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tmmmiii. The text was then atered into a data base which enabled the 

sorting of interview segments acc;rding to various them-. 

Inspeetion of these interview themes enabled me to conclude that the 

alternative framework for thinking about environmental education, 

presented in chapter faur, can provide a basis for re-directing emphasis in 

this field. I argued that the framework's aim, enabling students to 

understad ecology, environmental history, environmental ethics, and 

aesthetic experiences, responds to questions about what students must know 

cmd undemtand if they are to be enabled to transcend their pment and 

particular circums-. 

I also concluded that logical approaches to curicutum planning need 

to be complemented by participation on the part of the various stakeholders 

during the planning process. I suggest that the participants from this study 

can make contributions to the conceptualization of environmental 

education. Further, they can provide practical suggestions a b u t  how 

educators might accommodate the study of complex issues of the sort found 

in environmental edua tion. 
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To Harrnah and Peter, for whom it mattem most. 



QUOTATIONS 

Despite nearly a century of propaganda, comervation still 
proceeds at a sMil0s p e ,  prqpm still consists largely of 
Ietterheqd pieties and c~nvention oratory ... b usual answer 
to this dilemma is "more comervation education.' No one wilt 
debate this, but is it certain that only the v c h n e  of education 
needs stepping up? Is something lacking in the content as 
well? 

The conflict between Right and Fad gws back tr, the dawn of 
human societyY To bring it to an end, uniting the pure thought 
with human reality, peacefully causing Right to pervade Fact 
and Fact to be embedded in Right, this is the task of w b  men. 
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C H A m  ONE 

THE SrZlDY: ITS NATURE AND PURPOSE 

Inttoduction To The Problem 

We, as hum= beings, are part of a total global ecosystem. 

Futhermore, the existence and quality of ail life depends on the 

maintenance and stability of that system. This much appears clear and 

uncontentious; we are not, as Norwegian authors Arne Naess and Ivar 

Mysterud (1987) observed, confronted with any well articulated anti- 

conservation philosophy. We are, nonetheless, confronted with myriad 

conflicting interests which threaten the viability of this ecosystem. 

Widespread industrial development conflicts with needs for clean air and 

water; tlse of aerosols and refrigerants conflicts with needs for a protective 

layer of atmospheric ozone consumption of forests and burning of fossil 

fuels conflicts with a need to mitigate global warming trends; and utilization 

of forests and other wild lands competes with needs for genetic diversity of 

the world's ecosystems. Meanwhile we must contend with issues 

concerning acid rain, ozone depletion, the greenhouse effect, and species 

actinction. These examples represent but a few testimonials to the 

difficulties we have experienced in thinking clearly and acting intelligently 

in matters coflcocning the environment, We are told by the United Nations 

World CormmiSgion on Environment and Development in their report, & 

m n  k t u m  (1%7), that this is not good enough. We are reminded, as 

oPt fima befone, that we must art with haste and decisiveness to improve 

huaan potential to manage global mumes. The security, well-being, and 



indeed the very survival of the planet depend upon thzse improvements, 

now. 

Similar issues find expression in the Canadian north, the setting for 

this study. Justice Berger, in his Royal Commission report, Northern 

Frontier, Northern Homeland: The Report of the Mackenzie Vallev 

wlrne hauim (1977), recognizes that the north is a region of conflicting 

goals, aspirations, and interests. Today in the Yukon, a strong subsistence 

economy conflicts with the demands of a w~ource-based economic structure; 

Yukon as a hinterland conflicts with Yukon as a resource; Yukon as a last 

frontier conflicts with Yukon as a homeland; Yukon as a nuclear free zone 

codids with military activities. Meanwhile we must contend with issues 

concerning high unemployment, habitat destruction, threatened ways of 

life, and the location of military installations. Berger advises us of a need to 

examine cultural values as they apply to northern environmental issues. 

Failure to do so, he warns, poses a threat to quality of life in the north and 

perhaps to the very existence of its cultures. In the north, as elsewhere, the 

security, well being and survival of its residents will be dependent upon 

improved ability to think clearly about environmental conflicts. 

Reports such as Our Conunon Future (1m and the Remrt of the 

Talc Force on Northern Conservation (1984) are significant in that they also 

posit a need for more education. However, it is not made sufficiently clear 

what the authors moan by education or what such education might look 

like- For example, the report of the World Commission on Environment 

pwes the question: "How are individuals in the ma1 world to be persuaded 

or made to act in the common interestn (Our Common Futue, 1987 p. %I? 
'Ihe answer, they reply, will lie partly in education. While few would 



dispute the need for behavioural changes which wcruld lead to more 

effective mitigation of environmental problems, the question does pose 

further questions for t h e  concerned with education. Is it the job of 

education to make people behave in a particular way? Can this implied 

coercion be justified as educational? 

Similarly, the Report of the Task Force on Northern C o ~ w a t i o n  

(1984) suggests: "As a key element of [conservation] strategy 

implementation, governments should reinforce programs for infoma t ion, 

education, communication and training..? (p. 38). Again this is problematic 

to educators concerned with the instrumental connotations of such a 

mandate for education. Is it correct to use education as a means of 

implementing one's own strategy or view? Furthermore, who decides what 

this strategy will be, and why should everyone else be cajoled, under the 

guise of education, into accepting it? The lack of clarity illustrated by these 

two examples is a problem which must be addressed as educators work with 

environmentalists to develop a framework for sound educational programs. 

As educators we have a problem. Arguments put forward in the 

documents cited here suggest that we have a population which has not been 

sufficiently attentive towards, nor clear in its thinking abuut, 

environmental concerns, Our task as educators, however, is not to mediate 

environmental conflicts, resolve environmenbl problems, or to promote 

particular strategies. Ow task is to enable students to think clearly and 

critically about the environment; to look at an issue and consider it 

intelligently; and to "think environmentally." In short, our problem is to 

educate students about the environment. At a time when this planet 

huddles under a Mack doud of Impending environmentid disasters, at s 



time when the United Nations reports on its "World Commission On 

EnvimnmentpM at a time when Canadians consistently rank environmental 

problems to be tMr number one conam, we may justifiably surmise that 

we must do a better job of tackling this task We may also surmise that our 

concern for education about the environment is timely- 

We have, however, a second problem. No adequate framework exists 

to guide educators in dweloping appropriate environmental education or 

environmental studies materials. The field of environmental education is 

fuzzyI undisciplind, an.! lacking significant dimmion about its relation to 

fundamental structm uf schooling. Even amongst educators committed to 

environmental concam, doubt exists about the clarity of goals within this 

field of study. Hungerfd and Volk (1984) acknowledge that there is 

conhrsion within the field of envimnmenlal education about the nature, 

purposep and scope of this enterprise- They argue that continuing confusion 

abut the! parametrirrs of environmental education is a major problem 

conbibuting to the lack of impact being had by this field of study. In an 

attempt to rectify this problem, they make the claim that the ultimate goal of 

environmental education - helping studenta to solve environmental 

p m b h  Pnd develop problem solving skills - is either being i g n d  by 

praditirmers or perceived as achievable through awareness education. 

UnforhuraWy, they f d  to tstablish a cogent argument to support the 

appra@atews of their own ultimate goals. Furthermore, arguments have 

been advanced which question the plausibility and sensibility of W 

"ultimate goats"L for envitcnrmental education (Kennedy, 1983; J i c m  

1- 



As goal statements are eswntially broad, regulative principles that 

govern aM1 c m  a person% actions, they are always in need of 

interpretation and defence. Scrutiny of the goals of envimnmental 

education will be required to interpret, undemtand, and clarify the concerns 

of environmental educators. Such analysis may well lead to revision or 

refinement of thet goal statements appropriate for the field of envinmrnental 

education 1 will argue first that in developing school cumrula, we must 

interpret our work within a framework for schooling, and second, work in 

environmental education will be legitimized by the degree to which it 

supports a broader concept of education. While there have been attempts to 

define environmental education and develop hmeworks for curriculum 

development, no attempt appears to have been made to do so in light of the 

body of literatux! c m m e d  with educational foundations. These 

observations give rise to the first question 1 will a d d m  in this dissertation: 

What educational purposes should environmental education or 

environmental studies seek to attain? 

While thoee who plan cumcula must reflect clear perceptions of 

schooling and education, they must also be mindful of those people who 

will be the recipients of their efforts. Curriculum development must take 

place in some context. The uniqueness of cul turd settings defiries subsets of 

problems and tensions reconcilable only by those who understand the issues 

and their mpIexities. While many concepts and conceptual schemes are 

universal, the people, the physical environment, and the social 

environments for education do change from one context to another. 

Enabling students to tfiink clearly about issues which arise in their context 

will require sensitivity to their environmental education needs. These 



edmtional d s  will be, in part, defined by inherent local conflicts and 

dilemmas. They will also be determined by local levels of understanding. 

and the motivations of students, teachers, and the community Thus the 

final responsibility for the education program remains in the local system 

(see also BrennanI 1986)- The Yukon Territory is the chosen context for this 

MY* 

Scientific studies and public opinion polls indicate a need to t h i ~ k  in 

an informed, intelligent, and educated way about the environment and 

issues ccmcerning it. This is no less important in the Yukon than anywhere 

ek. The North is t d y  a frontier where the last vestiges of a pristine 

natural environment can be found. Northerners must decide if this frontier 

is to be valued for the ecommic prosperity which it may be able to yield, or 

for its unique intrinsic Qualities. Much is at stake. Ways of life and cultural 

patterns are thteatened, as is the ecologically fragiIe landscape. At the time 

of writing a single speaker of the Tagish language remains, and the fate of 

Yukon's largest caribou herd is balanced against the desire to develop oil 

field5 on Alaska's north coast. The northem environment is not forgiving. 

Thuse who live there will not have the opportunity to reconsider many 

decisions at a later date; the consequences of environmental actions will be 

hwemible. lkre is a need to think in an informed, intelligent, educated 

way -0 

While the North may be considered a frontier, it is no longer a simple 

backwater. Fallout from the Chernobyl nuclear accident, observed in Yukon 

mow, reminds NolZherners that they, too, are part of a global ecosystem 

lhis point is underaPrrd by considering the Canadian North% strategic 

location between the two superpowers. A propod to build a new radar site 



in the Yukon's only territorial park grimly reminds us of military activities: 

in Alaska, under arctic ice, and in northern Canadian air space. Yukonen 

have much to say about events which occur beyond their borders. Their 

points will need to be made in a thoughtful, informed way. 

This study will develop a workable characterization of this northern 

context and extract from it a picture of the educational needs of Yukoners as 

we prepare them to thi~k about environmental issues. At present we do 

not know how people in the Yukon perceive their educational needs as they 

relate to the environment. The second question that I propwe to investigate 

is: What contextual considerations can have a significant bearing on 

education in the Yukon as it pertains to environmental studies or 

environmental education? What do they, in the Yukon, need to know? 

The final question this dissertation will address is: What 

considerations should be made when developing environmental education 

curricula for the Yukon? This question will help to establish a link between 

purpose and the development of actual curricula. Closely linked is the 

question: To what exlnt, if any, is the ideal curriculum discrepant from the 

existing prescribed curriculum? Though reports such as Our Commoq 

Future (1987) and the Rmort of the Task Force on Northern Conservation 

(1984) call for more environmental education, a need for such change in the 

Yukon has yet to be verified or refuted. However there is much that would 

indicate that this is an important question to pursue. 

The preceding discussion has indicated a need to consider both 

conceptual and practkal cmeems when answering questions such as those 

raised here. Defining parameters for environmental education in the 

Yukon will Fequire a thoughtful synthesis of the conceptual work indicated 



by the problems of clarity described earlier, and the descriptive 

characterization of the context for environmental education in the Yukon 

This synthesis will suggest, where warranted, directions for curriculum 

planning as it pertaim to environmental education in the Yukon 

The Research Questions 

This study investigates questions arising from the problems identified 

above and thus attempts to answer the following research questions: 

I. What educational purposes should environmental education seek 

to attain? 

Z What contextual considerations can have a bearing on education in 

the Yukon as it pertaim to the environment? What do t,ky, in the Yukon, 

perceive to be their educational needs? What constraints are imposed upon 

them? 

3. What considerations should be made when developing 

environmental education curricula for the Yukon? 

An Overview Of The Study 

Each of the three research questions will require application of a 

diffefent approach In what follows, I discuss the approach taken to answer 

each research question. 

folach To Owstion 1 

This question, 'What educational purposes should environmental 

education seek to attainT is conceptual in nature and critical analysis of 



literature in the fields of education, cuniculum theory, and environmental 

education will be the dominant methodology. This analysis is divided into 

three major sections or chapters: chapter two, "Environmental education, 

schooling, and education;" chapter three, *A critical look at environmental 

education literature;" and chapter four, "Thinking environmentally." 

Environmental Education. Schoolinn. - And Education. Taken at face 

vdue the term "environmental education" must first be concerned with 

education and second with content about the environment. 1 argue that 

environmental educators must acknowledge that this field of study is 

justified by the degree to which it supports the broader concept of education. 

This analysis considers "education," and its various meanings, and 

"schooling" goals. I argue that education is only one legitimate goal of 

schooling and understanding differences between the various schooling 

goals will be important when critically reviewing the literature in the field 

of environmental education. Consideration is given to distinctions between 

education, socialization, and training which will have a significant bearing 

on subsequent sections. 

Having argued ihat various functions of schooling are distinctly 

different, I then provide justification for the vdue of education and contend 

that environmental education can be seen within the context of education. 

Finally, I make a case for describing the essence of environmental education 

in terms of enabling students to think dearly and critically about the 

environment. 

Critical b k  At Environmental Education Literature. In critically 

reviewing the envirrmalental education literature, I argue that f d u r e  to 

pursue environmental education within a clearly articulated framework for 



education has weakened its conceptual basis, and may hustrate efforts to 

make environmental education more pervasive. Further, little reference is 

made to the body of literature concerned with educational foundations and 

curriculum theory. We have reached the time where we must, in critical 

refledon, juxtapose the work of environmental educators against the 

literature about schooling, education and curriculum. Ideas about problem 

solving, education for sustainable development, and environmental action 

are also considered. 

EnvironmenWy. This section develops a positive 

conception of the principles upon which a core curriculum in 

environmentai education may be developed. Concerns of environmental 

philosophers are dizmmed and placed within an educationally-sound 

framework. This argument draws attention to the need to foster breadth of 

epistemoIogical possibilities. The central thesis I advance is that this field of 

study should seek to enable students to think clearly and critically about the 

environment. 

To Ouestion 2 

This question, "What contextual considerations can have a significant 

bearing on education in tho Yukon as it per& to the environment?" is 

conrrmed with empirical matten Before designing an environmental 

education curriculum for the Yukon it wiU be important to know the 

peopk- how they perceive their educational needs, and what constraints are 

imposed upon them. A curriculum planner needs to know about the social 

mtt?x& and tho fadom that its uniqueness brings to bear upon its 

educational nceda A sample of Y u h  teachers, school administrators, and 

parents were thus interviewed The roaearrh design and detailed procedures 



employed are described in chapter six. The results of this descrrip tive 

investigation are reported in chapter seven. 

A ~ ~ r o a c h  To Ouestion 3 

Answering the question, "What considerations should be made when 

developing environmental education curricula for the Yukon?" requires the 

synthesis of the conceptual analysis directed by "Question 1" and the 

empirical descriptions directed by "Question 2." The resulting synthesis, 

a h  reported in chapter seven, describes considerations for education and 

curriculum in the Yukon The eighth chapter provides a summary of the 

key considerations and a discussion of implications for cumculum theory 

which arise from this study. 



CHAPTER TWO 

ENVLRONMEPITAL EDUCATION, SCHOOLING, AND EDUCATION 

T a b  at face value the term environmental education must first be 

concerned with education and second with content about the environment. 

Environmental educators must acknowledge that this field of study is 

justified by the degree to which it supports the broader concept of education. 

In chapter three I will argue that environmental education has not been 

pursued within a dearly articulated framework for education. This has 

weakened its conceptual basis and may frustrate efforts to make 

environmental education more pervasive. I believe that these problems are 

exacerbated by a failure to be clear about the different d e s  that we may 

choose to play in society. While it may be impottant for citizens to promote 

changes in attitudes and behavioms, this must not be confused with our 

work as educators. We must, I will argue, be sure that we are educating, 

rather than advocating a particular environmental view. 

I have made the claim that our understanding of environmental 

education is confused and that it needs to be grounded in a more 

conceptually solid footing. Before I can explain this claim further, and 

provide some justification for it, I must describe what I mean by the term 

'education" In what follows I will examine various meanings of educatio~ 

distinctions between education and other schooling goals. and justification 

for the particular amception d education advanced in this dissertatiofi 



Education And Its Various Meanings 

Part of the confusion about education is due to the varying meanings 

given to the word in its ordinary use in the English language, Prior to the 

nineteenth century, education was characterized by the all round 

development of the individual (see Peters, 1973a). In a similar sense we 

sometimes refer to all one's lifelong learning experience as p a t  of an 

education. For instance, we might say that a visit to the big city was a real 

education for a country boy, or that a child really got an education on a 

playground or in the streets. Of course meaning given to "educationw in this 

mwe is inappropriate for those concerned with schooling. Mast obviously, 

much of what falls under this rubric is beyond the jurisdiction of schwls. It 

is simply not part of what we consider to be education in the same sense as 

that which is intended to take place in schools. Just as important, we regard 

ducation in the schooling sense, as a worthwhile achievement, whereas 

rnugglng or burglary learned in the streets are not peml ly  regarded as 

such 

Rapenay education is taken to be co-terminus with schooling we 

oftm tallr h t  our education system when, in fact, we are referring to 

eva).thing which schools do. Indeed. it is the Yukon's Department d 

Eduetlon w M  is mponsiMe for schooling in this Territory. Schaoling ia 

anwnnd with a wide i..ngr d Ktivitks ('hrisbnas canaxfs, discipline 

polida. a c h m l p  hiring teachem, choosing  la, and teaching 

litcnhne, Though moat of (ha+ activities can k Mid to support ducat'wn 

b l ; ~ ~ ~ s m p k e , ~ t h a t t h c v t m t e m p l o y s o ~ l n p t ~ ~ t ~ h e r s a n d  





Schooling Goals 

As mentioned above, education descr~hs an achievement that 

transctnads immediate utility. It is this qualitj, for instance, which 

disting~i~hes it from training. Education is thus pursued because it is 

permved to be something valuable in itself as opposed to a means to atlain 

gome particular end. Thus, a criterion for distinguishing educational from 

other schooling activities is that educational activities are of intrinsic value. 

While it is now k d n g  clear that education, in the third and most specific 

sense, is concerned with something other than the acquisition of trained 

driUa and social functions, more attention must 'be given to describing 

education, justifying these distinctions, and elaborating upan education's 

intrinsic nature. 

Brim philosopher R. S. Peters (1966) con tribu t d  much to our 

d e r n  understanding of the term education. Though some have 

intffesting and legitimate criticisms abwt the details of his arguments, 

d a d b l e  general qpment exists about his assessment of the concept. 

To %e dueled;' one must have acquid  knowledge and understanding. 

We wouM not say that someone is educated but they do not knaw anything. 

Howwa, while the dissemiMtion of information is an important function 

of s&mb (more will be said of this later), being educated implies more than 

f& amm&tkm of mere facts 4 disconnected informatian. While my 

year dd son can p to a map d the world and readily identify an 

nmnbet of cauntries, this is hardly sufficient to convince us that 

hr is eduatd We a h  exped the educated person to have same 



uncierstanding of the relationships and concepts between these bits of 

information which enable a person to make some sense of the world. We 

expect this person to understand why a relationship exists. If my son is to be 

educated with regard to Southern Africa, it is not enough that he can point 

out Namibia and South Africa, he must also understand: why these 

pulitical boundaries exist, something about the colonial histories of the 

Dutch, British and Germans, and the implications of the history and 

political distinction upon the lives of the residents of these two countries 

now. These relationships, or relatiomhips like them, are not tied to some 

immediate usefulness, yet they are important to our understanding of the 

world; they are intrinsically valuable. This commitment to intrinsic value 

p r p - s u p ~  a general valuing of reasonable and rational interpretations of 

the wodd as opposed to irrational or purely visceral reactions. Wucating is 

thus a cognitive activity, concerned with rationality, truth, understanding 

and development of mind. To study science, literature, or history would, in 

this seme, be educative while typing would not. 

Finally, them would be a greater tendency to cbmd&ze an educated 

prson by his or her broad* of knowledge and understanding than by a 

perticularly in depth lolowledge in one w r o w  field of inquiry. Thus an 

educated person with a concern for rational interpretations of the world will 

rrcPssaily rap i re  a broad understand@ of many facets of life and fams of 

investigation. White we might admire a man who has made a lifetime 

mdy of an dbscure butterfly d the Amazon jungle, we would likely be 

u n i m p d  4th his level of educational achievement if he knew little 

about mything else. 



= 
Education diffem from training in that the latter is a much more 

narrowly defined enterprise closely associated with the acquisition of 

discrete skills. While different from education, training is also an important 

schooling activity and in many cases will be a presondition to education. 

For instance, we would say that students ate trained to read, or to behave in 

a way that does n~ " infringe upon another's rights. Basic literacy is, af 

course, a pre-requisite to further learning, as is the maintenance of a positive 

classroom environment. The purpose of such training is to prepare people 

to perform particular activities. In this sense, memorization of the basic 

addition fads, learning to type, or practicing cross-country skiing, while 

potentially worthwhile activities, all are examples of training rather than 

education. Skilled activities, such as these, are perfected through repetition 

and practice and minimally involved with understanding (see Barrow, 

1- 

It follows from the above discussion that training students to perform 

particular activities or specific mmpetencies will necessarily be a narrowing, 

or focussing experience, rather than a b d e n i n g  one. This is particularly 

true in schoals where the function of training is often associated with 

vocational preparation. Those concerned with schooling, particularly at the 

secondary and lertiary lev& must have an eye to the future and the 

transition from schoding to getting a job. Vocational preparation, as with 

ed- is justified as part of a b d  preparation for adult life in society. 

We should introduce students to a variety of possibilities, developing their 

Wen& and assisting them in matching these talents with likely 

qqmahmitka As Barrow (19gl) argued0 we must avoid limiting these 



student# abilities and opportunities under the guise of helping them. 

While haining can be supportive, and in fact necessary, for education and 

thr huitful development of young persons entering adult life, it is quite 

different in farm d function fnnn education. 

A third important function of schools is one of socialization; the 

initiation of students into the mrms of society. Language, cultural and 

bewoural expectations, and attitudes all contribute to these norms. M a 1  

conventions are not necamily doctrinaire nor dogmaticD they ane simply 

the generally a a e p d  ways in which we go about the business of life. They 

are not unchanging and schooling is seen by many as thz vehicle by which 

the instiMLonalizaticm of c~~ norms can be accelerated: witness the 

metrification of texfbmk and efforts to eliminate sexist language. Society 

simply cannot exist without some common agreement about language and 

the capacity of its me- to use this communications tool. Similarly, 

society cannot function effedively and justly without widespread 

deistanding of the r igh  and freedoms of individuals and a disposition 

towards cooperative behaviour. Schools are justifiably a vehicle for 

initiating the young into the ways of many of these traditions. These 

Qxpectatims are built into many school activities the use of group work, 

toaffl -D and obsrervance of school rub .  

W e  a legitimate schooling function, the socialization of students is 

ndthe~as theSred~;~~andafroperd i s t inc t ionbetw~these two  

aaropts is requiffd. Egpn (1983) put it quite s t d y ,  clahing that 
. sadm&m, as desaibed ahwe, will have a tendency to make people more 

* Whik tosota iner tmt th is is impor tan t ,~  . . 'on in itself 



would lead to a society with a narrow and conforming, rather than broad, 

perspective. The utility of such a function can be seen as a means of 

supporting and maintaining important, and commonly agreed upon, social 

structures. Of course there is a danger in placing a heavy emphasis on 

socialization in that it militates against efforts to transcend current social 

structures and thus tends to perpetuate the status quo. Education, as has 

been noted earlier, tameends such immediate social utility. 

Summary 

Education, as described here, clearly differs in form, function, and 

outcome from training and dalization. Both training and socialization 

are concerned with the cultivation of specific outcomes. Training outcomes 

are manifest in the acquisition of particular abilities and skills; socialization 

mtcomes are manifest in the acquisition of particular behaviours. Both of 

these outcomes are minimally involved with understanding and rational 

capacities. Both training and socialization can be seen to encourage 

conformity: to stand& established for certain skills; to expected standards 

of behaviour. Both training and socialization tend to define how activities 

should be done and life lived and, as such, tend to be narrowing experiences. 

Education is concerned with the acquisition of a breadth of knowledge 

and understanding which, in contrast with socialization and training, is 

intrinsically valuable and not governed in its pursuit by the demands of a 

par t iah end. Brpadth of knowledge and understanding thus tends to 

enable individuals ta have broader outlooks on life, see new possibilities, 

pnsw inquiry critically, and use reason. Education har the power to enable 

indivicirlals to r e f k t  critically upon their society and to t r a m  the 
. *  * hnutabom dictated by tradition The resuiting tend- is to make people 



more distinct (see Egan, I=), or to liberate them from the present and 

particular (see Bailey, 1984). 

Justifying Education 

I have argued that various functions of schooling are distinctly 

different and have presented a brief sketch of socialization, training and 

education. I have also argued that education, in its most specific sense, is 

worthwhile. In what follows, I intend to provide some justification for this 

positive valuation of education and some further understanding of its 

importance in schooling. The type of justification required for this task will 

not be found in the form of a concrete proof, or airtight argument. More 

appropriate for the discussion of such a complex and difficult problem will 

be the advancement of good reasons and a coherent argument. 

Transcendental Argument 

Fundamental to the concept of education is the pursuit of rational 

knowledge. It has been suggested that to ask for justification of the rational 

mind and its development is a somewhat peculiar question to ask in the 

first p h .  'To ask for a justification of any form of activity is significant 

only if one is in f a d  committed already to seeking rational know1edgeW 

(Hjrst, 1974, p. 42). This quotation directs us to consider c a d d y  the 

meaning and implications of the concept of jcstification, which is in itseIf a 

rational activity. By asking for justification it AS already clear that we are 

committed to rationality and the knowledge which supports rational 

judgements. 



In a general sense this argument is useful. It is c k d y  better to pursue 

knowledge rationally rather than irrationally. Thanks to the work of people 

like Scheffler (1965) and Bailey (1984), we understand that it would be 

impossible to do otherwise. The acquisition of knowledge implies that we 

have good reason for believing that something is true, and we surely cannot 

claim to "know" something which is either false of without apparent 

justification. Pursuit of knowledge is thus an inherently rational activity. 

In any more specific sense, this form of justification is less 

convincing. For instance, the quotation by Hirst speaks of the justification of 

"any form of activity," and implies this justification is sufficient so lcng as 

the proponent is seeking rational knowledge. What is ignored are questions 

about the worthiness of the knowledge pursued. We might do well to 

question the wisdom of pursuing knowledge about the methodology of 

torture or brainwashing. Though those activities might be engaged in a 

rational fashion, their *ion does not weaken our commitment to the 

pursuit of rational knowledge. The examples given do demonstrate, 

however, that not all knowledge is of equal worth. This points to the need 

to, "question the advisability of pursuing further our undoubtedly rational 

howledge of [for example] how to make nuclear weapons without being 

hoist by the petard of ow own presuppositions" (Bailey, 1984, p. 38). 

While this trarrscendentaj argument is of some value in justifying 

the pursuit of rational knowledge through education, it cannot assist us in 

determining what knowledge is of most worth. Clearly all knowledge is not 

04 equal value and further justifications need be pursued to seek clues to 

dekimhhg some c r ih ia  for deciding what knowledge should be included 

m an edwtional program. 



Before moving on, however, there is one further problem to which 

the t m n d e n t a l  argument points. It does pre-suppose sufficient 

commi!ment to rationality to seek justification in the first place. While this 

may be true of myself and the reader, it does not necessarily follow that it 

will be true for everyone, and in particular, students in our schools. As 

Bailey (1984) points out, many students will be required to engage in 

educational activities before this ideal, and intrinsically motivating, 

commitment to rational understanding is acquired. For some, and perhaps 

many, this may never come about He thus argues that the transcendental 

argument will need positive accompaniments to support the justification of 

education. Furthermore, this point will have some bearing on the selection 

of curriculum materials and will be discussed in chapter five. 

Gene@ Utilitv Arrmment 

It has been argued that education involves pursuit of knowledge and 

understanding which is intrinsically valuable. Education transcends 

immediate utility. This is, in fad, the bzsis for important distinctions drawn 

between education, and socialization and training. Yet it seems doubtful 

that this criterion, of intrinsic worth, will alone be sufficient to describe an 

activity as educational. There are many activities which may be judged 

intrinsically valuable. Studying fishing, basket weaving popular music, or 

lwe making may, in the judgement of many individuals, be every bit as 

intrinsically valuable as studying literature, science, history or philosophy. 

Peters makes the argument that when making a selection between poetry 

and push-pin, anyone who d l y  cares about poeS. will realize its 

superiority wer push-pin. This argument might be more c o d y  called an 

assertion and remains urtconvincing. For someone who has come to regard 



push-pin as an art form, the choice would not be at all obuious. If this 

example seems unconvincing or foreign, we can substitute ice-hockey in 

place of push-pin. When asked to choose either the study of poetry or ice- 

hockey, it seems less sure that poetry would be chosen. All activities judged 

to be intrinsically valuable are not of equal educational value. 

On the other hand pursuing activities on the basis of their immediate 

utility will lead to other problems. Depending on the nature of the function, 

or its utility, such study will lead inevitably to achievements more correctly 

called socialization or training. In both instances the student's opportunities 

are being focused, and tied to present conditions. Criteria for education 

presented earlier are thus violated. 

It appears from the discussions presented so far that neither a purely 

intrinsic argument, nor a utilitarian one, is adequate to the task of justifying 

the concept of education. An alternative to these two options would be to 

argue for a justification of a more penerallv useful sort. 

It seems clear that it is useful, in a democratic society, to have citizens 

who are knowledgeable and concerned with rational judgements. As Bill 

Stapp pointed out (1%9), citizens are being asked to make decisions which 

would affect environmental quality. Clearly informed decisions, and careful 

judgements would be the ideal expectations from these citizens. To ask for 

the performance of such tasks from citizens who were not informed, or 

prepared to inform themselves, or who were not committed to 
* . .  dmmmmting judgements would be counter-productive. 

Such utility is, however, elusive of clearly specified end$ today's 

problems are tomorrow's histoy. What is being sought is a more general 

utility which arises frum a broad understanding of human experience and 



Ule way that the worid works. In this sense, utility is more the logically 

nmasary consequence of an education than an end in itself. By obtaining a 

broad general education a student will be prepared to Wnk about future 

concerns without pre-specifylng, or aiming directly at those concerns. An 

education, comprised of intrinsically worthwhile activities, is thus useful to 

a citizen without intending to be so in any dear, direct, or specific way. 

Education is most useful in that it: enables rational thought, broadens 

perspectives, and encourages criticat inquiry. Education mitigates the 

tendency to confmn unquestioningly to social expectations and trends. It 

encourages citizens to think cleariy and critically about social norms, and 

m u e  the k t  possible Judgements about them based on available data and 

arguments. Education means more than to be simply trained to perform a 

task for which there is a current societal demand, but to also ask the 

question: Is this task worthwhile? Is it something that ought to be pursued? 

Both of these instances point to education's role in creating new possibilities 

for the future as opposed to allowing the future to be defined by apathy, 

manipulation, or the status quo. In these ways education is useful to 

shdents in that they will, "not be trapped in response to the present and the 

particular* (Bailey, 1984, p. 30). What we wish to do through education is to 

enable students to think clearly and critically about issues of importance to 

tht?m, arcd to society, and to enable them to make informed choices. This 

wiU be of great utility. 

Armunent 

In the eariier discusion about the tramamdental argument, it was 

noted that many shdents would be mpired to engage in education before 



they will be intrinsically motivated to do so, or before they value rationality. 

Justification for this practice follows. 

If we have respect for persons' freedom and rational autonomy, we 

then have an obligation to ensure that these rights are not limited, 

encroached upon, or cancelled. As argued earlier, the two schooling 

functions, training and socialization, tend to limit an individual's 

possibilities and are designed to enable persons to take a place in society, 

However, they also limit these possibilities to the demands of the existing 

society. While there is some value in understanding how one's society 

works, and preparing for a job, the trained and socialized person will be 

restricted to taking a place from existing opportunities. The rational and 

autonomous individual will have the ability to think critically about 

existing conditions, see new possibilities, and create new opportunities. 

