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Preface

The main thesis of this book is that the social justice issues of class,
race, and gender need to be framed in terms of a more comprehen-
sive theory of eco-justice. Unfortunately, the followers of Dewey
and Freire, as well as the theorists inspired by Ilya Prigogine and
Alfred North Whitehead, continue to frame their recommenda-

tions for educational reform in ways that ignore the cultural roots

of the ecological crisis. The various approaches these educational
theorists take in conceptualizing how educational reform can alle-
viate social injustices contain a double bind. Their view of social
justice, which is couched in the Enlightenment language of emanci-
pation of the individua!, involves achieving equal standing in a
cuituré} that is overshcwiing the sustaining capacity of natural
systems. The double bw\é is in the fact that the cultural groups
most directly aﬁecht;;i_ by contaminated environments and the loss
of employment opportunities due to the “outsourcing” connected
with a global economy are the minorities most in need of eco-

traditions essential to their identity and forms of community
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pression, taken-for-granted patterns, exogenous and endogenous
mmmmnnm of change, and different temporal patterns. The use of the
»2‘:,._,3@1& culture (Garcia Canclini 1995) represents an attempt to
account for these dynamic and syncretistic characteristics. As that
is an exceedingly awkward phrase, I will continue to use the word
culture, but in an inclusive way that takes account of the total range
of life world experiences: shared patterns and :m&m.osm. interpre-
tations that reflect biographically distinct and group-based experi-
ences, movement into and between different symbolic spaces that
have their own norms of behavior and thought, layers of meta-
wromm&:no:m::n:o:m that reproduce the thought patterns of past
elite groups, tensions and continuities between empowering and
destructive traditions, and the antitradition traditions of moder-
nity as expressed in science, 8&5&9@& and hyperconsumerism.

In addition, culture must be understood as encompassing the di-“
vergent ways of knowing and the value systems encoded in the
languaging patterns of different cultural groups—even as their
youth wear Nikes and the older people watch American television
pragrams. One of the primary reasons why I retain the word culture
i+ tiat it provides a basis for challenging the modern myth of the
:omous individual. To make this point another way: the use of
vssrord culture is essential to challenging the proclivity of modern
efi%es to universalize their categories of thinking—including their
prescriptions for reform. It is also essential to the argument that
the F:mcmmmiw,m\%wﬂni cultural groups may encode the inter-
generational knowledge of the sustainable characteristics of their
bioregion. For example, when a language that previously carried
forward the intergenerational knowledge of the medicinal proper-
ties of local plants ceases to be spoken by the younger generation,

local practices that previously were the basis of self-sufficiency are

replaced by consumerism—which creates new forms of dependen-
cies and impoverishment. This important insight of Ivan Illich has
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been largely ignored because it could not be reconcileq with th,
modern ideal of development (which has made consumerism, :._n
————numerism the
There is another possible source of confusion that needs to b
. . m
addressed, At different points in my analysis I use the concept of
double bind 3b explain how what appears to be a progressive deye].

ultimate virtue). -

owani may contribute to destructive consequences that .mm.~..mi=<

m@mmmmmﬁma. As an example of a double bind, Gregory Bateson
cites the old European test for determining if an individual wag
guilty of witchcraft. The suspected witch was tied to the end of a
plank that was then immersed in water. The person who sank (and
thus drowned) was presumed to be innocent; the person whe
floated was found to be guilty—and then burned at the stake
(Bateson and Bateson 1987:173). The only way out of the double
bind was to question the guiding assumptions—which could not

be done in that atmosphere of fear and superstition. Today there

are double binds in shapping online and at the local Wal-Mart,

— IR

which is convenient for the individual but undermines the local
economy and systems of mutual dependency, and in the slobaliza-

tion of Western technologies. Unlike Bateson

s example, i which a
single individual was harmed, the consequences of not k

to recognize the cultural assumptions that

w.ig able
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be experienced more widely
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tional reform proposals leads to the und

. . erstanding that change
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conceptual conventions that contribute to this double bind are
generally taken for granted and thus not made explicit. The under-
lying assumptions may even be encoded in the “god-words” that
cannot be challenged because of the danger of being seen as oppos-
Em,.mommm_ progress. In the following chapters I identify how the
EQWN_MMW of leading educational theorists are based on-a view
of vqomammmznrmﬂ is_being ckmmm‘ to globalize an individual- and
no‘_ﬁmmanw-nnbﬁnnnn culture. The irony is that many of these educa-
tional theorists represent themselves as critics of capitalism and the
growing dominance of technology—which is yet another example
of a double bind. Their view of emancipation, and the deep cultural
assumptions it is based on, undermines the forms of knowledge
and networks of mutual support that are the basis of more self-
sufficient lifestyles and communities. I will also point out the
double bind inherent in their reified political categories.

The intellectual pathway I have taken in recent years has been
influenced by graduate students at the University of Oregon and
Portland State University, by colleagues in different parts of the
world who shared their ideas and pointed me toward scholarly
sources that I had overlooked, and by the writings of educational
theorists who have ignored the ecological crisis. Indeed, I have
protably learned the most from the latter group—but it has not
beer: the form of learning that has turned me into a follower. As in
the case of past books, I must also acknowledge the many sources
of encouragement and suggestions for improving the clarity of my
writing given by Mary Katharine Bowers.

| . widks



Introduction

Over the last decades of the twentieth century a number
of writers explained how public schools and universities contribute
to the patterns of inequality in society. They even suggested broad
reforms in curriculum and pedagogy that were more the embodi-
ment of their own deep desire for social justice than a realistic
assessment of the interest or ability of educators to use the class-
room to effect radical ¢hanges in American society. Indeed, the
call for public schoig #nd universities to become catalysts for
social change is a domiizant characteristic of what can be called
the “messianic” tradition in American education. Many of these
proposals for harnessing the nation’s educational institutions to the
task of achieving social justice for all citizens were not adequately
grounded in an understanding of the structural characteristics

of society. That is, no matter how effective the teachers and no

matter how empowering the curriculum, the educational process

lacked the political means necessary to transform the controlling

political and economic interests. Other proposals, in spite of the
v

good intentions they embodied, did not take into account most

1



, Bducating for Eco-Justice & Community
educators’ reluctance to question the prevailing assumptions ang

u L ; :
to Ewn_ﬁumn_‘k_{nmmmyw_wwhmg_m of socig]

values that make it $0 easy €2
nile reinforcing the patterns of nr_awwsm that perpetuate

justice while retn’ore
the problem. )
avﬂor faces the same challenges that undermined the effortg

f using the classroom to “build a new socig|
nt of an earlier progres.

