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Abstract
Research was conducted to determine if role-plésgnautilized within environmental education
programs, could strengthen feelings of connectiamature in children. Six classes participated
in the study through taking part in a fieldtriptia¢ Devonian Botanic Garden; a department of
the University of Alberta located in Edmonton, Aftae Classes participated in one of two
programs, which differed in pedagogical strategoes used a delivery method of direct
instruction and the other guided embodiment. Tataollection techniques were used: pre and
post program surveys, as well art developmenth bethniques designed to measure the effect
of the pedagogical strategies on the participdeeings of connectedness to nature. Findings
indicated that students who participated in the @fithent program showed inclination to value
their environment more intrinsically, where studepéarticipating in the direct instruction

program showed tendency to view the environmeneraothropocentrically.
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Chapter 1: Introduction
L oss of Connection to the Natural World

There are a vast number of people in the world fekbwithin them an affinity for the
outdoors. They spend their days hiking canyonstcsling song birds, reading books in the
shade of a tree, or merely appreciating the brasaeblows across their face. These
individuals, often labeled outdoorsy, environmenpaleven hippies, have established a kindred
relationship with the natural world and experiefemings of connection and love for it, feelings
commonly referred to as ‘biophilia’ (Wilson, 1984Yet over the past few generations, it has
been noted by many that individuals’ relationshipth the natural world have become
increasingly less intimate, if not completely aligeng., Bonnett & Williams, 1998; Cobern,
1993; Louv, 2006; Louv, 2011; Ulrich, 1993; Wilsdr§84).

The disconnection individuals are experiencing ftbmenvironment is not a new
phenomenon, but rather is a shift which has beeardag for generations, significantly altering
how communities interact with each other and thtenahworld (Zaradic & Pergams, 2007).

Our ancestors grew up with close contact to enwemt, playing in fields and forests as
children; yet modern society is moving away frons fifestyle, experiencing what White (2004)
labels a “long, sad, divorce from nature” (p. Bs societies become increasingly modernized
and fast-paced, people are spending less time otg@s new technologies and media outlets
capture their increasingly limited free time (‘USrEst Service’, 2009). ‘Hyper-separation’ is a
term frequently applied to this environmental disoection, and was coined by philosopher and
ecofeminist Val Plumwood (2003), referencing th&tidct separation between humans and

nature in Western culture, and the frequent viewattire as being inferior and “lacking any real
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continuity with humans” (p. 54). Individuals exmcing hyper-separation are ultimately less
familiar with the outdoors and therefore less ki spend time there.

Children and Nature

Disconnection from nature is not an occurrencetéichto adults, but rather evidence of
this disconnection from the environment in childhers been noted in numerous studies (Aaron
& Witt, 2011; Bailey & Watson, 1998; Bonnett & Waims, 1998; Ernst & Theimer, 2011,
Keliher, 1997; Strommen, 1995). Relationships \lig environment often begin to form at a
young age, and due to a number of modern factats @&slincreased urbanization, apprehensive
parents, over-structured schedules, etc., childrerspending less and less time outdoors,
adversely influencing their emotional connectedmwesis the planet (White, 2004, p. 3). Access
to the environment is rapidly diminishing for totgghild and through their removal from
outdoor play, children lack physical and persoxalegiences with nature (Sobel, 1995; Louv,
2005). Pyle (1993) has labeled this phenomenofeiimction of experience’ where children’s
lack of personal connection with nature will oftead to a lack of concern for it. Children
become disconnected and fearful; often losing bilyato relate to and empathize with the
natural world (Louv, 2005, p. 13).

Coburn’s (1993) study speaks to this disconnectigrere college students interviewed
about the environment were extremely capable afidating facts, definitions, and benefits of
nature, yet when asked to describe their emoticohection with the environment, most were
at a loss. Many of the students expressed feetihfgsar and anxiety, and commented that they
had never really “known nature” at all (p. 942).sinilar study by Aaron (2011) noted that

while children generally had a positive attitudeaods the environment, they were often limited
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to experiencing it through artificial means, sushaavisit to the zoo or a science centre (p. 160).
Many of the participants expressed feelings of etiyxf exposed to “real” nature, and Aaron
concluded that the children’s level of nature awass correlated strongly to their direct
experiences in nature, which are, for the most partinishing (p. 146).

The feelings of anxiety and fear felt towards thei@nment have come to be known by
many as ‘biophobia’, defined as an individual’'sgisposition to negatively associate with
natural stimuli (Ulrich, 1993, p. 76). The termsayaopularized by Sobel in his 1995 book
Beyond Ecophobia: Reclaiming the Heart in Naturei&dion(1995), where he prescribes a
solution to biophobia through a gradual introduttid children to the natural world, with the
aim that they begin to foster feelings of connettend ultimately feelings of love. Sobel says,
"let us first cultivate an understanding of theitend lifecycles of chipmunks and milkweed -
organisms children can study close at hand" (ph&) move to more complicated concepts as to
not overwhelm and alienate youth from the environime

The concern of youth’s separation from the envirennwas further thrust into the
spotlight by writer Richard Louv (2006), whose bpbést Child in the Woodstands out athe
influential piece of writing donning the bookshedvef teachers, environmental educators, and
parents alike. In his book, Louv sets the fouradator a global movement through coining the
term ‘Nature Deficit Disorder’, which has been usedescribe the host of emotional, medical,
and mental issues plaguing both children and athdtsng environmental contact and
connection (p. 10). Louv cites the cause of tisewier as western society’s current culture of

fear and its steady removal of children from theimmment. With parents themselves often
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remaining indoors (p. 11), today’s children lackmtoeship in forming their relationship to
nature.

A number of other authors have also found limitadeptal guidance as a principal cause
of children’s removal from the natural landscapeclildren’s perceptions are often impacted, if
not shaped, by their parents, teachers, and thear(®aron, 2011; Gotch & Hall, 2004; Hyun,
2005). Adults with little natural experience hdkie potential to negatively impact their
children’s relationship with the environment bydwartently passing on “feelings of fear and
discomfort’ of nature due to the parents” own atigge(Hyun, 2005, p. 209). Children have
subsequently inherited the fear of the outdoorsnextea by their role-models, which has far
reaching implications as children who do not playnd value the outdoors often allow “its
continued exploitation and destruction” (p. 5).

Natur e connection and environmental behaviour.

Loss of connection with nature is generally beltet@be a primary predictor of future
environmental behaviours, and without connecticana¢arly age, there is a reduced chance
individuals will feel inclined to protect the eneirment in the future (Chawla, 2009; Kahn &
Kellert, 2002; Louv, 2006). The early attitudesswucted within individuals help shape their
future thinking as both adolescents and adultsrfiieg, Dwyer, & Bracken, 1995, p. 23), with
numerous studies finding that early childhood eigmeres in nature significantly increase the
likelihood of lifelong positive attitudes towardsetenvironment and environmental issues
(Aaron, 2011; Chawla, 2009; Wells & Lekies, 2008he environmental conditions a child or
adolescent becomes accustomed to earlier in I§eats® been found to serve as a benchmark to

which they will measure environmental degradatiothieir future (Kahn, 2001, p. 7), so with
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little connection to nature, there exists the gubsi of ignorance toward declining
environmental conditions.

Reconnecting to the Environment

So the question then becomes evident: how can eeanect individuals who have lost
their connection to the environment? Many différgoproaches exist: green marketing, media
campaigns, programs directed towards youth, seraaseverything in between. Many have
assumed if we could simply educate individuals alioe environment sufficiently, they would
be more inclined to protect it. Yet educating maividual about an issue does not necessarily
mean they will care about it because they are bietfiermed, a point Karvonen-Lee (1997)
articulates well in the following statement:

Without an attitude of respect towards nature,amchtimate relationship with

nature, knowledgaboutnature is futile. The only way we can respect aae c

about something, is if we know it intimately; it sttmove from being an inferior

object of study to a subject that we care aboutralade to on an equal level. (pp.

8)

Shultz’s (2000) research delves further into indlisls’ connection with the
environment, finding that the tendency of an indiaal to be environmentally conscious in life is
related to the degree they see themselves asontected with nature (p. 391). If one does not
see a relation between oneself and the environrtiesrt,environmental degradation will be of

little concern as it will not be perceived to berdaing to the individual (p. 401).
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Encouraging children to connect.

Perhaps one of the most effective ways to encouratpgduals to form a connection
with the environment is to give them the opportytat explore and learn from nature first hand.
In the past, children would form relationships witle environment through immersion in the
natural world, yet evidence has found that thekgioaships in the modern world do not
necessarily form naturally when children are introed to the environment (Aaron, 2011; Kahn
& Kellert, 2002; Louv, 2005). This lack of relatiship formation between children and the
environment necessitates the need for role-modéiglp guide youth to better connect with
their surroundings. Teachers and other adult ne@te needed to “provide early school
experiences that promote a positive view of nat{ik&liher, 1997, p. 242). As the emotions a
child holds about the natural world are at the adréheir affective learning, these emotions have
“implications far beyond the immediate classroomesience”, and therefore their cultivation
should be the responsibility of both teachers aar@émts (Koballa, 1995, p. 63). Louv (2006)
offers that while there is a need to reintroduaédogn to the environment both at the family and
institutional level, the first step must begin walshift in how the environment is perceived.

How children identify or connect with nature isesftbased on the types of experiences
they have had with it. In a 2002 study, Kelleraemned children’s various encounters with the
environment and concluded there were three prihoigiaire experiences children could have:
direct, indirect, or symbolic (p. 117). Direct eéx@nces are defined as activities with direct
physical contact with the environment and “nonhursecies” (p. 118), where indirect
experience reference more contrived interactiams) 8s trips to a zoo or museum (p. 120).

Symbolic experiences represent encounters wherentfisonment is artificial or simulated,
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including watching a movie or playing an internatrge (p. 120). Indirect and symbolic
experiences offer benefits to individuals whendireature experiences are unavailable, but they
are increasingly being accepted as sufficient envirental experiences on their own (Aaron,
2011, p. 162). The shift from direct to indiregtfdolic experiences provided to children
required consideration, as merely educating stsdgmbut the environment and encouraging
natural-awareness does not necessarily lead toenedanections.

Existing Environmental Education Programs

Many educators turn to environmental education (&Byrams in an effort to “enable
better understanding of the complexities of theremment” and ultimately inspire a more
harmonious relationship between their studentstlam@nvironment (UNESCO, 1977, p. 12).
EE programs are delivered in a variety of formspfroutdoor fieldtrips and classrooms
presentations, to websites and community gardEdsicators have utilized a number of
different approaches to fostering stronger relatgos between children and the environment,
with some proving more successful than others (Bd& Ballantyne, 2007; Bailey & Watson,
1998; Bicknell & Fisher, 1993; Bragg, 2000; Cui##eHay, 2000; Driscoll & Lownds, 2007;
Ernst & Theimer, 2011; McNaughton, 2010).

Strengths of current EE programs.

Environmental education programs can, and havelygex positive changes in students’
knowledge and attitude towards their environmemtKiRson, 2001, p. 299). Children in
western cultures often learn about topics, inclgdire environment, through textbooks and in-
class activities, where environmental programs gtuelents the ability to escape the classroom

and discover the natural world through place-bdsaching. Environmental programs provide
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experiences, often in the form of fieldtrips, schgardens, and other outdoor activities, that
allow children to learn through their senses anttlseon activities, which provide the
opportunity for a deeper connection with the envinent. Trained professionals, either teachers
or environmental educators, are able to “enrichehnd the curriculum” while “strengthening
observation skills by immersing children into seysactivities” (Nabors, Edwards, & Murray,
2009, p. 662).

EE programs limitations.

While there are numerous strengths afforded byrenmental programs, there also exist
substantial restrictions in the capacity of someeru EE programs to successfully engage
children with nature. A considerable failing i® tbrevalence of negative messaging. In an
effort to evoke an emotional connection to the emunent, a number of EE programs utilize
fear and negative tones in their programs, sucheasonstant reminder that children must ‘save’
a dying planet (Cheng, 2008; Louv, 2006; Strommé&95). Through this approach, children
often resist forming a connection with the natuvatld out of apprehension, and consequently
are unlikely to be concerned with environmentalsawaation later in life (White, 2004, p. 6). A
similar communication error often made in EE prognang is identified as ‘premature
abstraction’, which was coined by Sobel (1995)enkature abstraction refers to the notion of
teaching children about concepts beyond their cehgmsion level too early in their
development, often leading to withdrawal from thbjsct, or even the development of phobias
(Sobel, 1995, p. 5). While attempting to elicincern, educators need to first lay the appropriate

building blocks of connection to the natural wdidm which to draw the empathetic concern.
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Unsuitable timelines are yet another failing of m&f programs. Environmental
programs are often overloaded with activities aal with information, leading to limited time
(if any) for reflection and inquiry by the partieifing children. It is logical that these programs
are appealing to teachers with their balloonedartniyet they often allow only for a superficial
connection between students and the outdoorsfisamgiquality of experience for “curriculum
coverage and objectives” (Naboes,al, 2009, p. 665).