Education enables a student to become a rational autonomous being rather 

than another cog in the unexamined wheel of society. Educators are obliged 

to maintain opportunities not to limit them. As Peters (197%) puts it so 

welk "It would be unreasonable, therefore, to deprive anyone of access in an 

arbitrary way to forms of understanding which might throw light on 

alternatives open to him" (p. 256). Inclusion of education within the 

broader concept of schooling is an obligation not a mere option. 

Thinking About The Environment 

I began this chapter by stating that environmental education must 

first be concerned with educaCon, and that this field of study is justified by 

the d e p e  to which it supports the broader concept of education. For the 



bdance of this dissertation I will use education in the third, and most 

specific sense. I will also assume that education in environmental 

education is also used in the same sew. In justifying this assumption we 

must first consider that in arguing for something like environmental 

education, educators are clearly interested in something more particular 

than all of one's life's experiences. There is intent to include something 

quite specific. Second, there is never, as far as I can tell, the suggestion that 

environmental education should replace schooling, but rather that it should 

be a part of a larger education or, in this sense, schooling. Education is 

therefore not used synonymously with schooling but is meant to be a part of 

it. 

In the event that some educators are actually meaning to convey a 

miniachooling approach within the broader concept of schooling then 

nothing much hangs on my assumption. I have provided a rationale for the 

imporbme of education in the most specific sertse, and it is the extent to 

which this type of education can be provided that I wish to discuss. I will 

first appraise the efforts of educators in terms of my sense of education Had 

I made the alternate assumption that educators had been using education in 

a more general schooling sense, I would still be interested to examine the 

extent to which education, in the third sense, was given prominence; my 

essential intent remains the same. Herrafte~, education will be used in the 

third and mart specific sense. 

hvitommental education can thus be seen within the context of 

ed-tion, albeit limited in scope to the learning and understanding about 

that part of the world which we commonly call the en-nment. I see m 

pmblem with this ar kmg as it is clearly understood to be only a part of the 



broader context of education. Given the preceding discussion, certain 

implications follow. Environmental education must be concerned with 

enat,Jmg students to: think dearly and rationally about the envimnment, 

reflect critically upon social attitude towards environmental quality, and 

brsadm their perspectives on the envinnrment; to bring an increased range 

of understanding to bear on an argument concerning some environmental 

bue. Thus, the task for envimnmental education is to d l e  students to 

think clearl J and crfticaily about the environment, to think, 

environrnen t u .  



The term *envi-tat educationu surfaced in the late 1 W s  and 

q u d y  komc a dugan w M  captured the ideas and attitudes of s gmwing 

c d ~ ~  mmcemmt. As soKh, i t  drew attention ta the need f-or a 

citiPnry which COOtd# and roould, thinf; abaut envi-tal issues. 

l b n & s  to the WOI1L 01pe9,le Irrr? Srheffiet (1960) and PopMtz, 

T W k  and Wc)rtrgc (199a)" we m w  urtderstnd that while dogam are 

d e n  useful, they- in time be taken as lit& doctrhes a a r g u m t s .  It is 

~lmv impMtant ta evaluate mwimmental rdu~atiorr~ and goal statements 

i l & t r i h Q t d t u D ~ ~ l i ~ ~  

A mi+w d thr cvdutim d envim~~\~ntal  education p l  

statemRlts will be requid prior to such anal+ C;Mlsequmtl.yp 1 have 

argmmd this cbpkr in two parts. A literature lPYiiQW# "esQ;rblibMg The 

Fwd,"' is fdkrvlffd by "'A critical And*" 

In 'rn E"#Mfl 1 wiH fmt prpsmt key d~velopments d 

"EmrirrorrmPntalEd~~8tianbNorthAmerica* Then,lwillhacethe&urts 

d I)w United EdmathmdX Scimtif~ and Culhmtl org.niratioq, 

7hc LI-0 b g r a d  lo conaphrslize mvi-U education. 

F3WyP I r i l l  M y  rrP*r c ~ m m ~ n b  p t a h i r r g  to "Eduratkm and pyL 

with rrfirrmo t~ the rrport of the United N9tic#rr W d d  
b C ~ a , E m u g l n u n t a n d D m l o p m a r r  I h a v e ~ o r t n a i v e  

u ~ & p W a ~  ~bmtinmdcdaa.pp.ltoatthrcrrity. Rathcr,I 

inamdtoIrrfuracri t ic;r lbrolr .aa~fiahfad~~edhscaa'#nrand 

n*hfhcreadatuadatywhatitirUplIamailiqning 



Critical d y s i s  will k g i n  by considering "Environmental Education 

and the Concept of Education" I will then consider the topics 

"Environmental Education, Problem Solving and Some Humitity Please," 

Tducation For Sustainable Development?" and "On Action." 

Btablishing The Field 

m e n M  Mucation In North Ametia 

In 1969 Bill Stapp wrote about problems of environmental planning, 

p s t i a d e ~ ~  community blight, air and water pollution, and traffic congestim. 

He also proposed a new approach designed to reach citizens who were 

ili#~eggingly being asked to make decisians which would affect 

environmental quality. He called it "environmental education." Further, 

he defhed this endeavour in the following way: 

This eady objective, to dovelop informod attitudes for environmental 

qunlity, wrs Ritemted by dha spokespersons for the rapidly emerging 

(Swan, I* and Roth, Im0). 

Swan (l97l) later adtnmvledged semantic arguments with Stapp's 

desrdtion, but claimed that mast agreed with its direction 
C .  MrtKlnallykstated: 



This quotatian again prescribes resolution of the environmental crisis 

through environmental education. 

Roth (3973) later restated Stapp's (1%9) goals and attempted to clarify 

their intent: 

EnvironmenW education is directed at modifying man's attitudes toward his 
w d .  (p.39) 

This point was m t  last on Childress and Wert (1976) who were intent on 

carrying this goal one step further- They lament: 

On thc whole, m m t  envipolrmental edudon p~ogtams which have been 
piobhrm-foamed have only resulted in the continuous re-bdartification of the 
same proMaas witboat any constnrctive adion or f a b 4 w w g h  to provi& 
sdutrons. (p* 4) 

According to these two, scant attention had been given to evaluation of 

processes resulting in wise and conserving behaviours, or improvement in 

environmental conditions. They make the further claim: 

One might wonder if the desirable behavim we are implored to develop are 

as unrontentious as Childress and Wert believe. We might also ponder the 

mlationshrp between behaviourism and education. 

Harvey (1976) sought a generally accepted definition of 

mvironmmtal edueation through an exhaustive search of the professional 

literature. Cduding  that m such definition existed, Harvey set about to 

synthesIzP on from acisting interpretations. After identifying and tallying 

key words and  phrase^ in published definitions, he used these key words 

and phnaes to comtrud the following definition of environmental 

education: 



the process of developing an envimmentally literate, competent, and 
dedicated citizenry which activeiy strives to rrsohrc values conflicts in the 
man-environment dationdrip, in a manner which is emlugidly and 
hnmanWicaIly scmnd, in order to reach the superordinate goal of a 
Itom- behween quality d life and quality of environment. (p. 189) 

Volk (1983) conckdes that Harvey's work is comprehensive and definitive 

in light of the broad scope of the research base and the thoroughness of the 

synthesis. 

Seeking to bring further order to the field, and to facilitate the 

application of its definition and structure, Hungerford, Peyton, and Wilke 

(1980) developed goals for curriculum development based on Harvey's 

(1976) definition Their ultimate, or "superordinate," goal is to provide an 

education which results in environmentally affirmative citizenship, or: 

b aid citizens in becoming envirarmenhlly knowledgpbk and, above ell, 
skilled and dedicated citizens who are willing to work trdfvidually and 
a4kctively, toward achiewing and/or maintaining a dynamic equilibrium 
between q a M y  of life and quality of envirmunent. @. 43) 

Coals for curriculum development were also devised to aid development of 

programs directed at the realization of this superordinate goal. In a 

somewhat self-fulfilling move, the authors requested a panel of 

distinguished North Arnericar! environmental educators to validate their 

work Further, they initially requested that the panelists asticme! conceptual 

aorrectness of the superordini,: god, attempting to circumvent questions 

about their precept They also validated their goals against the goals for 

envir~nmentaj education developed by the Uni fed Nations Educational, 

Schtific, and Cultural Organization (UNEXO), and published in their 1977 

lbibi dedaratian The UNESCO program will be discussed in the next 

section, 

Fdkmhg a psper discussing parameters of outdoor education in the 

Fall 1 s  irasuo of the Jd of Esllvironmental Education, the editor 



observed that envinorunentd education was more than a decade old 

(Nichols, 1982). He also posed the questions: Can we define it as well? Do 

we need to? Interestingly, these questions prompted a tirade of criticism by 

Hungerford, Peyton, and Wilke (19R3). 

Criticisms by Hungerford et al. (1983), in the article called "Yes, EE 

does have definition and structure," warrant close inspection. They said: 

Hue were those aame gtrestiorrs again - years after they should have been 
Wbrratonceandforau! 

In an dart to bring haeased order to the field and to operationalize the 
stroctom of EE, the writem developed and published a set o# goals called 
"C;oale for C a n i c o k  Devetopment in Environmental Education' (1980J ... 
Tba# goah wae validated against the Tbifisi &@tives. Furtha, they were 
mbmittd to a jury d cmtsbding educators. ... Following modifications 
aug@ed by the distinguished jury, the go& were considered to be valid. 

It k dbPcrmcathrg (to say the least) for thc#se involved in the implementation 
dEEguals~b~theQuesticm: WhatisEE?' 

We slrbmit that EE does have a substantive structure that hars evdved 
the amdembk efforts of many and that the framework has been 

documented famdy in thc I h h u e .  The question asked in The lotunal of 
mtbe-fdlof19gLmostcertafntybemanswd. 

O m H d e r r h o p e t f t a t * ~ m l d , a t l o n g l ~ b e l a i d  torest, No 
mid-theEEmftityEokeepaeritk-aleyomitagoals 
ond to remeam them as necewq, bat tbe fiefd is quite definMy beyond the 
g d  setlhg stage and into thc h d w x s  d gml impIementatim. @. 1-2) 

I am struck by the belittiig tone: Were were those same questions 

again - years after they should have been laid to rest once and for all!" They 

scdd the editor and m e  notice, as Robottom (1987a) observed, that those 

who quezy their pals can expect public admonishment. Second, attention is 

directed away from the StrQStanre of the questions. "What is EET is a 

oonceptual matter, dari6ed through argument and justification of premises. 



authors appeal to authority rather than reason in promoting their claims: 

"These goals were validated against the Tbilisi objectives. Further, they 

were submitted to a jury of outstanding educators." Finally, they simply 

assert the correctness of their position: "The premises on which the goals 

are based are s o d , "  and 'The question asked in The lournd of 

vrmnmental Education in the fall of 1982 most certainly has been 

amwered. One w d d  dare hope that this question could, at long last, be 

laid to rest" It is unsettling that Hungerford et al. (1983) have chosen to 

make their case through an implicit ad hominem attack on the editor, 

inappropriate appeals to authority, and assertion of their correctness. 

Hungerford and his associates have, in effect, suppressed discussion 

about the nature and purpose of envifonmen tal education rat her than 

contributed to i t  The suggestion that practitioners accept definitions un- 

critically is both insulting and arrogant. It is ironic that educators attempt to 

engage students in critical reflection, yet this article, in an influential 

international journal, discourages critical scrutiny. To oppose discussion 

about aims and aspirations can only be described as an ti-intellectual. 

In order to provide structure and impetus to policy making 

d i i i o n s ,  the North American Association for environmental education 

held a national congress in 1983. To this end Hungerford et al. (1983) tabled 

a paper called 'The challenges of K-12 environmental education." A year 

lata Hungerford and Volk (1984) submitted substantially the same work in 

response to a request for a definitional paper for Monoma~hs in 

vironmental Education: Volume I. While this paper will be discussed in 

more detail later, it is appropriate to draw attention to a few points. 



Hungerford and Volk (1984) begin by observing that environmental 

education is "neither pervasive nor very persuasive" (p. 5). They later claim 

that the ultimate goal of environmental education, their interpretation of 

Harvey's (1976) work, "is either being ignored by practitioners or perceived 

as something that can be met through awareness education" (p.6). The 

explanation given for the latter claim is that educators most likely lack 

understanding about what is required to achieve environmental literacy. 

Their lack of introspection is notable. The possibility that their ultimate goal 

does not make sense to practitioners, or that it may not be conceptually 

sound is not entertained. Rather, Hungerford and Volk consider options for 

selling their view to the masses. 

The easiest strategy, they assert, would be to institute universal 

mandatory training of teachers. Philosophical objections to this approach 

are not discussed. Rather, this notion appears to be put aside for reasons of 

practical implausibility: 

Even thoagh this has been successfuUy accomplished in W i  it is 
him u-y that many states will follow suit. (Hungerford and 
vofk, 19% p- 25) 

The alternative approach to promote their conception: 

is to 'W EE go& and the need for their implementation at teacher 
educator aoaforences and to do so until the message is internalized. @. 25) 

Australian environmental educator Ian Robottom (1981a) argues that to 

moot amrive strategies such as mandatory tmining, and to "hawk" goals 

until "the message is internalized" is to diminish the professional status of 

teachers to that of technicians. Under this scheme, teachers are to accept on 

faith the goals and embedded valws of outside goal-setters. 



While I agree with Robottom's (1!387a) assessment, I would add to his 

criticism. In addition to diminishing the status of teachers, Hungerford and 

Volk (1984) are diminishing the status of environmental education. 

Incessant "hawking" of goals, while at the same time suppressing discussion 

about them, is clearly aimed at having teachers unquestioningly internalize 

these goals. This can only be described as propagandizing. Again we must 

conclude that the activities of Hungerford and his associates are anti- 

intellectual, and by association, environmental education risks being subject 

to the same accusations. 

Subsequent to Hungerford and Volk's (1984) monograph, there is 

little to suggest thit their goals have been significantly challenged. Indeed, a 

paper by T a r  (1984435) claimed that environmental education had 

matured and that trends in the litenture had shifted from defining 

structureI concepts, and goats to testing the pedagogical applications of those 

goals. Not surprisinglyl Hungerford and a variety of associates have been at 

work. It wiil be instructive to look at their recent claims. In addition to 

noting their persistence, this review will help cfarify the meaning and intent 

of the goals published in 1980 (Hungerford, Peyton, and Wilke). 

In "%lected predictors of responsible environmental behavior: An 

analysis" (198586) Sia, Hungerford, and Tomera make the following claims: 

A c q u W b  of lPspansible environmental behaviour has long been recognized 
as the ahimate goal of emrironmental education. @. 31) 

zmpmdbk prddem d v i q  behavhr is still not given due d e r a t i o n  
bemanse there has beem a "paucity of data available to help in the 
amkshuding predicti8% and mortijring these behaviours" @. 31). 



strategies] be addteased in EE cumculum development and instructional 
v (P- -3% 
Further & among the Sierra Club membership or similar activist 
poptt lat i~ seems warranted in order to further identify the factors that more 
fully predict theit environmentai behaviour. (p. 39) 

Several points warrant comment. First, these researchers are convinced that 

environmental education's roie is to rncdify people's behaviour, and are 

intent on identifying the effective variables. Second, they provide some 

clues as to the meaning of environmentally responsible behaviour; 

evidently it is like the behaviour of Sierra Club members. This is 

interesting. It assumes that Sierra Club members are a homogeneous bunch, 

and that they typw environmentally responsible behaviour. Not only 

would some resource developers dispute this, so would some 

environmental groups (see Manes, 1990). Thus, what they are really intent 

on doing is producing environmental activists of a particular type. 

The paper "Analysis and synthesis of research on responsible 

behavior: A meta-analysis" (Hines, Hungerford, and Tomera, 1986-87) also 

begins with the now familiar premise that it is important to develop 

individuals who behave responsibly toward the environment. They go on 

to conclude that behavioural intervention strategies were effective in 

increasing the incidence of target behaviours. They also write: 

Behavioral intervention strategies mmisted of the employment of some type 
of behavim m d i k a t h  technique aimed at increasing the inadence of a 
particnlar terget--- @@ 



manipuiate situational factors in order to produce desired behavioural 
ch~w=- fp- 8) 

These researchers appear to have no qualms about manipulating behaviour 

to achieve a desired state. However, it is far from clear that such action is 

educative or morally acceptable. Further, questions about who should 

prescribe the preferred behaviour are contentious. Most recently, a paper by 

Hungerford and Volk (1990) announces their agenda in the title: "Changing 

Learner Behavior Through Environmental Education!' This paper begins 

with the statement: "The ultimate aim of education is shaping human 

behaviorn (p. B), and continues to outline their plan to operationalize 

responsible environmental behaviour. 

Recent comments would indicate that Hungerford and associates 

have had some promotional success. In a recent study, Cherif (1989) asserts a 

need for goals related to investigation, evaluation, and solution of issues as 

well as citizen action. Another writer recorded her observations candidly 

and succinctly: "Most EE practitioners still look toward producing the 

activistn (Pemberton, 1989, p. 10). 

The UNESCO Prwram 

The United Nations organized the 1972 United Nations Conference 

on the Human Environment, held in Stockholm, in response to rising 

international concern about the environment. This conference marked the 

be@nning of the United Nations long term involvement in environmental 

edumtion. It was recommended that organizations of the United Nations 

system, especially the United Nations Educational, Scientific and Cultural 

Organization, -01 and other international agencies concerned, after 

cmsubtion and agreement, should take the necessary steps to establish an 

international programme in environmental education: 



Reemmendation %of the Stockholm Conferonce on the Human Environment 
called for the ckveiopment of environmental education as one of the most 
critical elements of an all-out attack on the world's environmental crisis. 
(R- in Conned 1976, p. 2) 

Not only can United Nations involvement in environmental education be 

traced to the Stockholm conference, but it can also be seen to be inextricably 

linked to the desire to solve environmental problems. 

In response to the Stockholm conference, UNESCO in cooperation 

with the United Nations Environment Program (UNEP) launched the 

International Environmental Education Program in 1975. Headed by Bill 

Stapp, various activities were initiated to prepare ground work In 1975 

UNESCO carried out a survey to determine international education needs 

and priorities, and commissioned a number of trend papers (Later published 

by UNESCO in 1977) prepared by selected experts. These papers purported to 

represent the cutting edge in worldwide thinking about environmental 

education. 

With the survey results and trend papers as a basis for discussion, 

UPJESCO convened the International Environmental Education Workshop 

at Belgrade in Octdxr 1975. Though the conference was marked by 

contestation =,d negotiation, the participants developed a document which 

was unanimously adopted at the close of the ten day workshop. This, 

Velgrade Charter," was subsequently published in the UNESCO-UNEP 

newsletter Connect_ (1976). 

The Belgrade Charter, in accordance with its mandate, described 

principIes and established guidelines that were to be the cornerstone of the 

international envimnment.1 education movement, According to this 

document, the goal of envin,nmenM education is: 



To develop a world population that is aware of, and concerned about, the 
environment and its d t e d  problems, and which has the knowledge, 
slci!Is, attitudes, motivations and commitment to work individually and 
dectively toward sdutians of current problems and the prwentlon of new 
ones. (UNESCO, 1976) 

Examination will reveal that this goal, consistent with the conceptualization 

of the Stockholm Conference, is directed towards the resolution of problems. 

Further, it is interesting to note how closely it mirrors the definition of 

environmental education prescribed by Stapp (1969). 

Following Belgrade, regional meetings were held to discuss the 

Charter and to review its recommendations. General agreement with its 

goals and spirit was interplreted as a validation of the earlier exercise. A final 

conference at Tbilisi (Georgian SSR, USSR) culminated the first phase of the 

International Environmental Education Program. 

The Tbilisi conference, billed as the first International Conference on 

Environmental Education, can be seen as an effort to consolidate the field 

and give it a more formal, intergovernmental recognition. This meeting 

also issued a summative document. The "Tbilisi Declaration" (UNESCO, 

1978), a ratification of the earlie? Belgrade Charter, provided "the equivalent 

of an adion plan" (UNESCO, 1978, p. 8) for the development of 

environmental education. 

Of interest here are the 'Ibilisi statements of aim and goals for 

environmental education. These are reported below: 

A basic aim of enVinr,menbl education is to succeed in making individuals 
and canmttsrties understand the armpkx natue of the natural and the built 
awinmmts mmhhg fmm tiie m t m x t h  cf their biological, physical, 
sodd, eccmdc,  d coltarat aspects, and acquire the knowledge, values, 
attitudes iwtd praEtial &ilk to participate in a and effective 
way in a u f q m t q  . *  . d dving emriroamental probkm~~ and in the ~~ of the p & y  of the mvimmnent @. 2) 



to foster dear awareness of, and concern about, economic, social, political 
and ecdogical interdependence in urban and rural areas; 
' to pnwide every persun with opportunities to aquire the knowledge, 

values, attitudes, commitment and skills needed to prdect and impme the 
mvirtwunent 
' to create new pattems of behaviour of individuals, groups and society as a 

whole towards the envircmment (p. 3) 

Of particular note, once again, is the centrality of problem solving in 

environmental education, and the desire to create new patterns of 

behaviour. Further, there is a recommendation that member states carry 

out research concerning the goals and objectives of environmental 

education. 

Three years after Tbilisi, UNESCO published Environmental 

mucation in the Li&t of the Tbilisi Conference (1980), "to pinpoint ... the 

main guiding principles laid down by the Tbilisi Conferencen (p- 8). This 

document elaborates on the Declaration and, I believe there is merit to many 

of the claims. For example: 

The educated IndMdual dnould be in a position to ask such questions as; Who 
took this decision? According to what criteria7 With what immediate ends 
in mind? Have the long term amecpences been calculated? In short he [and 
presumably mad know what choicms have been made and what value- 
W-n-~ldSl. (P.27) 

While the above statement could be educationally justified, I have less 

confidence in the persistent inclusion of statements such zs the following: 

The task of c w g  these vim will fall to subsequent d o n s  of this 

Must recently a UNESCCXUNEP International Congress on 

Esnrironmenbd Edlttation and Training was held in Moscow, USSR during 



Field of En - 
vironrnmtal Education and T- for the 19Wq 

(UNESCO-UNEP, I-), reflects the d-on at this congress and changes 

that have occurred in the ten years following the 'ibrl'i Conference. 

Additionally, it highiigfits w i v e s  with a view to meeting needs for the 

development of environmental education and training in the coming years. 

This report of the Moscow Congress (UNESCO-UNEP, 1988) dl3rrns 

the goals, ob/ectivcs d guiding primiples of the Tbilisi bnferpna. 

Further, it adds statements which will be important to inspect: 

In addition to earlier mandates for a pmblmaolving approach, behviour 

modificatian, and shaping new valas, we now see the belief that 

en-tal education should define values and motivations, and train 

persuars "for the mtknd ma~gement of the environment in view of 

=Pat (I= In this dacument the authonr ameft that 





The fi& stgtement suggests that sustainable development is in the common 

inkrest and the public must be persuaded, or made, to pursue this end. 

w, education mn be contributory to the process of peffwsion or 

cvlerrion required. The seond statement demands that education be 

indtlsivt of smls required for pursuing sustainable dewlopment. 

In both h tmces  education is perceived aa a tool for the advancement 

of sustainable development* She asumption is made, that sustainable 

development is a u~ootested concepL This raises the question: Is it 

propet to advocate that education advance a particular end such as 

sustainable devdopment? 

A Critical Analysis 

While consistent patterns emerge# the literature is nat without 

ammak. There have been papers which challenge conventional wisdom 

in e w h m m ~ W  education and its goals. These tendI however, to raise 

guestrorrs rather than dwdop detailed ;arguments. Unfortunately, 

d c m i c s  and pracbitiorrrJ have not rallied to tho Ehallenge of 

investigating the contended issues; hawever, this does not diminish their 

leJev;~fl~~t In W a f s  debete. 

HIendoe (1972X in an appropiatply titled paper ThaUentjng the 

folirSorP of environmental education,' claims that environmental education 

pgnum ate domixmkj by the misQionary zeal of its Wen. We contends 



that this field is governed primarily by unquestioned truths and unproven 

beliefs. He furkher maintains: 

,. emdrum& education should aim first at transmitting browledge and 
forts ad, sabordinak to that, at changing attitudes, values, and cultural 
prgnethres t<mrard the erwinmment and stimulating social action. @. 20) 

Hendee appropriately raises questions about the relative roles of knowledge, 

social action, and coercion of belief. It is important to consider what aims 

can be educationally justified, and where the boundaries are transgressed. It 

is precisely the points raised in these quotes that I will discuss in the next 

section. Hendee also provides interesting obsewations concerning the 

pocesa of defining environmental education: 

The ;sppmpriateness oi descriptive work and survey methodology for 

d&rsfng concepts will also be discussed in the next section 

Two other msemhm raise questions about the problem-solving 

orientation found in environmental education literature. Bogan (1973) 

stresses that problem solving is justified as a pedagogical process rather than 

an aim He explains his daim using a population education analogy: 



enabling them to make more intelligent decisions with regard to population 
matbers. @. 3) 

Here he claims that enabling students to make intelligent decisions is of 

paramount importance- Disinger (1985-86) also points to difficulties in 

solving environmental problems: 

The complexity ot the problw a lack d societal consensus as to what the 
proper, or even aaxpbbk, sduti<ms might be, and disagrcemmt among 
wexpertse as to appropriate methods of seeking sdutjons contribute to the 
dWIcuity W g  tbe educational eshbbhnent in attempting to achieve 
dosrve on envirorunental education as a cudcular entity. (p, 2) 

Disinger correctly raises questions about the nature of problem solving and 

the difficulties that this creates for the field of environmental education. 

The appropriateness of aiming to solve problems in environmental 

education will be discussed in the section "Environmental Education, 

Problem Solving, and Some Humility Please." 

entd Education and the Concept of Education 

In reviewing the literature, I was struck by the dearth of work 

co~cerned with the concept of education One might exptxt that the first 

task of environmental educators ought to be to clarify their understanding 

of this concept. However, since the emergence of environmental education, 

educators have been pre-occupied with defining this field of study through 

statements of aims or goals. To bomw an analogy, "The situation seem$ to 

be parallel to so&ne wanting to be a shoplifter while not knowing what 

'shoplifting' means" (Barrow, 1988, pa). 

In this critique I intend to examine ideas presented by Hungerford and 

V o k  (1984) in their paper, The Challenges of K-12 Environmental 

Educa&ma This paper appears to be qresentative of mainstream views in 

the field of e r m h m m W  education. It is billed as a definitional paper in a 



Environmentat Education- It claims to be built upon the work of other key 

figures in the field, and the views espoused are similar in important ways to 

thase in the Tbilisi Declaration (UNESCO, 1978) and the report of the 

Moacow Congress (UNESCO-UNEP, 1988). 1 thus intend to examine the 

weaknesses of this representative attempt at defining the nature and 

purposes d envirunmental education. Reference to other papers will be 

made where required to develop the argument. 

The task is twofold. I will first examine the definition itself, trace its 

origins, and provide some characterization of i t  Then, I will assess its 

adequacy in light of work done on the concept of education described in 

Chap& Two. 

debtton d . * evelo~s. To consider the authority of Hungerford 

and Volk's (1%) ultimate goal of environment. education, one must 

begin by reviewing its origins, as described earlier in this chapter. Harvey's 

(1976) work, the basis for their ultimate goal, was essentially an assimilation 

of the most prolific elements of existing definitions. These were in turn 

based kqdy on Bssertions and prescriptions (See, for example, Stapp, 1969; 

Swan, 1%9; Roth., 1WQ and critique by Hendee, 1972). While Harvey may 

have established some measure of what environmental education had come 

to mean, he did little to advance understanding about what it ought to be. 

His survey of the literature was no more than a distillation of the most 

abundaint words of edsting writers. Questions about which of the surveyed 

definitions made the most sense, or were most adequately justified, were not 

given prominerpcey We thus find the first crack in the ultimate goal. 

Claims about validation are also suspect. Hungerford and Volk 

(I%), olna Hrmgafond, Peyton, and Wilke (1980) report that their goal 



statements compared favourably with the Tbilisi Declaration and opinions 

of a panel of distinguished environmental educators. Notably, this panel 

was asked to assume that the superordinate goal was conceptually correct. 

Apparently they did not, and a question was asked of this ultimate goal. 

However, the revised and validated goals presented in the 1984 paper 

remain essentially the same. Aside from trying to sidestep scrutiny of the 

superordinate goal, other difficulties arise. 

First, since the Harvey (1976) goal was develaped from the work of the 

environmental education community, it should not be a surprise for 

Hungerford and his ;associates to find members of the same community in 

agreement with their adaptation. Second, in light of the unmistakable 

similarity between the Tbilisi aims and the Stapp (1969) definition, one 

recognizes that the Harvey (1976) work and the Declaration both stem from 

the same origins and tradition. It appears that by having one body of work 

compared with its historical cousins, Hungerford and his associates have 

used a validation process that might be likened to intellectual incest. A 

second crack appears. 

The 1983 article by Hungerford, Peyton and Wilke raises questions, 

and helps to chaTacferize their agenda. These writers support their claim by 

attacking the editor, appealing to authority (derived through flawed 

methodology and validation,) and simple assertion. It appears that by 1984, 

Hungerford and his colleagues have gained some measure of au thority by 

brute force. 

Further, there is evidence that the Hungerford group wishes to 

continue promoting this progammatic agenda but cannot or will not do so 

by prcding adequate ~asotri. Language manipulation has k o m e  a 



replacement for good argument. The Hungerford, Peyton, and Wilke article 

(1983) provides the first evidence of their attempts to co-opt the discourse on 

environmental education goals (see Robottom, 1987b). Subsequent promises 

to "hawkn goals (Hungerford & Volk, I%, p. 25) and assertions that their 

agenda "has long been recognized" (Sia, Hungerford, & Tomera, 1985-86, p. 

31), or "grown to such an extent" @Iines, Hungerford, Br Tomera, 198687, p. 

1) are further examples of attempts to internalize support. 

It is clear that there is little in the development of the so called 

ultimate goal of environmental education that commends it. It seems to 

rest on unsupported premises, lacks conceptual clarification, and it appears 

to be promoted by illegitimate means. The substance of this goal must be 

inspected next. 

dquacv of the definition. Hungerford and Volk (1984) state their 

ultimate goal as follows: 

-. to provide an education which results in envimmentallyaffinnative 
citizenship. @. 6) 

-. to aid citizens in becaning arvironmentally lorowledgeabk and, above all, 
sldlBed and dtdicated atizans who = willing to wctrk, individrraIIy and 
cdkclively8 toward achieving and/or maintaining a dynamic equilibrium 
between qgallty of tifc and quality of the envimnment. @. 6) 

Some dsrification of this meaning is provided by referring to a quote (from 

Ramscy, Hungerford, &Tomera, 1%l) describing pedagogical strategies 

designed to develop environmentally active individuals who seek "to 

achieve the goal of afizen participation in environmental issue 

rwodiationa @. 7). It is thus implied that the goal includes producing 

"mvironmentatly active individualsm and participation in "environmental 

Issue rrwnediation." 



One of the functions of programmatic definitions, such as these, can 

bz to emphasize a particular educational excellence or achievement. To the 

extent that environmental education enables citizens to think intelligently 

about environmental issues, assertions about environmental education will 

fall within the rubric of education. However, not all programmatic 

definitions are exclusively educational. In some instances, aims will be 

stated such that education will be construed as a means of realizing external 

ends. 

To the extent that Hungerford and Volk (1984), and others, give 

importance to helping students become knowledgeable about their 

environment, they are concerned with matters considered a necessary part 

of education. However, is the balance of the espoused goal directed towards 

enabling students to think clearly and critically about their environment? 

It is not difficult to imagine a well educated person being an active 

and involved citizen who makes attempts to mediate environmental 

conflicts, or who forcefully advocates a particular environmental viewpoint. 

It is less certain that the production of such citizens or "environmentally- 

affirmative citizenship" (Hungerford and Volk, 1984, p. 6) should be a 

neressary or &dent conditian of educating. As discussed in Chapter Two, 

ws do not apply the term "education" to the achievement of some specific, 

or instrumental end. We normally reseme the term "training" for the 

devakrpment of such specific behaviours* Thus we may train a person as an 

activist, advocate, or as an envimnm~ntally-affirmative citizen. If we push 

this point fm2her, we witl rerognizo that the term "environmntally 

d&matM' has eviduative col\notations. We are implored to mvide  an 

euiacaticm which malts in envirorrmentdly affirmative, rather than 



environmentally negative students. The thrust of the ultimate goal for 

education is now clearly seen to encourage the modification of individual 

khaviour  in a prescribed direction. 

Similarly the alternate goal statement, which is concerned with aiding 

citizens in becoming environn~entally knowledgeable, skilled, dedicated, 

and willing to work toward achieving and /or maintaining a dynamic 

equilibrium between quality of life and quality of environment, fails to 

describe education. First, the concept of "skill," is tied up with notions of 

training and perfection through practice, and minimally involved with 

understanding. Again the scope of the enterprise is limited to namowly 

defined achievements which are much less comprehensive that the 

expectations that we have for education. The authors appear, through both 

goal statements, to be coxisistently conceptualizing their task in terms which 

would not normally fall within the criteria bounding the concept of 

education. 

