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ABSTRACT 

The focus of this research is to understand how different factors, such as state-

level EE policies and institutional values, influence the inclusion of environmental 

education (EE) into pre-service teacher preparation programs.  Institutional theory is the 

main theoretical foundation used for analyzing this issue.  This is a mixed methods study 

with a sequential triangulation design (Morse 1991), using quantitative data from 50 

states and 191 public universities to guide the selection process for seven qualitative 

interviews.  While the impact of EE policies is evident, understanding the mechanisms 

that contribute to such things as political capital and how institutional value for EE is 

created is more nuanced.  The findings from this research point to targeted EE policies, 

collaborative practices, and research on the development of institutional culture as 

strategies to bring EE in from the fringes of pre-service teacher preparation programs. 
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CHAPTER 1. INTRODUCTION 

Research problem 

 Preparing future generations to be environmentally concerned citizens is not an 

easy task for teachers and the sparse amount of environmental education (EE) included in 

pre-service teacher preparation programs makes the task more daunting.  Although many 

teachers have positive attitudes about EE, often times they do not include it in their 

teaching because they feel inadequately prepared to teach EE (Ham, Rellergert-Taylor, & 

Krumpe, 1987; Middlestat, Ledskey, & Sanchack, 1999; Simmons, 1998). The 

marginalization of EE in teacher education institutions is a complex problem. There has 

been little research on how different external and internal factors influence the inclusion 

or exclusion of EE in teacher preparation programs.  Therefore, my intent in writing this 

thesis is to look closely at these different factors.  I conducted a cross sectional mixed-

methods study to examine the role that external factors, such as state-level EE policies, 

and internal factors, such as institutional values, play in influencing the inclusion of EE in 

teacher preparation programs at public universities in the United States. 

Purpose of the study 

   The purpose of this investigation is to understand how different factors influence 

the incorporation of EE into pre-service teacher preparation programs.  Uncovering what 

acts as an institutional motivator or inhibitor will it make possible to identify mechanisms 

for institutionalizing EE in pre-service teacher preparation programs.   

Definition of Environmental Education  

 The term EE has been used commonly among educators, researchers, and policy 

makers for decades.  However, the term sometimes implies or connotes a different 
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meaning to some in the field.  For the purpose of this thesis, I am using the term as 

defined by Stapp et al. (1969):   

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.  

The major objectives of environmental education are to help individuals acquire: 

1) a clear understanding that man is an inseparable part of a system, consisting of 

man, culture, and the biophysical environment, and that man has the ability to 

alter the interrelationships of  this system, 2) a broad understanding of the 

biophysical environment, both natural and man-made, and its role in 

contemporary society, 3) a fundamental understanding of the biophysical 

environmental problems confronting man, how these problems can be solved, and 

the responsibility of citizens and government to work toward a solution, and 4) 

attitudes of concern for the quality of the biophysical environment which will 

motivate citizens to participate in biophysical environmental problem-solving.  

(p. 34-35) 

I chose this definition because it encompasses knowledge, behavior, and attitudes, with 

the ultimate goal of pro-environmental action and values. It is one of most comprehensive 

and commonly used definitions in the field of EE.  I would argue that, in one way or 

another, all other definitions are derivatives of this one. 

Rationale and background  

 The inadequate preparation of pre-service teachers to teach EE has been 

supported by research, which has highlighted the low level of environmental literacy 
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among pre-service and in-service teachers. It has been argued that this deficiency is 

linked to the lack of training that pre-service teachers receive in teaching EE content and 

methodology (Beuthe & Smallwood, 1987; Cutter-Mackenzie & Smith, 2003; Ham et al., 

1987; Mansaray, Ajiboye, & Audu 1998; Middlestat et al., 1999; Péer, Goldman, & 

Yavetz, 2007; Simmons, 1998). The lack of training that pre-service teachers receive has 

been attributed to the limited amount of EE that is included in typical pre-service teacher 

preparation programs.  This assertion has been supported by surveys of teacher education 

institutions in the United States and Canada, which found that most institutions did not 

offer a major, minor, concentration, or even a single course in EE (Lin, 2002; McKeown-

Ice, 2000; Towler, 1980; Trent, 1983).   Findings from these studies also indicated that in 

the United States most teacher education institutions felt that they were doing a poor job 

of preparing pre-service teachers to teach EE, and in Canada less than 25 percent of 

teacher education institutions considered EE to be a priority (Lin, 2002; McKeown-Ice, 

2000). 

 Education has long been cited, along with public and economic policy, as a key 

factor to solving regional and global environmental problems (UNESCO, 1978).  

International conferences focused on tackling these environmental problems have called 

for the development of formal EE programs in schools for four decades (Stockholm, 

1972; Belgrade, 1975; Tbilisi, 1977; Rio de Janeiro, 1992; Johannesburg, 2002) and have 

recognized that it is essential to incorporate EE in teacher preparation in order to establish 

effective EE programs in formal education institutions.  In 1977 the first 

Intergovernmental Conference on EE convened in Tbilisi, Georgia and the 265 delegates 
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and 65 representatives made explicit recommendations in regards to implementing EE 

into teacher preparation.  The final report recommended to Member States: 

1. that environmental sciences and environmental education be included in 

curricula for pre-service teacher education; 

2. that the staff of teacher education institutions be assisted in this respect;  

3. that teachers should get appropriate environmental training relating to the 

area, either urban or rural, where they are going to work; and 

4. teachers in training should be given an understanding of the widest possible 

range of educational materials and aids, with special reference to low-cost 

materials and to opportunities for adaptation and improvisation according to 

local circumstances. (UNESCO, 1978, p. 35-36) 

With all of the international attention in the past four decades given to EE, and with the 

passing of the National Environmental Education Act of 1970 and 1990, it would seem 

reasonable to imagine EE having an impact on educational institutions in the United 

States.  Unfortunately, implementation of EE into K-12 education and teacher preparation 

programs has not been substantial in the United States (Ruskey & Wilke, 2005).  As a 

result, teaching about the structures, functions, and interrelationships of natural and 

human systems, along with teaching the skills necessary to understand how an 

individual’s actions can affect these systems, is not always done in public schools in the 

United States.  Therefore an environmental issue such as climate change, which has 

serious implications for our future, is not adequately discussed.  The results of a 2010 

study by Leiserowitz, Smith, and Marlon, highlighted the inadequate education that most 

Americans have had about environmental issues such as global warming and climate 
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change.  The findings from the study indicated that although a majority (63%) of 

Americans believed that global warming was occurring, not many actually understood 

why it was happening.  The authors reported that very few (10%) Americans felt that they 

were well informed and a majority (75%) believed that schools should teach about 

climate change.   

 Concern over the lack of substantial implementation of EE by K-12 teachers has 

prompted several studies that examined the barriers that teachers faced in schools; 

however, not as much attention was given on how to overcome these barriers.  The 

findings from one study (Plevyak, Bendixen-Noe, Henderson, Roth, & Wilke, 2001) 

indicated that incorporating EE into pre-service teacher preparation could help overcome 

some of these barriers.  The authors found that teachers who graduated from a pre-service 

teacher preparation program that included EE taught more EE in their classrooms than 

teachers who did not receive EE training in their pre-service teacher preparation program.  

There has been some research that has examined the implementation of EE into pre-

service teacher preparation programs; however, past research into this topic has focused 

mainly on the status of EE in teacher preparation programs.  Although there has been 

some emphasis on understanding the barriers to the implementation of EE in pre-service 

teacher preparation programs, there has not been sufficient research on the positive 

factors or mechanisms that help EE become institutionalized in a pre-service teacher 

preparation program.  This is an area of research that needs to be examined as part of a 

series of questions (Figure 1) that address the issue of how to effectively incorporate EE 

into schools. 
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Figure 1. Where my research fits in 
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education.  An institution has been defined as a “natural product of social needs and 

pressure—a responsive, adaptive organism” (Selznick, 1957, p. 5).  Selznick (1957), an 

early institutional theorist, recognized that in addition to the external factors that 

influence an institution there are also internal factors that should be considered.  In order 

to understand the mechanisms that dictate decision making in institutions, institutional 

theory examines cultural influences and believes that “organizations, and the individuals 

who populate them, are suspended in a web of values, norms, rules, beliefs, and taken-

for-granted assumptions, that are at least partially of their own making” (Barley & 

Tolbert, 1997, p. 93).  When these values and norms take on a rule-like inflexibility in an 

institution, institutionalization has occurred.  Institutionalization is a process.  Selznick 

(1957) defined it as:  

Something that happens to an organization over time, reflecting the organization’s 

own distinctive history, the people who have been in it, the groups it embodies 

and the vested interests they have created, and the way it has adapted to its 

environment. (p. 16) 

Another definition of institutionalization is that it is:  

A process which translates an organization's code of conduct, mission, policies, 

vision,  and strategic plans into action guidelines applicable to the daily activities 

of its officers  and other employees. It aims at integrating fundamental values and 

objectives into the organization's culture and structure. (businessdictionary.com, 

2011) 

Institutional theorists have argued that institutionalization is a social process with a 

dominant definition of social reality, which can promote stability through the 
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incorporation of values. Moreover, theorists claim that it is important to understand not 

only institutional patterns but also the conditions under which new institutional forms 

develop, including the emergence of a system of shared beliefs (Friedland & Alford, 

1987; Meyer & Rowan, 1977; Selznick, 1957; Zucker, 1977). 

 I use four constructs from institutional theory as a lens to help me examine the 

phenomenon of institutionalization:  (1) institutionalization as a process of instilling 

value (Selznick, 1957); (2) institutionalization as a process of creating reality (Berger & 

Luckman, 1967; Zucker, 1977); (3) institutional systems as a class of elements (Meyer & 

Rowan, 1977); and (4) institutions as distinct societal spheres (Friedland & Alford, 1987; 

Swidler, 1986).  These constructs will be discussed in the Literature review (chapter 2). 

Research questions  

 The questions that I used to guide my investigation were: 

1. What is the status of EE policy and EE in public universities in the United 

States? 

2. What factors have influenced the institutionalization of EE in pre-service 

teacher preparation programs?  How and why have these factors been 

influential? 

3. Have some factors been more influential than others?  If so, which ones?  

What explains this differential influence? 
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CHAPTER 2. LITERATURE REVIEW 

 An examination of the literature related to EE in pre-service teacher preparation 

programs reveals that, although the work in this area spans three decades, there has not 

been an abundance written about this topic (Figure 2).  The literature can be categorized 

into three main themes: strategies, status, and policy.  Proponents of EE, who argued that 

the institutionalization of EE in pre-service teacher preparation programs was the best 

way to address the slow and limited formalization of EE in schools, developed strategies 

on how this could be implemented. At the same time, other EE proponents focused on the 

status of EE in pre-service teacher preparation programs and conducted several studies 

over the past 30 years.  Published documents related to policies for EE in pre-service 

teacher preparation programs are mainly guidelines, standards, or strategic plans 

developed at the international, national, and state level.  Some countries (France, Korea, 

and Mexico for example) do mandate EE in some form; however, my examination of 

their policies, revealed little attention to EE in pre-service teacher preparation programs.   

I used institutional theory as a framework to analyze the authors’ arguments and 

conclusions about EE in pre-service teacher preparation programs.  The four constructs 

that I borrowed from institutional theory are: (1) institutionalization as a process of 

instilling value (Selznick, 1957); (2) institutionalization as a process of creating reality 

(Berger & Luckman, 1967; Zucker, 1977); (3) institutional systems as a class of elements 

(Meyer & Rowan, 1977); and (4) institutions as distinct societal spheres (Friedland & 

Alford, 1987; Swidler, 1986).  A benefit to using this framework is that it highlights how 

the literature has viewed institutional factors when discussing issues of implementation  
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Figure 2. Literature related to EE in Teacher Preparation Programs  
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and overcoming barriers.  Using this framework also helps to examine the issue of 

institutionalization of EE in pre-service teacher preparation programs as a process.   

Institutionalization as a process of instilling value 

 One of the earliest institutional theorists, Selznick (1957), argued that institutions 

are products of interaction and adaptation which become a reflection of the group’s 

idealism which makes the institution less expendable than individual members of the 

group.  The main argument of this theory is that by instilling value of a program at the 

institutional level, rather than the individual member level, institutionalization will be 

more stable and persist over time (Scott, 1987).  The lack of institutional value for EE in 

teacher education has been highlighted in studies that examined the number of faculty 

teaching EE in pre-service teacher preparation programs (Lin, 2002; McKeown-Ice, 

2000; Towler, 1980; Trent, 1983).  Some of these studies concluded that when only one 

or very few faculty members incorporated EE into the teacher preparation programs, the 

subject was only included as long as the faculty member(s) remained (Lin, 2002; 

McKeown-Ice, 2000).  Although McKeown-Ice (2000) found that one of the main factors 

that influenced the inclusion of EE in institutions of teacher education was faculty 

interest (internal factors having to do with member and institutional values), the author 

also stated that the other main factor was state teacher certification guidelines (external 

factors having to do with technical requirements).  The conclusions made by McKeown-

Ice (2000) suggested that both value of EE and mandated EE requirements play an equal 

role in the institutionalization of EE in pre-service teacher preparation programs. Some 

institutional theorists would disagree with this conclusion based on their belief that “in 

what is perhaps its most significant meaning, ‘to institutionalize’ is to infuse with value 
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beyond technical requirements of the task at hand” (Selznick, 1957, p. 17).  This 

emphasis on the institutional value of EE over technical requirements can be seen in 

Lin’s (2002) argument that the marginalization of EE in pre-service teacher preparation 

programs would remain the same unless there was a significant change toward a more 

positive view for the value of teaching EE by faculty members. 

 The value of EE and technical requirements for EE has been part of two 

competing discourses on implementation strategies for EE in teacher preparation.  Some 

EE proponents have argued for a competency-based approach while others have argued 

for a constructivist approach.  Proponents of a competency-based approach have focused 

more on teaching technical requirements necessary to be a competent EE teacher (Stapp 

et al., 1980; Wilke, Peyton, & Hungerford, 1987), while proponents of a constructivist 

approach have placed more importance on teaching the value of EE (Ballantyne, 1995; 

Stevenson, 2006).  Some proponents of a competency-based approach have proposed 

conducting seminars and conferences that would target key educational planners, 

administrators, and teacher educators with the purpose of convincing them of the need 

(value) for EE in pre-service teacher preparation and establishing their support for pre-

service teacher preparation programs that incorporate EE (Wilke et al., 1987).  However, 

proponents of a competency-based approach have mostly argued that the best approach 

for implementing EE in pre-service teacher preparation programs is to focus on technical 

requirements such as basic EE teacher competencies (Table 1).  Stapp et al.’s (1980) 

three essential competencies along with Wilke et al.’s (1987) list of EE teacher 

competencies placed emphasis on technical requirements and seemed to suggest that EE 

could easily be incorporated into general education competencies. 
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Table 1.  EE teacher competencies 

Stapp et al. (1980) Wilke, Peyton and Hungerford (1987) 
 

1.  Basic competencies in 

the biological, physical, 

social and behavioral 

sciences. 

 

2.  Basic competence in 

understanding the 

interrelationships of the 

human ecosystem. 

 

3.  Basic competence in 

education. 

 

 

1.  Apply knowledge of educational philosophy to the selection of 

curricular programs and strategies to achieve both general 

education and EE goals. 
 

2.  Utilize current theories of moral reasoning in selecting, 

developing and/or implementing EE curricula. 
 

3.  Utilize current theories of knowledge, attitude, and behavior 

relationships in selecting, developing and/or implementing a 

balanced curriculum. 
 

4.  Utilize current theories of learning in selecting, developing, 

and/or implementing curricular materials and teaching strategies. 
 

5.  Apply the theory of transfer of learning in selecting, developing 

and/or implementing curricular materials and teaching strategies. 
 

6.  Select effective instructional methodologies which are 

appropriate for desired cognitive and affective outcomes. 
 

7.  Effectively implement a variety of teaching methodologies to 

achieve EE goals. 
 

8.  Develop and use effective means of planning for instruction. 
 

9.  Effectively infuse appropriate EE curricula and methods into all 

disciplines. 
 

10.  Effectively evaluate EE curricula and methods achievement in 

both cognitive and affective domains. 

 

 There are a number of EE proponents who acknowledged the importance of EE 

content and pedagogical knowledge but disagreed that a competency-based approach was 

the best way to implement EE into pre-service teacher preparation programs (Ballantyne, 

1995; Lin, 2002; Mastrilli, 2005; Stevenson, 2006).  Advocates for a constructivist 

approach argued that rather than focus on basic EE competencies “the focus should be 

placed on designing learning experiences which enhance the development of personal 

environmental conceptions, i.e. developing and integrating environmental knowledge, 

attitudes and behavior towards specific environmental issues” (Ballantyne, 1995, p. 123).  



28 

 

There has been criticism that some pre-service teacher preparation programs that do 

include EE mainly focus on transmitting content knowledge (Lin, 2002; Mastrilli, 2005) 

and some EE proponents have been concerned that:    

Although education about the environment is valuable, in that it is strong in 

providing environmental knowledge and skills, the major concern and danger is 

that the majority of teacher training institutions provide and prepare pre-service 

teachers with only this partial view of environmental education – one that is 

rationalist, technocratic, and ignores the socially critical and political action 

purposes of environmental education.  (Lin, 2002, p. 211) 

Another concern is that a majority of teacher education institutions do not require or feel 

that EE issues should be included in the pre-service teacher preparation curriculum 

(Heimlich et al., 2004).  Therefore, some EE proponents have suggested a focus on 

faculty professional development (Powers, 2004; Stone, 1989) and have argued that 

preparing pre-service teachers to teach EE is not possible if the faculty who are teaching 

them do not have the knowledge or understanding of the goals of EE.   

 It is clear that there are opposing views about the best way for implementing EE 

into pre-service teacher preparation programs.  What is not so clear is the efficacy of 

these different approaches or the impact that they may have toward institutionalization of 

EE into pre-service teacher preparation programs.  The literature on competency-based 

approaches and the literature on constructivist approaches both make strong arguments 

supporting their views; however, there was not any evidence that their claims were 

supported by research.  The research evidence that is in the literature has indicated that 

much of the EE in pre-service teacher preparation programs has had a narrow focus that 
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typically emphasizes content knowledge (Lin, 2002; Mastrilli, 2005; Towler, 1980).  

With the exception of the study by Mastrilli (2005), which examined the impact of state-

level EE requirements on pre-service teacher preparation programs in Pennsylvania, there 

has been very little research on what factors may have influenced the narrow focus found 

in many pre-service teacher preparation programs that include EE.  Further research into 

both approaches may reveal that they have unique merits that could be complementary 

rather than antagonistic. 

 A conclusion made in several studies was that EE had not been institutionalized in 

pre-service teacher preparation programs because of the lack of institutional value for it.  

This was evident by the low number of faculty who taught EE and the low interest 

towards EE by the faculty and institution (Lin, 2002; McKeown-Ice, 2000; Towler, 1980; 

Trent, 1983).  Many of these studies also concluded that the major barriers that were 

impeding the teaching of EE in pre-service teacher preparation programs were: time 

constraints, budget constraints, lack of state-level EE standards, and teacher certification 

requirements that did not include EE.  There seems to be an assumption here that if these 

barriers were lifted then faculty and institutional interest would increase and more EE 

would be taught.  This assumption simplifies a complex issue and I think that Lin’s 

(2002) point about faculty members’ view of the value of teaching EE needs to be 

considered more when discussing factors that promote or inhibit institutionalization of 

EE in pre-service teacher preparation programs.  

 Once institutional theorists recognized the complexity of the institutionalization 

process they argued that it did not always occur through “conscious design and 

intervention” (Scott, 1987).  Eventually, some theorists asserted that institutionalization 
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occurred through a process of historically repeated actions or inactions and social 

conformity (Berger & Luckman, 1967; Zucker, 1977), which in essence was a form of 

creating reality. 

Institutionalization as a process of creating reality 

 This aspect of institutionalization places emphasis on the construction of social 

reality (Scott, 1987).  Institutionalization is seen as a process where a behavior or action 

takes on a rule-like status not because they are valued or mandated but because they have 

been repeated or copied by members of the institution to an extent where they have 

become ‘habitualized’ actions (Berger & Luckman, 1967; Zucker, 1977).  It has been 

argued that: 

Institutionalization is rooted in conformity- not conformity engendered by 

sanctions, nor conformity resulting from a “black-box” internalization process, 

but from conformity rooted in the taken-for-granted aspects of everyday life.  