of previous advocates 0
order”—to borrow the visionary stateme
nker. It too may fail to convince public school teachers and

sive thi
university professors of the seriousness of the structural and
o e \\:..‘.M'll
ems we face as a society and as citizeng

congeptual/moral problems ° e as a soclety and as citizer
of the Earth’s ecosystems. It will certainly lack the political and

economic muscle that multinational corporations and national

possess and use to dictate changes that serve their

governments
e between this book and earlier

interests. Nevertheless, the differenc
efforts to promote educational reform may be great enough to

warrant withholding any comparison with the largely failed efforts

of the past.
As I explain in the following chapters, social justice advocates

such as John Dewey and Paulo Freire, as well as more confzmporary
theorists, base their analyses and educational recommei;<iations on
a view of society that fails to acknowledge a crucial pcinit: at the
deep symbolic level, not all cultural groups in American society
share the modern understanding of the Enlightenment ideals of
progress and individual freedom. Their analyses also fail to take
account of the scale and rate of changes occurring in the Earth’s
ecosystems. While the current pattern of framing social justice
issues in terms of the categories of race, gender, and class is highly
useful m.:. some analyses, the arguments for what constitutes 2
_HM_HW M___“ﬂ Hv.s.wﬁwﬂw M.E being framed in terms of the Western,
Y Fana_% _M;”~ that represents the individual as the
ik ot .m.ﬂ e core of these analyses is an interlock-

culturally specific assumptions that have gone Jargely
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unquestioned. Also unnoticed is that as the individual members of
marginalized groups—women, ethnic minorities, the underem-
ployed, and the working class—overcome social barriers and thus
achieve greater parity in the economic and political life of the com-
munity, they most often join rather than alter the dominant path-
way of cultural development. That is, they become participants in
the consumer- and technology-oriented society. While I am not
arguing that anyone should be denied the materialistic opportuni-
ties that the members of mainstream culture take for granted, it is
important to note that the achievement of a greater measure of
social justice in the spheres of education, the marketplace, and the
political arena can contribute to other forms of social injustice.
For example, advocates of educational reform fail to recognize
that any definition of social justice that does not take account of
how human demands on the natural environment are affecting the
lives of future generations is fundamentally flawed. Indeed, it seems
incomprehensible to write about social justice for women, minori-
ties, and the economic underclass without considering the ways
in which the Earth’s ecosystems are being rapidly degraded. Nor
shouid any discussion of social justice be framed in a way that ig-

nores how achieving greater access to the material standard of
depends on mar-

living that is today’s measure of personal success
propriating the resources of non-Western cul-

ket forces that are ap
tures and displacing their traditional forms of knowledge. Unlike
ecofeminist writers, the educational proponents of empowering

marginalized groups have also ignored the fact that the scale of

chemical changes in natural systems resulting from modern tech-

nologies is undermining the physical health and shortening the life
spans of many people. This fact has not, however, been lost on
members of minority communities who have been organizing

themselves to resist the chemical contamination of their local envi-

ronments. An extensive body of research shows that the victims of
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iterns of marginalization are the most adverge],
atte i \
rnv toxic by-products of consumer society. As thes,
il 07 n reported in the popular media, it is difficult ¢

: e ofte 2.5 gL
findings wm why the concern with the declining viability of the
understan ized as an essential as c
) has not been recogn pect of
Earth’s ecosystems

any educational theorist’s discussion of social g.cm.mnm. |

My own experience of being labeled a nnwncosmax thinker by
rists who want social justice issues framed only in
nder, and class serves as a constant

long-standing

educational theo
terms of the categories of race, g
reminder that the theorists who view themselves as agents of radical

social change are themselves reproducing the conceptual patterns
of the past. Because they use traditional ways of framing social
justice issues, they fail to recognize that addressing the cultural basis
of the deepening ecological crisis is fundamental to any vision of
social justice. The combined myths of anthropocentrism and the
linear view of progress, which are still part of the mythopoetic basis
of current thinking about emancipating subjugated groups, have
led generations of progressive reformers to ignore i%ie growing
evidence of environmental degradation. Educational t::orists who
write today about social justice issues in ways that ign«-e the long-
term implications of the ecological crisis are simply carrying for-
ward this tradition of double bind thinking.

The argument that educational reform should be based on an
understanding of what constitutes eco-justice should not be inter-
preted to mean that the poverty and limited opportunity for self
“%Mwwwsgﬂ :o.i experienced on wmmmmwmovov
. _ertain groups in American society should be
ignored or downgraded — Socicty st

in importan T
— portance, Rather, reform should be
viewed within a more inclucion v ’

visible both the mowﬂuwn%_w?n category of analysis, one that makes
have ignored in the ast Mam mam the possibilities that educators
account of fupd P " €co-justice-based approach also takes
amental realities tha¢ cannot be dismissed as meré
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social constructions or matters of indivi

1 interpretation. The
extreme weather patterns that accompan wafming are un-

deniably agﬁm_ economic system that is based onossiF>

@m:ﬁmmﬁnﬁ nﬁhﬁ&% that are changing the biology of life,

increasing illness and premature death in humans, and contribut-
ing to the extinction of more than ten thousand species a year (a
consexvative estimate). As people dependent on once abundant
fisheri€s can attest, the degraded state of the marine ecosystems is
leading not only to the ] jobs but also to the loss of a vital
source of food. The loss «f to (estimated at twenty-four billion
tons annually, or what amounts over a ten-year period to 7 percent
of the Earth’s most productive agricultural land) becomes an espe-
cially significant “reality” when viewed in light of the rapid increase
in the world population. The concurrent globalization of technolo-
gies that are narrowing the genetic basis of the food supply puts the
world’s population even further at risk. Similarly, we need to take
into account the pattern of thinking that leads to disposing of toxic
wastes in regions of the world where the interests of local popula-
tions a¢ being ignored.

