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Background 
In 2009, when the American Psychological Association Task Force on 
Climate Control issued a report urging psychologists to address climate 
change in their classrooms (Swim et.al. 20-24), I took up the challenge.  
For my 2009–2010 General Psychology (SSY101) classes at LaGuardia 
Community College, I would create some learning activities designed 
to prepare students psychologically to engage in environmentally 
responsible behavior (ERB). Ultimately, I implemented a two-pronged 
developmental approach based on the following thesis: If students are 
to engage willingly in resource-sustainable practices, they must first 
become individuals who notice and care about their environment, and 
they must also develop a sense of confidence regarding the effectiveness 
of their actions. 

Research on environmental education programs suggests that the 
most effective approaches target three areas: attitudes, empowerment, 
and knowledge (Hungerford and Volk; Stern; Jurin and Fortner; Chawla 
and Cushing). Among the attitudes that may motivate ERB is place 
attachment (Vaske and Kobrin; Stedman). Place attachment refers to 
the emotional bond between a person and a particular place. The term 
implies that the place has acquired a sense of personal meaning over time:

These personal meanings may be influenced – at least partially 
– by structured experiences (e.g. organized youth work pro-
grams) that involve commitment and time. . . .If these attach-
ments . . . have consequences in other aspects of a person’s life, 
individuals may be more likely to behave in an environmentally 
responsible manner. (Vaske and Kobrin 17) 



Further, place attachment is usually understood to involve the two 
processes of place dependence and place identity (Williams et al. 31). 
Whereas place dependence reflects a functional attachment based on 
the experiences a place offers, i.e., on what can be done there (Stokols 
and Shumaker 157–58), place identity refers to “those dimensions of 
the self that define the individual’s personal identity in relation to the 
physical environment” (Proshansky 155). 

Using the city of New Orleans as an example, place dependence 
would refer to the many physical and cultural-historical qualities that 
exist in no other American city, such as its architecture, music, Carnival, 
and cuisine, to name just a few. These characteristics afford experiences 
that are available only, or most dramatically, in that city. Place identity, 
on the other hand, refers to the more visceral emotional attachment 
that compels former residents to return and rebuild in St. Bernard 
Parish, despite the threat of future storms, floods, or social violence. 
Such individuals might explain their community rootedness as simply 
“coming home,” or “This is who I am; my family has lived here for five 
generations.” The place has become an integral part of their personal 
and family identities. 

Place attachment (attitude) is built through time and experience, 
including social interactions and active reflective processes (Brooks, 
Wallace, and Williams 336). Successful environmental educational 
programs have facilitated the empowerment required to promote 
student ERB by instituting activities that allow students to choose per-
sonally significant goals, work collectively on environmental actions, 
and experience success in doing so (Youniss and Yates; Vaske and 
Kobrin; Chawla and Cushing). By “integrating action for the com-
mon good into their sense of identity” (Chawla and Cushing 448), 
students develop a “civic identity” (Youniss and Yates) and experience 
a sense of “self-efficacy” regarding environmentally significant activity 
(Bandura 122):

Efficacy in dealing with one’s environment is not a fixed act 
or simply a matter of knowing what to do. Rather, it involves 
a generative capability in which component cognitive, social, 
and behavioral skills must be organized into integrated courses 
of action to serve innumerable purposes. . . .Operative com-
petence requires orchestration and continuous improvisation 
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of multiple subskills to manage ever-changing circumstances. 
. . .Perceived self-efficacy is concerned with judgments of how 
well one can execute courses of action required to deal with 
prospective situations. (Bandura 122) 

The availability of role models, encouragement from others, and 
perseverance despite frustration and fatigue all contribute to self-effi-
cacy and therefore to empowerment. But Bandura insists that gaining 
specific skills (knowledge) and experiencing success in their applica-
tion are the most powerful methods by which we acquire self-efficacy 
(126–28). To illustrate: becoming a good basketball player requires 
the mastery of both offensive and defensive play and individual as well 
as team play. Within such skills as shooting accurately, passing, and 
guarding the opponent are subskills such as how to move one’s feet 
correctly, and how far to position oneself in relation to other players. 
The ability to win a game requires careful, step-by-step training in each 
of these skills in order to bring each into play according to a strategic 
plan. Thus, believing in oneself as a winner is not a matter of wishful 
thinking or exceptional talent, but of concerted, well-honed skills. 

