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international school students in Singapore
Jeremy Jimenez a, Laura Moorheadb and Tova Wilenskya

aState University of New York at Cortland, Cortland, NY, USA; bJournalism, San Francisco State 
University, San Francisco, CA, USA

ABSTRACT
This article analyzes students’ perspectives on sustainable 
development, environmental justice, and concomitant envir-
onmental education programs at two international schools in 
Singapore. Data include surveys of over 250 students and 19 
focus-group interviews with 300 students. In addition to 
having a detailed and nuanced understanding of the com-
plexity of climate change and its impacts, most students 
acknowledged both the likely consequences of continuing 
resource-intensive industrialization and the growing and 
unjust disparity in carbon emissions between developed 
and developing countries. Many students also recognized 
that contemporary lifestyles rooted in overconsumption are 
not sustainable and proposed a variety of measures – both 
mainstream (i.e., discourage meat consumption and single- 
use plastic) and radical (population-control measures) – to 
curb consumption. While identifying some areas for improve-
ment in their schools’ commitment to sustainability issues, 
students overall valued the ecological education that their 
schools provided them and to various extents recognized the 
privileges it has afforded them.
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Introduction

In the aftermath of a 2018 UN report stating that we have about a decade to 
drastically cut emissions before it will likely be impossible to stabilize global 
warming, young people around the world began to ‘Strike for the Climate.’ 
Inspired by climate activist Greta Thunberg’s initial August 2018 protest to 
boycott school until world leaders addressed global warming, many students 
have mobilized to tackle our worsening climate crisis. Of course, these 
estimated 6 million protesting students will not be equally burdened by 
future warming; various-marginalized groups are, and will continue to be, 
disproportionately impacted by a host of climate change issues, from rising 
seas, heat waves, tropical diseases, and food shortages (Watts et al., 2019). 
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One youth movement, Fridays for Future, explicitly recognized this in 
a recent communique:

Over 300 climate activists, including many young climate strikers from around the 
world, were kicked out of COP25 in Madrid after protesting for women’s and 
indigenous people’s rights and calling for ambitious actions from rich countries. 
The voices of millions of people are silenced at the climate change conference 
(while) fossil fuel lobbyists remained inside . . . We cannot accept this injustice and 
violation of human rights . . ..the climate strikers . . . are calling out for an interna-
tional strike and action day TOMORROW, Friday, December 13th. (Fridays For 
Future, 2019)

These youths’ actions have received considerable exposure in Western 
news media. However, much less is known about the perspectives of 
teenagers not explicitly involved in such movements, especially those 
who are living in countries where protesting and striking is not only 
culturally discouraged but outright illegal, such as the Chinese teenage 
climate activist Howey Ou whose advocacy led her to be interrogated by 
government officials and barred entry to school. Our study seeks to shed 
light on such perspectives by surveying and interviewing focus groups of 
dozens of middle and high school students, aged 10 to 18, at two interna-
tional schools in Singapore during the weeks leading up to these interna-
tional ‘school strikes,’ most notably on December 6 and 13, 2019. Through 
our study, we sought to hear directly from this climate-striking generation 
regarding their perspectives on education for sustainability and environ-
mental justice.

Previous studies have documented how curricular coverage of environ-
mental issues has increased over time (Bromley et al., 2011; Jimenez et al., 
2017). Of course, merely having a curriculum that includes sustainable 
development content does not guarantee that it adequately addresses eco- 
pedagogical issues such as global-local connectivity and the role of domi-
nant cultures in marginalizing others (Misiaszek, 2015), nor that it ade-
quately prepares students to deal with particularly bleak future climate 
scenarios (Moser, 2019; Verlie, 2019). In recent years, researchers have 
increasingly examined young students’ environmental views and behaviors 
by surveying and interviewing them directly (Stanes & Klocker, 2016; Nairn, 
2019). For instance, Tolppanen and Aksela (2018) studied what questions 
200 international high school students asked about climate change and 
found that many students not only understood climate change as 
a complex issue but articulated multi-disciplinary perspectives through 
thoughtful inquiries. However, these and other studies (Fløttum et al., 
2016; Kuthe et al., 2019) typically have focused on teenagers living in the 
Western countries of the Global North, where free speech is relatively 
unrestricted. Missing are voices from young people living in the Global 
South (especially in contexts with considerably less free public expression), 
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a phenomenon that has frustrated some young adults who have noted how 
few young environmental activists of color have received media attention, 
despite having similarly advocated about environmental issues (and their 
respective impacts on their local communities) for years (Warner & 
Jimenez, Forthcoming 2021).

Key terms

We identify developed countries as those with widespread industrialization, 
high average per capita income, and high relative consumption of world 
resources; these same countries generally are also considered to be part of 
the Global North, a term reflective of countries with both developed status 
and location in or adjacent to the temperate regions of the country. 
However, some developed countries are nonetheless considered part of 
the Global North despite being located near the equator (e.g., Taiwan) or 
in the more temperate regions south of the equator (e.g., New Zealand).

Conversely, developing countries more or less refer to the remaining 
world’s countries, albeit with some countries being difficult to categorize 
(such as South Africa, where its disparate development generally aligns with 
its racist, apartheid legacy). While the aspirational label ‘developing’ 
emerged from the modernist vision of broadly diffusing the material gains 
of economic development throughout the world, we inquire the extent to 
which our student participants think the collective pursuit of carbon-fueled 
mass industrialization in the Global South can be commensurate with 
future, sustainable prosperity.

Sustainable development is a broad, encompassing term that can at times 
include contradictory perspectives. For instance, while some sustainability 
advocates argue that investments in renewable energy is key to humanity’s 
long-term future (Egan, 2019), others insist that such an approach, heavily 
dependent on fossil fuels and toxic chemical processes inherent in mining 
rare earth minerals, is at best a bridge technology to help transition towards 
more local, agrarian living (Rees, 2019). As such, we are more interested in 
exploring what students enrolled in our participating students view as 
‘sustainable’ rather than limiting our understanding of sustainability to 
any one particular conceptualization.

Environmental Justice (EJ), on the other hand, is considerably less ambig-
uous. EJ first originated from the concept of environmental racism, which 
drew attention to how many privileged people reap the benefits of indus-
trialized living without enduring its environmental burdens, while people of 
color have been disproportionately encumbered with industrialization’s 
adverse impacts, directly through toxic contamination or indirectly from 
anthropogenic climate change (Adeola, 2000). Environmental Justice, how-
ever, concerns a broader conception of marginalized groups that are 
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unfairly impacted by environmental degradation, with particular considera-
tion of intersectional issues. For instance, rural, low-income women of color 
living in the Global South are considerably more likely to be the primary 
water collectors in their families; thus, as global warming reduces water 
accessibility, it is these women who will be increasingly burdened by longer 
daily walks to secure their family’s water needs.

