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Abstract. The article explores the urgent need for systemic climate education in response to the
accelerating climate crisis. The author argues that traditional humanistic and anthropocentric perspec-
tives have contributed to ecological degradation by placing human needs above those of the non-human
world. Drawing on posthumanist thought, the text emphasizes the necessity of redefining humanity’s
relationship with nature to overcome cognitive biases, short-term thinking, and deeply rooted illusions
of human superiority. The article examines how industrial, technological, and cultural developments
have disrupted the Earth’s climate system, leading to rising temperatures, extreme weather events, and
biodiversity loss. Despite increasing scientific evidence, public awareness remains insufficient, hindered
by denialism, misinformation, and a lack of comprehensive climate education. The author proposes cli-
mate education as a holistic, cross-sectoral, lifelong learning process aimed at shaping climate compe-
tences. These include knowledge about climate mechanisms and human impact, critical reasoning
against climate myths, ethical reflection, and practical skills for promoting sustainable behavior at indi-
vidual, local, and global levels. Climate education, grounded in scientific research and environmental
humanities, is presented as an essential tool for adaptation, mitigation, and fostering intergenerational
and interspecies solidarity. Only widespread, coordinated educational actions can help humanity re-
spond effectively to the looming climate crisis.

Keywords: climate education, climate crisis, anthropocentrism, posthumanism, environmental deg-
radation, climate competence.

INTRODUCTION

This text is a continuation and deepening of the reflections that the author has been de-
veloping for some time on education understood in a posthumanist sense (Kaminska,
2022a, 2022b). In one of the earler articles, the author drew attention to a number of
troubling and - still, it seems - barely noticed and insufficiently acknowledged civiliza-
tional challenges arising from an egoistic, anthropocentric vision of the world and of life
on the planet, with the human being placed at its center. Despite the passage of time, the
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power and scale of global threats continue to grow. Consequently, questions emerge re-
garding the strength and wisdom of our humanity and the real chances of the evolutio-
nary survival of the species Homo sapiens, which - although its progress owes much to
its unique capacity for thought, for creating narratives in the form of ideas, and for acting
in cooperation - also possesses an extraordinary ability to make catastrophically poor
choices and to repeat harmful behaviors as a result of insufficient capacity for anticipa-
ting consequences or, worse still, ignoring evidence, warning signals, and downplaying
the potential effects of our decisions. Anthropological and historical analyses show that
the human species has never been distinguished by particular humility or empathy to-
ward other species inhabiting the Earth. Rather, we humans seem to possess an evolu-
tionarily ingrained tendency toward pride and a susceptibility to delusions of grandeur.
Tom Phillips describes this while characterizing the mechanisms of cognitive errors in
human thinking: “We divide the world according to patterns that may not even exist; we
make hasty judgments based on whatever first comes to mind; we choose only the argu-
ments that support our beliefs; we desperately try to fit into the group; and for no partic-
ularly good reason, we steadfastly believe in our own superiority” (Phillips, 2019, p. 43).
We still stubbornly persist in the belief that we should “subdue the Earth,” and that hu-
manistic ideas will protect our humanity and the environment in which we live and
create our cultural heritage. We continue to believe in the assumptions of the humanistic
project of education, the realization of which is expected to make us better people.