Tie downward trend in the viability of ecological systems is be-

d:zregarded by a public that wants to believe in the media and in
shopping mall images of plenitude rather than consider the eco-
logical consequences of their consumer lifestyle and their complic-
ity in supporting the myths surrounding its globalization. Also
ignored are the forms of knowledge being lost in different regions of
the world—knowledge built up over generations of learning about
the possibilities and limits of local ecosystems. The knowledge of
cultural groups anchored in an intergenerational experience of
place is being undermined through the introduction of Western
media and other symbols of modernization. Multinational corpo-
rations are beginning to claim patent rights on local people’s
knowledge of biodiversity—thus further commodifying Nature
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modernization an

sufficiency of traditional co .
been accompanied by the disappearance of cultural practices that
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are viewed as morally reprehensible in the West.
An eco-justice pedagogy must be based on a vocabulary that is
he strengths and limitations of these traditional

able to represent t
modern, urban cultural groups

cultures as well as articulate what
ich is profoundly different from borrowing

can learn from them (wh

from them). It must also clarify the double binds that characterize

how many educational theorists have framed social justice issues—

particularly the deep cultural assumptions that provided concep-

tual and moral legitimation for the Industrial Revolusion. That

individuals need to become emancipated from the hold <+ tradition

is one of these assumptions. Ironically, this assumption : : common

to the thinking of Dewey and his contemporary followers, as well as

to advocates of cyberbase communities such as Bill Gates, Sherry

Turkle, and Esther Dyson. Other cultural assumptions that have
influenced how educational theorists understand social justice is-
sues include thinking of life processes (including the development
of 8_:.“3.& as evolutionary in nature—that is, moving from simple
P g o e
do not recognize the %vasmaﬂzoﬁ ”E.:u: vomm__u__:_m.m 5. ,.z&\m that
environment; and viewing Hrmnmm y . :.zBmsm onithe viabilicyof %.m
ndividual as the basic social unit
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and thus the center of subjective decision making about what is of
jmmediate interest.

The spread of the Industrial Revolution depended on the accep-
tance of these assumptions; indeed, they continue to be the basis of
a modern and progressive lifestyle. The Industrial Revolution, that
juggernaut of commodifying energy, would not now be entering
its digital phase of development if the face-to-face traditions of
community had not first been undermined by a modern ideology
that combines the myths of individualism and linear social pro-
gress. The new technologies that allow elites to extend the com-
modification process make it all the more imperative that the
double binds still present in the thinking of many educational
reformers not be incorporated into how we think about the nature
of an eco-justice pedagogy.

The presence of these conceptual and moral double binds is more
than a matter of perpetuating the deep cultural patterns of thought
that are the basis of deadly economic and technological practices.
These double binds also limit the educator’s ability to reform the
curriculum in ways that lead to a regeneration of the traditions of
interdenendence within different communities—including their
awarz «=ss of environmental limits. An eco-justice pedagogy should
have 4 its main focus the recovery of the capacity of different cul-
tural groups to sustain traditions that contribute to self-sufficiency,
mutua! support, and symbolic expression. In short, it should stress
BE&@E@W@ dependence on consumerism less
necessary. What must be reversed is the way basic needs in health,
chcZ:m,. education, entertainment, leisure, work, community
relationships, and so forth are increasingly defined and met by the
purveyors of commodities and expert systems. Traditionally, many
cultural groups were able to meet these needs in ways that did

not damage the environment. Today, products and services are



r Eco-Justice & Community

reate a continued state of dependency on the Markey.
sdification of children’s play is one example

ead of children using personal imagip,
e local environment, and learn

8 Educating fo

n_nmmmnnm toC
e. The comm
formation. Inst
possibilities of th
s with older children, play today is largely

s of major corporations that

plac
this trans
tion, exploring the
ing from their interaction

dictated by the design department .
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¢ early stage of socialization to a state
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mercials and me

effect, toys have become th
of dependency as well as the fantasy narratives and environments

that support it.
with the exce

to keep their traditions
, most modern communities have been reduced to

of the nuclear family that are in-

ption of ethnic minorities who consciously strive
alive (even when they live within main-

stream society)
anomic individuals and remnants
creasingly focused on meeting the rising cost of buying what previ-

ously was attained through personal skill and mutual effort within
the household. The majority of social interactions now occur
within the workplace, in consumer-related behavior, and in front
of the television set—which is industry’s pipeline for sending its
consciousness-shaping messages and images. Ther: are efforts
within some communities to reverse this trend tizrough non-
commodified service organizations, youth sports prugrams, and
public school and church-related activities. In additios, mentoring,
community theater and other forms of artistic performance, and
intergenerational sharing of skills and knowledge relating to a wide
range of interests and needs represent just a few of the efforts being
ot S o = e i
The elements of " outside Q.szm.

consum . o. community that continue to be undermined by
er society’s relentless efforts to ex and th d hase

goods and services is put in histori y w:o.m 8. e m._
ical perspective in Kirkpatrick
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gale’s study of the Luddites’ resistance to the early phase of the In-
dustrial Revolution. Of particular interest is his summary of the as-
pects of community that had to be transformed in order to expand
markets and thus keep the production lines running at full tilt:

All that “community” implies—self-sufficiency, mutual aid, morality
in the marketplace, stubborn tradition, regulation by custom, organic
knowledge instead of mechanistic science—had to be steadily and
3&83&385« disrupted and displaced. All the practices that kept the
individual from becoming a consumer had to be done away with so that
the cogs and wheels of an unfettered machine called “the economy” could
operate without interference, influenced merely by invisible hands and
inevitable balances and all the rest of the benevolent free-market system.

(Sale 1995:38; italics added)

To paraphrase Sale in a way that illuminates how this process oper-
ates today: all the traditions that enable individuals, educational
institutions, social organizations, and small businesses to keep from
becoming dependent on the computer industry have to be repre-
sented in the public mind as outmoded, backward, and ineffi-
cient—with the most emphasis on the last metaphor, which now
stands for a social pathology.

While the use of technology and other consumer items cannot be
unnecessary de-

judzed in dichotomous categories of good and bad,

#lence on meeting needs through products and services that can

pencience on mecl as
be purchased has disruptive consequences that weaken the viability

and environment. Products and services

of the family, community,
require turning the environment into resources and then, at the end| ¢4

of the production-use cycle, returning degraded material and toxi
wastes to the environment. The more that needs are met throug
the self-reliant capacities of individuals, families, and communities,
the fewer the adverse impacts on the environment. There is another

destructive cycle that accompanies the increasing reliance on con-
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n consumerism, the m .
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: entertainment, transportation, n_oﬁrmm. _m_m_:m time
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preparation,