Is there a way environmental educators can bediming children back to the outdoors
in a manner that encourages connection, not fusiyearation? While returning them physically
to nature is often achievable, the real challesgagaging them with their surroundings and
eliciting an emotional connection. White (2004)irid this problem occurs as many EE
programs approach environmental learning from ait’adgperspective, not a child’s (p. 6). In
an attempt to address the issue of divergent lequstyles and differing developmental levels,
many educators have turned to EE approaches tt@piorate placed-based learning, creative
teaching practices, and time for inquiry by thedstuts (Driscoll & Lownds, 2007, p. 106).
Allocating more time outdoors in less structuretivitees can give students the opportunity to
learn through imagination and inquiry, though pesgmers must be mindful to balance
imaginative learning with curriculum concepts teere the program effectively supplements
classroom learning (Millan, 1995, p. 12).

Personal M otivations

The inspiration for this research study came froynexperience as an environmental

educator, a position | have held for the past sgeans. Working at a variety of environmental

and educational centres, | increasingly found niyg&tstioning the current state of EE
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programming. Through my work, | noted time andiaglat while existing environmental
programming often brings children back to the ootdghysically, it seems to lack the ability to
create a true connection between children and émeironment. New programs are produced to
meet changes in curriculum, yet the messages fegsseem to only be reaching the children on
a superficial level.

To research effective EE programming, | decideeidamine my own life experiences to
determine where | had first developed my love efahtdoors, which | hoped would help direct
me towards a relevant research topic. Growinggagity setting within an urban family, | was
not familiar with camping vacations or weekend Biké&ly ‘environment’ consisted of the block
radius around my home, with the nearest natural eniées away. Outdoor nature experiences
were limited to catching lady bugs and picking t@spies in my backyard. It was not until |
reached the age of eight that two key occurrenicaaged my relationship with the environment.

My family decided to move to a new home that yaad our new property backed on to
an extensive ravine system. Suddenly, my ‘enviremthrgrew from a block of concrete to what
seemed an endless corridor of forests and adventlifgegan to spend all my afternoons in the
ravine: exploring, forging trails, and building fer After time, | started to bring friends down to
my new world, where we would make up elaborateatttars and spend the hours before dinner
acting out our role-plays. It was through theseerded play periods | become comfortable with
my local environment, was introduced to variousiplnd wildlife species, and forged the
beginning of what has proved to be a life-longtreteship.

The second experience that fostered my relationshipthe environment was

attendance at a local summer camp. Located ckefrdat, forested property, my childhood
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summer camp was an oasis | looked forward to mgiach summer. While as a child | saw
these weeks as a time filled with friends and garmeslect and see these years were
instrumental in providing role-models who aided pans like me in discovering the wonders of
the natural world. | learned to build fires, scakes, and sleep under the stars, all while being
inspired by adults who obviously felt a deep pas$w the environment. A variety of activities
at the camp also afforded campers the abilityke tan characters when exploring the natural
areas. These roles, ranging from bears to knightsagicians, allowed us to explore our world
from a brand new perspective. Costumes and masksoften used, and days were filled with
make believe and forest play.

Both the experience of natural access and atteedsrsummer camp provided me
natural encounters that were entertaining and $itmg. Through the extended periods | was
allowed to explore nature, | gradually discoveieel ¢nvironment and forged a relationship with
it on my own time. A stand-out feature of bothtloé experiences was the use of role-play in
connecting with the environment. By taking on pleespective of various characters, | was able
to see my environment from a variety of views, aadsequently appreciate its diversity. It was
these dramatic situations that ultimately led ®firmation of my research topic.

Resear ch Question

My research examined if the use of role-play iniemmental education programming
encouraged feelings of connection in children talsahe environment. By utilizing an
approach that allows children to be actively pgrtiting in the learning process, | have
investigated whether participants feel a stronganection to the environment through engaging

in embodied experiences than through more traditiprograms based on direct instruction.
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Chapter 2: Literature Review

Before beginning my thesis research, | was inteckest first examining the ways
environmental educators and researchers have vaeddnd art in EE programs, not only in
research itself, but in the data collection proaeswell.
Drama and Role-play

Drama and character-based programs lend themdelwse in EE programs as they
facilitate children imaginatively identifying andng@athizing with the natural world (Levey,
2005, p. 15). Most cultures in the world utilizerse form of drama or story-telling to pass
important information through the generations, gygmg its success as a communication tool
(McNaughton, 2004, p. 154). Role-play incorporatfesracters and situational scenarios,
helping students “personify objects and animalmftbe natural world and therefore relate to the
environment through a new way of seeing thingsv@ye 2005, p. 16). By embracing a new
perspective through the lens of a character’s eyeklren are able to empathize with other
beings and form a stronger appreciation for thewirenment by experiencing how another
creature would view it (Levey, 2005, p. 15). Istady examining the presentation of historical
material in a museum setting, it was found childirehated to characters and more deeply
grasped historical narratives when presented througmatic means than via more traditional
activity-based means”, demonstrating its appropniess as a communication technique with
young participants (Adcock, 2007, p. 2; see alsiskan & Leahy, 2005).

The lived experience of drama is also beneficialiowing for the formation of powerful
emotion-based memories that leave students withrerglimpressions of the program (Adcock,

2007; Bicknell & Fisher, 1993). Through animated dively presentation, students are able to
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easily draw on their imagination and feel connettea group working towards a common goal
(Adcock, 2007, p. 2). In this way, role-play inporates aspects of fun and play into its
scenarios, attractive features in an educatiomdlused when working with youth (McSharry &
Jones, 2000, p. 73).

The use of perspective taking in role-play.

Perspective taking in role-play allows the partigifs to take on a “part” or character in
the aims of helping the players better understaneldacational message or topic (Errington,
1997, p. 4). Through taking on a character, padits are able to abandon their concept of self,
and if the drama is successful, the players mag &aleandon their cognizance of the artificiality
of a situation” and embrace the role-play aswetre real (Zillmann, 1994, p. 33). Itis in this
state of imagination that the numerous benefit®letplay become apparent, including
enhanced skills in communication, cooperation, @egbtiation, (Cutler & Hay, 2000, p. 183).
Through perspective taking, participants are alde t individually improve upon personal
characteristics such as tolerance, advocacy, aoctd@uy (Bonnett & Williams, 1998, p. 1).

While some activities and classroom programs ctigrenilize perspective-taking in
some manner, role-play enhances the programs lmpeaging participants to actively help
shape the activity. Players are encouraged tolwkaibody a character, as to be successful in
the role-play they must interact and respond taudtias they imagine their character would,
promoting more substantial absorption of the maté€Gutler, 2000, p. 180). Consequently,
role-play allows for a highly charged and educatlatctivity, driven by the instructor, but

powered by the imagination of the students.
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Utilizing Role-Play in Environmental Education

Within EE programming, role-play has been beconeepied by many environmentalists
and educators as an exceptionally useful tool (Bdd& Ballantyne, 2007; Bailey & Watson,
1998; Bicknell & Fisher, 1993; Boggs, Mickel, & Hoim, 2007; Cutler & Hay, 2000; Errington,
1997; Karvonen-Lee, 1997; Levey, 2005; Macklin, Rigaard, & Johnson; 2010; McNaughton,
2004). By engaging participants’ imagination, fplay allows students to visualize and connect
with people and places in stories (McNaughton, 2@1@92). As involved characters, they are
encouraged to consider values and make judgmertistaadf of their role while collaboratively
working with their peers (p. 293).

In an intriguing case study within her paper, Mchation (2010) describes a classroom
drama program where students participated in a puwitrole-plays examining waste and its
effect on their neighborhood. Following the contiple of the program, a group of the
participating students self-organized and conduatschool yard clean-up, substantiating the
impact “imaginary” role-plays can have on childi€neal-world behaviours (p. 297).

McNaughton came to four principal conclusions rdgay the benefits of role-play to
environmental education (p. 305). Firstly, shdaegermined that drama affords participants the
“distance” of make-believe to evaluate real-wontdigems in a secure setting. Secondly,
participating teachers are able to work collabwedyi with their students and through their role,
challenge perceptions and subtlety guide the egpeei. Thirdly, through their roles, students are
able to use non-verbal communication techniquesftect on the topic at hand and
communicate with peers. Lastly, students are @mbéerutinize a wide variety of perspectives

with regard to environmental concerns, allowingdeeper consideration of issues.
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McSharry & Jones (2000) touch on a number of aolofii attributes of role-play,
including the concept that role-play is based ugenidea of ‘play’, and accordingly it has the
potential to make a topic more entertaining andetioee accessible to children (p. 73). The
authors note that in numerous studies, the majofisfudents who have participated in a role-
play find it both easy and enjoyable (p. 80). Thésp stated that as role-play is a product of its
participants and the situation, it is never the s&wice (Cutler, 2000, p. 194), and the mystery
of the outcome aids in maintaining active engagerienughout the program (McSharry &
Jones, 2000, p. 79).

Adcock and Ballantyne (2007) have examined thengthes of artistic interpretation as an
inspirational tool in environmental education. TEhahors’ argue that the highly sensory
experience provided by the natural environmenta el further deepened by utilizing the
medium of art (p. 31). Stories and drama in paldiccan be used to create memorable learning
experiences as they are great communication tbatscain add an additional dimension to an
experience. For younger students, especially thatbelimited dramatic experience, the
opportunity to portray a character can inspire warfce and can be remembered with clarity for
years following the event (Jones & White, 198024). Through interviews, Adcock and
Ballantyne (2007) examined the perceptions of drpraatitioners regarding their experiences
working with a variety of different pedagogicalagggies. Results collected from the interviews
indicated high levels of engagement and enjoynmrenh fparticipants in dramatic sustainability
programs, due in large part to its uniqueness. Mo${2000) came up with similar findings,

concluding dramatic role-plays encouraged highestténgagement while also encouraging
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students to work through “potentially difficult etimnal or behavioural real-life events in a safe
way” (p. 77).

Another benefit of role-play is its ability to engage better understanding of concepts
through the taking on of the perspectives of othéviduals. Role-play allows individuals to
take on the attributes and behaviour of anothetasna result better understand their
motivations and actions. This enhanced understgralso extends to difficult concepts and
terms that through role-play, are often given nmameurate context and can be more readily
understood (McSharry, 2000, p. 73).

In examining drama as an EE tool from another patsge, Bailey and Watson (1998)
investigated the importance of collaborative woekween students and teachers by developing
mental models that allowed students to better wgtded ecological concepts (p. 142). One of
their most notable findings was that in many camesshers “over-emphasized the ‘impassive
observer’ interpretation of the scientist” (p. 1L50@picating a need for students to take a more
active role in learning about the environment éttare to develop feelings of empowerment
towards shaping it Equally, for role-play to bepoyed successfully, it requires complete
character ownership by the participants, which seede effectively modelled first by the
program leader, not merely “preached” to the sttaléhdcock, 2007; Jones, 1980). Both
McSharry (2000) and McNaughton (2004) similarly cdowled that role-play’s ability to engage
students as active learners gave them a stronglardgeof ownership over their education; as
well, it allowed teachers to work with the “feeliagd creative side of education” (McSharry,

2000, p. 74). Role-play was also found to haveathity to draw out reflections and evaluation
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from participants, as opposed to them being merebervers in traditional drama programs
(McNaughton, 2004, p. 141).

Role-play leading to empathy.

Through perspective-taking and the character emexti used in role-play, participants
are given the opportunity to empathize with thdse they are portraying. The word empathy
was first coined in English in 1909, when it wanilated from the German teimfihlung
roughly translating as ‘feeling into’ another epiiBrentano, 1924). Rather than superficially
playing a role, empathy involves the player takimgmeaningful emotions that would be felt by
their character, which often engaging the playeespond as their character would to various
stimuli (Zillmann, 1994, p. 40).

Schultz (2000) had children participate in roleyptaenarios to examine their feelings of
environmental concern. He found that students @bk on the roles of animals being harmed
by pollution showed “significantly higher levels adncern for the welfare of plants and animal”
than those who played impartial characters (p..3%2)lowing the role-play, students viewed
images of environmental degradation involving pdaamd animals, and it was again the students
who participated in the role-play as a animal e showed higher levels of concern that the
other participants (p. 402). Schultz (2000) fopedspective-taking to be the single most
commonly used technique when attempting to elestihgs of empathy in individuals (p. 395).
Role-play often elicits empathy though participaaténg on the perspective of a perceived less
fortunate individual, which then activates an aditic motive in the participants (p. 402). Where
perspective-taking is not used, an egoistic matweains dominant and feelings of empathy are

not expressed by the participant (p. 402). Sehalto concluded that participants’ feelings of



24
connection often extended past their role, withghaseicipants often expressing feelings of
interconnectedness with their environment as vpelQ3).