Global climate risk and the associated uncertainty about what will happen in 30 or 50
years are slowly but steadily undermining this faith and its dogmas. Education grounded
in humanism has brought many benefits; however, today it is already evident how
strongly it has entrenched an anthropocentric view of reality. Meanwhile, posthuma-
nism - as Sian Bayne rightly notes - “broadly engages with questioning human excep-
tionalism and the fundamental role of ‘humanity’ as it has been constructed in the con-
temporary era. By rejecting any clear distinction between ‘nature’ and ‘culture,’” it works
against dualisms and binaries that we have traditionally drawn upon to define what it
means to be human” (Bayne, 2018). Therefore, when thinking about education in a
posthumanist sense, attention should be paid to the need for non-anthropocentric educa-
tion, which is fundamentally based on deconstructing the way we think about the rela-
tionship between humans and the world, aiming to reduce and flatten the division be-
tween what is human and non-human. This need arises from the fact that, for centuries,
humanity has approached life on the planet with little reflection, treating everything
around us in an objectifying, instrumental, and excessively short-sighted manner.
Knowledge was primarily used to increase material goods and facilitate human existence
by satisfying ever more sophisticated civilizational needs, regardless of the consequen-
ces. By carrying out numerous technological, biotechnological, and digital revolutions,
we simultaneously generated serious crises - including the climate crisis. Today, we
know that the Anthropocene era has brought (and continues to bring) more harm than
benefit to human-culture-nature relations. Environmental education or the concept of
education for sustainable development has done little to help. In the current situation, it
is therefore necessary to urgently promote climate education as a category of no-
nanthropocentric education, both in formal and non-formal contexts.

1. The non-obvious algorithm of anthropocentrism: have we solved the problem?

The civilizational tipping point, which can be said to have already become a reality, was not
generated out of nowhere or by chance. The idea of humanism, over the centuries, has en-
trenched in people a way of thinking and acting dominated by an anthropocentric
worldview, according to which “human beings are the most important entities, their expe-
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rience is the primary perspective for perceiving the world, and their needs and values are
the overriding criteria for evaluating all aspects of reality” (Jasikowska & Patasz, 2022,
p. 781). Here, ontological, cognitive, and axiological anthropocentrism all resonate. Accor-
ding to Ewa Binczyk, the least controversial is “cognitive anthropocentrism, according to
which we cannot avoid interpreting all issues from a human perspective. We are inevitably
bound to adopt the human viewpoint, both in our reasoning and in making moral choi-
ces” (Binczyk, 2018, p. 258). It seems that an anthropocentric view of the world is, for hu-
mans, both a blessing and a curse. This can be called the “non-obvious algorithm of anthro-
pocentrism”. Non-obvious, because the outcomes of our actions are ambiguous and some-
times unpredictable, despite proper and hopeful intentions. In theory, an algorithm is a care-
fully developed procedure aimed at solving a given problem or task. Such a procedure as-
sumes the existence of appropriate input data, from which the desired outputs are genera-
ted. Along the way, specific conditions and rules are established, the fulfillment of which at
each step is supposed to guarantee success - that is, the solution of the problem. We as-
sumed that our anthropocentric pattern of thinking and acting was the most perfect and
would lead to solving humanity’s problems. Consequently, it turned out that while we su-
ccessfully eliminated some civilizational issues, others were not only left unresolved but
multiplied, or even exacerbated existing ones.

Anthropocentrism (especially ontological and axiological) and the implementation of the
idea of a permanent revolution - from cognitive, through agrarian, to industrial - have, in the
long term, caused the degradation of the natural environment and the collapse of ecological
balance. As Yuval Noah Harari writes, “The Industrial Revolution brought new methods of
energy conversion and goods production, freeing humanity from dependence on local eco-
system resources. People cut down forests, drained marshes, dammed rivers, irrigated
plains, laid thousands of kilometers of railway tracks, and built skyscraping metropolises. In
the process of transforming the world to suit the needs of Homo sapiens, entire habitats of
plants and animals were destroyed, resulting in species extinctions”. “Our once green and
blue planet has become a concrete-and-plastic shopping mall” (Harari, 2019, p. 426). We
have been let down by thinking guided by cognitive anthropocentrism, which should have
directed humanity toward “not cutting the branch on which we are all seated”. Our choices
and decisions began to threaten ourselves. The transformation of the world according to the
motto “We are the rulers of the Earth” has evidently proceeded (and continues to proceed)
according to a morally flawed algorithm. Ryszard Kulik (2010) captures this insight accu-
rately and rather radically describing anthropocentric thinking as a “narcissistic usurpation”,
a “historical and developmental anachronism”, and a worldview that assumes an
“irreconcilable conflict between humans and the rest of nature”.