. And the more people have to work, the]
health care. and so forth o

time they have for parenting and involvement in activities g
strengthen the reciprocal networks within the community,
Taking seriously the traditions within communities ( which wjjj

vary among cultural groups, of course) that make their membersg
less dependent on the marketplace brings into question educationg]
theorists’ practice of framing social justice issues within the concep-
tual and moral framework of liberalism—an “antitradition tradi-
tion” that coevolved with the Industrial Revolution. While the
liberal animus toward all traditions and the simultaneous embrace
of the myth of progress are celebrated in our educationa] instity-
tions as the deepest expressions of contemporary wisdom, they
contribute to an inability to discriminate between constructive,
vital traditions and traditions that are destructive and the sources
of injustice.
There is another dimension to an eco-justice pedagogy that has
implications for curriculum reform at all leveis #¢ education. While
I personally think that the current disparity # +:e distribution of
wealth in American society, and between the ¥suth and the South,
equals the ecological crisis in importance, I dw«bt that the educa-
tional process can have a direct ameliorative e:fzct. Classroom dis-
Cussions of the complicity of multinational corporations in the
ecology of rich and poor may influence, down the road, how legisla-
tion is framed. But the ability of wealth to distort the democratic
process in ways that favor the interests of the multinational corpo-
rations and other elite groups is too overwhelming for the educa-
tional process to have much real influence. In fact, such discussions
are likely to leave many students with a feeling of utter powerless-
ness, and thus disinclined to become involved in the political pro-
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cess. While students need to understand the political behavior of
Exxon, Dow Chemical, Microsoft, and other megacorporations,

class discussions of poverty at the local level are more likely to have

a direct effect. That is, an eco-justice pedagogy should address the
causes of poverty and the creation of wealth at the community level,
which requires an understanding of how to regenerate the sense of
local responsibility and mutual support that has been undermined

by national and international market forces.
Wendell Berry’s essay “Conserving Communities” lists seven-
teen suggestions for improving the economic well-being and self-
sufficiency of local communities. His guidelines can be used as a
starting point for understanding how an eco-justice pedagogy can
have a direct impact that goes beyond classroom discussions that

too often have little lasting influence.

1. Always ask of any proposed change or innovation: What will
this do to our community? How will this affect our common
wealth?

2. Always include local nature—the land, the water, the air, the
native creatures—within the membership of the community.

3. Always ask how local needs might be supplied from local
soue=s, including the mutual help of neighbors.

4. Always supply local needs first (and only then think of
exporing products—first to nearby cities, then to others).

3. Understand the ultimate unsoundness of the industrial
doctrine of “labor saving” if that implies poor work, unemploy-
ment, or any kind of pollution or contamination.

6. Develop properly scaled value-adding industries for local
products to ensure that the community does not become merely a

colony of the national or global economy.
7. Develop small-scale industries and businesses to support the

local farm and/or forest economy.
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8. Strive to produce as much of the community’s own ener
possible.

9. Strive to increase earnings (in whatever form) within the
community for as long as possible before they are paid oyt

10. Make sure that money paid into the local economy circy,.

8Y as

lates within the community and decrease expenditures outside the
community.

11. Make the community able to invest in itself by Bmmssmasm
its properties, keeping itself clean (without dirtying some other
place), caring for its old people, and teaching its children,

12. See that the old and the young take care of one another, The
young must learn from the old, not necessarily and not always in
school. There must be no institutionalized child care and no
homes for the aged. The community knows and remembers itself
by the association of old and young.

13. Account for costs now conventionally hidden or external-
ized. Whenever possible, these must be debited against monetary
income.

14. Look into the possible uses of local curi=:scy, community-
funded loan programs, systems of barter, arnc ¢4 like.

15. Always be aware of the economic value <! neighborly acts.
In our time, the costs of living are greatly increased by the loss of
neighborhood, which leaves people to face their calamities alone.

16. A rural community should always be acquainted and
interconnected with community-minded people in nearby towns
and cities.

17. A sustainable rural community will depend on urban
consumers loyal to local products. Therefore, we are talking about
an economy that will always be more cooperative than competi-
tive. (Berry 1996:413-415)

While Berry tends to think of the local community in terms of rural

environments, many of his suggestions have both direct and indi-
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rect implications for urban settings. In fact, many ethnically con-
scious communities in urban areas have, partly out of necessity and
partly as an expression of cultural tradition, been pursuing Berry’s
guidelines. The failure to include them as part of the public school
and university curricula represents one of the ways in which our
educational institutions perpetuate the further creation of wealth at
the top rather than nurturing at the grassroots level both material
and social forms of wealth.

An eco-justice pedagogy that addresses the curricular implica-
tions of Berry’s guidelines for greater community self-reliance and
economic well-being must also address another social justice issue:
namely, the marginalization of the talent and skills of people who
do not undertake some form of higher education. Equating higher
education with the forms of knowledge needed to advance the na-
tional and global economy makes it more difficult for people
to earn an income from their natural talents and communally ac-
quired skills. Just as the wisdom of communal and environmental
reiationships is undermined by the expert knowledge learned in
unwersities, the forms of knowledge and skill valued by corpor-
agits undermine the knowledge and skills vital to the noncom-
«ied aspects of local communities. Read the educational goals

that corporations and legislatures are now setting for public schools
and universities to assess the truth of this generalization. Spokes-
persons for corporations want students to learn problem solving
and how to think and write clearly; they want them to be math-
ematically literate and able to engage in group processes. Noticeably
absent from their list of educational goals are the skills and knowl-
edge needed for leading less commodified lives.

My emphasis on eco-justice as the inclusive conceptual and
moral framework for guiding educational and, by extension, social
reform is supported by the growing involvement of minority com-
munities in addressing environmental issues. Ethnic and working-

class communities are becoming increasingly active in the Citizen’s
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Clearinghouse for Hazardous Wastes, a network of more thap, 7 5
grassroots groups in or near communities where toxic smw ~8
producing industries such as Union Carbide and Georgia-Pa .P
most often locate. Poor, marginalized, and politically weak e
nities are seen as offering less resistance to the envi omme
destruction and human suffering that mnno:%»ammzsasamss_
. e , s such many.
anﬂE”Em facilities. This perception, which is strengthened by the
not-in-my-backyard” attitude of the more affluent and politically
potent middle class, is also shared by the members of state legis-
latures and local bureaucrats who grant the siting permits to cor-
porations.

The “not-in-my-backyard” attitude is now also growing within
minority communities, however. It is based on living with the con-
sequences of toxic wastes moving from the manufacturing facility
into the local water supply, the food chain, and the air that people
breathe. Thus, minorities’ concern with envizonmental justice goes
beyond issues of equal access to educationszi isd employment op-
portunities and equal representation of their cultural achieve-
ments. Environmental justice, for them, has t¢ do with not being
overrepresented in the statistics on cancer deaths, birth deformities,
and debilitating illnesses that lead to even deeper levels of poverty.

The arguments these minority groups are making for environ-
mental justice are similar to the argument [ have made over the
years that environmental issues must have primacy in thinking
about educational reform. The way environment was defined by the
delegates to the First Nation of People of Color Environmental

Leadership Summit, held in 1991 in Washington, D.C., and which
even more cogently
Native Ameri-
d the envi-
s—air

continues to meet annually, makes this point
The three hundred delegates, representing African,
can, Latino, and Asian American communities, define
ronment as the “totality of life conditions in our communitie
and water, safe jobs for all at decent wages, housing; educatiom
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health care, humane prisons, equity, justice” (Szasz 1994:151-1 52).
The last of the Principles of Environmental Justice the delegates de-
fined in their preamble concludes with the statement that “environ-
mental justice requires that we, as individuals, make personal and
consumer choices to consume as little of Mother Earth’s resources

and to produce as little waste as possible; and make the conscious

decision to challenge and re-prioritize our lifestyles to insure the
health of the natural world for present and future generations”

(Schwab 1994:443; see Appendix). How to transform this principle
into the realities of individual, family, and community practices

should be the primary concern of educators.

