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ABSTRACT

This thesis investigates children’s perceptions of the natural world, and how their
experience with one environmental education program has shaped their ecological identity
and environmental consciousness. In order to examine children’s understandings and
attitudes about nature and the environment, I became a participant researcher in the
Intergenerational Landed Learning Project (ILLP) at the UBC Farm during the 2005-2006
school year. The age of the children in this study was 9-10 years old. I employed a
qualitative approach based on naturalistic inquiry and interpretation that aims to understand
the context of lived experience. After the program finished, I chose to do an in-depth
analysis of six children’s experiences with /LLP at the UBC Farm based on semi-structured
interviews collected. These interviews were complemented by recorded observations of
particular activities at the farm, alongside my informal researcher journal. The value and
significance of this study lies in the insights that the children’s stories provide, and the many
possibilities they reveal for educators interested in Education for Environmental
Sustainability.

My findings suggest that the students’ experiences with the /LLP deepened their
understandings about nature, and informed their attitudes about environmental sustainability.
The study provides evidence that engaging the child in a local, place-based educational
setting enables him/her to develop a stronger sense of place and nourish a strong connection
to nature. The chjldren developed more complex understandings of the environment and an
empathic and compassionate relationship to the land and the people with whom they worked.
They came to understand the importance of farms and local, organic food production through

their experiences working with soil and cultivation. Their concern for the environment and

i




their sense of responsibility toward taking care of it also grew stronger. The stories of these
six children showed the importanée of integrating emotions, understandings and practical
skill developmeﬁt through experience with hands-on learning in the outdoors.

The thesis offers an argument for the re-conceptualization of the ways we teach and
learn about the Earth, and highlights programs like the /LLP, and places like the UBC Farm,
as educational environments in which we are able promote education for environmental
sustainability. It also provides examples of effective educational tools (such as Earth

Literacy) that can help educators, parents and community members to enhance the

development of children’s ecological identity and environmental consciousness.
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CHAPTER ONE

INTRODUCTION

In the first portion of this chapter, I briefly introduce my personal experience and
motivations for doing this work, and present the specific question guiding this research.
Furthermore, I present Chapter One as a window to broad educational issues regarding the
relationship of humans and nature, centrally focusing on the problem of children’s
disconnection from the environment. I provide a brief overview of how this problem affects
children’s development, education and healthy relationship with the natural world. I argue
that the lack of direct experience and connection with nature seriously hinders children’s
ability to build a strong ecological identity and develop environmental consciousness. There
is a pressing need for the re-conceptualization of the way we teach and learn about nature and
the Earth. This re-conceptualization ought to be mindful of the cognitive abilities and
emotional capabilities at different stages in a child’s development. We need to address the
significant challenges we face as environmental and sustainability educators by shifting away
from views that separate us from the natural world, and turning towards those that embrace
interdepéndence and interrelationships. In the last portion of this chapter I present my
rationale for adopting the overarching term of “Education for Environmental Sustainability’,

which serves as an integrative description of the work presented in this thesis.

Motivations and Research Question
This research was inspired by the empowering works of many visionary educators

(like David Sobel and David Orr, among others) those who fight for educational change they

believe is possible. It was also propelled by the need to find alternative approaches to the




way we currently teach and learn about the environment and sustainability, particularly at the
elementary school level in North America. A re-conceptualization of environmental
education that is based on a holistic and systems thinking approach is needed, so that it better
represents the complexities and interconnections of the natural world. The way we currently
teach and learn about the Earth does not provide our children with enough direct experiences
in nature, nor does it help them comprehend the complexity of the issues at hand.

Over the past 3 years, I have become increasingly concerned about the profound
detachment of humans from place and from the natural world. I have become particularly
interested in learning about how this disconnection affects children’s cognitive, emotional
and practical skill development. I am also fascinated by the processes that lead to the
development of our ecological identity and environmental consciousness. For this study, I
concentrated on children’s understandings, engagement, and attitudes about the Earth. 1
embedded my study within a 10-month environmental education program that allowed me to
study the changes in children’s understandings and attitudes over time. This program, the
Intergenerational Landed Learning Project (ILLP) at the UBC Farm, provided the perfect
practical context for studying these changes. Wanting to understand more about children’s
relationship to nature and its ramifications for the development of a sense of responsibility, I |
specifically aimed to answer the following question:

How did six children’s engagement with, understandings of, and attitudes about

nature and environmental issues change over their 10-month experience in the
environmental education program of the ILLP?