In a similar study conducted by McNaughton (20t8)ldren participating in role-play
were found to be more inclined to exhibit signswbport with each other, including increased
“prompting, listening and responding, turn-takimglahowing consideration and patience.” (p.
302). The study also found that the children weelily able to express not only their emotions,
but the emotions they felt as their character towather characters (p. 303).

Evoking empathy towards environmental issues igtimeary goal of role-play use in EE
programming, as individuals who feel empathy towalse environment are more inclined to
protect it later in their life. By developing vaus role-play EE programs and activities, an
increasing number of individuals can be nudgea#b fempathy and inclusion” towards the
environment and this in turn could lead to the fation of “biospheric environmental concerns”
(Schultz, 2000, p. 403).

Negative aspects of role-play.

With the many benefits afforded through the usdrafmatic programming, there are
disadvantages to its use. Boggs et al. (2007giers the use of role-play in EE programs as
student role-players often are unable to “achieligh level of reality” as would be obtained
through the use of trained actors, likely from atyistudents suffer performing in front of
classmates (p. 835). The feelings of uneasindtsgyféhe participants are cited by many as one
of the leading concerns with using role-play in gBgramming (Bailey & Watson, 1998; Boggs
et al.,2007; Cutler & Hay, 2000; Errington, 1997; McNatayh 2004). Participants can

experience anxiety for a number of reasons, inolgidhyness, perceived lack of skill in drama,



25
or dislike of public speaking (Cutler, 2000, p. 184cknell, 1993, p. 84). Boggs et al. proposes
the solution to these negative feelings is thetmeaf safe learning environments that allows
for students to creatively engage and learn duttiagna and role-plays while feeling protected
emotionally (p. 836). It can also be argued tbé-play can actually be beneficial in ridding
students of these fears and anxieties through ghrayia “mask” in the form of a character;
students can feel less afraid as they speak onfli#tamother and can hide behind the fantasy of
the program (Cutler, 2000, p. 194).

Another common drawback of dramatic programmintpésrequirement for skilled
facilitators or dramaturgists to develop as weltwasthe activity. Scripted dramas are often
selected by those new to leading dramatic programpre-determined characters and scenarios
provide for a predictable and straightforward pemgy and accordingly require less skill and
experience in facilitation. Yet these scriptecerplays provide little room for active student-
participation, and exercise the student’s abilitygdad aloud more than their ability to inquire
and empathize. Semi-structured and non-structraahas conversely allow students to actively
develop their own character and live through theed they themselves create (McNaughton,
2004, p. 146).

Less structured role-play provides for a uniqueeeigmce, though it requires teachers to
relinquish much of the control of the scenarios tmay make many teachers uncomfortable with
a “perceived loss of control” (McSharry, 2000, B).7 Teachers in many cases lead role-play
exercises with no experience facilitating dramaypaims, and are surprised when it fails.
Accomplished role-play facilitators require fleXityi to variable scenarios, as well as a

sensitivity to group dynamics for the program to smoothly (McSharry, 2000, p. 78). The
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role-play scenarios must also be well-developear o the program with consideration given to
character development and time considerations €000, p. 195).

Case study: Council of All Beings.

The Council of All Beings (COAB) is an environmelntale-play activity which was
created in 1985 by John Seed and Joanna Macy askahwep based in deep ecology. Its aim
was to “help end the sense of alienation fromithied Earth” (Bragg, 2000), to mourn
environmental destruction, and use rituals to fdlyrspeak on behalf of other beings. The
program exists in ritual form and involves the elib@ent of natural elements and wildlife by
participants to foster a sense of connectednests Aucture is created for spontaneous
expression, it is ever changing and always diffe(slacy, 1993, p. 72).

The COAB program has a variety of strengths, bé#tracture and content, which lends
its use to this research study. Firstly, it hamtdeequently implemented for use with a wide
variety of age groups: from school children to &luhnd consequently there are a number of
resources for adaptation of the program for usk walhiildren. Secondly, the timeline is highly
adjustable and can range from an hour-long prodoanmsing primarily on the basic structure of
council itself, to a week-long immersion prograradrporating activities such as yoga,
meditation, journaling, and mask making. The preadso allows participants to experience and
work through a variety of emotions, such as losgf,gand acceptance, often working through
various stages of grief (Randall, 2009).

Yet the COAB program does have very real limitagidrapplied to research with
children. As the program often involves intensegoms being accessed, it can consequently be

seen by parents and schools as evoking negatillegeén the participants, which may make



27
public acceptance of the program difficult. Withauskilled facilitator capable of responding to
a variety of individuals and scenarios, emotiomal Behavioural complications may arise
between individuals or the group. Another barfogrits use with school-aged children is its
potential to make some students feel uncomfortabtewant to exit the program midway, which
is exceedingly difficult to do with students beisigpervised by few chaperones, all of whom
would be participating in the program. Lastly, gregram may also be rejected by various
schools or religious groups, citing it to be a favftokenism or paganism, in that the program
can be seen to “idolize” nature and wildlife.

When creating the role-play program to be usediwithy research study, COAB was
not applied. Its limitations required time for effiective program and the need for trained
facilitation provided too many obstacles for effeetimplementation. The COAB program was
instead used as a source of inspiration when dewvedhe pedagogical strategies used in the
research, serving to shape the direction and getherae of the role-play.

Measuring Natural Connectednessin Individuals

Measuring individuals’ feelings towards experiencas be a complex task, however
scales with “several types of response optionselmoven effective by being both “convenient
and valid quantification instruments” (Laerhoveaag-Loonen, & Derkx, 2004, p. 830). Over
the last 20 years, a number of individuals haveeandured to create scales able to measure
feelings of connectedness to nature in both adnldschildren, with Musser and Malkus (1994)
creating one of the first scales which measurelfligi’s attitudes towards the environment.
Mayer and Frantz (2004) created a similar scalettha proven to be popular and has been

repeatedly employed by other authors (Cheng, 2068ng & Monroe, 2010; Ernst & Theimer,
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2011). This scale examines “common perceptiorselbfin relation to nature” and how these
feelings of connection can be useful indicatorsmfironmental action (p. 504). Cheng and
Monroe (2010), as well as Ernst and Theimer (2@dlgwed suit with the development of
similar measurement devices: an index of childreffsctive attitudes towards nature and a
Connection to Nature Index respectively. The afaetioned studies have produced a plethora
of measurement tools, for the most part quite simivith differences occurring predominantly
in terminology and altered to fit the demograpHithe respondents in the intended study.

Arts-based education research.

Arts-Based Education Research (ABER) is a widelyzet methodology in increasingly
creative contexts, such as studies on children'speetives of health, identity, and social change
(Mitchell, 2006, p. 61). Expanding the methodsiodeptable data collection, ABER makes use
of art practices such as drawing, photography, elaged various other forms of expression, in
both collecting and relaying research data. Bochnd Ellis (2003) cite that ABER researchers
“recognize that gaps exist between what can be sloovielt, and what can be seen” (p. 507).
The authors found that “people in contact withcanild see and feel more than they could say”,
indicating a limitation in more traditional verladta (p. 508).

Research with children lends itself to this alténeamethod of data collection, as many
children have yet to master their language, andhtriig able to express themselves more
completely through other forms of expression. &a(lL994) notes that as individuals age, the
spoken and written word tend to take precedengeismry forms of communication, but
children have yet to “naturally limit the forms thiaeir expressions take” (p. xv). This allows

for a wider range of activities to be used as datkection methods when working with children,
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such as painting, dance and poetry. Arts-basebadstencourage creative thinking and allow
children to express their understanding of diffi@arid complex concepts through metaphor and
symbols (Gallas, 1994, p. 111). Kalvaitis (201@)sfurther praise for arts-based research,
finding it added depth to data collection wherddien were able to consider what they wanted
to communicate to the researcher, but were alsengive opportunity to react spontaneously,
“giving (the children) more cognitive control ouvixeir form of expression” (p. 210).

In summary, the literature review provided insigib art-based practices, highlighting
various benefits including arts’ allowance for dsigy in expression when compared to
traditional written and oral methods. Art and kplay activities also were found to give students
the opportunity to actively participate in enjoyabilctivities: both their program as well as the

data collection activites, allowing for greater@mpent on the part of the participants.
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Chapter 3: Methodology
M ethodological Approach

In an effort to determine the effects of role-ptaychildren’s connectedness to nature, |
employed a mixed methods (MM) approach, utilizingpenbination of phenomenology,
deductive, and inductive methodologies. The usaufiple methodologies was designed to
obtain not only statistically relevant data, boah deeper personal insight into the effect of
role-play on students’ feelings of connectednesstare. Multiple methodologies were also
employed to solicit feelings from participants e tstudy, as well as to compare the effects of
the varying pedagogical strategies on studentg€gmions towards nature. In examining
students' feelings of connection towards natustgularly quantitative study may have
produced significant statistics, but would haverbiesufficient in gaining the depth of data
obtained through the use of qualitative methodsomjunction. By using both qualitative and
guantitative research methods, | found enhanceditygdnd strength in the conclusions reached
(Creswell & Clark, 2007, p. 8).

Qualitative methodologies.

Within the mixed methods design | used, there wasaity placed on the qualitative
strand of research as the main goal of the reseaastthe understanding of students’ feelings
towards the environment which, by its nature, gualitative enquiry. Phenomenology was
selected as the framework with which to qualitdyiapproach the research, with Arts-Based

Education Research (ABER) being utilized as thenary qualitative research method.
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Phenomenology.

Phenomenology encompasses the study of how onermespo lived experiences (van
Manen, 1990, p. 4). As my research focused oeffieet of a particular experience on
children’s perceptions towards the environmentnphgenology leant itself as a well-suited
methodology to employ. One characteristic impdrtamote with phenomenology is that it is
not an empirical analytical science, and thereéarenot be used to prove that one method is
more effective than another (van Manen, 1990, jp. Rhther it seeks to ask questions of
meaning and find significance in lived experien@es Manen, 1990, p. 23). Through the
students’ participation in the fieldtrip programas, important part of the study was to capture
where they found meaning within the experience,vahether the pedagogical approach of role-
play contributed to the development of that meanifige effects of the embodied experience on
the participants were observed and collected thr@ugariety of means, including observations
during the program, as well as through art creation

Arts-based education research.

The use of ABER in my research study was two-foldluding both the student’s
participation in the dramatic programming, as vaslthe creation of drawings through visual
data collection techniques following the prograrsudents were observed during their
participation in the programs, particularly theergllay activity, to gauge their level of
engagement in the drama, as well as to note aikingtichanges in attitudes or actions.
Mannerisms and comments of the students that stobds being significant were also recorded

for later interpretation.
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Following the programs, ABER was utilized in thélection of data through the medium
of drawing, which avoids barriers of both languagd verbal ability (Barraza, 1999, p. 49).
The technique also provides for a relatively simpés in which to obtain data regarding
children’s perspective from a large sample (Barrd289, p. 49). Visual data collection lends
itself to younger participants by also acknowledgdimat a child’s verbal and written abilities
may not accurately reflect their cognitive abiljiyorstman, Aldiss, Richardson, & Gibson,
2008, p. 1001). As a child develops, their dravabdity develops as well; by aged seven or
eight years old, a shift from “intellectual realisto “visual realism” occurs, where children
become able to draw what thege not just what theiknow(Di Leo, 1981, p. 37). This maturity
in drawing allows for richer data as the childram draw what they perceive physically as well
as what they can pull from their existing knowledBarraza, 1999, p. 61).

Quantitative methodologies.

In the quantitative strand of my research, | utitiz deductive methodology, where my
theories regarding the research questions wermdtesfainst the participant responses gathered.
| also concurrently utilized an inductive methodptowhere | first gathered the participants’
data (through art, surveys, observations, andmmibquestioning), and then interpreted the data
to determine if patterns and generalizations edi@@eswell & Clark, 2007, p. 42).

The two strands of qualitative and quantitativeeeesh were conducted simultaneously
and interactively combined, a process known asveayent parallel design’, where outcomes of
one strand have the potential to affect the desighconduct of the other strand (Creswell &

Clark, 2007, p. 65). The convergent design, alghaorimarily employed due to time and access



33
restrictions, also proved helpful in allowing fdfeetive gathering of reliable and meaningful
data.

M ethods

Participants.

