
every school, every teacher, and every student has an individual quality that must be respected, To
imply that one curriculum will serve every situation is absurd. While rws3; school administrations
verbally acknowledge this fact, their actions, both collectively and individuait», do not. Thus
teachers are faced with proscribed curricula to teach, diploma exams to prepare their students for,
and no time for the ‘options’ that are so cssential. If the schools were to be run in a collcctive and
consensual manner, with the teachers and students (and, possibly, parents) consulting in the
preparation of curricula, the sctting of policies, and the allocation of monics, there would be more

chances to integrate environmental education in the manner described by this study.
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Implications for Teacher Education
F Developing M Rather Than Producing C f Knowled

Whilc the teachers currently employed by the system would still have to be assisted, the best
place 1o begin some of the changes suggested by this thesis is in the teacher education program.
They should focus on developing mentor abilities rather than teaching methodologies and control
tactics. Onc of the best ways for them to leam this type of mentoring behavior is through
modcling. Teacher educators must become aware of the same factors described for the teachers,
above. In addition, some of the approaches reserved for graduate students should be more widely
uscd. For cxample, respectful conversational discussions (some of which, from my own personal
experience, use methods similar to the Native talking circle) could be employed to help the siudent
teacher re—cvaluate his or her views of the power relationship in the classroom. In essence, then,
teacher cducation programs should focus first on the relationship abilitics necessary to act as a

mcntor.

Increasing self-reflection and sclf-understanding is related to the previous suggestion. By
encouraging the student teachers to reflect on their assumptions, biases, and preconceptions (ic.,
their world views or mindscts), they can begin the same process I experienced which led to my
decision to take action. In the parlance of the graduate course, this process is called critical
reflection and it enables the person to recognize where misconceptions and biases are creating
discmpowering relationships with their students. If this approach were incorporated into the
teacher education program, the teachers it created would have some of the skills needed to apply the
suggestions made in this study. In addition, this process of self—reflection tends to increase

maturity: another essential characteristic of a good mentor.
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Encouraging student teacher participation in the design of the teacher education programs would
help facilitate the increase in egalitarian school systems. If the student teachers become familiar and
comfortable with designing their own teacher education programs, they will be far more likely to
incorporate such approaches in their own classrooms. It would also give them expericnce with
consensual decision making in which the group reaches an agreement with which all members arc
content. This contrasts sharply with the democratic method of majority rules (in which up to 49%

of the members can be opposed to the decision!)

| Emyi | Education C | Values Into AlLSubi

If teacher education programs hegin to use the environmental education model as the central
theme for their individual subject area specializations, the imcgral_ion will beccome much casier. All
subjects can be taught from this perspective, since human beings and their cnvironment are so
inextricably interconnected. The statement by the National Indian Brotherhood helps put this in
perspective: education should help children 1cam pride in one's self, understanding of onc’s fellow
people, and living in harmony with nature. None of these can be removed from the context of
educating @ human being. Separating them into individual subjects is artificial at best, detrimental at
worst. Environmental education in the mode I describe in this study would go a long way toward

achieving this much necded integration.



hECOMMENDATIONS AND REFLECTIONS

As I'look back on the course this study has taken, I see many ways in which it could be
improved or expanded. Perhaps most importantly, the interviews should have included validation
scssions. The results from such validations could have revealed nuances completely lost in the
general approach I was forced to take. 1 also sec a great deal of potential that is, as yet, untested in
atypical classroom. It secms essential, therefore, that the suggestions made here be implemented
as part of the validation process. Finally, these approaches must be followed to judge their
cffectiveness. Because these suggestions are based on the experiences and reflections of the people
affected by environmental education, the follow—up would also act as a validation of these
findings.

I'realize that the views I have presenied here are radical and difficult to implement. 1 face that
cvery day as T contemplate how to help people behave in environmentally responsible ways. But |
gather the strength to face these issues from the knowledge that these views are right in the moral
sense. | can accept them as so because I know they come, ultimately, from the Earth and our
rclationship to her. For me, this belicef is tangible. It is a value system based on a reality of which 1
am a part. ]t cxists in me, not “‘out there™.

