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LIST OF DEFINITIONS

Anthropocentrism- the tendency for human beings to regard themselves as the central and most
significant entities in the universe, or the assessment of reality through a human-centered
perspective (Cao, 2015).

Climate Change- a change in the state of the climate that can be identified (e.g., using statistical
tests) by changes in the mean and/or the variability of its properties, and that persist for an
extended period, typically decades or longer (IPCC, 2021).

Climate Change Education (CCE)- education that aims to address and develop effective
responses to climate change.

Cosmology- a story of the universe and the place of the Earth and human beings in the universe
at large (Best & Kellner, 2001, p. 134).

Development- growth of the economy along a path towards high mass consumption.

Environment- we commonly restrict environmental issues to a widely accepted set of concerns
about human health and activity, ecology, and natural resources, the “environment” can mean
literally everything there is (Harvey, 1996).

Environmental Education (EE)- a process that allows individuals to explore environmental
issues, engage in problem-solving, and take action to improve the environment (EPA, 2020).

Ecocentrism- a nature-centered, as opposed to human-centered (i.e., anthropocentric), a system
of values (Cao, 2015).

Ecopedagogy- is a critical theory that critiques environmental education for inaccurately
presenting the relationship of social, economic, and environmental oppressions.

Environmental Violence- includes (a) the violence between people(s) over natural resources; (b)
environmental policies that can be violent against people; (c) the secondary violence from the
natural world as a result of human degradation of the earth, and (d) direct damage to the
environment by humans

Environmental Justice- fair treatment and meaningful involvement of all people regardless of
race, color, national origin, or income with respect to the development, implementation, and
enforcement of environmental laws, regulations, and policies.

Environmental Literacy- understanding, skills, and motivation to make responsible decisions that
consider his or her relationships to natural systems, communities, and future generation.
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Ecoliteracy- understanding of the principles of the organization of ecosystems and the
application of those principles for creating sustainable human communities and societies (Capra,
1997).

Ecological Literacy-the ability to understand the natural systems that make life on earth possible.
It involves making informed decisions about the complex relationships involved in these
systems.

Environmental Citizenship- the idea that we all should take responsibility for how we interact
with the environment.

Epistemology- the study of the nature, origin, and limits of human knowledge.

Global Citizenship- the idea that one's identity transcends geography or political borders and that
one’s responsibilities or rights are derived from membership in a broader class: "humanity"

Global World Economy- The international spread of capitalism, especially in recent decades,
across national boundaries and with minimal restriction to governments.

Hegemony- leadership or dominance, especially by one country or social group over others.

Planetary Citizenship- a group of principles, values, attitudes, and habits that reveal a new
perception of the Earth as a single community (Gadotti, 2008, p. 23).

Modernization- a model of a progressive transition from a "pre-modern' or 'traditional' to a
'modern' society

Neoliberalism- a political approach that favors free-market capitalism, deregulation, and
reduction in government spending.

Sustainability- avoidance of the depletion of natural resources in order to maintain an ecological
balance.

Sustainable Development- development that meets the needs of the present without
compromising the ability of future generations to meet their own needs (Cao, 201
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ABSTRACT

The world is in the age of the Anthropocene, where humans are impacting the
environment to disastrous effects. The capitalist economy, promoting neoliberal policies of mass
consumption, has exacerbated the world's environmental deterioration and social inequity. The
rights and responsibilities people hold have been rapidly changing with the fourth industrial
revolution. Globalization and Information and Communications Technology (ICT) have further
expanded notions of citizenship. While there have been numerous attempts to bring the
environment into schools, it has not emphasized what this crisis deserves. Ecopedagogy, as a
critical theory, explicitly examines the interplay between environmental and social problems and
challenges students to be planetary citizens who acknowledge the value in all humans and non-
human things. This thesis examines the extent to which ecopedagogy is taught in the
construction of citizenship through an analysis of high school social studies standards in the
United States. To answer this question, a qualitative content analysis was conducted to identify
the prevalence of ecopedagogies in social studies standards. The findings indicate states are
teaching some aspects of ecopedagogy but not to the significance necessary to address the

environmental challenges facing the world or to develop planetary citizens.
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CHAPTER ONE
INTRODUCTION

It is strikingly apparent that the world is facing massive challenges on several social and
environmental fronts and requires transformation. Wealth inequalities, racial injustices,
ecological exploitation, unstable governments, food insecurity, gun violence, and COVID-19
compose just some of the realities of life on planet earth today. So common is this violence and
tragedy that solutions to these problems can feel insurmountable and leave people in a state of
hopelessness. Indeed, unless these issues are experienced first-hand, people can be indifferent to
many of these problems.

We live in the age of the Anthropocene, where humans contribute to environmental
destruction and advance climate change. This has been well documented and encompasses nearly
every area of life (Albert, 2020). Regarding environmental challenges, there has been an increase
in the intensity of severe weather and weather-related disasters, plant and animal extinction,
rising ocean levels, and air and water pollution, among others within the last few years (IPBES,
2019; IPCC, 2021). As a result, humans face health and security issues in their present lives due
to these changes, such as ingesting unsafe drinking water, flooding, an increasing number of
climate refugees, wildfires, smog, chemical ingestion, and many other challenges (IPCC, 2021).
As inhabitants of the earth, all humans suffer from a deteriorating environment. However, the
burden is not evenly distributed to all people and ecosystems. In fact, the effects of environ-

mental exploitation are well linked to other forms of oppression (Hornborg, 2009; Wells, 201
1



One recent study found that the number of trees in a city neighborhood is connected to
people's wealth. Neighborhoods with more money have more trees and greenery within the city
(Leahy & Serkez, 2021). Environmental inequality extends to many areas outside the United
States as well. Countries in the Global North, especially the U.S., contribute to climate change
and greenhouse gas emissions, while countries in the Global South feel the effects to a greater
extent (Mendelsohn et al., 2006; Pardikar, 2020). More broadly, the Global South faces a
disproportionate burden of a deteriorating environment from extensive land use for resource
extraction and exportation to the Global North (Mendelsohn et al., 2006). Additionally, countries
in the Global South have debt tied to structural adjustment programs, hindering their ability to
combat climate change (Barca, 2014).

Almost all aspects of the environment have been taken control of by humans. People
construct canals, organisms are genetically modified, some livestock never venture outdoors
before they are slaughtered, water is privatized, and forests are knocked down in the name of
development (Escobar, 1992). This manipulation of nature for human use has devastating effects
on both the environment and humans (Crutzen, 2006; Lewis & Maslin, 2015; Schlottmann et al.,
2017). There has been an increase in concern for the environment due to the impact humans face
with a changing environment. However, this thinking has proved ineffective because humans are
generally only concerned when the environment affects them on a personal level. Additionally,
people have not significantly improved climate change, and mass consumption has continued to
persist worldwide (Escobar, 1995). Therefore, humans need to see their place within nature, not

above or outside of it. This requires not only behavioral change but attitudinal change as well.



While rising living standards and access to more material goods do not always have
disastrous results, the current path clearly displays the fragility of both humans and the
environment. Environmental disasters are starting to affect rich countries more than ever;
perhaps now, the urgency to reconstruct humans’ relationship with the environment will be more
pronounced (IPCC, 2021). Global solutions are required to solve these global challenges of
climate change and environmental exploitation. This requires the collaboration and commitment
of nations, international organizations, transnational corporations (TNCs), communities, and
individuals. However, in order to understand the role humans have on the environment, one must
first acknowledge the rights and responsibilities to the environment. In other words, humans
need to reassess their role as citizens. Citizenship is most often taught in social studies classes in
the U.S.

Although different modes of education on the environment have been present over time,
none of them instilled the skills and values in students to solve environmental problems, due to
the fact that the environment remains a top concern for many nations and the world at large
today. Ecopedagogy takes the most critical lens to understand the way environmental and social
problems are interrelated. Ecopedagogy points to the necessity of self-reflecting and
deconstructing practices that perpetuate environmental inequalities. In this way, students gain
planetary consciousness to recognize the value of the environment in its own right outside of
humans. Ecopedagogy then works to transform society to recognize these fundamental principles
(Misiaszek & Torres, 2019; Misiaszek, 2020). Ecopedagogy, at its core, emphasizes the
interconnected nature of environmental and social ills; the two are inseparable aspects

(Misiaszek & Torres, 2019; Misiaszek, 2015; 2016; 2020). To address environmental problems



without examining the social impact is insufficiently addressing any ecological issue. In this
research, ecopedagogy will be used as a conceptual framework to provide structure for how
planetary citizenship and environment consciousness could be taught when teaching the
environment in social studies education.
Problem Statement

The present education system in the U.S. is perpetuating environmental problems through
a lack of emphasis on the role of the environment in citizenship construction. Therefore, students
in the U.S. often develop into citizens with an entitled sense of superiority over the environment.
This sense of entitlement allows individuals to prioritize monetary gains at the expense of other
people and the environment. This research seeks to understand what students are expected to
learn about their role and responsibility as citizens within the greater ecosystem and planet
through an analysis of state standards. While students may become environmentally conscious in
school, not enough people are taking action to change the present workings of systemic
exploitation. Therefore, this study seeks to analyze how the environment is presented and
prioritized in high school social studies standards in an attempt to document where ecopedagogy
is being implemented and where it is missing from the state standards. This data will offer
insight into what states and regions require students to understand, as well as question the
relationship between citizenship and the environment, and where further improvement can be
made in teaching ecopedagogies.