Although we note when students explicitly frame climate crises as 
environmental justice issues, we argue that it is important for educators 
and curriculum designers to understand the varied ways in which students 
conceptualize sustainable development, in order to better prioritize both 
individual lifestyle and collective policy recommendations as paths to 
mitigating and adapting to our climate crisis. For the purpose of this 
paper, we generally view environmental justice as ‘the fair treatment and 
meaningful involvement of all people regardless of race, color, national 
origin, or income with respect to the development, implementation, and 
enforcement of environmental laws, regulations, and policies’ 
(Environmental Protection Agency, 2018, n.p.), though we incorporate 
gender issues as well. And while not everyone experiencing climate-related 
natural disasters is a person of color (i.e., white Australians) nor living at 
or south of the equator (i.e., North Koreans), the vast majority of people 
experiencing negative climate change impacts are people of color living in 
the Global South (Brändlin, 2019).

Materials and methods

Participants and setting

Our study took place at two K–12 International Baccalaureate (IB) schools 
in Singapore. IB schools have typically served expatriate communities in 
Canada, Europe, the UK, and the US (Bunnell, 2009). These schools 
emerged to address the needs of mobile transnational elites (Fox, 1985) by 
providing ‘the broad principles of a Western liberal art education,’ even-
tually leading to ‘a prototypical transnational school curriculum’ that allows 
for some local adaption (Doherty et al., 2012, p. 312).

The participating schools offered both an academic and values-based 
education to students from a mix of nationalities, particularly from East 
and South Asian countries. The schools identified environmental issues as 
essential to their missions by including elements of sustainability in their 
curriculum (e.g., scientific content, service learning), hands-on, skills-based 
activities that promoted sustainability (e.g., composting, meatless lunches, 
and fundraisers for external nonprofits), and investments in alternative 
energy infrastructure (e.g., solar panels). Through a convenience sample, 
we selected these sites based on their efforts to incorporate sustainability 
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into students’ experiences, both inside and outside their classes. While 
cognizant that survey terms such as gender justice might be unfamiliar to 
middle or high school students, our initial assumptions about the notably 
above-average environmental justice literacy of these students were gener-
ally confirmed in our in-person class conversations. That said, we cannot 
presume such understandings were universal; as such, our response findings 
may have been skewed by students unfamiliar with these terms.

Singapore presents a unique research opportunity. On one hand, 
Singapore has promoted itself as the ‘world’s greenest city’ (Kolczak, 
2017), even though some have also questioned the extent to which its long- 
term development projects are sustainable (Mayerson, 2017.) On the other 
hand, Singapore, with its equatorial location and vulnerability to rising sea 
levels will likely face environmental devastation and resource insecurity 
sooner than many other developed countries (Fogarty, 2012), a reality 
generally acknowledged publicly by Singapore’s government and population 
(Kiedrowski, 2020).

A US-based Institutional Review Board (IRB) approved all research 
procedures and instruments (Protocol #192,023), with participants’ names 
being omitted to protect confidentiality. In the interest of protecting student 
anonymity, we do not report specific ages or grades of students in conjunc-
tion with either survey results or focus groups.

Context

Teachers and staff from both schools expressed concerns over instruction 
about climate strikes in the context of Singapore’s laws that, essentially, 
make public demonstrations illegal. Some noted the potentially precarious 
situation of international schools in Singapore: as foreign residents, many 
students, families, faculty, and staff of these schools have little legal protec-
tion. In turn, cooperating teachers and staff at both schools requested that 
we remove several survey questions (i.e., asking students about their views 
of school strikes) from our initial survey as a precaution. However, teachers 
and staff were more comfortable with questions about school strikes and 
protests in focus-group discussion.

For this study, we utilized a two-phase sequential explanatory mixed- 
methods design. We combined the qualitative method of a semi-structured, 
anonymous questionnaire with focus-group interviews. Our survey and 
focus-group questions were organized around our three overarching 
research inquiries: 1) to what extent do students view climate change in 
environmental justice terms? 2) what lifestyle and school policy changes do 
students prioritize to promote sustainable development? and 3) how do 
students acknowledge privilege in addressing climate change mitigation and 
adaptation?
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This approach allowed us to address methodological concerns about 
interpreting apparent discrepancies in data acrossfocus groups and ques-
tionnaire methods (Leech & Onwuegbuzie, 2007), and more generally to 
triangulate findings. Young people’s questionnaire responses can differ from 
themes that emerged in focus-group talk. Considering these differences 
enables us to understand how students express themselves in different 
mediums, and how methods can affect whether dominant or subordinate 
discourse surface.

The approach also considers student differences, accommodating both 
those preferring written correspondence and those more comfortable verb-
ally responding among their peers (Morgan, 1988). Researchers value focus 
groups as a way to make participants feel more relaxed and spontaneous 
(Morgan, 1988), while their interactive nature permits students to debate 
and work through their views with others (Bers, 1994). Still, focus groups are 
not without challenges, and we paired the approach with a questionnaire as 
a way to address these challenges (e.g., ‘group-think,’ dominance by overly 
vocal individuals, conflict-avoidance) (Fontana & Frey, 1998).

Our survey included the Likert scale (Strongly Agree to Strongly 
Disagree), open-response, and multiple-choice questions. The latter allowed 
students to either select answers from a fixed list of options (i.e., structured 
survey responses) or write open-ended responses. The research team piloted 
the questionnaire among undergraduate students studying K-12 education 
in the US and teachers from each participating school to ensure our ques-
tions’ clarity as well as political and cultural acceptability in a Singaporean 
context. Students completed the survey just prior to our on-site visit. By 
their nature, pre-selected response options are limited by researchers’ pre-
conceptions and assumptions; therefore, we also asked open-ended ques-
tions in our survey, to uncover issues that students might raise when 
provided with the opportunity to answer more freely.