Aside from the instrumental connotations, the abject of their 

intentions remains unclear. What, for example, is environmentally- 

affirmatir e citizenship? Evidently this has something to do with striving to 

achieve and/or maintain a dynamic equilibrium between quality of life and 

quality of the environment though one can hardly say that this qualification 

greatly assists our understanding of the authors' intent In the first place, all 

dynamic systems will move towards a state of equilibrium. This is not 

s<nnething that we must strive to bring about - it happens naturally. If, for 

example, e British CdUILtbia orchardist drained a portion of wetland in 

order to grow mae aplde trees, them? w d d  undoubtedly be a disruption to 

tho n a W  envirmmnt. Them woukl be a loss of habitat available for the 



breeding of water fowl while, at the same time, the farmer would earn an 

additional amount of disposable income. However, in time an equilibrium 

of sorts would again be established. The farmer would have more money, 

possibly judged to improve his or her quality of life, while the nearby 

environment will adjust towards a new equilibrium albeit less rich than 

before. The ducks would, of COUEW, have a different assessment. Though 

this example is illustrative of a dynamic equilibrium, it shows that this 

concept is of little use in deciding what ought to be done. 

Alternatively, there are those who believe that quality of life will be 

determined, in part, by the quality of the environment in which they live. 

In this case, it makes no sense at all to speak of achieving an equilibrium 

between the two concepts when such a dichotomy does not exist. In either 

instance, it strikes me as particularly odd that education should be conceived 

as an enterprise subservient to such notions. 

It should be clear that the Hungerford and Volk (1%) interpretation 

of environmental education is at considerable variance with the concept of 

education and our understanding of what it means to be educated. Surely 

our task as educators is not, as Hungerford and Volk (1984) suggest: to 

produce "environmentally-affirmative citizenshipw (p. 6), or 

"environmentally active individuals" (p. 7). or to simply "develop problem- 

sclving skills" @. &), or to encourage 'independent overt environmental 

behav id  @. 7), or to achieve "wert citizenship action" (p. 8). Our task is 

dearty to educate. This, as we have seen, is inextricably linked to knowledge 

and understanding. The educated person will pursue his or her inquiry into 

an environmental issue with a commitment to understanding the "reason 

why" of things. As Peters (lm) says, he or she will be committed to, and 



care about, the use or reason He or she must care abut  "finding out how 

are, about getting things right, about tracking down what is the case" 

(p.75). This caring for truth, justification, and evidence are what Peters 

refers to as the "rational passions." Further, Peters observes that a ptrson 

with such passionate thoughts about a situation will, in fact, often feel 

compelled to do something about it. The educated person is transformed by 

what he or she knows. However, specific overt action cannot necessarily be 

arpectad of the educated person He or she may not feel adequately 

informed, may perceive irresolvable wnfiids, or identify greater priorities 

elsewhere. Similarly, we cannot expect overt action to follow a prescribed 

course to take a predetermined direction Aside from the vagueness of the 

term, we cannot necessarily expect the educated person to display 

environmentally-affirmative citizenship. Educational achievement should 

enable individuals to act intelligently. People will not act intelligently if 

they have been trained, brainwashed, conditioned, indoctrinated, cajoled, 

coated, bribzd, or othRwise manipulated to behave in a certain way. 

Hungerford and his colleagues appear to want their students to take 

action yet recognize that they carutot ins'it that they do so. It would be, they 

state, "both unfair and unethical to demand that students take some kind of 

citizen actionn (Hungerford, Litherland, Peyton, Ramsey, Tomera, and Volk, 

1985, p. W3). This effectively puts their position in a double bind, Their 

gual is to develop environmentally affirmative citizens, yet they admit that 

it is ethically unacoeptaMe to insist on the realization of this ultimate 

achievement Thus, they cannot reasonably expect students to participate in 

a€izen action In contrast, given the high value placed upon education in 

our sodety, it L ressoMWe for students to acquire -ledge and 



understanding. Clearly the same cannot be said of citizen action. 

Consequently, the ultimate goal of environmental education, as stated by 

Hungerford and Volk (1984), is untewble. 

Pursuit of the Hungerford and Volk (1984) goals must not be 

considered educational. We do not want to train our students to behave in a 

presctibed way. Nor is it acceptable to promote a particular, and largely 

personal, perspective of the world, and human conduct under the guise of 

education. 1 believe that the force of this point is illustrated by considering 

similarities between the work of Hungerford and associates, and remarks 

made by the Soviet educator Zverev (I=). According to this Soviet's view, 

all forms of formal education have the responsibility of "infusing school 

youth with an ecological culture" (p. 19). In a refreshingly honest and 

unabmhed fashion, Zverev argues that this should be accomplished through 

the propa~andization of nature conservation ideas. One can attempt to 

build a case for training, socializing, or propagandizing particular 

environmental views; however, we must not allow proponents to pursue 

therie concepts in the name of education. The now conventional 

behaviourist approach is, in fact, not educational. 

Environmental Education Roblem Solvingand Some Humilitv Please 

Recently Schoenfeld (1B9) reported that the birth of environmental 

education coincided with a rise in pub% awareness h u t  such problems as 

flution, pesticides, population, and people's habits and that this field of 

shdy mirrorrd concern for those "pmblems." The importance given to 

thdr solution was reflected in objectives for environmental education 

Idmtised by Stapp, the 'lbilisi Dgkration, and the Hungerford p p .  Most 

r-ldiy#ere;rdthat: 



W e  are no Ionger debating whether real-life problem solving and action have 
ptrK#i in our & nsrriculum materials, and s c h d  prcigrami 
(Marrfbski ,  1- 

Ma~inkrrwski is correct in his observation that there is little meaningful 

debate. However, there sbuld be. 

Consider the implications of establishing problem solving as a goal f.2 

environmental education Such talk implies first, that thae is a solution, 

and second, that the students a .  expected to find it. Inability to do so would 

constitute failure on ?he part of the child to succeed at a pwscrkd aim for 

the activity in which he or she is engaged. While it makes sense to talk 

about problem solving in mathematics, I do not believe that the same can be 

said for environmental education. For example, an algebraic question 

requires the manipulation of a number of known factors so that the value of 

an unknown variable can be determined. The answer to such qwstions ere 

characteristically precise and these problems have discrete solutions. It is 

mtabdy disputable whether environmental problems have such discrete or 

solvable solutions. In fact, it appears more likely that environmental 

educators have misappropriated a term which finds its natural home in 

mathemati- M l e m  solving denotes a level of precision, exactness, and 

plsusibility alien to the careful investigation of envirormrental issues. 

Experting a child to solve environmental problems without proper regard 

for URit W t e  complexities, is setting ihe child up for potential failure. 

One can specutate how the resulting failure might be devastating fa 

rhildRn To urge action which is unattainable is a disservice to persuns and 

serious thought. Perhaps we me not sufficiently humble about our 

undQIStand@ d complex environmental phenomena and the limitations 

af our miseian The inevitable either immediate or madred by a 



false sense of accomplishment, will be discussed in more depth later. First, 

however, it is important to consider inherent charactertstics of the word 

"problem." 

Use of the word problem is normative; by applying this term to a 

situationp an evaluation has been made. A circumstance may be 

amtentious, but, if we decide that it constitutes a problem, we have made a 

judgement and decided that it is not to our liking. It follows that the 

identiffcation of a problem, a necessq mndition for ih resolution, will in 

itself be problematic- C d d e r  the difficulties this can p. 

A teacher can raet about, identify problems, and advgnco these ss 

suggestions for student investigations. This is, of course, umatbfartory. As 

the suggestions are judged by the kackr, t k y  will nut necessarily reflect the 

cmumw of the studentsi; hthq8 they advance the ethical and political 

position of the teadur; and, finally, their pre-selection bypses  the critical 

step of evaluating the issue 

Alternatively, students can select their own problems. lntetligtrnt 

euduatiom will b based on careN consideration of the premises d the 

competing positicms, the logiul consistency of tho arguments, and the 

qnslity of &dense. At Least two difficulties face aspiring problem solvm. 

j'%$+ they may sdect pmblew with inadequate encwragffnents to carefully 

~ g h r a t e  the issoo. and prhrps the inrbility lo do so. (?n thc other hand, 

they may find that tHa awaiderable investigation, their problem is 

*radhing otha Uul rM it mce seemed. Meed Uwy might find that they 

h a v e n o t h i n g i d t t o d y , a t h s t U w y h i a v e b e e n ~ u p U r w m n g ~  

IntMrar.tfvircdwtiondpclrsulloThuthmight@inthcwayd 

p m b i m t e  A t p n y ~ i t d l [ R i d k ~ b t h a t ~ ~ a l u a t i o n d m i s a K b  



a r i m  p m a z  which must precede my attempts to resolve conditions 

Wgod pobJ~1~11)~ Furthefa them is no mtainty that the issue investigeted 

will yield a d v . b k  pmbkm. This could result in the absurd situation 

where a student has owiod out a tbmugfi investigation, engaged in 

bophWcgtrd gflglysb 01 fk available data, r i p u s l y  debated the 

asarumplMnsI and wived at an intelligent condusion sbaut the m e ,  yet 

e ~ m s b  umbk to hrlfift one of the stated aim of envirrnrmrrntat education. 

Notwithstsrrdling the h e  diKmlties, on envinmmcena problem 

~ k i n ~ l p n t l y ~ .  ~Ithenrareissueswl.tidrwecanbroadly 

agr~cr an problems*" suh as pdlution, Mowewer, am I w g p t e d  eartier, 

these do not appear b dfer the promise of ammete or definitive solutiom 

in the same mannrr that mgthematiclrl problems do. This, I will argue, is 

due ta fundamentd d i ~ ~  in W r  inherent natures 

Austnlian p h h q h x  john Pawrorr put the distiKbTon succinctly" 

" r , ~ p m M r m i r ~ i n U u f i n t p l e a a U K ~ t h i n ( r m a p m b l m  

msmlogy"(I9'7Cp.43). ByUighrm+snsthatapmMeminscologyisa 

r*ntif icpoMcm~outolUlefsdUutsdcntislrdon~lundastwda 

psrticuL phmoaron )Irving identified a gap in their imowkdg., they 

a ihm mpby #heir vriour lerhniqusr in an attempt to mlve thc puzzle. 

Onihcochahrd. .ncmbgk. lpobkm(P~usa"ec~l~cal 'hrre 

h a ~ l h r t r o u l d k ~ k w i l h m a n v i a m n t a l l ) u r i n f a c t a  

wdrori.lplrMmL Et~dcmrdapoMmcna4kcrrscofagapin 

~ ~ o r a p h P m t o u n d a r t l a d 1 ~ b u t k c a u v t h c  

mrirrrmrrntJpmblnndacrikraphmommonrvhichmdonutWccsnd 

RoMrmrdUlklrinducndmdvsd. 



Rather, they cease to exist when steps are taken to reduce the irritation to 

socially acceptable levels of tolerance. 

I think most would agree that it wouid be impractical, if not 

;rnpssible, to completely eliminate pollution; production of waste is a 

condition of our s u ~ v a l .  Though this kind of problem may appear to go 

away under certain rintumm~~, it is not ultimately solvable. 

Some might argue that one can work to reduce pollution to particular 

lweL or standards. This, however, may be no solution at all. First, consider 

the arbitrary nature of the standards; there are not absolute values of 

a c q b b l e  pollution They only have meaning in a specific context. 

Stand& require constant m-evaluation in light of new evidence and 

argument as various interests advance competing claims. To simply aspire 

to reduck pollution to some such standard of acceptability would, at best, 

constitute a partial solution and, at wurst, a pseudo-solution. Satisfaction 

with such results overlooks important questions about the appropriateness 

of the compromise inevitably involved in the establishment of standards. It 

3wld be dear that at tk heart of the issue are questions about what is, or 

be, sociaay acceptabEe. Critical reflection abwt those values which 

dNrmhn mdal amptrbility is essential to clear thinking about an issue. 

Perpetuating the '"problem solving'" myth is antithetical to the nution of 

such clear thinking. W\iEal positions am nnt static and do not provide 

amade sol-; they are constzlnily being resnramined, reevaluated, and 

z d d k d ,  Sudy this sort of activity is more consistent with the 

cdaa thd  Unfortunataiy, amcatrating MI the idea d problem 

d o t i a n  ofton d h # n ~ & ~  fimm these m o ~ e  fundamentat issues. Because the 



ultimate issues are not resolvable in a way which is satisfactory to the 

scientific mind, pseudo-problems are created. 

Pseudo-problems, or problems which are narrowly defined without 

re(gard to basic qwstiom, allow people to address immediate concerns 

though underlying difficulties are over-looked or ignored. In reality, 

proponents are often simply managing the symptoms of a much more 

complex and difficult issue, This tinkering with symptoms can be likened to 

applying patches to a conceptually leaky boat. Immediate treatment of 

symptoms can be very important, but the idea that this constitutes problem 

solving overstates the nature of the accomplishment. As such, it tends to be 

self-congratulatory, intellectually dishonest, and dangerous. 

Another issue concerns the development of problem solving skills. 

What is at issue here is the use of the word "skills." Others have argued 

extensively about the inappropriateness of trying to reduce complex 

intel)echd activities to a set of skills (hAcPeck, 1981,1990, & Barrow, 1987.) I 

will not attempt to remate their arguments here. However, given the 

previous discussion, environmental problem solving, or more correctly, 

issue investigation, is a complex intellectual adivity. Therefore, talk about a 

discrete set of environmental probkm solving skills is facile. Attempts to 

reduce the study of environmental issues to problem solving exercises, and 

talk of problem solving skills appear to be symptomatic of a much larger 

problem in the education community. Through attempts to simplify 

difficult matters fa thc easy consumption of unwilling clients, we often 

trivialhe them- 

Having been critical of c ~ l e  of the institutions d environmental 

education, 1 must nm state that I have no alternative blueprint. 



Furthermore, I think that to attempt to pmvide a recipe would be 

antithetical to the nature of educational debate. However, 1 do see directions 

for inquiry which q u i r e  more attention. First, our task as educators is  not 

to train students to necessarily s o l v ~  environmental problems; it is to 

educate them. This is inextricably linked to acquisition of knawledge and 

understanding, clear and critical thinking. and care about the use of reason. 

Education will not only help students to understand normal science, 

but also the limits of this discipline. We must resist inappropriate attempts 

to cast complex social issues into the language and methdolqies of science; 

science will not solve many so-called environmental problems. 

Fundamental to these issues are questions about who we are, our attitudes 

to non-human components of the environment, and what premises will 

enable us to build a better a e t y .  Having argued about our premises, there 

will be questions about how these sl-tould be logical ty interpreted and 

implemented in specific instances. It follows that we must prepare students 

to participate in ethical debate and metaphysical discussion. This dcm not 

mean that we should abandon the investigation of envimnmental issues. 

lhese preparstiorrs can only take place in some context, with content and 

iseues to examine Critical and intelligent pursuit of current issues should 

be central to an educatofs efforts, and should justifiably cxcupy an 

imjmrbnt p k  in environmental education. 

While investigation af issues is important, we must be more humble 

in aur asphtkmst We must curtail our zeal to solve environmental 

prubkms We must pursue our investigations with passion, and encourage 

parsion in our students. But, let us be pauionate about pursuit of truth, 

r m  Pnd, h d t y .  Meed, let us work with humility, Ulat sense of 



being small, ever diminutive, in a large complex world. Humility does not 

mean paralysis. We must allow students to think about things which are 

important to them. They must be able to participate in issue investigation, 

and permitted to act, if they wish, on the best available evidence and 

argument. However, intellectual integrity dictates that they, too, pursue 

actions with humility. Students will not be solving problems, they will 

simply be participating as intelligent individuals in the constant re- 

examination and w-casting of society. 

on for Sustainable Revelo~ment 

References to education and training in Our Common Future (1987), 

and inclusion of talk about sustaimbie development in the report of the 

Mascow Congress (UNESCO-UMEP, 1988), provides a context in which to 

critically examine inappropriate applications of environmental education. 

The UNESCO-UNEP document advocates training of personnel needed for 

rational management of the environment in view of achieving sustainable 

development. Our Common Future (1987) seeks to make people act in the 

common interest, implies that sustainable development is in the common 

interest, and suggests that education among other thing can help to bring 

this about it also advocates the skill improvement required for punruing 

sustainable development 

First, it should be noted that training and rational management, as 

rrportld in the UMESCO-UNEP (19BB) document, am logically inconsistent 

concepts. Training is contributory to skill deve10pment while education 

contributes to rational abilities. It is thus unclear as to whether the authors 

of this drmmrnt are talking about training or education in pursuit of 

sushhbk dev- Secand, as we have seen, the pvsuit of a 



particular end, such as sustainable development would be external to 

education We do not properly say that we are educating for sustainable 

development. Similar criticisms can be leveled against the comments from 

Our Common Future (1987). The idea that education can be employed to 

aitain sustainable development is again floated, and skill improvement is 

advocated in pursuit of the same end. 

In the same way we would object to the idea of educating for 

sustainable development, so would we reject educating for activism. 

Equally offensive would be mooting the modification of behaviour to 

something like that of Sierra Club members (Sia, Hungerford, & Tomera, 

1!M-86). In even suggesting that we might, we find evidence of the 

missionary zeal that Hendee (1972) alerted us to. 

As the Moscow document speaks of training, and Our Conrnoq 

Future speaks of skill development, it is important to comment further 

about the importance of these concepts. As discussed in Chapter Two, 

training is a justifiable component of a person's schooling. It is appropriate 

to identify time to engage students in activities designed to train them in the 

skills required to meet their immediate needs. Training in effective 

agricultural techniques might be one good example of an important 

schooling activity in some contexts. However, education should enable a 

person's thinking to transcend particular circumstances and immediate 

needs. Education s b d d  enable a persczn to think clearly and carefully about 

issnes rather than merely Ratting to them, or learning the best method for 

coping. While training will undoubtedly be important, education will be 

escfential to intelligent mediation of more fundamental issues. 



Another way of looking at this is to consider that the appropriateness 

of sustainable development, and Sierra Club approaches to environmental 

dues are contested concepts (Manes, 1990). While as citizens we may be 

gredispoeed towards a particular course of action, we must remember that 

our pb is not to inculcate our preferment, but to enable students to think 

clearly and critically. It is possible that our own view will pot be correct or 

definitive, as hard as fhat may be to accept, The ins- that students will 

be able to do better than ourselves will lie in how well educated that are. 

What this means to us, as corn- citizens and as educators, is that 

we must make clear and proper distinctions between our various roles in 

suciety. As educators we must be sure that we are in f a d  educating. if the 

arguments we support as citizens are sound, our students may accept them. 

If they are unacceptable, our students wilt have the ability to evaluate them 

as such, and the freedom to reject them. 

I do not expect that as teachers we will be educational saints. Indeed, 

our p&ersmces may be exposed by our actions or solicited by our students. 

Fmtkmore, selection of content and pedagogical methods will not be 

annpktoly objective nor free of bias. We will have to argue and give god 

~ M K W W  for selecting fhOdiQ thine that we fed should be covered in a course 

of study. Still there will be implicit values propeted. Education is not a 

perfect nr prrds business. However, by darifying the nature ol this 

enterprise, we can be more even-handed, and broad in +k range of ideas 

that we rxpge rhdenb ta And, perhaps this will enable us to pursue our 

work with both dignity and the requisite humility. 



On Actioq 

I have argued against aiming towards student action This is not a 

dismissal of discussion about action, its proper place, and its relationship to 

the educated petson. We do have the expectation that educated petsons will 

be transformed by their experience; we expect them to act in a way consistent 

with their education, judgement and rational capacity. For example, when 

persons fati short, we frequently will say that they should have known 

better. Part of the difficulty in this apparent contradiction turns on our use 

of the word "expect+" In the preceding discussion I have used expect in a 

way which is meant to indicate that the expected behaviour will be a logical 

consequence of the person's education. The alternate usage would be to 

communicate a demand. For example, "I expect you to do X, and don't come 

homo until you have." I t  is this second usage that I have argued against, 

Rational behaviour and good judgement, or environmentally 

responsibie behaviour, are correctly seen as logical consequences of 

education rather than a i m  in themselves. A person's disposition to act in 

certain drcumstanceJ will range from an exprossian of free will, to a 

rrrsporrse to some fonn of coercion As educators, our task is to enable 

students to act ss intelligent, rational, and autor)0rnous moral agents. In the 

final analysis a decision to act should be an expression of win. 

The qlaestion Femaina: Can we assist and nurture this will? I expect 

WP can, and do. First, schools are charged with the task of devetoping 

p x d l y  aaqted pattmts of behaviour. We might engage students in 

9 school w r  paper and pop cans, or we migl?t 

d behaviorror towards animals and ,reckless destruction of the 

While this may be an important part of #hocling, it is not 



education. We would call this socialization or training. While these 

~ t i Y i f i e ~  may be minimally concerned with intellectual abilities, they do 

carry a measage. Persons are expected to behave in accordance with what is 

judged to be right. It does not follow, however, that the same approach can 

be takn with more complex issues. It is not at all clear, nor generally 

agreed, what would constitute appropriate responses towards activities like 

trapping, mining development, and creating parks. In all of these instances, 

there are competing claims vying for our attention. They raise questions 

about appropriate relationships between humans and their environment. It 

will take an educated person to think intelligently about these issues. 

The second approach to nurturing willingness to act, is to allow 

investigation of important social issues. While it would be w m g  to expect 

action as an outcome in the demanding sense, we expect that a person may 

ad if they find sufficient masons f o r  doing so. To discourage or thwart that 

opportunity would be to deter development of independent moral agents. 

School programs can thus rightly allow this completion experience. 

However, we must not forgot that this is a logical extension of education, 

not part of i t  This is what happens after we finish our work as educators, 

thargh the s c b l  may retain a facilitating role. While learning 

circumstances may nurture a d& to act in intelligently, and in accordance 

with one's beliefs, m mast proceed with care and humility. We must 

curtail our trndmcy to exhibit missionary zeal and shape the MhUp of these 



CHAVI"ER FOUR 

THINKING ENVIRONMENTALLY 

Central to environmental education is the task of enabling students to 

think clearly and critically about the environment - to think 

environmentally. In attempting to identify the central elements of 

"thinking environmentallyn it will be instructive to consider observations 

made by several writers who have, at least in part, made a career of thinking 

about the environment. Their concerns and arguments often converge with 

those of educators and can shed light on the nature of critical and intelligent 

reflections on environmental issues. The task here will be to place their 

critical deliberations within a framework for education. 

E. F. Schumacher, in his widely read book Small Is Beautiful (1 973), 

raises some doubt about the efficacy of Western education. He observes that 

in spite of our widespread belief that education is the key to the resolution of 

all our problems, Western civilization remains in a state of permanent 

&is. The common answer, he suggests is that we must provide more and 

better education though, in spite of this rhetoric, the quality of the education 

pnwided remains suspect. 

Elsewhere Schumacher (3977) reflects upon his own schooling: "All 

throe school and university 1 had been given maps of life and knowledge 

on which Uplp was hardly a taee of many of the things that I most cared 

a&ut". This gave rise to a complete perplexity until he "ceased to suspect 

the W t y  of [his] perepbm and began, instead, to suspect the soundness of 

the mpsn @. 1). While rot speaking specifically about environmental 

lagles S c h W s  armmnts parallel the unease of many who do. As 



Neil Evernden (1985), Canadian professor of environmental studies argues, 

neither Schumacher nor many environmentalists have been able to place 

their concerns on those social maps which define the nature and scope of 

the dominant forms of knowledge. Evernden concludes, in his book 

stud Alien, that the environmental movement must participate in the 

re-e~~mination and redrafting d those maps. 

%%'hat is of interest to educators is that Schmcher and Evernder! 

h t h  raise questions about the breadth of our educational efforts. We 

cannot expect persons to think clearly about the environment if they are 

restricted in their instruments of cognition (Evernden, 1985). This is, of 

course, a matter of great concern to educators. As discussed earlier, it is the 

educator's responsibility to maintain opportunities and not to limit them. 

We must, themfore, not deprive anyone of access to forms of understanding 

which enable broader opportunities for thinking about environmenial 

issues in what follows I will examine thase forms of knowledge and 

undmtanding which appear central to the task of thinking 

environmentally. 



some pesticides may be dangerous, many are "roughly as hamless as DDT'. 

Iconically, DDT is now banned in most industrial countries. The major 

concern expressed by the Time writer was that Carson's outburst in Silent 

Spring would do little good for the things that she loves while risking 

considerable harm by alarming the "nontechnical public," the implication 

being that the public is best left in the dark while technical questions are 

handled by experts. Fortunately, the nontec?mical public was capable of 

understanding the ecoiogical concepts examined in Silent Swrirg and t5e 

book went on to become a prize winning best seller. 

Carson's work gave renewed and very public meaning to the study of 

ecology. This was, perhaps, the first dramatic evidence of the usefulness of 

ecology in exafnining environmental issues (Evernden, 1985). The Time 

article, on the other hand, seemed to express contentment with the notion 

that the general public should be left uninformed, assuming that they would 

be incapable of understanding. The implicit message is an argument which 

favours ignorance and is profoundly an ti-ed ucational. The extension of 

such assumptions would result in the limiting of persons' ability to 

understand issues important to them and thus to limit their ability to think 

dearly and critically about environmental issues. This is, of course, 

tmjwW&Ie from an educational point of view, and preparing students to 

think environmentally will include the study of science, particular1 y - 
By the study of science I do not mean that all students should be 

trained in a manner of preparation for being scientists. Rat her I mean that 

they &odd become sufficiently literate to function effectively and critically 

in a sodety which cmstantly appeals to the sciences for guidance. This will 



entail m o  tasks. First, students must understand the fundamental concepts 

central to ecology. They must learn about ecosystem, niches, adaptation, 

ecological interdependence, succession, food webs and energy chains, 

predator-prey relationships, carrying capacity, and so on. Such knowledge 

and understanding will enable students to read and undemtand the 

arguments presented to the public. Increasingly, popuhr literature is 

devoting attention to environmental issues. In September 1988 Maclean's 

devoted an issue to the theme "Our Threatened Planet," in December 1988 

National Geontaphic devoted an issue to the question "Can Man Save This 

Fragile Planet?" and, in step with the changing mood, Time devoted a 

January 1989 issue to 'Planet of the Year: Endangered Earth" These, and 

various public forums, will require a significant level of ecological literacy to 

be meaningful and informative to the public. 

Second, environmental arguments often appeal to scientific research 

as a means of supporting a claim. For the audience to evaluate the claim 

and judge the merit of tho argument it must have some understanding of 

the nature and purpose of science. Students should know that there are 

d e n  competing claims in the scientific community about a given question. 

These d i f f e ~ e ~ e r  may arise out of differences in scientific pre-~uppositions 

or in research methodologies. Students should be prepared to reflect upon 

these presuppositions and to criticaliy examine research findings. While it 

is mt the intention to make weryone into scientists, students should be able 

to, in gcrrral terms, question the veracity of scientific reporting. They 

shouM imm: that a single study would not normally provide conclusive 

cvidenre. something about the confounding nature of ummntroUed 



vaxkbies, and that scientific reporting presents probabiJities of occurr~~~:e s  

rather than proofs. 

Students should also understand the limitations of science. While it 

Is true that Rachel Carson's ecology breathed new life into the 

environmental movement, and the emergent study of ecology brought great 

hope to thuse who had concerns about the enviranment, it is also true that 

recent writers have questioned the adequacy of ecology, an its own, to enable 

UP the think intelligently about the environment (Livineton, 1981; 

Eveden, f 985). Thinking environmentally requires broader 

understandings than science alone can provide. 

At the very least we must ensure that students can distinguish 

between empirid and philosophical questions, a point lost in much 

environmental education literature. As A us tralian philwpher, John 

Passmore (1974) points out: "An ecological problem is not, in the first place, 

the same thing as a problem in erology". By this he means that 

environmental pmbJems are, by their very nature, different fmm problems 

of sda?K?e- A pmblem in ecology is a purely scientific problem which, he 

suggests, arises out of the fact that scientists do not understand m e  

partidm ecological phemmenon Observations of natural phenomenon 

and manipulation of influential variables thmugh experimentation ran tell 

us what the popatiOn of the Porcupine caribou herd is, or what might be 

the ammpmces of m i d  development at the Windy Craggy mine site. 

As su& science can, through mplrial investigations, tell us what j or 

p m j e ! d w h a t ~ t t r e a m e  

Whik eadogy rd other branrhes of science can inform our thinking 

aboutanh,it ishportanttoFealizethelimi~ofthismodeof 





believed and what we have done can inform our decisions about where we 

may go as a society and what we shall do. 

Lynn White (1%7), in his classic paper The Historical Rcwls of our 

blogical Crisis*, argues that understanding current problems will require 

an historical examination of the presuppc~itions that underlie mcdrrn 

tedm01og-y and science. White describes how the union uf science and 

t e c h d g y  in the Middle Ages increasingly enabled humankind to change 

the face of the earth in ecdogically disastrous ways. He cmtends, however, 

that mots of the emergent problems were not technolqgicai. Our daily 

actions and human behaviwrs in general are dominated by our beliefs 

about our nature and destiny. Dominant Western altituds have, he claims, 

been moulded by Christian dogma which has inculcated belief that man is 

iieparate from, and superior to, nature. The Chri tian dmtrines professing 

rraan's dominion over Creation has given rise to: the mast anthmpmntric 

digion the world has seen, mntemptwus attitudes towads nature, and 

faith in perpehral pmgress 

For Lynn White, Uw development and deployment of Western 

kdudogb haw been pFopeSled by Christian arrogance toward natum. 

Sdence and technology can provide no solutions to what are essentially 

m?taphy&d pmbkms. We must he claims, find a m w  digion or re-think 

t k o M o s ~ ~  

John P m  (1474) dkms that we can legitimately argue for a mure 

prdent dcpkryrnent of ltectvrdogical innovations, less wastefulness, and 

anme nrnmas of our dependence on the biosphere. It is quite another 

~ , h r m o v r r P p ~  that solutions to e c d q i d  pMbIems will be 

ZDmdbgdrPrrlaingomBnalyticid Witioclsinfarourdaseuchfornw 



ethics, a new metaphysics, or a new religion. Passmore contends that 

traditions of the West are far richer and more diversified than critics have 

allowed. Through historical analysis he argues that a "new ethic" is already 

inherent, if only a minor theme, in Western thought. 

Passmore (lW4) allows that critics of Western tradition 

are justified in ciaiming, through historical diagnosis, that Christianity has 

encoumw arrogant despotic attitudes towards n a b .  They are wrung, 

how eve^ to lay blame for this attitude on Genes's and the Old Testament. 

fasmote claims, that there have been two historic interpretations of the Old 

Testament, one anthropocentric and responsible for what the critics have 

dkd Christian mqpnce, and the other theocctntric and tending towards 

foetering attitudes commed with wise stewardship. h g h  critics am 

awrrct in identifying the domirrance of the fanner interpetation, it is not 

true that this -physic represents Westem tradition and thought in its 

entirety- It is Pasmore's view, supported by historical analysisf that the 

Wed has mer been wholly committed to the view that h u m  haa no 

lPsponssbility to nature. TO him reform can best be achieved by appealing to 

though not necessarily strong, traditions. What the West m d s ,  

-toPamrmreB b m t ~ m u c h a r w w e t h i c b u t a m o r r g e d  

sdherenro to a pniedy familiar ethic 

it is important to s&ms that what is of most importamx ta think@ 

~ v i m n m e n a a l l y % n o t t h e r i ~ a r c o n e r t n e z u r o f W h i t c , P ~ ~ t ~ ~ o r  

olh &tarid bkrptafiotta ilrtha, these aqummts prwide us with 

i m b m a h n  about otu mcWyB s vehicle for Uu philosophical examhation 

af30d.IwJuadthe~prrruppositionrsponwtdehWsodetybM~ss 

drmoppahmityb~inihc&of-ingMd~gingthe 



quaiity and coherence in the arguments presented. What we wish for our 

students is rwC that they netcessarily side with White, Passmore, or others, 

but that they am enabled to think more clearly and critically about the 

environment, and human / environment relationships. 

In a similar way the history and traditions of other societies, including 

infigeror,us cultures can provide a window thruwgh which we can view our 

own, Again the purpose should not be to encourage students to emulate 

Zen Buddhists, ningit Indians, or white Anglo-Saxon protestants, but ta 

enable one to reflect upon one's own cultural values. For Tlingit Indians 

living in a Western dominated society it will, of course, be important to 

learn about their own culturo, but it will also be important for them to learn 

to scrutinize Westem beliefs and values as they think a b u t  envirnnmental 

issues. 