The cffect this thesis has had on my own personal growth is enormous. It has reached into
every facet of my being and tumed them all upside down. It has been a very organic process, a
process of growth and development. It has set me in motion on the path of my life in a much morc
dirccted and confident way. Before I began this thesis, I really had no idea what I wanted ‘to be’;
the process has answered that question for me: T am an environmentalist who wishes to help people

re—conncct with the Earth that gives them life.
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November 26, 1986

Dear Teacher:

I am a graduate student working on my Masters of Education at the University of Alberta
specializing in environmental education. As research for my thesis, I am compiling and developing
teaching strategics that may help increase students’ abilities to take action on environmental
issucs.Since there is no official curriculum for environmental education in the Edmonton area, a
widc varicty of approaches can be taken. I am interested in finding out what these agpmaches are
and which ones seem to be most successful at increasing student action. This research should be of
usc to the teachers in this, and other, areas.

I would a}:preciate your completing and retuming the enclosed questionnaire. The greater the
numbcr of teachers that respond, the more useful the results of the study will be, so I hope you will
cooperate. Your participation is, in any case, voluntary and confidential. The results of the study
will also be anonymous. All data collected will be treated as confidential and non-evaluative and
will be destroyed when no longer needed. The completion and retum of the questionnaire assumes
your consent to the anonymous and confidential use of all data. The fact that I have your name
implics that I have received permission from your schoo! district to survey in your area.

The questionnaire should take about 20 minutes to complete. There are no right or wrong answers.
Plcasc answer cach question as completely and honestly as possible. If there are questions you do
not wish to answer or which do not apply, you may leave them blank.

This questionnaire will provide me with a baseline set of data upon which I can begin to develop the
teaching strategics. To further refine the study findings, I would like to interview some of the
teachers panicipating in the study. If you are willing to be interviewed, at your convenience, pleasc
include your name and a phone number where I can reach you.

1 would greatly appreciatc a prompt response, therefore I ask that you retum the questionnaire by
December 19, 1986. A self-addressed stamped envelope has been included to facilitate this. In
retum for your participation in the study, I would like to send you a summary of the findings of my
study. I you think this would be helpful, please indicate your interest in the space provided on the
questionnaire.

Thank you very much for your assistance with my research. If you have any guestions or
comments, I can be reached through the Department of Secondary Education (T6G 2GS) or by
calling 432-2017 (office) or 439-9817 (home).

Sincerely yours,

Laura A. Kecth Dr. Wallie Samiroden
Graduate Student Supervising Professor
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ENVIRONMENTAL EDUCATION QUESTIONNAIRE

Directions: The following questionnaire is intended to collect teachers' input about teaching
met}mds in environmental education. Please answer carefully. Skip those questions that do not
apply.

1. Please give your definition of environmental education.

2. Please check the statement(s) that apply to you:

—— lteach a unit that is largely environmental education.

—— lincorporate environmental cducation into my other class units.
— 1donot specifically teach environmental education.
—Tavoid teaching environmental education.

oo

If you checked statement "c" or "d", pleasc give the major reason(s) why.

3. If you have taught a unit in environmental cducation, what sourccs have you used in developing
your lessons in this arca?

4. 2. Do you feel those sources were adequate? ____yes _____no
b. Why or why not?

5. Approximately what % of the curriculum in each course you tcach do you spend with
environmental education? How much would you like to spend?
grade course % spent % would like to spend

6. Which of the following methodologics do you use in environmental education in your
classroom? Which ones would you like to use?

do would

use  liketo use
identifying issues and positions
clarifying values
discussion of student attitudes
investigating issucs (background rescarch)
researching environmental problems
decision making
implcmenting decisions through action

ARRRRN
ARRREE
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discussion of cthica! and moral implications of
environmental issues
S —_— other

——— nmarae——

7. Please describe the major obstacle(s) that prevent you from using the methodologies you
identified in the "would like to use" column in question 6.