Data collection

Researchers gathered data in anticipation of and immediately after the ‘inter-
national strike and action day’ on 6 December 2019. We conducted 19 focus 
groups (approximately 300 students, in total), which ran for 20 hours over 6 
days (Dec. 9–18, 2019). Students could participate in a focus group, even if 
they did not complete the survey (as per IRB protocol, students could opt-in 
or out of the research at any point and for any reason). Focus groups were 
based on class enrollment (typically up to 20 students) and generally com-
posed of an equal number of boys and girls. While this made for larger-sized 
focus groups than typically recommended (i.e., 4–12 students) (Krueger, 
1988) (Seal et al.,1998), the approach still allowed for theme saturation and 
accommodated cooperating teachers’ preferences for full-class participation.
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Two researchers (R1 and R2) conducted the first set of focus groups (eight 
in total), with one researcher conducting the subsequent set (11 in total). This 
researcher (R1), a former social studies teacher with more than 5 years of 
experience working in international schools, led a few focus groups by sharing 
a brief presentation about anthropogenic global warming; other groups con-
sisted entirely of semi-structured interview questions as well as informal 
question-and-answer sessions. The presentation format was designed to 
encourage discussion about environmental sustainability issues. Students 
were encouraged to ask questions throughout, though especially during each 
session’s last 20 minutes. R2 led students in discussions about where and how 
they accessed environmental news and information. A teacher from the 
participating school attended each session, as per school policy. Each focus 
group lasted between 60 and 90 min and was audio recorded, with supple-
mental observation notes by R1 and R2. The researchers, a research assistant 
(RA), and a third-party service transcribed all audio files.

We analyzed focus-group transcripts using a hierarchical open-coding 
approach (Strauss & Corbin, 1997). The researchers, as well as RA (who was 
fresh to the data, having not been part of data collection), read each 
transcript independently and developed general categories and themes 
with specific text examples. After two individual passes, the research team 
came together to discuss categories, reread, and identify additional subca-
tegories. In comparing categories, we evaluated any coding differences, 
developed a codebook, and reviewed each subcategory’s responses for 
exemplary quotes that reflected important themes. We resolved coding 
differences through discussion.

Results

Among the 278 students who participated in the questionnaire, 147 (53%) 
completed all questions, and 131 (47%) answered portions of the survey. In 
this section, we share how survey responses and focus-group respondents 
answer our three primary research questions.

To what extent do students view climate change in environmental justice 
terms?

While many participants understood climate change through an environ-
mental justice lens and recognized how it impacts some people and com-
munities more than others, many either did not articulate and/or 
understand these as racial or gender justice issues.
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Environmental haves and have-nots

Is climate change a racial justice issue? Is climate change a gender justice issue?
While the most common response to the racial justice question indicated 
that most students were ‘neutral’ on the issue (39%), nearly as many dis-
agreed (36%). Respondents were less likely to view climate change as 
a ‘gender justice’ issue, with a majority of respondents (56%) disagreeing 
and 15% agreeing (27% indicated neutrality). While these survey responses 
suggest a majority of students were not conceptualizing climate change in 
environmental justice terms, our analysis of additional responses compli-
cated this assessment.

What people (i.e., social/ethnic/national groups) are more likely to be 
disproportionately and negatively impacted by climate change?

Of 278 total respondents to the questionnaire, 118 (42%) students 
answered this prompt, with many exceeding the recommended 20-word 
limit. Some of the most frequently identified marginalized groups were 
people with ‘low-income’ (19.4%), residents of small islands (11.8%), farm-
ers and other subsistence communities (5.1%), and people living in regions 
disproportionately affected by devastating climate change impacts, such as 
people exposed to significant wildfire risk (9.3%), people in areas prone to 
natural disasters (5.9%), and coastal communities (4.2%). Even though most 
respondents did not affirm climate change as being either a racial or gender 
justice issue, dozens of respondents identified some combination of less 
developed countries (11.8%), indigenous people (9.3%), and racial/ethnic 
minorities (4.2%) as being particularly marginalized. Additionally, many 
respondents singled out geographic regions such as ‘sub-Saharan African 
countries’ or ‘developing countries in Asia’ as being especially vulnerable to 
adverse climate change impacts. However, respondents more frequently 
indicated specific countries (or semi-sovereign territories), particularly 
regional countries such as India (3.3%), Hong Kong (2.5%), Maldives 
(2.5%), and Singapore (2.5%). Occasionally, respondents would also indi-
cate why they named specific countries, such as different students who 
wrote ‘the Maldives (sea level rise)’, ‘Japan (natural disasters)’, and 
‘Indonesia (wildfires).’

The Global North and South divide

The impacts of climate change are likely to cause increased natural disasters, 
war, and conflict, particularly in countries that have the least greenhouse gas 
emissions. Should countries that are more stable take in refugees from the 
countries that have been negatively impacted by climate change?

With 143 participants responding, 98% reported that developed countries 
had some obligation to help developing countries, with 48% of the 
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respondents indicating that countries ‘able to should have the obligation to 
help those impacted.’ However, half of the respondents opted for the 
qualifier that ‘countries should limit refugees if it begins to significantly 
impact their resources.’ Only 2% of the respondents chose the option 
‘countries do not have any obligation to take in refugees for climate change- 
related impacts.’

During focus-group interviews, many students shared their perspectives 
about the rights (or lack thereof) of ‘climate refugees.’ Several students 
pointed out that because the United Nations does not recognize fleeing 
climate change as a valid asylum justification, climate refugees are already 
marginalized. In line with survey results highly supportive of developed 
countries’ obligation to help refugees, no student in focus groups expressed 
that countries had no obligation to help; however, several students said that 
many countries are already in a situation of resource scarcity for migrants. 
As one student explained:

You could say that some countries, like Singapore, can’t take any more migrants 
(though) there may be the obligation for them to intervene in climate change, a lot 
more than other countries, and really take responsibility.

This student recognized that developed countries with resources are obli-
gated to mitigate climate change while also acknowledging that physical 
space constraints might limit a developed country’s capacity to accept 
refugees. The notion that developed countries also owed a climate debt 
was further corroborated by questionnaire responses about a proposed 
hypothetical tax to remedy climate change impacts.

Because the developed countries of the Global North (primarily in North America, 
Europe, and East Asia) have been most responsible for contributing greenhouse gases to 
the atmosphere in the 20th century, the citizens of these countries should be required to 
pay a special tax to developing countries in the Global South (such as Bangladesh, 
Ethiopia, and Colombia), so they can better prepare for the various climate crises now 
unfolding there.