Purpose of Study
This research seeks to answer the following question: What is the prevalence of

ecopedagogies in the construction of citizenship in U.S. high school social studies standards?



Additional questions that will be addressed are: How does the United States construct planetary
and environmentally conscious citizens? What is the relationship between citizenship and the
environment in the social studies standards? What differences are there by state and region in
teaching ecopedagogy in the social studies standards?

This thesis will identify the tenants of ecopedagogy and examine how and to what extent
ecopedagogies are taught when learning about the environment as well as what roles humans
have as citizens in their relationship with the rest of the environment as stated within the social
studies standards. The United States does not have a single, uniform national curriculum for all
grades and subjects of social studies curriculum. Therefore, I have selected twelve state
standards to analyze. Three states were selected from each of the four major regions in the U.S.
to serve as a representative sample of the U.S. Typical classes that discuss the environment and
how humans interact as citizens with it most explicitly are social studies classes including, civics,
politics, government, geography, history, and economics. This study will determine areas where
ecopedagogy is present in state high school social studies standards. I have chosen the high
school level as this is the age in which students are starting to gain independence, take action on
their own, and will soon gain the additional rights and responsibilities when they reach adulthood
to participate in civic life.

Research on different forms of environmental education is ample and growing in
prominence; however, there is a need for more research on ecopedagogy and its place in the
social studies standards (Bromley et al., 2011). One related study documents how climate change
is presented within social studies and science standards (Katz et al., 2020). While this data helps

see the number of states that include different principles of environmental education and related



concepts, it lacks the in-depth analysis that this study offers in interpreting the language and
relationship between citizenship and the environment. Further, this related study does not look at
the implications of including or excluding environmental concepts in the subject areas (Katz et
al., 2020). Another study looked solely at the national framework for social studies to see where
the environment is included or excluded in different areas. This study offered suggestions on
where the standards could be expanded to include more environmental concepts and how the
teacher could apply environmental concepts to the present standards if not explicitly stated. This
study lacked depth as it did not examine individual state standards (NAEE, n.d.). State standards
are often based on the larger national framework; however, they are expanded on and adapted as
the state sees fit. State standards show how educators apply the national framework to state-level
standards.

Previous attempts to introduce environmental education in the classroom have not offered
the changes necessary to combat the present challenges facing the world today, as this continues
to be one of the world’s biggest issues. Ecopedagogy provides a more critical and expansive
version of environmental education that could provide students with a new understanding of the
world and their place within it. If ecopedagogy was present within the social studies standards,
the content standards would not be in question, but it may give insight into the disconnect
between environmental mindedness and human behavior. Ecopedagogy asks questions about
knowledge production and the interconnectedness of power dynamics in an environmental
context (Misiaszek, 2020). The tenants of ecopedagogy make social studies classes a highly

compatible place for the topics and skills of planetary citizenship to be investigated.



The thesis will first contain a background section discussing the intersection of social
studies and the environmental movement. The background then discusses schools and their
function in creating citizens. Next, key policies of environmental education are presented,
followed by social studies standards. Finally, a brief overview of common and green citizenship
theories is presented. The literature review discusses critical concepts of modernization,
development, and globalization that have led to the current state of the Anthropocene. This is
followed by the definition of ecopedagogy, its key tenants, benefits, and detriments. Next, the
application of ecopedagogy in schools is laid out. Following this, the research methodology, data
analysis, and findings are presented in the next chapter, along with my positionality and the
limitations to the study. This is followed by a discussion, recommendations for future research,
and conclusions.

Background

This background chapter will first discuss social studies education in the U.S. and its
connection with the environmental movement. It will also cover an overview of a changing
American perspective on the environment. This is followed by a brief overview of how schools
function today and their purpose in creating citizens in social studies classes. Next, the chapter
will discuss critical policies of environmental education. The following section will define social
studies education, standards, and citizenship education. Finally, a brief overview of common
citizenship and green citizenship theories will be presented.

The spark that brought forth the intersection of citizenship education and the modern
wave of the environmental movement was the book Silent Spring written by Rachel Carson in

1962 (Rome, 2013). The emphasis of this book dealt with the consequences of chemical usage,



with a particular focus on DDT, and its impact on humans and the environment (Carson, 2002).
The book highlighted concerns over the use of pesticides running off farm fields and being
ingested through food and further awoke the American public to these invisible dangers (Rome,
2013; Stoll, 2012; Waddell, 2000). Two other books, The Quiet Crisis, published in 1963 by
Steward Udall, the secretary of the interior under President Kennedy (Carter & Simmons, 2010),
and The Population Bomb by Paul Ehrlich, further drew attention to environmental problems
(Rome, 2013).

Following the publication of these materials, the United States passed several
environmental regulations and established agencies to work towards protecting and preserving
the environment. Among the more prominent include, The Wilderness Act of 1964, The Species
Conservation Act of 1966, The Wild and Scenic River Act of 1968, The Solid Waste Disposal
Act of 1965, and The Clean Air Act of 1965 (Carter & Simmons, 2010). This legislation
highlights the growing concern for humans’ relationship with the environment and recognition of
their negative impact. The 1970s were often called the “decade of the environment” due to the
increased awareness of environmental problems and the heightened initiative to solve them. The
era also brought forth an increase in environmental literature, educational centers, and programs
centered on the environment (Rome, 2013). Major legislative acts include the Clean Air Act of
1970, the National Environmental Policy Act of 1970 (NEPA), the Clean Water Act of 1972, and
the Endangered Species Act of 1973. In addition, the Environmental Protection Agency (EPA)
was established in 1970 (Rome, 2013). President Nixon also passed a series of environmental
measures; however, the progress of the environmental movement was nearly halted during

President Reagan’s administration (Carter & Simmons, 2010). In the years following, there have



been significantly fewer laws and acts passed concerning the environment. Maher (1988)
observes that knowing the present political system is essential to understanding environmental
concerns. To grasp the nations' environmental decisions, one must recognize the political units
and ties behind those actions, a concept central in ecopedagogy.

Another important aspect in furthering the modern environmental movement was the first
national teach-in on the environment in 1970, also known as the first Earth Day. At the time, the
U.S. was engulfed in protest and social movements concerning the Vietnam War, Civil Rights,
and the Women's movement (Rome, 2013). This activism contributed to the success of the teach-
in for the environment. This event, spearheaded by Senator Gaylord Nelson focused on student
participation and agency to learn and address local environmental problems. In the years
following, this day has been credited for sparking numerous environmental education programs
and increasing community participation of various groups (Rome, 2013). All of these movements
have influenced the American understanding of the environment and brought into question how
to learn about and live with the environment, in other words, how to be an environmental citizen.
Education for Citizenship

In the United States, schools are responsible for fostering the understanding and
development of citizenship. Societies continuously turn to schools as both a place of blame and
hope for the future. Schools are places of great expectation to solve social ills and nurture the
next generation to create a better future. Citizens place their youth in the hands of educators to
teach them how to live in society; therefore, schools have great responsibilities. One of the

earliest goals of education in the U.S. was to create future democratic citizens of the nation
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(Kober & Rentner, 2020; Stratton, 2016). Citizenship and civics education is most explicitly
implemented today through the social studies curriculum.