8. Pleasc list the environmental issues used in your classroom?

9. a. How do you decidc which issucs will be used in the classroom?

b. How much student input is involved in those decisions?

10. What do you fecl is the single largest obstacle that discourages students from taking action on
the things they leam about cnvironmental issues and problems?

What division(s) do you teach? ] n 1l v

What is your teaching major?

1T you would like to be considered for an interview (____) or receive a summary of my
findings( ), pleasc fill out the following information;

Name:

Address:

Phonc:
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INTERVIEW GUIDE
FOR
TEACHER INTERVIEWS
The interview will begin by discussing the teacher's responses to question 6 of the questionnaire:

Which of the following methodologies do you use in environmental education in your
classroom? Which ones would you like to use?

identifying issues and positions

clarifying values

discussion of student attitudes

investigating issues (background research)

researching environmental problems

decision makin‘?

implementing decisions through action

d:t;cussion of ethical and moral implications of environmental issucs

other

I will do this by focusing on the approaches the teachers take in the methodologies they indicated
they use through questions such as:

How do you handle clarifying values (or student attitudes, or ethics and morals, etc.) in your
classroom?

What effect do you think your methods have on the students’ ability or inclination to actively
pamc';patc in environmental issues? Why do you choose to have students involved in these
ways?

What problems do you encounter when trying to usc a particular approach?

Are there any changes you could/would make to your approach that would increasc the active
participation/citizenship of the students? What might be the best ways to get students involved
1n active citizenship?

The above questions will be given to the teachers prior to the interview session in order to allow
them time to consider their answers. It is hoped that this will increase the depth and insight of the
answers they give.

From these questions, I would like to move on to the topic of empowerment.

Some people suggest that students don't actively participate in environmental issucs for two
primary reasons:

1. They don't have the skills or knowledge about how to take action.

2. They feel helpless, powerless, and ineffective with respect to their abilities to make real
changes.
What do you think about this?

How does the sense of powerlessness relate to environmental issues and problems (and
therefore, to environmental education)? Is it an inherent aspect of the magnitude of the
problem, or is it indicative of a general lack of power in these students’ lives?

‘What does it mean to for students to have the power to take an active role in environmental
issues? How can this be achicved?

Have you ever been involved with a class or unit where students became actively involved in
environmental participation? What happened?
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What factors contributed to or detracted from yourAheir success in achicving a sense of
cmpowerment?

~ How can icachers affect students’ sense of power?

In an cmpowering classroom, what is the role of the teacher? Of the student? Of the
curriculum?

Arc there any unique problems associated with environmental education that need to be
addressed when attempting to create an cmpowering experience? Any advantages?



Dear Student:

When I first became concemned about environmental problems in high school, I felt like there was
nothing I could do about them. They seemed like such huge problems that I could never have any
effect on solving them. So I basically ignored the problems while I went to university. But my
concem about the environment was always in the back of my mind, making me feel like there was
something I was forgetting; like something was wrong.

When I started my Master's degree, I wanted to find ways to help other students have more power
to act on cnvironmental problems. I talked to some teachers who have helped their students become
more powerful. I asked people who are working to improve the environment what first caused
them to take action. And now I would like to talk to some students.

I'nced to know how you feel about environmental problems. Even if you've never really thought
about these type of problems before this class, your views are still valuable to me.

If you want to help me with my study, it will take about 1 hour for the interview. 1 will need your
parents’ permission, so, if you live at home, have them sign below. If you staying in Lister Hall
during Summer Youth University, put your home phone number below and T will call to ask
permission.

The interviews will be taped and I may use parts of our conversation when I write my thesis. |
won't use your name anywhere in the thesis, so you will be anonymous. You are also free to
withdraw at anytime.

The more students I can talk with, the better, so I hope you will help me with this study. If you
decide to help, let me know so we can sct up a time for an interview.