Among 147 responses, 52% (20% strongly agree, 32% agree) supported the 
tax, whereas only 9% (8% disagree, 1% strongly disagree) opposed it. 
Interestingly, in another question inquiring whether students supported 
paying ‘a much higher government tax on products that produce carbon 
dioxide emissions, such as gasoline,’ roughly the same percentage agreed or 
strongly agreed (22% and 34%, respectively); however, 10% disagreed and 
another 10% strongly disagreed. Again, despite most not identifying climate 
change as being a racial or gender justice issue, their support for such 
mitigating policies suggests that a majority of these students at least view 
climate change as an economic and even generational justice issue, readily 
willing to proffer indirect sacrifice (via increased personal costs in their 
country of origin) to help remedy it.
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Some students acknowledged in group discussions that allowing devel-
oping countries to use fossil fuels for continued industrial development is 
unsustainable, while others also recognized that continued economic 
growth, and modern civilization more broadly, is not possible without fossil 
fuels. In several focus groups, students discussed the environmental justice 
issues inherent in economic development. As one student shared:

In terms of economic equity, countries should be able to use their [resources] in 
a manner that gets them to a place where they can sustain themselves. [. . .] But if 
you’re looking at it in terms of equity, it is possible, yes, but whether it should be done or 
not is a question of moral values and ethical values.

While discussions about whether modern industrial civilization can ever 
be fundamentally sustainable in the future are beyond the scope of this 
paper, our focus groups suggest these are questions that some students are 
already contemplating. Our next question examines students’ viewpoints 
regarding individual and school actions that could help mitigate climate 
impacts.

What lifestyle and school policy changes do students prioritize to promote 
sustainable development?

Name one or more things you think your school should start doing and/or that 
you’d like to start doing at home to promote a more sustainable lifestyle.

The most common survey responses (mentioned by 84% of the students) 
involved proposing multiple ways to limit consumption. Reducing plastic 
consumption (e.g., plastic straws, bags, and packaging) was by far the most 
common specific response (29% of 136 respondents). The next most pre-
valent recommendation involved eating ‘ethically’ or ‘sustainably’; 24% of 
the responses involved some advocacy for more plant-based diets, such as 
a vegetarian diet (11%), a vegan diet (7%), and reducing meat consumption 
broadly (6%).

Such sentiment aligns with the findings of Sandström et al. (2018) that 
highlight how reducing personal meat consumption is one of the most 
impactful ways that individuals can reduce their ecological footprint, as 
their study found that a country’s share of animal products in its residents’ 
diets was the most important factor determining its individuals’ carbon 
footprint. Livestock consumption has many negative ecological impacts, 
including drawing upon scarce water resources (that could be more effi-
ciently used to grow crops directly for human consumption) as well as 
cutting down rainforests to grow crops for livestock. Ruminants such as 
cows are particularly harmful in that their digestion emits methane (with 
many students relishing the opportunity to say ‘cow farts’), a greenhouse gas 
which contributes significantly more to global warming per unit of mass, 
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especially before it gradually oxidizes in the atmosphere to form carbon 
dioxide; in fact, reducing beef consumption was specifically mentioned in 
3% of the survey responses.

Many students also wanted to see their schools play a bigger role in 
encouraging a plant-based diet; representative comments include:

Our school should offer more vegan options in the canteen, not just on Veggie Day 
[one day of the week when the school canteen serves only vegetarian food].

I think the school should stop serving high carbon-emitting meats such as beef or only 
serve it once a week. Possibly they can make Veggie Day a weekly event rather than once 
a fortnight.

One student shared a particularly thoughtful response to their struggle in 
getting parental buy-in, as well as how to motivate change in others, arguing 
we should:

Make people aware that a pretty easy way to live a more ethically sound lifestyle is 
to go vegetarian . . . I am a part of a Japanese family, and in Japan, eating . . . 
seafood every day is normal. My parents are adamantly against vegetarianism, so 
greater internal reflection . . . on the animal welfare [and climate] arguments are 
needed. Increasing understanding of how fish species interact in the global marine 
ecosystem, as well as commonly eaten species that are threatened (e.g., some tuna 
species) by Japanese consumer habits could lead [to] . . . Japanese families like my 
own choosing to change their habits to reduce negative impact. Hopefully 
a reduction of fish-eating overall, but realistically shifting their diet to less threa-
tened species.

This student’s complex moral reasoning incorporated both environmental 
and animal rights perspectives (3% of the students acknowledged animal 
rights in their open responses) along with the importance of cultural con-
siderations in promoting effective advocacy.

Another critique that students frequently raised was how their school 
over-consumed resources such as paper (6%), air conditioning (4%), and 
electricity (2%). Outside of school, respondents highlighted the importance 
of reducing overall consumption and its associated waste in general (9%) 
and specifically with food (6%) and water (2%).

Along with reducing consumption, students mentioned the two other 
components of the sustainability trinity: reusing and recycling. Participants 
noted the importance of reusing (11%), which included multiple mentions 
of reusable bags. They also discussed recycling (8%), referring to either 
personal recycling or a desire for more recycling infrastructure (e.g., 
‘colored bins to differentiate waste,’ ‘awareness of how to properly recycle,’ 
and ‘taking advantage of the decently developed recycling systems here in 
Singapore’). The fact that students primarily emphasized reducing, moder-
ately emphasized reusing and discussed recycling least of all, however, 
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suggests that these students are quite well informed about the relative 
importance of each (Somerville, 2016).

Perhaps fittingly, students identified education and advocacy as crucial 
ways to address climate crises, being noted in 20% of their responses. As one 
student wrote:

My school does quite a good job, but there is sometimes some backlash with the policies 
they implement. Maybe, through more education rather than enforcing policies, stu-
dents might choose to make more sustainable choices.

Some students asserted that their school should arrange more environmen-
tally themed campaigns, workshops, events, and/or assemblies (5%), local 
environmental cleanups (3%), and implement broad curricular changes 
(4%), such as showing environmentally themed documentaries. Once 
again, open responses notably enrich our data. For example, consider the 
two responses below; although we coded each response as recommending 
curricular change, the latter response is considerably more detailed:

I think our school should try to teach more about climate change so that we are educated 
on how to save the earth.

Teaching philosophy and/or ethics as its own subject or by integrating it more into other 
subjects — by making students think deeply about their own responsibilities and moral 
code, they are more likely to consider why or why not they partake in climate action. 
Although it is difficult, I think honesty with oneself often leads to people being more 
active in helping others (e.g., addressing climate crises). We should also promote better 
understanding of where our various resources come from, and our local environment 
(e.g., through nature walks in Biology class, material sourcing in Design and Technology 
classes), so that we as students and teachers feel our complete connection to the natural 
world around us.

Many focus groups also expressed similar themes to those raised in survey 
responses, such as reducing single-use plastic and meat consumption. They 
frequently discussed how their formal schooling influenced their lifestyle 
changes, and conversations with faculty corroborated that the schools’ 
curriculum emphasized both plastic pollution and livestock agriculture as 
major environmental problems. Some students also said that more substan-
tial investment in sustainable development advocacy in schools would be 
necessary to encourage more people to pursue lifestyles that best support the 
long-term sustainability of our varied ecosystems.