If failure to think intelligently about the environment has been at 

kast in part due to a ladc of ecoIogkaI knowledge and undemtanding thm 

the shdy of shdy of hisf:orkalJy dacumented mcdifications of the 

envimmmmt, or e r o w  shifts caused by human actions can inform twr 

ttdnldg today. Stwlying the ruim d civilizations and their impact on the 

~ t u d  envjfmment am ~ Q Y P ~ B P  an awareness of our need for a protective 

r rell as productive mvirr#rmnt (Qrrif, 1988). Cumnt thinking can be 

inlormcd &mu@ the aminrtion ad undcntanding d psd acfbns. The 

a d  rubscquat daertibtian of North Ahica thmugh wmd 

rd cdtiwatjon d domabk livestock for example, pmide 

wWhwhik histmicel e g a ~  studies SimilartyI the introdwth of rabbits to 

Au&mb,thcnadear~atChanobylmtheSovMUnionandThrPce 

~ h b a d i n H r U l i ( s d ~ d U r ~ ~ q d l n d i a n s l i v i n g n m  



Union Carbide's Bhopal plant could all provide the student with material to 

ponder the impacts of science, technology, and civilizations upon the 

natural environment. Understanding of current environmental issues can 

surely be enhanced through study and critical assessment of similar issues in 

the past. 

Finally, c m n t  issues will be more fully undefstood if they are 

examined within the context of the historical developments which have 

surrounded them. We frPquently observe that the persons who can most 

& d y  think about an issue are often t h  with the most information about 

it. If, for example, we am to fuHy understand the issues surrounding fur 

trapping, it is important to know about the history of the fur W e  and 

indigonous cuftums. Shdents will need to appreciate the significance of past 

events in their undmtgnding of current issues. 

Aesthetic Experiences 



This form of understanding is not merely sentimental, nor can it be 

dismissed as a mystical attachment to the balance of nature. It is important 

to realize that there are uses of the words "knowledgew and "understanding" 

where notions of feeling, emotion, and empathy are invdved (Barrc~w and 

Woods, 1988). We can know what it is to experience, heauiy, sadness, joy, 

frustration, fulfilment, wonder, esstasy, and various other emotions. 

Associations of such emotions with experiences in a particular context or 

situation will certainly inform us8 or allow us to know more, about that 

particular context or  situation than would have been known in the h n c e  

of the experience. We come to know that it can have the capacity to illicit 

various emotions to which we may attach varying degrees of value and 

concern, We might rightfully claim to know that city traffic d i s k s e s  us; 

our knowledge based on personal exposure has informed us that this Is not 

an aesthetically pleasing experience. 

Mhermom, mutual understanding is dependent u p n  shared 

experiences. To say that we understand someone else's motiunal mponw 

will be dependent upon our having shared a common or similar experience 

rd s h a d  in the same btowkdge. For example, orw might claim b not 

lndmrttrd the sadness felt by a frimd whase wife had kft him. In this 

seam€?# understarding refers nd lo the canprehension of some impemma1 

body d Lmarkdge. but to a set d pasonal experiences. If om had m e r  

an emotional dationship. then this same person might well 

linditimpoalMctoundmtud tk@fel t  byamtheratthelossof his 

wifk Sdady, if cme had met wibrssed the splendour d mountain 

saenery, of the solitude d renute wWmmq or animals in their natural 

~ n ~ t h b p n o n m r y n o ~ u n d c r s t a n d U w e n r o t i o n s , a d a s r o c i a t c d  





Ethics 

I q p d  in the third chapter that we must resist inappropriate 

attempts to cast compfex environmental issues into the language and 

methodologies of science- Fundamental ta these issues are qwstiuns abut 

who we are, our attitudes to mn-human components of tk envirunment, 

m d  premises that d e  us to build a better society. Having argued abut 

promtserr, we must address questions about how these should be logically 

bkpreted and irnpt~m~ntced in specific instances. In short, we must enable 

stud- to develop clear, careful, and lagidly coherent arguments about 

what we Q&& to do in response to specific instances and how we 

behave in genewl. This is the task of ethics. 

I have sbo a+ that whik mence can cantribute to envimnmental 

undendanding, it is limited in its capacity to enable W n b  to think dearly 

gd M y  about how one s b d d  behave. Similarly, hitmy and aesthetics 

am aha Zields of study which can contribute to mvimmental 

admbnding. HowoverI Uy tm will fdl short in d i n g  students t o  

d e d q ?  arguments akwt how an should act. 

It f* that a curriculwn 60 enable studenhr lo "think 

-f dw#rld indude provbiarrs fw students to consider, and 

pwticr making mond judgmmmta, if wu educatiansl obpctive is b enable 

staxbls to tMnk rlParly d air-kally obout the rrrrvinmmnt and related 

thar rrdnonntrental ethics must be included- It is the srtudy of ethics 

whkhis fk~Dotht imrkat iorrodpart icuhrmvitonmenta l  

a # d : o O # r f o n m s o f ~  



It is important to note that moral judgements are not merely matters 

of subjective opinion- While establishing ultimate truths of certain claims 

may be difficult if not impossible, moral reasoning can certainly bring clarity 

ta arguments of this type. We can, in many instances, distinguish between 

acceptable and unacceptable, and between plausible and implausible. 

Acquiring the ability to make these distinctions will require students to gain 

understanding of what constitutes a moral argument. At the least, students 

must understand the nature of assumptiom or the premises upon which 

arguments are built They muat haw practice identifying t h  The must 

underatand that pmnkm, to be tatiwrally acceptable, must be supported by 

/Llstificatfcms. lhPy must engage in the critical mutiny of these supporting 

arguments. They must dm understand that sensible arguments must be 

fogidly consistenl ud they must undmrtand the relationship between 

moral aswmptiolrs d the a m q t  d $erwralitability. 

While the study d enwircmmatztl ethics must embk the student to 

mderatand the naturr d the discipline as -bed sbow, and while the 

arrr d mod phhmphy b anraned with criticizing and developing 

~ U S I f i e k l d h d y i s m t d e v o i d o f m n t e n t c  'Ihargh 

-ettbbbeendescrikd m a  relativelyrecenMeL1 of 

.Mb @qnm, 1% it qwesmts much livcty debate Udemtanding 

~ d C b . ( c r i l l ~ h r m r * d g e r b o u t t h e  ofits-and 

t)w g i r r n t o - r r q u i r H c ~ w ~ t 8 .  l fhmhg 

&~&*ArClakb i lqmtaa At#rted&hdemrironnental 

p n p a t i r r r r e ~ b d q e a d v g n r e d a n d ~ b y ~ o f t r n  -- haodorliartotharparpLtlnswiU~students 

l o k \ ~ i n t k f i d d o f ~ t d ~ i t w i l l ~ e t h e m t o  



know the territory. In being exposed to the sometimes disparate ideas of 

well thinking people8 students will see where others have tread as they seek 

clarity for the futwe. Further, teaching students to think critically, cannot 

take place in a vacuum, some content will be required and this can be drawn 

from the literature in environmental ethics. 

Finally, the study environmental ethics must allow students to gS 

philosophy. 'Ihey must be given the opportunity to apply philosophical 

knowledge, underJtanding, and technique in order b understand 

contemporary issues of importance to them. Ultimately envimnmental 

ethics should aspire to enable students to make intelligent choices abut 

what they ought to do in particular instances, to be morally autonumus 

individuals. ihu will entail pactice in making intelligent, justified, and 

logically coherent droices 

The ekmmts that I have outlined as essential to thinking 

en-tally do not convey just four disciplines; ecology, history, 

-, and eUda but fatr distinctly different ways d knowing abut  the 

Of owme oUpr fields of inquiry will haw a bearing upon 

hDw we Udnlr about envhmmntai pmblemr However, t k  c n m m  core 

clmirultm h alJ students who am to think onvimnmntaliy will be must 

oonrPmed with e d d b g  students to understand what it means ta think 

Iracntifieall~~ -y, a d  arslhetic.lly, to k abie to distinguish 

Mnrm qurstionr vtich are amtt l i y  mmtifk, philosophical, and 



CHAPTER FIVE 

EMPIRICAL CONSIDERATIONS 

In the previous thrPe chapters I have used conceptual analysis to 

examine ideas atrout the nature of "schoolin&" weducation" and 

"environmental education" with the aim of establishing a coherent 

understanding of the congruency b e e m  environmental education and 

91:hooiing in general and, spedfially, education, In light of these 

emceptual consjderatim, one can infer some prindples from which 

sensiMe curriculum planning can pruced While such cmsiderations are 

rmmmry, I maintain that they are not necessarily sufficient. This form of 

ratysis la important in dPrifying our understanding of the coclc~pts central 

to our entffprhre, but it camat set&? many of the substantive mattera It 

carrnot detennhe# for instance, how much of the s c h d  resounces ghould be 



conceptual clarity, but also an undelstanding of the context in which the 

initiative will be implemented. 

This chapter is concerned with addressing the second research 

cyestion: What contextual considerations can have a significant bearing on 

education in the Yukon as it pertains to the environment? Though 

curriculum planing decisions, derived from social assessments, have been 

&tickedI the arlguments against consideration of contextual concerns are by 

no means comlusivec Sensitivity to local intemsts and needs, content, and 

implementation concerns are discussed in the following section. This 

dbcussion will further serve to clarify the purpose, scope, nature of the 

descriptive research central to this study. 

Needs and Interests 

I r e q p h e  that interests and perceived needs can be of limited 

urefulrrss in determining the aims and objectives of curricub, wen though 

this proara is v i d  by some as one of the principle starting points for 

d d u m  dcvefopmL The we11 b w n  Canadian curriculum developer 

Ratt (1990) tolb us that needs assessment involves the collection of 

aphbn and f r h v l  data for the purpoa+ of determining what human d s  

therchod.hould-ourtom Itisimportant toa&howevcr,ifa 

~ r ] n h m d ~ c s n j u s t i t t b l y b e p r r d i a t c d  uponapmrasof 

opirba p h g ?  UnhtmaWy sash a system, however ~ophiticated~ 

captmsbc.dapurdislhrtiaaktmennmiradw~,pUMicgmd 

n d r l f ~ r d ~ ~ o p i n i o n a d  uninformed klM. 

~ B a m r o a ( I Q U Z m t r b a S t i E i a w r o f n e e d s ~ t , a e  



exemplified by Pratt's work, identified a further error. He argues that a need 

presupposes reference to some objective; the importance of attaining some 

objective creates the need in the first place. If we are to talk about 

edu~ational needs we must have some pre-existing understanding about 

education a d  other schooling objectives. Thus, as Barrow points out, in the 

context of school c u r i d a  the important question is: What are our 

needs? Thus, needs a~geggments are threaterred by the fallibility 

of attempts to distinguish general from educational needs- 

Talk of basing curricula on interests is also ambiguous. There is no 

reason to believe that interests will be consistent with educational needs; 

what interests one, may not be in one's interest. Barrow (1984) points out 

that preeminence of interests in curriculum development leads to two 

pmdble t~~mpfions: what interests teachera, children, and parents 

happens to be v,.orthwhile; or, that the criterion of worth in an activity is 

that people have an interest in it, I think that &arrow is correct in pointing 

out problems assahfed with giving pm-eminence to interests, and these 

p d k t t ~  M i~lusbakd using two examples. in the first place, while 

~howtopoechwildpmemayint~artschild,tkeducational 

waOI of lhis dvity is dearty not supported. Second8 while interest in 

Gm!ek Literature may not be p a t  in rival Yukon communities, the 

l n h a m l ~ d t h h r b p k f k s h d y i s i n n o w a y d i m i n i s h e d .  

~ a r g u i n g ~ t ~ s ~ t s h o u l d n o t d ~ n e ~ a i m s  



intFoduction of new material. On the second point he is surely correct for 

reasons outlined above; need and interest are not sufficient criteria for 

curriculum determination. However, I am less convinced than he about the 

wisdom of the first paint It may we11 prove desirable, if not necesary, to 

consider interests and perceived needs in the development of effective 

curricula. 

In me Rwublic, Plato advises us to heed the importance of interests 

in his observation that compulsory learning never sticks in mind. He is 

making an empirical daim for which unequivocal verification would be 

difficult to provide. However, while an empirical solution to the question 

of Ule necessity d interest may be elusive, Plato's skpticism does lead us to 

a logical point, if we aroept, following Scheffler (I-) that to "know" 

soneething tequirPs adequate evidence of the truth and the belief that i t  i s  

true, it bgomes easy to see that compubory leamine; whatever its veracity, 

might well refiect the acquisition of infonnation mvquerading a, 

knowledge. For example, a student might mt care abwt evidence or 

-on if required lo learn against his or her wiil. The object of the 

mrds+ simply bgomes the mamorization of enough information to satisfy 

the teachac's orpectation rrgardless of whether he or she believed i t  to be 

tnr it wwld Ulus seem that the efficacy of learning would be inversely 

~toUudrgeetowhiehtkstudents'perreptionsofncsd,ad 

inhesb are vBoiPr8ed SirniLrly, wiaen teachers are presented new curricula 

e f k t h m m  of tkir impkmmbtia, w i U  be slf-ed by the degree to 



advantageous to motivate students by taking advar .dge of their present 

interests or seeking to cultivate new ones. Additionally, a sense of having 

one's needs met is likely to be motivating. 

Ignoring students' needs and interests also raises moral quwtions. 

For example, Plato questions the propriety of requiring students to learn 

under duress in a free society. In a society, such as ours, which values 

individual freedom, it does seem repugnant to entertain notions of farce 

and compulsion in matters of learning. However, the issue becomes less 

clear when we attempt to determine distinctions between firm guidance and 

force. What is more certain is that the hardheaded or insensitive educator, 

unfamiliar with the context in which he or she is working, runs a far greater 

risk of transcending the boundaries of moral acceptability. 

Acknowledging the advantage in attending to perceived needs and 

interests raises questions for the curriculum developer as to how best 

incorporate such knowledge into the planning of curricula. Stenhouse 

(1975) staked out the territory by identifylng two opposing options. He 

suggests that at one extreme a curriculum developer can follow the principle 

of perceived relevance or interest and try, so far as possible within that 

principle, to guide the students toward that which is educationally 

worthwhile. Alternatively, the developer can judge that which is 

worthwhile and attempt to teach it so well that it evokes interest. The 

usefulness of stating the range of possibiiities as starkly as Stenhouse does is 

that difficulties with the extreme positions are exposed. At one end of the 

spectrum, there can be no guarantee of any consensus of interest or 

perception of relwance. Further, there is no assurance that teachers, 

students, or parents, following this principle, allow themselves to be 



directed toward that which is deemed to be educationally worthwhile. At 

the other end of the spectrum it would be difficult, if not implausible, for 

even the best teachers to consistently evoke sufficient interest in an 

unpopular or insensitive cunicdum to create a good learning 

environment. A useful curricdum, it would seem, is one which is 

conceptually coherent and interesting, & perceived to be meeting the 

needs of ib students. 

Clearly what is needed is the sensitive juxtaposition of interests, and 

perceptions of need, and a clear and coherent conception of education. 

Keran Egan (1982) captured the essence of this need in claiming that what 

we require is: 

,. is some serrsitivity to the khds o# things that most interest the sttidents, 
some analysis of why those things inferest students, and pract5c4 at the 
principles abdmdd from their infests& to organize the amtart teachem 
think of most educationat value to them. @. 164 ) 

Here Egan speaks of t e a c h  though I believe that the same will apply to 

cunidum planners, It is precisely in the spirit of Egan's comments that 

this analysis will proceed. 

Content 

While education is about developing breadth of understanding as 

opposed to the accumulation of mere information8 it is also about the "stuff 

of We." This point is captarrd we11 by Bamow who says: 



He continues to argue that xiwaling requires the development of concepts 

suited to W n g  about topical isues, and rational teaching practices which 

will engage students with these concepts and issues So what is this stuff of 

life? What underlying concepts will be central to thinking a b u t  important 

issues? What teaching practices will engage students with these concepts 

and issues? investigating these questions in the Yukon contort is an 

important task 

The idea of inchding local content in cunicula is supported by 

reference to the arguments developed by McPeck (1 981 ). lie argues that 

thinking critically is not a skill but a more complex process inextricably 

linked with content. The most astute judgements of complex human 

problems, he argues, are often dependent upon the amount o f  knowledge 

that can be brought to bear. The more a person knows about a problem, the 

more competent he or she will be to assess it. The point of this line of 

v e n t  is this: If a cumculurn is to inciude context specific issues as has 

been advocated above, then knowledge and understanding of that context 

stand to be enhanced. While it is not possible to know what fu tune issues 

will be, it does seem reasonable to suggest that the acquisition of a certain 

amount of knowledge and anderstanding, though not necessarily sufficient, 

will augur well for clear thinking about future prublems in the same 

<rontexf, 

The Retationship Between Planning And Implementation Of Cumcula 

f 'hnhg presup~"es need for change. In the face of an existing 

sdrool curriculum, m y  attempts to develop curriculum materials implies 



an inadequacy of existing structures to achieve some schooling goal. New 

directions mlizect through curriculum change must be consistent with the 

nature and purposes d xhoolin& and sound curriculum planning must be 

based on a dear articulation of some schooling need. Having said this, 

however, we must ask if this is sufficient for successful curriculum 

planning. There are some curriculum theorists, such as l3mmw, who are 

inclined to believe that it is. 

Barrow (I=) is wary of collusion between curriculum planners and 

responsible for implementation. He clearly objects to the idea of 

implementation being used ss a criterion for adopting a cumeulwn 

proposal. Justifiably wary of such a possibility, he argues against the 

persuasiveness of implements tion concerns, allowing that only rational 

implementation techniques demwe any place in the planning of 

cuniculum. Conwlting with teachers (and others) and involving them in 

the! planning with a view to bringing them "onside" should be confine 1 to 

the actual implementation prorrss and not to the planning stage. A 

N n i d u m  pmpLlsal, aamdng to B a m ,  should be dear and logidly 

coherent. unfettmd by pasuasive comtraints. While Barrow is correct as 

far as he gus in arguing that a cumculum, predicated upon 

implementation anrcerra, is mt m l y  a good one, and that a 

euniculum is not nccsearily bad if it fails to readily gain acceptance, the 

adequacy d the purely rational appmach is Questioned and it b at this point 

that I find myself at varhnce with his work For example, Benow doar not 

add that en m a c q t e d  -nrricuium is also a useless curriculum, While X 

gprr that clrrriruls should be dear and logically coherent, they shntld also 



be useful and efkdive. Curricula cannot be effective if they are rejected by 

teachers or Lnpossl'bIe to implement. 

My point has been underscored by a number of researchers concerned 

with curriculum effectiveness. They have argued that the rational 

assumptions, abstraction, and descriptions, or in shurt the 

"hyperrationalization of change," simply does not make sense to the teacher 

(Fullan, 1%; Wise, 1977,1979). Furthermore, pmposels for change often 

strike teachers as frivolous and fail to address issues of cmtral concern to 

them (Lortie, lm5). This doubt is put more directly by Samson (1971), who 

claims that rational .solutions to curriculum planning have backfired when 

they ignored the culture of the school. Similarly, Fullan (1982) claims that a 

lack of sensitivity on the part of planners to the situations which the 

potential implementeft are facing is one of the basic reasons for innovation 

failure. Changes are often introduced which do not consider the situational 

amstraints, values, ideas, and experiences of those who are essential for 

implementation of changes. T'he fallacy of rationalism is the assumption 

that UP smhl world can be d t d  bv seemingly logical argument" (Fullan, 

1% p. 83). " R e f m e  as George Bernard Shaw captures it so well, "have 

the idea that change can be achiwed by bmte sanity" (reported in Fullan, 

1% p- 83). Consideration of the implementation context will be 

irrstructive, 

Though per'fiapg not conclusive, this argument suggests that, if nd 

v, it can rPrtainty be advantagems to have some sensitivity to the 

impkinentabion ccmtad during the planning of cuIricula. This is not to say 

that semi& curriadm decisiomr should be supplanted by the whims of 

-,parents,=- 
- - tors, but rather they should be augmented by 



sensitivity to their concorns and constraints, and understanding of the 

educational needs of their students. In a way that parallels the earlier 

section on needs and interests, I believe that what is required is some 

analysis of the concern of teachers, parents, and administrators and practice 

at using principles abbcted from these concerns to organize the content 

that CUticulurn plannws think to be useful in meeting schooling objectives. 

Summary 

It has been argued that a sound conceptual basis is necessary for 

semible curriculum development, though this in itself may not be 

sufficient. It is dearly advantageous, if not necessary, to a h  plan curricula 

with some m i  tivity to the perceived needs and interests of teachers, 

students, and parents, local issues and concerns, and the con- and 

constraints of those responsible for the implementation of the curricula. 

Child rearing teaching, and running schools are more than rational 

activities. They are also dependent upon an enormous body of practical 

wisdom. While I have argwd that a curriculum must be conceptually 

coherent, particularly at a general level, it will benefit from the influence of 

@his practical wisdom. Considering practical wisdom does not necessarily 

~~demhe c ~ ~ p c e p w  clarity, Rather; effective curriculum development 

nin achieve a mefully cr)nsidered blend of tkse two notions. It follows, 

tkefme8 that cmmkulum pJanning wiU be enhanced through consideration 

of ~ 1 3 v i ~ 8  or practical wisdom, gleaned through a context evaluafion, 

or deaui$m of the impternentation contart. This discussion leads to the 



research question: What contc~tual considerations ran have a significant 

bearing on education in the Yuken as it pertains to the envimnment? 

For the purposes of this study, I solicited views of thaw w h  are 

concerned with cumcuEum matters, have a voice in effecting change, and 

can contribute to the devdoprnent process: teachem administrators and 

parents. ? b e d  on acpnents developed in this chapter, this research 

gathered information about what tkse patticipants believed in each of four 

areas affecting curriculum planning. These included: 

1. Motivations, perceptions of need, and readiness for changes in tkt! 

amount and fonn of environments! education programming were gauged 

by asking questions a b u t  the existing perceptions of environmental 

education. 

2. Perceived needs for environmental education in s c h d s  were 

examined by asking questions about the conceptual requirements developed 

in chapter four. 

3. Views were solicited regarding con tent and pedagogy suitable for 

inclusion in Yukon environmental education. 

4 Views were solicited concerning problems or feelings of constraint 

about the implementation of environmental education in Yukon schools. 



In the p d i n g  chapter I argued for sensitivity to the 

implementation context during curriculum planning- The worh of the 

curriculum developerI I Mieve, will be enhanced through an 

understanding d k l  perceptblls, interests, issues, and constraints. Central 

to the success of asseasing such understandings will be a process which 

enables the respondents, as much as passble, to express their own thoughts 

in their own terms with minimal disruption or manipulation of the 

resoarch context For such a task naturalistic inquiry, as argued by Cuba and 

Ldncon (1982)1 offers a contextual relevance and richness unmatched by any 

other rerseaxh tradition. 

For naturalistic inquiry qualitative methodologies are attractive. 

Miles and Huberman (1% explain: They are a source of well-grounded, 

rich descriptions and explanations of prr>cesses occurring in local contexts" 

@. 15). Given the complexity of any implementation context one goal of this 

ze~eatch was to mltect the richest possible data, containing a wide and 

diverse range of information. While stlch methods generally involve fewer 

settingsJ researchers argue that purpefu l  selection of a smaller smple 

sllowrr the investigator to earn a more "intimate familiarity" with that sector 

of social life under investigation (Miles and H u b t a n ,  1984, Loftland and 

Loftland, 1984). This wzm consistent with the goal of this study which was 

more conammi with gaining significant insights than a superficial survey. 

h this case, semi-8trrochuPd, open-ended interviews were the most 

advantqpms remmh instrument This format enabkd: the foc~lz~sing of 



data dkth to errsue careful use of interview time, data analysis, and the 

minimizing of interviewer effects by asking the same questions of each 

vfi 

Realizing that the semi-structured framework can limit the 

interviewer's flexib'iity in pursuing unanticipated. issues care was taken to 

strrrchu41 the questions such that they moved from general impressions via 

relatively u- questions, to more detailed examinations of specific 

ohmvations and concerns, through the use of semistructured questions 

(Mmton and Kendall, 1946). This relatively unstructured beginning 

provided Ow advantages of first, inviting the participants from the outset to 

refer to virtually any aspect of the theme, thus encouraging the generation 

of a range d responses relatively unfettered by concerns and predilections of 

the mearcher. Second, it allowed them to speak first about that which they 

are most comfortable and articulate. Third, the initial responses provided a 

crude guide to the relative importance of various issues in the study context. 

The more in-depth and stttcctured questions which followed, focussed on 

more specific concerns and issues. Following research procedures described 

by Loftland and Loftland (I=), additional probes, or further specific 

quwons were added to the interview guide which were used at the 

interviewer's discretion, to stimulate or focus discussion. 

The Interview 

The principle mncem of the interview was to gain understanding of 

the social considerations which can, and should, have a significant bearing 

on Eurricultun decisionrP the Yukon a9 they pertain to mvimnm4ntal 
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studies. 'lin prrceding chapter identified bur t k n ~  or foci, which 

provided a framework for this investigation and are summarized as follows: 

1. Perceptbm of need and interest. 

2. Conceptual consideratiom. 

3. Concerns about content and pedagogy. 

4. Concern alllout implementation. 

Questions - designed to elicit responses to matters of concern 

within each of the four areas and were then orgarwed, by type, into four 

groups. The first three of these reflected the increasingly detailed natrme of 

the questions as the interview developed while the fourth dealt specifically 

with implementation concerns. 

The first group of questions served several functions. Having been 

given to the pattidpants prior to the interview, these questions were 

relatively friendly and minimally threatening as openers. They were 

general in nature and asked informants about their perceptions of the 

environment and what they felt schools in the Yukon were doing, and 

should be doing, in a dimate of rising public concern for the environment. 

Probes encouraged participants to comment further on what students 

should learn about, how it shouM be organized for teaching, and what the 

iearning outcome of environmental education should be. These questions 

were, as such, minimally structured asrd gave the participants wnsiderable 

xop to say what was cm their minds with minimal researcher bias. 

Having been emmmpi  to freely express themselves, the participants 

were next asked to react to topics derived from the conceptual framework 

deteiled in chapters three and four. These topics included ecology, 

experhce, enwiro~wenbl issues and ethics, aesthetics, and history. 



N m k  four, a typical question horn this scecond gmup, illustrates a 

number of principles which directed their development. It mid, T)ixm 

the importance of teaching about relationship betwen organisms and their 

environment" Fink the question still allows ccrnsiderabk scope for 

iaterpretation; the participants are Mng guided to react to a concept, but 

may do so in an individualistic way- Second, every effort was made to 

phrase the question in plain language. Technical words and envimnmental 

education jargon were avoided at this stage. In subseqwnt pmbes, however, 

respondents were asked to r e d  to increasingly specific t m  and concepts. 

In this example, the later probe referred to ecolw.  Other probe in this 

p u p  asked respondents to talk about content, materials and teaching 

methods appropriate to the topis. 

The third set of questions asked participants to respond to specific 
C 

teaching activities related to the topics intnduced in the second group of 

questions. Activities which illustrated topics, contents, and teaching 

methods, provided concrete examples to stimulate reaction and discussion. 

Where activities illustrating these topics were found in contcmpotary 

eurriculum materials they were paraphrased and used as examples. Where 

suitable examples w e  not found to illustrate a topic, statements about 

potential activities were developed. 

The development of curricula, and the prospect of its 

implementation, inevitably brings oncerns. Assessment of the nature of 

ammmi shonki mist the researcher in judging whether they are of a type 

that should affect: ~ c l r l u r n  decisions, and to what extent. For example 

these concems may point to opemtionaJ constraints which a cumculurn 

innuvation migM eqerknm The fourth group of questions, thawfore, 



of participants' pmeptiom sboul impkmurtnticm of 

inrreased onviranmental education in the Yukon, The topics included, 

mandating of mviro~~cnta l  education, organization of environmmtal 

education in scfmds' time and pmfessiond constraints, the role of resource 

pnas, importance d student feedback, and c o ~ n m  about special intenst 

PV- 

interview questions were constructed with refetpmx to the themes 

descrSbed at the belpnning of this chapter and the! conceptual work M b e d  

in chapters three and four. In addit- to simple editing, refinements to the 

qmsfions were made with the assistame of two pmasses mtent analysis 

of the questions, and pild testing. 

Content anal* imdvd a careful inspection of each q d o n  with a 

view to answering the two questions: What kind of data will this question 

provide? and Of what w e  will this data be? Failure to arrive at relevant and 

coherent answers indicated the need for either rejedjon of the question, or 

its rwis'm This content z~litlysis is roportd in Appendix A. 

A pilot interview was field tested on four volunteers; subsequent 

revisions further refined the research instrument Participants in this pilot 

stage were not be re-interviewpd during final interviews. 

ttrrview Administration 

Eighteen intenriews were completed during the spring and summer 

of f9WI The interviewg were conducted at the convenience of the 

participants in a Quiet location familiar to them. Interviews averaged ninety 

to OIW hundred minutes in length 



Rior to interviewing, participants were given fhe first three 

questions. These asked abaut their concqztion of the wotd "environment," 

what Yukon irdrools are doing in response to tising public concern far the 

enviKaunetPt, and what sc:hcK,Is should be doing in respmse to rising public 

conrern for the environment. These questions thus prepared par2icipanb in 

a gareraf way for the interview. 'fhough they were told that quatiom about 

spedfic topics, activities, and implementation wwld fotlow, further details 

were not advanced# in mler to minimize the persuasive effect h t  they 

could have. Following the interview, a complete guide was left with the 

participant who waa invited to motd any further thoughts that he or she 

might have. Later, individual traJlscriptions were sent to mpective 

psrtidpants to rwiew and verify the accuracy 9nd intent of their comments. 

~ o g r a p ~ c  informatior, was dlected after the interview on a 

separate guide. 

Research Subjects 

Curriculum decisions have impact throughout a community: with 

tfie stdents who d v e  instruction, with parents concerned about the 

content and quality of instruction, with administrators who are responsible 

fa what goes a, in sdmis, with teachRs who are required to teach. There 

is not-, huwevet, an equal voice for each of these groups as to how 

muiadua decisi011s are made. For the purpwres of this shrdy 1 limited the 

dab c0Uectin to those groups most influential in the curriculum planning 

-A- 
* - , and teachem clearly have a p a t  deal to say about 

anrrisulum matters; thq have a large stake in these issues* Parents too have 



a vested interest in educational matters, but not all of them are e-qually 

vuciferous or motivated. There are, nonetheless, significant avenues for 

parental participation in schooling decisiom, particularly through 

membenhip on pamntal advisory p u p s  called s(:hool committees, or by 

using these school committees as vehicles to express their concerns. 

lectioq 

To emure breadth of reprrsentation, the research sample was 

stratified to include participation by both urban and rural populations in the 

Yukon. Whitehorse, an h n  center with a population in excess of 18,000, 

g~:counb fw h u t  70% of the Temtory's population 1986- 

87,19416). The balance of the population is, for the most part, distributed 

amongst fifteen small ~ r a l  communities. Given potential differences 

betweem these comtitwncies, participation from both was considered 

desirable. I therefore interviewed selected individuals from six different 

populationx ~ural teat-, urban teachers, rural administrators, tuban 

administrators, nual paren& and urban parents. Also, given the objective 

d obtaining in depth and insightful understandings h u t  the Yukon 

-tart intervkvts were administered tr, a selection of &ey informanis," 

durm far their ability to imighthrlly, and clearly, articulate the views of the 

-unity p p  to which they belong. The following matrix (Fig. 11, 

indicating three reqmdmts in each cell. d~~ the model for sampling 

key infra%mantsr, 
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Figure I. Sampling Matrix 

Teachers 

Administrators 

Parents 

To ensure non-biased sampling of study participants. Nominations 

for knowiedgeable subjects were solicited from educatioml professionals, 

school committees, and the Yukon Education Council. Each person 

c0ntack.i for this purpose was asked to submit five names of appropriate 

candidates. 

In some instances nominators were knowledgeable central figures in 

Yukon education. These included: the director of curriculum, school 

superintendents, tlw president of the principals' associatian, the president 

the Yukon Education Council. In other instances important figures were 

chasm from a brpr poot of possible nominators. For example, rather tharr 

soliciting input from all nnal principals, a sample of 6 members of this 

p u p  was eharen Rimdomized selection was employed in each instance 

where multiple candjdates existed: rural principals, urban principals, 

Rural - 

3 participants 

3 participants 

3 participants 

Urban 

3 participants 

3 participants 

3 partkipants 



presidents of rural schod committees, and presidents of urban school 

committees. 

principals, rural and urban, were asked to nominate candidates from 

popt*!afions of both teachers and parents, The nominating principals were 

selected twice; once for each of these study populations. Figure 2 indicates 

the p m p e d  nominatom and the populations which they will be requested 

to select hm. 

