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ABSTRACT
A PROFILE OF ATTITUDES, ACTIONS AND COMMUNICATION
BEHAVIORS OF TEACHERS ENTERING AN
ENVIRONMENTAL EDUCATION EXPERIENCE
By

Douglas C. Covert

This descriptive study measures a selected population
along five dimensions regarding the environment: attitudes,
actions, education practices, perceived scope of environ-
mental education and consumption of mass media.

A survey questionnaire of 88 items used Likert scale,
multiple choice, rank-order and quantity self-reports.
Statistical procedures were computer performed. Frequency
distributions, central tendencies, degrees of dispersion and
confidence intervals are reported. Comparisons are made
using chi square, t-test, Pearson's product-moment and
nonparametric correlations.

The population had strong attitudes favorable to
environmental conservation with personal actions one-third
as strong. Less than four percent of teacher-student contact
time was given to environmental education. About half of the
school curriculum was seen as related to environmental

education with emphasis placed on outdoor programs.
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CHAPTER I
INTRODUCTION

There has been accelerating growth in concern for the
earth's biological and physical resources. This has resulted
in proliferation of educational programs focusing on the
biological and physical environment of people. Active
development of both structured and non-structured instruc-
tional programs, especially those directed at young people,
has taken place. In the state of Michigan, the Department of
Education has stated that

« + . education has an important role to play now and

in the coming years in helping people rationally solve
some of the persistent problems associated with our
natural and man-made environment. Education is the key
to changing human attitudes, values and feelings, as well
as behaviors--and doing so through intrinsic means.
(Michigan Department of Education, 1973, p. 1)

This summation describes an essential view of educators

toward the programs commonly termed "environmental education."

In an effort to define environmental education, the
Governor's Environmental Education Task Force in Michigan's
Environmental Future said:

Environmental education is the basic process leading
toward the development of a citizenry that is aware of
and concerned about the environment and its associated
problems, and that has the knowledge, skill, motivation
and commitment to work toward solutions to current and

projected problems. (Governor's Environmental Education
‘2ask Force, 1973, p. 14)

|
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2

It is these two principal statements from which this
study developed.

There has been rapid expansion of school curricula
and instructional content supporting environmental education.
Much of the material and many of the concepts have arisen
from roots established over many decades. The beginning of
environmental education in the United States is traced by
some, such as Jones (1976), to Wilbur Jackman's Nature Study
in the Common Schools, published in 1891. Under a variety of
names, nature study persists.

The next chronological stage frequently cited is the
outdoor education movement of the 1920s. Broad programs of
outdoor education, often tied to specific school subjects
such as biology, were developed and still retain popularity.

The 1930s saw the rise of conservation education with
its emphasis on wise use of natural resources. These
programs received extensive although certainly inadvertent
support from the severe economic struggles which spawned the
Civilian Conservation Corps and the Works Progress Adminis-
tration. This period saw, too, the exposure of severely
exploitive land use practices with a resulting emphasis on
conservation practices. Many public and private institutions
became devoted to promoting the wise use concept.

Environmental education is an outgrowth of these. It
is not revolutionary, yet neither is it evolutionary. It is,
ra'l:h?f-, a synthesis of these antecedents and of other

disc ipnnes .
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3

Among those who have written about environmental
education, one word of description stands out as a consensus:
interdisciplinary. The biological and physical sciences are
usually stressed as fundamental because they are studies of
the all-encompassing environments which make up the earth and
within which humans function. Some stipulate that there is
only a single environment, indivisible, and call it
biophysical. Yet all include the human-centered fields of
study, or disciplines, with varying degrees of emphasis on
the humanities, political science, social science, economics,
psychology and the technological sciences.

The broad scope of environmental education received
congressional endorsement in the Environmental Education Act,
Public Law 91-516, of October 1970, with a definition of
environmental education echoed by the United States Office
of Education:

« « « the educational process dealing with man's
relationship with his natural and man-made surroundings,
and including the relation of population, pollution,
resource allocation and depletion, conservation,
transportation, technology and urban and rural planning
to the total human environment . . . (U.S. Congress,
91st, October 1970: Environmental Education Act).