Institutionalization operates to produce common understandings about what is 

appropriate and, fundamentally, meaningful behavior. (Zucker, 1983, p. 5) 

This conformity or ‘habitualized” action is visible in the common practice in many pre-

service teacher preparation programs, which include EE in their curriculum, to confine 

the inclusion of EE to science methods courses (Heimlich, 2004; Lin, 2002; McKeown-

Ice, 2000; Towler, 1980).  This practice, along with the advising of students interested in 

EE to specialize in science education, although well-intentioned and practical for future 

job prospects, has created the perception that EE is merely an extension of science 

education, which makes it difficult to integrate into other areas of the pre-service teacher 

curriculum (McKeown-Ice, 2000).  An extension of this practice is the traditional focus 
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on mainly ecological concepts in EE courses for pre-service teachers (Lin, 2002; 

Mastrilli, 2005; Towler, 1980).  The social and political aspects of EE have not typically 

been addressed as much or at all in most EE courses in pre-service teacher preparation 

programs, even in states such as Pennsylvania that have implemented EE standards for K-

12 education that include a social and political component (Mastrilli, 2005).   

 It has been noted that traditionally pre-service and in-service teachers have been 

introduced to EE through the use of nationally produced curriculum materials that are 

typically activity-based with a focus on science (Powers, 2004; Wade, 1996).  The use of 

widely recognized curriculum materials such as Project WILD and Project Learning Tree 

have been useful and recommended for reducing some of the barriers that teachers have 

to teaching EE (Ham et al., 1987; Ramsey, Hungerford, & Volk, 1992).   However, they 

have also been criticized for being “primarily science-oriented rather than 

interdisciplinary and concerned more with environmental content than educational 

context” (Wade, 1996).  This criticism is supported by arguments made by Lin (2002) 

and Mastrilli (2005) that a common or ‘habitualized’ practice when including EE in pre-

service teacher preparation programs has been to focus mainly on transmitting content 

knowledge. 

 In contrast, some EE proponents have argued that it has been the lack of common 

or ‘habitualized’ EE goals and practices in pre-service teacher preparation programs that 

has led to the slow institutionalization of EE into the programs (Beckford, 2008; 

Disinger, 1983; Suave, 2005).  It has been argued that “the basic problem appears to be 

one of communication- either those concerned are not aware of what each other is saying, 

or they choose not to acknowledge, discuss, or debate it, for whatever reasons” (Disinger, 
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1987, p. 26).  As a way to organize what the field was saying, Suave (2005) identified 15 

currents in EE (Table 2) and stated that:  

Despite their shared concern for the environment and their recognition of the 

central role of education in enhancing human-environment relationships, various 

authors adopt widely differing discourses on environmental education and 

propose diverse ways of practicing educative activity in this field. (p. 11)   

Table 2.  Currents in EE (Suave, 2005, p.13) 

 

 

 

 

  

 

The sustainable development current that Suave (2005) identified has been 

suggested by some as a shift in paradigm for the field of EE because it pulls EE into 

another track that resolves to address a myriad of social issues including “citizenship, 

peace, health, political, human rights, multicultural, futures and others, as well as EE and 

development education” (Sterling, 1996, p. 19).  Rest (2002) argued that this shift would 

help the field break away from some of the ‘habitualized’ practices that have limited the 

progress of EE.  Rest (2002) also asserted that EE takes a passive role where knowledge 

about the environment and the effect of human impact are studied and that education for 

sustainable development (ESD) takes an active role by using knowledge as the catalyst to 

develop solutions for environmental, economic, and social problems. 
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 The shift from EE to ESD has grown significantly over the past decade and has 

been spurred on by the United Nations Educational, Scientific, and Cultural 

Organization’s (UNESCO) declaration that 2005-2014 is the Decade of Education for 

Sustainable Development.  In order to encourage this movement, UNESCO published the 

“Guidelines and Recommendations for Reorienting Teacher Education to Address 

Sustainability” with the stated purpose, “to ensure that teacher-education programs fit the 

environmental, social, and economic conditions and goals of their communities, regions, 

and nations” (UNESCO, 2005, p. 5). 

 The ‘habitualized’ practices that have defined the where, how, and what of EE has 

been in the context of pre-service teacher preparation programs have been sufficiently 

documented but what seems to be missing is an analysis of why these practices exist.  

The findings from several studies that examined the status of EE in pre-service teacher 

preparation programs indicated a strong conformity towards the view that EE should be 

part of a science methods course and should have a strong focus on ecology (Heimlich, 

Braus, Olivolo, McKeown-Ice, & Barringer-Smith, 2004; Lin, 2002; Mastrilli, 2005; 

McKeown-Ice, 2000; Towler, 1980).  What these studies did not address was how these 

practices became ‘habitualized’ or what factors may have influenced these practices to 

become normalized.  Another important factor that was not examined was how the ESD 

current may have affected the common EE practices in pre-service teacher preparation 

programs.   

 To examine these types of questions we need to use another construct of 

institutional theory.  Some institutional theorists began to shift their focus beyond just 

viewing institutionalization as a particular process and began to focus on the 
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characteristics of institutionalized systems (Scott, 1987).  These institutional theorists 

argued that institutionalization was a result of the normative or shared belief systems 

found within an institution and focused their attention on these distinctive elements 

(Meyer & Rowan, 1977).  

Institutional systems as a class of elements 

 In this construct of institutional theory it is argued that the belief systems of an 

institution and its institutional members represent “a distinctive class of elements that can 

account for the existence and/or elaboration of organizational structure” (Scott, 1987, p. 

497).  These belief systems are considered to be institutionalized because their existence 

is dependent “in some measure beyond the discretion of any individual participant or 

organization” (Meyer & Rowan, 1977, p. 344).   

 There has been much debate about whether EE has or should have a shared belief 

system in regards to its goals and practices (Beckford, 2008; Disinger, 1983; Stevenson, 

2006; Suave, 2005).  Some EE proponents have claimed that it is this lack of common 

understanding of EE that has impeded efforts to effectively incorporate EE into pre-

service teacher preparation programs (Beckford, 2008; Disinger, 1983).  Others view this 

dilemma as a valuable opportunity for teachers to construct their own understanding of 

EE (Ballantyne, 1995; Stevenson, 2006).  In respect to the newest current in EE, 

identified by Suave (2005) in the previous section as the sustainable development and 

sustainability current, it has been argued that: 

Educators do not need a vision to adopt, but do need to construct, preferably 

through a thoughtful process of critical inquiry, reflection and dialogue, their own 

understanding of sustainable development that can guide them in their curriculum 
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planning and teaching. After all, it is their own understanding of this concept that 

will shape their pedagogical practices in education for sustainable development. 

(Stevenson, 2006, p. 279) 

Adopting this type of constructivist approach to implementing EE in pre-service teacher 

programs is believed to be the best approach by some EE proponents because it “helps 

ensure personal engagement” (Ballantyne, 1995, p. 125) and does not just expose 

teachers to a “curriculum that deals with a specific, and at times abstract, environmental 

topic to be tacked on to a social studies unit” (Powers, 2004, p. 10). 

 Competing beliefs about the best strategy for implementing EE into pre-service 

teacher preparation programs has typically centered around two approaches: adding a 

specific course in EE methods and/or EE foundations, or the infusion of EE methods 

and/or foundations into existing program courses (Wilke et al., 1987).  The over-arching 

strategy with these approaches is that EE becomes incorporated as part of the regular pre-

service teacher preparation curriculum.  A different strategy, not as commonly found in 

pre-service teacher programs, is the separate subject approach. This approach allows EE 

to be selected as a concentration, and in some cases as a major or a minor, where several 

courses focus on “designing learning experiences which enhance the development of 

personal environmental conceptions, i.e. developing and integrating environmental 

knowledge, attitudes and behavior towards specific environmental issues” (Ballantyne, 

1995, p. 123).   

 The North American Association for Environmental Education (NAAEE) has 

recently made an unprecedented effort to standardize a shared belief system about what 

EE in pre-service teacher preparation programs should look like by working with the 
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National Council for Accreditation of Teacher Education (NCATE) to establish an 

accreditation system based on the “Standards for the Initial Preparation of Environmental 

Educators” (NAAEE, 2007).  The purpose of the accreditation system is to show 

evidence that pre-service teacher preparation programs have met the NAAEE standards 

for preparing environmental educators.  If these standards are met, the teacher education 

institution will receive national recognition by NAAEE and NCATE.  This effort is 

intended to formalize EE into pre-service teacher preparation programs and help guide 

some teacher education institutions that are interested in incorporating EE into teacher 

preparation. However, at the same time that it intends to legitimize programs, it may not 

recognize or even unintentionally discredit teacher education institutions that do include 

EE in their pre-service teacher preparation program because they do not adhere to all the 

standards. 

 Amidst all this concern for a shared belief system for the way to incorporate EE 

into pre-service teacher preparation programs, some EE proponents have cautioned us 

that there is often an incongruity that exists between EE rhetoric and EE practice 

(Stevenson, 2007).  A good example of this contradiction was highlighted in a study 

where findings indicated that although many institutions believed that the best way to 

incorporate EE into pre-service teacher preparation programs was to incorporate it into a 

methods course, a lot of them did not use this approach (Heimlich et al., 2004).  

Institutional theorists interested in understanding the impacts of shared belief systems 

believed that it was important to examine the practices associated with social institutions.  

It was argued that social institutions are “enduring systems of social beliefs and socially 

organized practices” (Scott, 1987, p. 499).                                                 
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Institutions as distinct societal spheres 

 The main assertion in this construct of institutional theory is that within a society 

there are various societal spheres with distinct belief systems and that there are human 

practices that tend to arise and persist in all societies (Friedland & Alford, 1987; Swidler, 

1986).  Cognitive and normative systems, institutional logics, and patterns of human 

activity are embedded, in various amounts, in all societies (Swidler, 1986).  It has been 

argued that when examining why organizations adopt different beliefs and practices it is 

also important “to study why the institutional arenas are patterned in the way that they are 

or the conditions under which new institutional forms develop” (Friedland & Alford, 

1987, p. 18). 

 There has been agreement among some institutions of higher education that EE 

should be a central concern of the overall education curriculum (shared belief system) 

and although there has been some movement to establish EE policies at these institutions, 

there are still some considerable embedded barriers (institutional practices) to overcome 

(Haigh, 2005).  These embedded barriers/practices (Table 3) were highlighted in a study 

that examined the efficacy of the sustainability education policy created in 1997 at the 

University of British Columbia (UBC).  Results from this study indicated that the impact 

of the new policy was limited because of these institutional barriers and it was concluded 

that much like in K-12 education, institutions of higher education are very resistant to 

change (Moore, 2005). In fact, the disciplinary environment categorized by Moore (2005) 

has been recognized as such a major barrier at institutions of higher education that there 

is a concern that “unless students are majoring in biology or environmental studies, 
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students in many institutions may complete their studies without gaining basic 

environmental literacy” (McIntosh, Cacciola, Clermont, & Keniry, 2001, p. iii). 

Table 3.  Embedded Institutional Barriers/Practices (Moore, 2005) 
________________________________________________________________________________________________________________________________________________ 

Barriers to Sustainability  

Education    Details 
 

Disciplinary   • Disciplines determine organizational structure and most 

environment     departments claim interdisciplinary programs. 

    • Funding is allocated to departments—infrastructure/structures 

      determine outcomes. 

    • Turf wars and boundary wars due to contentious worldviews. 

    • Students have difficulty changing directions, taking courses 

      outside their discipline (i.e. too many prerequisites). 

 

Competitive   • Between and within: students (for grades), faculty (publication, 

environment     grants), departments (students, funding), universities (prestige, 

      power, etc.). 

 

Misdirected criteria for  • Faculty (publication lists for promotion and hiring). 

evaluation   • Student exit surveys focus on jobs and salaries as criteria for 

      student evaluation. 

    • Lack of clear evaluative structures for university policy and plans 

      (i.e. lack of policy implementation). 

 

Unclear priorities,  • Too many priorities. 

decision-making and  • Unclear decision-making structures. Research as top priority. 

power    • Distinct hierarchy of power—administration, faculty, staff and 

      students 

 

 A conceptual model (Figure 3) was developed by an institutional theorist, Zucker 

(1977), to examine cultural persistence in societal spheres.  The principles of this model 

could be used to examine how some of these institutional barriers, that make it difficult to 

include EE in pre-service teacher preparation programs, are being addressed at 

institutions of higher education.  The conceptual model is based on the assumption that 

institutional practices persist because of a cycle of events, similar to the process discussed 

in the section about institutionalization as creating reality.  However, in this process the 

events are not ‘habitualized’ actions but conscience efforts to preserve a belief or 

behavior.  First, transmission of a belief or practice from one generation to another must 

occur.  Second, maintenance of the belief or practice is necessary.  Third, resistance to 
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attempts to change the beliefs or practice is necessary so that transmission can continue to 

happen (Zucker, 1977).    

Figure 3.  Persistence Cycle of Institutionalized Beliefs or Practices (Zucker, 1977) 

 

 

 

 

 

 There are some institutions of higher education (distinct societal sphere) such as 

Portland State University (PSU) and Northern Arizona University (NAU) that believe it 

is important for all students, including pre-service teachers, to graduate with some 

understanding of EE or ESD and use an interdisciplinary approach to insure this goal.  An 

examination of some of the practices at these and other institutions reveals how the 

different components of the persistence cycle function. Transmission- Institutions which 

would like to develop a strategy to implement EE across disciplines have organized 

brown bag lunches and faculty workshops as a way to begin the process (Rowe, 2002).  

Maintenance- It has been observed that the faculty at NAU regularly discusses strategies 

for implementing EE across disciplines and use professional development as a way to 

develop some of these strategies (Rowe, 2002).  Resistance to change- A way to insure 

that institutions of higher education graduate students with some understanding of EE or 

ESD is to shift the responsibility away from the students and encourage the faculty to 

develop a new view of the education curriculum and organizational structure of the 

institution (Haigh, 2005, Rest, 2002; Rowe, 2002). 
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 This final construct of institutional theory asks us to examine all the previously 

discussed constructs through the layered societal spheres that exist throughout an 

institution of higher education (Figure 4).  It is easy to imagine that various EE values, 

beliefs, or ‘habitualized’ practices could arise in each of these layers at a teacher 

education institution.  There have been some studies that have described some of these 

elements at pre-service teacher preparation programs (Heimlich et al., 2004; Lin, 2002; 

Mastrilli, 2005; McKeown-Ice, 2000; Towler, 1980); however, understanding why they 

persist, how they change, or how they may influence each other has not typically been 

examined.   

  Figure 4.  Layered societal spheres in an institution of higher education 

 

 

 

 

 

 

 

 

 

Summary and conclusion 

 In examining the literature that pertains to the institutionalization of EE in pre-

service teacher preparation programs, it is evident that this issue has been of interest to 

those in the field of EE for the last three decades.  Proponents of EE have consistently 



41 

 

argued, for the past 30 years, that there is a need to include EE as part of pre-service 

teacher preparation.  However, agreement on strategies for implementation and how to 

overcome barriers has not been as consistent.  This may help explain the various areas 

that researchers have chosen to address when they examined this issue.   

An analysis of the studies that have examined EE in pre-service teacher 

preparation programs over the past three decades revealed that there were five major 

topics of research: status, curriculum, instruction, support, and programs (Table 4).  This 

past research has focused heavily on determining the number of courses offered, the 

methods used to incorporate EE, and the barriers to EE in pre-service teacher preparation 

programs.   There is a noticeable lack of research that has explored how different factors 

or strategies may influence these issues.  It has been suggested that there is a need for 

research that goes beyond assessing the status and barriers of EE in pre-service teacher 

preparation programs and that: 

Although the move to establish EE within pre-service teacher education courses is 

fraught with difficulties, the approach has been successfully introduced into 

programs in a number of institutions.  Undoubtedly, much can be learned from an 

examination of such cases, especially with regard to the strategies and approaches 

used to convince decision-making bodies to incorporate EE into teacher education 

courses. (Ballantyne, 1995, p. 120) 
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Table 4.  Research Topics 

EE in Pre-service 

Teacher 

Preparation 

Studies from 1980 to 2005 

Towler 

1980 

Stapp 

et.al. 

1980 

Trent 

1983 

McKeown

-Ice  

2000 

Lin 

2002 

Powers 

2004 

Heimlich 

et.al.  

2004 

Mastrilli 

2005 

R
es

ea
rc

h
 T

o
p

ic
s 

st
at

u
s 

Number of EE 

courses 
x  x x x  x x 

Number of 

students in EE 

courses 

 

x   
 

x 
 

x    

Number of 

faculty 

teaching EE 

courses 

 

x 
  

x 
  

x 
   

Faculty 

background 

 

x  
 

x  
 

x    

cu
rr

ic
u

lu
m

 

Content of EE 

courses 
x x   x   x 

Goals of EE 

courses 
 x  x     

Inclusion of 

EE theory 
     x  x 

Inclusion of 

EE 

methodology 

  

x 
    

x 
  

x 

in
st

ru
ct

io
n
 

Method of 

incorporating 

EE 

 

x 
 

x 
 

 

x 
 

x 
 

x 
 

x 
 

x 

Strategies for 

incorporating 

EE  

    

x 
  

x 
 

x 
 

Efficacy of 

program 
   x   x  

su
p

p
o

rt
 

Factors that 

influence the 

inclusion of 

EE 

    

x 
    

x 

Barriers to EE x x  x x x x  
Awareness of 

EE resources 
   x  x x  

p
ro

g
ra

m
s 

Major, minor, 

or 

specialization 

in EE 

   

x 
 

x 
 

x 
   

Mandated EE 

requirements 
       x 

Certification 

or 

endorsement 

in EE 

 

x 
    

x 
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I would add that this type of examination should include institutional theory as an 

analytical lens.  Even though institutional theory was not explicitly applied in the 

research reviewed in this paper, many of the authors’ arguments and conclusions fit well 

into the constructs from institutional theory that I used as the framework for the review of 

this literature.  If constructs of institutional theory can elucidate the complexities of the 

issue of institutionalization of EE in pre-service teacher preparation programs, which I 

contend they can, then they should be included in the research on this issue.  For 

example, several studies indicated that very few of the faculty teaching EE had degrees in 

EE.  The majority had degrees in education or a science field.  There seems to be an 

assumption that not having a degree in EE acts as an impediment to the implementation 

of EE in pre-service teacher preparation programs. The construct of institutional systems 

as a class of elements which examines institutional members’ beliefs systems could be 

used to examine this assumption. 

  Assertions made about the lack of state teacher certification requirements for EE 

as being one of the main barriers to the institutionalization of EE into pre-service teacher 

preparation programs and the movement to establish an accreditation system for 

institutions that include EE in pre-service teacher preparation by the NAAEE seem to 

contend that a focus on establishing technical requirements should be a priority for EE 

proponents.  Having state and national level policies about EE in pre-service teacher 

preparation programs may help formalize the field; however, it would be interesting to 

see how these approaches have affected the implementation and value of EE in pre-

service teacher preparation programs (institutionalization as process of instilling value).  

Matrelli’s (2005) examination of pre-service teacher preparation programs in a state that 
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did have state-level requirements for EE is one example where EE policies did not 

translate to comprehensive EE practices at the institutional level.  

 I recognize that state-level EE policies can act as motivators for the inclusion of 

EE into pre-service teacher preparation programs.  However, I also believe that there 

must be other factors driving the inclusion of EE at public teacher education institutions.  

Institutional theory can help gain some insight on what some of these factors may be by 

examining: (1) How value for EE is instilled; (2) how much of the EE curriculum are 

‘habitualized’ practices; (3) what effect do faculty beliefs about EE have on the EE 

curriculum; and (4) how the various societal spheres that comprise a pre-service teacher 

preparation program are involved in decisions about the implementation of EE. 