Why educators writing on social justice have ignored grassroots
efforts to reverse the environmental damage experienced by poor
and marginalized communities is a question that deserves ser-
ious consideration. Individuals who mobilize their communities to
challenge environmental hazards are usually also skilled in attract-
ing media attention—often at the national level. Efforts to shut
dosea the Union Carbide pesticide plant in Institute, West Virginia,
an4 io block the U.S. Department of Energy’s plan to locate high-
leve! radioactive waste dumps on Indian reservations, for example,
were widely publicized. One possible explanation for this oversight
on the part of educational theorists is their tendency to frame social
justice issues in terms of the ideals of individual emancipation and

economic advancement—which are among the liberal ideas and

values they share with the corporate world. And like acrimonious
members of a dysfunctional family who often do not recognize
liberal educational theorists seem un-
ly different assumptions. To
form of culture that is

what they share in common,
able to base their thinking on radical
reiterate the point Sale makes, the industrial
changing the chemistry of the environment in ways that dispropor-
orities and the poor depends on a society of

tionately affect min
ated from the authority of com-

individuals who have been emancip
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munal traditions and view change as the expression of progress
And since the technological innovations of a science-based indys.
trial culture will be seen as the source of change, science will also pe
seen as the primary source of progress. Both of these Enmmllmaﬂ.:m
individuals from the influence of tradition and viewing change in
ideas, values, and personal identity as the expression of progress—
are also basic aspects of the deep cultural schemata that educationg
theorists have taken for granted in framing social justice issues. The
cultural lenses of these theorists, in effect, enable them to put im-
portant issues connected with economic deprivation in focus, but
the calibration of the lenses prevents them from recognizing com-
munity efforts to reverse the patterns of environmental racism.

It is possible, too, that educational theorists continue to frame

the discussion of social justice in ways that exclude environmental
issues because they write from a largely urbzn perspective. For
urban dwellers everywhere, the humanly const: -.cted environment
of pavement and buildings and the accompariz“::g forms of pollu-
tion are a taken-for-granted aspect of daily lif~ ‘rees and the occa-
sional open space communicate the same serve of human design
that is communicated by the facades of upscal shops and avenues.
Food and water are encountered as the end products of a complex
infrastructure that also recycles or transports the waste products to
outlying areas. In effect, the humanly constructed environment
forms the backdrop for the daily conveniences and irritations of
city life. Even the artificial nature of the city’s many facades of self-
sufficiency obscures the complex ecosystems on which its survival
depends.

The source of water, the condition of the soil that
and vegetables, the ecosystems and human communities disp
or degraded by the technologies that provide the city’s energy are
out of sight, and thus largely out of mind. Disruptions in the
patterns of daily life are seen as the _.mmﬁozmmE:Q of city bureat”
crats and engineers, and of the business community and labof

Em_mm the fruits
laced
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unions. Without an everyday awareness of the complex relation-
ships between ecosystems and the political economy of transform-
ing Nature into goods and services, the average urban dweller’s
perception of reality depends largely on images designed to pro-
mote consumerism. As office-based work further strengthens the
illusions and commodified relationships that are the chief char-
acteristics of urban life, educational theorists readily follow the
traditional script and focus on what is corrupt, duplicitous, and ex-
ploitative in human relationships. This means framing the social
justice mission of education in terms of gender, race, and class. It
also means using a postmodern interpretive framework that con-
trasts sharply with the substantive traditions of the ordinary people
who are to be emancipated.

As I later discuss the deep cultural assumptions that leading
educational theorists share with the elites they criticize, here [
wiii identify briefly the environmental problems facing the mar-
gin!ized groups that the radical educational theorists are ignoring.
The tiszards faced by ethnic minorities and the poor in Detroit are
in masny ways representative of those found in urban areas across
the nation. Paul Mohai and Bunyan Bryant found that the majority
of people living closest to commercial hazardous waste facilities
(that is, within a one-mile radius) were either members of a minor-
ity group or nonminorities living below the poverty line. Following
their review of fifteen other studies of the relationship between
minority groups, economic status, and environmental hazards
(which range from air pollution, exposure to toxins from solid
wastes, and toxic fish contamination to the risk of being bitten by
rats), Mohai and Bryant concluded that their results and those of

the other studies indicate

both a class and racial bias. Furthermore, that the racial bias is not

simply a function of poverty alone also appears to be borne out by the
data. All but one of the 11 studies which have examined the distribu-
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tion of environmental hazards by race have found a significant biag
In addition, in 5 of the 8 studies where it was possible to asses; the
relative importance of race with income, racial biases have beep, foung
to be more significant. Noteworthy also is the fact that all 3 studies
which have been national in scope and which have provided both
income and race information have found race to be more mswo:msﬁ
related to the distribution of environmental hazards than income,
(Mohai and Bunyan 1995:10-23)

In some instances, environmentally hazardous facilities were
built before minorities and other low-income families moved int,
the surrounding neighborhoods. In many others, these groups were
deliberately made victims of environmental racism. The indiffer-
ence of city officials to the fifty-year-long operation of a lead
smelter in a predominantly African American west Dallas neigh-
borhood is a case in point. The years of delay that occurred between
the discovery that there was a 36 percent increase of lead in the
blood level of children and the closing cf ¢hie smelter would not
have been tolerated if the children had bz«i from white, middle-
class families. Similar examples of envirzymental racism can be
found throughout the country, with the m«s1 extreme cases falling
in the corridor stretching from Baton Rouge to New Orleans and

along the Texas border with Mexico.

If the creation of social and material wealth at the community
level is one of the responsibilities of an eco-justice pedagogy, under-
standing the forms of environmental contamination and the politi-
cal processes necessary for eliminating them should be mncmE
important. An eco-justice pedagogy that addresses these issucs will
have a more immediate influence on the quality of daily life than

: % of
pedagogy that denounces “white terror” and teaches the language
onize.

emancipation, which colonizes even as it pretends to decol i’
y H

There are additional dimensions of an eco-justice pedagog
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need to be taken into account. The following guidelines will help
theorists avoid the contradictions inherent in the progressive vision
of social justice that now characterizes current thinking about
educational reform.