The effects, manifested in the acceleration of the climate crisis, are already being felt in
everyday life. Scientists also write about the global consequences. It is true that the climate
has always changed, but never at such a dizzying pace. In the current state of science, the
concept of the climate system is used (Ziernicka-Wojtaszek, 2020, p. 145) encompassing the
entire planet. The elements of this system, which are interconnected and interact through
complex functions, include the atmosphere, hydrosphere, cryosphere, part of the lithosphere,
and the Earth’s biosphere. Therefore, any change within the system triggers more or less
pronounced transformations of the entire system. Aleksandra Karda$ and Szymon Malinow-
ski emphasize that “the foundation of the climate is always the role of solar energy and the
interactions of radiation with the atmosphere surrounding the planet, followed by its flow
between the individual elements that make up the structure of the Earth” (Kardas & Mali-
nowski, 2021, p. 151). Climate stability, in terms of energy balance, requires that the amount
of energy received by the Earth be balanced by its radiation, in which, among other factors,
the shape and properties of the Earth’s surface and the related albedo play a crucial role -
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the higher the albedo, the greater the portion of radiation reflected and the smaller the por-
tion absorbed, as in the case of snow albedo. The flow of solar energy and its radiation occurs
through the atmosphere surrounding the planet, whose appropriate composition determines
the achievement of a balance suitable for maintaining temperatures conducive to the exis-
tence of such diverse forms of fauna and flora (Karda$ & Malinowski, 2021, p. 21-22). When
this balance is disrupted, undesirable meteorological phenomena emerge, or more precisely,
changes occur in their frequency and intensity. The final stage may be a global and irreversi-
ble change in the Earth’s climate.

The main factor that should raise serious concern in the context of climate change is the
increase in global temperatures and the directly related anomalies in the amount and inten-
sity of precipitation, glacier melting, and destructive hurricanes. The WMO report states that
“the beginning of the 20th century was characterized by average temperatures of 13.6°C -
13.8°C, which did not exceed 14°C for fifty years, before gradually starting to rise. At the turn
of the century, a clear upward trend in global temperatures emerged, reaching a difference of
half a degree Celsius in the years 2001-2010” (World Meteorological Organization, 2013,
p. 3) in the years 2011-2020, they exceeded it by 1 degree Celsius compared to the second
half of the 19th century. These seemingly small deviations are significant because the in-
crease in global surface temperature since 1970 has occurred faster than during any other
50-year period in the past two thousand years (IPCC, 2023, p. 1-34). Everything that occurs
as a result of rising temperatures has an impact on life on Earth. Researchers have revealed
that the variability of warming and glaciation periods typically followed cycles with a fre-
quency of approximately 120,000 years. This, in turn, led to the formation, around 11,500
years ago, of relatively stable yet diverse climatic zones (Sadowska, 2013, p. 13). However,
the ingenious yet largely irresponsible human species, through its activities aimed at civiliza-
tional development, has generated a dangerous risk of ecological catastrophe due to the un-
precedented scale of greenhouse gas emissions into the atmosphere.

About 50 years ago, we began to notice symptoms indicating that the path we had chosen
in shaping and realizing the vision of the human and non-human world was flawed. A key
impetus was the 1972 report The Limits to Growth by the Club of Rome, which demonstra-
ted that continuous economic growth could have negative consequences for both humans
and nature. At that time, we realized that “the natural world is not our playground” (Phillips,
2019, p. 52), although we are still far from full awareness of climate threats and risks. This is
where the realm of education and access to it comes into play, which I understand as access
to reliable, verified sources of knowledge, because ignorance in this area may be a lesser
problem than relying on popular - often false - opinions and views spread by representa-
tives of so-called denialism (Binczyk, 2018, p. 258) - people who adopt an irrational stance
by ignoring, rejecting, or denying scientific findings. Unfortunately, sometimes such false in-
formation is deliberately fabricated and cynically used for political or economic lobbying
purposes. We may also encounter a milder form of this phenomenon, known as climate
change denial (Binczyk, 2018, p.259), that is, skepticism toward anthropogenic climate
change.