Further, the Senate of the State of Michigan in
Concurrent Resolution No. 69 of June 1971 described environ-
mental education as including

3 « + « teaching . . . of attitudes and skills involv-
ing the relationship between man and the quality of his
cultural and biophysical environment . . . understanding
of ecology and man's activities within the context of the
natural community . . . our environmental heritage . . .

preservation and enhancement of natural areas and
recreation land for leisure time use; planning for wise

| 2
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L
land use; and the increased stress placed on the environ-
ment by growing technology and human populations . . .
(State of Michigan Legislature, Senate Concurrent
Resolution No. 69, June 1971).

The combinations of generalities and specifics create

an elusive definition which is better labelled description.
A functional definition of more general value was offered by
Stapp, et al., in 1971:
Environmental education is aimed at producing a citizenry
that is knowledgeable concerning the biophysical environ-
ment and its associated problems, aware of how to help
solve these problems, and motivated to work toward their
solution.
This was further amplified in description of other aspects of
environmental education which Stapp, et al., considered of
equal importance. These aspects may be most readily summed
up as human cultural institutions and man-made components,
both of which have their technological aspects and often
overlap.

The definition previously cited from Michigan's
Environmental Future (page 14), to which report Stapp was an
important contributor, was a further attempt at a concise,
understandable and useful definition. A significant develop-
ment was the additional emphasis on environmental education
as a process.

With the stress put on process, attempts at further
development of definition were largely abandoned in favor of
the more practical approach: the development of guidelines,

goals and objectives for teachers to follow in their efforts

at environmental education.
g e




lapa

—eeenly

Tawl




51

A primary difficulty faced by the formulators of any
definitions, goals, objectives and guidelines is that
environmental education is holistic. It is sufficiently
multidisciplinary and interdisciplinary that it is an
integrated whole with characteristics independent of and
greater than the sum of its parts. This point has been
consistently acknowledged either directly or indirectly.
Brevity, conciseness and specificity are antithetic to
holism.

Considering the problems inherent in descriptive and
definitive efforts, it would seem reasonable to accept the
indistinct character of the statements and focus instead on
the mechanisms, the process for achieving the desired
results.

All of the foregoing descriptions of environmental
education require a communication of information. The
principles of communication, then, must be considered in any
plan designed to achieve the results stipulated for environ-
mental education. In a simplified form, using the 1949 model
of communication developed by Shannon and Weaver, the three
primary factors in communication are source, message and
receiver, the last being further delimited as destination by
Shannon and Weaver. It would be wise, of course, to include
additional factors such as medium of transmission, signal
characteristics, gatekeeping, "noise," feedback and other
impinging or mediating factors. The three-factor model has

the virtue of simplicity adequate for initial purposes and
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some of the complexities which investigators

A primary mechanism for the transmission of informa-

the context of environmental education is the

The teacher serves at various times in each of the
}gsig '{;he communication model: source, of informa-
ne pupil; message, as model for the pupil; and,

r, of information from another source.

. The teacher, then, should be an essential and early
nvironmental education efforts.
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CHAPTER II
PERSPECTIVE AND REVIEW OF THE LITERATURE

The term "environmental education" was first used in
nationally distributed literature in 1968 in the September
issue of Education Record, according to Malcolm Swan (1975).
Since that appearance of the term, there have been many
attempts to define the scope of the subject. There has been
decided progress from the early broad-stroke descriptions,
such as those appearing in Volume 1 of the Journal of
Environmental Education, 1969-70, through the interdiscipl-
inary-multidisciplinary-pandisciplinary contentions, as
summarized by Harvey (1976) and Vlasin (1978), to the usable
practicality of curriculum planning and development with
specified goals, typified by Jinks (1975) and Hungerford,
et al. (1978).

There have been arguments as to whether definitions
should place emphasis on the facts or on the processes of
education in environmental affairs (Tanner, 1974). With some
fluctuation, there seems to be a tendency toward balance
developing in this issue, especially with the support of
research such as that by Howie (1974).

Still, there are researchers such as Harvey (1976)
who would change the now-accepted name to one which would in

7
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8
itself more narrowly define both the scope and the method-
ology, and correct the grammatical problem rarely mentioned
by advocates or practitioners.

The breadth of environmental education in its expan-
sion from the biophysical ecology bases is demonstrated by
the extension of the title to encompass "ecological
psychology" (Barker, 1968), "social ecology" (Binder, et al.,
1975) and "environmental psychology" (Baum, et al., 1978).