In instances where a number of candidates were nominated equally8 

final selection was made randomly. In the caze of rural parents, nominators 

demonstrated little inter-community overlap and clear nominee choices did 

not emerge. Final selection was, therefore, made by randomly selecting 

three of communities represented by nominator data, with the nominators' 

first choice selected and interviewed. 



IXrmtm of Currblam 
Superin tendmts (Areas 1, & 2) 
Urban Prindpals (6) 

Parents (Rundl parents furban) 

President Y u b  m u m  council 
PIPsSdents, U b  Sctwd Committees 
(6) 
Urban principals (6) 

Figure 2 Model for selection of "Key Informants" 



Data R e c d i n g  and Analysis 

interviews ware audio&ped, in all but one instance, and transcribed 

wing a word pnxxsor, This enabled close inspection as well as data sorting 

and analysis. In one e x ~ t i d  case, the preferred interview site did not 

l e d  itself Lo taping and detailed notes were taken and later transcribed. 

The first sri-ep in the data analysis, following the work of Miles and 

Hukrmen (I%), entailed general familiarization with the data by reading 

and summarizing psCh interuiew. The multing "contact summaries" 

contained a brief description of the most salient points in each interview 

and emerging themes- This enabled the researcher to get an overall feel for 

the data in preparation for more methodical analysis. 

The second step of the analysis entailed the sorting of data from all of 

the prticipants according to themes which reflected the sttuctur~ and 

content of the intQ1"Vjew guide. For example, all of the comments that 

dbcussed the word "environmentw and its meaning were gathered together 

into one file; another file contained all the comments which discussed what 

~chodr are now doing in response b rising concerns for the environment 

This was achieved by a proras which began with the embedding of 

codes, which described the mterview topics, into the text of the transcribed 

interviews. In the h v e  example!, for instance, comments a h t  

emrhammt 9nd its meaning were coded "EN" and comments about what 

schoob are doing WRT coded X A . I  A complete itemization of the 

intenrim Urms and d e b  with accompanying definitions is presented in 

A W B -  



At the same time as code were embedded, the interview was divided 

into manageable sized segments, and copied (with codes) into a data base file. 

The particular data base used the researcher to collect all of the text 

segments which con- any given ccde, or selection of ccdes. These 

c~llections were stored in sepafate files and subsequently printed to aid 

analysis. 

The next step involved jnspection of each file, sorted by code, and 

dating to a particular interview theme. Key words and phr;zsss from 

comments rpcorded in t h  files were identified and copied to yet another 

m file. Inspection and sorbing of these new files enabled the researcher to 

inspect participant responses to t k  interview themes, and frequently it was 

possible to Identify m n g  pattern of mww, or emergent themes, 

shaed by various -pants. These pattern of respurws, or themes. have 

been reported and discussed in chapter seven. The brr~der  implications of 

these responses, in the wntm d schds, are discussed in chapter eight. 

Vetificati0~ 

TO ensure that the comments accurately reflected participant beliefs, 

two prrcautiorrs were t a b  First, a copy of the interview guide was left 

with each member of the study group. They were encouraged to record any 

sraond thoughts Ury might have had ur points which they wished to 

-. k o d ,  a copy of the bamcribed interview was sent to each 

paortitipti They wae again to read it and identify second 

t b @ t S  Q odssims Changes were duly remrded in the interview 

transaipts. In this wag the -racy of the beliefs expressed in the interview 

ras verified by the partidpants themselves. 



To ensure that the d e s  used were adequately defined, and 

amsidentty applied, two cokagues were asked to assist with the verification 

of the coding pxem, Both were asked to code key phrases in a sample 

interview. Their rwsul ts compai ed satisfactorily with those of the researcher. 



CHAPTER SEVEN 

PRESENTATION A N D  DISCUSSION OF D A T A  

The data reported in this chapter are related to the second research 

question: What contextual considerations can have a bearing on education 

in the Yukon as it pertains to the environment? Participants' responses 

described what they believed to be environmental education needs for the 

Yukon, and the constraints they felt upon their ability to meet those needs. 

These beliefs thus described some con text derived considerat ions which can 

have a bearing on environmental education. 

Presented alongside these data are discussions about curriculum 

planning which respond to the third research question: What 

considerations should be made when developing environmental education 

curricula for the Yukon? Answering this question required a thoughtful 

synthesis of considerations arising from the participant data, and the work of 

chapters two, three, and four which were directed at answering the first 

research question: What educational purposes should environmental 

education seek to attain? 

The data and discussions are organized into four categories: 

perceptions of need and interest, conceptual considerations, concerns about 

content and pedagogy, and c o ~ ~ e r n s  about implementation. 

Perceptions Of Need And Interest 

The partidpants received questions related to perceptions uf need and 

inteffst in advance Minimally structured, the questions sought to give 



participants the opportunity to respond freely about their perceptions of the 

word "environment", how they feit schools we= doing in response to rising 

cx)mems for the environment, and about what they felt schools should be 

doing in response to these concerns. 

TJwse responses enabled me to describe meaning given to the tern 

"environment" within the study context The task of description involved 

identification of essentiai elements contributing to this meaning for 

participants of this study. Questions about what schools are doing were 

Intended to identify motivations and predispositions upon which future 

initiatives could be built Similarly, analysis of questions about what schools 

should be doing, identified beliefs requiring sensitivity and consideration 

during a cuniculum development process. 

-ent 

When asked to describe the meaning which came to mind upon 

hearing the word 'envinnunentya mmmenb from participants reflected 

three conceptions: the pristine, the physical elements of their surroundings, 

and humans and theii influence m the other two. 

The majority of participants indicated that wilderness was implicit in 

their anception of environment For example, the following statement 

illustrates this emphasis: 

Ear mast parridpants images oB places ~platively untouched by human 

knds wem aasoLSated with the word 'environment.' For them, thinlring 

sbatt Ulc mvhmment included contemplation of wild and prietine places, 



their inherent value, and the contrast between them and other parts of the 

world more affected by the presence of people. 

The second element evoked by the word "environment" recognized 

the various constituents of one's physical surroundings. The following 

quotation illustrates this view: 

Wdl, the envircmunent means the world around us, all the workl around us, 
the living w d d ,  the organic world, the water, the living animals, the 
wildlift, the air, all ot those sorts of things. 

This view, representing that of a number of participants, indicates that 

thinking about the environment will require understanding of the elements 

which comprise one's physical surroundings. 

Several participants also associated the word "environment" with 

human actions, their impact on surroundings, and environmental issues. 

They spoke about 'interactions with each other and also with the land," 

'looking after what nature's provided for us," and "the ozone layer ... acid 

rain, and oil spills." The foIlowing quotation describes this view further and 

introduces a belief about human relationships with the non-human world: 

I gtless the thing that I always fry and got across to kids is the fact that we'iu 
nd separate, you know we*- part d this earth. Because we happen to be su 
poprrloaswehaveatranendousefftxtonit. 

This comment suggests that some participants perceive what they believe to 

be an inappropriate dichotomy between humans and their surroundings. 

This point was undersored by andher participant who said: "we're not 

separate you how, we're part of this earth.' Further, there has been a shift 

of emphasis which gives importance to consideration of human actions as 

part of envitonmental thinking. 

The word 'envimmmr is not easily defined nor necessarily static 

cwer tima, 'the idea of fhe environment is ... changed so often-" Howwer, 



while meaning and usage can change, it is important to have some 

appreciation for m m n t  understanding of the word. The preceding 

d i m s i o n  does not provide a definitive statement about the meaning of 

"environment," but it does provide some understanding of the elements 

which give it meaning for participants in this study. It now becomes 

important to consider these perceptions of "environment" in light of other 

wnceptualizations of this word and its application in various contexts, 

including environmental education. 

The Concise Oxford Dictionary defines environment as a 

surrounding surrounding objects; or circumstances. This description is, of 

course, very broad and could include all of one's physical surroundings 

including the physical objects and their social, political, and psycb.ogical 

cincumstances. This poses some problems for environmental educators. 

Fin& if 'enviromentm is interpreted this broadly, one could argue that 

virtually everything taught in schools a u l d  be subsumed rtnder this field of 

study. In this case, 'envimnmental education' would be roughly 

equivalent b 'educationa m meaning and would be nothi:~g more than a 

Rdundancy. Second, such a braad definition does not in f a d  capture the 

essence of 'environment" when it is the mot for words like 

'environmentalist," 'errvironmentalism," or "envimnmental education." 

h thesrr instances, it seems that something more specific is intended. 

Wght into this m m  particular meaning given to environment can be 

;c=ieaned from the literature on environmental education. 

The Ulird chapter describes how environmental education initially 

emcrgEd as a Raaion to pmMems of emironmental planning, pesticides, 

f~~fl~nunity blight, air and water pdlutim, and traffic am&estim. Such 



concerns m a i n  central to this field of study. Similarly, in general usage we 

tend to associate the words "environmentalism" and "environmen talis t" 

with issues of public concern. in both instances, proponents are 

fundamentaIly seeking to understand how one ought to act in response to 

either particular, or general, social issues, and to examine appropriate 

attitudes towards the non-human components of their surroundings. 

Participants of this study also associated "environment" with these more 

specific usages of the word. They, too, associated "environmentu with issues 

brought about by human actions. Further, it is implied in all of these cases 

that an important social requirement is the ability to think clearly about 

humans' interaction with their surroundings. This should be fundamental 

to future conceptions of environmental education. 

While the dictionary definition of 'environment" does not capture 

the essence of the more specific meaning given to "environmentw discussed 

above, elements of this more ranging notion were identified by participants 

of this study. This warrants consideration. When evaluating Rlucatioval 

dtematives, it will be important to understand how general knowledge 

about the physical envhmment will affect one's ability to think about 

environmental issues. For example, some participants did associate all of 

their s m u n d i n g s  with the word 'environment" while others assaciated it 

with wilderness and the pristine. It will be important not to diminish the 

Idc of generat knowledge about the environment, including that gained 

through srperiencing relatively untouched places, when enabling students 

to think about envim~mental issues. 

It shonld be clear from participants' comments, discussion about 

q, d h p d k m  of mvhnmental education literature, that the 



meaning given to the word 'environment" is not precise. However, while 

the tern is normally broad, new uses imply a narrower view. The 

significant central feature that we understand from its usage, particularly in 

tbce context of "environmental education," "environmentalism," and 

"environmtdist," is ccncern about what humans ought to do in light of 

particular circumstances. The environmentalist and the environmental 

educator are comermi *with conflicting human values, appropriate 

attitudes, and actions towards nun-human surroundings in light of 

environmentai hues, The educator wishing to think clearly about 

environmental education, would appear to be pursuing important work if 

he or she is concerned with question3 about what students need to know in 

order to think clearly about, and understand, environmental issues. To this 

end, the importance of broad understandings about one's physical 

surrounding and the role that wilderness plays in thinking about the 

environment will be examined in subsequent sections. 

When asked to talk about what Yukon schools are doing in response 

to concerns ebr#rt the envimnment, those interviewed identified several 

initiatives: some teachers were including environmental topics in their 

diiKuss;.ons, assignmiits, and courses, some schools have made allowances 

for field hip activities, and a few aitemative programs have been 

eatablidbed. However, while they aduowWged individual and collective 

initiatives, participants alao perwived a need for more environmental 

duation and a mm cokrive and eoheRnt approach to this field of study. 

abting i n i W v r a  one participant summed up  this 

pempxti~4E 



Well I thid there are a number of initiatives that, over the years, have been 
in place. You know here and them, and kind of everywhere. Obviously cwr 
science program\ has a lot d cmbibuting factors and our & studies p q a m  
has a lot of aspects that lo& at the social component, people and how they 
live and wheze they live. .., A Yukon conservation group of years ago had a 
very basic initiative in the area of grade five and six, f d n g  at making 
science more devant to the Yukon a d  1 think that initiative was welt dane 
and verj well put togethm. 

This comment illustrates a widespread belief that efforts have been made to 

include environmental topia and projects within the scope of existing 

curricular structures. Reference to science and socials studies identifies 

program areas amenable to including environmental content. This person 

also told us that educators have found locally produced resource material 

helpful. According to this view, environmental education can be fostered by 

infusing appropriate content and themes into existing school programs. 

Some elementary schools, pafimlarly those in Whitehorse, have 

implemented spring camping trips. Thmugh hard work and nurturing, 

these have become regular occurrences. One participant described the 

nature of these initiatives: 

To some extent, the traditional texhing and learni~g environment is being 

modified to include alternative forms of content and instruction; teachers 

*acp gpttbrg kids me into field kip settiqp. Same participants also reported 

OtRiCUl~rn adapbtkms in the form af alternative ptagrams: 



These fast twcr statements rslrprrsenl a k k f  that program innovation can 

also wxur in schools.. These emmples illustrate pmsibilities for innovation 

mging from the inciusion d relatively short field experiences to 

alternative pmgpns last5ng a semester and longer. Collectivelyt all Lhese 

ms-s desa%be &orb to include envimnrnental education in school 

programs* They include t h  which use existing mandates and structures 

to a d d m  conrenrr abut environmental knowledge, and others which 

describe alternative structures and programs which accommodate 

mvimnme; dal cantent. 

While pattidpsnta acknowledged individual and collective 

initiatives, many believed that s c b d s  were not doing enough. As one 

petaon put if: 

This pattidpmt perreived a need for greater efforts in spite of already 

incroolaing attontian given ta environmental education- Others suggested 

that while environmental education wm imasing,  it was not daing so 

within a coherentI well developd hamework much d it was perceived as 

baing ad hoc and dependent upan the motivation, expertise, and initiative 

d individual teachershers The foil~wing quote summarizes this view: 

Yulron wg 'spottyI* many aclownrvfedgsd movement towards increased 

lmtnrtiorr in this arra they reported that there has been an infusion 

of mvimrmKnt data# 1opic. into existing mums, shrdy of envinfflmmtal 



issues has been included in subjects like science, social studies and language 

arts- Some teachers have been assisted in this task by the development of 

instructional aids. Second, they noted that field studies and multiday 

outdwr experiences have become a regular part of school propmming. To 

this extent, the traditional teaching and learning environment has been 

modified to indude alternative forms of content and instruction, including 

"getting kids out" into field trip settings. Third, participants noted that 

~chools have accommodated alternative programs. There is, therefore, 

nmm for progam innovation which extends beyond the existing 

clrganizational strudures of schods, and precedents for doing s,. it appears, 

therefore, that initiatives to address concerns about the environment have 

covered a broad range. They also appear, in the minds of the participants, to 

be individually meritorious but collectively inadequate and spotty. 

Jhvhnmental education may lack sufficient attention in averall planning 

and delivery of educational programs. 

t Schools Should Be 

N d y  dl participants stated or implied that envimnmental 

education W B ~  important and needed to be enhanced. When asked to 

ddxmte on their views, participants' comments fell into three areas: 

identification d topics for *rlusion, suggestions for implementation, and 

be&& about lemning outcomes. 

When considering what should be 

induded in fatare devdopmentr, pivticipants described concpmr in each of 

three ams~ gaining knowledge, examj~ng iningconta-.~porary issues, and 

having dired atp"iemas in the environment 



A number of participants stated that knowledge and understanding is 

requisite to evaluating information and making decisions. For example, 

one indivldirai identified a need to increase knowledge acquisition right 

horn the primary g d s  to lossen the burden on students when advanced 

anmpb are taught. This participant desaibes how these concepts could be 

pursued within a previously established context of background information: 

According to this view, the ability to teach increasingly difficult concepts 

rests on the acQuisitim of a body of general knowledge about the 

environment. However, there was some suggestion that acquisition of 

gemd information is mt enough. One person who iliustrated this view 

This quotation reflects a belief that curricula must also enable students to 

take infonnafjon and evaluate it in order to make mformed decisions; being 

abk to think intclliptly abwt aapimd bmwledg is important 

S e v d  partkipants spoke about a need b acrrmine environmental 

kmes in xhool. Through the study of such issues, they felt that students 

snl the amqmmes af Hestyla Farther, a number of partkipants 



described two key featwes of such investigations. First, considerable 

importance was given to the need to study current issues, and second, these 

issues must be seen within a global context. In the first case, one participant 

While the Valda oil spill was fresh in the minds of the participants, other 

toplcs such as pollution and harmful domestic prccilKts, were also cited as 

current corn. However a broader view was also expressed. Far example, 

orre person said, ?he c o w  should have some global aspect to it rather than 

just emphasizing Jtrictly , the local community." This comment reflected a 

belief held by a number of participants that the study of immediate concerns 

is not enough; issue% must be placed within a glubal context 

A consistently expressed theme was the importance of direct 

ecperimce in the natural environment; the learning that occurs as a result 

of direct contact witat the environment should be part of envimnmental 

education In addition tc identifying heir belief that outside experiences 

dhould be provided, a number of participants elaborated on the nature of 

aKh e x p e r i m .  Sane identified a need to go into the environment with 

minimally structured intenl; while others advocated greater strudure and 

direction As an example of the first instance, one partidpant said: 

ontside of the drsroanr and to engage them in activities uniqw to outdoor 

eqmknas In this example# the minimally sttuchrred activity examined 



sertsury Rcperienm and the fod of attention were elements of the 

environment itself. 

Smral other participants projected strong links between the outside 

experiences and classroom or laboratory lessons. Put succinctly, one 

participant said: 

Implicit in this view is the belief that outside experiences can, and should, be 

d to illustrate ideas dweloped in the clawmm Field activities should 

be more than encounters with the environment. 

tions For lm~lementation Participants spoke about 

r~quirements for the implementation of increased environmental 

education. Two ideas were must frequently advanced, These included the 

need for preparation at resource materials for teachers0 at least some of 

which would be sensitive to local content, and the need to nurture teachers, 

As m e  particripant summarized it, teachers are enthusiastic but often lack 

the knowledge reqoiRd to get started: 

While some individuals felt that better use could be made of existing 

moa program devebpent and production of small units, booklets0 and 



However, common to advocates of both approaches, was a perceived need 

for coordination of efforts to provide teachers with resource materials. This 

general view was illustrated by one participant who said: 

So there has to be drawing, a pooling together of cumculum in that area that 
is ready, available to use. 

Collectively, participants in this study saw a need to provide teachers 

with materials which would support efforts to enhance the instruction of 

environmental education. They claimed that continued use could be made 

of existing supplemental packages, and that additional materials should be 

developed. Further, at least some newly developed materials should 

include local content, Finally, realization of the initiatives proposed will 

q u i r e  coordination and direction, possibly by the Department of Education. 

Participants stated that teachers are pivotal in curriculum 

implementation; successful enhancement of environmental education was 

linked to their nurhuing. These participants believed that teachers would 

need to be motivated, encouraged, given confidence, and inspired by useful 

ideas. For -?xampfe, one partidpant said: 

Wen I think there has to be a t e a k  awarPness [workshop.] ... Letting 
b d w r s  knuw that even if they have never walked in the woods, they can do 
it. And they can do it with the kids. And providing them with m e  ideas 
and idamation d It?tting them say, you know, letting them say to 
tbema#tvestbatItaadoitl ,. A s y m ~ m o r e e m p h a s i s m i t w y i n t h e  
fdlawing pcat, you build th;rt until you have something that is just 
atttan;rtSE,yaadoalevvm waryaboutit. 

In this ptation motivation is linked to assurance, self-confidence and 

provision of inspirational ideas and suggests that one cannot assume that 

kachm have the inclination or ability to take children out of the classroom. 

lhae is aho suggestion that the pfocess could not be sudden, but 

w d d  need to be inrmmental. If direct experience in the environment is 



important, then teachers will need to be prepared for the task of taking 

children outside. 

Outcomes. When asked to talk about learning outcomes, 

partidpants were generally convinced that environmental education should 

make a difference in the lives of the students. At one leve!, a number of 

participants expected students to be more aware of the environment, 

understand its fiagiIity, care about it, and respect it. The following comment 

represents these views: 

I think what we want to do is produce a student leaving here, leaving the 
Wtution like this, with a wide-based god fedtng about what's around 
them and respect for tbe mvirr;nment more than anything else. 

While developing attitudes which would predispose students to think and 

care about the environment may be important, a number of other 

participants perceived the environmentally-educated student to be broadly 

knowledgeable. For example, the following quotation strongly advances this 

need: 

In this instance it was felt that considerable knowledge could be accumulated 

during the yeam of public schwling and this would comprise the 

foundation upon which an environmentally sophisticated society could be 

Mt However, for many participants the acQuisition of knowledge was just 

part of a process which should enable students to evaluate material and 

make intelligent derisiar\sl For example, one participant said: 



TRe importance of enabling students to act upon their environmental 

beliefs, introduced here, was developed further in later cominen ts. 

Many expected environmental education to influence students' 

actions. Some participants believed that environmental education should 

produce responsible citizens, and "being a responsible citizen means a 

stewardship of our environment." Others saw students becoming "almost 

activists." However, a representative bottom line for many participants was 

best expressed by one respondent who felt that the children had to decide for 

themselves if they wanted to act. She said: 

I'd like to have the W r e n  decide that, whether they want to be an 
activist. Y m  kmw they have to decide that themselves, but I'd [like] them 
to have the ability to make that decision instead of just sitting there 
passively W g  thine- 

This last comment is particularly intriguing as it points to issues central to 

environmental education. First, this person acknowledges that action 

should be predicated upon an acquired ability to make reasoned decisions. 

Second, her comments raise the important question- Should action be the 

aim of environmental education or should it be the logical outcome of this 

ability acquired through a program of education? In this instance, the onus 

is left with the student. 

A wUe(tmve vision of environmentally educated citizens saw persons 

who were pit ively disposed towards the environment, respectfi~l of it, and 

caring for i t  They were also perceived to be broadly knowledgeable and 

capable of analyzing and tadexstanding this information in an 

environmentally sophisticated society. Finally, it was expected that 

education would make a difference in their lives. For same this meant 

producing responsible c i t h m  and stewards of the environment, implying a 



p- behsvioural outcome. Others saw the resultant persons capable of 

making deeisiom about environmental actions instead of passively 

accepting things, implying that the students should decide about the 

appropriateness of their ul tirnate actians. 

Sulnmarr 
The first portion of the interview was mininrally structured to 

encourage partidpants of the study group to respond fneely to the c o n c ~  

most significant to Lhem. Though these concerns were not equally widely 

endorsed, t h e m  or patterns of responses were observed. These represented 

issues that were of importance to a number of participants at any one time 

and have been summarized in the preceding pages. 

While these themes may be important in conceptualizing 

environmental education, or what it means to think environmentally, they 

do give rise to further questions. Discussion of environmental issues, for 

example, is central to participant interpretation of environment 

environment and has been foundational in the development of 

envirr,nmental education However, to more fully understand what 

gchooIs should be doing, one must examine the relationship between the 

shdy of issues and zxhmling functions such as education and socialization 

Furtha, it seems sensible to enhance environmental education by 

-ding opportunities for students to acquire knowledge and 

rnderstandi.llg= Few would dispute this important consideration. However, 

Qwgtim Alnain about what kids of knowledge are most worthwhile in 

UP pursuit of environma~d thinking. F i y ,  considerable importance 

given b kaming thmgh penronal experiences in the environment A 

phoe fa this form of knowledge acquisition should be considered. 



NevertheIess, the relationship between knowledge, understanding, and 

personal experience needs to be examined further. Subsequent questions 

enabled participants to clarify their beliefs about these initial ideas. 

The next section reports data gathered in response to more specific 

qwstiom. Participants were asked to evaluate a number of possibilities 

which can contribute to a framework for environmental education. They 

were also questioned about content and pedagogical techniques which 

would support these possibilities, and their concern about the 

implementation of increased environmental education. Many themes, 

emergent from the initial questions, were revisited and participants invited 

to develop their thoughts. Thus, the following data will augment the initial 

responses and develop a more comprehensive understanding of the views 

held by the study group. 

Comments About Selected Conceptual Considerations 

This section d d b e s  ~psponses to questions about how 

e~vimnnrental education might be conceptualized. Having been 

encouraged to freely express themselves in the first part of the interview, 

pficipants were asked to read to questions about pariicular issues . 
Although designed in advance, interview questions were such that a 

 mud^^ of ideas identified by participants in the first part of the study were 

emmind further. Fot example, having talked about the importance of 

knowledge,, participad were here asked to consider what sort of things 

&dents need to kmw. Participants wen? thus askkd to regpond to qwstions 

abamt eodogy, histag, iledheti~ and experience, environmental issues and 



ethics, and environmental issues and student action. Similarly, participants 

who spoke earlier about the importance of direct experiences, were here 

asked to consider refationships between experience. aesthetics and 

knowledge. Participants were also asked to talk about what would be 

involved in the study of value laden topics such as contemporary issues and 

the extent to which this may involve ethics and student action. 

These questicms were designed to alert the reseamher to beliefs and 

predispitiom requiring consideration in the development of curricula In 

particular. they provided infonmatim about how partidpants interpreted 

and evaluated the conceptual issues identified above. Their answers 

died the researcher to reflect further on these issues and their educative 

nature and worth The nesults, together with the researchefs reflections, are 

oqankd under five headings: ecology, history, aesthetics and experience, 

environmental issues and ethics. and environmental issues and student 

action. 

The importance of teaching about relationships between oqpisms 

end their enviro~nent was affirmed by all. Words such as "~portanttw 

aottom line," "essential," and "paramount" were used to describe its 

sisnifiamce. This gonoral view was encapsulated in tlre following 

What Is of mm intemt, howevsl., was a divagenee in opinion about 

a numkr of patti<ipants focused on the rrlationadp between organism and 





Implicit in this example is the opinion that traditional conceptualizations of 

~ o h g y  are not, in themselves, adequate in allowing us to think about 

environmental issues According to thew participants, ecology should be 

conceived in bro;wi terms which include examination of ecological 

r e l s b h i p s  and the ways in which they are impacted upon by society. The 

example above even suggests that fundamental questions about social 

actions should be mIdered. 

Discussions about fh4 limits Of ecology are not exclusive to 

prlidpente of this study. Authonr such as Paiwnore (1974) and E v d e n  

(1985) (see Chapter h r )  have gone to comideable pains to d e a i k  how 

eodogy is sdentifi in natum. They maintain that we should not be fooled 

into Ulinlring otkwise E v d e n  adds that in Rality ecology has become 

incrreaShgly like a branch of classid physics in spirit, if not in exact content. 

However in a recent study, Abour Cherif (1989) contests this limited view, 

arguing that eca- is mom than just a scientific discipline. For him, this 

fidd of study is not only interested in ecosystems, but also in the human 

role within the enviFonment Cherif claims that ecology education must 

not be scdely amamd with s c i w ,  it must also be an effective mechanism 

fa producing individual and saisl change. Ecology education should, he 

MI play an important role in steering society. Given the contrasting views 

dmikdabovo,itisim~tto~~jghUlomeribdascientifk 

ofecoiogy crnricula against bfcmder ecola81y c u r r i d  

which w d d  emmine d valttea 

It must be rpmemberpd fhat the primary purpaare of s c b I  programs, 

~dferuaswlinthofatrthctrspta,_isnottobainecol~buttoQnabk 

stadentstrrleampb~~tscitm~. T h i s i n i t s e l f p r o v i d e s ~ l o r  



brudening the study of ecology. To understand sdenco and its lirnilations, 

students must not only learn to do science, but they must aim learn about 

science. They should understand that competing claims can result fmm 

diffeffnces in scientific pre-suppitions or research methodologies. They 

should also :how about the importance of validation of research findings, 

the confounding nature of lltlcontrolled variables, and the pmbbaiistic 

nature of scientific justifications. TO understand these things implies the t 

teaching cannot proceed with a *business as usual" approach to ecology; 

even if it is conceived of as essentially scientific, a second order 

philosophical rdection must be included. Students should consider 

philosophical dimensions to scientific understanding. 

We must also consider that some i~k-idly interesting questions are, in 

pa&, scientific in nature- In many irames it is impatant to know what 

human impact is or what it might be and making predictions such as these 

is the work of science While am- tu questions like thege do not provide 

prescripfions for action, they certainly info-m distrasaion abmt what we 

ougM to do in partidm irrdaroes It is mt only topical, but ~ogically 

serrsitae to broaden our a m q h n  of ecology lo include examination of 

envimnmentaf issues Eurther, this sort of study tends to lead naturally to 

questions rbout what cme ought to do in the face of particular emlogical 

evikme It seems nab& fw e d q y  teahem to extend their l m  to 

inr3ade c l b a d m s  atmaat how humans ought to rerpond to environmental 

iawod ~ispartSnJattyso@vendrottheroiscurrentIyno*famal 

place in mrrat sdwrol amhh for hilnlling these philosophid questions. 

Harna,hsigjustrgrrsdlorabrmdmedtlsrglcdecahsgy,cme 
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Ihe range of ecology to €he extent that Cherif (1989) advocates, much of 

eduatian would fall under ~ts rubric. This range would include traditional 

ecology as wet1 as some history, human ecology, evolution, ethics, and 

urban ecology. Ecological education, according to this conception, is moving 

in the direction of becoming a rough equivalent to education and the 

adjective m~~logical"  becomes increasingly redundant. Such a position 

pmsents both logical and practical difficulties. 

First, in trying to be all things ecology could lose that which is 

particular, special, and important - its essence. The study of ecology can 

enable students to understand something about science and what constitutes 

scientific knawledp as WQU as what makes it distirzt from other kinds of 

knowledge. Understanding these distinctions is important as students come 

to Feal'i that all ~uesticns cannot be solved by the same means, and that 

lhere are logical differmas between various questions. Second, in practical 

tmm, an ecology cause cnnot  a d d m  at1 of the important environmental 

qcwstians and mwt not try to do so, Given its limited time allotment, there 

b foo much to be done in teaching the science of ecology, If students sre to 

baanc eco-y literale and undmtvd mething about science, a 

significant c m m i b n m t  must be made to achieving tkse ends. We must 

not Iriv*lize (he sdewe of d o g y  by having ecology teachon try to be all 

things to 111 people- Fwtkr. questiom about what society ought to look 

6)u. and how dtizaa ought to act. are of a distinctly d H m t  type from 

-&science- Wapwearedealingwithphilosop~mattersand 

qpmmts about ides. 

W e m l g t J l o ~ ~ q r s L h D t ~ t c a m e n a r o n o t ~ l y  

rhmlcd in pMEoQoghyI ad m must consider proWems associated with 



scientists broadening their interests to include the pursuit of social and 

philosophical questions. Mumford (1966) once captured the essence of this 

probIem by suggesting that we are in much greater danger from specialists 

who try to generalize than we are from generalists who decide to specialize. 

By this he means there is a danger that a disproportionate amount of 

p d g e  gained through the pursuit of science will give undue influence to 

scientists speaking about philosophical questions for which they may not be 

well qualified to answer. These questions find their home in fields of study 

largely outside the scientist's realm of education and training. We must 

prepare students to consider carefully and critically social and philosophical 

questions (and the work of scientists who deliver social prescriptions,) but 

this work. may he best achieved by pmons other than scientists, though not 

~4553rily. 

It should be clear from comments in this section that conceptions of 

ecology are not uncontentiotts- Participantskamments and the literature 

both indicate a range of interpretation, For the time beicg, however, some 

amsiderations sensibly follow. Fi* it seems appropriate to expand the 

rcmge of wntent induded in ecology curricula beyond that which is properly 

schce- Students need ta learn about science - about the limits of science 

glnd dxmt what xime is nut Further, discussion of environmental issues 

will dten be a Jogical exknsiosl of ecdogical study. To exclude such 

diacuasioins will fnrs;trat4! efforts of students to understand the contribution 

of ea4ogid understanding to mattem of great importance to them. 

Maveverp for tk masons given,  dog^ cannot be expected to shw!der the 

erdirebmden Serond , i f cxdagy~are to ldd i sCuMionabwt  

iasws, it stands to mmmn that their &orts will be greatly 



assisted by carefully produced pesourn material. Many environmental 

questions, at a fundamental level, are philosophical in nature and outside of 

their training. Additionally, much discussion about environmental 

philosophy is recent and thus new for many teachers. 

Hiatorv 
Participants germally agreed that history is important though they 

differed in interpreting its role. Two themes recur in their conceptions of 

historical study of environmental topics. Some thought of history as a 

learning tool; a pedagogical aid for supplementing or introducing other 

studies. Other practically minded respondents associated historical study with 

the understanding of current environmental problems. 

At least one respcMdent acknowledged the importance of history but 

did not ascribe a central role for this subject matter. This person preferred to 

d d b e  a role for history which was supplemental to his primary task: 

I fhink drt histodd pmipthm of enviromnent degradation or 
arbanoemart are d y  important The above average student will finish his 
things; in a qmter d the t h e  that other kids do. I provide [them] with all 
.Pate a# extra h g  material. ... to get a bit of a historical peqw&ve of, a 
WoferssignmentpthatMthehistorlcalpetspfftivecomponentin 
thcm. Evm though I think Ws important I don't do very much. 