My goal was to obtain insights into how children think and feel about the natural

world, so that we can better understand how we might meaningfully implement a re-




conceptualization of education with respect to environmental sustainability. The insights
gained by studying children’s perspectives about the natural world can enable educators to
help children develop their ecological identity and their environmental consciousness.
Ideally, the formation of a strong ecological identity leads to a sense of responsibility that can
empower children to reach new levels of transformative and informed action. The goal was
to also highlight educational environments, like the /LLP that already promote the values of

connection, empathy and compassion towards the natural world.

Personal development and context for this thesis

In my own journey of self-discovery, I have found that the most important part of the
process of change is the integration of all dimensions of human nature including the physical
self, the intellect, the emotional realm and spiritual awareness. My personal framework for
this work comes from my interest in developing more conscious connection with self, with
others, and with the place we inhabit. This interest has led me to investigate the way humans
interact with nature and how this interaction shapes relationships with the natural world.

As a child, my experiences with the natural world were limited to a garden with lots
of plants, various pets and occasional outings to the country side. In school, I was always
very interested in the natural sciences, but it was not until I reached University that my
passion for the Earth became prominent. After finishing my B.Sc. degree in Earth Sciences
and Biology, I enrolled in a Master’é program in the Department of Earth and Ocean
Sciences. There, I began my journey under the tutelage of Dr. Kurt Grimm (Earth and Ocean

Sciences, UBC) — an expert on sustainability and Earth systems science. Although I was

aware of the term “sustainability”, I had never really explored its meaning. After my arrival




at UBC, I was exposed to a broader, more interdisciplinary realm of possibilities and my
academic horizons expanded to the areas of sustainability, planning, science education,
curriculum studies, and many more.

Although my expertise was in the natural sciences and my experiences as an educator
were limited, I found myself developing a passion for educating our children to understand,
love, and respect the Earth. This passion continues to be fuelled by new-found knowledge,
by a growing sense of educational responsibility, and by children’s innate sense of wonder
and exploration. As my Master’s program evolved, my interests in sustainability and
environmental education intensified, and I made a decision to transfer from the Department
of Earth and Ocean Sciences (EOS) to the Department of Curriculum Studies (CUST),
Faculty of Education. I proceeded with my program with the supervision of Dr. Linda Farr
Darling (CUST, UBC) and with Dr. Gaalen Erickson (CUST, UBC).

At the very beginning of my studies, Dr. Grimm informally introduced me to UBC
Farm, and with it, the opportunities for sustainability teaching and learning. However, it was
not until my transfer to CUST was under consideration, that my attention was brought to a
particular program that goes on at the Farm. I quickly became interested and signed on as a
volunteer “farm friend” in the Intergenerational Landed Learning Project (ILLP) at the UBC
Farm. The /LLP is a recent initiative from the Faculty of Education, and it is an innovative
environmental education program for elementary school children. It focuses on food-land-
community connections, intergenerational, and place-based learning. As my involvement in
the project progressed, it became clear the setting of the /LLP was very compatible with the

purposes and frameworks of my research. I would now be able to apply educational theories

that I had been exploring and acquire new skills, such as farming skills that included organic




practices and local food production. I would also be able to nurture relationships with
children, teachers, farmers, researchers, and staff. Above all, work at the farm helped me
develop a profound connection to place and an unprecedented sense of belonging that I had
never experienced before.

In this and the following chapters, I present the findings from my study as a useful

contribution to the fields of education and sustainability.

The problem of environmental disconnect and “generational amnesia”: Human-Nature
disconnection

“I like to play indoors better 'cause that’s where all the electrical outlets are.”
(4" grader, San Diego, C4) (in Louv, 2005)

I believe that a powerful disconnection exists among humans, and between humans
and nature', and that this disconnection is reflected in the way we currently live our lives
(Kahn, 2002; Louv, 2005; Orr, 1994; Sobel, 2004). This disconnection, especially between
humans and place, has led us to forget (or prevents us from remembering) that we are
embedded within, and are importantly connected; to the world that sustains us (Capra, 2002;
Macy, 1991; Macy, 1998; Roszak, Gomes and Kanner, 1995). This disconnection is, perhaps,
one of the deepest (and largely unnoticed) causes of all the ecological and social adversities
that we see in the world today.

A new generation of children is growing up in world” that is mostly unaware of the

importance and beauty of the natural world (Chawla, 2002a; Chawla, 2002b; Gaster, 1991;

! Although I make the distinction here between “humans” and “nature”, it is merely to highlight the superficial
and false dichotomy that has been created when thinking about our situationality in the world (Louv, 2005;
Roszak, Gomes and Kanner, 1995; Sobel, 1996).