Students aged 8-12 years old were the targetetipartts as children in this age range
are often actively interested in learning more atboe& environment and have yet to fully form
their attitudes, providing “an excellent opportyrfibr fostering an appreciation of the natural
world” (Westervelt & Llewellyn, 1985, p. 2). Acatingly, students in grade levels three to six
were my main target audience. In determining p@@priate number of participants for the
guantitative strand of the study, more participamésrequired as the base population grows, with
saturation occurring with populations greater tAi800, where a sample of approximately 384
participants is the required number for a relisgample size (Krejcie & Morgan, 1970, p. 608).
As there are significantly more than 7500 childaged 8-12 who reside in Edmonton, my
sample size should ideally have been 384 studdraggh data collection time restrictions and
time allotted at the Devonian Botanic Garden (DB@3 fieldtrips constrained my ability to
accept this many participants. Sample size wasrdicgly determined by availability of the
applying classes and availability of program tirtess

Research commenced once approval was obtainedHfi@appropriate school boards,
which for this study included the Edmonton Publah&ol Board (EPSB) and the Edmonton
Catholic School District (ECSD). With approval gad from both boards, solicitation for
participant classes occurred through an online rideenent on the DBG website as well as

personal solicitation in two Edmonton-area teachesventions. In total there were ten classes
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that showed interest, with seven completing theash application, and six ultimately agreeing
to participate (see Table 1). Applications submditirom the participating teachers contained
information on their class’s exposure to environtaeprogramming and previous role-play
experience. Classes were organized into matclaing pased on these factors to minimize
participant differences and biases prior to thattnent. Due to varying class sizes and the
timeline of the applications being received, folasses were ultimately selected to participate in

the role-play program, and two in the direct instien program.

Table 1.Characteristics of participating classes in tluelt
Number of Environmental
Grade Students School Education Role-Play Program
Class Level Participating System Experience Experience Participated in
1 4/5 23 EPSB little none Role-Play
2 4 33 EPSB little none Direct
Instruction
3 5 18 EPSB none none Role-Play
4 3/4 21 EPSB some some Role-Play
5 4 30 EPSB some some Direct
Instruction
6 5 23 ECSD little none Role-Play

Once accepted into the research study, teachége plarticipating classes were sent an
information letter indicating the process of thee&rch, as well as a contract indicating terms of
participation. Teachers were asked to completedhéract and return it, along with a copy of
their class list, to be used in the data collecgiortion of the research. The class lists were
entered into a document where a random number batvand 180 was assigned to each name.
Each survey and drawing completed by the studeasslabeled with their assigned number so

as to limit bias during data collection.
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Once the contracts were received, participatingheis were sent a package by mail that
included the information and consent forms forghelents and their parents. Students who did
not submit the completed form would be unable twigpate in the program, however all
parents of the participating classes agreed to therechildren participate in the research.

L ocations.

The fieldtrip programs took place at the Devoniana®ic Garden (DBG) located
approximately ten kilometers southwest of Edmon#&dberta, Canada, where | am currently
employed as the Educational Coordinator. The Guaisla department of the Faculty of
Agriculture and Life Sciences at the UniversityAdberta and consists of 40 acres of manicured
gardens and 110 acres of natural forest and wetlaide natural forested areas of the Garden
were the primary locations for the research fighdtr The data collection (both prior and
following the fieldtrips) was completed at the salsoof the participating classes in Edmonton.

Structuring of programs.

Two two-hour long environmental education programese used in the research, both
covering nearly identical concepts and terminolatiffering only in the pedagogical strategy of
delivery. Both programs were designed in paradielover the theme of “Animals of Alberta”,
including concepts such as habitat, food souraegptations, and ecological connection. The
topic of Alberta wildlife was selected as it beskéd to the curriculum of the four grade levels
solicited, and could be applied by teachers tddhewing units: Animal Life Cycles (grade
three), Plant Growth and Changes (grade four), &ldtEcosystems (grade five), and Trees and
Forest (grade six). Both programs included a tanature hike, examination of wildlife skulls,

bones, and specimens, and an interactive actiwdysing on connections between wildlife and



36
their environment. The activities were chosemtdude aspects of “sensory awareness, physical
involvement, and guided interaction”, traits ofiaities found by McNaughton (2010) to be
rated most engaging amongst children (p. 10).

Program A was delivered through the pedagogicategy of direct instruction in an
outdoor setting. In this program, the instruceoDBG environmental educator) guided the
classes through the use of information disseminai®the primary form of delivery (i.e. telling
students facts about nature). Classes particgpatiProgram B took part in interactive role-play
as their primary delivery method, under the pedagbgtrategy of guided embodiment. Other
than the delivery method, another difference betwtee programs was the end activity designed
to examine ecosystem connections between wildttetheir environment. The activity in
Program A was presented in a lecture/demonstratigle-format, where Program B utilized
role-play with students encouraged to take on dheaf wild animals.

The end activity for both programs focused on catiors between species, but Program
A’s activity was deliberately presented in a forrfwatused on concept instruction. At the start of
the activity, the students were asked to form @eiand sit down. In the centre of the circle,
cards were placed, each labeled with a variousesieor organism from the environment: soil,
bacteria, sun, robin, squirrel and so on. Studies interacted with the instructor who led the
students through the creation of a physical food us&ng a rope. Students were purposefully
directed to look at the cards as separate fromsbbkms so as to not introduce any aspect of
role-play into the program. Once the food web w@sstructed, the instructor discussed with the
students how various changes to the system catddthk connections between different

organisms within the food web.
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The role-play activity ending Program B was inspiby the Council of All Beings
(COAB), where participants assume the role of adbcreature and discuss their emotions
within a group setting. The use of role-play waes main similarity between my program and
COAB, as my program was limited in time and conseqly focused more with the students
connecting with their creature’s perspective th@using on connecting with their own
emotions. The activity, held in a forest clearibggan with a guided imagery exercise, where the
students were asked to close their eyes and fatasseripted story about becoming a wildlife
creature of the Alberta forest. With their eyal sliosed, students were handed a detailed
character card, found by McSharry (2000) to befaélp giving students summarized
background knowledge on their characters, so stadeth little wildlife knowledge still were
aware of the basic characteristics of their anifpal6). On these cards, students found
themselves to be identified as a field mouse, qearieel, porcupine, white-tail deer, or snowshoe
hare, through both a picture and animal details.

After receiving their cards, students were askedite a moment to go over their
species’ characteristics, hand in the card wheywere done, then head off to explore the forest
on their own and begin to mentally create their @ivaracter. | wanted to ensure the students
were active in developing and shaping their characis well as their stories, not just asked to
reenact pre-written scripts.

After given time to explore the forest as theimaai, the students were called back by
“Mother Nature”; this role taken on by the instruuct They were asked to find others of the
same species without using their human voicess alhowed the students to employ aspects of

improvisation and creativity through inventing wagscommunicate with their classmates
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without their voice. Once together, the speciesigs were given environmental situations to
discuss, where they would, in turn, present thiews to the council. After several rounds of
these discussions, the students were led througitiing guided imagery exercise where they
were asked to return to their human state.

Program delivery.

Both Program A and B were piloted in March 2012tlyh the Green School program, a
week-long fieldtrip course offered to grade fouotgh six classes at the DBG. The aim was to
examine the flow of the programs, and to improweettiming and structure if required. Teacher
feedback from the pilot programs was used to matadlsnodifications to certain activity
lengths and delivery techniques before the forrmesdarch began three months later.

The research fieldtrips were conducted during tbetims of May-June of 2012 at the
DBG. | enlisted an EE colleague working at the DBGead all of the programs to reduce bias
of instruction and the possibility of partiality amalysis of the children’s data later in the study
(McNaughton, 2010, p. 294). The programs werevdedid by Deb Greiner, a teacher with
extensive experience offering a wide variety ofgoaons at the DBG. After creating and
piloting the two programs, | trained Ms. Greineraath program, with emphasis given to the
differences between the pedagogical delivery mettodeach program.

Both Ms. Greiner and | were involved with all sisograms conducted at the DBG. Ms.
Greiner led the programs, while | participated @ity as an observer to ensure the pedagogical
strategies were consistently adhered to for atisda. When school groups would arrive for their
program, both Ms. Greiner and | greeted them.ghbesach program by introducing myself,

informing the class about the study | was condggtamd establishing that | would be joining
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their fieldtrip as an observer. | would introduds. Greiner as the instructor for the day, and she
would then go over the details of the program. pdyticipation in the program introduction was
purposefully planned so | could establish a rappittt the students, as following the fieldtrip |
would be asking them to express their emotionsutinalata collection, and this would require
their trust (Yuen, Yaoyuneyong, & Johnson, 2011468). My introduction also established
background with the students so when data colleatias later conducted, | was less of a
stranger.

Data Collection

Surveys.

Data was first collected through surveys which wagsigned based on the Connection to
Nature Index for Children created by Cheng and Mer(010). This scale was selected as its
terminology was best suited for a ten to twelverydd level, and the scale has demonstrated
reliability (Cheng & Monroe, 2010). Additional stanents were added to the post-program
survey to examine students’ feelings towards thigéquéar program (A or B) in which they
participated (see Appendix 1).

The survey, as with most scales and indexes, wastrted utilizing the Likert method
of questionnaire design, where a descriptive stat¢ms made and participants are asked to rate
how much they agree or disagree with the state(hért, 1932). The statements made were
designed to examine students’ feelings of conned¢tiaature. Cheng and Monroe’s (2010)
original scale utilized five scale point optionanging from strongly agree to strongly disagree.
Matell and Joacoby (1971) found that number ofespaints did not affect the validity or

reliability of the Likert-type survey (p. 666), e initial five scale points were not altered.eTh
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same survey by Cheng and Monroe (2010) was cordiboth as the pre- and post-survey, with
the only difference being the order of the questiomhis lessened the chance of students
remembering their initial answers from the pre-syrwhen completing the post-survey. Some
authors question the need for a pre/post-surveiginles “attitudes change slowly, so it is not
reasonable to expect significant difference betweepre-and post measure of connection to
nature” (Cheng & Monroe, 2010, p. 9). While | respthis viewpoint, | was interested in
investigating the rate of change in responses letwiee pedagogical strategies in hopes of
detecting even small, quick changes in the paditig feelings of connectedness to nature. |
also employed a pre-survey to alert me to any Bggmit biases within the participant groups
before the start of the programs, which could pid#y skew the data.

Survey implementation.

The pre-surveys were mailed to the participatimghers, pre-numbered with removable
tags, ready to be handed out to each student.h&eawere asked to administer the survey
approximately one to two weeks prior to their ftelg, with no prompts to the students other
than a short explanatory statement that was indludéhe package mailed to the teachers.

A minimum two week gap was planned to follow eaotgpam before conducting the
post-surveys to give students time to absorb tipemence and consequently allow the post-
survey to record feelings of natural connection tirere retained. In the case of two classes, the
fieldtrip date was moved near the end of the schieat, which consequently did not allow for
the two full weeks to elapse before they compléted post-program data collection.

For the first data collection method post-treatmstutdents completed the post-program

connectedness to nature survey. The only differéetween the pre and post survey was the
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addition of two statements pertaining to the steslgerceptions towards the fieldtrip they had
recently participated in. The students, alreadyilfar with the survey, were handed a survey
labeled with their corresponding student numbed, @&sked to complete the survey. No prompts
were given other than to remind students of thegutare on filling out such a survey.

Visual data collection.

A strength of using visual data collection techmig|is that virtually all children have had
some experience with drawing and colouring, anid iasoften identified as an enjoyable
activity, it tends to be a nonthreatening methodatf collection (Horstmaet al.,2008, p.

1005). Participatory methods, such as drawingatsmengage the participants in more
meaningful ways and encourage more active participavithin the research study (Horstmein
al., 2008, p. 1001). Children, when given the fremedd drawing, can address issues important
to them and provide more meaningful data (Einatsd@ockett, & Perry, 2008, p. 229).

Drawing as a method of data collection was choseatace of more traditional
participant interviews as “children tend to laclpexence communicating directly with
unfamiliar adults in a one-to-one situation” (Pun2@02, p. 330). Through the art process, task-
based drawing methods shift focus from the adskaecher to the child participants to help the
students feel more comfortable (Punch, 2002, p; B8@stmaret al.,2008, p. 1002) and
hopefully diminish feelings of an adult/child powerbalance through encouraging a child-
centered way of sharing experiences (Mitchell, 2@0&®0). The art-based method is also
intended to encourage positive feelings withingheicipants towards the research process
itself, hopefully with the students feeling moresearched with" than "researched on"

(Horstmaret al, 2008, p. 1002). The students may also feel ty@hions are more valued as
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they take on the role of “expert” when asked to samicate what is important to them (Rollins,
2005, p. 205).

Drawings also add depth to research by creatingra wpen avenue of communication
than can be conjured through the somewhat restittieedom of verbal expression” (Di Leo,
1981, p. 5). As children can often have limitedigito express themselves verbally, by
encouraging them to share thoughts and feelingsigir their perception senses rather than
through semantic stimuli, they may access inforoma#ibout their experiences and perceptions
more readily (Driessnack, 2006, p. 1415). Manylshis can be quiet, reserved, or find it
difficult to communicate verbally, and through tiedaxed atmosphere facilitated by drawings,
these students can participate more readily imébearch by communicating experiences
through visual media that might have otherwise lufficult to express (Yeun, 2004, p. 462;
Horstmaret al.,2008, p. 1005). In this instance, drawing asnailfar form of expression allows
students to communicate complexities of their elgpee that verbal data collection may not
access (Mitchell, 2006, p. 61).

Limitations of visual data collection.

It is important to note, as with any form of datdlection, there are limitations to visual
data collection. All forms of analysis are regtvie in their own way, and all allow for some
form of research subjectivity, and the interpretatf drawings by children is no exception.