Overpopulation, gender, and race

Overpopulation was completely absent from student questionnaire 
responses; nonetheless, it surfaced frequently in focus-group discussions. 
During discussions of possible ways to address our climate crises, multiple 
students in nearly all focus-group sessions expressed some version of the 
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idea that reducing population was imperative to limiting humans’ detri-
mental environmental impacts. Table 1 below shares representative direct 
quotations.

Of course, some students challenged these suggestions. For instance, 
when a student praised China’s former one-child policy, another student 
countered that the ‘plan failed at the end because there were not enough kids 
to take care of their elders, and they now have more old people than young 
people.’ In general, though, many students seemed open to a variety of 
population-limiting policies.

Interestingly, only one survey respondent indicated that women were 
disproportionately impacted by climate change. Still, several focus groups 
raised the importance of women’s education as a mitigation and adaptation 
effort for climate change. Several focus groups raised the importance of 
women’s education the challenges women face in countries that do not have 
systems in place for family planning:

People on the street have like eight kids and they can barely support one kid and they 
have eight kids because they just don’t know how to[get access to birth control].

One student said that educating women (both formal schooling in general 
and specifically through birth control) could mitigate overpopulation’s 
strain on available resources: ‘Women are able to go to school; they’re 
able to gain independence and not become housewives and bear 10 chil-
dren.’ Several other students mentioned how it is important for family- 
planning services to advise people not to have ‘five’ or ‘10’ children that ‘put 
more strain on their economy.’

While one can debate whether many of the students’ behavioral and 
policy recommendations can serve environmental justice goals when stu-
dents do not articulate their recommendations with environmental justice 
in mind, merely recognizing who will be disproportionately impacted is 
only one side of the equation; our last question examines the extent to which 
these students acknowledged their own privileges and lifestyle impacts.

Table 1. Common focus-group responses that highlighted population reduction for 
sustainability.

‘Make families pay [for] the second child’
‘More countries should have China’s one-child policy’
‘Too many young people in other countries can cause instability’
‘Show families the benefit of smaller families’
‘Money discounts for having less kids’
‘Rations on how much a family can use, to reduce family size’
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How do students acknowledge privilege in addressing climate change 
mitigation and adaptation?

Privilege comes in many forms and layers, some of which many students 
acknowledged.

On the most macro level, students recognized that wealthy-developed 
countries have more resources to adapt to climate change impacts. For 
instance, one student reasoned while developed countries ‘have the 
resources to be able to dodge things like rising sea levels,’ developing 
countries ‘would not be able to develop in time to build such fortifications’; 
this student was likely referring to wealthier developed cities (such as 
New York City or even Singapore itself) having ample resources to notably 
minimize such sea-level impacts. Of course, while developed countries may 
have the privilege of postponing negative climate impacts such as sea level 
rise, no countries will be spared in the long run, in terms of reduced trade 
opportunities, greater stress on the world food supply, and an ever- 
expanding growth of climate refugees seeking safer shores.

Several students extended their recognition of privilege to their immedi-
ate environment, most notably their schools, which better equipped them to 
adapt to future climate change. As one student explained,

It’s my responsibility not only as someone who comes from such a great school [that] 
[. . .] instills these values in us, but also as a member of this planet that this is my 
responsibility to look after it by telling people, ‘Okay, look, this is wrong,’ because they 
might not get that education or that sense of awareness that we do in this school.

In developing our questionnaire and focus-group interviews, we were keen 
to hear students’ thoughts about one of their generation’s most well-known 
young climate spokespersons, Greta Thunberg. While roughly one in 10 
survey respondents (9.5%) indicated they did not know who Thunberg was 
and another one in 10 (12%) either disagreed with her message and/or her 
methods (i.e., striking), the overwhelming majority either considered her an 
inspiration (33%) or included her among many other important voices 
addressing climate change (49%).

Thunberg often came up in focus-group interviews without prompting. 
Some students saw her as an inspiration for her directness with ‘tell[ing] the 
government what we need to do’; others said she lessened the importance of 
her political messages by ‘missing out on her education.’ When asked about 
Thunberg’s school strike, several students thought her striking strengthened 
her advocacy and brought more media attention to the cause. However, 
many were concerned about the ramifications of missing school:

I do agree with her protesting and her trying to really make it powerful. But the whole 
thing about not going to school — I don’t really agree with that. Because I was just 
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thinking that a lot of people don’t have education, and I think that maybe finish your 
education first, because it’s really important.

This student recognized that schooling itself is a privilege that many do not 
have; several other students pointed out that many young people living in 
developing countries would risk their future livelihood by skipping school. 
Some students also complained about perceived hypocrisy. As one student 
explained, ‘She is a little bit of a hypocrite because . . . she comes from 
a wealthier family, and sometimes they fly to go to her talks.’ In contrast, 
some students agreed with Thunberg’s climate change advocacy but criti-
cized what they saw as her extreme tactics.

And while Thunberg herself typically focuses on the injustice of future 
generations paying the price for adults’ lifestyle today, some students 
pointed out how her gender may influence how others perceive her message. 
For instance, one student noted the gender discrepancy between those who 
are more inspired by Thunberg and those who are not, pointing out ‘most of 
the boys do not believe in Greta Thunberg, and the girls are more likely to 
believe.’ Her comment is a useful reminder that environmental justice is not 
just a matter of acknowledging how marginalized groups such as women are 
more likely to be disproportionately burdened by climate change impacts. 
Combating sexist attitudes towards environmental advocates is also an 
essential component in advancing environmental justice.

Discussion

In general, the students who participated in the questionnaire and focus 
groups had impressive climate change knowledge and identified key strate-
gies to mitigate future impacts.

Refugees and race

There was a disconnect between respondents agreeing that developed coun-
tries are obligated to help developing countries and their people yet not 
seeing climate change as a racial justice issue. Whether it is Central 
American or African migrants fleeing north to the United States or 
Europe (respectively), some of the greatest cross-border refugee flows 
involve people of color to white-dominant countries. However, the issue 
could be in its framing. That is to say, perhaps respondents can more easily 
view ‘climate refugees’ as affected people while the terms racial and gender 
justice don’t as readily invoke images of people marginalized from climate 
impacts.
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Individual lifestyle changes

Students’ recommendations about lifestyle changes and school policy inter-
ventions seldom explicitly raised issues of environmental justice. However, 
both their knowledge of necessary changes and their efforts to implement 
such changes in their lives suggests that, indirectly, they understand that the 
larger collective benefit to humanity also includes marginalized groups, 
typically people of color, who are most negatively impacted by a warming 
planet.