? It is worthy to note that the context of this thesis, and the criticisms and arguments made herein, are largely
based on Western Culture and North American educational systems and lifestyles — in mainly urban settings and
a society that has come to regard nature as a mereé commodity to satisfy utilitarian tendencies (Louv, 2005;
Rees, 2002; Wackernagel and Rees, 1996). '




Nabhan and Trimble, 1994; Louv, 2005). And some have termed the this disconnection
between children aﬁd natures as a type of “generational amnesia” (Kahn, 2002). It is also
argued that “we know...that many now consider children’s experiences of wildness a luxury
rather than a basic human need.” (Nahban and Trimble, 1994; p. xiii). We currently live in a
highly urbanized society (and sadly, a vastly.materialistic one) where access to wild spaces
has been largely reduced due to the continuous loss of natural habitats (Drayton, 2003;
Living Planet Report, 2006; Vitousek et al., 1997, Wackernagel and Rees, 1996), and to the
intellectual and emotional detachment from the place we inhabit (Gruenewald, 2003; Pyle,
2001; Pyle, 2002; Sobel, 1996). The problem is exacerbated by the widespread emphasis we
place on technology (in many cases an over-dependence on this resource) (Cordes and
Miller, 2000; Kraut et al., 1998). Our children now spend most of their time caught up in
rigidly structured activities within and beyond school walls, in shopping mallis or in front of a
computer or television screen (Beardsley, 2000; Brooks, 2001; Brooks, 2004; Healy, 1998;
Healy, 1999; Louv, 2005). The consequences of this vast and increasing disconnection, loss
of direct experience, and loss of enchantment with nature ought to be one of the primary

concerns for educators, parents and community members.

Why do children need nature?

“..wilderness — even in its simplest forms — can nourish a lasting attachment to the Earth,
and, in turn, nurture self-esteem.” (Nahban and Trimble, 1994; p. xiii).
The lack of contact with nature greatly limits our children by preventing them from
developing a holistic understanding of the intricate complexities of nature, from acquiring

practical survival skills, and from creating a relationship with the natural world (Louv, 2005;

Sipos-Randor, 2005; Zavestoski, 2003). Louv (2005), following from the ideas of John




Dewey (1902, 1938), rightfully states that “much of our learning comes from doing, from
making, from feeling with our hands” (pg. 66). Research in developmental psychology,
neurology, child development and education has confirmed that the lack of direct experience
(particularly with nature) significantly inhabits the adequate development of a child’s senses,
thereby limiting imagination and creativity (Louv, 2005; Moore, 1997; Reed, 1996). This
‘sensorial atrophy’ can result in the underdevelopment of the child’s senses, or in the over-
stimulation of only one of them, most often the visual (Louv, 2005; Moore, 1997). This
restriction prevents the child from discovering rich experiences of his/her world (Louv, 2005;
Nahban and Trimble, 1994) that might enhance learning. While learning, the child has the
opportunity to be engaged cognitively, emotionally and physically in his/her exploration; this
opportunity is magnified when the child is in direct contact with nature. As Louv (2005)
quotes Moore (1997), “children live through their senses. Sensory experiences link the
child’s exterior world with their interior, hidden, affective world.” (Louv, 2005, pg. 65).
Some research suggestas that the child’s physical, mental, emotional and even spiritual health
can be at risk when he/she is so far removed from contact with place, community and nature
(Kaplan and Kaplan, 2002; Louv, 2005; Sobel, 2004). Furthermore, studies have shown that,
if the child faces cognitive, physical or emotional challenges, contact with nature can provide
an effective “restorational environment” where learning can be facilitated (Chard, 1994;
Kaplan and Kaplan, 2002; Louv, 2005).

Nowadays, children seldom have any opportunity to search for those special places in
which they can establish a sense of belonging and discover their identity through the Ihagic

of nature (Clayton and Otopow, 2003; Kahn and Kellert, 2002; Nahban and Trimble, 1994;