 Stapp (1980) was one of the first to begin to unravel the layers that influence how 

EE is incorporated into institutions of formal education and reflected that “the more 

deeply one views EE in any one of the European or North American countries, the more 

impressed one is with the complex and interrelated factors that characterize a nation’s 

approach to EE” (p. 3).  If EE is ever to establish itself beyond the peripheral level of pre-

service teacher preparation programs, an examination of the factors that influence how 

teacher education institutions are implementing EE is necessary.  To really understand 

why teacher education institutions do what they do it is important to not just look at the 

content of the teacher education curriculum but to also look at the social relations in the 

program (Zeichner, 1993).  Documentation of the process of institutionalizing EE into 

pre-service teacher preparation programs has been almost non-existent.  I suggest that 

future research on the institutionalization of EE in pre-service teacher preparation 
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programs shift away from identifying barriers and move toward identifying supportive 

factors or mechanisms that help surmount these barriers. 
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CHAPTER 3. METHODOLOGY 

Overview 

 To examine factors influencing the institutionalization of EE in pre-service 

teacher preparation programs I used a mixed methods research approach to collect and 

analyze data. The sequential triangulation design I selected, typically referred to as 

sequential mixed methods, (Creswell et al., 2003; Morse, 1991; Onwuegbuzie & Leech, 

2004; Teddlie & Tashahkkori, 2006) required some data analysis before the completion 

of the data collection. Moreover, a data transformation design (Creswell, Fetters, & 

Ivankova, 2004) was applied to integrate the findings.   

Mixed methods research paradigm 

 In the field of social science the discourse about the benefits and limitations of 

quantitative and qualitative research methods has given rise to a third paradigm known as 

mixed methods.  Although the interest in combining quantitative and qualitative methods 

has its origins in the 1950s, new definitions, typologies, and designs continue to be found 

in mixed methods research literature.  

 History of its evolution. One of the original arguments for using multiple 

methods, which still influences researchers today, is that if you can validate a proposition 

or trait through multiple independent measurements than you decrease your chances of 

misinterpreting your findings (Campbell & Fiske, 1959; Johnson, Onwuegbuzie, & 

Turner, 2007; Webb, Campbell, Schwartz, & Sechrest, 1966).  This type of research was 

referred to as triangulation (Webb et al., 1966) and researchers, such as Denzin (1970) 

and Morse (1991), subsequently formalized various types of triangulation into 

organizational and procedural categories: data triangulation, investigator triangulation, 
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theory triangulation, methodological triangulation, simultaneous, and sequential 

triangulation.  Jick (1979) asserted that this approach to research provides several 

important opportunities: 

1. Allows researchers to be more confident of their results. 

2. Stimulates the creation of inventive methods, new ways of capturing a problem to 

balance with conventional data-collection methods. 

3. Helps to uncover the deviant or off-quadrant dimension of a phenomenon. 

4. Different viewpoints are likely to produce some elements which do not fit a 

theory or model, thus old theories are refashioned or new theories developed- also 

can lead to a synthesis or integration of theories. 

5. Divergent results from multi-methods cans lead to an enriched explanation of the 

research problem. 

6. Serves as the critical test, by virtue of its comprehensiveness, for competing 

theories. 

As the use of mixed methods became more prevalent in social science research, a variety 

of names and definitions emerged.   

 Definition of mixed methods research.  Multiple operationalism (Campbell & 

Fiske, 1959), triangulation (Webb et al., 1966), blended research (Thomas, 2003), 

multimethod research (Hunter & Brewer, 2003), triangulated studies (Sandelowski, 

2003), integrative research (Johnson & Onwuegbuzie, 2004), multiple methods (Smith, 

2006), and mixed research (Johnson, 2006) are all terms that have been used to define 

this form of research.  Johnson et al. (2007) conducted a comprehensive analysis of 
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definitions of mixed methods research used by experts in the field of social science and 

found that they focused on five themes: 

1. What is mixed- quantitative and qualitative. 

2. Mixing stage- when or where. 

3. The breadth of mixed research. 

4. Why mixing is carried out. 

5. Orientation of the mixed methods research. 

In examining the definitions that Johnson et al. (2007) solicited for their analysis, I found 

one that resonated with how I view my approach to research.  Greene (in Johnson et al., 

2007, p.119) stated that: 

Mixed method inquiry is an approach to investigating the social world that ideally 

involves more than one methodological tradition and thus more than one way of 

knowing, along with more than one kind of technique for gathering, analyzing, 

and representing human phenomena, all for the purpose of better understanding. 

Even though researchers define and conduct mixed methods research differently, there is 

agreement that both quantitative and qualitative approaches are complimentary therefore 

methodological pluralism should be encouraged (Das, 1983; Sale, Lohfeld, & Brazil, 

2002; Sechirest & Sidani, 1995; Sieber, 1973). 

 Growth and interest in mixed methods research.  Das (1983) claimed that there 

was too much emphasis on testing a hypothesis and very little encouragement given to 

forming a hypothesis.  Das (1983) believed that relying too heavily on some of the 

statistical tools used in quantitative research was, “placing constraints not only on our 

research methodology and specific hypotheses, but on our very thinking process itself” 
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(p.302).  The mixed method approach has been viewed as a valid way to explore 

phenomena that can lead to new perspectives on frameworks or recasting of the original 

research question (Greene, Caracelli, & Graham, 1989; Rossman & Wilson, 1985).  

Given the amount of mixed method research done over the past several decades, it is 

good to examine how this methodology is viewed in regards to its purpose and procedure. 

 Mixed methods designs.  Rossman and Wilson (1985) outlined three analytical 

functions for combining qualitative and quantitative methods: 

1. Corroboration seeks convergence in findings- its purpose is to confirm or 

disconfirm established results. 

2. Elaboration provides richness and detail- typically, qualitative data are used to 

enrich the bare bones of statistical results. 

3. Initiation is the analytical function that turns ideas around- it initiates new 

interpretation, suggests areas for further exploration, or recasts the entire research 

question. 

Greene, Caracelli, and Graham (1989) developed a mixed-methods conceptual 

framework by examining 57 empirical mixed-methods evaluations.  The authors’ 

conceptual framework identified 5 purposes for mixed-methods evaluations: 

1. Triangulation seeks convergence, corroboration, correspondence of results from 

the different methods. 

2. Complementarity seeks elaboration, enhancement, illustration, clarification of the 

results from one method with the results from the other method. 
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3. Development seeks to use the results from one method to help develop or inform 

the other method, where development is broadly construed to include sampling 

and implementation, as well as measurement decisions. 

4. Initiation seeks discovery of paradox and contradiction, new perspectives of 

frameworks, the recasting of questions or results from one method with questions 

or results from the other method. 

5. Expansion seeks to extend the breadth and range of inquiry by using different 

methods for different inquiry components. 

To meet the specific objectives of these different purposes, various designs for 

conducting mixed methods research have been developed.  These include concurrent, 

sequential, and conversion mixed designs (Teddlie & Tashahkkori, 2006). 

Challenges to mixed methods research.  Up to this point only the benefits and 

different approaches to mixed methods research have been discussed.  It is also important 

to address some concerns that researchers have about mixed methods research.  Some of 

the commonly cited issues have to do with: time constraints, mixing quantitative and 

qualitative data, and researcher expertise.  Mixed methods research has typically been 

considered a labor intensive endeavor that produces a large amount of data for analysis 

(Collins, Onwuegbuzie, & Sutton, 2006; Mitchell, 1986).  Driscoll, Appiah-Yeboah, 

Salib, and Rupert (2007) also argued that, “loss of depth and flexibility occurs when 

qualitative data are quantitized” (p.25).  A challenge for some researchers that generally 

specialize in either qualitative or quantitative methods is that it requires them to become 

proficient in both methods (Collins et al., 2006; Mitchell, 1986). 
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 The time needed to collect all of my data was the most challenging thing to 

manage in my study.  Originally, I had planned on only examining a few targeted states 

and public universities.  However, as I began collecting data I realized it would be 

necessary to examine all 50 states and several institutions in each state before selecting 

samples.  The extra time needed for this research delayed conducting my interviews for 

three months.  Another delay of four months occurred when conducting my final 

interviews, as a result of unexpected rescheduling due to unavoidable circumstances that 

my participants encountered.  Fortunately, I had already collected most of my interviews 

so I used this time for transcription.   

Reasons for using a mixed methods design 

 I agree with Creswell’s (2009) assertion that researchers in the social sciences 

often address phenomena that are too complex to be examined solely by either 

quantitative or qualitative approaches.  I followed the tradition of pragmatism, which 

examines a problem in the context of actions, situations, and consequences.  A pragmatic 

worldview fits well with mixed methods research because the emphasis is on the research 

problem rather than the research method.  Pragmatism encourages the use of all 

approaches available and suggests drawing from both quantitative and qualitative 

assumptions to understand the problem (Creswell, 2009; Morgan, 2007; Rossman & 

Wilson, 1985).  In analyzing quantitative data I have benefited from the postpositivists 

deterministic philosophy that emphasizes a world view that most effects or outcomes are 

probably determined by a cause (Creswell, 2009).  In analyzing qualitative data I have 

benefited from the social constructivists assumption that, “while humans may be 

described, in constructionist spirit, as engaging with their world and making sense of it, 
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such a description is misleading if it is not set in a genuinely historical and social 

perspective” (Crotty, 1998, p.54). 

Sequential mixed methods 

 I used a triangulation design as a way to corroborate the quantitative and 

qualitative results (Figure 5).  Creswell, Clark, Gutmann, and Hanson (2003) claim that 

“this traditional mixed methods is advantageous because it is familiar to most researchers 

and can result in well-validated and substantiated findings” (p. 229).   

Figure 5.  Triangulation design (Fellows & Liu, 1997, p.8) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I applied a sequential explanatory strategy (Figure 6) in order to examine findings from 

the first phase so as to inform the selection of states and institutions that I used for my 

samples (Table 5).  Although I needed the results of the quantitative data for planning the 

qualitative interviews, both quantitative and qualitative data were weighted equally.   

Quantitative data Qualitative data 

Analysis and  

testing  

(statistical?) 

Analysis,  

testing? 

Theory and 

Literature 

(previous research) 

Results 

(relationships) 

Results 

(patterns etc.) 

Causation/explanation (discussion) 

Insights and inferences 

Conclusions and recommendations 
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Figure 6.  Sequential explanatory strategy (Creswell, 2009) 
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Population and sample for qualitative analysis 

 Population.  Studies have shown that in the past decade typically around 80 

percent of new teachers graduated from traditional pre-service teacher preparation 

programs in colleges and universities while the rest have completed a variety of 

alternative programs (National Research Council, 2010; United States Department of 

Education, 2009).  Furthermore, almost 75 percent of teachers in the United States 

graduate from public institutions of higher education (Fiestritzer, 1999).   Therefore, 

these traditional pre-service teacher preparation programs at public universities were the 

target population for this study.  

 Sample.  I used a stratified purposive sampling technique (Kemper, Stringfield, & 

Teddlie, 2003) to identify which pre-service teacher preparation programs at the 

estimated 1,400 teacher education institutions would be sampled for this study.  The 

benefit of using a purposive sampling technique is that it seeks “to focus and where 

practical, minimize the sample size, generally in nonrandom ways, so as to select only 

those cases that might best illuminate and test the hypothesis” (Kemper et al., p. 279).  

Although I did not test a hypothesis, I targeted programs that would shed light on the 

phenomenon that I examined.   
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I used to the following criteria to select the pre-service teacher preparation 

programs where I conducted my qualitative interviews.  All the programs need to… 

…be in a public university. 

…be at a university with a high EE categorical tally. 

…have more than one faculty member that teaches EE in a course for pre-   

    service teachers. 

I also purposively selected programs in states with varying degrees of EE policy to see if 

this influenced how policy was discussed in the interviews.  I used the data from the 

quantitative phase of my study to help me determine which pre-service teacher 

preparation programs met this selection criterion.  All of the programs where in public 

universities with a high EE categorical tally (this will be explained in the quantitative 

data analysis section) with the exception of one program which was included as a sample 

of convenience.  This program was located a short drive from one of the other programs 

selected.  My sample, therefore, consisted of four programs in three different states with 

varying amounts of EE policy.  I conducted seven interviews with faculty who taught EE 

in courses for pre-service teacher preparation programs (Table 5). 

The participants that I interviewed varied in experience, gender, age, background, 

and the type of course they taught.  Two of the participants where in the early stages of 

their career while the other five were well established in their departments.  All had 

formal or non-formal teaching experience in either science, social studies, environmental 

or outdoor education.  A few of the participants had backgrounds and teaching experience 

in more than one of these areas.  Two of the participants taught a specific course on EE 

content and methodology.  Two other participants taught a science teaching methods 
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course with a focus on EE.  One participant taught a social science methods course with a 

focus on EE and ESD while another participant taught a literacy course that included 

ESD and ecological literacy.  Additionally, one participant taught a course about EE 

program development. 

Table 5.  Sample 

Program 1 

(interview 1 and 2) 

Program 2 - *sample of convenience 

(interview 3) 

 public university 

 EE categorical tally: 14 

 2 professors in School of Natural 

Resources taught required EE 

courses for all pre-service teacher 

preparation students 

 State with 4 EE policies 

 

 public university 

 EE categorical tally: 3 

 1 professor in College of 

Education taught required EE 

courses for all pre-service teacher 

preparation students 

 State with 4 EE policies 

      

Program 3 

(interview 4 and 5) 

Program 4 

(interview 6 and 7) 

 public university 

 EE categorical tally: 11 

 2 professors in College of Education 

that incorporated EE into required pre-

service teacher preparation courses 

 State with 3 EE policies 

 

 public university 

 EE categorical tally: 9 

 1 professor in College of 

Education and 1 professor in 

School of Forestry who teach 

courses for an EE specialization 

for pre-service teacher preparation 

students and EE graduate 

certificate 

 State with 0 EE policies 

Data collection 

 Data was collected in two phases of this study.  In the first phase I collected 

quantitative data about state EE policies and the amount of EE in public universities.  In 

the second phase I collected qualitative data by interviewing faculty at different 

universities who teach EE in pre-service teacher preparation programs.    

 Quantitative design.  Upon examination of past studies or reports on state-level 

EE policies and the amount of EE in public universities (Table 6), I realized that they 
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were either outdated, incomplete, or inconsistent when I cross-referenced them.  

Therefore, I used a cross-sectional design to gather information from all 50 states that 

was both descriptive and exploratory.  The aim of this descriptive research was to 

“estimate specific parameters in a population and to describe associations” (Kelly, Clark, 

Brown, & Sitzia, 2003, p. 261).  I focused on public universities because, as mentioned 

previously, this is where the majority of teachers get prepared.  Most states had at least 

four public universities; therefore, I attempted to examine four institutions in each state.  

In states with more than four public universities I selected the four largest, and in states 

with less than four, I examined however many there where.  This resulted in 191 (n) 

public universities that I examined.  The findings from this research were used to answer 

my first research question as well as plan the second phase of my study, which looked at 

how different factors are related to the findings from the first phase of my study.  This 

type of explanatory research assumes that there is some direction in this relationship 

(Pinsonneault & Kraemer, 1993) 

Quantitative procedure.  I began by reviewing and cross-referencing past studies 

and websites related to state-level EE policies and EE in pre-service teacher preparation 

programs (Table 6).  I then confirmed, disconfirmed, and found new data by searching 

for the state EE policy or EE courses at the university.  To find EE policies I used Google 

search, state government websites, and state EE organization websites.  To find EE 

courses in pre-service teacher preparation programs, I searched university websites.   

 

 

 



57 

 

Table 6.  Studies/reports on state-level EE policies and EE in pre-service teacher 

preparation 

Year Author Title 

1983 Trent Environmental education in our schools during the 

1970s 

1995 National 

Environmental 

Education 

Advancement Project 

(NEEAP) 

Status of environmental education in the United 

States’ colleges and universities 

1998 Kirk, Wilke, & 

Ruskey 

A survey of the status of state-level environmental 

education in the United States 

2000 McKeown-Ice Environmental education in the United States: A 

survey of pre-service teacher education programs 

2001 Ruskey, Wilke, & 

Beasley 

A survey of the status of state-level environmental 

education in the United States- 1998 update 

2005 Ruskey & Wilke Results of a longitudinal survey: status of state-level 

comprehensive EE programs 

2012 American Camp 

Association 

Children and nature-related state public policy 

initiatives 

2013 Campaign for 

Environmental 

Literacy 

National overview: state-level EE legislation/policy 

2013 No Child Left Inside 

Coalition 

Environmental literacy plans by state 

2013 North American  

Association for 

Environmental 

Education  

Environmental literacy plans 

 

 Validation and reliability.  Whenever I found a policy related to EE I downloaded 

it so that I could verify its existence and read it to confirm that it was an actual mandated 

statute or executive order.  In some cases, when there was a policy that was several years 

old, I searched for an updated policy or current literature that referenced the policy. 

 When I searched for EE courses, I found that using keywords such as 

environmental education, environment, or sustainability education in the university’s 

website search box resulted in courses, programs, or anything related to EE at the 

university.  I examined the details of each course or program in the department or 
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program website to verify that it existed.  When I did not find anything related to EE at 

the university through this form of inquiry I searched the education department’s website 

directly to see if there was any course or program offered.  I recognize that I may still 

have missed some courses of programs related to EE but through this systematic effort, I 

was able to get a good snapshot of EE in public universities. 

Qualitative design.  The type of qualitative research that I did was 

phenomenological research.  This type of research involves examining the issue of 

concern from various perspectives and experiences, focusing on describing events rather 

than explaining them, and using questions that lead toward further inquiry into the issue 

being examined (Moustaka, 1994).  I selected a phenomenological approach because the 

purpose of this type of research is to examine a phenomenon through the perspective of 

the participants with the aim of gaining insight into their motivations and behaviors 

(Creswell et al., 2003; Lester, 1999) 

Qualitative instrument.  I used qualitative interviews because the objective is to 

“derive interpretations, not facts or laws, from respondent talk” (Warren, 2002, p. 83).  

Rubin and Rubin (1995) developed three categories of questions to use as a way to draw 

out these interpretations (Figure 7).  Main questions are intended to begin and guide the 

interview.  The main questions may change or adapt as the research progresses.  Probing 

questions are used to add detail, depth or clarity.  Follow-up questions target any central 

themes relevant to the thesis that have emerged from responses to the main questions.   

 

 

 

 

 



59 

 

Figure 7.  Model based on Rubin & Rubin’s (1995) qualitative interview question 

categories   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The three characteristics that Rubin and Rubin (1995, p. 6) emphasize are fundamental to 

qualitative interviews are: 

First, qualitative interviews are modifications or extensions of ordinary   

         conversations, but with more important distinctions. 

Second, qualitative interviews are more interested in the understanding,  

        knowledge, and insights of the interviewees than categorizing people or    

      events in terms of academic theories. 

Third, the content of the interview, as well as the flow and choice of topics,  

changes to match what the individual interviewee knows and feels. 

 Qualitative procedure.  Using the selection criteria I developed from the first 

phase of my study, I selected four public universities to solicit participants to interview 

for my study.  I sent an email describing my study to ten faculty members who taught EE 

(1) Main questions (2) Probes 
 

(3) Follow-up 

questions 

Institutionalization of EE into a 

pre-service teacher preparation 

program 

(1) Main questions 



60 

 

in courses for pre-service teachers, two chairpersons of departments where these course 

were taught, and two EE program coordinators to ask if they would be willing to 

participate in a one-hour interview.  I received a positive response from all four 

universities and was able to get a commitment for an interview from seven (50%) of the 

fourteen people that I contacted.  The seven participants were all faculty members who 

taught EE in courses for pre-service teachers.  I wanted to interview these faculty 

members because they were directly responsible for developing and teaching the courses.  

However, I had also targeted and hoped to speak with department chairs and program 

coordinators to get the perspective of administrators on the issues I was examining in my 

research. 

I sent a follow-up email to establish a date for the face-to-face interview and to 

send a copy of the consent form that I would be asking them to sign.  I used the same 

protocol and guiding questions for each interview.  After each interview, or in some 

instances after a set of interviews, I wrote reflective notes about the interview process so 

that I could make any necessary adjustments for the next interview. 

 Validation and reliability.  I used two validity strategies to assess the accuracy of 

the findings, which Creswell (2009, p. 191) has suggested: 

1. Triangulate different data sources of information by examining evidence 

from the sources and using it to build a coherent justification for themes. 

2. Use member checking to determine the accuracy of the qualitative 

findings through taking the final report or specific descriptions or themes 

back to participants and determining whether these participants feel that 

they are accurate. 
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Two procedures, recommended by Gibbs (2007), that I used to ensure qualitative 

reliability are:  

1. Check for any apparent mistakes in the transcripts that may have occurred 

during the transcription. 

2. Check for any shift in the meaning of the codes during the process of 

coding. 

Data analysis  

Quantitative.  I input all the raw data I collected into an Excel spreadsheet to 

organize it and to perform statistical calculations.  I found 32 categories that represented 

how EE was included in public universities (Table 7).  I gave each university an EE 

categorical tally number based on the number of EE categories found at the university.  

The universities had EE categorical tally numbers that ranged from 0 to 14.   