1. An eco-justice pedagogy must be based on a recognition of the
fundamental differences between high- and low-status forms of
knowledge and the value systems that accompany them. The cur-
rent distinction is one that universities created as interpreters and
custodians of the Enlightenment vision of a rationally ordered
world. They continue to maintain it through their increasingly
close collaboration with corporations and government in the cre-
ation of new technologies and expert systems. None of the educa-
tional metaphors used to legitimize the autonomous, rational,
self-directed individual that is supposed to result from a university
education have any connection with the personal attributes neces-
sary for participation in the kind of community that Sale describes.
As the metaphors encode the ideals envisioned by Western political
pliflesophers as a universal moral framework, it is difficult to criti-
ciz: them—especially if one takes for granted the modern form of
cowirciousness and ignores how it is contributing to environmental
deyradation. As the high-status knowledge of universities converges
with the symbolic skills needed by corporations, the legitimizing
metaphors are beginning to sound dated—although that has not
diminished their use within conservative, liberal, and even radical
circles. The list of metaphors includes individual freedom, empower-
ment, critical reflection, progress, and democracy (the latter is always
understood as advancing individual freedom and a progressive
form of change). If we can keep a sense of distance from the god-
word status of these metaphors, it becomes easier to recognize that
they do not represent the knowledge, skills, and values associated
with membership in the kind of interdependent community Sale
describes. These metaphors, along with those used by radical edu-
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cators (e.g., resistance, difference, critical pedagogy, 3&&3 Cultsyr
and revolutionary multiculturalism), frame the purpose of &cnm._
tion in terms of emancipating the individual from all formg of com,.
munal authority and responsibility. Generally unrecognized i how
both groups of educational metaphors reflect an idealized image of

ducanon Y —

individualism that fits more the needs of a market-dominateq .

ture than the view of community held by Gandhi, Wendell wm:r
and the Luddites. It is also important to recognize that these Mmeta-
phors do not lead to forms of individualism that would be at home
in the majority of the world’s cultures. Ironically, this Western type
of individual can be found in every part of the world playing

the role of salesperson for a multinational corporation, engineer, o

scientist collecting patentable genetic material.
To summarize the main point: the knowledge, skills, and patterns
of social interaction that contribute to participation in inter-
generationally connected and morally responsible communities are
not learned in public school and university classrcoms. In short, the
ideal promoted by the educational and corporate “world is the indi-
vidual who possesses the ability to live anywhere, zlve problems in
ways that integrate technologies into a worldwids system, and keep
pace with the learning curve set by the need for ziew technologies
and markets.

2. An eco-justice pedagogy requires shifting from a global per-
spective to one that recognizes the multiplicity of cultures. One of
the characteristics of high-status knowledge that perpetuates the
decontextualized thinking of Western philosophers and social theo-
rists is thinking in terms of universals. As Alvin Gouldner describes
it: “Its ideal is: ‘one word, one meaning, for everyone and forever”
Couonnmv. Metaphors such as democracy, development, justice, and
individual freedom encode a long history of Western experiences
and rational debate, In spite of their cultural rootedness, they

have ;
been treated as representing universal aspirations—even for
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cultures that are not based on Western assumptions and values. In
Grassroots Post-modernism: Remaking the Soil of Cultures (1998),
Gustavo Esteva and Madhu Suri Prakash argue that making the
Western ideal of human rights the universal yardstick for the
world’s cultures is itself an expression of cultural “recolonization”
(110-146). In their view, the Western legal system, which is often
represented as protecting the rights of the individual, destroys the
capacity of local cultures to resolve problems through their own
networks of mutual support. Many of their examples of how
human rights activists disrupt the capacity of indigenous cultures
to rely on their long-standing traditions for dealing with individu-
als and groups that violate the moral norms of the community are
convincing, yet their arguments appear one-sided and thus overly
simplistic. While claiming not to be moral relativists, they neverthe-
less take the position that injustices are best handled according to
the local customs of the community. And in many instances, what
Westerners perceive as injustice may not violate the moral norms
and patterns of local communities.

Estewz and Prakash’s arguments for recognizing the resourceful-
ness ¢i indigenous cultures and the destructive results of Western
effort: & impose various universal systems on them need to be
considered in any formulation of an eco-justice pedagogy. Some
cultural practices not mentioned in their book, such as female cir-
cumcision; killing of young women to restore family honor, or
sharaf (a centuries-old tradition in some Islamic cultures); exploi-
tation of child labor; caste systems; and sectarian-based violence
also need to be considered. The Taliban law preventing Afghan
women from working outside the household and from pursuing
an education is a particularly tragic violation of what Western
cultures regard as basic human rights. As religious custom also pre-
vents male physicians from treating female patients, the women

of Afghanistan no longer have access to medical treatment. In
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effect, the arguments in Grassroots Post-modernism Misreprese.,: b
complexity that surrounds the problem of reform by moS&M.; e
indigenous cultures (such as the Indian people of Omxmnmmm”“
such renowned cultural figures as Gandhi) that haye successful]

managed their own moral and social ecologies. Nevertheless, EM
book, along with others such as The Development Dictionary: 4
Guide to Knowledge as Powers, edited by Wolfgang Sachs (199), and
Frédérique Apffel-Marglin’s Spirit of Regeneration: Andean Cultyz,
Confronting Western Notions of Development (1998) that highlight
cultural differences in the individual’s relationship to the larger
community, are especially important to avoiding formulaic and
messianic forms of progressive thinking that would make schools
sites for developing an individual-centered egalitarian society.
Literature written from an indigenous perspective puts into focus
the destructive consequences that often zrise from imposing uni-
versal prescriptions on other cultures s ¢s the need for a global
economy, universal human rights, indiiisal freedom, the Infor-
mation Age, and a Western form of higi education. Indigenous
literature also describes the varied ways in which local cultures have
adapted to the limits and possibilities of their ecosystems and have
developed complex symbolic systems that sustain communal pat-

terns of interdependence in work, entertainment, healing, and cer-
s out the many

emonies. But most important, this literature bring
s to

forms of cultural intelligence that have developed as alternative
a consumer- and technology-dependent form of culture. These
different forms of cultural intelligence, expressed in the traditions
and practices of moral reciprocity of such diverse groups

the Hopi, Latinos, and the Amish, can be understood only from

s as > . . S ng,
an insider’s perspective. Without this in-depth understanding

" -
an eco-justice pedagogy will become simply another form of nw
. ; e

tural imposition—even as it proclaims itself to be in the servic
mEmmE

of emancipatory ideals. The use of cultural lenses that hi
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examples of race, class, and gender abuses is as problematic as the

use of cultural lenses that highlight only the positive attributes of a
cultural group.