In the U.S., the amount of time spent in schools learning about the environment is often
not prioritized as the environment is not given its own course, and other subjects that align with
the state and national goals take precedence (Ratvich, 2016). The climate crisis is not valued.
The subject is not given the importance or time to help students gain significant knowledge on
environmental issues. Nor do schools teach that climate change is unevenly produced,
distributed, and tightly connected to other inequalities (Misiaszek, 2020). Education on the
environment is often not prioritized in the standards and curriculum, nor is it part of standardized
assessments which dictate how schools spend instructional time (Kopnina, 2020). Further,
teachers report not feeling knowledgeable enough to teach topics relating to the environment.
This leaves little room for funding or time for teachers to incorporate the environment into
lessons (Hursh et al., 2015). David Orr argues,

.. . education has long been a part of the problem, turning out graduates who were

clueless about the way the world works as a physical system or why that knowledge was

important to their lives and careers, while at the same time promoting knowledge of the
sort that has fueled the destruction of ecologies and undermined human prospects (Orr,

D. 2009, as cited in Misiaszek, 2020).

The typical school structure can make incorporating instruction on the environment difficult.
Students spend a lot of time inside, divided into separate rooms by age, in rows of desks, with
textbooks. Education on the environment typically involves learning directly from nature, is
experiential, and interdisciplinary (Carter & Simmons, 2010; Disinger et al., 1994; Hart, 2010;

Hursh et al., 2015; Omiyefa et al., 2015). Education on the environment comes in many forms

with different practices and objectives. The most prominent forms are: environmental education
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(EE)!, education for sustainability (EfS),? education for sustainable development (ESD),?
ecological education?, climate change education (CCE)’, outdoor education®, place-based
education (PBE)’, and ecopedagogy.®

Many of these educational models have been critiqued as unproductive to spark authentic
and lasting change (Dimick, 2014; Khan, 2008; Misiaszek, 2015; 2020; Sund & Pashby, 2020;
Whiting et al., 2018). This may be because education on the environment is typically not its own
subject, or it is usually only discussed in science classes. Most importantly, these forms of
education on the environment lack understanding of the root causes of environmental
exploitation - such as colonization, unsustainable economic systems, and policy agreements - and

instead focus on personal responsibility for solving ecological problems (Misiaszek, 2020).

1 Environmental Education (EE) is defined as “a process that allows individuals to explore environmental issues,
engage in problem-solving, and take action to improve the environment” (EPA, 2020).

2 Education for sustainability (EfS) is “a process which is all about changing people’s attitudes, providing access to

knowledge and developing skills, which combine to influence behavior” (Hawthorne & Alabaster 1999 as citied in
Meerah, Halim & Nadeson, 2010).

3 Education for sustainable development (ESD) “empowers learners of all ages with the knowledge, skills, values

and attitudes to address the interconnected global challenges we are facing, including climate change, environmental
degradation, loss of biodiversity, poverty and inequality” (UNESCO, 2021).

4 Ecological education “requires viewing human beings as one part of the natural world and human cultures as an
outgrowth of interactions between our species and particular places” (Smith & Williams, 1999).

5 Climate change education (CCE) is “education that aims to address and develop effective responses to climate
change” (Ho & Seow, 2017).

6 Outdoor education is viewed as “a teaching method that draws from both nature study and conservation education”
(Disinger 1985 as cited in Carter & Simmons, 2010).

7 Place-based education (PBE) attempts to make “the boundaries between schools and their environs more

permeable by directing at least part of a students’ school experiences to local phenomenon ranging from culture and
politics to environmental concerns and the economy” (Smith, 2007, p. 190).

8 Ecopedagogy examines the ongoing effects of oppressions stemming from modernization, development, and
globalization on the environment and people (Misiaszek & Torres, 2019).
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To genuinely work towards solving environmental problems, it is clear that the critical
perspective embraced within ecopedagogy offers a route for students to understand and take
action through education. It is essential to consider if and how ecopedagogy and concepts of the
environment are incorporated into existing standards in the U.S. More specifically, it is important
to consider how people view their role as citizens of a nation as well as local and planetary
citizens. The rights and responsibilities of people have been infused in citizenship construction
within the social studies standards. Therefore, this paper will examine the social studies
standards for the prevalence of ecopedagogy to gain a greater understanding of if students are
being taught about the environment and the connection to citizenship.
State of Schools Today

How one is taught about the environment, is how one learns to see the world. The present
social studies standards must be evaluated to understand how U.S. citizens are being instructed to
think about their relationship with the environment and what has led to the current state of
environmental destruction. Today, it has been well documented that U.S. schools have been
infiltrated with neoliberal policies and practices (Davies & Bansel, 2007; Giroux, 2014; Hursh,
2007; Ravitch, 2016). In the U.S., the fear brought forth by 4 Nation at Risk, a report outlining
how the U.S. is falling behind academically, contributed to ranking subjects by importance and
allowed the standards movement to infiltrate learning (National Commission on Excellence in
Education, 1983).

The standards movement and policies such as No Child Left Behind (NCLB) condensed
schooling down to predictable objectives for students to learn by a set date. NCLB’s emphasis on

standardized testing has increased the time and attention schools spend on subjects like math,
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science, and literacy, while funding for the arts and social sciences has suffered. Schools today
emphasize individualism and competition (Ravitch, 2016).

Further, the ever-present consumerism that pervades society influences schools. This has
created “consumer citizens,” people who are consumers before they are citizens (Doherty, 2007;
Norris, 2020). Children learn at an early age that they go to school to join the labor market, build
their human capital, and make money. School “provides students referred to as customers and
consumers with the knowledge that “[...] they need to sell themselves to the highest bidder”
(Giroux, 2002, as cited in Grigorov & Fleuri, 2012). Further, schools reproduce inequalities that
are present within the broader society by mirroring the structure of capitalist societies (Bowles &
Gintis, 1976).

The pervasive need to fuel the global world economy allows the media to present the
ideal American lifestyle as consumerist to citizens from an early age. Many things in the U.S.
have become commodified as a result, including education. People can pay for private schools
and test preparation with the expectation they will get a degree or certificate in exchange.
Education has become a credentialed and competitive process. Schools reproduce these
neoliberal and consumerist principles; however, these concepts are in stark contrast to
environmental values.

Ivan Illich (1971) is well noted by environmental scholars for advocating the need to
deschool society. Illich (1971) argues that the institution of organized schooling is a disservice to
society and that the abolition of schools is necessary to help restore humanity to the learning that
occurs naturally. Henry Giroux (2014) has noted the significant change in higher education from

the takeover of these neoliberal policies. No longer do colleagues work together and have the
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freedom to question and critique. Professors are limited as they are demoted to part-time status.
These ideas of making a profit have bled into educational institutions at multiple levels.
Ecopedagogy examines the ways profits can dictate people and institutional actions, contributing
to environmental and social injustices (Kahn, 2008; 2010; Misiaszek, 2020; Misiaszek & Torres,
2019). In summary, the current state of schools does not emphasize constructing
environmentally-minded citizens but is focused on profits and consumption.

U.S. Policy on the Environment and Education

To combat environmental destruction, national and international movements have
brought the environment into education and set principles for improving the environment. In
1970, the Environmental Education Act was signed into federal law. This created the Office of
Environmental Education, established a National Advisory Council for environmental education,
and established a grants program. This was only funded until 1975 and officially ended in 1981
(Carter & Simmons, 2010; Environmental Education Act, 1970).

The term Environmental Education (EE) is not wholly agreed upon for the date of its
inception nor its definition. One of the earliest published definitions was authored by Professor
William Stapp in 1969 in the journal Environmental Education, now The Journal of
Environmental Education. This definition is “Environmental education is aimed at producing a
citizenry that is knowledgeable concerning the biophysical environment and its associated
problems, aware of how to help solve these problems, and motivated to work toward their
solution” (Stapp et al., 1969).

There has been a plethora of definitions devised to describe the objectives and practices

of EE along with its definition. The internationally accepted definition of EE as defined by The
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United Nations Educational, Scientific and Cultural Organization-United Nations Environment
Programme (UNESCO-UNEP) is,

a process aimed at developing a world population that is aware of and concerned about

the total environment and its associated problems, and which has the knowledge,

attitudes, motivations, commitments, and skills to work individually and collectively
toward solutions to current problems and the prevention of new ones (UNESCO-UNEP,

1976, p. 2, as cited in Carter & Simmons, 2010).

During this same time, educators created the North American Association for Environmental
Education (NAAEE) in 1971 as a way to share EE lessons, increase environmental literacy, and
promote civic engagement. Environmental literacy, often defined as the goal of EE, is to
understand the natural world and make informed decisions (McBride et al., 2013). NAAEE
continues to serve educators of EE today (Disinger 2001 as cited in Carter & Simmons 2010).
Other organizations have been formed to serve educators and community members in promoting
environmental literacy, such as Greenpeace and the Sierra Club. The Council on Environmental
Education (CEE) helped to establish one of the most well-known curricula internationally for
EE, Project Learning Tree (Carter & Simmons, 2010).

The term ecological literacy became more popular in EE during the 1980s as the
emphasis was turned toward understanding science and away from behavior change. “The
ecologically literate person has the knowledge necessary to comprehend interrelatedness, and an
attitude of care or stewardship” (Orr, 1992, p.92). Orr (1992) argues for learning about the
environment and asking the question “what then?” to environmental problems. People continue
asking questions about the future and what action needs to be taken before more disaster strikes.

The emphasis of Orr’s (1992) concept is a sense of wonder and urgency. In the mid-1990’s

ecoliteracy was popularized in EE (McBride et al., 2013). Ecoliteracy is “an understanding of the
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principles of the organization of ecosystems and the application of those principles for creating
sustainable human communities and societies” (Capra, 1997).