Table 7.  EE categorical tally of public universities - example 
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(N= 191)

Alabama (4) 0.750

Auburn Univ. 1 1

Univ. of Alabama 1 1

Troy State Univ. 1 1

Univ. of South Alabama 0
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There was a dual purpose for establishing EE categorical tally numbers for the 

public universities.  First, these numbers enabled me to identify universities where there 

were many things going on related to EE which meant there were potentially various 

people that I could interview.  Secondly, I was able to use the EE categorical tally 

numbers to calculate the average amount of EE found in public universities in each state 

(Table 7).  I was then able to compare the average amount of EE found at public 

universities in each state with the amount of EE policies in each state by doing a Pearson 

correlation analysis to measure the strength and trend of the linear relationship between 

the two variables (Gravetter & Wallnau, 2007).  I then ran the same correlational analysis 

comparing the average amount of EE in teacher education departments at public 

universities with the amount of EE policies in each state. 

Qualitative.  I used an interpretive approach because it assumes that our 

understanding of reality is socially constructed (Walsham, 2006).  By using this 

approach, I acknowledge, “that the perspectives of study participants reflect their 

subjective views of their social world, and that researchers also bring their subjective 

influences to the research process” (Hennink et al., 2011, p. 19).  I did not conduct the 

interviews with the narrow lens of seeking only evidence to support the findings from the 

quantitative data, but rather, I conducted them as a discussion about all influential factors 

that affected how EE was included in pre-service teacher preparation courses and 

programs. 

I utilized the data analysis process (Figure 8) suggested by Creswell (2009) as the 

overarching procedure for analyzing the qualitative data.  Creswell (2009) emphasizes six 

main steps in this process: 



63 

 

Step 1- Organize and prepare the data for analysis. This will involve sorting and  

arranging the data into the population samples.  Transcribing the 

interviews will also be part of this step. 

Step 2- Read through all the data. This will help obtain a general sense of the  

information and reflect on its overall meaning. 

Step 3- Begin detailed analysis with a coding process.  This involves organizing  

the material into categories before attaching any meaning to the 

information. 

 Step 4- Generate themes and/or a description of the setting or people for analysis. 

Step 5- Consider how the themes/descriptions will be represented in the  

qualitative narrative. 

Step 6- The final step involves making an interpretation or meaning of the data. It  

could be a meaning derived from a comparison of the findings, 

information from the literature, or a theory.  

The text reduction technique that I used, which focused on coding for meaning (Kvale 

and Brinkman, 2009), resulted in deductive and inductive categories (Table 8).  I 

organized the data into external and internal factors, counted the frequency of times the 

interviewee discussed each of them, and I identified which factors were common among 

all the interviews.  I also counted how often state-level EE policies and NAAEE 

guidelines were confirmed or disconfirmed as influential factors.   
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Figure 8.  Data analysis in qualitative research (Creswell, 2009, p.185) 
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features of participants’ accounts and focus more on your interpretation of 

their meaning. 

Stage 3- Defining overarching themes.  Identify overarching themes that  

characterize key concepts in your analysis.  Draw directly on any 

heoretical ideas or applied concerns that might underlie your study.   

Figure 9.  Thematic analysis (King & Horrocks, 2010, p. 153) 
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Table 8.  Categorization codes 

Category Code 

External Factors  

State-level EE policies that are influential (concept driven – deductive)  

EE law confirmation   EEP1C 

EE law disconfirmation  EEP1DC 

EE teacher certification requirement confirmation  EEP2C 

EE teacher certification requirement disconfirmation  EEP2DC 

EE K-12 standards confirmation  EEP3C 

EE K-12 standards disconfirmation  EEP3DC 

EE plan confirmation  EEP4C 

EE plan disconfirmation   EEP4DC 

  

NAAEE influence (concept driven – deductive)  

NAAEE guidelines confirmation   NAAEEGC 

NAAEE guidelines disconfirmation   NAAEEGDC 

  

Other factors (data driven – inductive)  

Political capital   PC 

EE organization  EEO 

Government agencies (EPA, DOE, NSF, etc.) GA 

EE curriculum  EEC 

Graduate degree incentive (continuing ed credits, salary step) GDI 

UNESCO (Tbilisi, ESD, Earth Charter. Etc) UN 

No Child Left Inside Act NCLI 

Societal needs/requests SN 

School site SS 

Community resources CR 

Professional organization PO 

State assessments SA 

NCATE NC 

  

Internal Factors  

Institutional theory constructs (concept driven – deductive)  

Institutionalization as a process of instilling value  IT1 

Institutionalization as a process of creating reality  IT2 

Institutional systems as a class of elements   IT3 

Institutions as distinct societal spheres   IT4 

  

Other factors (data driven – inductive)  

Student values/interest  SV 

Organizational structure   OS 

Co-teaching  CT 

Cross campus collaboration   CCC 

General Ed requirements GER 

Informal meetings (personal relationships) IM 

Center for EE (nature center, field station, EE center) CEE 

Personal/professional experience PE 
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Delimitations and limitations 

 I used a purposive sampling technique rather than a random sample; therefore any 

generalizations from the findings will be limited by the specific criterion used to select 

the samples.  However, Creswell (2009) asserts that the intent of qualitative inquiry is not 

generalizability but rather its value “lies in the particular description and themes 

developed in context of a specific site” (p. 193).  Another thing to consider in regards to 

the issue of generalization is that I made comparisons across cases and Yin (2003) argues 

that the analytical benefit to examining two or more cases is that “if under these varied 

circumstances you still can arrive at common conclusions from both cases they will have 

immeasurably expanded the external generalizability of your findings” (p. 53).         

Researcher’s role and reporting out 

 My role as a researcher has an emancipatory goal. That is, my motivation for 

doing this study is to improve the EE that pre-service teachers receive through reforms at 

the institutional level.  Emancipatory research has been viewed as part of the advocacy 

and participatory worldview in which “research contains an action agenda for reform that 

may change the lives of the participants, the institutions in which the individuals work or 

live, and the researcher’s life” (Creswell, 2009, p. 9).  This study is emancipatory in that 

it asks participants to reflect on certain aspects of their pre-service teacher preparation 

curriculum in a way that they may not have done before.  Reflection through a discussion 

during an interview can help the participant and the researcher identify institutional 

motivators or inhibitors to the institutionalization of EE in the teacher preparation 

program.                                                                                                                                                         
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 Reciprocity between the researcher and the participant is an important element in 

emancipatory research (Lather, 1986); however, the intent and degree of the reciprocity 

can vary.  The researcher, as the majority shareholder, must justify their interpretations, 

and the respondent, as the minority shareholder, has the right to publicly critique the 

interpretations.  However, Tripp (1983) recommended that there be a clear distinction 

between when the respondent had the ‘right to negotiate’ and the ‘right to comment’ on 

the interpretation of data (p. 39).  The interview transcripts were made available to the 

participants for review and were given an opportunity to make comments or changes 

before the analysis phase of the study.  Upon request from one participant, I shared my 

analysis methodology.  All of the participants acknowledged that the transcripts were an 

accurate representation of the interviews and were interested in seeing the overall 

findings after I completed my dissertation.  

Ethical considerations 

 In the preamble to the Code of Ethics of the American Educational Research 

Association (AERA) it is stated that the Code “has its primary goal the welfare and 

protection of the individuals and groups with whom education researchers work” (AERA, 

2011, p.146).  In order to ensure this, I made every effort possible to anticipate any 

possible ethical problems during all stages of my research.  Creswell (2009) has 

suggested that researchers should anticipate possible ethical issues at five specific stages: 

(1) development of the research problem, (2) conveying the purpose of the study to the 

participants, (3) collection of data from the participants, (4) analysis and interpretation of 

the data, and (5) writing the final research report. 
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 Development of the research problem.  The key ethical concern at this stage is to 

determine whether the focus of the research study will benefit others and is not just of 

interest to the researcher (Berg, 2001; Hesse-Biber & Leavy, 2011).  In the introduction I 

cited several studies which found that many teachers felt inadequately prepared to teach 

EE.  Findings from this research study could potentially influence institutional changes 

that would address this issue.  I selected this research problem with the understanding 

that “the key role of educational research is pursuing, in a systematic manner, the truth 

about what is going on in our schools and universities as they take on the task of 

educating future generations” (Gregory, 2003, p.27). 

 Conveying the purpose of the study to the participants.  This was an overt 

research study and I made every possible effort to prevent any deception in the purpose 

of the research.  When I contacted the participants for my research study I sent a 

description of the study and emphasized the importance of transparency. I included my 

contact information to allow participants the opportunity to ask questions if they needed 

clarification on the purpose or any aspect of the study. 

 Collection of data from the participants.  In order to obtain what Gregory (2003) 

characterizes as fully informed and voluntary consent I included the following elements, 

suggested by Sarantakos (2005), in the consent form: 

1. Identification of the researcher 

2. Identification of the sponsoring institution 

3. Explanation of how participants were selected 

4. Explanation of the purpose of the research  

5. Description of the benefits for participating 
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6. Description of the level and type of participant involvement 

7. Details of any risks to the participant 

8. Guarantee of confidentiality to the participant 

9. Assurance that the participant can withdraw at any time 

10. Details and names of persons to contact if questions arise 

It was necessary during the interview conducted in this study to address “the dilemma 

between wanting as much knowledge as possible while at the same time respecting the 

integrity of the interviewee” (Brinkmann & Kvale, 2005, p. 169).  One approach I used 

was to make the power relations, typically embedded in the interview process, more 

transparent by creating what Brinkmann and Kvale (2005) refer to as a ‘confronting 

interview’ (p. 171).  A form of this type of interview which I employed is the Platonic 

dialogue.  This allows for equality in the power dynamics by providing the interviewee 

an avenue to pose questions and make meaning of the responses.  By using this approach 

“the interview stimulates the interviewee and interviewer to formulate their ideas about 

the research theme, which may increase their understanding” (Brinkmann & Kvale, 2005, 

p. 171).  

 Analysis and interpretation of the data.   During this stage of the research study 

it was important that there was not a breach of confidentiality caused by an accident or 

carelessness.  I took all the measures that are ‘reasonably foreseeable’ (Gregory, 2003, p. 

53) to make sure that the anonymity of the participants was protected.  Using 

pseudonyms when transcribing interviews is a measure that I used during the analysis and 

interpretation of data.   
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 Issues with the ownership of data can sometimes arise after it is collected and 

analyzed (Creswell, 2009; Parry & Mauther, 2004). Homan (1991) has suggested that 

“the desire of subjects to control data that relate to them is prompted by their wishes to be 

represented in the most acceptable light” (p. 127).  I made sure to get written 

confirmation that participants reviewed the interview transcript before I began the 

analysis of the interview data. I was clear that this data would be publicly available and 

gave them a deadline to make any comments or changes. 

 Writing the final research report.  I avoided ethical issues during this stage by 

adhering to basic standards in reporting research outcomes that can be found in the social 

science research literature.  I followed the basic ethical requirements that Sarantakos 

(2005) believes researchers should abide by: 

1. Present an accurate, honest, and realistic account of the findings without 

misrepresentation and without misleading the reader. 

2. Anonymity and confidentiality must be faithfully observed. 

3. Key informants, mediators and gatekeepers should be protected. 

4. The works of others as well as contributors to the research should be duly 

acknowledged. 

5. Limitations of the research caused by any reason must be disclosed. 

6. The report should be prepared in a professional manner and should not 

harm the reputation or interests of the respondents or the sponsors. 
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CHAPTER 4. RESULTS 

I approached my research with the intent of identifying and examining as many 

possible factors, external or internal, that have been influential in the institutionalization 

of EE in the pre-service teacher preparation programs that I examined.  My findings 

support the argument that external factors, such as state EE policies, are powerful 

motivators.  However, I also found evidence to support the argument that internal factors, 

such as institutional value, also play an important—and possibly greater role in the 

institutionalization EE in pre-service teacher preparation programs. 

 To examine the status of EE policy and EE in public universities in the United 

States I collected data from all 50 states.  A caveat to keep in mind is that I collected this 

data in 2013 and the landscape of EE policy and EE in public universities is not static.  It 

may be that some states no longer have certain policies or some courses are no longer 

offered at the universities.  In fact, a course that I was hoping to discuss at one pre-

service teacher preparation program was cancelled because of institutional changes.  I 

was still able to conduct my interview and it was actually a great opportunity to discuss 

the influence of institutional factors that led to the elimination of the EE course in that 

particular pre-service teacher preparation program.  This a good example of the openness 

of the participants in my study which led to valuable conversations about many factors 

that have influenced them, their programs, and their institutions in regards to EE.   

What is the status of EE policy and EE in public universities in the United States? 

State-level EE policies in the United States.  The landscape of EE policy in the 

United States is multifaceted.  The type and number of policies in each state varies.  It 

has changed over time and continues to be in flux but there are consistent areas that states 
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focus on.  I found that state-level EE policies fall into four categories (Figure 10): 1) EE 

plans; 2) EE statute, bylaw, or executive order; 3) EE K-12 standards; and 4) EE 

requirement for teacher certification.   

Figure 10.  EE policy in the United States 
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states (8%) have EE requirements for teacher certification.  Only one of these states, 

Wisconsin, requires all K-12 teachers to take coursework in EE for certification.  The 

requirement in the other three states ranges from obligating high school teachers that 

teach environmental science, to including some EE questions on the teacher certification 

exam.   

 Just as complex as the various forms of EE policies and the number of states with 

each policy, is the variety and number of EE policies in each state (Figure 11 and 12).  

My findings indicate that 68 percent (34 states) of the states have some form of EE 

policy.  However, more than one third (13 states) of those states have only one of the 

aforementioned EE policies. Furthermore, 10 of those 13 states only have an EE plan, 

which does not mandate EE but rather gives guidelines on how to implement it 

throughout the state.   

An analysis of the distribution of EE policies across the United States (Table 9) 

shows that about a third of the EE laws, almost half of the EE K-12 standards, and half of 

the EE teacher certification requirements are in the Midwest.  Adjusting for the number 

of states in each region reveals that not only does the Midwest have the overall highest 

number (22) of EE policies; it also has the highest EE policy per state rate (1.88).  It is 

difficult to ascertain how this translates to the amount of EE that is actually occurring on 

the ground, in schools or in teacher preparation for example, because of the broad scope 

and weight of the different EE policies.  However, this finding leads to some interesting 

questions that could be examined in future research; is there something related to the 

Midwest that encourages more EE policy than in other regions? Is there more EE 

occurring in states in the Midwest than in other regions?   
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Figure 11.  Amount of EE policies at the state-level 
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Figure 12.  Distribution of EE policies in the United States 
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EE in public universities in the United States.  The findings from my 

examination of the amount of EE that is offered in public universities in the United States 

shows that EE is not exclusively part of the field of education; rather, it is included 

throughout various departments and programs (Figure 13).  Among the 191 public 

universities that I looked at, most (132) offered EE in some form.  I found EE offered 

equally in teacher education departments (52) as it was in non-teacher education 

departments (52).  However, EE was offered more often at the graduate level in teacher 

education departments, whereas, it was offered more often in undergraduate programs in 

non-teacher education departments. 

Figure 13.  EE in public universities (N=191)  
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Figure 14.  Distribution of EE in teacher education departments (n=52)  
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course than as a minor or area of concentration at the undergraduate level.  A noteworthy 

finding, however, was that a few (11%) of these non-teacher education undergraduate 

programs taught EE in collaboration with a pre-service teacher preparation program.  

Another notable finding was that the only EE majors offered at the undergraduate level 

were in non-teacher education departments. 

Figure 15.  Distribution of EE in non-teacher education departments (n=52) 
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Correlation between amount of EE policies and EE in public universities.  I 

compared the amount of EE policy with the average amount of EE at public universities 

in each state and ran a Pearson correlation analysis (Figure 16).  The results showed there 

was a positive correlation and revealed that amount of EE policies in a state and the 

amount of EE in public universities in a state were significantly related (r = +.39, n = 50, 

p < .01, two tails) (Table 10).  

Figure 16.  Amount of EE in public universities (N=191) and amount of state EE policies 

Table 10. Calculated value of correlation 
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education departments at public universities, the relationship was not significantly related 

(r = +.23, n = 50, p = ns, two tails) (Table 11).  This suggests that more state-level EE 

policies may result in more EE in state public universities in general, but not necessarily 

in teacher education departments where pre-service teacher preparation programs are 

found.   

Figure 17.  Amount of EE in teacher education departments at public universities 

(N=191) and amount of state EE policies 
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Figure 18.  Findings in relation to theoretical framework (E = external factor, I = internal factor) 
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What factors have influenced the institutionalization of EE in pre-service teacher 

preparation programs?  How and why have these factors been influential? 

To examine the relationship between EE policy and EE at public universities 

further, as well as other factors that are influential for promoting EE in pre-service 

teacher preparation programs, I present the qualitative findings through the lenses of the 

four constructs of my theoretical framework. (Figure 18). 

Institutional systems as a class of elements 

 Three external factors, EE policy, political capital, and EE organizations, along 

with two internal factors, faculty and administration, were discussed by all the 

participants as elements that, dependent on certain aspects of each, can encourage or limit 

the inclusion of EE in pre-service teacher preparation programs. 

State-level EE policies.  An analysis of the overall responses from the three states 

shows that there were almost twice as many disconfirming as confirming responses about 

general state EE laws being influential (Figure 19).   

Figure 19.  Influence of EE policies 
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(program 1) “even though environmental ed is required in the state it’s not—it 

isn’t—you’re not held accountable to that” 

 

(program 2) “there’s a policy in the state that says, “Every teacher is required to 

teach environmental education” and then you run into the problem of, well if 

everybody is supposed to do it nobody does it, because if I’m the third grade 

teacher I’m thinking, ‘Well I’m supposed to do it but I don’t have time because I 

have to teach these kids fractions and I have to teach them about other things so 

the fourth grade teacher can do that’ there’s just that philosophy that if everybody 

is supposed to do it then it’s pretty easy to pass the buck, so I don’t know of a lot 

of schools that have that” 

 

These types of responses reflected a belief among many of the participants that having a 

state policy that mandates EE does not guarantee that it will implemented in schools.  

They felt that without accountability systems in place it is easy for teachers to assume 

that it is someone else’s responsibility to teach EE.  In contrast to these broad type of 

policies, participants stated that targeted policies, such as EE teacher certification 

requirements and EE K-12 standards were effective mechanism for implementing and 

maintaining EE in pre-service teacher preparation programs.  It was acknowledged that 

these policies instilled a certain amount of anxiety about making sure that the programs 

and courses were in compliance. There was also a sense of legitimization for what the 

faculty taught which they attributed to these policies. 

(program 1) “the fact that there was that person at (state agency) I think has a lot 

to do with why we have this requirement and why it’s been maintained  and—yes I 

think if it went away it would have a significant impact on the courses that we 

offer here.” 

(program 3) “It does play a big role because it gives what I’m doing street cred, 

you know, the law in (name of state) says, ‘You have to talk about this, you have 

to teach this to your students, you have to have your student engaged in this 

conversation, you have to’ so it’s not just a little add-on that, ‘Isn’t that nice’ but 

the law requires us to do that, so it gives us the gravitas that we need to make it 

official.” 

 

Participants asserted that having EE proponents in positions of power, such as in a state’s 

Department of Education or local school boards, has helped ensure that EE mandates 
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were implemented and maintained.  They also argued that state-level EE policies have the 

potential to create significant movement toward including more EE into pre-service 

teacher preparation programs because of the power that they hold.  They felt that teacher 

education institutions could not ignore policies, such as EE requirements for teacher 

certification or K-12 EE standards, which meant that they had to include EE in courses 

for pre-service teachers. 

Political capital.  An examination of the responses about political capital revealed 

two interconnected themes.  Having EE proponents in key state-level positions as a key 

strategy to influence the institutionalization of EE in pre-service teacher preparation 

programs was the main theme. The second theme centered on the criticism that all 

Republicans hinder the institutionalization of EE while all Liberals promote it.  Two such 

responses were: 

(program 2) “we have a republican governor who—and a republican legislature 

who don’t value environmental education very much at all, so there’s always that 

political fight in this state as well, there has been now for the past few years, so 

yeah, it’s hard with that.”   