Yet environmental educators such as Childress (1978)
fall back on the biophysical base in describing specific
objectives, expanding the scope with the ill-defined terms of
awareness, recognition, appreciation, motivation, concern and
positive attitude as descriptors. Nor are the writers alone
in this for when Calcote (1976) surveyed high school biology
teachers he found, not unexpectedly, that biophysical
concepts strongly outranked sociocultural concepts as per-
ceived central components of environmental education.

There appear to be two viewpoints in approaching
environmental education definition and methodology: that of
the synthesizers and that of the reductionists. Whatever the
merits of these apparently different views, implementation
remains an essential concern.

The multitude of descriptions, only some of the
describers being mentioned here, have been drawn by people
strongly ‘concerned with the concept and its effects, either
from the theoretical, top-down approach or the practicing
teacher-specialist, bottom-up approach. All, to varying
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9
degrees, have been specialists. All, too, have espoused the
view that environmental education should thoroughly pervade
society. The schools are seen as forming the structural
foundation for long-term influence.

. But there is little in the literature to indicate
that researchers have gone to the on-line, every day,
classroom-nonspecialist teachers, even those with expressed
interest in environmental education, to determine how
environmental education is viewed before those teachers have
been indoctrinated with definition and method from the
specialists' viewpoints.

The views of population subgroups, while perhaps
consistent within themselves, may differ markedly from those
of other groups within the population. Teachers as a general
group may not correspond with the audience expectations of
environmental education program planners. Curriculum plan-
ning may need to be different for teacher-training and for
pupil-education. Foerstel (1976) found little or no
consistency in environmental problem ranking when he
analyzed four groups in a single community: high school
seniors, their parents, some of their teachers and members
of two groups commonly identified as environmental action
groups, the Sierra Club and the National Audubon Society
(Sellers, 1973, p. 53).

If teachers are in the front-line of environmental
education, it is appropriate to determine their views as to

the aéope of environmental education. Those involved with
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10
the training of teachers might then have a better idea of the
entry characteristics of the target audience. "Know your
audience" is a basic precept of any communication effort.

A useful statement summarizing the purposes of
environmental education is that of Pettus (1976, p. 48):

The goal of environmental education is to bring about
informed environmental policies for society which will
be compatible with the maintenance of a suitable
planetary environment.
The literature consensus is that a "favorable attitude" is
requisite to meeting this goal and that environmental
education can and should be directed toward development of
that favorable attitude concerning the planetary environ-
ment. Some writers, such as McNelly (1973), seem to contend
that favorable attitudes will arise directly from a sound
information base. Research does not always support this view
as witnessed by Stamm and Ross (1966), Swan (1970), Tichenor
and Bowers (1971), Stamm and Bowes (1972) and others. Also,
favorable attitudes may be less strongly held with increas-
ing knowledge, as concluded by Kupchella and Levy (1975),
although they may still remain favorable.

Consensus remains that attitudes are critical to "the
maintenance of a suitable planetary environment." The need
to retain a distinction between knowledge and attitudes in
constructing environmental education programs is well-
exemplified by Hungerford (1975) as he emphasizes the differ-
en;e between the study of ecology and the study of the

environment: "Ecology is a science and is not value-laden;
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11
environmental decision-making most certainly is!"

Although some would draw a careful distinction
between opinion and attitude, it seems pointless in the
environmental context. Both assume judgment based on person-
al values and it is this value system effect that is consid-
ered in most measurement attempts; whether the measure is of
opinion or attitude is academic (Stamm, 1972; Gallagher,
1977).

What is important is that knowledge of an environ-
mental education audience requires knowledge of the audience
outlook toward the subject. This outlook is a blend of the
cognitive and affective domains when considering environment-
al problems. For most purposes it is useful to employ the
guidance of Rosenberg and Hovland (1960) and view attitudes
as the term of choice.

Many efforts at environmental attitude measurement
have been made to determine if environmental education
programs elicit change. Most of these have demonstrated that
intensive programs (treatments) do indeed result in more
positive attitudes, according to the measuring instrument,
when applied to students. However, when applied to teachers,
Wileman (1976) found no basis for concluding that treatment
affected environmental attitudes. Hounshell and Liggett
(1976) reported changes in student attitudes but did not
report on the teachers. The obvious implication is that
there was insignificant change (or that no attempt at well-

defined measurement of teachers was made, an unlikely
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situation in the test circumstances). Perhaps a different
attitude measuring instrument would be more sensitive to
changes, or a different treatment program is needed for
teachers.