The National Environmental Education Act of 1990 established an Office of
Environmental Education within the EPA. This established an environmental education training
program, grants, and the Federal Task Force and National Advisory Council for environmental
education. Additionally, it set up the National Environmental Education and Training Foundation
(NEETF). As stated by the U.S. Environmental Protection Agency (EPA), the components of EE
are to create awareness and sensitivity to the environment, acquire knowledge and
understanding, develop attitudes of concern, develop skills to resolve environmental challenges,
and participate in activities. Further, EE is not simply information about the environment; it
enhances problem-solving, decision-making, and critical thinking. The EPA states that
environmental education does not advocate a particular point of view (EPA, 2020). This final
statement is crucial to examine; according to the EPA, EE does not include telling people how
they should live and behave in the world. Said differently, the EPA does not take a direct stance
on promoting a particular citizenry within EE.

The world has changed significantly since the inception of these agencies and programs.
In a report by UNESCO detailing how education on the environment is incorporated into
education systems, the results indicated that the current systems are not sufficient to address the
pressing issues related to the environment (UNESCO, 2021). Traditional modes of
environmental education are entrenched in Western hegemonic practices and perpetuate
neoliberal inequalities (Gonzalez-Gaudiano, 2005 as cited in Kahn, 2010). Orr (1992) argues that

education and environmental education are the same. The environment is inherent in education;
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however, schools typically separate and ignore the role of the environment in students’ daily
lives. Potter (2009) argues that our understanding of climate science and current issues the world
faces today requires new environmental education legislation to be passed in the U.S. Unlike
these versions of EE, ecopedagogy calls explicitly for the promotion of planetary citizenship
(Misiaszek, 2016).

International Policy & Environmental Education

Environmental concerns are global concerns. As nations determine environmental laws
and environmental education, it is also essential to cooperate internationally to address
environmental problems. Paulo Freire notes humans' unique position and responsibility to
construct a collective response to climate change and other large-scale problems. This is because
humans, unlike other living beings, can self-reflect on actions, envision the future, and construct
agreements with each other (Misiaszek, 2020). Freire called this human unfinishedness, where
people are continuously working to improve situations. It offers hope instead of indifference to
large problems (Misiazek, 2020). Most countries have several environmental laws pertaining to
the individual nation and there are international conferences, committees, and policies
established to create a better environment on a global scale.

While the U.S. Constitution does not protect the environment directly, there are efforts to
protect and care for the environment through acts and agencies, as stated above. Some American
states have environmental policy acts, and other nations have included rights of the environment
directly in their constitution (Cao, 2015). Brazil, for example, has indigenous and environmental

rights that coincide to create a form of indigenous environmental citizenship. Additionally, the
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rights of nature are presented in the Ecuadorian constitution and the Bolivian constitution makes
mention of “Mother Earth” (Cao, 2015).

In 1972, one hundred and thirteen nations collaborated at the international level to
establish environmental education on a global level at the United Nations Conference on the
Human Environment in Stockholm, Sweden. Here, the United Nations Environmental
Programme (UNEP) was founded along with the establishment of the Stockholm Declaration and
Action Plan for the Human Environment. This provided a framework for environmental
education and a number of recommendations that nations could take to promote environmental
education (UNEP, 1972).

Following this conference, the Belgrade International workshop was held in 1975 on EE
which produced the Belgrade Charter. The result was a document that added: “goals, objectives
& guiding principles of EE programs” (UNESCO-UNEP, 1976). In 1977, The Tbilisi
Declaration was constructed which aimed

to foster clear awareness of, and concern about, economic, social, political, and

ecological interdependence in urban and rural areas; (b) to provide every person with

opportunities to acquire the knowledge, values, attitudes, commitment and skills needed
to protect and improve the environment; (c) to create new patterns of behaviour of
individuals, groups and society as a whole towards the environment. (Carter & Simmons,

2010; UNESCO 1978, p. 26)

In 1987, the World Commission on Environment and Development produced Our Common
Future, also known as the Brundtland Report. This document defined sustainable development
as “development that meets the needs of the present without compromising the ability of future
generations to meet their own needs” (World Commission on Environment and Development,

1987, p. 41). It attributed environmental problems to the ways development had been occurring

throughout the world, with the massive inequalities between the Global North and Global South.
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In addition, it proposed routes for implementing sustainable development to solve the challenges
of environmental and social exploitation (World Commission on Environment and Development,
1987).

The United Nations Conference on Environmental Development was held in Rio De
Janeiro in 1992. This resulted in the Rio Declaration, the principles of the UN Framework
Convention on Climate Change (UNFCCC), and the creation of The Commission of Sustainable
Development (United Nations, 1992). In 1992, UNFCCC was signed by 154 signatories who
agreed to stabilize "greenhouse gas concentrations in the atmosphere at a level that would
prevent dangerous anthropogenic interference with the climate system” (UNFCCC, 1992, p. 4).
This convention recognized the human impact on the environment and in 1994, 197 nations
ratified it.

The International Panel on Climate Change (IPCC) was founded in 1988 by the United
Nations Environment Programme and the World Meteorological Organization to provide world
leaders with updated science on climate emergencies (Zimmerer, 2014). Scientists compile the
latest data on climate science to help world leaders make decisions with a changing climate and
environment in mind. On August 9, 2021, the IPCC presented the sixth edition of the Climate
Report. The report presents the most current and complete climate science. The IPCC (2021)
states “it is “‘unequivocal’ that human influence has warmed the global climate system” (p. 5).
The future will entail more severe weather and a warming global temperature which will impact
people’s lives. There has been significant damage done to the environment by humans, and there
is a lot that cannot be reversed, but the report finds that there is still time to create a better future

if action is taken. The report spells out five different scenarios for the future, depending on the
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route nations and people take. This report is intended to help policymakers understand climate
science to make informed decisions.

UNESCO has devised a series of goals to combat climate change and promote
environmental education. The progression of Education for All (EFA), Millennial Development
Goals (MDGs), and The Sustainable Development Goals (SDGs) have all offered plans to
address some of the biggest challenges facing the world. However, these plans have been
critiqued for not meeting the presented goals, promoting neoliberal policies, and excluding local
knowledge (Huckle & Wals, 2015).

A lot of work and commitment has promoted ways to live with the environment to fix
global challenges over the years. Yet the world today continues to face these same and, in some
cases, worsening problems. Part of the problem is the complacency with which most people live.
Within the global world economy, consumerism is given as the answer to many problems.
Climate change and environmental education need to be embraced in schools to change how
people understand environmental problems. Students need to learn the interconnectedness and
cause and effect of problems pertaining to the environment.

When environmental education is taught in schools, it is often within the science
classroom. It typically takes the form of information about the workings of the environment but
often does not address the underlying causes or social impact of environmental problems. While
students need to learn about the workings of the environment first, it is also essential to consider
the implications of human actions (Kahn, 2010). Therefore, ecopedagogies should be

implemented into social studies standards to allow dialogue about what action is necessary to
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live in a more just world. These concerns can be examined through understanding geography,
history, citizenship, and other related social studies classes.

Social Studies Education

The National Council for the Social Studies defines social studies as,

...the integrated study of the social sciences and humanities to promote civic
competence. Within the school program, social studies provides coordinated, systematic
study drawing upon such disciplines as anthropology, archaeology, economics,
geography, history, law, philosophy, political science, psychology, religion, and
sociology, as well as appropriate content from the humanities, mathematics, and natural
sciences. The primary purpose of social studies is to help young people make informed
and reasoned decisions for the public good as citizens of a culturally diverse, democratic
society in an interdependent world. (NCSS, 1994)

Citizenship is the goal of social studies education. Risinger (2009) argues that citizenship should
be the goal of education. Numerous forms of citizenship education emphasize different features
(Kerr, 1999). To examine how nations construct citizens, it is important to define civic education
and citizenship education. Citizenship education has been defined as a synonym, component of,
or standing alone from civic education. Citizenship education “emphasizes skills that enable
students to become effective decision-makers who can participate in society” (Sears & Hughes,
1996, p. 130). Kerr (1999) uses the terms interchangeably, “Citizenship or civics education is
construed broadly to encompass the preparation of young people for their roles and
responsibilities as citizens” (p. 2). Davies et al. (2005) argue that citizenship education is an
aspect of civic education. This paper will take Kerr’s (1999) perspective of civics and citizenship
education as synonymous.