Thank-you

Laura A. Kecth

Department of Sccondary Education
University of Alberta

432-2017 (office) 439-8332 (homc)

Name

Parent's
Name

Home Phone #




INTERV%I(E)‘: GUIDE
STUDENT INTERVIEWS

* What concerns you about the environment toda

the concept of "environment” prior to this.)

y? (I may have to explore their understandings of

* How do those concemns make you feel? (This may come out in the previous question.)

* What do you think should be done about these
they view their own power responsibilities and a

roblems? (This should give me an idea of how
ilitics.)

* How do you see your role in doing something about these problems? (They may or may not

answer this in the previous question.)

Empowered Responses
* Why do you feel you can do these things?

» Is there anything you've done in the past that
makes you feel like you could do this?

» What kind of influence did your family have on
your being able to act on these problems?

* Your teachers?
* Your friends?
* Events in the world?

* Do you think other kids feel the same way you do
about being able 1o take action?

* If not, what do you think keeps them from being
able to do the things you feel you could do?

* Have you ever actual done anything like what
you've heen talking about?

Powerless Responses

* Why do you feel you can't do anything about these
problems?

* Have you ever had tried to do something about a
problem like this and not been able to?

* What influence do you think your family had on
you belief that you can't do anything about these
problems?

* Your teachers?

* Your friends?

* Events in the world?

* What would have to happen for you to feel like you
could really do something about one of these

problems?

* Is there some other type of action you think a
person your age can or should take?
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Dear Environmentalist: N , _ o
1am a graduate student working on a master's degree in cnvironmental cducation. 1am trying to
identify teaching met™ :Jologies and ap&mchcs that hclﬁ'incmsc a student’s ability and inclination
to take action on environmental issucs they care about. In order to gain a better understanding of

the dynamics of action, I am including in my study a section on people who are currently involved
with action on environmental issues.

I am interested in hearing your own personal history of how you came to be involved in
environmental action. Is there one event in your life that served as the catalyst for your action, or
was it a long process? At what age did you first decide that environmental problems were
important? At what age did you first decide to act on them? How did friends, family, school, )
work, etc., affect your path? Any information you fee! is important in explaining how you decided
to become environmentally active would help my study a great deal.

Of course, all of your responses will be treated with confidentiality. I may excerpt statements or
comments for illustrative purposes, but no names or pseudonyms will be used. If you would like
to participate in this study, please take a few minutes to put your story down on paper (one or two
pages, typed or hand written would be finc). I have included a stamped, sclf-addressed envelope.
I would aldso appreciate it if you could pass this letter on to others whose stories may be benefictal
to my study.

Although my focus is on secondary cducation, I think this study will prove helpful for anyonc
interested in helping promote environmentally responsible actions. I am very interested in hearing
your story and I hope you will seriously consider responding. If you request, I can send you a
summary of my findings upon completion. Thank-you for your help with this project.

Sincerely,

Laura A. Kceth

Department of Secondary Education
University of Alberta

Edmonton, Albcrta Canada

T6G 2GS
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EXCERPT FROM TEACHER TRANSCRIPTS: ACTION APPROACH

T: The one big one that we did a couple of years ago that I can maybe refer to is one that I thought
was a pretty excellent environmental issue; is when we were doing a unit in the spring time,
about this time of the year on pollution of the environment, we had a very, very rough year
that year for Edmonton water. For about two weeks it was just horrendous. Newspapers
picked it up, media picked it up, kids were drinking it, trying to bathe in it, trying to cook
with it, their parents were talking about it. So it became an issue really quick that everyone
wanted to leam about. So, we definitely investigated that one from the point of view of
forming groups based on interest. Some groups were on the phone talking to people, some
groups were in the library doing research, some groups were going on field trips after
schools with a parent to libraries and the like. And we also took up, we analyzed all the
newspaper articles that we brought in. And we went through them 1o determinc
which statements were hearsay, which statements were scientific data, which statements
were a misusc of data, misrepresentation of data. And then we would go and try and
cross-reference what we had discussed by trying to find our own information. And that
lead to all kinds of research, all kinds of ways and all kinds of places, including a lot of the
films that are available on water, videotapes on water. We had onc Department of
Environment Water Resources person come in and talk to us about water. We wrote
Health and Welfare in Ottawa and got the Canadian drinking water standards. We wrotc
provincial govemment and found out what the Dept. of Environment were telling
municipalities. We wrote the Edmonton Dept. of Water and Sanitation and found out what
guidelines they were trying to follow. So we got all that kind of stuff.