Another consideration is expressed by Kelman (1958)
that attitude changes by teachers may be less durable than
those of students in the absence of surveillance, meaningful
relationship or relevance.

Foerstel (1976) has been one of the few researchers
to examine the attitudes of a general population and teachers
at the same time, although that was not his primary intent.
His work dealt with specific problems rather than more
generalized attitudes. While he found problem-ranking
consistency within each group, he found little congruence
between groups. One conclusion which may be drawn from his
study is that perception of environmental problem severity
varies to such a degree that extrapolation from a group of
students, parents, teachers or environmentalists to any of
the other groups is not valid, even within the same community.
There may be some congruence between groups if the attitudes
measured are more general than specific.

That students and their parents will not necessarily
agree on specific issues has also been suggested by Connell
(1972). A range of acceptable beliefs is quite likely gained
from parents but patterns of mass belief are more likely
sociological in origin than familial. Connell's thesis is
supported by Friedman, et al. (1972).
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Many issues, studied by social scientists, are viewed
differently by people from urban areas and those from rural
areas (Bettinghaus, 1977). Environmental issues would appear
to follow this pattern for secondary school students, as
found by Leftridge (1977), at least as far as perceptions are
concerned. One might question whether or not this difference
holds true for teachers from urban or rural circumstances.
It might well be posited that teacher education programs
create a more consistent and cosmopolitan attitude not neces-
sarily congruent or even compatible with students or parents
of the community. This would follow from Bishop's point
(1976) that ideological consistency is a function of educa-
tional experience. Although Leftridge found a difference
without regard for "issue, geographic setting of the problem,
or amount of educational background of the (student)
subjects," the working environment, professional colleagues,
life styles and educational uniformity of teachers may result
in more consistency of response without regard for differences
in urban-rural surroundings of homes or workplaces.

In addition, Murch (1971) found that

« « « inclination to identify pollution as a signifi-

cant problem steadily increased as the reference moved
away from the respondent's immediate surroundings.

Such findings may be reflected in the Leftridge study and may
also have an effect on teacher-student interchange in either
rural or urban schools; the more cosmopolitan teachers would
be expected to be incongruent with rural students and perhaps

with urban students as well.
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14
Environmental education programs may be constructed

differently for urban and rural audiences of students but may
not require this same difference in approach for training of
teachers. If teachers are consistent in their outlook, they
nonetheless need to be aware of and react to the differences
in their audiences. This may well require adjustment in
teacher-training programs so that the individual teacher may
learn to adapt to student needs and student attitudes in the
environmental area. As Tanner (1974) notes, "75 to 80
percent of our youth are geographically separated from the
land which must sustain them . . . ." Differences between
the orientations of teachers and of their students toward
environmental matters may be highly significant in the
effectiveness of environmental education programs.

An attitude is generally defined as a learned predisposi-

tion to respond to an object or class of objects in a

consistently favorable or unfavorable way . . . (Gross

and Niman, 1975, p. 358).
Three component classes are generally accepted: cognitive
(belief), affective (feeling) and behavioral. Gross and
Niman point out that there are usually no distinctions made
between these classes in attitude measuring but that
attitudes are operationally defined by verbal measures and
evaluations of the responses are treated as composites.
These verbally measured attitudes are not reliable as
predictors of overt behavior, however, due to the influence
of per;onal, situational and methodological factors.

A study by Weinstein (1972) indicates a need to
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combine attitude toward an issue and attitude toward an
action rather than either alone to suggest behavior predict-
ability. He proposes that a negative action attitude will
probably prevail over a positive issue attitude. Further, he
found that a positive action attitude and a positive issue
attitude do not make for a reliable predictor of behavior
either. This is supported by Schuman (1972) in his
"situational variability" which usually results in compro-
mise where the positions taken tend to reveal relative
strength of values.

In approaching the attitude-behavior relationship,
Hungerford (1975, p. 26) stated that

« . . there are professionals in environmental

education who act as though environmentally literate
behavior was something for the other feller (sic).

This attitude difference between the issues and the actions
was further emphasized by Peyton (1977) when he found that
less than half of the preservice teachers (elementary educa-
tion students) in his study engaged in either individual or
group actions favorable to the environment and that the
participants in general considered action involvement on
their part peripheral to environmental education. Indeed,
Harvey's delineation (1976) avoided specifying actions as
expected outcomes of environmental education referring to
competence and dedication, the "intentions" of environmental
literates, as the outcome goals.