The current statement from the NCSS states, “the aim of social studies is the promotion

of civic competence—the knowledge, intellectual processes, and democratic dispositions
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required of students to be active and engaged participants in public life” (NCSS, 2021, para.l).
Therefore, through the social studies curriculum, students are instructed on how to be a citizen.
State Social Studies Standards

In the U.S., there are no national social studies standards; therefore, each state determines
its standards for what content and skills should be taught in particular subjects. However, the
National Council for the Social Studies (NCSS) provides a national framework for states to use
when developing their standards. There are also national frameworks for particular subjects
within social studies subjects that can direct curriculum leaders and teachers. The stated purpose
of the NCSS is,

The NCSS curriculum standards provide a framework for professional deliberation and

planning about what should occur in a social studies program in grades pre-K through 12.

The framework provides ten themes that represent a way of organizing knowledge about

the human experience in the world. (NCSS, 2021)

While states are not required to use the framework provided by NCSS, it serves as evidence of
what professionals in the field have determined American youth should be learning in K-12
social studies classrooms.

The NCSS has identified ten themes of social studies. In the theme People, Places and
Environments the framework argues that students should “investigate the impact of human
activities on the environment”, “expand their knowledge of diverse peoples and places,” “express
interest in and concern for the use and misuse of the physical environment” and examine the
“causes and implications of national and global environmental change” (Adler & National
Council for the Social Studies, 2010). The template for themes within the NCSS promotes many

of the concepts of environmental literacy and citizenship; however, how each state decides to

incorporate these ideas into its standards differs.
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In most social studies classes, there is a lack of emphasis on the connection between the
environment and citizens' role in relation to it. The way the environment is presented is stagnant.
The push to make lasting change, as emphasized at the beginning of the modern environmental
movement, has not translated into schools. However, Hart (2010) argues that these subject areas
are compatible with addressing responsibilities, social issues, and community concerns. Hollstein
and Smith (2020) also say that EE should be an integral part of social studies education because
the environment is directly tied to our daily functioning as citizens on multiple levels. Therefore,
we must consider and address how to live in this environment as citizens, questioning what rights
and responsibilities we have concerning the environment (Hollstein & Smith, 2020). This study
examines the way the U.S. talks about the environment and social studies to determine if there is
a disconnection and if there is a need for new or revised standards to understand the connection.
Truth and Controversy

While determining the best way to take care of and interact with the environment, there
are always differences of opinions concerning people’s rights and responsibilities, yet this
dialogue is essential to engage in. In recent years there has been a debate over what counts as
truth and who holds it (Van Poeck, 2019). The division over what schools should teach and how
people should live together is evident between political parties within the U.S. (Bliuc et al.,
2015). Realities of the past have long been skewed into metanarratives by Western hegemony to
perpetuate American exceptionalism and the supposed inevitability of capitalism (O’Brien,
2001). These metanarratives present a type of superiority in which Americans are often taught a

version of history that silences some, often minority, voices in formal education (Loewen, 2008).
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It is more challenging and more vital than ever to teach youth an accurate picture of history and
current situations in order to make informed decisions for the future.

When teaching humans’ rights and responsibilities to the environment, the topics could
be interpreted as indoctrination if it prescribes how students should live (Van Poeck, 2019). As
with citizenship, there is controversy over how the environment should be taught in schools.
Arne Ness was a leading scholar in deep ecology, which acknowledges that humans should not
exploit the environment but see themselves as part of it. In deep ecology humans, as part of this
community, have an obligation to take care of everyone and everything in the community
(Chamberlin, 1997). In an interview, Nass notes that EE is not about telling students how to
behave but about exposing students to the environment and related issues and helping them form
their own decisions about interacting with the rest of the world (Naess & Jickling, 2000).
Therefore, teachers must help students self-reflect, pose problems, and question things that are
often taken for granted, presented as inevitable, and considered common sense (Misiaszek, 2020;
Misiaszek & Torres, 2019).

When governments at local, national, and international levels consider the relationship
between humans and the environment, it is often through understanding their rights and
responsibilities. In other words, through the construction of citizenship. Questions arise about
human’s stewardship of the environment, the obligations humans must be accountable to as
thinking beings, and the rights humans have to the environment. Therefore, while it is important
to consider the ways the environment is inherently interdisciplinary, and pertinent to many
disciplines, citizenship education is particularly applicable. While there has been a lot of work on

bringing the environment into education, there is often not an explicit connection between
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systemic injustices and inequalities in connection with economic and social systems and the
environment (Bromley et al., 2011). This paper will look specifically at ecopedagogy as a form
of critical environmental education and its role in social studies standards, particularly in
citizenship construction.

Concepts of Citizenship

Citizenship can take different forms, but most consider citizenship as the relationship
between humans and the state. Under this “contract” the rights and responsibilities of both
parties are essential components. Traditional conceptions of citizenship in the U.S. can be broken
down into two key modes, liberal and republican. These modes of citizenship can be traced back
to ancient Greece and were drawn on during the inception of the U.S. (Cao, 2015; Kahn, 2010).
The elements of liberal citizenship consist of individual perspectives, private interests, legal
protections, rights, and entitlements. Critiques of liberal citizenship create social inequality,
individualism, and a passive citizen who does not participate in community affairs (Cao, 2015).
Republican citizenship focuses on the collective perspective, taking the public good into account
and focusing on political participation, duties, and obligations. Core critiques of republican
citizenship are that it can be viewed as indoctrination and creating a patriotic community with
docile citizens who do not critically question it. When incorporating the environment into these
forms of citizenship, a “good” citizen can be envisioned very differently. Other versions of
citizenship have gained prominence, such as feminist, multicultural, and globalist perspectives
(Cao, 2015).

National citizenship places the nation at the center of how people interact in the world.

National citizenship emphasizes loyalty to the nation. This form of citizenship has attempted to
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assimilate people into the principles of U.S. citizenship. Schools have actively worked to mold
people into the idea of being an “American” (Stratton, 2016). In this way, education in America
has stripped cultures and languages from people (Carroll, 2009; Nursery-Bray, et al., 2020;
Stratton, 2016; Wolfe, 2006). National citizenship appears less relevant for the interconnected
world in which we live today.

As globalization has created new ways for humans to interact, new forms of citizenship
have developed. Following World War II, ideas of cosmopolitan citizenship grew. This often
focused on harmony and international understanding with others around the world. There are
multiple definitions and concepts to describe the expansion of citizenship beyond the individual
nation to an international and global perspective (Sylvester, 2002; 2003; 2005). The current
model of international perspective of citizenship is global citizenship (Pigozzi, 2006; Torres,
2017).

The move toward global citizenship has been prominent and expansive in recent
dialogue. With the increasing interconnectedness due to globalization and expanding technology,
a global view of citizenship appears necessary. One of the most evident areas where
international, and national cooperation and collaboration is needed is understanding and
improving environmental conditions and climate change. Further, international organizations
have been established to bridge the role of nations with the current global economic system.
Torres (2017) expresses the need for global citizenship education (GCE) that is transformative,
consciousness rising, can incorporate many different aspects, and face challenges in different

locations.
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However, U.S. education today remains more focused on national citizenship than
broader forms such as global citizenship (Myers, 2006). One problem with remaining
nationalistic in thinking about environmental issues is that the environment does not recognize
borders. The damage one nation creates impacts other nations and ecosystems around the world.
Focusing only on national citizenship creates a limited and single-sided way of thinking about
global challenges. Furthermore, some nations, such as low-lying islands, are at a greater risk to
feel the effects of climate change and other environmental issues (EPA, 2000; Holifield, 2001).
Green Citizenship Theories

Several citizenship theories incorporate or emphasize the environment. However,
understanding what rights and responsibilities people have in relation to the environment is often
contested. While environmental citizenship is fairly new to mainstream education, many
proposals and terms have been raised concerning human citizenship and the environment (Cao,
2015).

Common conceptions of citizenship analyze the rights humans have to use and enjoy the
environment, such as the right to clean water and air. This perception of citizenship places
humans above all others in the environment. Plato’s conceptualization of a hierarchy of living
things put humans at the top, with the power to control those below as they wished. This
anthropocentrism follows ideas dating back to ancient Greece and advances perceptions of
superiority along the hierarchy (Cao, 2015).

Environmental citizenship has been widely used as the goal of environmental education
since the 1970s (Schild, 2016). Benito Cao (2015) describes environmental citizenship as the

relationship between the environment and democracy. It involves knowing about one’s local
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environment and the context through which relationships are formed. Environment citizenship
involves sharing knowledge and making connections with places (Dunkley, 2018). Another type
of green citizenship is sustainable citizenship. This is “a national and international policy goal”
for promoting a citizenry invested in making sustainable choices about society and nature
(Bullen & Whitehead, 2005, p. 499 as cited in Pope & Patterson, 2012). The buzzword
sustainability has become a popular way to express the actions people take to allow for the
continuation of life. It is forward-looking to encompass ideas that advocate for lifestyle changes
in the present to allow life for future generations. Ecological citizenship is another concept and
goal of EE. The core work of ecological citizenship is to decenter humans from the rights
associated with the environment and take an ecocentric view of rights. Ecological citizenship
emphasizes the virtues of justice and care (Dobson, 2003). This perspective emphasizes the
global community of all citizens and the need to act on current and past injustices in
environmental and social realms (Cao, 2015). Green socialist perspectives and Marxist ecology
stress the inequities of the world perpetuated by the global capitalist system and call for a
restructuring of the world towards more sustainable means. Social ecology and eco-anarchy or
green anarchy work to liberate the earth from the oppression placed on it. The goal is to create
local political communities that interact with and care for the environment non-hierarchically
(Bookchin, 1995).