Notably, only two focus-group respondents identified ‘women’ as being 
such a marginalized group. To some extent, this matches our survey data, in 
that respondents were notably more likely to disagree that climate change is 
a ‘gender justice’ issue as compared to a ‘racial justice’ issue. While further 
research is needed to gauge the extent to which our findings can be general-
ized, these results suggest that environmental education programs and 
curricula (and mass media in general) may be insufficiently addressing the 
pivotal role gender plays in climate change discussion, whether it is gender 
biases in respecting women as climate change advocates or the dispropor-
tionate climate impacts that women experience.

We were also initially surprised by the degree to which students suggested 
population control as an important path towards sustainability, especially 
notable as this theme is seldom found in mainstream sustainability litera-
ture, school curriculums, or in communications by youth climate strikers. 
Some local contextual factors might account for why these students were 
less reticent to discuss population growth. For one thing, Singapore has 
already had population-control measures as part of its public policy (Gill 
et al., 1996). It is also embedded in a region (South and East Asia) where 
many countries have also had similar policies, such as China, India, and 
South Korea (countries from which many of the student hail). Of course, 
one reason environmental advocates seldom raise population-control poli-
cies nowadays is because of the racist and sexist history associated with these 
policies as well as some disastrous consequences (e.g., female infanticide, 
forced abortions) of such policies (Al Jazeera, 2018).

While many students advocated for limiting population growth as a key 
environmental priority, few framed it as an environmental justice issue. 
When students critiqued population-control policies, it was more often 
from the perspective that these policies have not worked or had negative 
consequences for society at large (‘not enough young people’), rather than 
negative consequences particularly for women, people of color, or people 
living in poverty. Occasionally, though, a student would describe future 
generations as being marginalized by the excessive consumption of scarce 
resources by the growing human presence today.
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Students appeared to be influenced by population-control narratives 
increasingly prevalent in TV series such as Utopia (2013–2014) or popular 
films such as Snowpiercer (2013), Death Race 2050 (2017), What Happened 
to Monday (2017), and Avengers: Infinity War (2018). In fact, in later focus 
groups, our research team opted to inquire about students’ views of Thanos, 
a main Marvel film character that sought to randomly kill half of the world’s 
population as an environmental sustainability measure, namely, to prevent 
the over-exploitation of natural resources jeopardizing all of the humanity’s 
long-term survival. We asked students if they thought he was a hero, villain, 
or something in between. In some classes, a majority of students raised their 
hands indicating he was a hero, while in the other classes, a sizable minority 
of students also expressed support for his draconian violence as a measure to 
prevent omnicide. Interestingly, nearly every student knew who Thanos 
was, without us needing to mention the Avengers film.

It is also possible that students, steeped in popular media and not yet 
exposed to academic norms discouraging overpopulation discourse, were 
less inhibited in raising overpopulation as an issue. The ‘global media’ (de 
Beer, 2010, p. 596) likely also shaped students’ narratives about the Global 
North/South divide. In focus groups, students regularly cited international 
publications (most typically the BBC) over local publications, suggesting 
a more Western-influenced view. Some showed a tendency to apply 
‘national prisms’ to local or regional settings, particularly when consider-
ing global issues such as environmental and ecological challenges (Cottle, 
2009, p. 168).

More broadly, though, the fact that overpopulation may once again be 
entering environmental discourse could also be a reflection of students’ 
contemporary-lived reality. That is, recent bleak climate and other environ-
mental assessment reports, coupled with a political climate imbued with the 
proliferation of environmentally destructive leaders, may be pushing stu-
dents to consider more unorthodox strategies and policies to address the 
gravity of contemporary environmental problems.

Of course, an implicit subtext of these conversations was that some 
students in focus groups often blamed marginalized groups more for 
resource overexploitation, namely, the women in developing countries 
having too many children; however, no students addressed the patriarchal 
systems of oppression that limit women’s life choices or concerted cam-
paigns in recent decades by representatives and organizations from Western 
hegemonic countries to undermine women’s access to contraception (Sedgh 
et al., 2016). Furthermore, birth rates have been declining worldwide and 
such large family sizes are now exceedingly rare, even in developing coun-
tries. Their commentary, thus, implicitly points the finger at families strug-
gling with subsistence living in the Global South, thus deflecting (perhaps 
inadvertently) attention from high-energy, resource-intensive consumption 
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patterns of families living in developed countries, whose per capita carbon 
footprint has considerably more devastating environmental impacts than 
those of large subsistence families (Union of Concerned Scientists, 2019). 
Nevertheless, these students drew attention, albeit at times in controversial 
ways, to curbing human population growth as a key-neglected component 
to helping ensure a planet with sufficient resources for future generations.

Privilege

One mitigation solution notably missing was reducing air travel. As a survey 
open response, only one student recommended ‘conscious travel choices,’ of 
which flying might be considered. In focus groups, students seldom raised 
air-travel impacts, even after we described our own contribution to carbon 
emissions by traveling to Singapore. Some climate scientists such as Kevin 
Anderson and Peter Kalmus have often shamed the disproportionately high 
carbon footprint from the privileged flying class. In fact, an emerging ‘no-fly 
’ movement in academia has grown in recent years (Timperley, 2019). When 
some mentioned that Thunberg similarly committed to not flying, some 
students were unimpressed, with several seeing it as a ploy just to attract 
media attention. Another student dismissively pointed out that her sailing 
journey to New York still involved two cross-Atlantic flights, because her 
boat operators flew back home afterward. It is also notable how some 
students referred to their own flying behavior as ‘normal’ (contrasted with 
rich people who fly in private jets), not recognizing that this behavior itself 
puts them in an exclusive group, as less than 10% of the world’s population 
have flown even once in any given year (Sullivan, 2020).

Several possible explanations may account for these recommendation 
omissions. For one, as relatively privileged international students, many of 
these students not only regularly fly during school breaks but also frequently 
fly throughout the region for various academic and/or athletic meetings. 
Second, Singapore is a major travel hub that is most easily connected to its 
neighbors by frequent and affordable flights and with Malaysia as its only 
direct land connection, so it might be a greater sacrifice to give up flying 
here compared to other developed countries with more extensive rail or 
road connections. Finally, it could also be that while these teenagers may 
have notable discretion over what they buy (in terms of plastic and dietary 
choices), they have considerably less agency to resist parents who expect 
their children to accompany them back for visits to their native countries or 
on holiday excursions.
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Concluding remarks

In the context of a global student climate strike, these students generally 
acknowledged that a warming planet will affect some communities more 
than others and that developed countries have a particular obligation to 
both mitigate runaway global warming and help those disproportionately 
impacted. Additionally, while students’ recommendations about lifestyle 
changes and policy interventions seldom explicitly raised issues of environ-
mental justice, their extensive knowledge of necessary lifestyle changes and 
incipient efforts to begin implementing such changes in their own lives 
suggests an indirect benefit to marginalized groups most adversely impacted 
by our warming planet. Students also recognized the need for a larger 
educational movement to encourage more people to pursue lifestyles that 
correlate with long-term ecosystem health.