Of the three theoretical dimensions of environmental activity and 
education (attitudes, empowerment, and knowledge), I identified ways 
to contribute to two of these, attitudes and empowerment, within the 
range of learning activities of my General Psychology class. I found no 
reasonable way to integrate concrete knowledge about environmental 
sustainability into my already crowded course syllabus. But I could 
promote self-efficacy in my students by assigning a project that would 
develop the same skills they might use to engage in ERB. For students 
at LaGuardia Community College, building place attachment would 
involve classroom and extracurricular experiences and student services 
(functional place dependence) and identity-fostering self-reflection 
(place identity). 

I hoped that the class project would spur student motivation for 
making changes at the private level, such as using the stairs instead of 
the elevator. Even more important, I hoped it would foster the leader-
ship to make changes in the public arena. Chawla and Cushing argue 
that environmental education “needs to emphasize the most strategic 
actions. . . .An analysis of the world’s most serious environmental prob-
lems . . . suggests that the effect of private actions is limited unless it is 



combined with organizing for collective public change” (438). While 
place attachment is instrumental in promoting both types of change, 
building skills specifically related to public activity would broaden both 
the range of activity and the level of accomplishment students could 
gain from ERB. 

Application in Psychology Class
Having decided that the study of attachment to place and the develop-
ment of self-efficacy in advocating for environmental changes could be 
integrated into my General Psychology course, I planned my methods. 
Students’ evolving attachment to LaGuardia Community College could 
be made more conscious through experiences that would increase their 
awareness of places in general, and of the college campus in particu-
lar. Increased self-efficacy for civic engagement could be facilitated by 
assigning a project in which students conducted research on campus 
issues that concerned them and gained practice in advocating for these 
issues with the college administration.

The sequence of class activities unfolded as follows: During the 
first week of class, students wrote a personal essay in which they iden-
tified a place meaningful to them and described the physical, social, 
and personal aspects of its importance. This assignment was framed 
as an illustration of the importance of the socio-cultural contexts that 
lie behind psychological processes such as perception, memory, and 
personality, among others, a topic routinely addressed in an introduc-
tion to psychology class. However, I also wanted the students to begin 
reflecting on the meaning of place.

The resulting essays were sensitive and personal. Students wrote 
of places that offered opportunities for self-expression, personal reflec-
tion, privacy, and social relations with significant people and groups. 
The essays stressed the importance of having a place of belonging 
and refuge. Contrary to some theories about place (Stedman, 2003), 
many of the places students described were aesthetically impoverished. 
To illustrate, one student told of her fond memories of the bleak and 
sparsely furnished living room in a home that had been filled with more 
punishment than joy. Her attachment to the living room drew from the 
fact that it was the place where she met her father on his visits after 
her parents’ separation. On their own, students discovered that what 
happens in a place is more important than its physical structure or 
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appearance. As might be expected, the essays stimulated class discus-
sion about perception and identity and set the tone for personal and 
intimate interactions that persisted throughout the semester. 

I further stimulated sensitivity to college as “place” with small 
extra-credit assignments and class discussions about aspects of the 
LaGuardia campus usually left out of conscious reflection. For instance, 
during a unit on perception, we discussed the concept of “attentional 
blindness,” those moments in which we fail to notice things that are, in 
fact, easily visible. For a week, students were required to keep track of 
their encounters with members of the campus custodial staff, recording 
the times and places of such encounters. Some students had become so 
used to “not seeing” the staff that they found the task nearly impos-
sible. Others reported, with surprise, that they were continually taking 
out their notepads to register a “sighting.” In sum, custodial staff were 
more present and active than students had expected. 

Similarly, in the unit on memory, the intrinsic processing of space 
was illustrated by an assignment asking students to draw from memory, 
and with as much precision as possible, the Atrium space in the E Build-
ing. Later, students explored methods by which their memory could be 
improved. Test results showed that students strengthened their recall of 
the Atrium layout only when they were given specific details to process, 
such as the number and placement of columns or trash cans. Otherwise, 
students’ memories of the Atrium, as rendered in their before and after 
drawings, were nearly identical. While such exercises would not, by 
themselves, create an emotional attachment to the campus, increased 
awareness of their own perceptual processes might lead students to 
become more alert to and reflective about the conscious and uncon-
scious ways they were assimilating experiences on campus. 