Numerous international organizations have laid out the rights of different groups of
people. Closely tied to human rights in many proclamations are environmental rights and the
responsibility of nations to ensure these rights. The Universal Declaration on the Right of

Indigenous Peoples (UNDRIP) asserts the rights of indigenous peoples to protect their land and
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environment (United Nations, 2007). The Universal Declaration of Human Rights articulates that
humans have the right to a healthy environment (Assembly U.G., 1948).

When considering forms of green citizenship, there is a clear connection between human
rights and the rights of the environment. Environmental rights are “any proclamation of a human
right to environmental conditions of a specified quality” (Bruch, 2019). Humans continue to
focus on human rights to the environment. When humans start to see the natural world as
deserving of rights, this promotes the human rights of all people around the globe. No longer will
it seem acceptable for some people to have no access to clean water while others are wasteful
with their usage (Shiva, 2005). Shiva (2005) advocates for Earth Rights, giving rights to the
environment, as it contributes to protecting human rights.

Additionally, as the environmental movement has gained momentum and the public
began looking for environmentally responsible businesses and corporations to support, these
organizations had to make changes to their operations. As articulated above, consumption in the
U.S. is presented as the path to success, therefore consumption practices must be reassessed to
consider how people buy and live and its effect on the environment. Corporate environmental
citizenship is the term used to describe how corporations and businesses have adopted the
ideology of sustainable development. This growth in corporate social responsibility holds
corporations to the standards of environmentally friendly practices (Cao, 2015).

However, some businesses and corporations began to adopt the terminology of the
environmental movement without aligning with the actions. Greenwashing is used to describe
the rhetoric and imagery of environmentally friendly practices that are applied to paint a business

or corporation in a favorable light while, in actuality, it is not adequately addressing the ways it
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is producing environmentally unsound practices (Bricker, 2014). The word choice works under
the guise of environmentally sound beliefs (Bricker, 2014).

Civic environmentalism is another concept that explicitly brings together the environment
and social studies education. Civic Environmentalism identifies EE as an essential component of
civic duty (Hollstein & Smith, 2020). Schild (2016) states “civic environmentalism locates acts
of citizenship within a smaller, community context, through democratic deliberation,
stakeholder-driven decision making, and community-based environmental stewardship” (p. 28).
This concept calls on people to collaborate to strengthen the local environment and community
ties (Schild, 2016). Civic environmentalism examines how communities are impacted by
environmental decisions. The tie between care for the environment and one’s local community
are essential to one’s civic participation (Dobson, 2005). The local concern is at the forefront of
civic environmentalism. Dewey (1927) as cited in Orr (2009) articulates, “Democracy must
begin at home, and home is the neighborly community” (p.75). We must first learn to care about
our own home and then we can extend to regional, national, and global care.

There has been a lot of work on the importance of feeling a sense of belonging to a place,
in order to take responsibility to care for it. It is common today for people to move throughout
the world, residing in new locations for work or travel without feeling a sense of connection to a
place. Some scholars note that without a feeling or bond to a place, people lose their
responsibility to care for it (Orr, 2009). People who don’t establish roots or think about the long-
term future of a place can become apathetic to the environment (Szerszynski, 2006). Szerszynski
(2006) differentiates between a resident and an inhabitant. One who dwells in a place establishes

a different relationship than one who makes a temporary stay in an area. Therefore, establishing
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a connection to the environment is important for students to feel a sense of belonging and
responsibility.

Naomi Klein (2014) argues that the reality of climate change and environmental
destruction is a matter of the story we have been telling ourselves. The present story is one of
innate human greed and insatiable growth. This has allowed humans to view the earth as
something to mold to the needs of humans. The idea that the Western version of development is
the only route to take, and that environmental degradation is inevitable leaves no room for
human agency. Klein (2014) states that what is needed is a change to the story. Not all societies
and communities irreversibly harm the environment. The idea that humans will inevitably exploit
the environment has not always been common rhetoric. The capitalist and colonial mindset of
superiority and entitlement creates such destruction and has become the dominant worldview in
which the world functions.

One study of high schoolers in Canada found that students identified caring for the
environment as an important component of being a good citizen. However, students exhibited a
lack of depth in knowledge as to how to care for the environment and the broader impacts of
actions (Tupper & Cappello, 2012). While students are taught about the environment, there is a
disconnect between the larger implications of actions and the reasoning behind the responsibility
of citizenship. Ecopedagogy by contrast works to deconstruct the common narrative taught about
society and emphasizes the connections between beliefs, behavior, and actions through a
planetary perspective (Kahn, 2008; Misiaszek, 2020; 2021).

The research questions will examine the social studies standards to look for the extent to

which ecopedagogies are incorporated into the standards. As social studies is the subject most
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connected with citizenship construction, this is the area to look for the relationship between
citizenship and the environment. This data will give insight into what role the environment plays
in the construction of citizens and how it differs throughout different regions of the United

States.



CHAPTER TWO

LITERATURE REVIEW

The literature review will discuss modernization theory as it has shaped our world along
with key concepts of development and globalization. These concepts serve as essential
formulations that make up the world and the Anthropocene. Ecopedagogy will be defined along
with its tenants, benefits, and determinants as an alternative mode of understanding the world
and the role humans have in it. The final section of the literature review will present the
application of ecopedagogy within education.

Crucial to understanding today’s environmental problems is the theory of modernization.
The world is growing increasingly unequal, both within and between nations (UNDESA, 2020).
The massive inequalities that continue today are tied to environmental and social exploitation.
Thus, the concepts of modernization and development have had a large impact on shaping the
current world. Rostow (1959) defines his theory of development as occurring in five stages
working towards a high mass consumption society. This linear concept of modernization
continues to serve as the model for economic growth in development agendas. This perspective
has divided the world into developed and developing nations as defined by the developed and
wealthy nations (Escobar, 1995). Today, the Global North and the Global South are
differentiated through these paths of development, with clear distinctions separated by the
abyssal line (de Sousa Santos, 2007).

The world is fully engulfed in the global world economy of capitalism (Wallerstein, 1974).

33
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By the very nature of the overriding system of capitalism, inequality must ensue. Capitalism is
not a system that advocates for the well-being of all, but rewards those who can make profits
(Wallerstein, 1979). The global divide requires market value as a way for nations to prove
legitimacy (Wallerstein, 1979). In 1972, Meadows et. al., (2013) published Limits to Growth,
which gave a prediction of global collapse due to the rate of growth, overconsumption, and
environmental exploitation. The authors explained that it was unsustainable to have infinite
growth on a finite planet. The authors called for an end to the capitalist system, which promotes
unrestrained growth (Meadows et al., 2013).

An additional aspect that ecopedagogy finds essential to explore is globalization.
Globalization has made the world more connected than ever. As a widely used term,
globalization has numerous definitions and connotations. Al-Rodhan & Stoudmannn (2006)
define globalization as “a process that encompasses the causes, course, and consequences of
transnational and transcultural integration of human and non-human activities.” (p.5). In some
ways, globalization appears synonymous with Americanization. This is the hegemony of
Western influences which destroys local ideas and ways of life that cannot compete in the global
market which looks to profit and exponential growth (Gramsci, 1971; Brosio, 1994). In the
educational context, this hegemony establishes the Global North as the gatekeepers of
knowledge (Apple, 2018). Modernization theory and development ideology influence schools to
create individualist and consumer citizens. In contrast, ecopedagogy calls for the construction of
environmentally conscious citizenship.

Environmental activists have drawn attention to the harm caused by the relentless greed

of corporations and capitalism which cause significant ecological damage in the name of profit.
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Corporations in America enjoy the rights of a person without any of the responsibilities people
face (Achbar et al., 2003). Many environmentalists have argued that the responsibilities of
corporations need to keep up with the rights they have been afforded (Achbar et al., 2003).
Corporations and the wealthy set the rules for how to survive in the world. This current system
contributes to the suffering of humans and the environment. Recognizing this injustice brings
forth the incorporation of ecopedagogy into education. Within ecopedagogy, issues are not
viewed as isolated occurrences, but as intertwined repercussions of the connectivity between
environmental and social injustices (Kahn, 2010).