TJmugh d o m i n g  historical study, this participant limited implementation 

to abwe average students who finished their work quickly. In effect history 

was treated as a pedagogical aid. Other participants maintained that the 

proper role for the histDrid/philosophical perspective was in introducing 



This cwnment, though indicative of support for historical examination, was 

qualified; history was not believed to be central to environmental 

understanding and thinking- 

Other participants suggested that historical understanding is a pre- 

requisite to understanding contemporary environmental issues; "it is 

essential to understanding any problem." Some held that history could 

provide essential background information about envimnmental problems. 

This view is illustrated in the following example: 

Well, it's hard to give a rating on impadawe, but it would have to be 
induded. 1 mean, ycrrt used a good erampk [deforestation c$ Morth A h ] .  
That's an ardent example. Burning down all the forest land fn Bndl 
apparently Is having o severe catsqu- All the pdlutnunts we've d to 
apparently destroy tfie came layer and lead to a green hmse efTecC. I think 
that kind of beckpound information is pretty vital. I'm not able to stark it up 
in terms of importance, but to me it's part of the pmgredon of what's c a d  
the problem and where it can led to. ... Well, you kncv, who tikrs to study 
histmy. ... Wd, the industrial tevdution, I suppose, started dl kinds of 
problems. Ratherbodngstuff to k s s  

For this participant it was important that students should know what has 

led to the development of particular environmental problems. 

InterestinglyB them is also an implied preference for the investigation of 

historical factors which have a bearing on contemporary issues; the more 

aWm3 insiats gieaned, and ideas examined, through study of the 

industrial revolution, for example, clearly hold less appeal. Similarly, other 

rspondents believed envirpnmental history could enable students to learn 

fiom pTeYi0us mkbkes. One representative of this group said: 



In thiT sense, histmy can be seen as a source of experiences h m  which 

understanding can be gleaned. It is projected that past experiences will have 

contemporafy parallels and comparisons between these can lead to wiser 

decisions. 

When participants were later asked specifically about pursuing 

philosophical examinations of contemporary society through history, they 

responded with enthusiasm; however, several caveats were raised. One 

participant expressed doubt about the general ability of teachers to lead these 

investigations; andher suggested that students would not have the 

extensive knowledge required; and, a third questioned the ability of schools, 

themselves an embodiment of Western civilization, to effectively provide 

means for the kind of selfevaluation proposed. 

The general importance of examining the history of values and 

human attitudes was reflected in the following comment: 

For a number of participants, historical understanding is asdated with a 

pmcess of internal questioning. Further, this introspection is aided by 

understanding the evolution of pitions and ideas; understanding how one 

ames to hold a parti- position is important in evaluating its merit. 

examination, but Mt that it was beylond the scope of schools. One person 

questSoned the ability of xttools to deliver effective instruction, and another 



held that students are not sufficiently knowledgeable to understand 

phihxwphical issues. In the first instance the participant said: 

I think iYs probabSy important. I quite honestly think maybe its beyond the 
scope of certainly most chsmmns Nowadays those are the kinds of concepts 
that if you pass them in a cursory manner, then all of a sudden 
they're construed as fact by a lot of the kids. ... I think that's redly 
dangerous ... I d y  do think that that's something you're either going to 
have to do weil or you're probabiy wasting whatever time you're putting into 
it. Okay. 1 dcm't think everybody can do that. I think that would take a 
apedally talented individual to do that particular kind of concept well, 

This person not only identified dangas inherent in inadequate instruction, 

but raised qyestiorts about the ability of teachers to lead this kind of 

investigation This person believed that only "specially talented" 

individuals would be capable. In the second instance the participant 

attributed difficulties in pursuing philosophical issues to lack of 

preparedness on the part of the students: 

Sometimes these issues are a bit too p h i l q h k a l  for kids Even On the high 
school level - Some of &ow things require fairly extensive knowledge and I 
don't really think kids have. I would almost stay away from thaw lcinds of 
issues. I think thaw are some thine that I think kids could learn at maybe a 
higher level. 

Additionally, there was the suggestion that philosophy is too advanced for 

schoo1 students. These oomments raise the question: 'Are students in 

public schools incapable of handling philosophy or are they simply too ill 

pmpared to do so?' 

OM participant responded to the question with some hostility: 



'Ibis individual appeared to interpret the orample, used to illustrate the 

question, as a literal statement of belief rather than as a vehicle for 

r&ection. While the objechon raised is clearly specific to the examule 

chosen for illustrative purposes, it does point to the kind of strong reaction 

which may occur when passionately held beliefs are the object of potential 

criticism; examining social perspectives will be acceptable to some only 

when the examp!es chosen are consistent with their own world view. Care 

will be required, but controversy may not be avoidable. 

When considering implications for curricula, it will be sensible to 

include historical background to environmental topics, particularly those 

which reflect contemporary issues. This much appears clear. In addition to 

general acceptance for this application of history, there is logical support for 

this idea. It was argued in the fourth chapter that an awareness of historical 

events contrjbuting to contemporary issues will be essential to thinking 

dearly and critically about the environment and environmental concerns. 

At a fairiy practical level, this means that a particular contemporary issue 

such as fur trapping will exist within a historical context, and knowledge of 

this history will contribute to one's understanding of the issue, what it is 

h u t ,  and how it developed. Beyond this, one might argue that history 

tends to repeat itself, and that current thinking can be informed by 

examining case studies illltstrating past problems and mistaken judgements. 

For example, studying deforestation in Europe and Africa can provide 

insights into issues ccr#mmed with destruction of rain forests and clear 

cutting of British C o I d i  forests- 

Tfwre -, however, several dangers inherent in allowing historical 

study to be driven by tho study of contemporary topics, First, it has been 
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argued (Barrow, 1990) that: there may be some doubt about whether students 

and teachers can maintain the necessary detachment from particular topics. 

This point was raised by one participant, who said that there may be too 

much personal involvement and emotion associated with some local issues 

to allow for reasonable discussion and argument. This is not to say that 

emotive local issues should always be avoided. Rather, it suggests that if the 

object of the exercise is to enable students to understand the nature of 

historical investigation, an abundance of less emotive content will also be 

required. Later, when some understanding of this process has occurred, 

more contentious issues can be drawn upon. Second, if one is always 

dealing with issues, there is considerable opportunity for confusion and 

misunderstanding about the nature of the questions at stake. The first task 

in an intelligent investigation will be to understand these questians; 

students must understand that there are differences between scientific, 

historicalf aesthetic, and ethical questions, and be able to differentiate 

between them. As many issues involve questions of more than one type, 

students will need to acquire this ability to make these distinctions prior to 

assessing those questions inherent in a particular issue, Third, there is the 

danger that a steady f m s  on the historical background to contemporary 

issues will not ymh students to investigate the fundamental beliefs and 

assumptions at the root of a particular issue. There is the temptation to be 

consumed with immediate and obvious applications of new found 

knowledge which may be more concerned with the symptoms of much 

larger problems. History can be, and should be, more than a pedagogical aid, 

smrce of pracfical examples, or provider of background information. 

Iiistory is also a great "conversation" about who we are, the values we hold, 



and how these developed. Ciear thinking about many environmental 

issues will require some understanding of this conversation. By examining 

the roots of widely held social values and the presuppositions upon which 

current society is built, we can come to know ourselves better and critically 

reflect upon the appropriateness of normally unquestioned assumptions. 

This will involve consideration of topics like the evolution of human 

conceptions of nature and attitudes towards the non-human environment. 

In responding to specific questions about this conception of historical study, 

many participants recognized its value. They did, however, also identify 

difficulties to be encountered when teaching these topics in schools. 

'Ihough this specific conception of history was described as important, 

comments suggested that developing curricula will not be without 

difficulties. First, doubts were raised about the knowIedge and ability of 

teachers to lead the kind of philosophical investigation proposed. Second, it 

was acknowledged that students may not have the background knowledge 

required to pursue difficult histoical and philosophical questions. As for 

the first point, it would seem that if philosophical study through history or 

other appropriate subjects is important, then there is some responsibility on 

the part of schools and teacher training institutions to emure that 

adequately prepared teachem are available. A s  there is some doubt that these 

objectives have been achieved care will be required when prop ing  

curridurn innovations and producing resource materials; teachem cannot 

be expeckd to respad well to an unfathomable instructional task. 

Development will need to p h  with the assistance of teachers to ensure 

Ulst proposals are eompheMible and commensurate with pmfessional 

development, While this may seem overstated to senior history teachers, it 



must be remembered that relatively recent concerns about the environment 

can be expected to demand new content (or perhaps a new look at old 

content) for an established discipline. Further, given the multidisciplinary 

nature of many envimnrnental issues, teachers of subjects other than 

history may wish to have access to resource material from outside of their 

domain. 

The second point, that students may not have the background 

knowledge to pursue the more difficult philosophical questions, is not 

surprising when one considers recent trends in schooling which have often 

put the development of processes and skills ahead of the acquisition of 

content. Still, important questions should not be dismissed. As secondary 

school nmks the end of formal education for most students, accepting the 

possibility that students are incapable of handling philmphy would 

truncate this learning opportunity for many of them. Given the gravity of 

this option, it seems that evmy effort must be made to ensure that students 

are not denied the opportunity. Further, efforts to ensure adequate 

preparedness are v. In developing new materials, consideration 

sholrld be given to asussing the content required at lower grades, and 

emu%ng that topics are developed with sufficient care to ensure their 

coherence. 

Participants were also asked to discuss the role that studying 

traditional values and cultures might play in the examination of 

amtempomy society. Most participants interpreted the question as being 

directed towards aboriginal cultures and, as such, believed that including 

amtent of this sort would be of educational value. A number of them saw 

in this an oppnbndty to enlighten thinking and examine values and 





There was a generally high level of support for inclusion of content 

about traditional, and in particular aboriginal, cultures and a number of 

participants acknowledged the educational value in using this kind of 

content as a vehicle for reflection. However, further research augmenting 

these perceptions should be pursued. An in depth articulation of the native 

perception of the role of traditional cultures in the study of environmental 

educaition would be valuable, Specifically questions are raised about what, 

in the native education perspective, is concerned with cultural 

tcansrnission, or socialization processes appropriate to a particular cultural 

&pup# and what is more broadly educative and of great use to aU students (It 

is conceivable that these concepts may not be mutually exclusive in many 

activities.) It will be particularly interesting to learn more about the 

amtributions that aboriginal Witions can make in enabling students of all 

originsC to look outside of Western traditions. As one participant said, "our 

schcKlI is like a western civilization" and is, as such, the embodiment of 

western culture. It is, he claimed, difficult to be suitably reflective in that 

environment, For this participant, study of traditional cultures offered the 

promise of a diffennt and useful perspective which may enable students to 

look at environmental issues rPflectively. 

All partidpants felt that aathdic considerations were important; 

most Mt that thy were of 'Ral p a t  importance." Further, in talking about 

the nature of aesthtk teaming, a nwnber of them described it as something 

Wemdy penmud nrhich involved persomi experience. One participant 

ihsfmkd this view in tht following Quotation: 



Similarly, a number of participants identified an intrinsic quality found in 

experiential activities. They pointed to dimensions in learning which can be 

achieved through experiences in the environment; "there's an appreciation 

built through that exposure*" These representative remarks point to a belief 

that some learning can only be achieved through direct contact with, and 

experience in, the natural environment; it is refenred to as "another 

dimension." 

Several participants volunteered reasons to justify aesthetic learning 

qmimces. One suggested that their inclusion was supported by the need 

to prwide a breadth of opportunities to acquire understanding: 

This participant, and o h ,  believed that learning should not be mlely 

oMPcertrod with instrumental values; there are other dimensions to a well- 

founded person that should be addressed in schools. Arother person 

srgusd U\at the iDeSfhefic qualities are fundamental to peftom' abilities to 

think about the environment: 



quality in aesthetics; it is "one of the first things that peuple relate to in the 

environment -' 
A couple of persons aasociated aesthetic expriemces in the naiural 

environment with the acquisition of an ethic. For example: 

A&ctk is no& just physical athractivews$ it's a peeption d the value m a 
sisitastkm clr a sccac or wbahcver as is etbb Ethics m k i  dfct:.ptst r way Of 
behaving. and just a way d behaving but also the attitude to be held 
towards a puticg)u sibation. Yeah, it seems to be some fur padkb if nd 
overlap. 

This participant recognized that aesthetic interpretation is evaluative and as 

such can provide at lead a partial basis for guiding behavioltr. To this extent 

he pmjecld a relatiomhip between aesthetics and ethics. Another 

participant pursued this point fwrther: 

Here expetienres were thwrght to provide a basis for the development of 

environmental ethia anai a relationship between aesthetic learning and 

ethics wa3 predicted. 

Two participants felt that experience shauhl be augmented. The first 

kld that teachers should chaflenge students to evaluate their positions: 

The secad heM that aapisitian of knowledge could enhance aesthetic 



lt was thus specdated that aesthetic learning could be enhanced through 

&tical aippnsMhes and knowledge acquisition. 

lhesa comments a b u t  aesthetic: and -enti& learning were 

camistent with t h e  exprPgsed during the first phase of the interview. 

Participants werr, fmm the outsef# convinced of the wake of direct 

exQerienc~s in their surrwmdings. Here, they all attested to i t s  importance 

and mamy linked adtet ic  undcrrstanding to these dim3 experiences, 

Similar arguments wero developed in the fourth chapter where it was there 

argued that aeslhetic experiemws can provide the learrper with a unique 

fam of undemtanding. II. was further argued that education should include 

a breadth of te-w opportunities, including those provided by aesthetic 

arperiences. 11 sewns, therpfm, reasonable to give an important place to 

experiential lurowitlg and understanding in Yukon cunicula 

Relationship between aesthetics and ethics are interesting to consider 

and worthy of further investigation in their own right For example, it has 

ken argued elrcwhere, that afhctia are foundational in the development 

of mvirronmenta1 ethics (Brgmve, 1969). For educational puxpausI 

hcmtov~f, the ultimate truth d UI* argument is not important. Critical to 

education is the importance of providing opporhmities to acquire breadth of 

Lnmrkdgc and undmluding Whether this undenWng is 

hudammW to e W  d~velopmmt or whether it simply contributes to 

bmd- and alternative perspectives, is of Sen educational 

irnpmtmm lhan ?rimply emuring that it is not denied, 



Emironmen tal lssues And Ethics 

There appears to be consideriibie agreement about the impartance of 

ethics in the study uf environmental issues. As one representative 

partidpant put it- 

I W i  it's redly important. ... It would be n h  to think we would all ' *e 
rqm&k and worrld prutcct w r  tnvironment but the foct is we an a m ' t  
And so fin;rll.gr y w  bw to atart kghrlPting it. To me that brings In the 
cthkalfsartlctosancatent,too. That"sgotfobepartandporatofyour 
whdc edacrtSar prrgam ,is it mt? In my mind. Absdutdy. 

Reflecting beliefs of the majority, this person felt that ethics and ethical 

hues were important and deserved a place in school curricula. However, 

in spite of agreement on the importance of environmental ethics, there is 

1- agrrement akrut what it is. 

One view described ethics in terms of standards, ar a moral base, by 

which appropriate actions can be determined. Words such as "care," and 

wllebpea" were used in association with such an ethic. The fallowing 

b enYimnmerrtal ethics is perceived as the basis, or se t  of beliefs, which 

pidm personal d u c t  or decision making. Teaching this conception of 

cmvirommLal ethks will involve instilling respect for the environment 

and phrases such irr: ltking a d e  model," and "bonding with animals," are 

" f k  alternate vSew held that ethics is associated with a process for 

d evdmting issues. For example, one participant said: 



I've thought about it in motv medid  context, but ethics still supplies a 
framework for thinking h t  issues And I think that it's that framework, 
that it would be very u&l to have course on ethics and whether you call it 
environmental ur whatever kind of ethics it is, there are some certain guiding 
prindpfek ... Them are some principles iri there and I think that those things 
have to be d i s c u d .  We can discuss it in a prinapled fashion even - rather 
thon a car# by case hshion, then it's easier to apply that kind of thinking to 
o t k  islstles so 1 can see tBc discusaJion of environmental ethics being vety 
vaIuoMc in o method of looking at issues. 

Here environmental ethics was held to be a "framework for thinking about 

issues;" it  was more than just a basis, or set of principles, but a pmces for 

careful examination of issues. While guiding principles do exist, they 

should be discussed, and pmumably evaluated. 

An interesting tension between these two perspectives was expressed 

by one respondent who felt that while the school's job was to reflect the 

views of the community, there also had to be room for the well educated 

and informed teacher to challenge these views: 

in the context of this dbcmssii(lll it became evident that reflecting the views 

d the community meant decting those fundamental beliefs held by the 

majority. This appears to have placed this participant in a bid.  He believed 

hat the primary tadr of the s c h l  b to promote the ethical beliefs of its 

community, how~ver~ he also fkeb that then! must also be mom to 

Other parbdpants rabed furtha points which have a bearing on this 

pmblah They cautkmed that on dwuld neither dictate, nor preach d s  

emimIIIllRnfal ethics ot ideas. Fur example: 
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I think you have to watch your clwn mandate. 1 think that you can start 
preaching your avn ideas and 1 don't fhink ?hat's right either. 

These participants dearly believed that instruction in ethics must not be 

confused with the transmission of one's own beliefs. 

A final view speculates that ethics are something h a t  extend beyond 

knowledge and understanding, and become a matter of personal choice and 

are part of the human character, "it's just a human characteristic I thinks 

This comment is interesting in that it hints at instructional limitations 

which might be experienced. In spite of our best efforts, perhaps the 

individual possesses personal traits, beyond the grasp or influence of 

teachers, which win ultimately determine whether a person will become a 

moral agent. 

As noted above, participants in this study advanced two contesting 

visions of environmental ethics, and these visions require some 

interpretation. According to the the first, ethics is concerned with standards 

or a m d  base, fmm which pecple can operate. In this case words such a9 

'-' and 'respect" were used to describe desirable outcomes, and role 

modelling and bonding with animals described techniques that might be 

usad to produce caring and mspectfd students. An ethic, in this instance, is 

gomething that one can have which serves as a guide or set of rules 

poenring behaviour. According to the second view, environmental ethics 

is assodated with a process for investigating and evaluating issues. It is not 

a particular body of knowledge rn pattern of behaviour which a student 

aspires to attain or a teadher aspires to inculcate, but rather an intellectual 

process, or as one parWpnt put it, "a framework for thinking about issues." 

bt fhis irrstanee environmentaJ ethics was associated with more theoretical 

d k u s h  abwt principles for moral behaviour and how those principles 



might be applied in particular instances. The following discussion probes 

the contradictions arising from these differing views. 

These two perceptions of ethics appear to parallel other observations. 

It has been said (Speake, 1984) that "ethics" has connotations for the lay 

person which are different from the meaning given to the word when it is 

used ar a philosophical term. In the lay usage, "ethics" suggests a set of 

standards by which a particular group or community decides how to regulate 

its behaviour. This usage implies that ethics serves as a practical guide and 

b consistent with the first participant interpretation reported above. On the 

other hand, as a philosophical tenn, 'ethics" is concerned with the study of 

the fundamental principles and basic concepts that are, or ought to be, found 

in s given fieid of thought. Like the second participant interpretation, this 

conception is theoretical. 

It is important to note that 'ethics" and its branch "environmental 

ethics,' in the philosophid sense, should not, and indeed must not, be left 

aclusively in the domain of the moral philosopher qua philosopher. To 

the extent that students can be e n c o m e  to think critically about their own 

views and t h e  of othas, evalwk justifications, and judge the logical 

cohmnro of arguments, they will be doing ethics. Further, instruction in 

mvironmmtal ethics, in this philosophical sense of the word, is precisely 

that which is argued for in the fourth chapter. We must be clear that our 

task hr schools is mot rneessarily to train philosophers in a formal or 

prof isa id  same. How-, we should introduce students to tk language 

of philosophy in grnerPL and environmental ethics in particular. We must 

cMMe them to undembd what conrstitutes an acceptable ethicid argument. 



M y ,  we must engage students in the practice of making ethical 

judgements; they will need to & ethics. 

While there is a sense amongst participants of this study that teaching 

students about environmental ethics in the philosophical sense is 

important, the discussion thus far does not help us to understand the 

alternative conception of ethics, Many of these people want schools to 

produce students wha are caring and respectful stewards of the 

environment. The status of this position is, however, complicated by the 

belief that teachers should not preach their ethics nor attempt io 

indoctrinate students; it is not good enough to simply train students to 

follow a particular type of behaviour, Given these competing claims one 

might wonder what status activities such as recycling projects and garbage 

dean-ups should have. Further difficulties were expressed by the participant 

who claimed that the job of the school is to reflect the views of the 

oommunity while at the same time making room for the well educated and 

informed teacher to challenge these views. We have here the makings of a 

practical and conceptual conundrum. 

One vehide for thinking about the differing, and potentially 

contesting, conceptions of environmental ethics is to consider the schooling 

fmtetim d h c u s d  in the second chapter. It will be remembered that, while 

therrr are many worthwhile activities which take place in schools, they an? 

not all educ8tiond. It was argued that education is different from training, 

a the acquisition of trained skills, and socialization, or the inculcation of 

social attitudes and functions. Education, it was argued, transcends the 

lrindz of immediate utility attained through training and socialization. 

Ednation should, in a more general way, enable people to think clearly, 



critically, and reflectively. In this way people are prepared to think about 

their particular social context and empowered to liberate their thinking from 

constraints in~posed by this context. 

With these distinctions in mind, beliefs held by various members of 

the study group can be examined. For some participants, environmental 

ethics was suggestive of desirable attitudes towards the environment, These 

participants saw schools producing students who were Mng,  respectful, and 

responsible in matters pertaining to the environment In short they 

expressed a desire to initiate students into those generally accepted beliefs 

which have become part of our social fabric. This can be likened to 

socialization. Taken a step further, it might be said that some of these 

participants see school as a vehicle for the reinforcement and acceleration of 

changing social norms. 

In a general sense, it is hard to imagine many who would object to the 

development of cam, respect, and respomibility towards the environment. 

In this b r d  sense the socialization of students will find some justification. 

However, when tksu concepts are applied to specific, and sometimes 

contentious matters, their limitations become apparent. When faced with 

competing moral claims, one should ask What constitutes responsibility? 

and, What priorities fcr caring should one hold? These are clearly questions 

that cannot k answered by pmoenres which tend to sodalize the student 

Soare participants aarociated environmental ethics with producing 

~sponrible citizens and training behavioural attributes. By engaging 

students in activities arh as garbage dean ups, ~qrcling, and energy 

commation, teachers are nurhving particular resporse9. Thqr are in iact 

hining shdRlh 10 hlzn out lights, dean up after tkmselves, and return 



recyclable materials to available depots. Again, in cases such as these, where 

there is general agreement about what constitutes good behaviour, most of 

us would judge them to be of some worth. 

We should also consider broader ramifications of the type of trafing 

just described. By requiring students to engage in adivities considered good, 

a predisposition to do that which is considered to be good is nurtured. It 

has been argued that this form of moral brainin% may, in fact, be important 

in preparation for, or part of, what may be called moral education (Barrow, 

1986; and Hamm, 1989.) However, there is an obvious danger in training, as 

that which constitutes good is not evaluated, nor is the capacity for this sort 

of evaluating developed. 

Socialization and training activities can be important schooling 

functions. There can be some justification for encouraging the development 

of caring, respectful, citizens who will participate in activities such as garbage 

dean-ups, recycling projects, community corn posting activities, tree planting 

events, energy conservation initiatives, and species saving campaigns. It 

would be a mistake, however, to think of these activities as being necessarily 

educative. This point can be illustrated using an example appropriate to the 

Yukon. 

It may be possible to justify a school sanctioned moose hunt, within a 

annmunity which has a l-ly subsistence based economy, as either an 

atpression of cultural transmission, or as a training activity important to 

survival and weil being For residents of many Yukon communities these 

will be important considerations. However, the activity may be minimally 

anroemed with education Alternatively, one can use the concept of 

hmthg to examine humanfenvircmment relationships. This might be 



done by probing questions like: Under what conditions can the hunting of 

moose be morally justified? And, is it reasonable to make distinctions 

between subsistence, sport, and trophy hunting? In the first example we 

were concerned with the quisition of habits and skills. In this second case 

we are concerned with ideas about what is good, right, and morally 

acceptable. This example can also serve as a metaphor for considering 

broader relationships between humans and their environment - how we 

treat the atmosphere, lakes, rivers and oceans. This is, of course, more 

consistent with education. 

Making distinctions between socialization, training and education 

enables us to more dearly analyze the nature of the activities included in 

school programs. We must not simply habituate particular behaviours and 

attitudes. We must enable students to reflect critically on the commonly 

accepted social behavim and attitudes and we must enable them to engage 

intelligently in discussion about contentious issues. We must also enable 

them to judge for themselves which behaviours will be responsible, and 

require them to justify theii choices, Appealing to distinctions between 

sociabation, training, and education should enable educators to ensure that 

environmental education is not defined by activities which are not 

educative. 

While a case has beem made for distinguishing eduration from 

socialization and training, it is less dear what the dative proportions of 

thcac activities should be at any particular stage in the schooling process 

WQT, s e v d  points should be comidered. Fmt, education should be 

aMcenrd with the develop~nent of intelligent, independent moral agents. 

W e a ~ n o t i n t h e ~ o f t r y i n g t o p F o d u f e a u t o m a ~ t r a i n e d t o  



dutifully comply with the dictates of environmental fads or dominant 

tendencies. Second, the task of fostering moral autonomy will require a 

predominance of that which can properly be called education. Third, the 

relative proportion of educative content should increase as students proceed 

chronologically through schools. Younger students may be more consumed 

by socialization and training while older students should devote more of 

their attention to educational activities. Fourth, environmental education 

should include the study of environmental ethics in the philosophial sense 

as argued in the fourth chapter and advocated by some study group 

participants. Ethics is in this sense an intellectual process and provides an 

framework for thinking a b u t  issues. Only by enabling students to think 

clearly, critically, and freeiy about contentious issues can we minimize the 

pitfaiis of preaching, indoctrination, and propagandizing. This will not be 

easy, however, and difficulties may be exacerbated by varying conceptions of 

ethics. It follows that developing educational programs wiil need to proceed 

with care and sensitivity to this point 

Environmental Issues And Student Actioq 

The comments about student action were varied, perceptive, and in 

many cases went right to the nub of the teachen' understanding of the aims 

04 education and its limitations A majority spoke about the importance of 

allowing students to follow through on their studies to the actual step of 

taking some action on an issue. Two respondents dissented, both feeling 

that there was p h t y  of time after school in which to become involved. 

Chte rd  support for enabling student action on an environmental 

issue wss resected in the following representative comment: 



You b#m, do you write l&ers to paqk and invite them in and you discuss 
tbist Y a r n i e t c p ~ y o u  Andoutfactsandyou c k w s i t  AndIthink 
that's a legjttmste kind of thing that kids have to learn. The clement of 
am xticm. Yoo know, the idea that they are not pow& and 1 Wink 
that they have to be able to rratize that they have a rneamrr nf power, that 
tbcy have tht podStidans, the decisicm makers, who are accountable to them. 
IddnlcUsavaykgitimateldnd04thing. 

This participant Linked student action with citizen responsibilities in a 

democratic sociehl; participation can be part of their prepatation to become 

rrsparsible citizens in a democracy the people are supped to ask 

questions and demand accountability; students should be expected to do the 

same. They should learn that they "have a messuR of power." A number 

d participant respomes suggested that students should be encouraged to 

become involved in citizen actions, and provided with the background 

squired to do 53. However, these participants fell short of insisting that 

students should take part in such action. 

In spite of endorsentent for the idea that students should be allowed 

b follow through on their studies to the step of taking Mlme aceion, a 

commonly expressed sentiment was that the students must not lack 

subatar#.R. The idea that students should art in an informed and responsible 

way was fiqmtly ~WUSLMA. A typical response IS encapsulated in the 



enthusiastic. A few felt that such action could be expected, but none felt it 

should be required, Several comments reflected factors which could limit 

the correctness and effectiveness of aiming to have students participate in 

envirokental action. For example, practical limits were raised: 

No, 1 think if you're forcing peopIe, then you're losing the quality d the 
action. 

In this quotation the partidpant recognized that students must act out of 

thdr own volition. Requiring action could undermine the quality of the 

action. Further, the results might be more pernicious if they alienated the 

student who felt pushed to "where they feel they're being railroaded." 

A d d i t i d  practical concerns were expressed in the fclllowing observation: 

This person argued against expecting students to participate in some actiarrs; 

stud- should not be orpected to participate in actions which may provoke 

dbcord between schods and families and between schtnds and policy 

making bodies 

Requiring stdent action may also be judged inappropriate because of 

the inheftntly peftond nature of commitments to action. This view was 

advanced in the fdowing statement: 

This persun daimed that the impetus spuming a student to the step d acting 

on an Sasmt be largely dependent upon the intensity of W r  concern. A 



teacher can create awareness of issues and assist in identifying possibilities 

for student action, but the final decision will rest with the students. Issues 

selected for curricular inclusion may not be consistent with their concerns or 

they may be of low priority. 

Enthusiasm for allowing students to take adion does not at first 

appear consistent with the rejection of requiring action, Earlier, the majority 

of respondents e x p e s d  the expectation that educated students would 

became "mpomible citizens," "stewards," and "almost activists,' yet here it 

was dearly held by many that school cannot justifiably be the agent of 

compulsion in such matten. P h p  the expectation is k t  put in the 

following: 

ff you caa get a kid wka wilt then sort of, seize what they've taken and use it 
to sort d bPnafam thth own qmhce, I think that's what yoo ahvays aim 
for. 

According to this view, the transformed experience is an extension of 

education rather than the aim itself. We might expect an educated person to 

act on his or her beliefk but this exercise d will canrmt be taught, only 

At the outset of this d m  it was reported that two respondents 

dissented from the mst a d  did not feel that students should participate in 

environmental actions- This view is illustrated by one of these partidpants 

in the following quotatiom 

of invodving d e n t s  in er ironmental actions and that there would be 



time to become actively involved after students kave secondary school. 

Futther, the participant quoted was particularly doubtful that students could 

resolve environmental issues and design appropriate legislation- Though 

ultimately important, this participant's comments are suggestive of an 

enormous responsibility which would be inappropriate to burden students 

with; thore would be time after srhcml to wrestle with resaluticm and 

Ieguslation. 

These comments indicate that participants genetally supported the 

notion of allowing students to follow through with their studies to the p int  

of participating in environmental actions. According to some, these actions 

could be likened to engaging students in the democratic processes and those 

participating would be empowered. Others added that participation should 

be informed and responsible. However, when asked if envimnmental 

actions should be expected, the rosponw was decidedly less enthusiastic. 

Thuu@ a few felt f h t  such actions could be expected, nrriw felt that t h y  

a d d  be r a p i d  and it is clear that participants reject the expectation of 

W e n t  actions in fhe demanding serrre described in the third chapter. This 

rejection appears to be based on both pmtical concerns and logical 

misgivings. In practice, a number of participants said that requiring student 

artion could undermine the quality d the action, alienate students, and 

promot.e discord bdwPen scchoob and families, and betwen schools and 

poky makbg bodirn Logical nmcffm were illustrated by participants whu 

amerkd thga action awld not be demanded. This persang and &hen, argued 

that impetus for &adem& irtion is {ad presumably should be) dependat 

upcm tk inteWty d aonam felt In UP final analysis they felt that the 

A # . i s i o m t o a d M  Irostwidr thestudent 



Participants did blk about nurhsring dispositions which may lead to 

actions, In addition to allowing students to follow through on issues to the 

point of taking action, some wanted students to be made aware of issues and 

be given assistance in identifying pagsible courses of action These 

comments do not &d departures fmm the discussions about student 

actlon developed in the third chapter. It was argued there that student 

action on envfrolnmental issues would rightly arise as a consequence of 

education. 

Hawever, other com.rnmk do appear to be potentially inconsistent. 

Expecting schools to produce mrinly, fwpeetfui, responsible stewards does 

imply expectations of adions in a demanding sense. We do, for example, 

expect students to &rain from pulling the ears of a pet rabbit clean after 

Lhomaelve!~, hun mt lights, and avoid willfully destroying green spaces 

arwnd schools. Appealing to the concepts of socializing and training can 

k t p  to asses these inconsistencies- Though the initiation of persons into 

Ihc gmrally acexpted patterns d khaviour is minimally concerned with 

intrlkchl.l capdm it doa urry a message. Ether implicitly or explicitly, 

popkarelold thrtwareocpctcd to b e b e  inaccordam with what is 

t#lievrrd to be right. It does not wrong to nurture this tendmy. 

kbwwef, ur s b d d  nd conhac acts of training and -alization with 

cducllhL ~ ~ b d ~ b u t d a s n o t p r e s u i b e n o r d n n a n d  

mdr Wc~btheeduutedprson ,ac t ionwh*h is  

carrirhnt with a pnon'r judgomcm& rational capacity, ond II~O& 

UltOllOmy. 