Moving forward, research is needed to develop curricula that help stu-
dents better recognize the concerns of, and impacts on marginalized groups, 
particularly those in the Global South. Most of our participating students 
were conscious of the privileges afforded them and others, notably 
Thunberg, and offered insight into their concerns for the rights of people 
lacking these privileges. Still, students had some blind spots in regard to 
their privilege (i.e., flying) and to how their own lifestyle disproportionately 
impacts marginalized groups; however, they nonetheless revealed an emer-
ging recognition of the rights of future generations, often with reference to 
people living in developing countries in the Global South.

Thus, our research offers educators, policymakers, and curriculum devel-
opers a window into understanding how students – currently immersed in- 
school programs that emphasize sustainability – think about climate change 
as well as the extent to which they acknowledge their privilege (and the 
concomitant responsibility that comes with it) to help mitigate future global 
warming impacts. These insights can be used to promote environmental 
justice emphases in schools, such as expanding the curriculum to include 
sustainable lifestyle experiences and focusing more explicitly on helping 
students understand the relationship between their high consumption life-
styles and its subsequent impact on various-marginalized groups across the 
world. Many of these students impressed us with not only their recognition 
of the resource disparity between their privileged selves and others but also 
the disparity between those privileged to learn about the devastating impacts 
of climate change impacts from the comfort of their air-conditioned class-
rooms and those who are increasingly enduring such impacts as their lived 
realities.

INTERNATIONAL STUDIES IN SOCIOLOGY OF EDUCATION 19



Acknowledgments

We would like to acknowledge our collaborating school faculty, staff, and student partici-
pants in Singapore for their enthusiastic support for our work both before and during our 
visits. We would also like to thank the SUNY Cortland IRB Board for their guidance and 
prompt feedback throughout the approval process.

Disclosure statement

We have no conflicts of interest to disclose as no financial interest or benefit has arisen from 
the direct application of our research.

Notes on contributors

Jeremy Jimenez is an Assistant Professor in the Foundations and Social Advocacy 
Department at SUNY Cortland, where he researches and teaches courses concerning race, 
class, gender, and environmental issues in education.  He received his Ph.D. in International 
and Comparative Education from Stanford University (2017).

Laura Moorhead is an Assistant Professor in Journalism at San Francisco State University, 
where she researches open access to knowledge, journalistic practices, and media literacy 
and environmental issues in education. She holds a Ph.D. from Stanford’s Learning Sciences 
& Technology Design program.

Tova Wilensky has a B.S. degree in Education and Social Sciences from SUNY Cortland. She 
currently works in the non-profit sector at Finger Lakes ReUse center in Ithaca, New York, 
where she is able to continue her environmental advocacy.

ORCID

Jeremy Jimenez http://orcid.org/0000-0003-2883-793X

References

Adeola, F. O. (2000). Cross national environmental injustice and human rights issues: 
A review of evidence in the developing world. American Behavioral Scientist, 43(4), 
686–706. Sage Journals. Web. https://doi.org/10.1177/00027640021955496.

Bers, T. H. (1994). Exploring institutional images through focus group interviews. In 
N. Bennett, R. Glatter, & R. Levacic (Eds.), Improving educational management through 
research and consultancy. The Open University. (pp. 290-299).

Brändlin, A. (2019, August 28). The global injustice of the climate crisis. Deutsche Welle. 
https://www.dw.com/en/the-global-injustice-of-the-climate-crisis-food-insecurity- 
carbon-emissions-nutrients-a-49966854/a-49966854

Bromley, P., Meyer, J. W., & Ramirez, F. O. (2011). The worldwide spread of environmental 
discourse in social studies, history, and civics textbooks, 1970–2008. Comparative 
Education Review, 55(4), 517–545. https://doi.org/10.1086/660797

20 J. JIMENEZ ET AL.



Bunnell, T. (2009). The international baccalaureate in the USA and the emerging ‘culture 
war’. Discourse: Studies in the Cultural Politics of Education, 30(1), 61–72. doi: 10.1080/ 
01596300802643090

Cottle, S. (2009). Global crises in the news: Staging new wars, disasters and climate change. 
International Journal of Communication, 3, 24.

De Beer, A. S. (2010). News From and in the “Dark Continent” Afro-pessimism, news flows, 
global journalism and media regimes. Journalism Studies, 11(4), 596–609.

Doherty, C., Luke, A., Shield, P., & Hincksman, C. (2012). Choosing your niche: The social 
ecology of the international baccalaureate diploma in Australia. International Studies in 
Sociology of Education, 22(4), 311–332. https://doi.org/10.1080/09620214.2012.745346

Egan, M. (2019, November 19). Secretive energy startup backed by Bill Gates achieves solar 
breakthrough. CNN Business. Warner Media. https://edition.cnn.com/2019/11/19/busi 
ness/heliogen-solar-energy-bill-gates/index.html?fbclid=IwAR22- 
BRk1qWtWx77bEzMF89Hobg9ZDR2PwW2cxk1DEvV5lpY8-1Ga57MiMo

Environmental Protection Agency. (2018). Learn about environmental justice. US EPA. 
https://www.epa.gov/environmentaljustice/learn-about-environmental-justice

Fløttum, K., Dahl, T., & Rivenes, V. (2016). Young Norwegians and their views on climate 
change and the future: Findings from a climate concerned and oil-rich nation. Journal of 
Youth Studies, 8(19), 1128–1143. https://doi.org/10.1080/13676261.2016.1145633

Fogarty, D. (2012, January 27). Singapore raises sea defenses against tide of climate. Thomson 
Reuters. https://www.reuters.com/article/us-climate-singapore/singapore-raises-sea- 
defenses-against-tide-of-climate-idUSTRE80Q05P20120127

Fontana, A., & Frey, J. H. (1998). Interviewing: The art of science. In N. K. Denzin & 
Y. S. Lincoln (Eds.), Collecting and interpreting qualitative materials (pp. 47–78). SAGE 
Publications.