The shift in focus from the abstract and universal to a careful
consideration of local cultural patterns needs a reference point that
is not grounded in the shifting sands of cultural relativism. This
grounding, as I have suggested elsewhere, lies in the assessment of
the impact that indigenous cultures have on the ecosystems on
which they and future generations depend. Whether cultural prac-
tices lead to living within the sustaining capacity of local ecosystems
or result in degrading the local environment as well as that of other
cultural groups becomes critical to the curricular content of an eco-
justice pedagogy. Whether the cultural patterns support morally
coherent communities or create distortions that privilege certain
groups over others is also an important consideration.

In =ffect, an eco-justice pedagogy that accepts the ability of mi-
noritv cultires to renew and even revise their traditions in light of

.ﬁ:..m.,....woiméwﬁrmmaoomsonBmm:ﬁ..m:;ro:_mmnj\a%m53?
ests of local elites or ignore forms of dehumanization that may be
accepted within a particular culture. There is still a need for advo-
cates of human rights, just as there is a need for an educational pro-
cess that promotes deep cultural transformation. An eco-justice
pedagogy should avoid the sense of certainty that comes with the
reification of Western ideas and values—particularly those that co-
evolved with the Industrial Revolution—and balance the insider’s
cultural traditions with what is understood about environmental
and intercultural changes that represent destructive worldwide
trends.

3. An eco-justice pedagogy must distinguish between the deep
cultural assumptions underlying the last hundred years of eman-
cipatory theories of education in North America and those on
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which minority cultures and the non-Western cultures ¢

. 3 r w
prise the majority of the world’s population are bageq WJM\U com.
asswmptions about the progressive nature of change, the Ea,a.”ns

4 R, .illu S ~.c._ SN—

being the basic social unit, the ability of critical ref] ection tg.
Tidl ] N To estahy,

‘lish what has conceptual and moral authority, and the no:mmv.
-— P : ong-

ing rejection of tradition as an oppressive impedime
- flwf/!ﬁo/ﬂoﬁﬁ

are noticeably absent from the ways of thinking of the oldest 4 P
n
most populated cultures in the non-Western world,

Esteva and Prakash state this basic difference between Westery
and non-Western cultures in the following way: “For the ‘Social
minorities, the vast chasm that separates organic from industrig]

memory is not sensed. In their other worlds, still separate from the
monoculture of modernity, the ‘social majorities’ depend only on
organic memory. Like their dead, they have escaped the growing
dependence of the ‘social minorities’ on industrial memory”
(1998:67). “Organic memories” encompass the narratives, ceremo-
nies, customs, and practices of moral reciprcciiy, everyday patterns
reinforced through face-to-face relationshiy:. Like the cells of an
organism, these traditions are continually w1 -wed—with change
reflecting the communal response to interast and external pro-
cesses.
The tension between organic memory and industrial memory
(which_erases the past in order to focus on future _progress) is

brought out even more clearly in the following observation by

Gerald Berthoud:

. ods
Development, beyond the obvious need to produce ever more g0

merge a new kind of

and services, is a process through which must e
cnmﬁam_‘

human being and corresponding institutions. What must be

) . d the
ized through development is a cultural complex centered aroun 2
ain

" S W g . tr
notion that human life, if it is to be fully lived, cannot be const®

. . ; i ocieties
by limits of any kind. To produce such a result in traditional s

u\
for whom the supposedly primordial principle of boundless exp3
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sion in the technological and economic domains is generally alien,
presupposed overcoming symbolic and moral “obstacles,” that is,
ridding these societies of various inhibiting ideas and practices such
as myths, ceremonies, rituals, mutual aid, networks of solidarity, and
the like. (1992:72)

In short, the traditions of the community must be eliminated, with
the modern “antitradition traditions” becoming the basis of a
society of consumer-dependent individuals.

Stated in the contemporary political vocabulary, an eco-justice
pedagogy must combine a responsibility for contributing to social

justice (in the domains of both culture and natural eco

_omﬁ SE_m

at the same time helping to conserve traditions essential to commu-

nities that retain the mutuality and moral reciprocity of the com-
mons. Conserving living traditions does not mean maintaining the

m.ﬂrmﬂmm quo, nor does it involve supporting reactionary interests. But
it may involve helping regenerate traditions of noncommodified re-
lationships and skills that have been largely marginalized by the
mode¢rn forces of production and consumption—and by the forms
of knrwiedge promoted in public schools and universities. The task
; rving what contributes to the recovery of the ecological and

cultur#i commons, in turn, requires an understanding of local

interests, needs, and traditions. This understanding needs to be
. 1eeds, and traditio

framed within the larger context of worldwide ecological trends

such as global warming and the toxic contamination of the envi-

——e et s

Many competing theories address educational reform. In order to
understand the fundamental difference between an eco-justice
pedagogy based on a deep cultural and ecological way of thinking
and theories of educational reform still based on the assumptions
that underlie modern culture, it is necessary to examine the latter in

some depth. The tendency of current educational theorists to repre-



26 Educating for Eco-Justice & Community

sent Dewey as providing a conceptual framework for addressing
educational aspects of the environmental crisis serves as 5, Q.m
ample of the conceptual confusion that continues to exist, Making
minor modifications in a theoretical framework in order to accom.
modate newly recognized issues and challenges too often Means
giving lip-service to their importance while carrying on the educy.
tional practices that contributed to the problem in the first nlac,
The following chapters clarify why an eco-justice pedagogy needst,
be based on a radical reconceptualization of basic assumptiopg
rather than on the assimilation of an eco-justice vocabulary in,
existing progressive theories of educational reform. They also ey.
plain why the most popular theorists of educational reform are un.
able to articulate the role of education in reestablishing the balance

between cultural practices and the regenerating capacity of natural

systems.

Chapter 1 exami
theories of education lead to an assimilation approach to

s of John Dewey and Paulo Freire

nes how the contradictions and silences in pro-

gressive
social justice issues. The theorie
as providing curricular and pedagogical guide-

{ the inequality and oppression
serious approach to recti-

are still considered
lines for ameliorating the causes o

faced by marginalized groups. Thus, ary
fying the conceptual and moral fousc.u:ions of an eco-justice peda-
gogy must begin with an analysis of tieir theories. A second major

focus of the chapter is on the more cor:temporary educational theo-

rists who have synthesized the ideas of Dewey, Freire, Marx, and the
n race, class,

Frankfurt School of Critical Sociology. Their writings 0
gender, and multiculturalism are viewed by many of the more m_ﬂ
cially conscious professors of education as providing the .mmmm_:”
guidelines for using the classroom to reform American moDmc\.. T M
position that Peter McLaren shares with other «radical” education?