Perhaps, as Hungerford suggests, where actions are

concerned, environmental educators are not distinguishable
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found that those "ordinary" people who performed an environ-
mentally sound behavior (recycling, in their study) were
operationalizing a positive attitude yet were not otherwise
particularly distinctive from the surrounding population. In
both groups, it seems that the doers are few while the talkers
are many; apparently, environmental literacy advocates action
but does not require it.

Another aspect of the attitude-behavior relationship
is the tendency of teachers with positive environmental
attitudes to conduct environmental education in their profes-
sional lives. While Ritz (1977) implied that personal
actions and classroom practices fell within the same
affective-behavioral construct, Cummings (1976) saw the
classroom behavior as a distinct behavior pattern. Some of
the identification difficulty for both the investigators and
the subject teachers may lie with the definition of environ-
mental education, the perceived scope of its content,
identity of the best-qualified environmental teacher, the
most appropriate site for environmental education activities
and so on. Also, teacher perception of environmental educa-
tion as a central or ancillary instructional track has a
decided effect on classroom conduct.

Hungerford (1975) has pointed out the fallacy that
the science teacher is the only one "who can successfully
teach environmental education."” Howie (1974) demonstrated

that use of the outdoors was only part of an effective
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environmental education program. A list of the inservice
programs conducted around the United States designed to
facilitate all teachers becoming environmental educators,
both indoors and out, would be very extensive.

Much of the reluctance of individual teachers to in-
corporate environmental education programs into their contin-
uing classroom conduct is a perceived low level of their own
competency (Peyton, 1977; Ritz, 1977; Bozardt, 1976; Cummings,
1976; Hungerford, 1975; Howie, 1974). Because it is rarely
noted that all education is environmental education (McInnis,
1972), there may be serious questions raised as to the
validity of any attempts at measurement of incorporation
unless measurements are confined to use of curricular mater-
ials. Perceptions alone often prove to be highly deceptive.
Effective environmental educators, especially in non-science
areas, may be excluded, however, if only material usage is
counted or measured.

Cummings (1976) has adopted a particularly interest-
ing approach in viewing environmental education as a market.
He points to the student as the ultimate consumer of the
content with the teacher as the primary consumer of the
materials. His study found only 18 percent of the teachers
surveyed had no interest in environmental education while 70
percent were adopters of curricular materials. This latter
figuré may be compared with the 57 percent cited by Wint
(1977) .

i, The Cummings study is also of special interest in
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evaluating curriculum package adoption potential. He found
that environmental education program packages were most like-
ly to be adopted if they required little teacher-preparation
time, consumed little class time and offered considerable
direction to the students. As Cummings puts it, there
appears to be "a desire to 'spice-up' the existing curriculum
rather than to make substantive changes." Observations by
Bozardt (1976) also emphasize this attitude.

One of the situational variables to be considered in
evaluating classroom practices is that environmental educa-
tion is value-laden and may be a somewhat sensitive area for
many teachers who "must serve a clientele holding diverse
ideals" (Tanner, 1974).

Another factor which may strongly affect teacher
adoption of environmental education, particularly school-
specified curricular materials, is psychological reactance.
Miller's studies (1976) indicated that perceived attempts at
persuasive manipulation often result in reaction opposite to
the persuader's intention.

The consensus among environmental educators is well

expressed in Michigan's Environmental Future:

No one can escape environmental education . . . .
Everyone learns about the environment. But exactly
what are people learning? (Governor's Task Force,
1973, p. 2)
It might be assumed that teachers seeking environmental
information for application in the classroom, or for their

own edification, would be somewhat selective in their sources
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of information. There is little to indicate, however, that
teachers are any more selective than a general population.
Among Peyton's student teachers (1977), "only 20 percent of
the participants reported belonging to an active environment-
al organization or reading an environmentally-related
periodical regularly" while "61 percent reported intentions
to take future environmental action." The question must
then arise as to the source of the information on which they
will base their actions; and, whether this position is also
true for practicing teachers as well as students preparing
to teach.
McNelly relates information, attitudes and behaviors

in a simple and basic statement:

Information provides the raw material on the basis of

which people form their beliefs, which in turn provide

the basis for their attitudes and behaviors. (1973, p. 31)
He proceeds to construct a conceptual case for information
building a set of beliefs which, when related, form an
attitude structure which then predisposes the holder to
respond in a favorable or unfavorable manner. McNelly does
not assume a direct or causal relationship in this system
which would necessarily result in the predisposed behaviors
but credits the situational variables with the final control.
Nonetheless, he strongly promotes the proposition that
information is the basis for attitudes and attitude changes
with the information receiver playing an active role in the
processing and the structuring. On the other hand, the 1966

Stamm and Ross study in Wisconsin found that "environmental
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knowledge bore no relation to community members' attitudes."

In treating information acquisition, the "communica=
tory utility" of Atkin (1972) must not be overlooked. He
defines this concept as "the anticipated usefulness of
information for future informal interaction with family,
friends, co-workers and acquaintances." He suggests a
tendency toward information seeking when interpersonal
communication is anticipated. This concept includes informa-
tion receptivity as well as information searching. Perhaps
the anticipation of communicatory utility rather than a
belief in principles explains to some extent the popularity
of attendance by teachers at how-to environmental education
workshops when a subsequent increase in classroom environ-
mental education does not appear.

The role played by environmental educators in the
overall communication system disseminating information about
environmental matters is distinctive. The term "quasi-mass
communication" cited by Davison, et al., (1976, p. 122) seems
particularly suited. The rather standard messages delivered
to classrooms across the country make teaching resemble a
mass communication system. At the same time, the messages
are presented in face-to-face encounters with some opportun-
ity for audience feedback and so teaching resembles interper-
sonal communication. The peculiar nature of this middle-
ground would seem to warrant the continued use of the
quasi-mass communication terminology.

The environmental educator may be an effective
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regulator and gatekeeper in the quasi-mass communication
system involving students. As educator, however, the teacher
also serves as a redistribution system which McNelly (1973)
considers of vital importance to the total communication
process. There is also a special opportunity for coorienta-
tion of teachers and pupils with the potential for agreement,
accuracy and congruency relationships (Chaffee and McLeod,
1968) largely unexplored in the environmental arena.

Witt (1973) recognized the complex nature of environ-
mental communication and expanded on traditional models of
communication. He was especially concerned that even the
Westley-MacLean model did not accommodate, in science and
environmental communication systems, to receivers being at
the same time sources. The Witt model will readily accom-
modate the agenda-setting influence of environmental educa-
tors, the importance of which is noted by Schoenfeld (1977),
which other models do not.

The complexity of environmental mass communication
and its possible effects, and the questionable potential for
changing environmental attitudes, has been underlined by
Stamm (1972). He further suggests that environmental educa-
tion efforts may have little or no cognitive change effects
involving high salience objects. Schoenfeld (1975), however,
seems convinced that mass media have abundant potential for
changing environmental attitudes toward nearly all objects.
The apparent discrepancy seems to be due to Schoenfeld's

optimism and Stamm's reluctance to predict without effective
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measuring instruments and much further study.

If the environmental attitudes of teachers and,
through them, their students can be changed, reinforced,
modified, "agendized" or otherwise manipulated by mass
communication, it would seem appropriate to identify the
strength of media impingement. Sellers and Jones (1973,

p. 53) cite an instance where mass media were avoided in an
environmental influence campaign and efforts to sway
attitudes were directed at the interpersonal and quasi-mass
communication systems. Stamm (1972) described selected
environmental campaigns and the communication problems which
became evident during the efforts. Schoenfeld (1975a) points
to the success-record in communicating of the federal bureaus
and voluntary associations and especially the Cooperative
Extension Service. Yet there is little in the literature to
show the mass communication media use patterns of teachers
for information on environmental affairs, excepting the
preservice teachers of Peyton (1977). The sources which
teachers use to obtain the bulk of environmental information
and from which they influence their students is still
obscure.

Perhaps the work described by Dawkins and Krebs in
the field of behavioral ecology, as noted by Wilbur (1979),
should be considered by environmental educators in formulat-

ing programs to teach both teachers and their students:
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The old view of animal communication is that of
interindividual cooperation as the product of
coevolution of actor and reactor in which each
informs the other of its internal state. In the
new view, in animal communication, as in commercial
television, the key word is not information but
manipulation, persuasion, or advertisement.
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CHAPTER III
SIGNIFICANCE AND USE OF THE STUDY

This study was developed to determine the character-
istics of a specific population of teachers along five
dimensions:

1. perception of the scope of environmental education;
2. attitudes toward environmental affairs;

3. personal environmental actions;

4. professional environmental education activities; and,
5. use of mass media information sources on a continuing
basis.