It has to be recognized that although many childh@re experience with drawing, it
would be naive to assume all children find it tosbeomfortable and enjoyable activity
(Einarsdottir, 2008, p. 228). Students may feeytare poor drawers, and dedicate their time to

focusing on the details of the drawing rather tthe@ncontent (Yuen, 2004, p. 480). Others may
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find it stressful, and may work to create a drawtimgy believe acceptable to the adult researcher
rather than express their true feelings, a critiopenany of draw and write technique (Backett-
Milburn & McKie, 1999; Gabhanin & Kelleher, 2002pkstmarnet al, 2008).

Another substantial critique of visual data coliectis the difficulty in successfully
interpreting children’s art. There exists the ity of researchers imposing a variety of
meanings on the student’s images (Yeun, 2004, ), 4i6ie either to natural variety in individual
diagnosis, researcher bias, or lack of familiantth the student and their developmental level of
drawing skills (Di Leo, 1981, p. 6). Ideally, resehers should examine large numbers of
drawing samples to become more aware of the cogitkvel of the group before presuming
meaning in any of the drawings (Di Leo, 1981, 5)19

Lastly, it must be considered that drawings, whié in data, are not capable of entirely
replacing a student’s verbal or written accourthefr experience or knowledge, and researchers
need to take heed to prevent over-interpretatidhe@ktudents’ images (Mitchell, 2006, p. 69).
While providing for high freedom of expression,wiags only allow for a restricted array
images to be drawn, and these images may notrigpigesent a child’s understanding or
experience (Keliher, 2010, p. 240). Stanczak (200fes that, “the meaning of images resides
most significantly in the ways that participantgenpret those images, rather than as some
inherent property of the images themselves” (p. Rgsearchers must be careful to not “miss
the forest for the trees” when analyzing and latgethe drawings, and should rather focus on the
drawings as a whole as well as the individual canepds (Einarsdottir, 2008, p. 219).

As it is exceedingly difficult to arrive at a codéint interpretation of meaning from one

piece of art with little knowledge of the artisttbeir intent of meaning (Barrett, 1994, p. 11),
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students were asked, following their art creattoradd brief written descriptions to their
drawings, known at the ‘draw and write’ techniquiéis method of drawing and then describing
the drawing allows for multiple techniques to benbined so students uncomfortable with either
drawing or writing still have an outlet for confittleexpression, and most significantly, adds
more depth and reliability to the collected data.

Drawing exercise implementation.

The drawing exercise was conducted in each clatsssroom following the completion
of the post-program survey. | administered thevagt with the students initially being handed
pencil crayons and a piece of paper: blank on @ their student number on the other.
Students were asked to draw their response tortmpgt, "Draw a picture of yourself and
nature". Mirroring results from a 2006 study bytéhiell, many students were initially hesitant
with this limited instruction, waiting to find outhat they were allowed to draw, which drawing
elements could be used, etc. (p. 65). | answesetthpnt logistical questions before the drawing
activity began, though | was careful not to leaehthin their drawings, as any questions
pertaining tovhatthey could draw were answered with a reiteratibthe initial prompt (i.e.
“Draw a picture of you and nature; whatever thaanseto you”). | also provided reassurance to
the students that there waswamngdrawing as | was interested in what they had to
communicate, not a “right answer”. Students werearaged to keep their eyes to their own
paper to allow for reflection upon their own expeces without social pressures from other
students (Yeun, 2004, p. 469), though in some efasdose desk proximity was unavoidable.

During the process of drawing creation, | casuaifyked through the classrooms and

observed the drawing of the children’s piecescdasionally took notes through observation and
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informal interview questions with some studentdmythe process. General questions regarding
their art were asked (i.e. “Tell me about what goe drawing.”), with the questions always
open-ended in nature to limit the chance of leadingwers from the students (Di Leo, 1981, p.
5).

After 20 minutes of drawing time, students wereedsto finish their drawings. When all
students were finished drawing, the participantsevesked to write a short description of their
drawing on the back of the page, with the promptjngstion, “Please write a short description
of what you drew”. The fact they would be writiaglescription of their drawing was not shared
with the students prior to the beginning of the\atstin an effort to have the students create
telling pieces of art, and not to have the studezlison the writing portion following the
drawing. The descriptions written by the childoeming this process were meant to “clarify
what may not be visibly evident” and provide “aeho attitude, thought, or feeling” during the
data analysis (Di Leo, 1983, p. 4). The commer@sevalso meant to give students the
opportunity to elaborate on their drawings anddsfylithe communication of the experiences
they were trying to relate (Yeun, 2004, p. 481).

Once the drawings were completed and collectedetnehers and students were thanked
for their participation in the study and given wars candies as a token of gratitude.

Data Analysis

Data collected through the study included the poest-program surveys, the student’s

drawings and their written explanations of the dras, as well as observations made during the

fieldtrip programs and the classroom data collecpmcess. Once the data was collected from
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all participating classes, it was analyzed to deiee if any significant trends were noted
between the two groups as a result of the pedaglogfiategy they experienced in their program.

While interpreting the data, it was important t&amwvledge my biases and analyze
accordingly so as to not “misinterpret the childsasirawing and impose adult interpretations in
analysis” (Punch, 2002, p. 332). The observatmesiand students’ written descriptions of
their drawings were useful in this regard, leavegs chance for interpretive variance through
the use of multiple data sources and methods.

Survey analysis.

The Likert-type survey data was given ranking valagl1-5 to correspond with the five
intensity choices given within the scale. The sys/were then sorted into program groups and
the data was analyzed as ordinal data, as it dedsi$ ranked numbers with no real value.
Comparisons were made utilizing a 2-tailed t-testdmpare the paired groups and to determine
if any significant differences existed betweendha&. While the Wilcoxon-Mann-Whitney U-
test is another tool that can be used when tefgingjgnificance in ordinal data, it is not
recommended when ordinal data is interval scalech as the data collected in this research, and
the t-test is also preferred when the differenalvémeans of the data is desired for data analysis
(Fay & Proschan, 2010, p. 34).

The survey data provided information through twmponents: the direction and the
intensity the student’s feelings of connection toigathe environment (Matell & Joacoby, 1971,
p. 659). By adding a post-survey, a third dimengibinformation was created, the directional

shift of the student’s perceptions following theipgram participation.
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It is important to note that many have critiquelldri-type surveys (Cronbach, 1950;
Matell & Joacoby, 1971; Peabody, 1962) citing ttemsity measure is often inaccurate because
individuals often have set tendencies, and consglyuegree or disagree at a particular intensity
regardless of the statement (Matell & Joacoby, 197659). Consequently, the survey results
in this research were used primarily as a meaduttgextional attitude and change in attitude
between surveys, not intensity. The surveys aseesl as an alert in the instance of strong
biases existing within the sample group.

Drawing analysis.

Analysis of the students’ drawings was a highlgiptetive process. As stated by Barrett
(1994), “A work of art is an expressive object magea person, and therefore, unlike a tree (or)
arock ... itis always about something” (p. 8). Edcawing created was a reflection of its
maker, expressing both affective and cognitive etspaf the personality, and therefore had the
potential to communicate information not only oe tirawing, but about the artist themselves
(Di Leo, 1981, p. 60). The students’ drawings wamalyzed using two primary methods:
analytical content analysis, as well as a moreesitive analysis which included interpretation of
both the drawing and the written description preddby the participant through the draw and
write technique.

Content analysis.

Analysis of the drawings occurred in three stagesjicking the analysis method utilized
by Kalvaitis (2012) in his study examining studénggationships with the environment, in
which he used students’ drawing as a primary daitaation method (p. 213). Stage one

involved the creation of a coding chart detailifigtams and features drawn within the
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participants’ art. To accomplish this, all dransngere first examined to create a comprehensive
list of all items drawn, which were then sortedteate thematic categories for analysis
(Barraza, 2006, p. 54). The content coding categaricluded: humans (who, how many,
position in drawing), natural elements/events, aod-natural elements/events (see Table 2).
The content coding was not dependent on interpoetas it involved recording specific items
and features within the drawings, which provideddonore replicable and therefore valid
analysis (Kalvaitis, 2012, p. 213).

Within the content analysis, | was also interesteorobing the more intuitive aspects of
the students’ drawings that led to overall toné,that couldn’t necessarily be captured through
itemized details. The categories examined includétionships between drawn forms
(Strommen, 1995, p. 685), perceived (or noted)tionaand position in reality (see Table 2).
Once the coding chart was completed, the drawirege ne-examined noting and recording the

items and features present in each particular péee.

Table 2.Categories of content analysis used on studemt/gigs

Theme  Categories Examples

[tems Natural elements/events Plants, soil, rocks
Non-natural elements/events Structures, domestaatimals
Humans Self, family, friends

Features Location Home, DBG, abroad
Reality Imaginary vs. real
Relationships Interaction between human and abject
Depiction of fieldtrip Reference to DBG fieldtrgy programs
Environmental Stewardship Recycling, pollutioafatestation

Stage two involved the statistical testing of thedominant categories of items within

the drawings. The data was separated into itoeadagogical strategy categories, where chi
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square tests were then used to determine whetfisant difference existed between the
presence of items and features within the two samgpiups.

Stage three involved triangulation using the infation collected within the pre- and
post-survey. Drawings were compared to the ppditis corresponding surveys in an effort to
determine if correlation existed between the pedmgb strategy experienced, their change in
feelings of connection to the environment, andrttieawing.

‘Draw and write’ analysis.

Not all students were capable or interested interg@erfectly accurate drawings, so
comments (verbal or written) were important in ifjang what was not visibly evident (Di Leo,
1981, p. 4). The combination of the students’ dngvand narrative conveyed a more complete
meaning intended to be shared by the student, llowdeal the student to record the journey of
their construction of meaning, which aided greatit} in its analysis (Einarsdottir, 2008, p. 229;
Mitchell, 2006, p. 69). This proved particularlyigent during data analysis as numerous
drawings showed a particular scene, but when askddscribe the drawing on the back, many
students wrote of elements not drawn in their pestthough the student imagined them there.
Also, some drawings were not particularly compreitge, but through verbal comments
recorded and the children’s descriptions, they imecelearer and the meaning more apparent.

The drawings were consequently not analyzed iraismi, rather in conjunction with the
program observations, survey results, and verbidiémrcomments, which allowed for the
intended meanings of the drawings to become madeey as well as triangulation of the data

to improve interpretation accuracy (Mitchell, 20P663).
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Reliability and Validity

Predominant factors existed with the potentiahteaten the reliability and validity of
the data gathered from this research, includingdidncontrol over selection of participants and
time constraints. Additionally, the programs uglizwithin the research were live events, and
consequently it was impossible to wholly duplictite experience of each class, though every
effort was made to ensure classes participatitigarsame program had as similar experiences as
possible. Accordingly, all inferences made in gtigdy are particular to the region, as well to
the age and experience of student participants.

The two programs were piloted by classes prioh#&lteginning of the research. By
utilizing both the teachers’ comments as well asowp observations of the effectiveness of the
pilot programs, | was able to ensure the actua@aeh programs were clearly presented to
classes, comprehendible at the children’s level,ratevant to the research question, therefore
increasing both the programs validity and relidpili

The use of a pre/post program survey design alldaeligher internal validity of the
experiment in comparison to a post-survey alond,akwed for any unforeseen biases to be
identified prior to the program participation, asdo allowed for stronger inferences to be
detected of cause and effect within the study @e#t Clark, 2007, p. 211). By conducting
surveys prior to the program, | was able to gdiase level to which | was able to compare the
post-treatment values against, mitigating any ex¢réiases that would have otherwise skewed
post-treatment data. External validity, the apild apply the results to a larger population
(Creswell & Clark, 2007, p. 211) was upheld ass#asselected for participation represented a

wide variety of neighborhoods and backgroundsyaitig for a diversity of students that closely
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mirrored Edmonton’s demographic. According to @fyEdmonton statistics and maps
compiled from the Statistics Canada 2001 Federab@(the most recent data available),
classes from participating schools were fairly esentative of the range of household incomes
with the exception of the lowest household incomaeket (<$49,000/year) being unrepresented
due to lack of interest from schools in these neoghoods (City of Edmonton, 2004, Map).

This slight skew in participant household incomeswaken into account when applying findings
from this study to the larger Edmonton population.

The qualitative data gathered was examined foathr® validity as the nature of the
data collected (i.e. observations and art workyiregl interpretation, and it was important to
ensure those interpretations were as accuratesasbpm In an attempt to ensure validity, |
triangulated the collected data (i.e. observatiarns survey results, questions to students) th loo
for themes and emerging trends that aided me i mocurately determining the feelings of
connection felt by the participating students.

Influencing Factors

Limitations.