The concepts of development, modernization, and globalization are linked to the
environment and the way humans interact with nature. These concepts shape the goals,
behaviors, and attitudes of people around the world. Ecopedagogy calls on students to question
these notions of what appears to be common sense but is actually working counter to natural
systems (Misiaszek, 2020). Ecopedagogy exposes the way people are conditioned to think and
act within the current world order.

Ecopedagogy

Ecopedagogy calls for the examination of present socio-environmental problems that are
brought about through policies and actions shaped by modernization theory and related policies.
Ecopedagogy examines the ongoing effects of these oppressions stemming from modernization,
development, and globalization (Misiaszek & Torres, 2019). Ecopedagogy can be used to
connect social studies, particularly the construction of citizenship, with environmental
consciousness. Ecopedagogy can serve as a unique link to connect social studies standards to

environmentally-minded citizenship.
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Ecopedagogy is a critical theory. Critical theories cover a range of fields, but all
emphasize the critique and reflection on power structures and inequalities in society (Galambos
et al., 1995; Held, 1980). Paulo Freire established key principles of critical theories that apply to
ecopedagogy. First, education is political. When information is being presented and taught to
students, it will always occur with some form of bias. Humans cannot be completely neutral,
which applies to educational aspects, especially when critically questioning environmental and
social injustices. Ecopedagogy takes a critical lens on traditional forms of environmental
education for their lack of depth and connection between economic, social, and environmental
problems (Kahn, 2008).

Critical theories examine the ways oppression and inequalities persist in the world
intending to raise critical consciousness and reach towards liberation. Critical theories examine
the relationship between the oppressor and the oppressed and how these forms of power and
control are present (Freire, 1970). These oppressive modes can be hidden, subtle, and even
undetected without examining the deeper structures and roots. Ecopedagogy follows this same
core principle by examining the interconnectedness of environmental and social injustices and
working towards liberating the oppressed (Misiaszek, 2020). Ecopedagogy was termed in Brazil
by critical scholars; Paulo Freire, Moacir Gadotti, and Francisco Guiterrez. Ecopedagogy has a
specific focus on examining the ways environmental and social issues cannot be separated but
are core to the work of achieving justice in many areas.

Paulo Freire, the most prominent scholar of critical theory, has contributed greatly to the
scholarship of liberation and anti-oppression in education. Although he did not publish work on

ecopedagogy he was working on a book on the environment before his death (Misiaszek &
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Torres, 2019). To finish and extend the work of Freire on the environment, Misiaszek and
Torres, (2019) wrote Ecopedagogy: The Missing Chapter of Pedagogy of the Oppressed. This
work is based on what Misiazek and Torres believe Freire would have written on ecopedagogy
and the environment in education and applies Freire’s concepts to the environment.

Ecopedagogy problematizes the world we live in as a way to learn, take action, and
improve it. Some questions ecopedagogy addresses are “What populations are most affected by
environmental violence and why?” and “How is ‘development’ and ‘progress’ taught, and how
do we frame who benefits from such ‘development’ and ‘progress’?” (Misiaszek & Torres,
2019). In this way, to only look at environmental issues while not considering the social
inequalities and repercussions is to inadequately analyze environmental issues (Misiaszek, 2020).
Misiaszek (2020) further argues, “Without problematizing hegemonic Development models,
environmental pedagogies become oppressive and reproduce neocolonial structures” (p.67).
Isolating environmental problems from the social implications distorts the true reality of the
world. Misiaszek (2020) defines the goal of ecopedagogy as working to “unveil hidden politics
of socio-environmental injustices” (p.244). Misiaszek (2020) argues ecopedagogy is necessary to
expand citizenship while remaining in contact with the local context and ultimately work to
improve the world.

Ecopedagogy calls for critical questioning of the current practices of environmental laws
and environmental education, especially what is accepted as common sense (Misiazek & Torres,
2019). Programs and pedagogies that appear to support environmental justice may actually
distract people from the larger and more serious issues. The neoliberal view of environmentalism

places the responsibility and accountability of environmental impacts at the individual level. This
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rhetoric deepens the problem by emphasizing the wrong aspects. Individual accountability, while
still beneficial, detracts from the much larger issues at play and gives people a false sense of
accomplishment to a much broader problem. Neoliberalism tells people to change personal
habits while avoiding deeper issues. Therefore, the turn towards ecopedagogy is needed as it
directly works to challenge these dominant discourses that have been promoted (Schindel
Dimick, 2015).

Ecopedagogy also takes a critical view of other forms of environmental education for the
lack of inclusivity, hegemonic aspects, and lack of genuine change to emerge from them. It is
essential to problem-pose and question pedagogy and methods currently in place within
environmental education. Ecopedagogy does not accept the neoliberal form of citizenship but
looks to planetary citizenship. Misiaszek (2016) argues that ecopedagogy should be an essential
component of citizenship education and citizenship should be part of ecopedagogy instruction.
Critical theories work towards conscientizagdo or critical consciousness. In ecopedagogy, this
entails becoming aware of environmental problems, the relationship between humans and the
rest of nature, and the social inequalities that persist in the current system (Misiaszek, 2020).
Through problem-posing and deconstructing these systems, an attitudinal change of gaining
critical consciousness will need to be made. Kennet (1972) argues, “If the civil war between man
and the rest of nature is to be ended, there must first be an end to the municipal war between man
and man” (p. 40).

Freire (1970) strongly critiqued the concept of banking knowledge. The banking model
of education makes the teacher all-powerful while keeping the student passive in the learning

experience. In this way, the student is simply meant to take in what the teacher tells the student.
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In contrast, Freire promotes an active role for students while the teacher serves as a guide and
learner. This allows for dialogue to occur between students as well as the teacher (Freire, 1970).
The application of this in ecopedagogy entails collaboration between the teacher and students.
The teacher has the essential role of not limiting exploration or controlling all aspects as the all-
knowing teacher, but rather the teacher is a learner themselves. Therefore, ecopedagogy strongly
works against the form of banking instruction and is experimental and collaborative (Misiaszek
& Torres, 2019).

Within ecopedagogy, students practice ecopedagogical readings, which involves “reading
Earth holistically” (Misiaszek & Torres, 2019, p. 44). The goal of ecopedagogical reading is to
identify oppression and where suffering and privilege lie (Misiaszek & Torres, 2019). Through
the deep analysis of the many relationships, students come to grasp a fuller understanding of the
world and learn to ask critical questions about the current systems. Praxis is the concept that calls
for action and transformation. Once equipped with critical consciousness, students can work to
imagine new realities and systems to solve today’s problems. This inventive process promotes
imagining new ways of being in the world (Freire, 1970).
Planetary Citizenship

It has been clear throughout multiple forms of education on the environment that there is
a need to change thinking about the relationship of humans with the rest of the environment. The
attitudinal shift needed must decenter people from exceptional importance and shift to see how
people around the world rely on each other and the environment. Expanding citizenship to look
beyond one’s community, nation, and even global mode to a broader, planetary level is essential

in ecopedagogy. Moacir Gadotti (2008) defines planetary citizenship as “an expression that was
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adopted to express a group of principles, values, attitudes, and habits that reveal a new
perception of Earth as a single community” (p. 23). Ecopedagogy supports the development of
students towards identifying themselves as part of this planetary citizenship (Misiaszek, 2020;
2021).

Planetary citizenship involves recognizing the inherent worth of non-human beings and
things. Humans are categorized into many levels of citizenship, with planetary citizenship being
the most all-encompassing (Misiaszek & Misiaszek, 2016). The concept of planetary citizenship
may appear too idealistic, and scholars have noted that humans first need to learn to respect and
manage themselves before extending this to other beings in the environment (Dobson & Bell,
2005). When expanding who is a citizen and who should have rights, it usually seems
unfathomable to include the next group, until the rights are given. By encompassing the
environment into citizenship, Stone (1974) argues that not all citizens of the planet are equal or
have equal rights and responsibilities as humans but should still be encompassed in the concept.
Freire noted in 1970 that the most oppressed “citizen” is the earth and that humans are the source
of this suffering and exploitation (Gadotti, 2008). Therefore, the human ethic describes that it is
humans, who have the responsibility to remedy these injustices and live in harmony with the
earth.

Incorporating the human ethic is essential in grounding critical GCE goals and expanding
citizenship to the planetary sphere (Misiaszek, 2020). Ecopedagogy embraces the idea that the
earth should be given rights. It calls for seeing the world as one unified community with actions
taken to understand this interconnectedness (Torres, 2017). Torres (2017) argues “Ecopedagogy,

by definition, focuses upon social justice in the teaching of environmental problems and the
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development of possible solutions beyond the scope of existing scientific, political, and
economic frameworks” (p.117). In this way, ecopedagogy does not look for simple changes but
examines the deeper root causes of issues and looks for new ways of being in the world that can
transform the current system (Torres, 2017).