Following Bandura, I designed the major class research project 
in stages that isolated concrete skills; in this way, students could gain 
mastery of each project component without being overwhelmed by its 
complexity. First, students met in small groups to suggest ways that 
LaGuardia Community College could become a better place in which 
to learn. Next, each student selected one suggestion on which to focus 
and developed a research plan that included two research components: 
a) data gathered from observing campus activities, and b) data gathered 
from surveying the attitudes and behaviors of 20 fellow students. After 



revising the plans with my feedback, students went to work in small 
groups, or, if they preferred, alone. 

The final research reports included four sections. First, students 
explained their selection of a research topic (“Why I chose to do this 
research”); second, they described their methods for gathering data; 
and third, they described their research findings. In the fourth and final 
section of the report, students analyzed their data and related their 
topic to the field of psychology. In addition, they wrote letters to the 
college administration, advocating for change based on their findings. 
Some students also offered specific suggestions for improvement. As the 
project’s final step, a member of the college administrative staff, who 
had received and reviewed some of the letters, came to class to discuss 
some of the issues raised by the students. 

I should clarify that the assignment did not require that the project 
refer to issues of environmental sustainability or resource preservation. 
Ultimately, I hoped that the project might change the way students 
perceived their relationship to LaGuardia Community College, seeing 
themselves less as passive consumers of the school’s educational offer-
ings and more as shapers of their educational environment. If they 
could make this shift with regard to a topic of interest to them, they 
might then be able to transfer those skills and feelings of self-efficacy 
to addressing problems of environmental sustainability. 

The Research
Most students chose research topics that concerned functional aspects 
of college life and services. For instance, some students studied schedul-
ing problems in student service offices, such as Tutoring, Financial Aid, 
and the Writing Center. Others looked at the difficulties caused by the 
high cost of textbooks, with some exploring ways to reduce the cost 
of the books, and others examining the effects of photocopying a large 
volume of class materials. Some of the most poignant data came from 
studies relating to management of personal finances and financial aid. 
Monetary concerns were also reflected in studies of cafeteria food and 
the cost of discovering, even one day late, that advisors had recom-
mended an unnecessary class.

About half of the projects dealt directly with issues of place and 
space. For instance, one student investigated ways to maximize the 
small space of the workout room, while two groups tackled the diffi-
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culty of getting to class on time when rushing between buildings. How-
ever, none of the students investigated topics that dealt directly with 
“greening” the campus. In fact, in the few cases where a conservation 
approach might have been taken, students took the opposite path, rec-
ommending, for example, that the college build more elevators, rather 
than encouraging increased use of the stairs. Two students, however, did 
consider conservation in their reflective analyses. One referred to the 
overdependence on elevators, and another to the potential side effects 
of changing how students move between buildings. 

As indicated earlier, the project included writing a letter to campus 
administrators. Some students addressed their letters to directors of 
specific college programs. Those who were not sure whom to address 
wrote to the college president. Nearly a third of the class shared these 
letters as well as other sections of their research with a senior admin-
istrator in the President’s Office, who then visited the class, listened 
to student concerns, and explained some factors that contribute to 
administrative decision-making. He discussed the dilemmas presented 
by some of the issues, and reported on changes to staffing and buildings 
currently being implemented. Finally, he offered to pass student ideas 
on to other administrators who might be in a position to act on them.

The value of this aspect of the project is confirmed by Chawla and 
Cushing, who suggest that it is important for youth to have “opportuni-
ties for discussion, analyzing public issues together, determining shared 
goals, resolving conflicts and articulating strategies for overcoming 
challenges and achieving success” (448). Much more reserved with 
the college administrator than in usual class discussion, students later 
reported to me how much they valued the conversation and the oppor-
tunity to be heard. They greatly appreciated learning about changes 
that, under normal circumstances, they would hear about only after 
implementation. As one student put it, “It felt great to see the speaker 
come in and comment on my research. It lets you know that your voice 
is heard more.” Not only did this experience help develop student 
feelings of self-efficacy, but it was also a reason to think of LaGuardia 
Community College in a new way – as a place where administrators 
listen and take seriously the knowledge and point of view of students. 