 

(program 3) “one point in time we had two women senators and a woman 

governor that were all liberals and now the woman governor is gone and been 

replaced by a guy, but still the governor and our two senators are all pretty 

liberal, open-minded, in fact our governor wrote a book about environmental 

issues back years ago” 

 

There seemed to be a common presumption among the interviewees that if we elected 

more Democrats, there would be more support for EE as well as addressing more 

environmental issues in general.  Although I am hesitant to support this argument because 

it creates a type of political polarization that makes it difficult to consider possible 

solutions in states with a majority of Republican leadership, there is research that support 

the respondents’ assertion.  Findings from a recent survey conducted by The Yale School 
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of Forestry and Environmental Studies and the Associated Press-NORC Center for Public 

Affairs Research (2014) indicated that Democrats believed global warming was 

happening almost twice (73%) as much as Republicans (39%).  Additionally, 64 percent 

of those Democrats believed that global warming was happening because of human 

activities compared to 46 percent of the Republicans.  Findings from the survey also 

indicated that more Democrats (75%) said the United States should be a leader on this 

issue than Republicans (47%).    

EE organizations.  This factor was discussed as a valuable resource that was very 

useful for pre-service teacher preparation programs that typically do not have a lot of 

time to develop additional EE courses or EE curriculum.  Another theme that emerged 

when discussing this factor was the influence that EE organizations have on the 

institutionalization of EE courses and programs. 

(program 3) “Facing the Future is a nonprofit out of Seattle and they create 

curriculum for—I don’t know if they’re really—they tend to be more toward 

secondary, but they might have some elementary stuff too,…their neat people to 

work with and I use their materials in my literacy class, I teach a secondary 

literacy class, teaching—not just English teachers but all teachers, they’re all 

reading and writing teachers.” 

 

(program 4) “I stay in touch with NAAEE…So being able to stay in touch with 

NAAEE, move the profession forward, give an outlet for my students to get 

publications, it’s just a win-win combination, a lot of things happen.” 

 

(program 2) “Those four organizations are the infrastructure in the state for 

environmental education, lots of other states don’t have something like that, so 

things in environmental education many times move forward in this state because 

of the work of at least one of those organizations if not all four of them, so I think 

that’s something to consider as well when you’re looking at these resources and 

how some things are institutionalized and others aren’t.”   

 

Participants felt that it was very easy to find a multitude of resources, such as EE 

curriculum, EE workshops, and EE networking opportunities offered by state, regional, 
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and national EE organizations.  Some of the respondents argued that, because of all these 

available resources faculty who teach in pre-service teacher preparation programs should 

not feel limited by the lack of state-level EE policies.  On the other hand, it was also 

acknowledged that having motivated and vocal EE organizations in a state often times is 

the reason for EE happening in the state. 

Faculty and administration.  Participants attributed certain characteristics related 

to these factors, such as academic background, commitment, and leadership as influential 

to the existence of an EE program, EE course, or value for EE.  Most of the participants 

had an academic background, albeit through different areas of focus, which included EE 

or science education.  Another common theme was the strong sense of commitment 

among colleagues towards EE.  There was a feeling of being part of a collective 

undertaking rather than trying to achieve something in isolation, which would have been 

more difficult. There was also an acknowledgement that disagreements were sometimes 

part of this collaborative effort.  However, the overall goal remained intact.  An important 

part of this sense of community was having strong leadership that could move things 

forward and make connections with important organizations. 

(program 1) “there’s a commitment to it here and there’s a real strong sense of 

pride, I guess about it and willingness—they really want it to contin—everyone 

wants it to continue so I think that as a new faculty member it could be—it was a 

little overwhelming at the beginning but it also was a great place to be as a new 

faculty member instead of having to try to build it from the ground up.” 

 

(program 3) “Well, I think that the fact that we have new administrators here, a 

new dean of the college…I think that his perspective is adding to this move 

toward legitimatizing…so I think he’s a driving force,” 

 

(program 3) “we’ve got some powerful people in secondary ed,  (name of 

colleague) is one of them (name of colleague) is another one, if he’s here I’ll 

introduce you to (name of colleague), (name of colleague) is known 
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internationally, he’s gone and taught in Kosovo and he was the one that made the 

connection for us with UNESCO, so there’s stuff going on” 

 

Participants felt that in a complex system, such as a public university, certain elements or 

components of the system sometimes could take on a very influential role in regards to 

promoting EE.  They point to two examples, working in a program with many faculty 

members committed to EE and the hiring of a new dean who is a proponent of EE, as 

mechanisms that can help institutionalize something like EE into a pre-service teacher 

preparation program. 

Institutionalization as a process of instilling value   

Participants agreed that elemental changes at the state level, through EE policies 

or at the university level, through hiring EE advocates, were influential factors for 

increasing EE in pre-service teacher preparation programs; however, they also argued 

that what drives and maintains these changes is institutional value for EE.  Institutional 

values, student values, and graduate degree incentives were three common factors that 

participants felt could encourage more EE in pre-service teacher preparation programs as 

well as more value for higher education in general. 

Institutional values.  Some participants credited the historical legacy of EE at 

their university as motivation for their commitment to continue a strong tradition of EE.  

Other participants credited the strong support for EE at their university to the 

development of community-based values through the inclusion of all the stakeholders in 

the conversation and decision making processes related to environmental issues. 

(program 1) “our predecessors set it up that we are a premiere institution in 

environmental ed, so now as a new faculty member I feel like we got to keep being 

a premier institution in environmental ed” 
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(program 3) “we had things called charrettes, where we would—which is just a 

process of sharing information about a particular content, so we’ve held 

charrettes regarding environmental and sustainability education, like brown bag 

lunch kinds of things here at the college” 

 

Both of these respondents are referring to the issue of maintaining institutional value for 

EE.  In one program, an interviewee commented on the sense of responsibility faculty 

members feel when they are hired into a program with such a strong reputation for EE.  

In another program, an interviewee reflected on the efforts being made to create and 

continue discourse about how the environment and sustainability is included in pre-

service teacher preparation. 

Student values.  Two themes that surfaced when discussing this factor were 

culture and opportunity.  The theme of culture, in this instance, refers to the background 

and interests that students bring with them to the classroom.  In some instances, the 

students’ culture aligned with a typical pro-environmental culture.  However, there was 

also an acknowledgement that this is not the dominant culture among education majors. 

(program 3) “Our students are aware of it when they come here and they crave it 

and they value it, our students value the environment, they value their health, they 

value the health of the earth, they value these things because there is a culture 

here” 

 

(program 4) “the vast majority of our Elementary Ed majors are sorority girls, 

they are not going to stop shaving their legs and wear all organic clothing and, 

you know I mean you have to come to where they are and when they hear 

Environmental Ed they think a bunch of fruit and nut eating vegetarian, you know 

off the grid, no hair style, I mean it doesn’t work” 

 

Participants reflected on how some student-led initiatives, as well as faculty motivation, 

created opportunities to incorporate students’ values and interests into the institutional 

culture and courses.  A sample response about one such student-led initiative was: 

(program 3) “they just recently, within the last six months, have voted to ban 

plastic bottles on campus, they’re going to tax themselves to do that because the 
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university is going to lose money from Pepsi or the vendors, so the students said 

they’ll make it up, they’ll tax themselves to get there” 

 

The respondents felt that it is difficult to introduce a program in EE if there is no student 

support for it.  On the other hand, these faculty members also felt that where there is 

support for environmental initiatives, students and the institutions might be more 

receptive to environmental education.  

Graduate degree incentives.  Comments about graduate degree incentives 

addressed the reduction or lack of these incentives and the negative impacts on 

professional development and graduate EE programs.  The concern focused on the 

elimination of continuing education credit systems that value more education by paying 

tuition costs or offering salary increases for coursework taken towards a degree.  

(program 1) “we had a masters for teachers in environmental ed, and it has 

affected that program as far—I mean I think it has, enrollment has dropped and 

that’s—could be due that there’s no more support for teachers to take—you know 

there’s not an incentive now to get a master degree, whereas there used to be” 

 

(program 4) “then there were for a while the Federal Teach Grants, specifically 

for Math and Science teacher preparation, but now it costs them 30 to 35 

thousand dollars and in a state where they’re abolishing raises based on your 

advanced degrees, what’s the incentive?” 

 

This is an example of an external factor in which its influence reaches beyond the 

undervaluing of EE in teacher education.  There was a common sentiment among all the 

participants I interviewed that because of the recent elimination of incentives for pursing 

graduate degrees, such as salary increments, pre-service and in-service teachers are less 

likely to consider taking extra EE courses, pursing a graduate EE degree, or any graduate 

degree for that matter. 
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Institutionalization as a process of creating reality 

 This devaluing of continuing education for teachers was a concern that I heard in 

interviews at the three different states.  These states were situated in different regions of 

the United States and had somewhat distinct political landscapes; which makes this issue 

more disheartening because it seems that de-incentivizing higher education was 

becoming normalized across the country.  Two other areas of discussion, in regards to the 

impacts of normalized or institutionalized systems, was the standardization of EE content 

for teachers and the typically inflexible curriculum of pre-service teacher preparation 

programs. 

 NAAEE guidelines.  I examined the influence of NAAEE (Figure 20) through 

such things as their Guidelines for Excellence for EE programs and materials, Guidelines 

for the Preparation for Professional Development of Environmental Educators, and 

proposed Certificate of Distinction for the Preparation and Professional Development of 

Environmental Educators.  Overall, I found more responses that disconfirmed NAAEE’s 

influence on EE courses taught in the pre-service teacher preparation programs.  Some of 

the sample responses disconfirming NAAEE’s influence on the content taught in the EE 

courses shed light on concerns over the relevance of the guidelines.  One such concern 

highlighted how habitual use of NAAEE guidelines could unintentionally promote the 

misconception of EE being merely an extension of science. 

(program 3) “I don’t, I don’t and the reason why is because I see those standards, 

the nature of them as they’re written, as really pertaining more to a science focus 

and so I see those as being properly situated in science” 
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Figure 20.  Influence of NAAEE 

 

 

 

 

 

 

However, some faculty did see the value of the guidelines.  In fact, participants in the 

state with all four EE policies had only confirming responses about NAAEE’s positive 

influence. 

Organizational structure.  Participants discussed limitations to EE due to the 

longstanding organizational structure at the course, program, and institutional level.  At 

the course level, there was a desire to design a class that would meet the needs of all the 

students.  At the program level, a widely held concern was about the strict adherence to 

characteristically prescriptive and overloaded pre-service teacher preparation programs.  

This concern was so great that one participant questioned whether the best place for EE 

was in pre-service teacher preparation. 

(program 2) “maybe we have it placed in the wrong place, and I don’t know if 

that’s true or not but is just something that has been floating around in my head, 

that maybe this should be more of an in-service thing, professional development, 

than a pre-service thing, because it gets lost in everything else, I don’t know.” 

 

At the institutional level, one concern centered on the difficulty of making EE courses 

more easily available to a broader population of students because of sweeping changes 

made by the administration. 
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(program 4) “you know it’s really a move toward—let’s streamline—when I first 

started you needed 128 credits to get a bachelor’s degree now you need a 120, 

they’re talking about lowering it again so we can get these people out of here.” 

 

 Many of the interviewees blamed the barriers they faced to including EE in pre-service 

teacher preparation on the way programs and departments are designed.   They felt that 

there was not enough time and space for faculty and students to learn about other courses, 

programs, and departments, which can lead to more interest in marginalized topics such 

as EE.   

Institutions as distinct societal spheres 

Analysis of the responses related to the compartmentalized nature of institutions, 

such as universities, revealed that the participants attributed several problems to the 

organizational structure found at the departmental and institutional level.  Some 

participants argued that not only where universities working in isolation within 

themselves but were also not making enough effort to address local issues; therefore, 

isolating themselves from the very community they are working in. 

Organizational structure.  Disconnectedness was a systemic problem found from 

the departmental level to the institutional level.  This made it difficult to know whom 

works or what was occurring in other departments, which created a barrier for developing 

collaborative EE courses or programs.  Without a contact person for communicating 

between institutional domains, differences in program goals or logistical issues are 

difficult to address, making cross-departmental collaborations more difficult. 

(program 2) “I mean there are silos here; we talk about them all the time.  We 

don’t—we here in this building don’t necessarily know what’s going on in that 

building over there [gestures out the window] because you get into your routines 

and you don’t—there’s not a lot of cross pollination of ideas necessarily and that 

just might be a factor of being at a university.” 

 



93 

There was also a concern that because programs and departments often function in 

isolation, students lacked confidence in their knowledge of things beyond their main 

academic focus.  Conversely, one participant credited the difference in departmental or 

college requirements for students performing better in class. 

(program 1) “you know it’s a different culture in the College of Natural 

Resources compared to the School of Ed, you know so in the School of Ed you 

know they’re—it seems to be a lot tighter, you know there’s a lot more 

requirements that they have to meet, there’s the exams they have to take an all 

these things so they’re used to kind of dotting their I’s and crossing their T’s, the 

School of Ed majors are, whereas the non-formal ed majors aren’t so much, so 

even though the non-formal ed majors are really interested in environmental ed, I 

have more of those students that don’t do the readings and don’t do the 

assignments than the School of Ed students.” 

 

The participants felt that the organizational structure of an institution is an internal factor 

that can act as either a motivator or inhibitor with respect to developing a sense of 

community among faculty and students inside and outside their departments.  

Societal needs or requests. There was recognition by the participants that there is 

a need for community assessment and social justice teaching in pre-service teacher 

preparation.  One respondent was concerned specifically with breaking the practice of 

minimal or lack of inclusivity that is offered to local community members when making 

community development and policy decisions. 

(program 3) “I see the need for continued outreach, continued community 

connection, in our case here for example, I think it’s silly for us here to embark on 

a program or a policy or a direction without being in communication and 

consultation with the (name of local indigenous tribe) who lives right here, this is 

their land and we go off unilaterally and make decisions that affect the 

environment for all of us that live here without asking anybody else”   

 

(program 3) “they have a lot of really good climate literacy curriculum for kids, 

about climate refugees, about what’s going to happen when the shore lines start 

disappearing and people have to move and you know, and it’s going to effect the 

poor brown people before it affects the rich white people, you know it becomes a 

whole big social justice economy kind of issue.” 
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(program 4) “They don’t know the answers to those things, so we haven’t trained 

teachers to be community leaders, members, problem solvers at all.” 

 

There was a concern by the respondents that a broader impact of the isolationist paradigm 

in which universities function in is the lack of preparation that we give our students to 

examine societal problems through a multidisciplinary lens.  Some participants felt that 

there are issues related to climate change that many people have concerns about but may 

not be informed enough to understand fully.   

  Cross-campus collaboration.  This internal factor was seen as essential to 

addressing the need for finding more EE resources as well as developing a university 

wide culture that values EE.  Participants discussed cross-campus collaboration in terms 

of formal and informal collaborations.  Some of the formalized collaborations included 

traditional activities such as regular guest lecturers and campus-wide committees. There 

were also some formalized collaborations driven by faculty that wanted to see 

sustainability become a major part of the university’s academic landscape.  For example, 

one participant took advantage of a university initiative to collaborate with faculty in 

other departments to develop programs that included sustainability education.  Informal 

collaborations, however, were driven by more personal motivation such as an 

individual’s background or professional interests.   

(program 4) “there are two new initiatives, one is the Creative Campus Catalyst 

Fund, so it’s a program that provides money to interdisciplinary ideas where you 

get faculty from different colleges to come together to come up with some 

program, some activity or experience that crosses disciplines and fosters creative 

and critical thinking, so I actually was part of two, one that (name of colleague) 

just submitted on Sustainability Education and it was Innovation Design, like you 

know Engineering and Innovation Design and Sustainability and Education, and 

the other one was with (name of colleague) and several faculty from the Art 

Department and the people that run one of our marine labs” 
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 (program 4) “No, in the college, but then my friends across the street—that’s 

why we got together, my friend who’s at (name of college), she’s a Wildlife 

Ecologist but she’s real famous in Environmental Communication, Environmental 

Interpretation, she teaches courses in Human Dimensions of Conservation, and 

the (name of colleague), she’s in Extension, and then like Environmental 

Behavior, Conservation Behavior, and then a lot of like Program Development, 

not for schools so much but for non-formal or adult programming, so between the 

three of us we got to complete the picture because we focus on different aspects 

all centered on that one theme . 

 

A common reason mentioned for being able to collaborate with faculty across campus 

was the personal relationships that they had with them.  Participants felt that 

collaboration with other faculty was a good way to make their courses more relevant to 

the overall program and a richer experience for the students.  

Informal meetings.  The participants discussed this factor as integral to many 

aspects of their work.  These meetings where not limited to faculty in the same 

department.  Likewise, the context and content for these meetings ranged in scope.  At 

the departmental level, informal meetings helped develop opportunities to get students 

exposed to more EE.  At the university level, informal meetings helped bring faculty 

together from different departments to collaborate on EE projects.  Outside of the 

university, informal meetings helped make connections with state agencies, national 

organizations, and other people who have similar interests in EE. 

(program 1) “I have regular coffees lined up, so informal meetings lined up with 

the Director of Field Experiences, so she oversees all the student teachers, and 

we’ll talk about my EE minor advisees, and you know, how can we get them 

student teaching placements that they’ll see environmental ed in the classroom 

and then hopefully be that much more empowered to include environmental ed” 

 

(program 2) “so when I have an idea like that I know I’ve got enough connections 

over there, it’s worked out really nicely, some of them are professional 

connections to work on project like this, some of them are personal connections, 

the meteorologist over there is my golf partner [laughter] so you know and now 

more of those faculty are in the golf league, so we see each other on a personal 

level as well” 
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All of the participants that I interviewed described how they had collaborated with a 

faculty member or professional outside of their department.  These collaborations were 

usually a result of regular informal meetings.  In some cases, these collaborative efforts 

have continued for many years.  The opportunity to work outside their department gave 

them access to different resources and a chance to view a project or issue through the lens 

of a different discipline. 

Have some factors been more influential than others?  If so, which ones?  What 

explains this differential influence? 

To determine which factors were the most influential in helping EE become 

institutionalized in the pre-service teacher preparation programs, I looked at which 

factors were common among all the programs, the total number of responses related to 

those factors, and what respondents said about those factors.  State-level EE policy, 

institutional values, student values, and cross-campus collaboration were among the top 

five most discussed factors.  Additionally, the responses associated with these factors 

contributed to almost half (49%) of the overall responses about common influential 

factors (Table 12).  The reason that these four factors stood out as the most influential is 

that the respondents often discussed them in terms of how essential they were.  The other 

common factors were discussed mainly as good supportive resources or in some cases as 

limiting factors to the inclusion of EE in pre-service teacher preparation courses.  

State-level EE policy.  Respondents felt that even though EE had been included in 

pre-service teacher preparation for a long time, the elimination of the state-level EE 

policy would have negative consequences on the courses they were teaching.  They also 
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felt state-level EE policy was necessary to legitimize what they were doing in instances 

were EE is not seen as essential in pre-service teacher preparation. 

Institutional values.  Respondents stressed that the value for EE at the 

institutional level is what had made it be possible for EE develop as an important part of 

pre-service teacher preparation.  The respondents also saw institutional value for EE as a 

driving force for creating a campus-wide culture committed to EE.  

Table 12.  Common influential factors in all four programs 

Factor # of responses % of overall responses 

State-level EE policy 50 24% 

Organizational structure 25 12% 

Institutional values 21 10% 

Student values 16 8% 

Cross-campus collaboration 15 7% 

Political capital 14 7% 

EE organizations 13 6% 

Faculty 11 5% 

Societal needs or requests 11 5% 

NAAEE guidelines 11 5% 

Informal meetings 8 4% 

Graduate degree incentives 8 4% 

Administration 6 3% 

Totals  209 100% 

 

Student values.  It was acknowledged by all the respondents that an essential 

factor in determining what they taught in their courses was the cultural values of their 

students.  They were well aware that pre-service teachers’ views about the environment 

and EE could be very different.  Therefore, they felt that it was necessary to have some 

understanding of how cultural and social norms play a part in how their students perceive 

the role of EE in pre-service teacher preparation. 

Cross-campus collaboration.  All the respondents discussed how valuable 

collaborating with faculty outside of their department was to the success of incorporating 

EE into their courses or to the development of other EE opportunities for their students.  
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They also felt that these cross-campus collaborations were essential to fostering a 

multidisciplinary approach to EE. 
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CHAPTER 5. DISCUSSION AND CONCLUSIONS 

My objective in doing this research was to gain a better understanding of how to 

move EE out of the fringes and into the mainstream of teacher preparation.  While 

arguments for more EE policies and institutional value for EE have been discussed 

previously (Heimlich et al., 2004; Lin, 2002; Mastrilli, 2005; McKeown-Ice, 2000; 

Powers, 2004), I have not found any studies that have examined how various factors, 

such as state-level EE policies or institutional value for EE, influence the inclusion of EE 

into pre-service teacher preparation programs.  The knowledge gained from my study 

extends beyond the purpose of my study, which was to identify factors that can act as 

mechanisms for institutionalizing EE in pre-service teacher preparation programs.  The 

results of my research adds new knowledge to the literature about EE in pre-service 

teacher preparation programs; additionally, my results give a current snapshot of the 

status of EE policy and EE in pre-service teacher preparation (Figure 21).  Moreover, my 

use of institutional theory in this study adds a new perspective, and possibly a new 

research tool, for examining the issue of EE in pre-service teacher preparation.  