. . M H&—HMﬁm,s
theorists, whom he calls “progressive left-liberal multicultd

. " . ﬁﬁ& ﬁo T&
suggests a growing awareness that differences in cultures 1
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taken into account in both the analysis of how schools contribute to
cultural domination and in prescriptions for social reform. The use
of a “progressive left-liberal” set of assumptions as the basis for un-
derstanding non-Western cultural groups is symptomatic, however,
of the double binds in their writings that continue to go unrecog-
nized.
Chapter 2 focuses on educational theories that are based on ex-
trapolations from recent developments in science. The basic ques-
tion that frames the analysis is: Can science provide the conceptual
and moral framework for an eco-justice pedagogy? Educational
theorists are attempting to turn recent developments in the physical
and biological sciences into full-blown social theories that can be
used to guide educational reform. Developments in the field of neu-
roscience, for example, are being translated into a series of recom-
mendations for matching curricular and pedagogical practices with
stages of brain development. This area of scientific research has
particularly important implications that may set back by decades
recent educational gains in achieving a more equitable society.
Some educational theorists view the physical sciences as engaged
in a paradigm shift that has immense implications for how we think
zbout education. Systems theory and the complexity sciences pro-
«ide a different way of understanding natural processes—one that
recognizes the self-organizing characteristics of open, nonlinear
syztems. While it is understandable that educational theorists
would urge the abandonment of educational practices based on the
mechanistic model derived from Newtonian science, the “process”
approach to education now being interpreted as consistent with the
characteristics of dissipative structures raises serious questions.
The “science envy” that characterizes the thinking of several edu-
cational theorists has other disturbing implications that need to be
considered in the context of an eco-justice pedagogy. Borrowing
from science a conceptual and moral framework for reforming
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education opens the door for the reemergence of the racist th;
that was part of the legacy of nineteenth-century science, Th
metanarrative being constructed by proponents of evolution,

biology such as Richard Dawkins, E. O. Wilson, and p, - N
Dennett is having an impact on many academic disciplir;., 1, mm.
only a matter of time before educational theorists who viey science
as the primary source of intellectual authority come unde, the in.
fluence of evolutionary theory. Their challenge will be to reconcile
liberal values with the theory that explains how better-adapteq .
dividuals and cultural groups are more likely to pass on their genes

D—&:m

(< :ms

and cultural patterns.
Chapter 3 addresses the arguments that making computers ayaj.

able in classrooms on a more equitable basis will help rectify the
causes of social inequality. Computer literacy, in this view, is essen-
tial both to entrance into the workforce and to equal citizenship in
the emerging global culture of cyberspace. These arguments are
compelling, but they do not take account of the culture-mediating

characteristics of computer fechinology. Chapter 3 examines two
nsi+ise ignored by those who advocate

i the digital culture. The first has
feen the cultural patterns of

inforced by the mediating char
tions

fundamental sets of relatio

preparing students to particifs
to do with the connections
thought, values, and communiy «&
acteristics of computers and the ecological crisis. The connec
and economic globalization are generally rec

puters as the latest ex-
tes from

between computers

ognized, but the proclivity to think of com
ed computer advoc

al patterns that
ent.

pression of progress has prevent
recognizing that computers reinforce the <m_.w cultur e
have a long history of exploiting and degrading the a=<:: o’

The second set of fundamental relationships relates :.v o&_ sl
w:RTBm&mﬂmm thought and communication c:mmqamm_éa 5
diversity. The often amazing capabilities of noaﬁcaz_ edge thit
<nzmam:§:o=m83Hrmam:<mo~3m omnczﬁm;:o
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they cannot communicate. These marginalized cultural patterns—
Bﬁwowo.wmn narratives that are the basis of a cultural group’s moral
codes, systems of intergenerational communication and responsi-
bility, face-to-face activities that represent alternatives to monetized
relationships, and so forth—are basic to the self-identity of many
cultural groups in North America. The eco-justice implications of
losing these forms of knowledge and interdependencies are thus the
main focus of this chapter.

Chapter 4 identifies the main themes of an eco-justice curricu-
lum that are essential to democratize decisions that are now being
made by experts who have been educated to link cultural conver-
gence with progress. Themes such as the nature of commodifi-
cation, tradition, technology, science, and language can be intro-
duced in the early grades and examined in later grades in relation
to different ideologies and cultural traditions. The chapter also
addresses how these themes enable students to address eco-justice
issues in their own communities. I argue that students should learn
about how the deep assumptions of different cultural groups in
Nozit: America lead to different interpretations of the themes that
shonld be at the core of an eco-justice curriculum. This chapter
thug clarifies one of the fundamental differences between an eco-
jusizce pedagogy and the reform proposals that uphold different
modes of inquiry but never specify which aspects of the dominant
and minority cultures should be included in the curriculum.

Chapter 5 addresses the need for consistency between pedagogy
and curriculum in a culturally diverse and ecologically problem-
atic world and examines the differences between an eco-justice
pedagogy and the pedagogy advocated by educational theorists
following in the footsteps of John Dewey, Paulo Freire, Alfred North
Whitehead, and Ilya Prigogine. The teacher’s mediating role in the
process of primary socialization—which requires a deep under-

standing of the connections between a cultural way of knowing,
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language, and communicative competence—is also given extandey
consideration. The way primary socialization is carried out g, lags
ing effects on students’ ability to make implicit cultural patter o
plicit, and thus to recognize how thought and behavior reproduyge
earlier forms of thinking passed along through the metaphoricy
constructions in the language of the curriculum. Finally, | consider
the importance of an eco-justice pedagogy being based on ap un-
derstanding of cultural differences in metacommunication, The
teacher must understand the nature of primary socialization i ,
culturally diverse classroom and the miscommunication that re.
sults when cultural differences in metacommunication patterns are
not understood if the core themes of an eco-justice curriculum are

to become an empowering educational experience.

Emancipatory Theories
of Education

The Enlightenment vision of societies based on reason
and on the progressive emancipation of individuals, as interpreted
by modern American educational theorists, continues to ignore the
destructive impact that the tools of rationality have had on the en-
vironment. Nature writers such as Henry David Thoreau, John
Muir, and Richard Jeffries questioned the ravaged condition of the
{zifezssrial landscape, but their writings failed to slow the jugger-
vy of industrial development and the spread of consumerism.
{afie: 4, it was not until the appearance of Aldo Leopold’s A Sand
Caownty Almanac (1947) and Rachel Carson’s Silent Spring (1962)
that an awareness of the need for a land ethic began to inch its way
into the public consciousness. Ironically, many indigenous cultures
that did not share the assumptions of past and present Enlighten-
ment thinkers had already encoded a land ethic into their ceremo-
nies, technologies, and patterns of community life well before

European adventurers arrived in search of riches. The assumptions

underlying Enlightenment thinking shaped | language, and thus
thought processes, in ways that prevented earlier generations of
31