At the end of the semester, I offered five bonus points to students 
who completed a questionnaire through which I attempted to assess 
the value of the project as an educational tool. First, I wanted to get a 



sense of whether my goal of sensitizing the students to their relation-
ship to the college had been achieved. The class activities would not 
have produced an attachment to the college independently from the 
students’ other experiences at LaGuardia Community College. There-
fore, the first question addressed general changes in attitudes toward 
the college. The second question referred specifically to the class project 
and to the dimension of place identity in particular. The third question 
sought to identify difficulties students had encountered in completing 
the research. Finally, in order to get a measure of self-efficacy, I asked 
students to indicate the likelihood of their contacting administrative 
staff about a perceived problem in the future. 

All of the students completed the survey and 95% of the class 
gave permission for their responses to be used and quoted in faculty 
research about the class projects. Those questionnaires not permitted 
to be used for research did not appear, as a group, to be remarkably 
different from those released for use. The following analysis is based 
on 28 completed surveys.

Analysis of the Survey
Answers to the first question – “How has your view of LaGuardia 
Community College evolved or changed during your time as a stu-
dent?” – were used to measure overall changes in place attachment. 
It was not possible to isolate the effect of my introductory psychology 
class from other experiences at the college. Responses suggest that 
place attachment was indeed developing in the students. As one student 
expressed it, “At first I didn’t think I would enjoy LaGuardia, but it 
has turned out to be a great experience. The college has everything I 
feel I need to do well. I’m very happy about all the support students are 
offered.” On the other hand, four students (14%) reported no change 
in their attitudes toward the college, and three students (11%) stated 
that upsetting experiences, reported as “when you need something, you 
get the runaround,” had led them to develop ambivalent or negative 
views of the school. 

Positive changes in opinions of the college were reported by 82% of 
the students. Whereas student essays about favorite places referred to 
functional qualities such as privacy, “getting away,” self-expression and 
leadership development, functional attachment to the College is more 
narrowly conceived. Eleven (42%) of the students cited components of 
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the college that directly relate to achieving their academic goals, most 
prominent among them the faculty:

•	 At	first	I	thought	of	this	college	as	my	last	option	or	pick,	but	I	
found that, given the professors and their attitudes, it is a great 
college.

•	 Professors	are	more	willing	to	help	and	spend	more	time	explaining	
hard topics.

•	 As	a	freshman	at	LaGuardia,	I	am	having	a	great	time.	As	a	full-
time parent [and] worker, LaGuardia really fit my schedule. So far, 
I met some great and compassionate teachers.

In their comments on the survey questionnaire, students reported 
that academic experiences often led to personal changes, as place depen-
dency, an indication of what activity the place facilitates, gave way to 
place identity, a change in one’s self-perception based on experiences 
that have occurred in the place. In the essays about favorite places, 
place identity referred mostly to rootedness in a house, town, or coun-
try. But in the survey, nine students (39%) responded with descriptions 
of changes in themselves that are directly related to being at LaGuardia 
Community College:

•	 LAGCC	changed	my	view	on	school,	it	made	me	take	my	school-
work seriously and made me prioritize my time wisely.

•	 My	time	at	LaGuardia	has	changed	my	life	in	a	positive	way.	I	have	
become more responsible and developed more goals for myself.

•	 My	time	here	has	shown	me	that	if	I	apply	myself,	I	can	be	a	great	
student.

Three students (13%) appreciated the opportunity to make friends 
and to integrate the academic and social aspects of their lives. As place 
attachment grows over time, the two dimensions of place dependency 
and place identity may shift and broaden along with the students’ 
changing identities and competencies. 

The survey’s second question – “In what ways did researching 
the problems on campus affect your sense of belonging, pride and/or 
‘ownership’ of LaGuardia Community College as your school?” – was 
designed to tap into the specific contribution of the research project 
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to the processes of place attachment. Based on Vaske and Kobrin’s 
research, I had hypothesized that the investigative quality of the 
project would affect the dimension of place identity rather than place 
dependence. As illustrated in the following comments, the majority 
of responses supported this hypothesis: 20 students (71%) described 
increased pride and integration within the school:

•	 I	actually	feel	like	I’m	a	part	of	the	college	now.	I	am	a	very	shy	
person and when I did my research, it actually helped me to realize 
that even though I am shy I can still do things for the college. So 
that this college can be a better place. Doing the research actually 
made me think about other things I can volunteer on to make the 
college better.