Fox, E. (1985). International schools and the international baccalaureate. Harvard 
Educat ional  Review ,  1 (55) ,  53–68.  ht tps : / /doi .org/10 .17763/haer .55 .1 .  
cl26455642782440

Fridays For Future. (2019, December 10). Corona virus and climate activism. Newsletter For 
Future. Fridays For Future. https://www.fridaysforfuture.org/.

Gill, M., Joseph, K., Lai, N., Ong, Y., & Hsu-Hage, B. (1996). Population control in 
Singapore: A case study of health strategy and implementation. Asian Studies Review, 1 
(20), 119–134. https://www.tandfonline.com/doi/abs/10.1080/03147539608713098

Jazeera, A. (2018, December 24). The politics of population control. Breaking News, World 
News and Video from Al Jazeera. Al Jazeera Media Network.  https://www.aljazeera.com/ 
programmes/specialseries/2018/11/politics-population-control-181127071333333.html

Jimenez, J., Lerch, J., & Bromley, P. (2017). Education for global citizenship and sustainable 
development in social science textbooks. European Journal of Education, 52(4), 460–476. 
https://doi.org/10.1111/ejed.12240

Kiedrowski, A. (2020, January 25). How is Singapore preparing for climate change? The 
Diplomat. James Pach. https://thediplomat.com/2020/01/how-is-singapore-preparing-for 
-climate-change/

Kolczak, A. (2017, February 28). This city aims to be the world’s greenest. National 
Geographic. National Geographic Society.  https://www.nationalgeographic.com/environ 
ment/urban-expeditions/green-buildings/green-urban-landscape-cities-Singapore/

Krueger, R. A. (1988). Focus groups: A practical guide for applied research. SAGE.
Kuthe, A., Keller, L., Körfgen, A., Stötter, H., Oberrauch, A., & Höferl, K. (2019). How many 

young generations are there? A typology of teenagers’ climate change awareness in 
Germany and Austria. The Journal of Environmental Education, 3(50), 172–182. https:// 
doi.org/10.1080/00958964.2019.1598927

INTERNATIONAL STUDIES IN SOCIOLOGY OF EDUCATION 21



Leech, N. L., & Onwuegbuzie, A. J. (2007). An array of qualitative data analysis tools: A call 
for data analysis triangulation. School psychology quarterly, 22(4), 557.

Mayerson, M. S. (2017). Some islands will rise: Singapore in the anthropocene. Resilience: 
A Journal of the Environmental Humanities, 4(1), 166–184. muse.jhu.edu/article/669724

Misiaszek, G. (2015). Ecopedagogy and citizenship in the age of globalisation: Connections 
between environmental and global citizenship education to save the planet. European 
Journal of Education, 10(50), 280–292. https://doi.org/10.1111/ejed.12138

Morgan, D. L. (1988). Focus groups as qualitative research. SAGE Publications.
Moser, S. (2019). The work after ‘It’s too late’ (to prevent dangerous climate change). Wiley 

Interdisciplinary Reviews: Climate Change, 1(11). https://doi.org/10.1002/wcc.606
Nairn, K. (2019). Learning from young people engaged in climate activism: The potential of 

collectivizing despair and hope. YOUNG, 5(27), 435–450. https://doi.org/10.1177/ 
1103308818817603

Rees, W. (2019, November 14). Don’t call me a pessimist on climate change. I am a realist. 
Post Carbon Institute. The Tyee. https://www.postcarbon.org/dont-call-me-a-pessimist- 
on-climate-change-i-am-a-realist/

Sandström, S., Valin, H., Krisztin, T., Havlík, P., Herrero, M., & Kastner, T. (2018). The role 
of trade in the greenhouse gas footprints of EU diets. Global Food Security, 19, 48–55. 
https://doi.org/10.1016/j.gfs.2018.08.007

Seal, D. W., Bogart, L. M., & Ehrhardt, A. A. (1998). Small group dynamics: The utility of 
focus group discussions as a research method. Group Dynamics, 2, 253–266. https://doi. 
org/10.1037/1089-2699.2.4.253

Sedgh, G., Ashford, L. S., & Hussain, R. (2016, June 8). Unmet need for contraception in 
developing countries: Examining women’s reasons for not using a method. Guttmacher 
Institute. https://www.guttmacher.org/report/unmet-need-for-contraception-in- 
developing-countries

Somerville, M. (2016, January 19). Yes, you recycle. But until you start reducing, you’re still 
killing the planet. The Guardian. Guardian Media Group. https://www.theguardian.com/ 
lifeandstyle/2016/jan/19/eco-friendly-living-sustainability-recycling-reducing-saving-the- 
planet

Stanes, E., & Klocker, N. (2016). Young people in the global North: environmental heroes or 
pleasure-seeking consumers? Geographies of global issues: Change and threat, University 
of Wollongong Research Online, 553–574.

Strauss, A., & Corbin, J. M. (1997). Grounded theory in practice. SAGE Publications.
Sullivan, A. (2020, January 24). To fly or not to fly? The environmental cost of air travel. 

Deutsche Welle. https://www.dw.com/en/to-fly-or-not-to-fly-the-environmental-cost-of 
-air-travel/a-42090155

Timperley, J. (2019, September 9). Why ‘flight shame’ is making people swap planes for trains. 
British Broadcasting Corporation (BBC). https://www.bbc.com/future/article/20190909- 
why-flight-shame-is-making-people-swap-planes-for-trains

Tolppanen, S., & Aksela, M. (2018). Identifying and addressing students’ questions on 
climate change. The Journal of Environmental Education, 5(49), 375–389. https://doi. 
org/10.1080/00958964.2017.1417816

Union of Concerned Scientists. (2019). Each country’s share of CO2 emissions. UCS. https:// 
www.ucsusa.org/resources/each-countrys-share-co2-emissions

Verlie, B. (2019). Bearing worlds: Learning to live-with climate change. Environmental 
Education Research, 5(25), 751–766. https://doi.org/10.1080/13504622.2019.1637823

Warner, S., & Jimenez, J. (Forthcoming 2021). All the world’s a warming stage: Applied 
theater, climate change and the art of community-based assessments. In M. Schneider- 

22 J. JIMENEZ ET AL.



Mayerson, A. W. von Mossner, W. Małecki, & F. Hakemulder (Eds.), Empirical ecocriti-
cism: An interdisciplinary approach to environmental narrative..

Watts, J., Taylor, M., & Bartlett, J. (2019, September 27). Climate crisis: 6 million people join 
latest wave of global protests. The Guardian. https://www.theguardian.com/environment/ 
2019/sep/27/climate-crisis-6-million-people-join-latest-wave-of-worldwide-protests

INTERNATIONAL STUDIES IN SOCIOLOGY OF EDUCATION 23