Qvln tk expWhm Uut educative arprimcs will be transforming 

wc a n  jusWhMy mrWe thb roali;tation- A krmirg environment which 



wiIl support the development of moral agents must include: investigation 

of important social issues, provision of the necessary information required 

to take action, and allowing students to participate in the final step, the 

action itself. To deter or thwart that final opportunity would be to hinder 

the &timate development of independent moral agents. 

In the final analysis, however, it must be recognized that the pre- 

disposition to act is a quality which remains elusive. One participant 

characterized this trait as a part of one's personal identity. Another person, 

referred to a quality beyond knowledge and understanding, a quality that is 

" j t  a human characteristicc" We must recognize that in spite of our efforts 

as educators, individuals may possess personal traits, beyond the grasp or 

influence of teachers, which will ultimately determine whether they will 

become moral agents. 

ronmental Issues and Pedago~ical Li mi ta tiong 

A number of participants spoke about pedagogical limitations 

aedociated with teaching about environmental issues. A significant theme 

running through the data is the belief that a teachefs responsibility is t~ 

present isaiws in a bahced even handed way. Participants frequently 

da i~~&  that teachers must "give both sides." Alternatively stated, a number 

of psrtidpmts warned against preaching and indoctrinating. One 

jmtidpant exprosed this view as foilows: 

Fn#n this if f b b m  that the task of teachers sbuM be to assist or enable 

rhdcnb to sat tirrc things out for thrnndva. This was, in fact, a major 



involve pointing out discrepancies in logic and understanding reasons 

given for decisions: 

Presenting the isdsucs to them and presenting the sides ... as many perspectives 
that they can give and inviting d h s s i o n s  from the chifdm ... and never 
saying, that's a dumb idea and ahvays helping the child to through with 
their thinking. Pointing out discrepancies in the logic d how they're 
thinking a d ,  yw hrow, what if and just try and be direct with thinking and 

fa an answer a the perfect answer but at least the thinking is fairly 
logical. 

Mcrestingly, tk pmoss described above wmld be objective, dispassionate, 

and solely concerned with the logical analysis of the arguments. 

Other participants raised equally interesting questions about the role 

of teachers and their capacity for impartiality. One remarked: 

That's always a f a y  touchy one because we can't put our values cm sometxxly 
else and yet if things we MIgider they're really important to us as 
indMdtrPls we cur% hdp but cokmr it a bit with your values. And that's 
ahways-well 1 gnea~ar pu can't preach because that just turns people off. So 
you've got to be very careful about that kind 04 [thing.] 

The plausibility of teacher neutrality is questioned. The participant that was 

quoted rightly implies that decisions h u t  what teachers select as content, 

the issues they raise in classrooms, and the teaching strategies they use will 

all be influenced by beliefs and personal values. Another participant 

confronted this dilemma. While he agreed that teachers probably have no 

right to preach to children, he claims that the persistent striving to be 

neutral is alscr unsatisfactory: 

Tkse comments raise some important questions for discussion. How 

atwluM a k a c k r  d d  with their WieiS, which am at times, natural human 



expressions of emotion, and at other times, unsuppressed in spite of their 

best attempts? 

Teachers and curriculum developers can strive, through various 

intellectual and pedagogical contortions, to minimize bias in their 

instruction. However, given the implausibility of total sxcess, they should 

recognize that pursuit of objective, or value-free instruction will be 

irnptamibie. Perhaps an alternate approach is to be more candid in exposing 

one's beliefs a i d  the justifications for those beliefs. There is nothing wrong 

with having beliefs; teachers must care about values and ideas. 

Furthermore, students will often want to know how their mentors perceive 

and evaluate a particular situation. To educate is not to be valueless, 

devious, deceptive, or reserved. Rather, education is about the fair pursuit 

of knowledge and understanding, and the following of these pursuits with 

intellectual integrity. This does not preclude the sharing and discussion of 

one's beliefs. However, these must be presented as reasoned beliefs rat her 

than revealed truths. 

This means, however, that teachers are also charged with the 

Prmnethean task of knowing when their beliefs i m v w  rather than &fan; 

they must be sensitive to the fine line that can exist between t h e  two 

a m q b  and strive mt to cmss it. This will require humility. Teachers 

must allow their positions to be challenged - not in a shallow relativistic 

hae where everyone's beliefs are seen to be equally correct, but in an 

inteilectual atmaspherP where logical consistency and quality of argument 

and e v i d m  are tk dteria used to judge the worth of a position Of course 

in an imperfed mortsl world the application of such a strategy will also k 



imperfect. Mistakes will be made, but they can be honest ones, and this 

seems preferable to any attempt to act out a valueless charade of objectivity. 

Comments About Content And Pedagogy 

Data in this section describe responses to questions abcut what 

content and methods would best be used in advancing student learning in 

environmental education. The questions were designed to assist the 

researcher in identifying pedagogical structures and content elements for 

consideration in cumculum development. 

Content 

Participants were asked to talk about content which might be 

presented to children learning about the environment Resulting 

discussions were primarily concerned with the foliowing factors: 

knowledge, contemporary issues, local content, and coordinated planning. 

Knowled~e. Participants of this study stressed the importance of 

knowledge acquisition. They recognized that people cannot think 

intelligently about an issue without substantive information about the 

subject in question. Further, it was felt that this knowledge should 

amtribute to studentst understanding and their ability to think intelligently 

about the environment Knowledge h u t  democratic processes was also 

identified for inclusion. 

Puticiparts M y  believed in learning opporhrnities which would 

incrP i~~e  students' knowledge abut the envitonutent. OM participant 

m y  b u u t m w h d  these views in the statement, "We d people, 

b ~ e d @ ? & k  pwpk? h t k ,  participants saw a re~atkmship between 



knowledge and students' ability to understand and evaluate environmental 

issues. For example 

... its important for students to know whde truths and not just half truths. So 
the more information they have about something, the ... better evaluatim of, 
and nnderstand[ingJ, they'll have fm that. 

Put another way, participants suggested that educators should not under- 

estimate either the importance of knowledge or the rigour required to attain 

environmental understanding. In considering quesiions about knowledge, 

participants frequently referred to the relative merits of breadth versus 

depth in a particular area. Though the majority indicated the importance of 

some detailed ~"ady ,  it was frequently acknowledged that breadth of 

knowledge was also important. 

One person preferred overall basic know ledge to indept h knowledge 

in selected areas and expressed his views in the following quotation: 

What 1 think 1 would like to see is the overall b a i c  knwtodge preferred to 
an in-depth W e d g e  done area. ... Have a g d  overall knowledge base, 
that's, 1 think, the oitimate god. 

While few would dispute the desirability of breadth in knowledge and 

understanding some participants also made the claim that all knowledge 

and understanding cannot be achieved in general terms and some detailed 

study is required. For example, one person said: 

I think tk daqps again is, and it's important for the teachers to be aware id 
tbe fact, that not aU information can be idmtifkd in genonl terms. 

The point being made here was that knowledge and information are not 

gemd or generic types of a commodity. They am linked to specific content. 

The importance of detailed, or specific study, was elaborated upon. 

Pzrrticipants argued that acquisition of in-depth and specific knowkdge can 



illustrate concepts and reveal understandings about complexities of 

environmental relationships- For example: 

I think that's mportant. I think some of the broad concepts can be looked at 
by d y i n g  a sine oqpmirnn. 

Again there is expression of the belief that conceptual understanding cannot 

take place in a vacuum. Concepts must be given a context in which to be 

presented and discusmi, and that context can be very specific. 

As the concepts of breadth and depth are to some extent mutually 

exclusive, debate over proportions of each approach to content will persist. 

However, what seemed clearer to one participant was the importance of 

curricula to accommodate both: 

[from) the cellular level to the spaceship J5dh level ... thtrp's a place in 
which I want to have a pavim look in tremendous depth -. winelimes that 
ptPMng ctlr5oa#y will d h r  you to go inwards as wd as outward. You don't 
want to mlse utba &ration, 

Detailed examination can, according to this participant, sometimes lead one 

to "go outwards" and gain a better understanding of the larger environment. 

Further, achieving this broad understanding will require studmts to study 

some level of both detailed and broadly presented content, 

At a ptactical level several respondents noted the need for a body of 

informotion which could mabk people to do things. This included 

lolowkdge of how the political sy5tem works, the responsibilities of various 

agencies, how to approach people fcw assistance, how to use the 



According to this view, participation in both the academic and political 

processes would require the acquisition of requisite information. 

Issues. A common view held that environmental education should 

include the study of environmental issues. One participant summarized the 

general enthusiasm for this position: 

Personally I like to hit home the problem. You know, say this is what's 
happening right now. And get the ernothw going, get them aware, get them 
concerned &mt what's happeming and then they @art asking questions 
thcmsdves, why? 

This person, in advocating the engagement of students in the study of 

contemporary environmental issues, acknowledged both the intrinsic 

importance of this study as well as its motivational value. Similarly, Yukon 

issues were thought to provide important content. In some instances 

participants placed value in learning a b u t  issues which affected them 

d i d y .  For Example 

I think ditcct apbwur to industry. Industry is our biggcet complaint when 
we'm talking cmhmmnt these days and so I think what they have to do is 
they have to ape than to the diffrrmt industries that we, kt's say in the 
kukan,werrfyarmdwcaadto,youbkeepauccawmyup. A b  
~afeasthat~rrUfmvironmarWcoracenr* 

For others, using l d  content was primarily motivational. The following 

Quotation illustrates this point: 

While #Imowledging tht importance of local ism, and their ability to 

garaashe interest, adorscmmt of Yukon issues was qualified; it should not 

be used to the drrsion of other important issues. For example, one 



If there are local concerns which are fairly high priority, it might be an idea 
to balance those off. Not ocdusivdy local but the global issues seem to be 
marc: important right now. 

This observation is indicative of a general belief that contemporary and 

global envinmmental issues are interesting, important, and should be 

studied. 

&ma1 corn. A majority of participants felt that using local content 

to illustrate ecological concepts wm important and two themes emerged to 

describe this position. One focused on the pradical and motivational aspects 

of dealing with matcrials that students could relate to. The other addressed 

qualities intrinsic to the Yukon, its uniqueness and fragtlity. 

In the first instance, a number of participants said that content should 

be developed that was specific to the Yulron, "because that's what the kids 

have access to." One participant provided some justification for this view: 

Well, it's ccrWdy mcme amtcrek .-The morp alive it is, the more lulistie it 
is. 

A.lesumably, the realism of Yukon content was seen to enhance 

understanding. Similariy, using local examples could serve to heighten the 

irnpMtance of the study, *if you can do stuff that's outside hi- back door it 

bnoma much more important." Further, it was predicted that local antent 

would appeal to Uw student's existing knowledge and experience. 'ihe 

Coktively them was a belief that the use of local matorial would erhance 



The other justification for including local content in a course of study 

in environmental education focused on qualities intrinsic to the Yukon. 

One participant put it this way: 

Number one, I this& it's a rare p k ,  the Yukcm, and I think we d to know 
as much about our locat envSronmmt as pusdble. So i'd Hkc it very specific. 

Two points are made in this claim. First, thinking clearly about an issue will 

q u i r e  knowledge and understanding specific to that issue. Second, it will 

be particularly important for Yukon students to know about their unique 

and fragile environment in order to make wise decisions about its future. 

Coordinated ~lannrr?g. A number of participants recognized that 

content and themes in different subpct areas can ovedap. One secondary 

school teacher acknowledged this overlap and identified value in the 

coordinated delivery of content: 

it warld be very nke for my Biolsgy ekvm students to b e  a&o taken Yuicon 
stuck& 

HereB aspects of content would be similar and thus mutually suppwtive. 

Overlapping content was also observed at the elementary level: 

l'kmnably, this patrticipant was talking h u t  the content c h n  to 

illustrate the rapative ideas@ not m l y  the ideas themselves. These 

obbervatbm appear to suggest that content could be selected and organized 

in such a way that ma- from varior subjects could support and 

enhance each ather. Another participant deveioped this idea: 



According to these views, the crnrdination of content between subject areas 

would be a useful curriculum aid. Many participants felt that 

concert. complementary themes could be intrwluced i- 

Participants were asked to talk about methods that might be used to 

present environment related content to their students. The two most 

pryjstent themes arising from this request were the importanre of 

experiential learning opportunities and the need for p e d a p g h l  support. 

The data reported here am organized into two categorieb: experiential 

opportunities and pedaLpgical support 

Much general discussion focussed on the 

m p r h c e  of participatory, experiential# and active learning opportunities. 

Reasons given for these beliefs may be grouped according to three theme: 

experiential activities were motivational and capable of capturing student 

interestI they wme felt to broaden the scope of pedagogical possibilities, and 

they were effective in illustrating comppts, Active, participatory, and 

apcr*ntial kamiq activities were rot endorsed in an unqualified way, 

however, and smrnl points war raised concemhg their limitations. 

In~aasefaapaicntialkarningopportunitiesanumkrof 

puticiptts spoke .bout their motivational qualities; ttq could provide the 



Similarly participants claimed that experiential activities and field 

experiences were important elements in a pedagogical repertoire. One 

reflection of these views follows: 

I think gantes a activities like that are incredible teaming tools. And 
ffiitdy should be used, m e t i m e s  its an introduction, maybe as a 
culmination at tht end of the unit I'm not sure, it WOUM depcnd on the .set up. 

In this instance they were projected as aids, or "incredible learning tools" for 

supporting instruction. This view was developed further by another 

participant who claimed that experiential learning activities were effective 

in illustrating concepts 

the more lifc-lih! yorr can make an activity, you find the morr long-term 
kaming yoa're going to find from the children. So I think it's an acellmt 
wayofprcsartiagacarcept. 

While it was a common belief that experiential activities could be 

effectively used to introduce concepts, some worried that this purpose 

would be missed if not managed carefully. For example, the following 

respondent insisted that experiential activities must be carefully prepared 

and I i  to inshoo1 activities: 

while erperiential activities may be valuable for illustrating content, they 

PIC awt m y  sa A nwnber Of participants s t m A  the importance of 

em&q that the cmcepts were overtly prrsented and discussed to emure 



It was also acknowledged that using active learning activities was just 

one pedagogical approach. One participant stated: 

As much as padbk, I like to see combination of indoor and outdoor methods 
used. h u s c  of the numbers, and the cost, and various t h i n e  there are many 
things like this that have to be done i n d m ,  there's no doubt in my mind 
about that. 

There was frequent recognition, as illustrated in the above quotation, that all 

requisite learning cannot be accomplished through field study. 

J'eda~OPical Su~wrt.  An important, and recurring theme, was the 

need to provide support for teachers. Participants agreed that effective 

implementation of increased environmental education will require 

initiatives to assist teachers. Such assistance, might include new 

curriculum materials, use of resource persons, cross-disciplinary 

coordination of teaching activities, and the nurturing of teachers' 

professional abilities. 

Participants felt that useful support materials might be of two types. 

One would augment the content found in standard teaching resources. The 

other would replace standard teaching materials. In the first instance, 

development and distribution of supplemental material for curriculum 

enhancement was freqwntly called for. One participant summarized the 

desire for such aids: 



According to this view, more supplemental print materials would be useful, 

particularly if teachers could have personal copies. In tho second instance 

participants advocated re-writing portions of curricula to reflect the Yukon 

context. For example 

I'd l k  to see is something akin to what they did with the Mlcial studies 
cuniculum whae tf#y tadc, actually t d c  the social *dies EIuriculum a d  
they adapted it fot the Yukon- 

The locally developed segment of the Yukon social studies cunfculurn was 

held up as a model for development, the implication being that future 

materials should be comprehensive and of high quality. 

All participants felt that resource p m m  from outside the school 

were helpful, if not necessary, for the enrichment of environmental 

curricula. These resotme persons were seen to be the possessots of a great 

store of knowledge and sources of alternative perspectives. Further, their 

visits were consided pedagogical enhancements. 

The value of resource persons was seen to be in their ability to 

provide background information and share their specialized knowiedge, 

indudirtg their particular understanding of contemporary or local issues. 

Further, the knowledge shared by resource persons was seen to be important 

in a number of ways. First, it could be of direct benefit to students; "it's quite 

important to have somebody with the knowledge." Second, it could be 

useful to teachera One person pointed out that she l e d  something 

ewey time she Eisbened to a msource person: 

llrinl rrsarm paurns bring alternate points of view into the classmom. 



1 drink it is redly $ood for the childm to haw meme else come and give 
their pdnt d view oCkcr than hearing it all the time horn thcir particular 
teacher. It's lCfrCdbing and itas RCjfing. 

Providing students with exposure to a variety of perspectives, was important 

to a number of participants. 

Resource persons are mt generally teachers. They need assistance and 

a dear idea of what is expected of them: 

All d tkan w wry, vety impstant. As long as they're prepped on what 
8 y s h o c l l d k -  ~ i r n e s a t d a f ~ p e u p k c o r n e i n a n d t k y ' n n ~  
rurrwhPt~bldkdoingdwfrerP.~~Mbrgoingandyarend 
up wading r ld af tiarc As bng as you know what you want as a tPracher and 
you corr provide tkcsr with &at, and get together ahead of time 

mh comment suggests that msaurce pcrmns arc not always, not necessarily, 

helpful, Cgro must be taken to ellsure that presentations are comistent with 

thc teacher's educational popme, and are in some way usehrl. 

Enthusiasm for employing the. talents of resource persons was 

trmperpd by twa participants. Otle simply said: "I dan't think you need all 

of the exports all of the time" The other felt that he almost preferred less 

utllizatkm of resowce persorts as overuse could inhibit the pmfessional 

initiative and developme)rrt of teachem 

tk fiRnt plre, lrrhrn should be sufficiently W e  to do their work that 

d r V v  d farhas* PlO(iessioMJ capabilities and sense d responsibility 



u! SJ ynaa wu Wluw rans dpqnx~~ed are rpuu luadoprrap ~euopsapd 



infomation, a d  the introduction to new teaching strategies. Frequently 

motivating teachers meant overcoming a lack of awareness, knowledge, and 

confidence. As one participant stated: 

Consistent with the above comments, a number of participants identified 

tk importance of idannation dissemination during professional 

devdopment Acrording to the study p u p ,  this would include naturd 

history, up-todak or new information made available by experts, 

beckgnwnd information about Yukon issues, and opportunities to roflect on 

aard 'if people ce mt notreglly comfortable with envimmerttal issues, then 

hmv can you expect tkm to incarpode thse kinds of studies." It was also 

fclt that teachm nrded some direct experience in the Yukon environment 

and apportunities to amskier the impmkmce of providing experiential 

o p m t i a  Urir students 'You can't teach without having k e n  



practicing teachers in the planning and delivery of professional 

development. For example, while talking about a particular individual one 

participant said "that's the kind of person we need to start building and start 

giving opportunities to infect $he other teachers." 

Concerns About implementation 

Participants w m  aslced to judge the desirability of mandating 

environmental education, a task which generated some interesting 

discussion. There was almost unanimous support for enhanced 

environmental studies in the schools, and considerable agreement about t h  

w d  to mandate i t  According to many, the Yukon Department of 

Etucation must show leadership to emure effective implementation of 

inwead environmental education. However, a number of concerns were 

raised and o n  participant ubjeckd to the notion of a centrally mandated 

cuniculum. 

The amjmity of respondents felt that environmental education 

sharld be mud.W. Sevml advocates were unequivocal in their support 

fa this option and words like aabsoiutely" and *unqualified ... it% urgent" 

rar fr#luently used to emphasii their position In m elaboration d this 



According to this view, the Department of Education must take an active 

role in seeing that more environmental education happens. 

Some participants expressed more qualified attitudes, and womed 

that top down implementing would be a perceived or real imposition on 

teachers. The following quotation iHustrates this view: 

This statement refkctd the suntbents of many who felt that su- could 

d y  occur w h  tegchers are prepared to implement increased 

envinmmental e d w a t h ,  curriculum materials are prepared, and 

AnoWr patkipnt eve additiand e q h s i i  to p m b s i d  development 

ibuuxdd rill be dcpndrnt upon suWating conditions such as 





Othm qxmdatd abut  difficulties that could arise if packaged suppimmts 

wac superimposed upon the misting curricular demands. Burdening 

-hots with gctra units ar courses to teach could only trolghten the 

mhrtanee of tedws d, when under duress, the "add-ons are *& parts 

that get taken off," As another participant said: 

be investigated. In rrrponsc, they argp&ed three stnbegk for dealing with 

rnuJWaded topics bmmdening traditicrnal conceptiorrs of Mlb.j#t meas, use 



?his camment adds to earlier discussions about the me uf outdoor centres 

and field camps. Not only do these facilities enable teachers to introduce 

d e n t s  to a field setting, they also can address some organizational 

difficulties. Thematic field camps could, for a pried of time, allow far the 

corrsidemtion of multifaceted issues without insti tuticmal barriers between 

sabjext areas. Third, several participants felt that them could be greater 

efforts to coordinate curriculum content and teaching. For exampie, cme 

pemon commented: 

abopkareJllla@mgto~touarkintrrmsand~~e?~~l~ppDdd 

CoIIsborative planning was thus seen as a means whereby content arras and 

issues of simultaneous importance could be aligned in a mutually 

supportive fashion. 

Though integration d mvimnmemtal content ink, existing cumcular 

RftiEs to nute that this person stressed the need for preparation 

thrortgtc the pPoeding Ben years in wder to have the requisite backgmund 

80 *puU it tog&ecrn For this individual, rigrmmlrs thinking dwut 

I'Smq, m9ny parrbidipmb favoured integration of environmental 



i m p d i a l .  Developing a comprehensive K-12 curriculum for 

environment& education was seen to be a formidable task, and 

~llparirnping supplements on the existing curriculum, was seen to be too 

mt a burden. lhae participants' remarks provide some justification for 

an integrative approach when, as in the above discussion, integration is 

taken to mean the infusion of envitomentalfy pertinent content into 

Basbirrc,wOfwy. 

Some participants argued that environmental wntent needed to 

become "part of our entire thinkhg." While this comment d e c t s  a seilse 

of urgency and impwtglwE given to envinwunental thinking, it also hints at 

an cpistcmdogical point Here, as argued in the fourth chapter, thinking 

en-tally is b r o d y  conceived and will require intelligent 

a m k k m t h  of a brreadth of knowledge types. In this seme, inclusion of 

envirnnmential amtent into mbjeds across the cumrulum Jpectrum will be 

rpquisite to dear thinlring about t ! !  environment. 

I n r p i t e o f t h r g n n l ~ f ~ a n i n ~ a p p r o s c ~ s o m e  

l i m i t a t i o w w u e i ~  Q u c s t i o n r m r r ~ . b o u t d ~ w i t h ~ u a  

whi&rrpul r r~fnxnlnorr th.ncnr+artk  inrrsponse 

bttds~whidrisconansdimththrrmultifacrlednaturreof 

aroSnrrwcntrt cduea5mn, several psdbilities were suggested. One option, 

car#dfnrbed phning appears to be a sensibCe suggpstion which 

orAhrsaan+ a f ~ m q w a r t i o n ; c a R f u l p l i u r n i ~ c o u l d  

~ ~ k h . a n t W f e t m t 6 d d s d t h o u g h t , ~ g h i t b n o t l i I c e 1 y  to 

-aP-== - * .  y the scope of various fields of shady could 

ba to iKWe romc multidhdplimuy dismsim. ?his passibility 

bdkuredertainitSrduptdsscctiononecokgyudw~ 



consideration. One teacher &so observed that "thematically" organized field 

camps could pmvide a forum for discussing multidisciplinary issues. 

W d y ,  there was some indication that an special course in environmental 

studiq could be justified at the secondary level. 

lax=G=w 
Participants were asked what mie ijtterest groups might play in the 

field of environmental education. Several responses were aberved: same 

objected to any role fw interest pups ,  others were more accepting and 

ascribed a role for these groups, yet others wekomcd the participation of 

interest p u p s  if certain conbitkms could be m d  

One participant who dearly objected to the idea said: 

Other partidpants rcsporrded more favourably. Far example, me of them 

These hm mnunenls mpmented a range of positions held by participants in 

tb study group. Ihc first partidpant quoted abwe appeared to have very 

li&k tdemme for views which differ' or challenge his own. In amtrast, the 

ophhm l k m  are m y  disparate views between participants on the 



would have the freedom and opportunity "to disagree," and that they be 

exposed to 'the other side so that students still get that balance." 

Additionally, the fdlowing quotation asserts the importarm of giving even 

handed d idaxed treatment of issues: 

Others felt that the prosentati- by, or abut, interest group could be seen 

rrs educational opportunities. One participant illttstrates this view: 

Padkipan& appeared to be wrry about the involvement of interest 

grump; edmticar d d  nat be served by attempts to inculcate particular 

views within schoota bwevert if W e n &  are not exposed to the variety of 

aUow for prrqpartivcs which might differ radically fmn our 0- in time it 

m@ht kcDm dear th.1 we are not right in our views. However, in 



dent Feedback 

Participants were asked to judge the importance uf student feedback in 

identifjbg and meeting their educational needs. Most participants alluwed 

that student feedback is important, though the the overall role was not 

dedy  stated. Far example one participant said: 

A fi~rther commenf illustrated the difficulty experienced by some 

partidpants in trying to identify the amount of student feedback required, 

and the extent to which this feedback should be implemented: 

Some identified what they perceived to be limitations to student 

prfkipgfio". It was YaSd that their perspectives were sometimes narrow, 

that they were mstimes ambiguous, and that they didn't always know 

otkm gave greater importanoe to W e n t  perspectives, su-ting that 

kacher and students' pempatjves about what is irnpMbnt may be at 



should be considered. What will be needed is sensitivity to those issues of 

importance to students and analysis of why those things are important, 

folbwed by the organization of conter;t, inclusive of these issues, in such a 

way that it wiH be of most e d u a t i o d  value (see Egan, 1982). 

Summary 

The preceding discussions have presented descriptions of various 

boliefs and perceptions held by membas of the study group. In some cases, 

these perreptiom m k d  perplexing conundnuns. However, many 

romments appeared to be well toofed in years of practical wisdom gained 

thmugh the experience d teaching. The resulting data are presented for the 

knctit and amideration of educators and curriculum plamm in the 

Yukon In addition, these beliefs and perceptions have been discussed in 

light of the logical points dwdoped in the chapters two to four. Arising 

from these diiicussiom are an number d further considerations for 

currkuium planning and practice. 

The next ehap(a provides e grneral summary of this study. Also 

pcanM is s summary d the key considerations for curriculum planning 

which srLe from this mwmrh, and in particular, discussions presented in 

this aventh chapter. Finally, chapter eight provides a discussion about 

imp- arising from this study, for cuniculum theory. 
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CHATTER EIGHT 

S W A R Y  A M )  IMPLICATIONS FOR CURRICULUM PLANNING 

This study deals with questions that arose from various documents 

about en-mtaf issues. Reports such as Our Common Future (1 987) 

and the (1W) discuss a 

need to emmine environmental i s u s  in tight of cultural values. They call 

for more education to enable this examination, though they do not clarify 

what is meant by 'education" or what education ought to look like. 

Unfortunately, these documents appear to reflect a wid= malaise which 

includes much work in the field of environmental education. In particular, 

distinaions between manipulating mid behavioun and improving 

education are d e n  confused. Clarifying these distinctions q u i r e s  an 

d e n t a n d i n g  of the nature of education. An examination of the 

environmental education literature reveals several attempts to define the 

field; however, none appeam to have been made in light of the body of 

fiterakue concerned with educational foundations. Thus, I offered an 

iLnalysia of education which took atcount of the literature in educational 

philosophy and then reviewed mvimnmental education in light of this 

a a r a t ~ b  
The literature critique in the thihird ehapkr exposed the weak 

phibapW famdatiiom of environmental education L contend that the 

variorrs intorpretati~~~b d the concept 'envimnmentsll education* fail to 

hmmmhe with an adnplate concept of education. Further, the literature in 

tW field Lgb darify with respect to various central concepts. For example, 1 

aqued that true education involves more than tho behaviourist 



intervention strategies commonly promoted in the environmental 

education literature. Environmental education cannot justifiably aim to 

produce "environmentally-affirmative citizensn or "overt citizenship 

action" I also claimed that notions of "environmental problem solving" 

"educating for sustainable development," and "student action" are flawed. 

These discusiols about environmental education also fail teachers in at 

least two further ways. Talk of mandatory teacher training, and the 

Rhawking" of environmental education goals until "the message is 

internalizedn diminishes the professional status of teachers to that of 

technicians whose tasks become the implementation of unquestioned goals. 

Second, much research in this field is directed towards the identification of 

effective variables or "intervention strategies" which produce "desired" 

results. This again implies that the teacher's role would be one of 

unpestioning obedience. Their task would be to simply introduce the 

"right" variables and implement the "chosenf' strategies. 

In response to the inadequacies of environmental education as it is 

presently conceived, I presented an alternative framework which might re- 

emphasis within this field. This work, in the fourth chapter, clarifies 

concepts central to this field of study and describes factors which will enable 

students to think clearly and critically about the environment, or to "think 

environmentally." However, as important as this is in clarifying our 

understancling; it must be recognized that the analysis employed is also 

limited. There is no guarantee that all of the stakeholders will find it 

sensible. Further, this type of analysis cannot settle contingent questions 

about allocation of resources, educational priorities, and selection of content. 

Effective curriculum phuting will require sensitivity to the 



implementation context when deciding about theso matters; those 

stakeholders affected by new initiatives have beliefs about what should be 

d m .  It would be presumptuous to assume that they will agree about, or 

accept, ke results d extend analysis and planning. With these points in 

mind, I believe that approaches to curriculum planning which rely on 

external planning and logical argument, b e p  to falter. Some say that 

purely rational solutions to curriculum planning have not worked. 

The concept of needs asemnent, the process by which public 

involvement in curriculum decisions is frequently solicited, has received 

justifiably tough scrutiny. This type of assessment is challenged for its 

inability to distinguish between needs and wants, public good and self 

interest, informed opinion and uninformed belief, and gieneral needs and 

educational needs. En rejecting needs assessment, some daim that 

curriculum planning must be conducted with greater consideration for the 

purposes of schoow the nature of education, and the darity of central 

concepts. Failure to do so can lead to ladc of coherence d confusion. It 

would seem that they have a point, The difficulties within environmental 

education discussed in the third chapter illustrate problems assodated with 

this lrind of conceptual nglect. However, involving teachers and o t h m  in 

curriculum planning need not be defined by conceptual vapidness and 

superficial needs assessments. Avoiding the criticisms leveled at needs 

assessments will, nonetheless. r e q u i ~  careful thought with respect to the 

types of qyW01ts posed and the nature of the interactions between 

researchem and practitioners~ 

With this thinking in mind, a sample group of Yukon teachem, 

patents, and administrators was selected and asked to talk about 



environmental education They were asked questions about educational 

needs of Yukon students. They were asked to respond to questions about the 

dements comtituting the alternative framework for environmental 

education discussed in the fourth chapter, and they were also gsked to 

comment on other concepts frequently considered to be important in 

envimnmental education, finally they were asked questiotlb atmut content 

and pedagogy, and questions about implementation of new initiatives, 

Their responses enabled me to examine considerations which should have a 

bearing on environmental education in the Yukon. 

The concluding sections of this chapter identify some of the pattems 

that merged from the data and implications which arise for curriculum 

planning. I first review these pattern drawing heavily on results and 

digcrrssioorr, rrported in the soventh chapte?. I also hold these findings up 

against the environmental education literature and beliefs about rational 

curridurn planning, then critique some of the pitions found within 

these bodies of thought. Second, I attempt to show that meaningful 

amiculum considerations can arise from mearch involving participants 

from within a par(icular study contan These in turn give rise to more 

general coreideratiorss for cuniculum theory. 

b i d e a t i o n s  Ar*ing From The Research 

bmes that partidpants found important gave rise to oIx3ewabIe 

prdtarawhkhcanktracedintkdata lhesepattorns,orthrmes, 

describing d k t i v e  rspanses can have an important bearing on 

rtlrriculum decisionr pexWmhg to Uu planning of mvironmental 



education initiatives in the Yukon. Consideration of participant responses 

to qt~~tiora concerning curriculum planning as embodied by these themes, 

can b shed light on theorizing about curricular issues. The discussion 

now cosrsidenr these pattern and their implications for mrriculwn 

planning. 