•	 While	conducting	research	on	one	of	the	university’s	problems,	I	
began to feel positive and more proud of being a fellow LaGuardian 
who contributed to enhancing the overall school’s experience.

•	 This	project	made	me	feel	belonging	to	a	higher	force,	caring	for	
LaGuardia students and what they feel. I basically felt like a group 
leader for those who stay in the dark with questions.

•	 I	felt	respected	when	I	introduced	myself	to	other	students	and	they	
paid attention to my questions.

Two students described negative shifts in their sense of pride in 
the school as a result of participating in the research: “I . . . become 
ashamed to be a part of LAGCC because the people that work here are 
very unpleasant and have nasty attitudes.” Another suggested that the 
efficacy gained by working hard on the project was dampened by the 
improbability that his suggestions would ever be implemented: “After 
my research I didn’t feel like I was entitled to anything, really.” Some 
students began to think more deeply about larger issues, such as the 
nature of change, and one’s complex relationship to institutional issues 
and problems: 

•	 It	opened	my	eyes	on	the	problems	that	the	school	has,	especially	
after the research. I understood that it is also my problem, because 
I am a part of the community as well.

•	 I	guess	doing	the	research	of	photocopier	machines	made	me	realize	
that we need to be patient waiting for others in line, and also be 
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considerate of others who are waiting in line while we made copies. 
On the other hand, it is always good to speak up if we need to make 
a change for better service to students.

•	 It	didn’t	affect	me,	really,	because	for	something	to	change	will	take	
a long time.

The third survey question – “What was the hardest part of the 
research project?” – provided helpful feedback on the project’s design 
and identified ways to provide additional support to students when 
implementing similar projects in the future. The most common diffi-
culty, cited by 13 students (46%), arose in recruiting fellow students to 
respond to their surveys. Other difficulties included writing appropri-
ate survey questions (3 students), organizing and writing up the data 
(2 students), working effectively in groups (2 students), identifying 
psychological theory that related to the topic of inquiry (1 student), 
picking a topic that mattered the most (1 student), and writing the letter 
(1 student). Students became invested in demonstrating the validity of 
their research concerns. Perhaps because they were given the oppor-
tunity to communicate directly with the college administration, they 
extended themselves at each step of the process. As one student put it, 
“The hardest part was creating the letter, especially because I worked 
to get all my feelings about the Writing Center across in the letter, and 
I wanted them to know it was important to me.”

The objective of the final question was to measure broadly the 
achievement of self-efficacy. Students who felt that they knew how to 
address a problem and felt that they could do so effectively would be 
most likely to transfer their skills to other situations. Responses were 
overwhelmingly positive. Offered a five-point Likert scale to indicate 
the likelihood of contacting the college administrative staff in the future 
event of a need or problem, students responded as follows: 

1. I definitely would 10 students (36%)
2. I would consider it 17 students (61%)
3. Not sure what I’d do 0 students (0%)
4. Not very likely 1 student (3%)
5. I definitely would not 0 students (0%) 
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While these numbers may not directly signal future student activ-
ism, they do suggest that the research project altered self-perception 
in the direction of considering solutions when encountering problems 
related to the physical and social dimensions of the environment. Inter-
estingly, many more students responded “I definitely would [contact 
administrative staff]” than actually submitted their written letters to be 
read by administrators. I credit their experience of meeting a respon-
sive administrator who showed interest in their research and took it 
seriously with influencing the students’ later responses and inspiring 
in them a belief in their ability to effect needed change. Environmental 
efficacy, especially in its initial expressions, is a social rather than an 
individual quality.

Reflections on Teaching
I did not ask students to choose research topics that related to envi-
ronmental sustainability issues. I felt that they would gain more by 
doing a project that had intrinsic meaning to them. In retrospect, I am 
satisfied with this approach. However, in the future, I may add a sec-
tion to the report in which they explicitly consider the environmental 
implications of their research. This requirement would facilitate more 
critical thinking about their topics and lead to deeper understanding of 
administrative efforts to institute environmentally responsible changes. 

The data analysis section was the weakest part of the research 
reports. Some students presented mixed survey responses as though 
they were in unanimous agreement with the student’s own position; 
others glossed over the differences between the observational and the 
survey data they collected. A central objective of any introductory psy-
chology course is the development of the students’ ability to organize 
and evaluate evidence and to make appropriate inferences from it, but 
this is a difficult skill to master. The students struggled, but the fact that 
they were working with data they had collected themselves provided 
additional motivation. Their success might have been enhanced by the 
provision of more explicit instructions, a more detailed grading rubric, 
and additional opportunities for in-class collaborative work.