As this research was conducted on children, marnlyeolimitations were the result of
working with both the students and the school systeClasses were unable be chosen on a
random basis as at the conclusion of the solioitgberiod, only six classes had applied,
matching the number | was originally interesteth@ving participate in the research. Participant
classes were therefore automatically selected baséuterest in participating in the research
and availability, then filtered through factors Buas educational background and previous

participation in role-play to aid in matching classnto paired groups. These matched pairs
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were separated with one class randomly being asgignone of the programs, and the other
participating in the alternate program.

Time restrictions represented another significanitétion to the research study. As my
initial research question intended to examine ffexeof role-play when combined with outdoor
programming, suitable weather conditions were megluio operate the programs entirely
outdoors for a two hour period. In Edmonton, ssgitable weather conditions often only exist
April through September, therefore the researchamaslucted in May/June (spring season) to
ensure suitable weather for the research and alsoide with the school year still being in
session. This timeline resulted in a hurried twanths of pre-surveys, fieldtrips, and post-
program visits being conducted in a relatively sipariod time to ensure all aspects of the
research were completed before the end of the $gbao

Delimitations.

To ensure the project scope remained feasibléabkshed the following delimitations.
The students participating in the research prograne Edmonton grade four to six students
from the Edmonton Public School System or Edmo&atholic School District. While | had
initially set the delimitation of working with onlgne school board, strong interest from classes
in a second area school board gave me adequatdiirec® obtain ethical approval from a
second school board, which proved to be a simplesaift process.

The background experience of the classes was arfatiter that was considered when
creating the matched pairs of classes participatinige research study. While I initially had
hoped to be able to select participating classes & wide variety of applicants, | was forced to

accept all applying classes to ensure a large énsaigple. As a result, classes with prior



53
history in either classroom role-play activitiesestensive outdoor environmental education

were paired to a comparable class to prevent @xigting bias from affecting the results.



54
Chapter 4: Results

Program Notes

All six fieldtrip programs were completed betweeawp3® and June 2%, 2012.
Weather played an interesting role in the programit, two of the programs experiencing
severely low temperatures, rain, and wind. Twataathl programs suffered from very cool
and damp conditions where students arrived illsiddor the temperature.

Other alterations occurred when two groups arrhaéelby approximately twenty
minutes for their two hour program. In these insts, the programs were adjusted to keep them
as similar to the programs already run, merelytgimimg the activities so students were still able
to participate in the entire program. The pedacmgtrategies employed in the programs were
not compromised due to the shortened time period.

Other than these weather and time-related evdm@six programs ran with no other
significant conditions that would otherwise affdw data collected.
Observations

| attended each program as an observer, remaimioigtwsively at the back of the group,
recording notes on the program, situational evantscomments made by both the teachers and
the participating students. Most of the classéslgbed similar reactions to the programs, and
for the most part were engaged and attentive tinfbemation being provided. In the role-play
programs, the majority of the classes were eagexptore the environment and get hands-on
with various natural elements. In the direct imstion program, students were skilled observers

of their environment and asked poignant questions.
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The final activity concluding the role-play prograamovided some of the most interesting
observations of the research. The students a®kewlere very receptive to the shift in teaching
style they experienced during the program, andilseathbraced the opportunity to embody
another life form. While some students obviousijoged the chance to play and run around the
forest, some students actively attempted to “beC@weoodland creature: obvious from their
feral mannerisms, time seen reflecting solitadiygd non-prompted use of props to create their
animal figure. In the group sharing activity, amher of students maintained their animal state,
even in front of their peers: crawling or hoppingtead of walking, and speakiagtheir animal
instead ofor it. While some of these students obviously kepthgcharade as they enjoyed the
attention from their peers, many were what | obséito be quiet students, who were embracing
the chance to embody another entity.

A significant event, which occurred in all fourtbie role-play programs, was the
students’ reaction to the termination of the rdi@ymctivity. As the activity was drawn to a
close, the students were asked to close theiray@svere then lead through a visualization
exercise where they were to release the animat g8py had been embodying. In each class, a
series of “Aww”, “No” and other grumbles were audifrom the students when they realized
the activity was finished. In each role-play, thesses had found connection with the activity
and there was disappointment when it ended.

Of the six participating classes, one class prawdie exceedingly memorable and
provided noteworthy data. This class’s particisamére involved in the role-play program, and
from the onset it was obvious they were a grougeoy high-energy and excitable children. The

first two activities of the program- the natureénénd presentation of animal specimens- the
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class found quite difficult to focus on, often dived, exploring on their own, or being disruptive.
Yet when they began the final role-play activitye tstudents seemed to become more focused
and excited when asked to “play”. Without promgtithe students found props, changed their
movement mannerisms, and explored the forestednatiedittle reserve. They easily shed their
human persona in place of an animal spirit, andadlgthad to be prompted to speak English in a
few cases. Following the program, the teacheragmgired me to apologize for the students’
behaviour during the program, yet followed with twenment, “At least they calmed down and
participated for that last acting activity”. Thigs a striking comment to hear, as these students,
rife with behavioural and energy issues, were @bfecus and calm down after the more
lecture-based activities were substituted with @ivily encouraging play, movement, and
empathy-based learning.

Quantitative Analysis

Surveys.

Of the 153 student participants in the study, 28ants did not complete the pre-survey,
post-survey, or both due to being absent from déasdise time of the survey; consequently their
results were removed from the survey analysisimaliely 128 survey pairs were completed,
with 75 completed from participants of the roleyptaogram and 53 completed from the direct
instruction program.

Using the Connectedness to Nature survey instryrttempre/post survey results were
compared and analyzed for each student. As a wtihdestudents’ scores indicating feelings of
connectedness to nature dropped an average op6if3 from the pre-survey average score of

4.31 to the post-survey average score of 4.27 @ak ranging from 1-5). When the responses
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were separated and analyzed based on the peddggigatagy of participation, the differences
in scores were not statistically significant.

When the responses to the particular survey questi@re examined, certain questions
saw differences in responses depending on the pgatad strategy of participation. While the t-
test indicated no statistical significance betwiendata from the two different pedagogical
strategies, | find it important to note certainulesthat may pertain to further qualitative
analysis. Of the 16 questions on the survey,rivied marked differences depending on the
program of participation (see Table 3). Of thege fluestions, four showed participants’ of the
direct instruction pedagogical strategy feeling enpositive towards the statement than the
participants of the role-play pedagogical strate@y.these questions, the one with the largest
difference pertained to the statement, “taking cdr@nimals is important to me”, where the
direct instruction participants’ noted a slightrnease in connection with this statement, the role-

play students saw a decrease (p = 0.127).

Table 3.Comparing average change in responses to partiquéstions (survey scale=1-5)
Aver age Change between pre and post

survey
Direct t-test
Survey Statement Instruction  RolePlay value
Humans are part of the natural world 0.226 0.013 1.321
| feel sad when wild animals are hurt 0.094 -0.120 0.161
Taking care of animals is important to me 0.038 360. 0.127
| like to hear different sounds in nature -0.038 319 0.305

People do not have the right to change the natural
environment -0.115 0.153 0.232
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Drawings.

Drawings were collected from 133 of the 153 pgpaaits due to multiple student
absences on the days of data collection. The dgsmvere analyzed through a detailed content
analysis, as well as examined for emerging themes.

Content analysis.

The first element examined in the content analysis the reality of the students’
drawings. Relying on the text description of thawing provided by the students, their
drawings were categorized as being eitheginary, depicting areal location or eventor
unsureif | could not adequately place the drawing ifeitprevious category (see Figure 1).

Drawings from students of the role-play pedagogstiategy were more likely to be imaginary
in nature when compared to the drawings from thiiqiants of direct instructiorX? (1,

N=153) = 4.83, p < 0.05. | also found that thers &a extremelly high level of statistical

significance of students from the direct instruetprogram depicting real locations/events in
their drawingsX? (1, N=153) = 1.03, p < 0.01.
Figure 1.Reality portrayed in student's drawings basedemtagogical strategy
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A content analysis was then used to examine theroaaces of natural elements in the
students’ drawings (see Figure 2). A wide varadtpbjects were drawn, most predominantly
grass, stones, trees, and the sun. While thereavagynificant statistical difference for the
natural elements based on the pedagogical strafguprticipation, there were two elements that
were near statistical significance. The depictbplants/shrubs (p =0.0918) and flowers (p
=0.0955) were found in greater amounts in thoseqi@ating in direct instruction when

compared to the role-play participants.
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Figure 2.Content Analysis of Natural Items Portrayed indgfut's drawings.

When the drawings were specifically examined fan-natural elements, there proved to

be many instances of significant difference betwibertwo pedagogical strategies (see Figure

3). The occurrence of gardens and far)(ri,’l, N=153) = 3.92, p < 0.001, gardening
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elements)?(1, N=153) = 4.38, p < 0.001, and domestic animgf1, N=153) = 5.88, p <

0.001, were all significantly higher in the drawengf students who participated in direct

instruction. There was also noted extremely highistical significance in the drawing of
buildings and structures by those participatinthidirect instruction prograny?(1, N=153) =

7.29, p <0.001.
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Figure 3.Content analysis of non-natural items portrayestinient's drawings.
Asterisks indicate statistical difference€ est) between the direct instruction

and the role-play pedagogical strategies ( * pG50** p < 0.01).

The final theme examined within the content analygs the portrayal of humans in the
drawings and how they interacted with their envinent. The drawing of humans ranged from

humans interacting obviously with various partsafure to no human being drawn at all (see
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Figure 4). While some differences were noted thezategory based on the pedagogical
strategy of participation, none were found to latistically significant. The drawing of humans

interacting with non-natural elements was fountealose to statistical significance in those

participating in direct instructior)(2 (1,N=153) = 3.14, p < 0.0748.
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Figure 4.Content Analysis of Humans Interactions Portraye8tudent's Drawings.

In summary, a number of statistically different eeences were noted between images
produced by participants of the direct instrucfi@iagogical strategy and the role-play
pedagogical strategy (see Table 4). The partitgpaindirect instruction produced higher
amounts of human-centric images, such as buildangsfarms, where participants of the role-

play pedagogical strategy produced a higher numbienages created from their imagination.
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Table 4.Incidents of statistically significant images viithhe students' drawings (P<0.05)

Role-Play

Pedagogical Strategy |mage/Event P-Value Significance

Direct Instruction Buildings/structures 0.007 Very Statistically siigant
Gardens/Farm 0.048 Statistically significant
Gardening Elements 0.036 Statistically significant
Domestic animals 0.015 Statistically significant
Plant/Shrubs 0.092 Not quite statistically sigrafit
Flowers 0.096 Not quite statistically significant

Real location/experience
Human interacting with
human elements

Imaginary
location/experience

Extremely statistically
0.001 significant

0.075

—

Not quite statistically significan

0.028

Statistically significant

Qualitative Analysis

Drawing analysis.

Following the content analysis, the art was reeraahj this time probing for drawings

that stood out as having more detailed informattoshare. A series of twelve drawings were

selected from the 133 collected: seven from studeatticipating in the role-play pedagogical

strategy and five from participants in the direwdtiuction pedagogical strategy. The drawings

were selected based on the presence of detailedsg®licating student commitment to the

activity, as well as the existence of comprehendesriptions provided. What stood out in the

majority of these drawings was not the drawindfitdeit the written description and its ability

to clarify the students’ intentions in their dragiinThe descriptions allowed for clearer

comprehension of the emotional state of the stsd&hen drawing their picture, giving greater
insight into their feelings of connection to theéural world. Where Di Leo (1983) found young

children often unequipped to express anything eisimplest emotions in their drawings (p.
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61), | was overwhelmed by the range of emotionsilgimt provided by these students in such a
simple drawing exercise.

Selected drawings from the direct instruction pedagcal strategy.

The five drawings selected from those created byp#rticipants of the direct instruction
pedagogical strategy had three distinct therfasiliar locations/scenariog the environment,
acts of environmental stewardshgndemotions felt by the artisthen interacting with the
environment. The first two drawings, collectednfrstudents 31 and 49, both showed well-
drawn and obviously deliberate landscapes, botldintg self-portraits drawn interacting within
the environment (see Figures 5 and 6).

In the drawing created by student 31, the writtescdption provided detail to the image,
explaining that it shows the artist walking througk woods in a neighboring forest. In student
49's drawing, the student’s description detailsweekly visits to the tree in the field behind her
home. These images show a recalled connectiorrevthe participants are picturing real
scenarios and real relationships with the enviraiimén the case of the drawing provided by
student 31, there is immense detail in the drawfmagn rocks to cattails, leading to the
assumption the student is recalling this locatremf graphic imagery she remembers from her

connection with this particular location.
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Figure 5.A direct instruction participant draws an imagemaflking in the ravine
behind her home (31).

Figure 6.A direct instruction participant draws the imadéer visiting a tree in
a neighboring field (49).