L: How would you describe the dynamic in that class as far 3 who was coming up with the idcas
where to go to look for information?

T: 1 would say it was about S0-50 with about 50% of the ideas coming from the students first of all
and then when they started to get stuck or there weren't enough ideas for all the kids then |
had a number of them. But ! tricd to let them come up with as many ideas on their own,
until they found... and ! told them to talk to their parents also about where they might he
able to get information; we had onc man who was selling water distilling machines who
wanted to come in and do a demonstration, and it was just a riot....] gucss the idea of al)
the research was to come to a decision about whether Edmonton drinking water was safc.
And in the end all the groups reported back from all the groups. And then the students had
10 do some writing based on the evidence that they had » gathered, analyzed, what
they thought was the situation. Most of them, now it really would have been good if 1 had
policd them at the first and then at the end, now unfortunately I didn't poll them, on paper,
cach individual as to whether they thought the water was unsafe. But my general fecling
on that issue was that most of them were really concemed about the drinking watcer, from
what they had heard in the media and on the papers, they did not think it was safe. I think
when we finished the whole unit, they were aware that there was a certain time of the ycar
when the water was probably unsafe to drink, during spring run-off, and they had a list of
chemicals that got into the water through snow-dumps, through run-off and picking up
materiats off the roads. The other time they identified it as being unsafc was aftcr a major
rainstorm after a long period without rain and all the streets were washed and all the water
went into the river through the storm sewers and was picked up by the different watcr
treatment plants. Because they identified quite a number of substances that were in the
water and are not dealt with by Canada drinking water standards and consequentially citics
and municipalities have not upgraded their plants to the kind of treatment that is required to
get rid of those substances. They were very concemed about those two periods of time.
The other periods of time, they were pretty sure that the water was as safe as it could be.
They were still rather concemned about some of the stuff that was getting into the rivers and
about the pollution. I'm saying this in my own language but thesc arc things that came up.
They were concemed about what levels were safe and what weren't. Because there is quite
a bit of differcnce between Health and Welfare standards and what the city says, the city
actually goes above the standards. But then the whole issuc came up, from scveral of the
real sharp students, "Hey, how come Health and Welfare drinking standards doesn't cover
some of these chemicals?” So we went back and looked at when these standards were
written. And they were probably written prior to peoples’ knowledge of these chemicals or
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prior lo these chemicals being dumped into rivers. So that leads us to the action part of the
thing. We then explored what can we as citizens do 10 ensure that we get the safest
possible drinking water. And of course that's when the people with the water purifying
machines came in to talk to the kids. And that's where the idea was that maybe the water
should be more carefully monitored, maybe the govemment shouldn't allow as much
dumping in the rivers. And then the next things was OK how do you make your voice
heard, how do you make changes? And they came up with a lot of idea all the way from
going and talking to the local aldermen. Write the mayor was a big one, write the
govemment. So right away there's the government, so another big issue is the .
govemnment, so let's explore that. We got a little bit of help from Social Studies now in
terms of helping the class. We helped them pinpoint some of the people in govemment
who were the decision-makers that had the responsibility towards the public in terms of
safe water. So then letter got written, Mdme. Susanne Blaide-Grenier, etc. And they
wrote letters and the letters that got mailed were exactly the letters that the kids wrote. The
only thing I or any other teacher helped them witi was the grammar, the structure, so that
the letter that went out of here was polished. So there were quite a number of rewrites.
And also the letters had to be taken home and read by their parents so their parents know
what was going on. And I also thought that was a good idea because their ‘gamnts were
also involved in this and I thought it was a good idea for the parents to see that their kids
were actually at the stage of letter-writing.

L: Did you get any responses. ..

T: Yes lots of responses from all...