Pyle, 2002; Sobel, 1993; Zavestoski, 2003). Children have an innate sense of wonder,




exploratjon and adventure (Carson, 1962; Dayton and Sala, 2001; Orr, 1994) that can be
reawakened if only given the chance. They can (re)imagine, (re)create and (re)discover the
wonders of the (natural) world in order to find a sense of self, a sense of communion and a
sense of unity (Churchman, 1992; Clayton and Otopow, 2003; Nahban and Trimble, 1994).
The alarrnihg rate at which children are losing contact with nature, and losing the valuable
knowledge it has to offer, possesses serious challenges to the their ability to become
empowered citizens able to engage in sustainable practices (Gaster, 1991; Louv, 2005; Sipos-
Randor 2005; Sobel, 2004). Enabling the child to fully embody the Earth that surrounds
him/her can inspire a deep sense of awe, which in turn can promote a profound emotional
connection and affinity to the natural world. What can follow is the development of an
ecological identity® (Kahn, 2003; Thomashow, 1995; Thomashow 2002; Zavestoski, 2003)
aided by a strong sense of self (and self-esteem) (Kahn, 2002; Louv; 2005), and the
development of a strong environmental consciousness (Kahn, 2003; Kals and Itnner, 2003;
Louv, 2005).

We do not need to over romanticize nature in order to point out that direct contact
with it strengthens the ability of the child to cognitively and emotionally deal with the
expanding and increasingly multifaceted world (Louv, 2005; Sobel, 1996). Coupled with
proper cognitive understanding, a sound emotional foundation empowers children to cope
with an uncertain future that may otherwise overwhelm them and hinder their ability to act in

transformative ways (Lange, 2004; Sipos-Randor, 2005; Sobel, 1996).

3 Ecological identity, as expressed by Thomashow (1995) “refers to all the different ways people construe
themselves in relationship to the earth as manifested in personality, values, actions, and sense of self”’ (pg.3)



Teaching hope in a world of fear

Humanity faces the largest environmental and social crises ever seen on a global level
(Daly, 1996; Diamond, 1999; Diamond, 2005; Goudie, 2000; Raskin et al., 2002; Rees, 2002;
Vitousek et al., 1997). Studies and reports on the state of the planet inform us that the
poverty, hunger and endless political and religious wars increase by the minute (Diamond,
2005; UN, 2007, UNFPA, 2007; UN-HABITAT, 2007), and that the planet’s species and
ecosystems are being continuously deteriorated at an alarming rate (World Conservation
Unit, 2007; World Wildlife Fund, 2006). The negative impacts the human species can have
on the Earth have been long discussed, and many are now turning to education in hopes that
the next generations can aid in the transition to a better world (Earth Charter, 2000;
Environmental Learning and Sustainability — Environment Canada, 1998; George C.
Marshall Institute, 1997; Gough, 2002; Hungerford and Volk, 1990; Orr, 1999; Tbilisi
Declaration, 1977). Though this is a commendable aim, teaching about these immensely
complex issues can be difficult and emotional for both students and teachers, creating
feelings of anxiety, uncertainty and confusion about the future (George C. Marshall Institute,
1997; Werner, 1995). As with other psychologically' traumatic events, experience learning
about global disasters can cause children to detach from reality or try to escape it (Roszak,
Gomes and Kanner, 1995; Van der Kolk, MacFarlane and Weisath, 1996; Wilson, 1994).
Sobel (1996) worries that “if we fill our classrooms with examples of environmental abuse,
we may be engendering a subtle form of dissociation” (pg. 2), and encouraging the
emergence of “ecophobia” or the fear of (being in) nature and fear of abstract ecological

problems. Thus, this ecophobia can lead to a sense of helplessness (George C. Marshall

Institute, 1997; Roszak, Gomes and Kanner, 1995). There are significant risks in asking




children “to deal with problems beyond their undersfanding and control” (Sobel, 1996; pg.
5). However, trying to ‘protect’ them by withholding information can only lead to incomplete
and inaccuraté understandings of the issues at hand. Along with developmentally appropriate
teachings, we should encourage children to envision the possibilities for joy, hope, and
positive action (Sobel, 2004; Werner, 1995). We should help them develop a sense of
connection, empathy, and respect for the natural world and their place in it (Louv, 2005;
Sobel, 1996). We should also support “children’s biological tendency to bond with the
natural world” (Sobel, 1996; pg. 6). Similar sentiments have been voiced by Kellert (1996),
Kellert and Wilson, (1993), and Wilson (1986). E. O. Wilson’s concept of Biophilia is the
hypothesis that aims to explain our affinity with/attraction to the natural world through an
“inherited genetic tendency to respond to the natural environment in certain ways,
particularly with certain emotional responses.” (Clayton, 2003, pg. 48). As Clayton (2003)
argues, “if this hypothesis is valid, then a connection to nature is a fundamental part of who
we are” (pg. 48). The cognitive aspect of teaching and learning about nature needs to be
approached from a more holistic and ecologically sound framework so that students can

come to appreciate the interrelatedness and interdependence of our world.