The next theme noted was the drawing of acts arttewicomments indicating
environmental stewardship and discovery behaviolrshe drawings created by student 13 as
well as student 49 again, when asked to creatmage of themselves and nature, these students’
drew images of protecting the environment. Thevidrg by student 49, mentioned previously

(see Figure 6), shows signs of environmental stésvap not necessarily in her image, but it is
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communicated through her written description. hia student’s explanation of the tree behind
her house, she mentions: “Also, if it's really drgo give the tree water”, indicating her feelings
of connection extend to taking care of her envirentn In the drawing student 13, a young girl
in rubber boots and a wide-brimmed hat is pictunetthe forest exploring (see Figure 7). Her
description of the drawing tells the story of hdve $s “doing scientific research” as “the

environment means a lot to (her) and (she) is @is@og more and more of it by the second”.

Figure 7.A direct instruction participant draws herselfrpresearch in a
forested field (13).

The last theme noted within the drawings createdit®ct instruction participants was
the several occurrences of images/descriptiongaiperg to how the environment made the
participants feel. In two drawings, the artistesdriptions of the images indicate connection to
the environment through the positive feelings eigmeed when the artists themselves were
outside in natural surroundings. The drawing byipagant 53 shows a young girl perched on
the branch of a tree with an owl hooting from aehwithin the tree’s trunk (see Figure 8). The

individual is speaking through a speech bubble re/sbe is evidently talking to the tree (or
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perhaps the owl) about her day. The artist’s detsen on the back details how she loves trees

and how “you can tell (them) everything and (thegh’t laugh, make fun or criticize you”.

Figure 8.A direct instruction participant draws the imadesloaring her day’s

events with a tree (53).

The drawing by student 87 depicts a roughly draamd$cape and a figure leaning on a
bicycle (see Figure 9). The description of thegma extremely concise: “Biking in the
forest...It makes me feel good”. The descriptiondbth artists recount positive emotions felt
when in a natural environment or participating maativity in a natural environment. They
indicate how the students’ seek out natural enviremts based on the effects it has on their

emotional states.
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Figure 9.A direct instruction participant draws biking irfaaested area (87).

The five artists of these drawings each had &fsiigrease in their scores from the pre-
to post- program survey, with the exception ofdhest of drawing 49 who was not present for
the pre-program survey. When the survey was brdkem to see if there were particular
guestions that had commonly increased the scovgebetthese five participants, there was no
parallel noted; rather, the increased score wasechioy a general increase in more favorable
responses to a variety of different questions.

Selected drawings from the role-play pedagogicaatgy.

From the drawings created by participants of the-ptay pedagogical strategy, seven
pieces stood out and were selected for furtherprg¢ation. After analysis of the general themes
within the drawings, it was found they mirrored these predominant themes noted in the
drawings from the direct instruction pedagogicedteigy:familiar locations/scenarigs
environmental stewardshipndemotions feltvhen interacting with the environment.

Additional, there was one further theme notalvironmental observation and reflection
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The drawings from two students fit the theme obratting familiar locations and events
within the environment. Drawing by student 10 (Begure 10) depicts a young boy standing in
the middle of the forest waving. In his descriptaf the drawing, the artist indicates it is a-self
portrait at a lake where he and his family go camgpilt is interesting that no lake was pictured
in the image, yet the artist recounts it, indicgtihe location in the drawing is most likely drawn
from a memory and the artist is aware of the lacatf the lake directionally from the image

locale.

Figure 10.A role-play participant draws himself in a forestaea near a
described lake (10).

The second drawing to fall into this category wessath by student 52 (see Figure 11),
detailing an elaborate image of two boys standingide, discussing a plan relating to some ants
crawling at their feet. In the case of this stugdewas able to discuss personally with him about
his image during the drawing creation stage, a esation which was transcribed into
observational notes. While | interacted with a benof students during the research study, this

young boy stood out with what appeared to be prooed behavioural issues, which was noted
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both in the fieldtrip program and data collectiativaty. In his program, he was quite energetic
and had trouble focusing, but during the creatibhi®drawing, he was extremely focused for an
extended period of time and created immense dettike image. In our brief conversation, he
related how he and his friend (drawn in the imagent recesses outside at the school “waging
war” on red ant colonies by capturing black antage as soldiers against them. While not
necessarily a scenario one would think to show eotion to the environment, the image
undeniably details a real-life scenario where theent recalls being in the natural-world

interacting with organisms, with that interacti@ading to positive associations.

Figure 11.A role-play participant draws himself and a frigmatching a plot to

destroy a red ant colony using black ants as ssldi®).

The drawing created by student number 91 fallsiwite theme of environmental
stewardship (see Figure 12). When asked to drawage of themselves and nature, this artist
drew an image of a blackened water body, deadafishbirds, and an individual poisoning the
water with oil and other chemicals. An exceedingbgative image, it is contrasted by the

artist’'s more positive description on the back, eihiletails how they “want to save nature and
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help it survive.” The artist also included a lindicating how “the field trip has really changed
me”, which could have been written for a numbereafsons. My assumption is that this student
was more concerned about creating a piece thegthdpuas the researcher, would like to see,
not necessarily relating their own opinions. dtld also indicate how the prevalence of
negative-messaging in many EE programs has thafmdteo impact what children visualize as
a natural area or how they perceive humans infagaatith nature. A third potential is that the
fieldtrip experience was indeed enlightening fa tudent. With limited background
information about this particular student and tless, it is impossible to positively identify the

reason for the drawing of the comments withouterrinvestigation.

Figure 12.A role-play participant draws a water system beiotuted (91).

The third theme category mirrored from the dir@striuction drawings was emotions felt
from interacting with the environment. In the ireday student 75, a relatively simple landscape
with a tree and grass is supplemented by the irmhgeoung boy (see Figure 13). The

description details how the artist likes to be méss it relaxes him and how he likes “hanging
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out with (his) friends in nature”. The descriptimlicates how the artist feels a connection to

the environment based on the positive emotiongéks from his relationship with nature.

’JI
b

Figure 13.A role-play participant draws himself in a natuealdscape (75).

In addition to the three main themes found in trenihgs created by students
participating in direct instruction, a further themategory was found within the images selected
from the role-play participants. Three drawingewséd detailed images of the environment, yet
when described by the artist, they were describethiatypical manner when compared to how
most other participants described their work. Vghbe majority of the drawings collected
featured descriptions of the environment from thespective of the individual, the environments
showcased in these selected images were desciobéyg how they related to the artist, but
rather through observations of the environmentlated to the artist. The image from student
40 shows an extremely detailed drawing on a tréh, hundreds of branches and leaves
meticulously drawn (see Figure 14). From obsertmgartist during the drawing creation
process, his concentration was rigid, and he gbergntire 30 minutes of the activity focused on

this single tree he was drawing. In his descrippbthe drawing, the student describes how he
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was drawing “a weird tree” and that he was plannandraw “logs and ground like we saw on
the fieldtrip”. There is no reference to him withation to the tree; rather it is an observatibn o

what existed in nature.

Figure 14.A role-play participant draws an intricate tre@)(4
The second image of this set depicts a wild brasddcape, heavily detailed with flora,
fauna, and humans (see Figure 15). Instead ofidasgrthe environment with relation to the
humans, the artist writes about “the perfect wilmhing the sway side to side...”. Again, the

environment “exists”, with no mention of how it @fts the humans in the image.
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Figure 15.A role-play participant draws a detailed forestree with wildlife and
humans (77).

The third and final image in this theme of obseorats somewhat underwhelming when
first examined (see Figure 16). The image shovecastmple landscape with flowers, clouds,
and trees, with no humans visible. The insighbbses apparent when the description of the
drawing is read: “I did a drawing of what came tman | didn’t draw myself because when |
thought of nature, it felt like | was actually iatare. | drew blossoms, the sun, and flowers. Also
a tree and clouds, grass too”. While the aishentioned in this description which differs from
the previous two pieces, it seems to merely besargeive line to inform the researcher why no
person was depicted in the image. There is noiorenf the effect of the environment on the

artist, rather she seems to be describing whasebg to exist.
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Figure 16.A role-play participant draws a nature scene (94).

The artists of these three selected images cha$estoibe the natural world not as how it
affected them as humans, but rather as how thegrads it to exist. It was a perspective taken
by few children (three additional cases in the wadated by the role-play participants; one
additional case in the work created by the dinestruction participants). It is unclear from the
drawings if this lack of connection described betwéhe human figures and the environment
represents feelings of disconnect from natureattrar a stronger biocentric perspective on the
part of the artists.

In summary, the results from the data collectionhoés noted various instances of
statistical significance, as well as numerous ré&sidrawings of interest, in the collected
responses based on the pedagogical strategy erdployige students’ program of participation.
Field notes and observations offered insight inegtudents attitudes towards the programs, and
their survey responses and drawing gave greathihsitp what they defined nature and their

relationship with it to be. Deeper analysis ofsénénding is conducted in the following chapter.
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Chapter 5: Discussion

On examining the diverse data collected throughiuatresearch study, including
surveys, observations, and the participants’ akwadominant themes emerged regarding how
students perceived not only the environment, Isutatationship to them. The original goal of
the research study was to determine if role-play eapable of increasing students’ feelings of
connection to the environment, yet | found thisuieed a more encompassing definition of the
word “connection”. From examining the student$’ard their written word, | found the word
“connection” to be synonymous with the word “retahip” in the case of this study. Mirroring
the findings of Schultz (2000), while individual®mk to develop and strengthen inter-personal
relationships, humans are also capable of estatdisind nurturing their relationship with the
environment (p. 402). What | was initially seekiodind from these students, in varied
terminology, was the status of their relationshifhwature; and whether a pedagogical strategy
utilizing role-play (when compared to direct ingttion) could affect their relationship with
nature.

Emergent Themes

Reality of drawings.

When separated into the pedagogical strategy ¢itppation of the artist, one of the
most striking differences between the drawings thageality of the images. The role-play
pedagogical strategy saw statistically signifidasteases in numbers of imagined scenarios,
where conversely, there was an extremely highssiedl significance in the increased
occurrences of real world locations and experiedcasan by the participants of the direct

instruction program. Results from Aaron’s (201tlidy found “students who drew a real place
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or experience described direct exposure to nathike wstudents who drew imagined nature had
little or no exposure to nature” (p. 156). Aarontid the reality of the drawing correlated to a
student’s connection to the environment: the dramage of a known location shows
connection, where an imagined images shows latkmoiliarity with the environment (p. 156).

While Aaron’s (2011) findings are logical, | questiits applicability in this particular
research study, as the main question of this studyves students being asked to participate in
an imagined program versus a program set in redlityou examine the data from the
perspective of the pedagogical strategy of padiojm, it seems to show an interesting
relationship, where students who participated imaagination-rich program utilized
imagination in their drawings, and students whdtplace in a reality-centered program drew
from knowledge and experience. While logicallydwd agree with Aaron (2011) and conclude
the student’s drawings set in reality would showenmnnection to nature, | question this

generalization based on the following examples ftbencollected data.
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Figure 17.Drawing from direct instruction detailing a biképtin a forest (169).
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The drawings collected from students 94 (Figureak®) 169 (Figure 17) compare two
pieces, one from a participant of direct instrutt@nd one from a participant of role-play.
Student 169 created a drawing (see Figure 17) pdteicipating in the direct instruction
program, and then produced an image interpretéeé tmased in reality. The image shows the
participant in a forest with a bike, and the captm the back reads, “| am taking a break after a
bike ride”. While this image shows an obvious aaetion to his local environment, there is no
mention of the environment itself or his emotiocahnection to it. In contrast, the drawing by
student 94, which has previously been analyzeldisngaper (see Figure 16), details the artist's
ability to effectively visualize being present imatural setting after participating in the roleypl
pedagogical strategy.

The drawings from this study suggest that imagem¢dioes not necessarily indicate
disconnection from the environment, nor does a ohigset in reality necessarily indicate
connection. This is not to say drawings createthfthe imagination indicate greater natural
connection than those drawn from experience, fia/e found through this study the reality of
the drawing to be much less of an indicator of rtconnection than | had originally expected.
Myer, Frantz, Bruehlman-Senecal and Dolliver (20@2nd that a significant benefit of nature
was its ability to increase reflection in the indval, even in natural settings unfamiliar to the
child (p. 620). If reflection and inward contemigda are outcomes we anticipate from
individuals connected to nature, it should be nmpisse that detailed observation of their
surroundings is not always an indicator of theatféenatural encounter had on an individual. It

stands to reason that the individual’'s interpretatf their experience, either written or verbal,
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would be important tool in more accurately assestie effect of an outdoor encounter on their
relationship to the environment.

The environment that provides.

Through the data collected in the content analysiss able to better comprehend what
the term “nature” meant to the participating studeand consequently, how they saw
themselves relating to it. A theme that emergezhgly from students who participated in the
direct instruction program was the view that tHatrenship between humans and the
environment results in a benefit to humans. Is¢hdrawings, there existed an increased
numbers of gardens, flowers, domestic animals barnidings drawn; all ways humansethe
environment for their benefit (see Table 4). Agpective that focuses on environmental
utilization indicates an anthropocentric relatiapshith the environment: How can the
environment beisedby me? What can girovideme?