Application of Ecopedagogy

At the intersection of how the U.S. creates citizens and cares for the earth is
ecopedagogy. These two concepts find common ground in ecopedagogy. To bring ecopedagogy
into schools and curricula (Misiaszek, 2016) argues for an “ecopedagogical paradigm shift in
environmental teaching and research.” (p. 587). This shift would entail recognizing the
environmental crisis it is. It calls for prioritizing the subject of the environment instead of leaving
environmental concerns for when there is extra time in the school year. Further, environmental,
and social issues must be discussed and incorporated into discussions of citizenship to provide a
holistic picture of the way the world works. Schools must empower students to imagine new
possibilities, think beyond current systems, and encourage critical thinking. The key to this
process is collaboration and community building. From here, students deconstruct these systems
to examine where inequalities or injustices lie.

A key concept to examine in ecopedagogy is hegemony. Gramsci (1971) developed this
term to describe the way the ruling class maintains control through ideology. Hegemony is
exercised in many formats, including institutions, ideas, and culture. It allows the ruling class to
stay in power while oppressing others. Hegemony works within education to perpetuate the ideas
from the wealthy class onto others. Therefore, hegemony establishes what behaviors and

knowledge students need to present to be deemed successful academically (Cox, 1983). Freire
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(1970) believes that instead of blindly reinforcing hegemony, education must expose how it
works and the associated inequalities and then work to become liberated.

Western hegemony is prominent in conceptions of incorporating the environment into
education. Examples of hegemony in the U.S. today include textbooks, teacher preparation
programs, state and national curriculums, standards, tracking in schools, English as the lingua
franca, and school policies that disproportionately affect students of color (Ball, 1993; Connell,
2013). To have education centered on the environment that examines current ideology, students
must question the dominant world order through the deconstruction of power relations and
institutions that work within it. This deep analysis will show who has control, how it is
maintained, and how the world has become so unequal.

Fundamental in deconstructing common narratives within ecopedagogy is the concept of
environmental justice. The EPA (2000) as cited in Holifield (2001) argues “The goal of
environmental justice is to ensure that all people, regardless of race, national origin or income,
are protected from disproportionate impacts of environmental hazards.” (p. 80). Students must
examine how and why environmental problems impact people in different ways. Along these
same lines is environmental violence, which analyzes how acts of environmental destruction are
acts of violence against people. This type of violence can be more challenging to identify
because environmental violence often takes the form of slow violence over multiple generations
(Barca, 2014).

The core skills students should have after being taught from an ecopedagogical
framework include being planetary citizens, being environmentally conscious, valuing equity,

social justice, dialogue with participants, and problem-solving to be action-oriented. In the U.S.
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students are not often taught these principles of ecopedagogy, but they may learn some concepts
related to environmental education. If students were to learn about their civic rights and
responsibilities to the environment through a framework of ecopedagogy, students may start to
call into question the overarching systems that make up our world today, such as modernization,
development, and globalization and the way these systems impact humans and the environment
in different ways. This would also call for students to take action to make changes, as they would
look to themselves as active citizens.

Criticisms of Ecopedagogy

A challenge with implementing ecopedagogy into citizenship education globally is the
different conceptions of citizenship and its role in societies (Misiaszek & Misiaszek, 2016). One
clear example is that the term citizenship is a Western construct and does not directly translate
into all contexts. Different nations have different histories, ideologies, and roles for the state,
people, and understanding of the planet. Within the U.S., there is no agreed-upon definition of
what a “good citizen” is or what role humans should play in relation to the environment, let alone
how to go about teaching these ideas.

Many of the principles of ecopedagogy do not fit into the current school systems in the
U.S., which value competition, conformity, and completion over creativity, and collaboration.
This can pose numerous challenges to implementing ecopedagogy into the school day (Hart,
2010; Sund & Pashby, 2020). Research on ecopedagogy found that implementing ecopedagogy
into education was best when not in the traditional school setting but rather was most effective in
environments that allow students to explore and imagine new possibilities for change such as

through place-based education (Dunkley, 2018).
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Incorporating indigenous knowledges is an important counter-hegemonic tool that should
be used; however (Virtanen et al., 2020) notes the importance of indigenous language when
learning indigenous epistemologies. This can pose a challenge to teachers and learners who are
not familiar with indigenous epistemologies. It is not enough to simply add in aspects of
indigenous knowledge, teachers and schools must unlearn and relearn themselves. The language
used to describe and discuss indigenous knowledges is important. Nursey-Bray et al. (2020) note
that indigenous people are often defined as either “vulnerable and/or “resilient” in regard to
environmental problems, but that dichotomy limits the depth of experience of indigenous people
around the world. An authentic understanding of indigenous knowledge is needed.

It may seem that only so much can be accomplished by implementing ecopedagogy
through the traditional school system that is focused on standards and achievement measures.
Scholars have questioned the success of truly transformative movements in spaces and societies
that value such different things. However, ecopedagogy could be a first step in achieving more
transformative measures in education and society at large. In Erik Olin Wright’s book How to be
Anti-Capitalist, he offers strategies for how best to transform the current global economic
system. Wright (2016) describes one route for creating change as sparking change from within
the present system. This change will bring about movement at a greater scale rather than through
means of revolution or direct overthrow (Wright, 2016). Additionally, Jergen Randers calls into
question democracy’s ability to create a sustainable future and deal with the environmental and
social challenges that the world is facing (Randers, 2012). Complex questions must be asked to
get to the core of problems and envision authentic change for the future.

While ecopedagogy may be difficult to implement in the traditional school system, it is
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still possible. As educators look to address the biggest problems facing the planet today,
ecopedagogy can offer a route to a better future. There is research on EE and GCE however,
there is little research on ecopedagogyi, its presence in social studies standards, and its role in the
construction of planetary citizens.

This study will examine current social studies standards for relationships between
citizenship construction and the environment along with ecopedagogical concepts. By
identifying if ecopedagogy is present in standards and the extent of relationships between
citizenship and the environment, we can begin to chart how to move forward to create

environmentally-conscious citizens.



CHAPTER THREE
METHODS
Research Question
This research seeks to answer the following question: What is the prevalence of
ecopedagogies in the construction of citizenship in U.S. high school social studies standards?
Additional questions that will be addressed are: How does the U.S. construct planetary and
environmentally conscious citizens? What is the relationship between citizenship and the
environment in the social studies standards? What differences are there by state in teaching
ecopedagogy in the social studies standards?
Methodology
To gather data on how the U.S. teaches social studies and constructs citizens in relation to
the environment, I conducted a content analysis of state social studies standards. A content
analysis examines text to gather information about what the content is saying and draws
connections to the language's broader context (Hsieh & Shannon, 2005). Holsti (1969) defines
content analysis as “any technique for making inferences by objectively and systematically
identifying specified characteristics of messages" (as cited in Stemler, 2000, p. 14). Qualitative
content analysis works to categorize information beyond simply the frequency of a word. It sees
information within the history and context it was written in. This method involves categorizing
data and can include further categorizing and recognition of relationships between groups (Hsieh

& Shannon, 2005)
46
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The United States does not have a single, uniform national curriculum or standards for all

grades and subjects within social studies. Therefore, I examined the state’s current U.S. social
studies standards for all required courses at the high school level. This study is a cross-sectional
analysis. My unit of analysis consists of three states from four regions of the U.S. to sample the
standards. State standards are revised and published on different yearly cycles, approximately on
a ten-year basis. States form advisory committees to review and revise the standards composed
of educators and individuals employed in education. The revision process typically receives
feedback and comments from the public before full adoption. The states selected are a sample of
social studies standards throughout the United States and represent the four major regions of the
United States as defined by the U.S. Census Bureau, the West, Midwest, the Northeast, and the
South.

The states that make up the Northeast include Maine, New Hampshire, Vermont,
Massachusetts, Rhode Island, Connecticut, New York, New Hampshire, and Pennsylvania. The
states that make up the Midwest include Ohio, Michigan, Indiana, Wisconsin, Illinois,
Minnesota, lowa, Missouri, North Dakota, South Dakota, Nebraska, and Kansas. The states that
compose the West include Montana, Idaho, Wyoming, Colorado, New Mexico, Arizona, Utah,
Nevada, California, Oregon, Washington, Alaska, and Hawaii. The states that make up the South
include Delaware, Maryland, Virginia, West Virginia, Kentucky, North Carolina, South
Carolina, Tennessee, Georgia, Florida, Alabama, Mississippi, Arkansas, Louisiana, Texas, and
Oklahoma.

All three of the selected states from each region require a civics course and one of the
states from each region requires a civics e