L: No, any responses from the parents?...

T: Onh, the parents? No negative responses at all. Lots of verbal feedback. "I don't have time to
do this myself, I'm glad somcbody in my family is doing something about it", that kind of
stuff. That was two ycars ago so I'm alittle foggy, but I never had any negative responscs
at all, like "What arc you doing to these kids", because everybody was really concemed, it
was 3 motherhood issue, and also I think the students were really good about passing on to
their parents and their familics what they were leaming. And they were leaming the whole
story. They were leaming about why industries dump into the river, they were lecaming
about whose responsible for pollution levels in the rivers, whose responsible for
monitoring that. Do we oursclves pollute the rivers? We talked about sewage. So [ think
it was a well-rounded, so there wasn't any real concem by the parents. I think if there was
any concem by the parents, it was, "Holy mackerel, this is a lot worse than we thought it
was!" And then we got all kinds of letters back and they were amazed, totally amazed.
They wanted to say, "I'm a kid at a school, and..." and I told them, don't do that. Write it
as a cilizen. You don't have to say who you are or what you do. When I write letters to
govemment, I never tell them what I do, what my job is. I tell them what I'm concemed
about, [ ask them a series of questions. So I helped them with an action letter kind of
approach. 1actually help them with that. Because I've been working on that for years
myself and there are some good formats for approaching politicians to get them to respond
to you rather than just sending them a beef: "My water tastes lousy, blah blah blah, so and
s0." You get nothing out of that. So ] help them structure that quite a bit. And they were
amazed at the responses. And then they followed up on some of the letters because some
of the letters were actually asking them, from the mayor of the city was get in touch with
Mr. Poderinsky who was the Edmonton water and sanitation man, and arrange to talk to
him, so we got a hold of him and he sent us to another man, and we arranged to have a tour
of the water plant. So the next thing was from probably 85 students studying it we got
down to the final key group of about nine who actually followed through with the letters. 1
didn't take everybody down there because at that point in the year we were really busy and
1 felt that only the kids who had written and had got responses and were keen, a lot of them
didn't write much, a lot of them never even mailed their letters. | figured that's fine,
you've gone through the process. I haven't got the time to push you so I just rolled with
the kids who were still rolling. And we ended up taking nine kids down to the water plant.
And they have a really excellent tour. They asked a lot of hot questions to the water
manager down there, and his mind was blown as to how much the kids knew. You get
some real sharp grade seven kids who have done a lot of work and they know a lot. So we
got to the watcr plant and they were told that there, the provincial government told them,



that came out about a month later, that there was going to be 3 study done by Steve Hrudy,
this study has now been made public. And the man down at the water plant mentioned this
study, and in fact two girls out of the nine actually were sharp enough two years later to
pick up on the news and in the papers that this study had come back and they actally came
to talk to me when they were in grade nine two years later about what the recommendations
were. Now that's from 85 down to 2 after three years and ] was preity excited, it doesn't
seem like many, but I was preity excited because that's the first time that I'd ever, as a
teacher, been able to go full circle that way, on an issue. I'm sure a lot of these kids have
many things going on in their minds after they come through some of this issue approach
stuff that probably affects them, hopefully, for a long period of time, one way or another,
but that's the first time the whole thing went around.

L: With these students that went ahead with the action, took it all the way, what do you think it
meant to them to be active. How did they fee! about doing that, did they fee! that was an
important achievement?