The overall student anxiety surrounding collecting survey responses 
needs to be addressed. I had suggested that students distribute the sur-
veys to classmates within our psychology class and observed this hap-
pening on a number of occasions. Nevertheless, many students went 
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outside the class, in part because some projects benefitted from targeted 
sampling. For instance, students understandably preferred to approach 
people waiting in line to use the copy machines, or students who had 
actually used the workout room. In the future, I may need to provide 
class time during which students could complete each others’ surveys. 
I may also need to spend more time enforcing ethical guidelines for the 
project. I should note that some students reported that they had benefit-
ted from overcoming their trepidation at approaching others, which is 
a benefit I would like to preserve.

Finally, the project required much more time and support than I 
had anticipated. Regularly reviewing questions took up considerable 
amounts of class time. Students were initially hesitant to ask for indi-
vidual help, or to admit that they had not begun the work; so I used 
class time to address common concerns and encourage students in their 
efforts. Despite my best intentions, the project did crowd out class 
discussion of other items on the syllabus. I also found that integrating 
place learning into the flow of the General Psychology class took effort. 
In the future, I would include in the syllabus a unit on stress, which 
seemed pervasive in student experience.

Reflections on Promoting Environmentally Responsible Behavior
The evidence from this class project suggests that students do indeed 
become attached to LaGuardia Community College as a place for 
learning, in a process mediated by positive experiences in classes, with 
faculty, with other students, and with the many services and activities 
that constitute the life of LaGuardia Community College. That is, the 
school’s effectiveness in meeting students’ educational goals is appreci-
ated as place dependency. Furthermore, students’ sense of attachment 
also includes dimensions of place identity, meaning that they associ-
ate aspects of their own developing identity with experiences in the 
school. According to Vaske and Kobrin, although the two dimensions 
of place attachment often go hand in hand, it is the sense of emotional 
identification with a place that provides the extra impetus to change 
behavior. It follows from the theory that the more the school helps stu-
dents develop personal qualities that they want to have – in this case 
discipline, engagement, and goal orientation – the more likely they will 
identify with environmental behavior standards that they also encoun-
ter in college. 
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In shaping place attachment, architectural limitations can be over-
come through improved communication with students by both teaching 
and non-teaching staff. For instance, students who feel that they have 
been given “the runaround,” as they are sent from office to office to 
resolve a difficulty, will feel less injured by the unfortunate mapping of 
the campus if they are treated with solicitude and respect in each office 
they visit. Similarly, teachers can more than make up for the awkward 
commute between classrooms by showing that they are both knowl-
edgeable about their fields and interested in student development. 

Vulnerable areas for student attachment are suggested by the top-
ics that students chose to address. Primary among these were financial 
concerns and the availability of the services that the college advertises. 
It is clear that full financial backing and rich student support services 
would best fulfill these needs. However, my class experience suggests 
that, simply by being more frank in dialogues relating to student and 
college finances and by allowing the students to partner in decision-
making processes, the College would reap the benefits of increased 
attachment and commitment from the students.

The participatory nature of the project, in which students both 
conducted their own research and were participants in that of others, 
raised not only their skill levels and their feelings of self-efficacy but also 
their sense of dignity. Furthermore, it permitted an empowering eleva-
tion from the usual role of learner to that of collaborator in improving 
education on campus, and contributed much to a change in attitudes 
toward the problems they researched, the school as a whole, and 
themselves. These attitude changes could no doubt be applied toward 
increasing the students’ environmentally responsible behavior. 

In summary, the more strongly the college sustains student learning 
and development, the more success it can claim in creating students 
who in turn care about the college and actively defend its environment. 
An effective and affordable education (if such can be sustained in these 
times of severe budgetary constraint), scaffolded by a more collaborative 
relationship among faculty, administration, and students, should pro-
mote increased levels of campus-wide participation in environmentally 
responsible practices. Such an education should also heighten the will of 
all members of the college community to make the personal adaptations 
required by such practices and ultimately enhance a sense of pride in 
being part of a college committed to environmental awareness. 
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