Figure 21.  Contribution to the literature 
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Contribution to the literature   

 The four factors that I identified as the most influential for institutionalizing EE 

into pre-service teacher preparation programs supports the argument that external and 

internal factors both play a role in this process (McKeown-Ice, 2000).  However, the 

assertion made by McKeown-Ice (2000) that they play an equal role can be contested by 

the fact that three of the four are internal factors.  This supports the argument made some 

EE proponents (Lin, 2002) and institutional theorists (Selznick, 1957) that internal 

factors, such as institutional value, are what actually drive the institutionalization process.  

I contend that external factors have a broader impact but internal factors have a more 

sustainable impact. 

State-level EE policy.  This external factor is the only factor that can actually 

mandate EE.  It creates space for it and it makes it happen in places that it would not 

otherwise happen.  However, it is important to note that targeted policies, such as EE 

teacher certification requirements or EE K-12 standards, have been more influential than 

general EE policies.  This finding corresponds with the results of a study that examined 

the relationship between state policy and classroom instructional practices.  Swenson and 

Stevenson (2002) stated that “policies associated with standards-based reform have been 

at least partially successful in promoting greater use of instructional techniques espoused 

by movement advocates” (p. 17).   

Institutional values.  This internal factor, simply put, makes EE happen right.  

My findings support Mastrilli’s (2005) argument that teacher education institutions can 

be mandated to include EE in its pre-service teacher preparation program, but it does not 

guarantee that it will be done in a comprehensive manner unless there is institutional 
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value for EE.  Findings from a report (Ashmann, 2010) on how Wisconsin’s EE teacher 

certification requirement was being met indicated inconsistency among 32 teacher 

education programs.  Meeting the EE requirement ranged from taking a one-time EE 

tutorial to taking a separate course that included EE content and teaching methodology.  

Moreover, it may not be maintained if the policy goes away unless EE is valued at the 

institutional level.   

 Student values.  This internal factor can create a demand for EE in pre-service 

teacher preparation programs, which arguably can be a more powerful approach than any 

policy that mandates it.  This factor can just as easily deter attempts to include EE in pre-

service teacher preparation programs if student values do not align with pro-

environmental attitudes.  A lot of attention has been given to faculty and institutional 

value for EE (Lin, 2002; McKeown-Ice, 2000; Towler, 1980; Trent, 1983) but less so for 

students.  Knowledge of student values can help establish the “personal engagement” that 

Ballantyne (1995) refers to when implementing EE in pre-service teacher preparation 

programs.  An important first step when considering including EE into a pre-service 

teacher preparation program is to gauge how receptive the students are to EE.  Is there 

enough interest to develop a separate course, minor, or possibly a major? 

 Cross-campus collaboration.  This internal factor can create more resources for 

EE.  A barrier to incorporating more EE into pre-service teacher programs is that often 

times there is only one faculty member in the education department that teaches EE and 

past research (Lin, 2002; McKeown-Ice, 2000) has found that often times the course 

disappears when this faculty member leaves.  Seeking out and collaborating with faculty 

that teach EE in non-teacher education departments, where EE is often taught and 
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sometimes offered as an undergraduate major, can create more support as well as 

resources for including EE into pre-service teacher preparation programs.   

Implications  

 Implications of findings for policy.  The fact that 68 percent of the states have 

some form of EE policy suggests that teachers must be being adequately exposed to 

principles and methods of teaching EE in their pre-service teacher preparation programs.  

The reality is that I found EE in very few (13%) pre-service teacher preparation 

programs.  This suggests that the relationship between EE policy and the amount of EE 

found in pre-service teacher preparation programs is more nuanced.  For example, only 

20 percent of states have EE policies that target K-12 education, such as EE teacher 

certification requirements or K-12 EE standards, and findings from my interviews 

conducted in some of these states indicate that these targeted EE policies were more 

influential than general EE policies.  Therefore, EE proponents considering state-level 

policy as an avenue for making EE an important part of preparing teachers should focus 

on specific rather than broad EE policies.   

Implications of findings for practice.  Collaboration within and across 

departments is essential for cultivating a sense of value for EE.  Establishing value for 

EE, as mentioned previously, is a powerful mechanism for institutionalizing EE into pre-

service teacher preparation programs.  Collaboration among faculty can also create some 

assurance that a course or program is sustainable because it is not dependent solely on 

one faculty person.  Institutions and programs interested in making EE part of their pre-

service teacher preparation need to make time and space available for collaboration at 

various levels. 
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Implications of findings for research.  Studies that examine how a culture of 

institutional value for EE is created and maintained would be useful for future research 

on the institutionalization of EE in pre-service teacher preparation programs.  A question 

that arose during all of my interviews was whether EE policies influenced cultural value 

for EE or was it cultural value for EE that influenced establishment of EE policies.  It was 

difficult to reach a definitive answer and the discussions often ended with references to 

the proverbial chicken and egg conundrum. 

Conclusions 

 There are several avenues of research and practice that I would like to pursue 

based on the results of this study.  I would like to understand the process for designing, 

developing, and implementing a state-level EE policy, specifically targeted policies such 

as EE teacher certification requirements and K-12 EE standards.  I am also interested in 

examining different ways to measure institutional and student values towards EE.  

Additionally, I feel that it is time to start moving forward to the next questions on the 

spectrum of research related to EE in pre-service teacher preparation (Figure 21). 

It may be discouraging to some EE proponents that very few pre-service teacher 

preparation programs include EE, but I am encouraged by the overall amount of EE 

found throughout public universities.  It means that teacher educators who are interested 

in including EE as part of pre-service teacher preparation may have resources outside 

their department that they may not be aware of, yet.  It also means that there may be allies 

to help advocate for an institutional culture that values EE, which ultimately can help 

establish a foundation for the institutionalization of EE in pre-service teacher preparation 

programs. 
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Subject: Invitation to participate in a research project 

 

Dear (prospective study participant) 

 

 You are invited to be part of a research project entitled The Institutionalization of 

Environmental Education in Pre-Service Teacher Preparation Programs. The project 

focuses on understanding how different factors, such as state policies and institutional 

values, influence the inclusion of environmental education in pre-service teacher 

preparation programs. You were selected to participate in this study because at your 

institution environmental education is included in the pre-service teacher preparation 

program.  

 Would you be willing to participate in a 1-hour interview at a time and place that 

is convenient to you?  I understand that your time is valuable so beyond the potential 

benefit from reflecting on your program, you will be included in a drawing for an 

Amazon gift card.  Please see more details about the research project and drawing below. 

 Thank you for taking the time to consider my request and I look forward to 

hearing from you at your earliest convenience at <drosemar@email.arizona.edu> or (520) 

419-2545.  

 

Sincerely,  

Dennis S. Rosemartin 

 

 

Details: 

Project abstract: 
The Institutionalization of Environmental Education in Pre-Service Teacher Preparation 

Programs 
 

 How environmental education (EE) becomes institutionalized in pre-service 

teacher preparation programs is a phenomenon that has not been thoroughly examined.  

Conclusions made in several studies suggest that external factors, such as state EE 

requirements for K-12 education or teacher certification, are powerful factors that 

contribute towards the institutionalization of EE into pre-service teacher preparation 

programs. Some EE proponents argue that while external factors do play a role, internal 

factors, such as institutional values and faculty beliefs, play an equally and sometimes 

more important role for sustainable and effective institutionalization of EE in pre-service 

teacher preparation programs. 

 I will use institutional theory, which has not been sufficiently included in past 

research, as the main theoretical foundation for analyzing this issue.  In order to 

understand the mechanisms that dictate decision making in institutions, institutional 

theory examines cultural influences and believes that “organizations, and the individuals 

who populate them, are suspended in a web of values, norms, rules, beliefs, and taken-

for-granted assumptions, that are at least partially of their own making” (Barley & 

Tolbert, 1997, p. 93).    

mailto:drosemar@email.arizona.edu
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 This will be a qualitative research study in which I will use interviews as the main 

method for collecting and analyzing data.  Through this research, I seek to understand 

certain processes, such as decision making, from the perspective of the participants’ 

experiences.  It is my intention to use the findings from this study to help address the 

ongoing concern of how to make EE less marginalized in pre-service teacher preparation 

programs. 

 

Before you agree to the interview I can confirm that: 

 With your permission the interview will be recorded. 

 A transcript of the interview will be sent to you after the interview.  

 Your confidentiality will be maintained at all times. 

 You will be free to withdraw from the research at any time. 

 

In regards to the drawing: 

 Participation in the research study is not required 

 Entries are limited to one entry per person  

 Participation is void where prohibited by law.  

 

About the researcher:  
 My name is Dennis Rosemartin.  I am a researcher in environmental education at 

the University of Arizona, and a doctoral candidate in the Department of Teaching, 

Learning, and Sociocultural Studies at the same university. I have over 10 years of 

experience in the field of environmental education, both as a practitioner and a researcher 

in the United States, Nicaragua, and Mexico.  If you have any questions concerning the 

nature of the research, or are unclear about the extent of your involvement in it, please 

contact me at <drosemar@email.arizona.edu> or (520) 419-2545. 
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The University of Arizona Consent to Participate in Research 
 

Study Title: 
The institutionalization of  environmental education in pre-

service teacher preparation programs 

Principal Investigator: Dennis S. Rosemartin 

 

This is a consent form for research participation.  It contains important information 

about this study and what to expect if you decide to participate.  Please consider the 

information carefully. Feel free to discuss the study with your friends and family and to 

ask questions before making your decision whether or not to participate. 

You may or may not benefit as a result of participating in this study.  Also, as 

explained below, your participation will not result in unintended or harmful effects. 

1.   Why is this study being done?  This study is being done to understand how 

different factors influence the incorporation of environmental education (EE) into pre-

service teacher preparation programs. With this understanding it may be possible to 

identify mechanisms that lead to the institutionalization of EE in pre-service teacher 

preparation programs.   

 

2.   How many people will take part in this study?  6-8 participants will be 

interviewed for this study. 

 

3.   What will happen if I take part in this study?  You will be interviewed about 

how external factors, such as state policies on the content of K-12 education and teacher 

certification requirements, and internal factors, such as institutional values and practices, 

have influenced the inclusion of EE in your teacher preparation program.  The interview 

will be audio-taped and transcribed.  Pseudonyms will be used in the transcription and the 

audio-tapes will be destroyed. 

 

4.   How long will I be in the study?  Your participation will start at the beginning of 

our interview session, and will end when the interview is finished.  The interview will 

take 1 hour. 

 

5. Can I stop being in the study?  Your participation is voluntary.  You may 

refuse to participate in this study.  If you decide to take part in the study, you may 

leave the study at any time.  No matter what decision you make, there will be no 

penalty to you and you will not lose any of your usual benefits.  Your decision will 

not affect your future relationship with The University of Arizona.   

 

6.   What risks, side effects or discomforts can I expect from being in the 

study? There are no known risks, side effects, or discomforts that you can expect from 

being in this study. 
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7.   What benefits can I expect from being in the study? Participating in this 

study gives you the opportunity for reflective practice which could potentially be a 

beneficial experience. 

 

8.   What other choices do I have if I do not take part in the study? You may 

choose not to participate without penalty or loss of benefits to which you are otherwise 

entitled. 
 

9.   Will my study-related information be kept confidential?  Efforts will be 

made to keep your study-related information confidential.  However, there may be 

circumstances where this information must be released.  For example, personal 

information regarding your participation in this study may be disclosed if required by 

state law.   
 

Also, your records may be reviewed by the following groups (as applicable to the 

research): 

 

 Office for Human Research Protections or other federal, state, or international 

regulatory agencies 

 The University of Arizona Institutional Review Board or Office of Responsible 

Research Practices 

 The sponsor supporting the study, their agents or study monitors 

 

10. What are the costs of taking part in this study?  There is no cost in taking part 

in this study. 

 

11. Will I be paid for taking part in this study?  You will not get paid for taking 

part in this study.  However, you will be included in a drawing for an Amazon gift card.  

In regards to the drawing: 

 Participation in the research study is not required 

 Entries are limited to one entry per person  

 Participation is void where prohibited by law.  

12. What are my rights if I take part in this study?  If you choose to participate in the 

study, you may discontinue participation at any time without penalty.  By signing this 

form, you do not give up any personal legal rights you may have as a participant in this 

study. 
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You will be provided with any new information that develops during the course of the 

research that may affect your decision whether or not to continue participation in the 

study. 

 

You may refuse to participate in this study without penalty or loss of benefits to which 

you are otherwise entitled. 

 

An Institutional Review Board responsible for human subjects research at The University 

of Arizona reviewed this research project and found it to be acceptable, according to 

applicable state and federal regulations and University policies designed to protect the 

rights and welfare of participants in research. 

 

13. Who can answer my questions about the study?  For questions or concerns 

about the study you may contact: Dennis S. Rosemartin, PhD candidate, Department of 

Teaching, Learning, and Sociocultural Studies.  Email: drosemar@email.arizona.edu. 

Phone: 520-419-2545 

 

For questions about your rights as a participant in this study or to discuss other study-

related concerns or complaints with someone who is not part of the research team, you 

may contact the Human Subjects Protection Program at 520-626-6721 or online at 

http://orcr.vpr.arizona.edu/irb. 

 

Signing the consent form 
I have read this form, and I am aware that I am being asked to participate in a research 

study.  I have had the opportunity to ask questions and have had them answered to my 

satisfaction.  I voluntarily agree to participate in this study.  

 

I am not giving up any legal rights by signing this form.  I will be given a copy of this 

form. 
 

 

 

  

Printed name of subject  Signature of subject 

   

 

 

AM/PM 
  Date and time  

    

 

Investigator/Research Staff 
I have explained the research to the participant or the participant’s representative before 

requesting the signature(s) above.  There are no blanks in this document.  A copy of this 

form has been given to the participant or to the participant’s representative. 
 

 

 

  

Printed name of person obtaining consent  Signature of person obtaining consent 

   

 

 

AM/PM 
  Date and time  

 

mailto:drosemar@email.arizona.edu
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Date: 

 

Site: 

Interviewer:  

 

Interviewee: Start time: Stop time: 

 

 

Opening instructions for interviewer 

Introduction (background) 

Explanation of research  

Consent form (explain/read) 

Ask if the interviewee has any questions 

Consent form (signature) 

Main interview questions  

Introductory questions  

Could you describe how and why you include EE in your pre-service teacher 

preparation program?  
 

 

(possible probing question) What has been an influential factor in deciding to include 

EE in the program? 
 
 

(possible follow-up question) Have there been any challenges or affordances to 

including EE in your program? 
 
 

External factors 

How has the EE requirement (teacher certification or K-12 education or both) in your 

state influenced how EE is incorporated into the pre-service teacher preparation 

program? 
 

 

(possible probing question) What specific steps have been taken? 
 
 

(possible follow-up question) Do you think that the requirement is being addressed 

adequately? Why or why not? 
 

 

How familiar are you with the North American Association for Environmental 

Education’s standards for the initial preparation of EE? 
 
 

(possible probing question) Could you discuss your view on these standards? 
 
 

(possible follow-up question) How have these standards influenced how EE is 

incorporated into the pre-service teacher preparation program? 
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Internal factors 

Institutionalization as a process of instilling value 

 Can you describe or explain how EE is valued at the different institutional levels: the 

greater institution, the college, your department, and the pre-service teacher 

preparation faculty? 
 

 

(possible probing question) Could you give a specific example of how EE is valued?  
 
 

(possible follow-up question) Why or how do you think the value for EE has been or 

not been institutionalized at these different levels? How has this value or lack of value 

influenced how EE is incorporated into the pre-service teacher preparation program? 
 

 
 

Institutionalization as a process of creating reality 

In what context/subject area is EE typically taught? 
 

 

(possible probing question) Why is it taught this way? or in this subject area? 
 
 

(possible follow-up question) Do you think it could be taught in other contexts/subject 

areas? 
 

 
 

Institutional systems as a class of elements 

What type of EE experience do members of the pre-service faculty have? 
 

 

(possible probing question) How much of a factor do you think this experience has on 

how EE is incorporated into the pre-service teacher preparation program? 
 
 

(possible follow-up question) Are opportunities made available by the department, 

college, or institution for faculty to gain EE experience? 

 

 
 

Institutions as distinct societal spheres 

Could you describe or explain if and how EE is discussed at the different institutional 

levels: the greater institution, the college, your department, and the pre-service teacher 

preparation faculty? 
 
 

(possible probing question) Could you give a specific example of what is discussed in 

regards to EE? 
 

 

(possible follow-up question) How do you think these discussions or lack of impact 

how EE is incorporated into the pre-service teacher preparation program? 
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Final questions 

What do you consider the most influential factors that have contributed to the inclusion 

of EE into the pre-service teacher preparation program? 
 

 

Are there any other factors that we have not discussed that you think that have 

contributed to the inclusion of EE into the pre-service teacher preparation program? 
 