Of the ‘products’ noted within the students’ dragsnthere was an increased presence of
flowers and fruit trees in the direct instructioawings that required further investigation,
though both categories fell slightly short of bestgtistically significant (see Table 4). While |
am unaware of the particular environment or neightods these students live in, the fieldtrip
afforded few flowers for observation and fruit segere not present in the predominantly
forested areas. The occurrences consequently pedmpestions: Do these images represent a
disconnect from nature, with students not drawithgithey saw or experienced, but what they
think the classic image of nature should be? Ciald that these students, when asked to draw
“the environment” had little experience to draw ang instead turned to images they thought

represented nature? Aaron (2011) found studenksliwviited exposure to nature would often
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recall images from what they had seen on televjsidia, or in picture books (p. 156).
Mitchell (2006) found similar finding wherein seibrtraits drawn by students subconsciously
reflected cartoon characters they avidly watchetetavision (p. 64). The occurrence of fruits
and flowers in the drawings was not statisticaigyngicant on its own, yet when grouped with
the significant occurrences of other noted “natpraducts” depicted in the drawings, the theme
of environmental exploitation remains valid as espective on how the participants see their
relationship with nature.

Evidence of a perceived anthropocentric relatigmstith the environment was further
apparent when analyzing the humans depicted idrdngings interacting with human elements,
examples including children playing soccer, playoamga jungle gym, or riding a bike. All of
these instances represent ways in which studentsipe the environment as a location for their
entertainment activities to occur, with the natwetting not necessarily central to the activity
itself. It is difficult to interpret whether thisew of the environment as a setting for activities
indicates a lack of connection to nature, thouglo#s appear to reiterate the theme of the
environment as a provider to humans. There wareased occurrences of this perspective
within drawings of participants of direct instruati though not in statistically significant
amounts.

Theenvironment: a house or a home?

Through examining the findings collected from tlagious different data sources, | began
to notice an overarching theme emerge. Studenti€ipating in the direct instruction
pedagogical strategy were more inclined to fearaection towards the environment in an

anthropocentric manner: what can the environmeribdme, what can it provide? The idea of
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“connection” or “relationship” to the environmenttkvthese individuals appeared akin with
consumerist tendencies. Conversely, studentjating in the role-play pedagogical strategy
were more likely to view the environment from a mptayful, imaginative stance, where the
focus seemed to be more emotionally determined: dmss the environment make me feel?
While both perspectives view environmental conmectrom what the environment provides to
them, they are approached from very different metsls

To better relate these findings, | found usefuldhalogy of the environment as a house
or home. For the students participating in direstruction, they were asked to take on the view
of a human, not a hard task to accomplish as vimiasns look through that particular lens
every day. The students were asked to view thea@rment and the wildlife in it from this
anthropocentric lens, where the environment iseddsten seen as a provider. From the
environment, we are provided food, water, raw materand oxygen; products vital to our
survival. Through their drawings and descriptidhg, students communicated what their
relationship with nature was through a series @fges of what iprovidedto them. In this
regard, we could say these participants see thle aaa house: a location that provides food in
the fridge, a sink to drink from, or a bed to sléep

In contrast, students participating in role-plagreed to approach the question of
connection from a different viewpoint. In theiogram, these students were asked to observe
the environment from a different lens, the lens @fild animal, and in doing so were asked to
make use of their imagination through dramatic esibent. From the data collected from the
students’ drawings, the imaginative state they vasted to take on was retained, as students

continued to look at the environment from a moragmative outlook than their counterparts.
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In analyzing the students’ drawings and descrigti@s well as the observations made during the
programs, it was apparent these students exhiinitedased occurrences of emotional relation
and playfulness with regard to the natural word such, | suggest that these students perceived
the environment more as a home: a place of commuuait, love, and emotional safety.

So what does this mean? Does viewing the earhhasise or home affect these
individuals connection to it, and more importantdges it affect their future environmental
behaviours? Is there a genuine difference betwesse two views? | believe both forms of
relationship are important and legitimate as theth lacknowledge a human need for connection
with the environment, yet where the difference igem the depth of the relationship. A house
provides for physical needs, where a home provioledeeper emotional needs as well. If
students view their environment as a house, itegefy a place to keep possessions, a place to be
used and abused as desired, and a location, iedaras to arise, to strip of valuables and
abandon. A house is also predominately seenl@aa@ar an inanimate object, something
merely to be owned. A home on the other handcemt@d differently: it is a place one respects, a
place one feels comforted and loved, a place oflyaprotection, and regeneration. Individuals
take from their home, but replenish depleted segpl ensure sustainability. In the case of
impending danger, people often fight for their hamat of loyalty. It is a place where
relationships are built: one canrmtna home, merely be a part of it.

To positively affect children’s developing view thie natural world, we must then
examine the predominant influences that help skiagpeelationship. Where parents and media
have been found by numerous studies to be inflakeffaron, 2011; Gotch & Hall, 2004; Hyun,

2005), studies have shown that the “excessivelyungental view of nature” that children are
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frequently exposed to in school may also be a tepdause of the low occurrence of biophilic
feelings in children (Almeida, Vasconcelo, StreRlilbeiro, & Torres, 2011, p. 4). Children are
taught that saving the environment is vital foufet generations of humans (an anthropocentric
view), yet are not given reason to save the enwient for its own intrinsic value. This
anthropocentric school ethos is often reflectivéhef dominant social paradigm (Dunlap, Van
Liere, Merig, & Jones, 2000), and therefore withawwocietal shift in environmental perception,
school programs are unlikely to be altered (Almeitial, 2011, p. 5).

EE programs have the potential to supplement sahwakculum and positively influence
children’s relationships with the environment, aedordingly may be able to alter whether an
individual adopts an anthropocentric or biocentrew of nature early in life. Through previous
experiences and observations collected in thisystughve found EE programs that utilize
entertaining activities and real world scenariasarticularly effective in engaging and
inspiring students, which is where role-play carveas a valuable pedagogical strategy.

The Effect of Role-Play on Fedlings of Connection to Nature

So ultimately, after all the role-plays were contgteand observations made, the
guestion remains: what effect did the use of rdég-m an EE program have on students’
feelings of connection to the environment? Theeeawarious findings from the research that
indicate that role-play had a positive result, badghan activity, and on its effect on students’
connection to the environment.

Through examining the observations from the progtdrfound the students’ who
participated in the role-play program seemed toyettjemselves more than those who

participated in the direct instruction program.eTble-play interjected an active and engaging



83
activity into the program that allowed the studentsexperience freedom to play and reflect in a
natural setting. They were encouraged to partieipad add input, which allowed them to be
actively involved in shaping their own experienthis provided for a more casual learning
environment, as well as a heightened sense ofesmeitt for all involved, as the activity was
organic and always changing.

While having the students enjoy themselves wadlfigf as a programmer, an exciting
finding from the research was that asking studentake on the perspective of wildlife through
creative imagining, allowed for observation andaetfon of the environment in a more
ecocentric manner. The data indicated that stgdeate able to appreciate the environment not
necessarily for what it provided to them, but fdrawit is intrinsically. By asking the students to
look at the environment through a new lens, it appéhat for at least for some of the
participants, the experience was lasting enougtiltde evident several weeks following the
program. While it is possible these varying perspes existed prior to the program, the surveys
provided no statistical significance of differentetween the classes in relation to feelings of
connection to the environment. It leads me to katecthat it may have been the programs’
pedagogical strategy featuring embodiment thatedtethe students’ perspectives.

Advicefor Future Role-Play Programmers

From my experience both conducting this reseanatiysind my years working as an
environmental educator, | offer some advice fostherho wish to embark on the path of role-
play use within their EE programming. These aggsstions | researched and appreciated, or

personally learned through trial and error (oftéthwnore error than trial).
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Teachers set thetone. If you are not the primary leader of the groutofdents
taking part in the role-play, it is vitally importathat you are in communication with
the main teacher and ensure that they are interesfgarticipating. If they don't feel
inclined to “play along”, neither will their studen As found by McNaughton
(2010), the teacher taking on a role within thevégtoften provides a vital
ingredient to the drama (p. 299).
Inform the participants. Actors cannot act without a script, and studentsot
participate in a role-play without adequate infotima Ensure you first educate the
students about the scenario, characters and iseubgy can fully engage in their
role.
M ake them comfortable. Role-plays can be stressful for students, as well a
mentally taxing. Make sure there is a secludedcamafortable location for the
activity — it takes enormous mental exertion fongnatudents to participate, they do
not also need to be worried about weather or aegatip audience.
Gowith theflow. Lastly, and perhaps most importantly, rememberrblatplay is
organic. This is an activity that cannot be fullgqmed in advance, and while there
will be more successful role-plays than others bibst role-plays come together
spontaneously, and variance and uniqueness shewdddouraged. Come prepared

for a variety of situations, and then hold on foe tide.
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Chapter 6: Conclusion
Effective environmental and sustainability eduaasbould be: holistic; active
and participative; based on and in the environmestjsed on values; based on

action competence; and systemic. (McNaughton, 20.1991)

Effective environmental education, based on McN&ughk definition, requires EE
programming that engages students not merely ahthkéectual level, but at their core, affecting
both values and emotions. This research study stieevpotential to opening minds and
perspectives of young people by using pedagogicakgjies that encourage viewing the world
through a different lens. By imagining how animsde the world, children are able to look past
the artificial materials we can take from the eamiment and are able to see how other creatures
on the planet benefit from a healthy and vibraahpt.

Significant Findings

The research provides insight into various asp&atising role-play as an engaging
pedagogical strategy and its affect on studentsheotion to the natural world. | found that
creating a program the students enjoyed was crirc@kating effective EE programming.
Through taking on the role of another being, tlhuelshts were required to invest in a character
and consequently the activity as well. With thevéty being both entertaining and highly
participatory, it encouraged students to conneaerdeeply with the message of the program,
not simply engage artificially.

| also found through analyzing the participantgwliings that contrary to the findings of
Aaron (2011), imagined drawings of nature do natessarily indicate disconnection from the

environment when compared to drawings set in gealihere are many factors that must be
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taken into account when interpreting a child’s dregivsuch as their experience with the
medium, the pedagogical delivery strategy of tregmm, and the child’s own interpretation. In
the case of this study, students participatingghlly imaginative programming created
imaginative drawings, with no relationship obserbetiveen the reality of the image and the
artist’s connection to the environment.

Perhaps the most significant finding was that péer demonstrated the ability to
encourage students to identify with a differentwpeint through perspective-taking. The
children were able to shed their human lens in ntasgs, in favour of experiencing an activity
as a new creature. This allowed the studentsgceamte their environment from a new point of
view, valuing it not only for what it could provide them, but for emotional and intrinsic values
as well.

Future Research

A variety of future research opportunities havedmee apparent based on the findings of
this study. As this was a contained study of allssaaple size in one location, it would be
interesting to repeat the study in new localesotdiom whether the location or sample affected
the findings. New locales would provide for tegton a range of school divisions, cultures, and
communities, which could allow for confirmationtbie findings.

As the offered role-play program was time-constdiby both the research period and
the participating schools, it would be interestiagonduct a similar study, but extend the role-
play scenarios and incorporate them in day-longewk-long programs. The immersion in the

new perspective could indicate further the effeatss of role-play in EE programming.
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It would also be of interest to study the effeatigss of role-play on various personalities
of students. Its accepted that role-play is a omadhat might not work for all types of students,
so it would be interesting to determine which shideare better suited to role-play and other
highly participative programs.
On a Personal Note

At the end of this precious year-long researchystubave learned much about
environmental education, student learning, and thy$¥ith the knowledge gained from my
experiences, | am more confident in the beauthefenvironment and its power to rejuvenate,
as well as the potential for environmental educatmspark a love of nature in children and
adults alike. As educators, we must remembermimtse focus and weigh children down with
facts and figures in an effort to “save the envin@nt”; rather we must inspire them to form a
relationship with the environment through feelimfpassion and love.

If you want to build a ship, don’t drum up peopdgéther to collect wood and don’t

assign them tasks and work, but rather teach tbdong for the endless immensity of

the sea. (De Saint-Exupery, 1943)
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Appendix 1: Pre- and Post-Program Survey

Student ID #:
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STATEMENTS

Strongly Disagree

4

Strongly Agree

»

<«

»

SD

D

A

SA

| feel sad when wild animals are hurt

| like to see wild animals living in a clean enviroent

Taking care of animals is important to me

| like to see wild flowers in nature

Being outdoors makes me happy

I like to garden

| enjoy touching animals and plants

Collecting rocks and shells is fun

| like to hear different sounds in nature

Being in the natural environment makes me feel @iedhc

When | feel sad, | like to go outside and enjoyunat

Humans are part of the natural world

People cannot live without plants and animals

My actions will make the natural world different

People do not have the right to change the natumatonment

Picking up trash on the ground can help the envmemt

(For Treatment A) Learning about Alberta animalipbéd me

understand them better

(For Treatment B) Pretending to be an Alberta ahimefped

me understand them better