The participants in this dudy supported the idea of increasing 

mvTronmental education in Yukon schools. They acknowledged that 

enoriKmnaental education initiatives exist within the currmt mandate and 

w r k  for Yukon schools. 'They also noted that some structures, 

alternative to traditicmal c h s s ~  teaching, had been created. These 

induded spring camping trips and some spedal program. However8 they 

judged all of these WtWves to be inadequate. Partidpants doubted that 

grasls roots initiatives can get beyond a piecemeal and ad hoc 

implementation of environmental education. However, they also expressed 

siuspicion h u t  utgndatesO or high levd initiatives. Though many argued 

that a dear mandate w;ls they did not regmi this as sufficient* 

A b  necessqO thy arguedI are thc supp~;ting initiatives required to 

trsnslate dirpctiwes into workable progrrrns in schmb. While participants 

of this shdy appear motivated and favourably disposed towards inrreases in 

en-tai education, planners should consider their advice new 

nurkulm initiatives will md to k complemented by the development of 

remum makrrlals, of professid deveiopmmt, and a sufficient 

Q O 1 1 S l l l \ i t m e n t 0 4 ~ t o ~ t h a t ~ c a n b e ~ .  



Conce~tualizinv Environmental Fducatio n 

When participants in this study were asked to talk about what Yukon 

schools should be doing and to elaborate on the ideal content and learning 

outcomes for environmental education, their responses were grouped 

according to three emergent themes. These themes placed emphasis on 

enabling students to: acquire knowledge, think about environmental issues, 

and have direct experiences in the natural environment, Several people 

suggested that knowledge implied more than an accumulation of 

information. They claimed that it also contributed to understanding and 

evaluating information which in turn contributed to informed decision 

making. Additionallyp they pointed out that the ability to teach increasingly 

difficuit concepts rests upon the acquisition of a body of general knowledge. 

A large number of participants were convinced of the value of "field 

activitiesn and "getting kids out." They claimed that a special, and 

particularly valuable, kind of learning occurs as a resuit of direct contact 

with the natural environment, and this learning should be a part of 

environmental education, Some of these participants also identified a 

particular quality inherent in experiential activities; a uniqueness in 

Iearrting which is achieved only through direct contact with, and experience 

in, the Mtwal environment- Several more of them justified its inclusion 

by a g p a h g  to the educational need for breadth of understanding. 

A number of partitipants spoke about a need to examine 

environmental issues; schools should enable students to think about such 

mattas of gareral importaKe They felt that students could leam about the 

cxrmpkxities of human/onvironment relationships end the consequences of 

liIrstgks through tk shdy of issues. Further, while consideable 



importance was attached to inclusion of local issues in curricula, partidpants 

also perceived a need to discuss these issues in a global context, and to 

include global examples. 

Participants believed that environmental education shouid enable 

students to become broadly knowledgeable and aware of the environment, 

to understand the fragility of the environment, to care for it, and to resped 

i t  Some of them also claimed that education should make a difference in 

the lives of students. A few were more specific: the environmentally 

educated student would be a responsible steward or "almostn an activist. 

However, while they felt that students' actions may be transformed by their 

educational experiences, they all felt that the final decision must be left with 

the children. These children should be prepared to make informed 

decisions, but that they had to decide for themselves if an action was 

appropriate. These remarks were particularly interesting as they challenged 

issues central to discussions about environmental education. Should, for 

example, environmental action be the aim of education or its logical 

consequence7 

These comments suggest two considerations for curriculum planners. 

First, partidpants in this study describe environmental education priorities. 

At the outset, they identify acquisition of knowledge, study of issues, and 

pviaion of en\rironmental experiences as key items for consideration in 

futurr envimnmental eduratim initiatives. The importance that was 

attached to thew items was reinforced throughout the interview. Perhaps, 

therrforr, they should be seriously considered in future curriculum 

pb&lgi Seami, these collective responses do appear to be mindful of the 

ucati- needs of the students. There does not appear to be a confusion 



between general and educational needs; the priorities do not appear to be at 

any significant odds with the concept of education. Further, in providing 

justification for the inclusion of experience, a number of participants 

appealed to knowledge, understanding, and the criterion of breadth in 

education. These ideas which thzy appealed to seem to have a fairly obvious 

mnnedion with the idea of education. The observations reported here do 

not support the view t h ;  teachers, administrators, and parents should be 

exduded from the cumculum planning process. 

Interestingly, the priorities identified seem more closely related to the 

educational enterprise than the behaviourist aims, described in the third 

chapter, and which are currently popular in environmental education. 

Here, individuals were more interested in knowledge, undderstanding and 

the ability to discuss issues and make informed decisions than in achieving 

aims external to education Thus, their ability to think about 

environmental education compares favourably when considered alongside 

literature in environmental education. 

Environmental education, like education from which it is properly 

derived, is a normative concept which will require on-going clari f ica tion, 

interpretation and defence. Practitioners and parents are contributors to 

these social norms and have perspectives which will have an impact on 

sdrooiing. Further, the participants' comments about environmental 

edzlsation do not seem to suggest any reasow for not inviting those persons 

b participate in dkwwiom about fundamental conceptualizations. There is 

also some evidence to su%gest that these participants can contribute to 

disntssions about the conceptualization of environmental education and 

identification of educafjOnal needs. Contrary to the w m t  fears of critics of 



neceds assessment techniques, the comments reported here were generally of 

a type appropriate to educational dixourse. 

Bread* 

Participants' commmts about ecology and history were instructive; 

thy w m  unequivocal in affirming the importame of these areas. 

lntaeMing questions did arise, however, about how these subjects were to be 

conceived, where boundaries around them should be drawn, and how far 

individual teahen should probe difficult themes. 

Conceptualizations of ecology did not appear uncontentious. 

Partidpants' comments point to a breadth of interpretatition ranging from 

pure science fO a field of study with responsibility for critiquing society. 

Litmature presented in the seventh chapter reflects similar breadth. In the 

seventh chapter I a h  discuss educational considerations in the light of 

participant views and the literature cited. The possibilities outlined in 

chapter seven can sene as a compass of sorts to point the cumculum 

planner or teacher. However, while this dimusion is informed by q a r d  

for logical concerns, the appropriate scope for ecology instruction cannot be 

defined by this methud alone- Some important curriculum questions are 

not resolvable by a detached appeal to logical techruqurrs. Final decisions 

about what is induded in ecdogy curricula, and how broadly conceived this 

fiehi shoulid be, will also be informed by the practical wisdom of 

practitioners and paspnts in the final analysis8 they will be r e c p k d  to 

respond to the social readiness of the community, judge the peparedness of 

s;tudentstoengqpindrallerrgingandmorpbro;diybasedcrarceptiotrrof 

ecobgy~aruievaluakthcappropriateness8deffectivene~~of 

content These dynamic variables will Mwnce shifting cmceptions of 



ecology as a field of studyt and these conceptions will need to be assessed cm 

an ongoing basis. Participants in this study indicated that they are prepawd 

to discuss ecology and contemplate the scope for this field to accommodate 

important educational questions. Practitioners and pamnts must be allowed 

to experiment with these possibilities; their experience with students and 

knowledge of their cormunity can assist in defining and evaluating the 

possibilities. 

Like ecology, conceptualizations of history also varied. Many 

participants agreed about the importance of studying historical background 

for an understanding of contemporary issues. There were also some who 

felt that history could contribute to understanding of evolving conceptions 

of nature and human attitudes toward the non-human environment. 

However, participants agreed less about the function that history should 

play in d M i  important, yet controversial, topics such as the role of 

Judeo-Christian traditions in shaping environments I values. While some 

favoured his  approach, others worried about how provocative schools 

should be in challmgkg fundamental beliefs. Those concnns reflect two 

potential dangers. First, citizenst if pushed too far, might respond more 

emotionally and iess rationally. This point was illustrated by one participant 

who mrted with hostility to the possibility of critiquing Juddhr i s t i an  

traditiorrs. Second, as another participant said, these more difficult tasks 

fould k managed well by exceptional teachers, but should not be attempted 

by those Likely to do k 'Ibis individual preferred to delete tk most 

difftcult fopics believing that they would be better kft alone than taught 

p d y ;  supmcll hmwlalge could be darrgerr,~~. In both cases practical 

limits to the xape for history instruction are described. Further, it was 



suggated that disrqpding them muld be educationally counterproductive. 

Again, participants' comments expose potential weaknesses in ~ X C ~ U S ~ V ~  

reliance on detached rational cumculurn planning. 

The importance of critical social exarhination through history was 

discussed in the seventh chapter and its importance is not contested by the 

above remark However, the scope for selecting content and issues suitable 

for ir~clusion Is. The educative value and efficacy of inwucing difficult 

and controversial topics will be influend by the readiness of the 

community to engage in them and teachers' ability to deal with them. 

Sensitivity to these contextual factors can assist curriculum planners in 

developing effective curricula which are consistent with broader educational 

aims. Further, as interpretations of t k  scope for history instruction vary, 

planning should provide allowances for teachers to probe practical 

limitations and experiment with issues and topics of high educational 

potential. Thus individual teachers of excepticd ability can exceI, 

participate in defining their subject area, and foster constructive innovation. 

Aasodated with comments about gology and history were 

discussions about the multidisciplinary nature of environmental issues, or 

the recopition that issues often involve questions of more than one type. 

For -pie, while a question may be fundamentally ethical, it may also be 

informed by history, ecology, d aesthetic consideratiorts. There was aha 

-tion that traditional structures w not always adequate to deal with 

qyW.hs of such breadth However, participants ppoged three possible 

to dI&te these difficultits field camp oqpnhd around a 

Lhmw, could serve as a forum for invcsti&athg cornpiex topics; t e a c h  

born differen! subjects EoUld do more collaborative and, subject 



areas could be broadened somewhat to include discussion of multi-faceted 

topics. Further, when asked to talk about the format that implementation of 

environmental education might take, the general preference was for an 

integrative approach By this, participants meant that environmental 

content should be increasingly included within existing curricular structures 

and subject mas. Some scope for new cours~s, and alternative ~ c m e ~ t e n  

was allowed for in thew diswsion, but these were secondary conditions for 

most participants. The important point to glean from these suggestions is 

that they appear to have practia1 merit, while at the same time, they 

support educational paqcxws. 

Ono reason given for not teaching the more philwphical aspects af 

history was doubt that students would have the requisite background. 

%milady, participants pointed out that teaching advanced topics in ecology 

is dependent upon the accumulation of background knowledge. Together 

these comments point to the lwcessity of longitudinal planning in subject 

m. Curricula from kindergarten through grade twelve must be coherent 

and incremental. Though a logically straight forward point, these 

provide some evidence which suggests that the coilabomtive 

phmhg requbd m y  not have been sufficient to date. This is consistent 

with eartier coaunents about collaborative planning between subject areas, 

and s h d d  enewnag~ curriculum to take a more coordinated 

appnrachtotheirtaslc 

While ptk$panb qped that the study of ethia is important, there 

wzslesarqpammtabattwhatitis. ArcordingtoM)rnQ,dhirsisht 

stanfards,oramwal~,andttanavmi~modeisof 



k?hgviour, Fur others, efhiu concerns theoretical discussian about 

frameworks f a  evaluating issues, and principles for applying such 

framrworks in particular instances. Any initiative in this area must 

consider these diffwPncesI d new curricula must be complemented by 

efforts b clarify c o c ~ ~ p t u a l ~ t i o m i  of ethics. Discwuing curriculum 

implicotiora for the study of ehcs will be difficult, if not impabsit,Ie, whem 

people do not come to sane annmon undentuding of the term and its 

rrla-gs to s c h m l i q  and education. Failure to identify conceptual 

difficulties, or to ignore them, can d t  in viohted acpectations, canfusion, 

and alienation, all of which would undermine the efficacy of curriculum 

irriutives. Implications for planning are twofold. First, identification d 

arch difficulties is an empirical matter which requires examination of beliefs 

held by various stakehddm in the study context. Second, having identified 

conceptual dim- such as those reprted in this study, curriculum 

phmem can call upon philawphiad techniques to assist parficipants in 

making dbtinctions between contesting canceptions such that light can be 

shed on appropriate educational r e s p 1 ~ ~ ~ .  For example, teaching some 

anwpths of'eWcsa would appear to &le training and socialization, 

while teachg an alternative corrrption of 'ethics' wwld  appear to be 

more educative. While rtreFe is some merit to each of these schooling 

actfvitks, it is important that they are understood for what they are. There 

will k thedare, fases where philosophkal techniques for concept 

daaification and awrtert evaluations can be mutualiy supportive research 

In light of d i i i o r r s  in this ctaapter about the impotarrce of 

envill~nmental isma, tdrrance in delineating traditional subjects and 



selecting content to support them, and ethics, a number af themes converge, 

First, tkre has been a persistent observation thal environmental issues are 

frequently rnulti-disciplirury in nature. No single subject area coven 

sufficient breadth to fully eramine many such topics. Second, fundamental 

to studying issues anr questions concerned with environmental ettucs. 

However# the formal study of &hi=, in the philo~ophical mem3e as described 

in the fourth chapter, is mt a curricular entity in mabt contemporary 

xWs; there is mt a subject called ethics and no designated p k e  for 

environmental ethics- This is not necessarily a problem. Dkwsions 

corroerning envifonmenw ethics can take place at appropriate times during 

instruction in various subjects as the topics arise, providing that teachers 

have adequate resources and ability to lead these discussions. Third, 

participants in this study saw that the organization of boundaries dividing 

tr;editional subject areas could be flexible. By interpreting, adapting, and 

broadening their roles as subject specialists, investigation of environmental 

issues L d d  be accommcdated and ethical questions examined. 

Allowing for these accommodations will make certain demands upon 

teachers which should be considered during the development of mcurce 

materiab and pfanning of professional development. In many, if not must, 

cases these broad discussions will take teachers outside their areas of 

scpertiae; the ecdogy teacher, for example, does not normally have an 

extensive history badrground. Further, most teachers have little or no 

formal haining in ethics, a d  much environmental discussion and 

literature is new, Means will thus be needed to disseminate infomation 

and engage teadvn in contemporary debate about environmental ethics. 





curriculum reasoning. There has, however, been an additional benefit. 

Sensitivity to concerns and observations arising from the irnplementati~,~ 

context can alert curriculum planners to conditions which will enhance the 

efficacy of their work, identify preferences to questions which are practical in 

nature, and alert planners to circumstances likely to be educationally 

counterproductive. 

Summary 

Insights gleaned from participants' comments and arguments 

presented in the first four chapters point to a need to enable students to 

think about environmental issues. This task will require enabling students 

to become broadly knowledgeable. This much appears to be clear. These 

mmments do, however, give rise to questions about what kinds of 

knowledge and understanding are essential to thinking about 

environmental issues, or 'thinking environmentally." 

In the fourth chapter a framework for environmental education was 

presented which outlined elements essential to the task of thinking 

environmentally. I argued that while ecology, history, aesthetic experiences, 

and ethics can be orp;anized as b d  subject areasf their disciplinary essences 

represent four distindly different ways of knowing about the environment. 

w, I argued, should be core elements in curricula which respond to the 

needs of envirr,nmental education. When asked to talk about the 

importame of each d these four ways of knowing participants were broadly 

in agmment with all of them. This commitment in principle to these ideas 

suppurts the po&bility that this alternative framework can redirect 

thinking within environmental education. 



Hmver ,  participants also identified a number of points that will 

require consideration during any serious attempt to implement such a shift 

in emphasis. First, while participants all believed that study of ethics is 

important, conceptions about what 'ethics" is varied. Some work will be 

required to distinguish between these competing conceptions prior to 

effective implementation of curricula. Further, ethics has no distinct home, 

or subject designation, in the organization of the Yukon curriculum. Means 

will be needed to enable students to study ethics within the organizational 

frameworks of existing subject areas. Second, participants all agreed that 

ecology and history are important ateas for study. The tolerance for 

broadening the curricular organization of ecology was discussed and the 

sensitivity required when choosing content for historical study was 

described. Ongo'i  clarification of these concepts and evaluation of the 

content best able to support them will be required. Curriculum planners 

and practitioners (they may be one and the same) must continue to ensure 

darity of meaning by wspcmding to questions like: What is ethics? What 

should the study of history be taken to be? What is ecology and what might 

be appropriately included within the organizational structure of ecology 

curricula? 

In conclusion, I believe that the alternative framework for thinking 

about envirwurtental education presented in the fourth chapter can provide 

a vehicle for posing and investigating many questions of vital imp-ce to 

the 6dd of environmental education It responds to questions about what 

students must know and understarad if they are to be enabled to transcend 

theit present a d  particubr cirrrumstar#g and become morally 

i~~tonoaw,m U1timateiy these questions d i d  us to be more concerned 



with our epistemological responsibilities. Enabling students to understand 

ecology, environmental history, environmental ethics and to achieve 

further understanding through aesthetic experiences can provide a basis 

from which their experiences can be transformed. Participants of this study 

generally a p e d  ihat these ways of knowing must be taught. However, 

inspedion of their comments suggests that much work is yet to be done to 

refine our undersfanding of how curriculum planning can facilitate the 

development of these ways of thinking. To my mind these problems are 

worthy of much greater emphasis in environmental education. 

Implications For Curriculum Theory 

This study has attempted to establish two points important for 

cuniculum planning. Fust, curricula must be logically pemuasive and 

central concepts must be clear. The importance of this point was illustrated 

by my critique of current conceptions of environmental education which 

was presented in the third chapter. I found that the conceptions put forward 

in the environmental education literature are flawed: Important questions 

h t  education were simply not addressed. Further, conceptual scrwtiny of 

envimnmental education is long overdue and will be required for sensible 

curricuhrm planning in this field. Second, effective curriculum planning 

will rrquirr prrticipahn by the various stakeholders to be affected by new 

initiatives. Homva. CUffiCUlum planning decisions derived from soda1 

awmmte& have been aiticized, Some wony that such assesemetnb are 

threaterred by an inabitity to dbtinpish general from educational mds. 

ad that implanmtation concerns can compromise educational 



q i m h  While many important objedioru are aised, it b not certain 

that t h e s  arguments are cortclusive. There is a danger that such rritia may 

adopt an extreme position and fail to recognize the knowldge and 

understanding that the various stakeholders can bring to curriculum 

planning; Partidpants' comments were discussed in light of these concerns. 

W h e ~  asked to talk h u t  environtnental education, these 

participants indicated their priorities for this field of study. In so doing, they 

appeared mindful of the needs of their students. There did not 

appear to be COnfUbion between general and educational needs; nor did 

participants' priorities appear at significant odds with the co~tcept of 

education I have outlined. Further, the understanding of environmental 

education provided by these participants appeated to be more consistent 

with that concept of education than that which is usually found in the 

literature- Their thinlcing about environmental education certainly 

compared favourably when amsided against the established experts 

within this field. Based on these okmatiom, there is no reason to believe 

lhst partidpants in this shdy caMd participate in the conceptualization of 

environmental education, 

h this study, participants shed light on social readiness to engage in 

w h  topics- They abo spoke about difficulties associated with violating 

emotbml srpectam and exceeding teachem' capabiities, and they 

pcdirsd that ben&ivity to these difficulties would be educationally 

Countetproductive S i y ,  these participants pnwided practiral 

suggestforrs about hmv eduEators might accrmundate the study of complex 

Ssaues d the sort found in emrironmental education. They also alerted 

pdlentlalplannenrtothoneedformmecoherencebetweensubjectsateach 
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p d e  level and within subjects across the range of grades. Acknowledging 

context derived issues and concerns need not diminish the educational 

ideal, but considering them while planning curricula can enable better 

selection of routes to achieve this end. As such, they play an important role 

in evaluating curricular possibilities. 

I do not make these points in an attempt to establish the existence of 

two separate approaches to curriculum planning. Rather, I have intended to 

illustrate requirements of a more unified approach to curriculum planning. 

I contend that curriculum planners who are wary about empirical 

assessments of the beliefs and concerns of those affected by curriculum 

planning derisions need to Fecognize the stubbornness of reality. Solsible 

curriculum planning cannot take place without understanding of, and - 

sensitivity., to the context for implementation of new curricula. Once this is 

mxpked, gains can be made towards sensible curriculum planning when 

practitioners, parents, and others who live in the context of this reality are 

seen by nuridurn planners as critical colleagues with an important 

perception of this reality, rather than as mere consumen. 

On the o h  hand, we should expect that these colleagues will 

pmvide incdingly clear conceptions of the various aspects of their work, 

and better justification of their choices. In short, they should continue to ask 

and answer important curriculum westions, and they must be encouraged 

to do so with over iKRasing acumen. Like students who must think clearly 

and aiticaiiy m order to have an intelligent grasp of environmental matters, 

dl patkipants in curriculum planning must alm think dearly and critically 

in d e r  to have an intelligent p p  of educational matters. Further, they 

M a -  . . 
to do ao. Educational philosophers can assist these 



wkgues and contribute a g a t  deal to the work of partidpatory and action 

oriented approaches to cumcu1urn planning. This will be achieved when 

they agree to relinquish some of their authority, both intellectual and 

political, in exchange for a role in helping to frame curriculum questions 

and discuss the findiqp. 
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APPENDIX A 

INI*ERVKW C W E  WITH ANALYSlS 

I What Kind Of Data? 1 Q l f e  ( What Use? I 



In light of the above, enable 
mawdwr to resect further 
O n t h e l P o a n r f o a n i d W  
b?mework 



I What Kind Of Data? 1 Qudm I What Use? 1 

Descriptive data pertaining 
to partidpants' rPaeti<ms, the 
importance of teaching 
thrrmgh the use of fietd, or 
a w d e d ~  
"pori- 

Descriptive Uata indicating 
soane fidd Mp piialtics m 
the Yukon. 

In light of the above, enable 
rewaxher to reflect further 
on the soundn- of oonccptual 
fknework. 

Aid in the identification of 
pedagogkd etructurcand 
oontalt ehen ts  for 
auricolam development. 

Alert resealrher to contextual 
sensitivities and - wiw3 
carsfdmtkm tn the 
development of curricula 

21 light of the b e ,  enable 
researcher to reflect further 
onthcaoundncssdamceptual 
f r a m e w e  

Aid in the identification of 
pedagogical sbucture and 
cartent *enb for 
cunkulum dmehrpmmt. 



I What Kind Of Dab? 1 questions 1 What Use? I 

DcsaipLtve data indicating 
pabpghl and oontemt 
prtorftiea of the portidp;mb 
 pertain tottodring 
about anrtrrmmental history. 

Alert researcher to contextual 
sensitivities and 
jmdspdt ions requiring 
cclarsidetation in the 
devesOpment of cumcula 

In light of the above, d l e  
d e r  to refiect further 
onthemundnesofamceptual 
framework 

Aid in the Montification of 
pediteoglcal structure and 
amtent dements for 
m d c v c f o p m e n t  
AIM d e r  to contattual 
slnsitivitks and 
--*g 
d d o n  in the 
develqment of curricula 

In light of the above, e d e  
researdtar to reflect further 
on the s o a h  of amcephal 
framework 

Aid in the identification of 
pedagogical structure and 
amtart elemarts for 
~ ~ t u m d e v e l o p m e n t  

Aid in * e t Y  
O f c x m ~ f r a m e W o d L  



I What Kind Of Data? I owdkms 1 What Use? 1 

The pl.cvious q u d o n a  asked participants to react to themes and concepts and thus assisted 
the reseadm in devebghg a understanding of the study context. Qucstkms 10 - 21, marc 
specific than the last, require participants to react to specific activities Descriptions of 
these activities served as a stimulus for further discussion about meepHons of environmental 
education and appropriate indusions, and jxxlagogical preaisposiHons and priorities. Such 
information will a d s t  the nxmrckr to ~ r t h e t  undmand the context in which potentiat 
avrlcahun frurovatbns might be situated. 

oesaiptive data identifying 11. Ikc q e c h  in thh . . pm%pwmsof ~ o a r l d k m b s ~  
~ t s f o r u s e o f Y t l J s o n  Analtarcotmufbodrhainof 
spcific amtent to ilhtstnte fapDltaur to Y.wkuum dgkt 
cmdDgjal- * p w = f a - ,  a 

Y*speriaPMi-dtry 
pwiddmi r r i l rwa  
---by 
--by- 
falaarr) T d = w f d i r s r  
-*-4 
W Y h r p a c r j f k  
~ i r r i O ~ & a r  
&is. 





Lwhat Kind Of Data? 1 QU* / What Use? I 

-ve data illustrating 
the partidpants' 
prrdispasitbs toward 
engaging students in 
phIlOBophica1 analysis using 
histocy as a medium. 

Descriptive data illustrating 
pffdhspositions toward 
engaging m the examination 
of soEictal values 

Descriptive data illustrating 
the nature and degm of 
anderstanding of the 
phirosophic process in the 
study amtext. 

Dcsafpttye data illustrating 
pedasosical P=f====h& 
by the participants for 
m g  h t  societa3 
values. 

Alert remmher to contextual 
sensitfvities and 
prediqmdtions requiring 
consideration in the 
drvelopment of curricula, 

Understanding the nature and 
dcrgrr+ d understanding of the 
phil<lsophie processes in the 
study cumtext will enable the 
researcher to idcnHfy 
approaches which will 

a~trmrerrts about the histotjcal +ire amsidmHon in the 
amtat that skorrld be development 04 curricula 
amsideredforan 
c;rmbrmnrefftalehucat.bon The above will also mabk 
#rriaJuminikeYnb? the researcher to reflective 

further on the educative 
nature and worth of these 
philosqdbic aonccpte. 

AM in the identification of 
pedagogical structure and 
corrtcnt items for cunlculum 
development. 



I What Kind Of Data? 1 a- I What Use? I 

Dcsctlptivc data illustrating 
tbe participants' 
predlapasltkms toward 
ctlgeging SRtdents in 
philosoptrical analysis using 
vduea of traditional Y a k  
ctllturesasamodfum. 

Daralptive data iUusbating 
amtent prehems held by 
the partkipants with regard 
to the indudon of traditional 
Y ~ c l d t u r p a  

Ildsptlcstionisdifferentfnmr 
the prnriotrs few in that it 
dnraibts a datftrely 
trdMonal teaching 
activity. As it in t b  way 

The abwe will also enable 
dkelrscarrfcertodect 
furtbcr on the educative 
natrveandworth04these 
philosophk concepts. 

AM h the identification of 
custentitemsfwcttrriculum 
development. 

Aid in the identification of 
pedagogical structure and 
ccrntart items i w d c u l u m  
development in the Yakon. 



ImplanentatSar-~cl-22-29. Tht:dev-t dcurriculaisaprrcunsarto 
b@mmWha Sachcfianga-bringsoorrcermr, Assesdimmtdthcnatureof~ 
wiH auMc the msurcha to judge whether they are of a type that should affect curriculum 
dadisioa, and to w M  atenk Fa example, these amcorns may point to a p m t b a l  tcmstnints 
WbiCbacmrinrDrmr-migtrt- 









APPENDIX B 

DEFINfTlONS OF CODES 

Sdsoats/Are doing 
SCA 

Statements indicating what meaning the 
word 'environment' has for the partidpants. 

Statements indicating what the partkipants 
perceive the Yukon schools are ddng to + to a Mng cmcem for the 
environment. 

Stateinemts indicating what the participants 
perceive the Yukon sckmh should be ddng to 
respond to a rising concern for the 
environment. 

Statements indicating what content items the 
participants bei i ie  Yukon s c W  should be 
teaching in respowe to a rising concan for the 
environmmt W h t  Yukon students should 
learn about. 

Statements indicating how the partidpants 
feel that environmental ducation should be 
aganizd for  tcadring in Yukm &sol This 
is to be intrproted broadly and participants 
may speak about structural organization in 
the cuniruhm apadagogicgl carcarr;a 

!khob/Shotlld beBoing/Larrring onfcar# Statements indicating what the participants 
SCSuJ believe the find konring outcomes for 

arvhwunental edocaticm to be. I t s  aim. 

Statements indicating the perceived 
importance of t 4 n g  about the 
relationships khwm organisms and their 
envirwnmcnt, intetrcSltionshjps, 
intadqnndmccs ktwemarganisnsLa 
-'ow, 



Statements indicating beliefs about ?he 
importance uf building Yukon specific content 
into materials for teaching e~ology~ 

Examples of Yukon specific content that could 
be used to iUusbrak e d o g i d  cmcepts. 
These may be p m i c  examples 
(water/rivers) or specific (sheep on Sheep 
Mountain). 

Statements clhcmshg preferences and 
dispodtions toward the art and practice of 
teaching as it Wns to d o g y .  

Statements indicating the perceived 
importance of direct upcrfenoes in the 
environment 'iha# may k expmmd in the 
fcmofschdyardactivities<afiekItrips 
away from the sdwd setting. 

Statements climmahg pffferPnces and 
dispositions towad the art and practice of 
teaching as it pertains to prwiding direct 
aperiencra 

Examples of Y u h  spedfic amtent that could 
be used to as a basis fix plwirting field 
experience!% Th~nraybegonericewmple•’i 
(water/rivers) or specifk (sheep on Sheep 
Moanbin). 

Statements indicating the perceived 
importance of teaching abortt 
envinmmentally dated he9 

Statements suggesting what content might be 
used to teach about enviroPunentgtly related 
issaes. 



~ e s / R o l e  of enviNmmen&l ethics 
ISSE 

fw.we8 AetionIYuium content 
ISSACY 

Aesthetics/ Importawe 
AEI 

Aesthetb/ccmtent 
AEC 

Statements indluting the degree a d  nature 
of undastanding of the concept 
wenvironmental did, perceptions of the 
imporLance of teaching about mvirmmental 
ethics, and the role of environmental ethics in 
enabling stud& to understand and evaluate 
value faden issuea 

Statements indicating the perrreked 
Importance of 
a l l o w i n g / ~ g / l ~ q u i r i n g  studmts to 
f o i h  t h g h  cm their studies to the actual 
step of taking stme actiar on an 
env9rorrment.l W e .  

Examples of Yukon sQe6fic issues which 
might be suitable kYulson shrdmts to 
investigate with the podbility of student 
actkm. These may be generic examples 
(pkcer mining) or specific (Cumgh Resourem 
mine). 

Statements suggesting the perceived 
importance of teaching about beauty, the 
evaluation of beauty in one's sumndlngs, 
and the concept of 'aeethetks" in the 
environmental amtext 

Statements dSscusslng pIPf- and 
dispositions toward the art and practice of 
teaching about beauty, the evaluation of 
beauty in one's sunoundings, and the concept 
of %st- in the onvJronmenta1 context. 

Statements suggesting what content might be 
used to teach about beauty in one's 
surroundinp, a d  the cancept of "aesthetics" 
in the environmmtal context. 

Statements suggesting the pcrc4ived 
importance of teaching about the history of 
envinmmental probtems, andlor the 
historical examination 04 sdetal values 

Statements suggesting what m t e n f  might be 
rusedtoQeadrilbouttbehistoryof 
environmentd pmbkms, and/or thc 
historical exam'ition of societal values, 



Detailed shtdy/lmportanee 
D S I  

Stateinents d b a d n g  pderences and 
dispositions toward the art and practice crf 
teaching about the history of e n d m e n t a l  
problems, and/or the historical examination 
of societal values 

Statements suggesting the perceived 
import~ofpmvkiing 
historicallphilo~ophical perspectives as a 
means of teaching about and examining the 
values of our sodety. 

Statements c icuwg the perceived 
importance oC topics other than to 
which partidpants were requested to 

r e s ~ o n d  

Stateinents suggesting the perceived 
importanaobstudySngsome aeterted aspects 
of the envhmmmt m ccmiderde detail. 

Statements suggesting what content, or 
aspects of the envinmment, might be suitable 
to pursue in COlOSMde detail. 

Statements discgesing pfemxes and 
dispositions toward the art and ptactice of 
teaebing about some de&d a p c b  oC the 
emit.onment in cmdedde deWL 

Statements &&eating the prwhpmMons 
and prderences of the participants about the 
m e .  of presenting envimnmartal education 
as a separate subject vs. the integration of it 
fnto&gnuricllh. 



Implementation/Student feedback 
ISF 

Statements concerning the d e  for, and 
importance of, local resource persons in the 
devdopment and imphentation of 
environmental education curricula. 

Statements indicating perceptions of the role 
for student feedback and its importance in the 
development of envirpnmental education 
curriiula, 

Implementation/ Special interest groups Statements indicating ptroeptlw of con- 
IIG fa attempts made by special interest groups 

to (mIs)use mvironrnmtai tdtlcation to 
promote their own viewa 

Impben tation/ Other 
I 0  

Final statements which enable partidpants 
to stress any pdnt concerning the 
implementation of mvimmmtal education 
which they feel Is particularly Important, or 
that has been o v e t t a .  



APPENDIX C 

DEMOGRAPHIC DATA 

Years 
Living 
in 
Whse, 

Years 
Living 
Rural 

Years Years Schmi. School. 
Teacher Teacher Admin. Admin. 
in Total Yulum Totat 
Yukar 

Average 

Urban T& 1 
UrbmrTeaCher 2 
U r b ~  Teacher 3 

Average 

Urban Parent 1 
Urban Parent 2 
U b P a r e n t  3 

Average 

Average 

Average 