The importance of climate education and potential solutions, as one of the conditions ena-
bling adaptation, is emphasized by the authors of the IPCC 2021 report. In this document,
adaptation is recognized as a key factor in reducing exposure and vulnerability to climate
change. In human systems, adaptation is defined as the process of adjusting to the current or
projected climate and its effects in order to mitigate harm or take advantage of opportunities
associated with climate change. In natural systems, adaptation is the process of adjusting to
the prevailing climate and its impacts, and human actions can support this process (IPCC,
2021, p. 6). The authors of the report stated that “expanding knowledge about risks, hazards,
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and their consequences, as well as available adaptation options, promotes the undertaking of
social and political actions (high confidence)” (Binczyk, 2018, p.258). Broad access to
sources, as well as top-down, bottom-up, and cross-cutting processes, can deepen climate
knowledge and its dissemination, including building competencies at all levels, educational
and informational programs, the use of art, participatory modeling and climate services, in-
corporation of Indigenous and local knowledge, and citizen science (high confidence). Such
actions increase awareness, enhance risk perception, and influence behavior (high confi-
dence) (IPCC, 2021, p. 30).

Of course, there will always be naysayers who criticize, doubt, and look for “flaws in eve-
rything”. However, when we pay attention to the reports and arguments of scientists, we
cannot - as the so-called “rulers of the Earth” - ignore the results of research, observations,
measurements, and statistics. As Lukasz Lamza writes, “when 95 percent of climatologists
tell you that there is a 95 percent probability that human greenhouse gas emissions are res-
ponsible for current long-term climate changes, and that there is a 75 percent chance that
over the next half-century the situation will worsen to the extent that millions of people will
be in immediate life-threatening conditions (...), one can, of course, nitpick about the
‘missing percentages’, but in return we will have nothing better to offer” (Lamza, 2022,
p. 194).

2. From environmental education to education for sustainable development: why
climate education matters?

It is thus evident that there is no shortage of evidence showing that anthropocentrism has
led humanity into a dead end. Environmental education has, to some extent, helped steer us
away from the path to catastrophe. Later, we turned to the concept of education for sustain-
nable development. However, it seems that too little attention is still being paid to climate
education. For a long time, we appear to have adhered to the romantic “model of protecting
nature” instead of moving toward a model of repairing and restoring it, which essentially
means compensating the planet for the damage caused by human hands (Binczyk, 2018,
p. 258). This means that we are unable to shed the anthropocentric perspective, which dic-
tates the protection and care of something that is external to humans and dependent on their
actions.

Environmental education emphasizes “orientation in the surrounding socio-natural reali-
ty and the development of a positive attitude toward the holistically understood socio-
natural environment, implying pro-environmental actions aimed at maintaining the stability
of the biosphere” (Gola, 2018, p. 172). The curricular pillars of this education include, among
others, (...) promoting environmentally friendly behaviors and attitudes, including its protec-
tion, (...) fostering unity in caring for the environment, and creating an ecological culture by
appealing to the axiology of environmental protection (Klimski, 2014, p. 44). The idea of sus-
tainable development refers - interestingly enough - to maintaining balance and stability.
Indeed, the 2015 UN resolution on Sustainable Development Goals calls for “urgent action to
combat climate change and its impacts”, and one of the tasks explicitly states the need to
“enhance education, awareness, and human and institutional capacity on climate change mi-
tigation, adaptation, impact reduction, and early warning systems for hazards” (Organizacja
Narodéw Zjednoczonych, 2015, p. 26). However, researchers increasingly point to the ex-
haustion of the idea of sustainable development, whose main message is “limiting our cur-
rent exploitation of natural resources in such a way that future generations also have the op-
portunity to meet their own needs. This idea assumes that economic development should be
in harmony with ecological requirements and the principle of social justice” (Binczyk, 2018,
p- 133). Robert Jurszo rightly calls sustainable development “patch ecology” (Jurszo, 2014,
p.- 19), because it represents an anthropocentric, objectifying reduction of the concept of na-

|@ @ © Kaminska M. 159



Education: Modern Discourses / 8, 2025 ISSN 2617-7811 (Online)

ture to a resource that we protect so that it serves humanity for as long as possible. We aim
to mitigate the effects of climate change without addressing its root causes.