 

Closing instructions for the interviewer 

Opportunity for questions or comments by interviewee (about the interview or research 

study) 

Thank you (acknowledging the time and information shared by the participant) 

Leave contact information (business card) 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



                           APPENDIX D. EXAMPLE OF AN INTERVIEW TRANSCRIPT 

 

 

112 

Influential factors that promote EE in pre-service teacher preparation 1 
Interview 1 2 

 3 

06-03-2013 (54:01) 4 

I = interviewer  P = participant  5 

                     6 

(00:00)  7 

 8 

I: If you could just tell me a little bit about the course or courses that you teach that are 9 

related to EE and pre-service and then we’ll go from there.   10 

 11 

P: Sure, so here at (name of university) we have a major, well what we have, it’s a little 12 

bit complicated but we have an environmental education interpretation major in the 13 

college of natural resources and that’s for people interested in non-formal education. 14 

 15 

I: Okay. 16 

 17 

P: That’s a year long course, so two semesters. So, I taught the one in the fall and (name 18 

of colleague) taught the other half of it in the spring. 19 

 20 

I: Okay. 21 

 22 

P: We’re actually going to flip-flop next year, and that’s all EE teaching methods because 23 

those are college of natural resources students who also take all their ecology and natural 24 

science and field stuff, all the environmental science stuff they take in their other courses. 25 

 26 

I: So the focus is on teaching methods? 27 

 28 

P: So, I think it’s called Foundations of Environmental Education. 29 

 30 

I: Oh yeah. 31 

 32 

P: That’s (course numbers) in case you see our numbers.  We like to speak in numbers 33 

here [laughter] but I’ll try not to do that too much.  So, I taught that in the fall and then 34 

we also every semester offer a course that’s called Introduction to Environmental Studies 35 

and Education. 36 

 37 

I: Okay. 38 

 39 

P: Which is also a natural resources class but it is specifically for students in the school of 40 

education, you have to have been admitted into the school of education in order to take 41 

that course.  It has about 75 students every semester and it’s required for graduation and 42 

getting a license for early childhood, elementary, special education, secondary science, 43 

and secondary social studies.  And here in (state where the university is located) 44 

elementary and middle school is K-8 certification and then high school.  So the only, I 45 

guess if your taking music education you don’t have take it, and there are a couple other 46 
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that you don’t, so that  course is about half environmental science environmental studies 47 

and half teaching methods.  This spring I was doing the lecture, which meets twice a 48 

week, and that’s all environmental science and environmental studies, like basic 49 

knowledge, you know, what are issues related to water, what is biodiversity, human 50 

population, consumption, all these things that would sort of be in an intro to 51 

environmental studies class.  And the discussion sections, which are two hours a week 52 

also, are all EE teaching methods, so its where we do lesson planning, we do Project 53 

Wild, Project Learning Tree, we talk about stuff related to benefits about being out in 54 

nature and sort of ‘Last Child in the Woods’ type of stuff, we talk about teaching 55 

controversial issues in environmental education, we talk about different models of 56 

environmental education, all that stuff would be in there.  The students also do some peer 57 

teaching and they go and observe at a—they do about eight hours of practicum 58 

experience a local environmental education site. 59 

 60 

I: Okay, can I ask you a question about something? 61 

 62 

P: Sure. 63 

 64 

I: So, you were talking about the content of science part, the environmental science part, 65 

is that something that you as an instructor choose? Or how is that decided as part of the 66 

required content that they have to take? 67 

 68 

P: Well, we chose it. 69 

 70 

I: As a team? or as a department? 71 

 72 

P: Yeah, we, (name of colleague) and I inherited this course just this year and we 73 

inherited this book, we have this peculiar, I find it very peculiar, I guess that’s just me, 74 

text rental system here, its kind of like a giant library. 75 

 76 

I: Where the students rent the text? 77 

 78 

P: Yeah, but it’s not like text rental anywhere else I’ve seen.  They pay a fee at the 79 

beginning as part of the tuition, they pay like 75 dollars and they can go and rent a book 80 

for every class and at the end of the semester they just return it, there is no fee aside form 81 

that seventy some dollars they pay.  We can also require purchase books which would be 82 

like your more traditional, students love it, I am not sure faculty love it, it means that you 83 

can only change your books every three years I think it is, so we could have changed it 84 

but anyhow we inherited it the book. We basically went through it is what I am trying to 85 

say.  The course, we have had a lot of discussions of how we want to change the course, 86 

this summer we are teaching it, four hours day, Tuesday to Friday, together and that’s 87 

much more integrated because it’s only 10 students and all in three weeks, which is nice, 88 

I mean it is good and bad I think.  There’s been some discussion about maybe having 89 

students take something like a geography course to fill that environmental science piece 90 

and then we could do just the methods. 91 

 92 
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I: How do you feel about that?  I have seen at other place where they just pick from a list 93 

of science courses and I’ve heard different things about it. 94 

 95 

P: Yean, we haven’t—I had a one week class last week which was just one credit for 96 

students who had transferred in and had already environmental science somewhere else, 97 

and I mean I don’t know—it’s hard to get everything in in one credit in four days, I think 98 

we have mixed feelings about it, we would love to teach a whole three credit course on 99 

environmental education, and the students complain sometimes that they feel like lecture 100 

is one class and discussion is another class, because lecture is all 70 students is 101 

environmental science and then they go to discussion and its all methods, so I think we 102 

are still trying to figure out what to do about because we want them to have that 103 

background in environmental science and we don’t know if they are getting it in some 104 

other class what they are really getting but at the same time its sort of an uncomfortable 105 

fit. 106 

 107 

I: Hmmm, that disconnect there. 108 

 109 

P: So I think that I would need to look back at what the (state agency) requires in terms of 110 

the licensure, I think, well actually I know it’s very, it’s quite vague.  I mean we are, as 111 

far as I know, and maybe (name of other university) are the main schools that actually 112 

offer a whole course in environmental education.  Other universities say, “oh well, the 113 

student took environmental science so it counts or the student took science methods and 114 

they talked about EE.”  I think it’s more that we’re at the College of Natural Resources 115 

here so historically we offer this course more than in other institutions. 116 

 117 

I: That is why I selected you both, and I wanted to kind of compare too because you guys 118 

are housed--or at least the courses in the natural science department and in (name of other 119 

university) its in the College of Ed, so that’s great, it seems like you guys are going to 120 

develop the course a little bit based on what you see works and doesn’t work and you 121 

mentioned the teacher certification requirements, are you using the (name of state the 122 

university is located) standards too? I think (name of state the university is located) has 123 

some EE standards. 124 

 125 

P: There are model academic standards for EE, we’ve used the NAAEE standards or 126 

guidelines for preparation of, 127 

 128 

I: I know it has a long name [laughs] 129 

 130 

P: Yes, we’ve used that more, the students have to look at the standards, the EE standards 131 

and integrate them into their lesson plans so they know they’re there [pause] its an 132 

interesting question, we haven’t really looked at them too much, they’re more focused on 133 

content, student content. 134 

 135 

I: The (name of state the university is located) one, yeah when I was looking at them I 136 

think it had three parts, it had some content in the beginning, or the first one is a content, 137 

the second one I think had to do—actually there’s a couple like decision making and 138 
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questioning and there was also—there was one about issues, and I think there was 139 

another focus area on citizenship and behavior something, but yeah it starts off with 140 

content and what feel like with a lot of standards sometimes when teachers see them, they 141 

don’t get through all of them so if content is that first one the assumption is that, “Oh, we 142 

need to focus more on that and maybe not get to that last piece”.  So you’re saying that 143 

you look at the NAAEE—because NAAEE has a lot I think more—it’s a little broader. 144 

 145 

P: Well, and its specifically for pre-service teachers so rather than looking at what 146 

teachers will be doing in their classrooms we want to look at the ones that specify what 147 

we should teach basically. 148 

 149 

I: Yeah, that makes total sense. 150 

 151 

P: You should probably ask (name of colleague) more about those because her 152 

dissertation related to those guidelines and stuff so she’s more focused on that I’d say. 153 

 154 

I: So, you mentioned some of the challenges already that seem to happening with the 155 

course, I know how it is when you inherit a course, it sounds like a familiar story when I 156 

inherited a course from my advisor and the textbook was, that’s what I used but I slowly 157 

have been trying to bring in other books but its not that easy, so has there anything that 158 

has been kind of helping you guys as far as encouraging you or maybe motivating you to 159 

do some of these changes as far as either institutionally or, you mentioned something 160 

externally earlier, the NAAEE guidelines, any kind of mechanisms that have helped you 161 

with this? 162 

 163 

P: I think that given that really all three of us have been involved in the course and soon 164 

all four of us, because (name of colleague) has only just started, he’s already been here 10 165 

years coordinating the LEAF program which is our forestry education program. 166 

 167 

I: That name sounds familiar for some reason, not sure why [laughs] 168 

 169 

P: I don’t why, I think he might, oh I don’t know [laughs] 170 

 171 

I: Well he knows (name of colleague) so somehow [laughs] 172 

 173 

P: Yeah there’s some connection but, so he did the lectures last fall and then I did them 174 

this spring and (name of colleague) has been with the course the whole time and I as said 175 

we’re teaching it this summer and then in the fall (name of colleague) who is at (name of 176 

another state), one of the (name of another state) schools, (name of another university) I 177 

think, is starting here in July as another professor of environmental education, and he’ll 178 

being doing a big portion of it, because his background unlike (name of colleague) and 179 

mine and (name of colleague) is in formal education, he was originally a science teacher 180 

and all of his degrees are in education so he’s going to do, at least in the fall some of, 181 

most of this course and I’ll do one of the discussion sections.  So, I think just all of us 182 

working together and bringing—coming from different institutions and backgrounds, so 183 

that’s not maybe external but it is very collaborative. 184 
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 185 

I: It is I guess at the departmental level institutional factors that are going to help.  You 186 

mention how, and I think you mentioned maybe, or I’ve heard it mentioned before about 187 

this concern of not having a teaching—formal education background, but we kind have it 188 

as far formal educators, we sometimes have the opposite feeling, that we don’t have 189 

enough of the informal or the science background when we’re teaching EE. 190 

 191 

P: Yeah, It’s a difficult—I think it’s a difficult course to teach because it does have such 192 

breadth, I mean you know like last Wednesday or Thursday I was talking about climate 193 

science and tomorrow I am going to talk about biodiversity and conservation of—and 194 

wildlife conservation you know and we’re going to talk about water, so there are all these 195 

sort of science pieces that we need to know about, and I’ll do environmental history on 196 

Thursday, I think, but then there’s also all of the education content that’s in there too, so I 197 

think trying—and I mean it’s not just trying to figure how to balance it all for the students 198 

but also balance it out for us too [pause] I was trying to think in answer to your other 199 

question though about any other external pieces, I think it is nice for us that we’re in the 200 

College of Natural Resources, (name of colleague) and I have talked about this, this is the 201 

only place that we know that there would be multiple professors in environmental 202 

education and so the fact that we can bounce ideas off each other and work together and 203 

collaborate and do research together and stuff like that I think is actually a really—does 204 

enhance the class a lot, cause its often just one person who maybe does it part time. 205 

 206 

I: I actually chose my minor to be Ecology and Evolutionary Biology because I don’t 207 

have that science background, my background is in teaching and so the methodology part 208 

I can relate to that and have a lot of things to say about that, but like you just mentioned, 209 

the climate science, the climate literacy topics that I until just a few years ago I was not 210 

too familiar with, I constantly find myself going to the natural science people, my wife 211 

actually is from the College of Natural Resources and so we have friends in there and 212 

they’re trying to include more education pieces, like I said we don’t have it at all 213 

formalized on campus so we have people like in the natural sciences that really want to 214 

do more education and we have people in the education that want to do more 215 

environmental science and so what you said makes a lot of sense, that its—you’re housed 216 

here and bringing in some maybe more formal education people to collaborate with.  Do 217 

you feel that outside of though this building, the campus understands environmental 218 

literacy or values it or encourages it? 219 

 220 

P:  Oh yeah, I think that having—I mean the College of Natural Resources is not only 221 

pretty well known but its also I big piece of (name of university), its sort of what we’re 222 

known for, well the arts program as well, theatre, music, and stuff.  So yeah, my students 223 

and I went to the waste education center on Friday afternoon so we saw how all the waste 224 

is being composted and all the different separation, the way they’re processing all the 225 

recycling and the garbage, they have a waste water treatment program, so there’s a lot of 226 

stuff going on campus, they just put a lot of solar panels on a lot of the dorms and the 227 

students just voted for an extra fee that they have to pay for sustainability so they have a 228 

big pool of money now that people can apply for sustainability grants. 229 

 230 
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I: So do you think students come to (name of university) for that?  231 

 232 

P: I think they do. 233 

 234 

I: I think I read in the (name of university) mission, one of their values was ecological 235 

stewardship, I think, I’m not sure. 236 

 237 

P: I think its sustainability. 238 

 239 

I: Or sustainability, something that you don’t normally see in a lot university mission 240 

statements or values that they have. 241 

 242 

P:  Well students definitely come here for the College of Natural Resources, we have 243 

about two thousand students in the College of Natural Resources, so it’s a really big 244 

program, and I’ve learned anything after being here a year is that anytime I go to 245 

anything related to environmental education there is some connection to (name of 246 

university), everybody I meet is like, “I went there” or “the person I work with went to 247 

(name of university)”, it has a big influence across the state and it has historically, and the 248 

(name of state) Center for Environmental Education, which is what (name of colleague) 249 

and I have half-time appointments in, does outreach to teacher around the state, we’re 250 

part of it but we also draw in people from the center and resources. 251 

 252 

I: Do you—well I guess you both work there also so do you bring in stuff you learn from 253 

there, I mean is there kind of a collaboration between the center and the courses that you 254 

teach? 255 

 256 

P: Yeah, so like the course for pre-service teachers we go over to the library, I don’t 257 

know if you’ve been over there? 258 

 259 

I: No, I haven’t. 260 

 261 

P: We might take you over, but there’s a special environmental education library in the 262 

library, run by the (name of state) Center for Environmental Education, that ships 263 

material out teachers anywhere in the state for free.  They have a great collection, for 264 

someone like me that likes books; I can go over there and just look around [laughter]. 265 

 266 

I: That’s great for your course because I feel like sometimes, you know, students ask for 267 

or we want to encourage these books that they have to go search for it or buy if you have 268 

them already or a section. 269 

 270 

P: Right, so we go over and get a tour of that and we spend a class period there, we 271 

usually have a day when the educators form our energy education program and our 272 

forestry education program come and do stuff with the students, those are probably the 273 

two main—those are probably the two main ways that we connect, then we use some of 274 

the curriculum materials in the class. 275 

 276 
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I: Wow, so it sounds like you guys—you have a lot of collaboration going on, it’s not just 277 

here, this pocket that you have, it extends out, cause I think that is some concern that 278 

programs have, if you have just or two people who are doing environmental ed in the pre-279 

service and once they’re gone it’s not sustainable because there’s not a lot going on. 280 

 281 

P: Right. 282 

 283 

I: It looks like there are a lot of different levels of what’s going on so—and like you said, 284 

I think you mentioned in your email that there were some faculty that were here for a 285 

long time and now there seems to be a new generation coming in. 286 

 287 

P: Yeah, they were here for about 20 years, (name of colleague) who I mentioned, 288 

 289 

I: Yeah, I emailed him and I kept getting that email response back, one of those that said 290 

he wasn’t in his office but the date didn’t seem right when he was gone. 291 

 292 

P: Well, I think he is gone. I haven’t seen him for a while. 293 

 294 

I: [laughs] It says February or April or something that the response says he’ll be coming 295 

back, well that’s already passed. 296 

 297 

P: Maybe he doesn’t know that is on. But he was—he directed—he sort of founded and 298 

directed the (name of state) Center for Environmental Education since its inception in 299 

1990, he’s the associate dean so [pause] his leadership I think has made a big difference. 300 

You should—when you talk to (name of colleague) you should ask her about TENFEE 301 

and I don’t know if that is something you are planning to talk to her about but she’s the—302 

that’s the Teacher Education Network For Environmental Education, something or other 303 

like that, I am not part of it but she and (name of another colleague) are part of it. 304 

 305 

I: Yeah she sent me a report that talked about that and how they—they had some 306 

professional development for some teachers.  307 

 308 

P: So that is more coordinated around the state. I mean my background, I guess I didn’t 309 

say that in the beginning, but my undergrad was in biology and my masters degree was in 310 

outdoor and therapeutic recreation and then my PhD was in natural resources with a 311 

focus—and then before I came here I was teaching in (name of university) that’s why I 312 

knew a little about what was happening there, but I—my background is much more in 313 

camps, particularly for people with disabilities, and then residential and environmental 314 

education programs, so that’s what dissertation research is on.  So, this semester is really 315 

been my first time working with pre-service teachers or formal education, like I don’t—316 

so that’s been kind of an interesting growth process for me [laughs].  317 

 318 

I: When you tell me—and that your background is little bit outside the or it’s not in 319 

formal education, but it’s good to see—you have a good view of it rather than what I 320 

have seen and so coming in to it, and you already kind of told me some of the things that 321 

are problematic, which I’ve heard before, and it makes sense, especially bringing in the 322 
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science and methodology and I feel like that’s one of those things—pre-service teachers 323 

feel that’s—that’s what they are lacking that too because they don’t get enough of the 324 

science background to feel comfortable teaching environmental education and not that 325 

that’s not true but I try tell them that it’s true that you need some—maybe a little more 326 

and we try to bring it in but it’s a hard thing to figure out how to address, in our depar—327 

in our college the general ed requirements are three science courses but they’re very you 328 

know—they can pick and match whatever and I mean we we try to get them to take a 329 

couple more but that’s been part of the issue, is how do we—should we figure out a way 330 

to guide them towards what they want to take or—I mean the idea of general ed is to get 331 

a taste of a little bit of everything but—you were starting to talk a little bit about that—332 

how maybe you might try to address that—but my questions is how—if there was an area 333 

that you think should focus—you guys might in more, as instructors or I guess what you 334 

want the pre-service teachers to have, what area do you think is maybe is not—and you 335 

were—you started talking a little a bit about it before, but maybe that you want to see 336 

more of in the area or maybe kind of dismiss—cause there’s that myth that EE is just 337 

science, it’s—it doesn’t include social issues or political issues or economic issues and so 338 

a lot of times its been—and I think it’s why a lot of teachers don’t want to teach it 339 

because they feel, “Oh, it’s just more science, the science teacher will take care of that”, 340 

but—I don’t how you guys are addressing that issue? Or if you are. 341 

 342 

P: We try to bring them all in, I think there is—I mean I was writing all my lectures for 343 

the first time this spring so I’m sure I’ll refine them over time,  344 

 345 

I: [laughs] I totally understand. 346 

 347 

P: And I struggled a little bit because I felt like there was—there’s so much information 348 

that we could cover, and so I think I did sometimes tend more toward the science because 349 

I kind of wanted to give them that foundation and I—so certain topics, like when we were 350 

talking about environmental justice or environmental health, then we had more 351 

integration of the social pieces, but some things, in 50 minutes there really only  so much 352 

you can say [laughter] and so I think that was—and our textbook is also sort of more 353 

science based so, I don’t know, it’s one of the things with this course I think that makes it 354 

difficult in terms of the lecture portion, so we have 70 students in the lecture and then 355 

they split into four discussion sections.  The discussion sections, three are elementary ed 356 

and special ed and early childhood and one is secondary science and secondary social 357 

studies.  It’s hard in the lecture to meet everybody’s needs, because the people getting a 358 

degree in physics know more about certain topics than the students getting a degree in 359 

early childhood education and vice a versa, but in terms of the content, especially the 360 

secondary science students, I think are a little bored, and the secondary social studies 361 

students, there is some overlap but some of it—I mean their curriculum is fairly set, so 362 

it’s—I think if we could do anything to maybe pull their course out and do them—their 363 

whole course by themselves might be easier, because a number of the students when we 364 

ask them for feedback in the beginning of the semester stated just what you said, that not 365 

only did they feel that they did not enough about environmental science but that they 366 

were scared of it, that they were a little—they were really worried about taking a science 367 

course, so we’re trying not to scare off some of the students who—because I felt like you 368 
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know, if they decide this is too complicated they’re not going to teach it, because they 369 

don’t have to do it, if they just sort of tune out, but then I think some of the secondary 370 

students just get kind of bored, cause they’re like, “we already know this”. 371 

 372 

I: Is that typically how the courses are taught? The large lecture class and then broken up 373 

into discussion sections? Or do you have, like you said when you are thinking of maybe 374 

pulling—cause we don’t—we—I’m lucky enough that—I mean I think when we get to 375 

30 it’s too big [laughs] but I mean—and so it’s lecture discussion courses we get 376 

typically 25 students in a classroom and so—but I am also—it’s very—it’s all education, 377 

this new course education Sustainability and Education is open to the general ed—to 378 

everybody but it’s still going to be—it’s still capped at thirty so I will, you know, be able 379 

to kind of—and I know we are going to have a mix, but I think what that size I can—we 380 

have these discussions and I will be good to have different people from different 381 

backgrounds and different strengths cause—and that size, and then the discussion can 382 

happen. 383 

 384 

P: Right, in that size, yeah. 385 

 386 

I: So, is that—I mean it sounds like your saying—you think it will be good to pull out—is 387 

it possible, I guess my questions is. 388 

 389 

P: is it realistic? 390 

 391 

I: Yeah, typically it’s that lecture discussion format is—is that large of a class, that 70? 392 

 393 

P: Um, that’s how this course is set up, that’s how most. 394 

 395 

I: What’s the one—not the interpretation one, when you’re talking about the one for 396 

the… 397 

 398 

P: The pre-service teachers, yeah. I think it has to do with costs and number of credits, I 399 

mean if we split the lecture up so that [pause], if I lecture as an instructor, doing the 400 

lecture portion of the course counts as half the class for me, so 1.5 credits and doing the 401 

discussion section counts as 1.5 credits.  So, if I can do all of the lecture and meet the 402 

needs of all 70 students as opposed to  having to split that into four separate courses, I 403 

think we’d be hard pressed to maybe make that happen, but we’ve been talking about the 404 

one for non-formal educators, is a weird hybrid of one lecture and two then discussion 405 

sections but it has only about 40 students, so it’s a weird—that we are going to try to 406 

change, cause that just—on Monday you have them all together for an hour then on 407 

Wednesday you have them split up for two hours, that’s it [laughs] that’s sort of—that’s a 408 

very strange kind of arrangement but I think some of it probably has to do with the fact 409 

that we’re in the College of Natural Resources, where you have labs, so I mean typically 410 

you would have the large lecture and then a bunch of lab sections. 411 

 412 

I: Yeah. That’s interesting because I thought cause—the problem you’re talking about, 413 

we have it at the U of A too, those large lecture courses and you know, students can tune 414 
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out if they wanted, I thought that being at a smaller university that—I mean you just have 415 

the same problem but at a smaller scale, but its still an issue. 416 

 417 

P: Yeah, I mean our intro, there is a course, sort of introduction to environmental studies 418 

that’s for majors and non-majors in natural resources and that—I had one section of that, 419 

I think there are 240 students in that, it’s huge 420 

 421 

I: [gasp] see that’s just 422 

 423 

P: Yeah, its huge, the students just sit there and stare at the wall [laughs] 424 