T: Well, ya, I think they really enjoyed it first of all. I think they were very surprised. All of them
went from being whiners and complainers and, "Ooo, this water is homible. Its going to
kill us,” all the way to understanding the whole drinld%wmer concept, the whole safc
water concept: information, ok, they got information. And then as they got the the stage of
trying to do something with that information, discussing with other people, writing letters
involved in what they have lcamed to understand. And then I think the big kick in the
pants came when they got letters back. Idon't think they ever realized that a politician, |
mean they got letters from the premicr, and these kids were excited, they'd come bouncing
down the hall first thing in the moming, waving the letier, Hey Mr. » Mr. '
look what I got, it really blew their minds... and that in itsclf was a self gcmcmating thing.
What can we do next, where do I go next, OK well let's talk about it, what have you done,
read the letter, what do you think you need to do next. So once they got rolling on it, it
was great, their motivation got up, they could sec that they were having some impact on
someone that they never thought they would. A couple of them went and met with Milt
Paul whose an ML A and expressed their concem to him. And they came back and told me
what they thought about Milt Paul and how he dcalt with the situation. And then they
talked to another politician and then they had some comparisons to make about the two
men. So it was really ncat, and as they got into it more, the motivation seemed to grow and
their confidence seemed to grow and what they thought they could accomplish seemed to
grow. So maybe, going back to one of your earlicr questions, so maybe as a teacher in the
future, my seeing that go through like that once maybe by my just explaining that to another
class and letting them know that some kids did go this far with it, some of the students here
might even know some of those students becausc they would be grade ten and cleven now
and some of these kids are younger brothers and sistcrs. It might be something that is
more real and tangible for them now and it might consequently, and I'm just guessing here
now, but maybe that in itself would firc up a fcw more people to go forit. 1 know that
there were a lot of them in the class that were really bothered by the fact that they didn't get
to go on the tour. And when they finally saw that, hey they get to go on the tour, how
come we can't come, we were a part of that. I'll tell you why you can't come because. ..
I'd love to take you all, but there are time restrictions herc and these kids did all these cextra
things that you had a opportunity to do but you didn't bother following through. Maybe
some of those students come up with a project in the future with some teacher in school, or
in the community, they might say hey look where those guys got because they pushed a
little harder, I don't know I'm just guessing.
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TEXT FROM THE MOTHER EARTH HEALING SOCIETY BROCHURE

. The Mother Earth Healing Society is made up of women from all nations, from all walks of
life, who arc dedicated to the preservation and healing of our Mother, the Earth, through the
teachings of Native cultural values.

We fecl that all humans should leam, once again, that we are the carctakers of the Earth, the
Klants and the animals; we must protect them. We all have a responsibility to leave our Mother

ealthy and strong so she can nurture those we bring into this world.

As women, we have great gifis that we must let ourselves come to know once more. And we
must usc those gifis to bring about the changes our world so desperately needs. The Mother Earth
Healing Society helps women re—connect with our gifts through healing circles, gatherings, and
projects.

You are welcome to join us.

The Earth is a living being. She has her own blood: the rivers, streams and lakes. She has her
own bones: the rocks and mountains. She has her own nerves: the energy lines and magnetic
ficlds. And she has her own internal regulation: the cycles that retum the water to the land, the
nitrogen to the plants, and the oxygen to the animals. )

Humans must come to understand how we serve the Earth. We must leam our place in the
cycle of life on this planet we call home. Native traditional teachings tell us where we belong and
what %ur responsibilitics are so that we may live in harmony with the Earth and all the beings living
upon her.

Healing the Earth requires that we leam to listen to the mind, the body, and the spirit. The
Mother Earth Healing Socicty reflects the teachings of the braid that gives voice to each of thesc
aspects of our nature,

Our mind is reflected in the work we do with educating people about Native traditional valucs
through projects such as the Cross—Cultural Environmental Education Program.

Our body is reflected in the action we take to preserve and heal the Earth through environmental
activism and support of other environmental and Native groups. '

Finally, our spirit is reflected in the healing circle wherc we leam to heal our own spirits that we
might continue the work in a strong and hope—filled manner.

We are, red, yellow, black, and white people, a part of the whole of humankind, living together
on our Mother, the Earth. We all contribute to the pain the Earth is feeling and we must combine
our gifts of intelligence, vision, strength, and motivation to heal that pain.

The healing of the Earth begins within cach of us, within our own mind, body and spirit. This
healing then extends itself to our familics, communities, nations, and the entire Earth. Only when
we look within our own hearts with complete honesty does the healing begin.

Through the traditional teachings of the past, we leam strength to work in the present in order
to make the future a better place for the gencrations to come.