That is why we need wise, reliable, thoughtful, and long-term climate education, which
should be implemented across all social and educational environments (regardless of the age
or social status of the recipients), using all possible methods, forms, and means. Climate edu-
cation is both education about the climate and for the climate. It is education that is deep in
both axiological and cognitive terms, responsive to scientific achievements in the field of cli-
mate studies, as well as in the area of environmental humanities. The goal of this education is
to raise social and ecological awareness regarding the impact of human activity on the cli-
mate, as well as to promote actions aimed at mitigating the negative effects of climate
change. It should be linked to the development of climate competence, which includes:
knowledge about climate change, its manifestations, causes, and consequences; skills in iden-
tifying problematic human behaviors contributing to the climate crisis; and the ability to take
effective actions at the individual, local, and global levels to eliminate causes and reduce ef-
fects that pose real threats to the planet and human populations. Climate education should
foster the development of appropriate pro-climate attitudes and habits based on a coherent
and universally understandable system of ethical norms and principles. From a posthuma-
nist perspective, this primarily concerns interspecies and intergenerational solidarity, a
sense of community with the non-human world, and a departure from the anthropocentric
hierarchy of values. Important directions for climate education include:

 proper understanding of the concept of climate and raising awareness of the causes of
climate change;

e correct interpretation of the consequences of climate change (heatwaves, wildfires,
dieoff of trees and forests, invasions of species altering specific ecosystems, droughts, cy-
clones, floods, “hydrological uncertainty,” deterioration of drinking water quality, and loss of
access to water) (Binczyk, 2018, p. 26);

e replacing so-called “shallow ecology” with “deep ecology” (Kulik, 2007, p. 3-4);

e promoting “green consumerism,” i.e., choosing products based on how they are pro-
duced (e.g., organically grown food), while also understanding phenomena such as green-
washing (Binczyk, 2018, p. 258);

e combating climate myths (Kardas$ & Malinowski, 2021, p. 97-99);

« informing about the positive outcomes of scientific research on climate change and glo-
bal achievements, such as the recovery of the ozone layer (Fialka, 2023);

e showing the benefits of pro-climate actions, instead of provoking irrational fear
(Stoknes, 2015, p. 149);

« evaluating the extent to which school curricula and textbooks are filled with scientifical-
ly verified knowledge about climate change (Niesporek-Szamburska & Przybyla, 2021;
Koztowska, 2021);

e promoting the naturalistic approach of forest pedagogy (Paluch, 2022) as well as educa-
tional concepts such as outdoor education, adventure education, and environmental educa-
tion (Bak etal, 2017, p. 41).

CONCLUSIONS

As the results of nationwide studies show (Wojcik, 2021), More than half of Polish women
and men consider climate change to be one of the main global threats. At the same time,
around 40 percent doubt the possibility of halting the ongoing changes. This may result from
a low level of knowledge, as only one in three respondents is aware of the difference bet-
ween climate change and general air pollution (smog); only 40% of people know that the
current climate change is not part of a natural cycle (Budziszewska & Swiderska, 2021,
p. 111). This means that we do not ignore the threat, but we demonstrate helplessness in the
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face of its scale. Certainly, individual actions to curb the climate crisis are very important, yet
they are clearly insufficient. Actions in the field of climate education will also be much more
effective if they take on a widespread, organized, and purposeful character. Research fin-
dings clearly show that this imperative cannot wait. We can no longer avoid serious conse-
quences of climate change, but through intensive, thoughtful education, we can ensure that
we unite to prevent an irreversible catastrophe.
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