 425 

I: Wow, that’s surprising; I assumed that at the small universities that it wasn’t—that 426 

wasn’t happening. 427 

 428 

P: Well we’re not that small. 429 

 430 

I: Yeah, I mean you’re medium size, I guess so, yeah.  431 

 432 

P: I would have that too but I always reminded—our buildings are very big so we look 433 

small but I think are like about 9,000 students or something. 434 

 435 

I: Yeah there are you are close to 10,000, in the middle range, but I still thought, you 436 

know, maybe students would chose to come to—not to the large—like the U of A is just 437 

ridiculously huge and they have those large courses and I’m fortunate that I have not had 438 

to teach those courses yet, I mean I get asked and I just don’t—I can’t imagine and I like 439 

the small twenty to thirty range students, I think that works great and especially when its 440 

topics like those where students aren’t that familiar—don’t have a background really in 441 

their elementary or high school education experience they’ve never really had too much 442 

at all any environmental education so its new. That’s interesting. 443 

 444 

P: Its—it’s—I have never taught a course like that until last semester so it certainly is a 445 

learning experience and there are definitely ways that I would—I might change it.  I think 446 

I’ve always taught courses where we did more discussions and activities, especially 447 

activities, and I’ve kind of had to except look they all are sitting (inaudible) style 448 

[laughter] they can’t walk around the room, they are going to sit there, I need to find 449 

ways to engage them but it can’t involve too much else. 450 

 451 

I: Let’s see, so going—I mentioned or asked you a little bit about the different—like how 452 

the college seems to value EE so do you guys—is there any meetings outside of just your 453 

department or does it occur at a higher level like at the college or even the institutional 454 

level when it is related to sustainability or environmental education that you might be 455 

involved in or the department’s involved in? 456 

 457 

P: Umm, I mean we are part of the College of Natural Resources and we’re part of the 458 

Human—we don’t have departments we have disciplines so we’re part of the Human 459 

Dimensions of Natural Resource Management discipline so we go to those meetings 460 
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every two weeks and we go the college faculty meetings every month.  I know that (name 461 

of colleague) has done some stuff with the sustainability coordinator for campus, I think 462 

this is where the fact that I’m new and I’m still learning what we do in our little bubble 463 

much less everything else on campus, I mean I think that—I think a lot of our students 464 

who are majoring in environmental education interpretation and are involved in the 465 

Environmental Education and Naturalists Association, which is our student group or 466 

youth programming, (name of state the university is located in) camps students group 467 

which I help with which are youth programming and camp management majors, and 468 

there’s the Students for Sustainable Futures I think it’s called, there are a number of 469 

student organizations so I think our students provide a leadership role on campus in a lot 470 

of ways for some of these environmental topics. 471 

 472 

I: Are those organizations—do they have—what do you call it—advisors or are they 473 

faculty, 474 

 475 

P: Yes, I advise (name of state university is located in) camps, we’re kind of small, those 476 

are the students who are interested in—who are majoring in—well actually most are 477 

majoring in—those are the students who really like working at camp and would like to 478 

continue in it a career related to camps, (name of colleague) who is our professor of 479 

interpretation is the advisor for the Environmental Education and Naturalists Association 480 

and I think (name of colleague) may get involved with them at some point, (name of 481 

another colleague) who is one of our land use professors does Students for Sustainable 482 

Futures, so yeah they have faculty advisors but they are primarily student led. 483 

 484 

I: Yeah, I keep hearing a lot of—or it seems like when I hear you mention where the 485 

faculty are from it stills seems that a lot of it is still from the science.  Do you guys work 486 

or collaborate much with the education department? Because they are requiring their 487 

students, you know, to come here. 488 

 489 

P: No, I mean we’ve—we—there’s been—there was talk of developing an EDD program 490 

here which would be collaborative between an education doctorate, it kind of stopped, so 491 

we’ve had a number of meetings with the School of Education about that, and the woman 492 

who is in charge, she’s the woman who keeps track of everyone’s licenses and what 493 

schedules they’re supposed to take, I don’t know what—I guess she’s like a professional 494 

advisor, she’s the one who tells them, “Year one you take this, year two you take this”, 495 

we collaborate with her some, (name of colleague) does primarily in terms of license 496 

stuff, we don’t really have any interaction with the of the student organizations or—we 497 

would like to collaborate more and I think that now that there are new people here and 498 

new people there we may do some more of that. 499 

 500 

I: Good, do you feel like it—I mean it sounds like what you’re saying is that it would 501 

benefit you guys a little bit if you had some of that collaboration there. 502 

 503 

P: Yeah, I mean I would say that I personally have been more interested in collaborating 504 

with the people in the Health Promotion and Health—Health—Human Development and 505 

Health Promotion—Health Promotion Human Development—something like that—506 
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College—just cause that fits more with my background, so that’s where the Adventure 507 

Education major is, there student—some of the other outdoor pursuits and—so I’m—I 508 

would like to develop some of those relationships, I’m not personally interested in formal 509 

education so I haven’t really sought out people from the School of Education just cause 510 

you know if I am thinking about my own professional development and my own ways to 511 

collaborate and be intellectually challenged outside of the classroom it would be more 512 

likely that I would do that. You know if I’m teaching formal education classes and I’m in 513 

the (name of state) Center for Environmental Education I’d kind of like to reach out and 514 

get involved in other things that aren’t related to formal education, so I would—I think 515 

that historically maybe there hasn’t been as much collaboration as there could have been. 516 

 517 

I: Well it seems like—I mean that’s what I’ve been—when reading about—and we’ll see 518 

when I go around and talk to different programs but—it seems that when they’re housed 519 

like here in the Natural Sciences, you know, they’re like, “Well they’re taking care of the 520 

requirement and they’re going to do it” and I think that is problematic or I feel that its 521 

problematic because you know as someone who works in the College of Education I ask 522 

my students, “what course are you taking out there?” and sometimes I’d like to, you 523 

know—if there seems to be this common course or common area that they are going to 524 

then we can collaborate or I can talk to them and see what they’re—if we get a lot of 525 

education students going over there—and we do actually recommend a lot of courses that 526 

we know—that we’re familiar with because we like they’re doing so they can get that 527 

science background and—we’re kind of like here—we have some new faculty over the 528 

last few years and so we’re kind of trying to figure out how to do this, how to have this 529 

collaboration across campus but there seems to be these departmental barriers, you’re 530 

focused on what you have to do for your department and to go outside of it just takes 531 

more time which does not seem good, and so that’s going to my challenge cause I feel 532 

like I—if we do something at the UofA, we’ve had a couple meetings a few years ago to 533 

try and figure this out and its slowly, like you said, kind of fizzled out a little bit, and I’d 534 

like to see, hopefully find a place that has solved some of this, how to go across campus 535 

collaboration. 536 

 537 

P: Well, I think you brought up a good point that you’re asking your students what they 538 

are taking and I know, so I advice the Youth Programming Camp Management majors, 539 

that’s kind of advising responsibility right now anyway, so I’ve learned a fair amount of 540 

what courses, a lot of them have Adventure Education minors so I’ve gotten to know that 541 

person who teaches those courses and we just revamped the minor so I had to learn about 542 

the different courses, could be in the minor from psychology and different places so I feel 543 

like, on that front I’ve at least started to learn a little bit and, (name of colleague) advises 544 

the Environmental Education minor so we have so many different majors and minors but 545 

students in the School of Education—no, elementary education and maybe early 546 

childhood, but I’m not positive, no I think it’s just elementary education students can 547 

minor in Environmental Education, which is not the same as students in the College of 548 

Natural Resources who can minor in Environmental Education Interpretation or—and it 549 

all has to do with the (state agency) requirement so we were trying to get our Youth 550 

Programming and Camp Management minor approved for the College of Education, 551 

cause a lot of students in the summer go work at camp but it’s not on the list of approved 552 
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minors from the (state agency) so it can’t count towards their degree so they just have to 553 

do it out of their own interest but there is an Education minor in Environmental 554 

Education which (name of colleague) advises so that—that may have helped her connect 555 

that some of those faculty. 556 

 557 

I: Yeah, that doesn’t—I mean personally, that doesn’t make sense because the students—558 

and I always encourage—go work—working at a camp, working with kids at any level is 559 

giving you that experience and it helps you decide whether you want to actually be a 560 

formal educator or informal educator, because you know, two different things but you’re 561 

getting that experience, you’re getting to know kids and figure things out and to not count 562 

it is not… 563 

 564 

P: Right, well in (name of a state) we have—you can get a Physical Education degree in 565 

Recreation and so that’s how we got around it in our Recreation Department that people 566 

could get a Masters of Education in Recreation and it would count for their teaching 567 

license and all that stuff but, there’s nothing remotely like it in (name of state) so we sort 568 

of—unless we want to go lobby at the state legal in great length [laughter] we were just 569 

kind of shot down 570 

 571 

I: Well, since you brought up some of the state level policy and—one of the reasons or 572 

the reason that I wanted to start with (name of state) is because it does seem to have the 573 

strongest, as far as EE requirements for teachers it—what happens at the university level 574 

is completely what I’ve found or I’m finding is complex and not, you know—there is no 575 

standard way of it happens but—you know coming from (name of  another state) or any 576 

other place do you think that it has—well I mean obviously it has influenced that it is in 577 

the universities but, like a place like this, if that’s—for some reason somebody decides, 578 

“Oh, we’re going to get rid of this policy”, how would affect, do you think, you guys here 579 

as far as what’s going on? 580 

 581 

P: Um, it’s a little hard for me to say because I moved here from (name of state) but I 582 

also basically moved from a separate field, I didn’t have any connection with the School 583 

of Education previously so—so I can’t really say—I mean I was in—I taught in a 584 

Recreation Department, a Recreation, Parks and Leisure Studies Department at (name of 585 

a university), I know we had a giant Education Department, that was our biggest 586 

department, but I don’t really know what they were doing. I would say here [pause] I 587 

don’t know, maybe half, maybe more than that, I’d estimate at least half of the students 588 

take the course because its required, I would say maybe three quarters, probably three 589 

quarters come in that way and maybe hopefully by the end at least half of them say, “Oh, 590 

that was” 591 

 592 

I: “something I might do” [laughs] 593 

 594 

P: You know, like they maybe may have changed their opinions some; certainly not all of 595 

them, so, and they have so many requirements that their schedules are very packed and 596 

specific so, taking electives doesn’t seem to be much a part of what they do, so I think it 597 

would have a significant impact, we do have one other person that I should probably 598 
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mention is (name of colleague), she’s the EE consultant with the (state agency) and she’s 599 

part-time with the (name of state) Center for Environmental Education, some 600 

rearrangement of money, her position was cut and then I don’t know—it was reinstated 601 

[laughter]but that position has existed for many years, someone named (name of 602 

colleague) who you may have run into his name, was the DPI consultant for, I don’t 603 

know, thirty years or something, and so I think he was really inf—the fact that there was 604 

that person at DPI I think has a lot to do with why we have this requirement and why it’s 605 

been maintained and—yes I think if it went away it would have a significant impact on 606 

the courses that we offer here. 607 

 608 

I: Well, the fact the you guys are the natural science and it’s not, you know, the 609 

education—the  College of Ed knows it’s a requirement but you know they’re not, it 610 

seems like involved as much in what going on and if it went away you probably wouldn’t 611 

hear from them at all, it almost seems, and you guys are offering these course and you 612 

have a lot—I mean EE is—it is very broad as far practitioners, it’s not just formal 613 

educators—and your background I think—I can see that—I mean I don’t know, that’s—614 

Arizona I guess did have, not a requirement for teacher certification but did have some 615 

standards in EE but in the 80s and then it disappeared in the 90s, I think from what I 616 

understand there just political influence of, “This is, you know we don’t need this in there 617 

or whatever” so they got rid of the standards and we’re trying to bring it back in and it—618 

you know, as far what seems to be happening at the university there’s not much 619 

happening and we have some faculty who feel that, you know, the policy is not 620 

necessarily what’s going to make it happen, they had it—they had some standards and 621 

went away and so trying to get it valued, it seems like, at the institutional level, really—622 

really is going to be something that is more sustainable, but there’s other faculty that I 623 

work with that feel we the policy to get it going and then, you know, is that the strongest 624 

part? 625 

 626 

P: Well, I think it really helps that—I mean the (name of state) Center for Environmental 627 

Education was legislated to exist, it has to, unless it is unlegislated it needs to continue to 628 

exist, it was placed at (name of university) to provide outreach and professional 629 

development and have the library and do something else probably, so that’s even why I 630 

would say we have full course on it here were as a lot of other similar institutions meet 631 

the requirements in a much less formal way, so here at (name of university) would the 632 

whole course go away? Possibly not because there are a lot of other forces that keep it in 633 

place, I mean the (state agency) requirement in itself wouldn’t, doesn’t result in it 634 

existing, but it helps, and I think (name of state) as an outsider, this is my perception, 635 

(name of state) is a very centralized state, at least that’s my sense, very interconnected, at 636 

least the EE world, that’s for sure, but, there’s the—and maybe it’s just that formal 637 

education is very focused on what happens at (state agency) but, I don’t know, I feel like 638 

here we’ve talked much more about like, “What’s happening in (name of state)”, we’re at 639 

the (name of state) Center for Environmental Education, we do outreach throughout the 640 

state, we have a database of research on EE in (name of state), we have—it’s very (name 641 

of state) focused, where as I feel like (name of other state) doesn’t have that unity, we 642 

were much more either regional or national, I don’t know, there was never—I never 643 

really felt, as much as I love (name of state), and I do… 644 
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 645 

I: Yeah, I actually started teaching in (name of city) and I lived in (name of state) for 646 

eight years, nine years, something [laughter] 647 

 648 

P: Yeah, I mean I loved growing up there; it was a great place, where did you teach? 649 

 650 

I: In (name of city), in (name of community) is where I started teaching, little catholic 651 

school. 652 

 653 

P: Yes, I grew up on (name of street). 654 

 655 

I: Oh nice, and I also taught in (name of street) (number of school) I think, a little public 656 

school. 657 

 658 

P: Yeah, there are so many numbers 659 

 660 

I: Yeah, exactly. 661 

 662 

P: But anyway, so I mean—but then I lived in (region of state) for about ten years, but it 663 

doesn’t have quite that unity to it, like I can’t imagine having the (name of the state) 664 

Center for Environmental Education located in (state capital), maybe, doing outreach 665 

throughout the state, it just doesn’t—whereas here it seems to make sense, I mean maybe 666 

that’s just my perception because I’m here but, I keep running into it, so I don’t know if 667 

that—I don’t know what… 668 

 669 

I: I think it’s—I think it—I mean I think it has a lot to do with a lot of these academics or 670 

practitioners who have been here for a long time and got—so I—from my just reading 671 

some of the literature, I just read the report that (name of professor) sent, that people 672 

are—seem to be aware of what’s happening a little bit more everywhere and—and—I 673 

mean so I feel that if—I don’t know—I mean if the policy went away there’s so much 674 

already happening and its already kind of embedded, you know, this idea like—and 675 

(name of state) is a leader, you know, when you read the literature of EE, and specifically 676 

even with pre-service teacher in education, its—its—things are happening here that are 677 

not happening in other places [laughs]. 678 

 679 

P: Yeah, it was a little overwhelming when I got here, trying to learn it all [laughs]. 680 

 681 

I: Which is great, and I feel like maybe there is a sense of pride too, of that, you know, 682 

“We’re doing things”. 683 

 684 

P: I think there is and we’re doing it as (name of state). 685 

 686 

I: Exactly. Cause you can’t—it’d be great to—I mean—that’s what I’ve been finding out 687 

when I started digging in about—well I wanted to see if, you know, for—way back 688 

when—is there an environmental education policy nationally? well no, not really, there’s 689 

been acts that fund, you know, grants and things but nothing as far as what should be 690 
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done and then at the state level I started digging up, and I went through all the states and 691 

everybody’s different, I mean there’s different laws, you know, they have—they’ll say, 692 

“We have an EE law or executive order or something” but that means different things in 693 

every state, you know some have to do with mandating standards or something in 694 

schools, some have to do just with funding, and the standards too, I looked at the 695 

standards across the states, and they’re very different, you know, some are like two 696 

pages, some are big, you know,  packets, even the plans, now that all the states seem to 697 

have an EE plan, vary again too, it’s just very, very different, which I mean I knew that 698 

there’d be some differences but I didn’t realize how different and some states have 699 

nothing, there’s not one piece of policy that you can find, which is really interesting but 700 

(name of state) is definitely—there’s a lot of things happening. 701 

 702 

P: Oh there is, it was, truthfully it was little overwhelming when I got here cause I’ve 703 

never been somewhere where there was quite so much environmental education 704 

 705 

I: [laughs] Yeah, usually you’re probably used to what I’m, is trying to find people 706 

[laughs] that are doing things. 707 

 708 

P: Yeah 709 

 710 

I: And anything that you can grab on to. Yeah, and I actually—you were talking about 711 

your background and I was just kind of searching, I found something that I think you 712 

presented with (name of professor)? 713 

 714 

P: Yeah, she was my advisor. 715 

 716 

I: Maybe later we can talk about it, that seemed really interesting about memory. 717 

 718 

P: Yeah, that was my dissertation. 719 

 720 

I: That sounds really cool. 721 

 722 

P: That’s when I had to cold call all these people 723 

 724 

I: [laughs] 725 

 726 

P: “Can I interview about fifth grade? I know it was like 30 years ago, but can I interview 727 

about fifth grade?” [laughs] 728 

 729 

I: Well, we’ll talk about it because the research that I was talking about had to do with 730 

going back—kids who were in programs a while back too. 731 

 732 

P: Oh yeah, we should talk about that. 733 

 734 

I: Let me see if I have, I think we have gone pretty good, I feel like we touched on 735 

everything [pause] 736 
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 737 

P: I think you’ll find that (name of colleague) is more informed and informative because 738 

she did her degrees here and it’s been in (name of state). 739 

 740 

I: Well, you’ve answered everything great [laughs] and touched on some things that I 741 

didn’t have to ask you because you were explaining certain things that I wanted to hear 742 

about. I guess the last question or—if there is anything—anything that you feel might 743 

have—well how can I put this, anything maybe that I didn’t ask you or talk about that has 744 

helped you as far as, and I know your new here, but maybe part of that, like being a new 745 

faculty member, that’s helped you, as far as becoming a faculty person who teaches EE in 746 

formal or non-formal, just in general as far as being here at this program? 747 

 748 

P: I think as someone who’s new, it really is what we already talked about, it’s just the 749 

tradition of EE, the foundation that’s already here, I mean their big shoes to fill but at the 750 

same time there’s a lot of infrastructure in place. 751 

 752 

I: There’s actual shoes to fill [laughs]. 753 

 754 

P: Right, and there are people here who have a lot of knowledge and the retiring faculty 755 

have shared a lot of materials with us and there’s a real strong—there’s a commitment to 756 

it here and there’s a real strong sense of pride, I guess about it and willingness—they 757 

really want it to contin—everyone wants it to continue so I think that as a new faculty 758 

member it could be—it was a little overwhelming at the beginning but it also was a great 759 

place to be as a new faculty member instead of having to try to build it from the ground 760 

up. 761 

 762 

I: Yeah, to get someone interested in even talking about it, yeah that makes sense. 763 

 764 

P: So, I think that’s been really helpful. And I brought all things along for you, I don’t 765 

know what you, if you have any desire while you’re waiting for (name of colleague), to 766 

look through them, the retire faculty members left this for us, the history of EE in (name 767 

of state) and its, as you can see, it’s a lot of documents, I can of leafed through all of it, 768 

but it’s—if you’re interested in the various acts that established EE. 769 

 770 

I: Yeah, I have some things like this when I looking up (name of state), yeah, oh that’s 771 

very cool. 772 

 773 

P: So if you want to sift through. 774 

 775 

I: Yeah, I think I might just. 776 

 777 

P: Look through some of it, I think this is the thing that (name of colleague) sent you, 778 

anyway I don’t what all is in here but. 779 

 780 

I: I’ll just kind of peruse through that. 781 

 782 
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P: And then I brought our syllabus along from the class. 783 

 784 

I: Oh great, that would be great. 785 

 786 

P: I should’ve pulled it out while I was talking but I didn’t think about that. 787 

 788 

I: Yeah, I thought about asking if you guys to—if were willing to send me a syllabus or 789 

something but I didn’t. 790 

 791 

P: Oh, I think I only have the lecture syllabus, I have the other syllabus in my office, so 792 

this is the environmental science part, I have to go look for the…  793 

 794 

I: Actually let me turn this off. 795 

 796 

P: Yes, I don’t need to be recorded anymore. 797 

 798 

I: [laughs] Thank you actually for all this… 799 
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