The population selected was to enter an environmental
education experience designed to assist teachers in beginning
or improving environmental education in their classrooms.

The curriculum is . . . focused on providing teachers
with an understanding of critical issues dealing with the
relationship between man and his environment. Teaching
techniques will be discussed by teachers who have put
them into practice and special emphasis will be placed on
relevant programs for the metropolitan areas where most
of us live. (Teachers' Environmental School, 1978,
descriptive brochure.)

It was assumed that this population would be demon-

strating, through behavior, a special interest in the bio-
physical surroundings or environmental education or both.

The workshop experience required commitment to a five day,
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participatory, residential program during the summer,
between academic years. While enrollment in this program
would distinguish the study group from an average of
teachers, it could also be expected to intensify some of the
study results. It was expected that some of the findings
would offer a basis for inference extending to teachers less
interested in environmental or ecological matters.

* Little has been reported to date about the general
characteristics of teachers as they enter an environmental
education experience although a number of studies of details
have been conducted.

*  Even those teachers expressing interest in "environ-
mentalizing" their teaching or volunteering for training in
environmental education are not a well described audience.

* Findings of this study could indicate potential
differences in the needs of teachers and of students
participating in environmental education programs.

* Assessment of teacher use of mass media on a contin-
uing basis could indicate the significance of various media
as they influence the continuing development of teacher
beliefs and attitudes.

*  The information available as a result of this study
could offer a basis for reexamining environmental education
programs directed specifically at teachers and prospective
teachers. With the information derived, it would then be
possible to modify and adopt programs which would improve the

effectiveness of environmental education in the schools.
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CHAPTER IV
DESCRIPTION OF THE STUDY

Hypotheses

The purpose of this study is to develop a quantita-
tive profile of teachers who have demonstrated through
behavior a special interest in their biophysical surround-
ings, in environmental education or in both. The information
contributing to this profile was derived in response to three
overriding questions:

1. What do teachers perceive as being within the scope of
environmental education?

2. What do teachers do, personally and professionally, in
contributing to environmental improvement?

3. Where do teachers get the information which continual-
ly influences their own attitudes and behaviors which they
then carry into the classroom?

The study is primarily a descriptive, case-study
approach. It is designed to provide a technique for measur-
ing the characteristics, analyzing the data gathered and
developing a useful profile. The hypotheses to be tested are
comparative hypotheses as prescribed for social science
research and are descriptive rather than predictive.

ELLLQpring development of the study, several operational
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decisions were made leading to singular, descriptive
propositions common in the physical and biological sciences
that certain characteristics can, or cannot, be measured and
classified using researcher-selected methods. These proposi-
tions may be divided into two classes, assumptions and
premises. The assumptions are extensions and adaptations of
the work of prior researchers to meet the particular needs of

this study.

Assumption 1: An existing attitude measuring instrument
will reliably measure the environmental attitudes of
teachers who have self-selected for their interest in
environmental education.
Assumption 2: The teacher-perceived scope of environment-
al education can be measured using a list of common
academic topics.

tion 3: Mass media use and valuation patterns of
the selected population may be measured using self-

perception responses.

The operational premises are arbitrary decisions unique to

this study.

Premise 1: Environmental attitude measurement and perceiv-
ed scope of environmental education may be combined into
an attitude index with utility for comparative purposes.

Premise 2: Personal environmental actions of the selected

- population may be combined into a quantitative index with

utility for comparative purposes.
Premise 3: Environmental education practices of the
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selected population may be combined into a quantitative
index with utility for comparative purposes.

Application or modification of the measuring instru-
ment and the operational propositions will offer a basis and
means for comparative studies.

Four hypotheses are central to this study. Stated in
the null form, they are:

Hypothesis 1. There is no significant relationship
between personal environmental actions and environmental
attitudes of the selected teacher population.
Hypothesis 2. There is no significant relationship
between environmental education practices and environ-
mental attitudes of the selected teacher population.
Hypothesis 3. There is no significant relationship
between media use p<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>