Beyond fragmented, standardized education

Although science, technology, arts and other subject areas are essential parts of the
curriculum, they can be taught in ways that are disconnected from each other and from the
children’s experiences. Mainstream curriculum has been criticized for privileging normalized
standards that reduce the autonomy of both teachers and students leading them to become
passive givers and recipients of information (Gruenewald and Manteaw, 2007; Ross, 1997;

Smith, 2007). Standardized curricula and assessment techniques have been criticized for
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ignoring the whole child and the need to actively engage of the child in learning with “head,
hands, and heart” (Sipos-Randor, 2005) (Hursh, 2005; Louv, 2005; Ross, 1997; Sipos-
Randor, 2005).

In Western thought, reductionist approaches have dominated the way we think about
the world since the time of Descartes and Newton (Kay and Schneider, 1994; Lambkin,
1998; Phelan, 2004). According to critics, education is steeped in a paradigm that inspires
an incomplete understanding of how the world works (Birch, 1998; Orr, 1994; Phelan, 2004).
This paradigm has also favoured the expansion of science and technology over other
disciplines (Flinders and Thornton, 2004; Orr, 1994). With respect to the way we teach and
learn about nature and environment, affection for and connection with the natural world is
sometimes seen as mere romanticism. In the search for more scientific accuracy and
objectivity we have allowed ourselves to become detached from the place we inhabit, and
from passionate engagement with it (Damasio, 1995; Phelan, 2004; Pyle, 2001; Sipos,
Battisti and Grimm, 2007). Robert Michael Pyle in his essay “The Rise and Fall of Natural
History” depicts this perfectly when he points out that: “Our environmental professionals are
superbly trained in engineering, management, and theory, yet seldom have any intimate
knowledge of the working parts of the systems they measure, monitor, and care for.”

It is important that we reclaim enthusiasm, passion and emotion for learning so that
the child has a more holistic understanding of the world that integrates not only the cognitive
(intellectual), but also the complementary emotional and practical skills (Damasio, 2001; Orr,
1994; Sipos-Randor, 2005). In my view, great benefit comes from encouraging the young |

child to develop a strong connection to the natural world (Churchman, 1992; Sobel, 1996).

Harmonizing this connection with a solid intellectual foundation and the opportunity for




direct experience the child can develop a sense of respect and responsibility. This process,
can lead to actions that reflect a profound understanding of our intricate, interconnected
world (Grimm, 2006; Sipos-Randor, 2005; Sobel, 1996). I argue that the chil(i must first be
bro;ight to the awareness (recognize) of the interconne?tion with natural world. Once the
child has started to understand these interrg:lationships, he/she can start to develop a sense of
empathy, compassion and respect for the natural world. This connection, paired with proper

cognitive understanding and practical skills, can foster to a sense of responsibility that can be

potentially transformed into action. A graphical representation of this argument can be found

in Figure 1.1.
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ngure 1.1. A graphical representation of the suggested model of developing a sound |
ecological identity and environmental consciousness. This particular work does not look at
the implementation of a sense of responsibility, but rather only touches upon the potential for

action. Parts of this model were 1nsp1red by Mary Gordon’s Roots of Empathy (Gordon
'2003).
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Clarifying terminology: Integrating ‘Environmental, Qutdoor, and Sustainability’
Education into ‘Education for Environmental Sustainability’

The terms ‘Ecological’ or ‘Environmental Education’ have been used widely in both
academic and non—academic settings (AERA - EEE SIG, 2007), and these terms often focus
our attentjon on teaching about the Earth and our relationship to it (Holsman and Ruskey,
1995; Lund, 2002). However, it is important to notethat these terms, particularly
‘Environmental Education’, have recently been used to portray fields that deal with much '
narrower issues than the ones these terms are actually meant to represent (George C.
Marshall Institute, 1997; Gough, 1993; Gruenewald, 2004; Marshall, 2006; Schmidt, 1996).
'In the following paragraphs, "I highlight some of the limitations that have.been imposed by
the over-generalized used of these terms. I also point out that the same concern can be
applied to the term ‘Outdoot Education’, since this field has been (and still is) anessential ‘
and complimentary component to Environmental Education (Ewert, Place and Sibthorp,
2005; Lund, 2002, Woodhouse and Knapp, 2000)

Some conceptlons of Environmental Education have adopted an anthropocentric and
-utilitarian paradigm, and address 'limited environmental issues in unsatisfying and incomplete
ways (Blums_tein and Saylan, 20‘0‘7; Gough, 1990; Gruenewald, 2004; Marshall, 2006;
Ohman, 2006; Orr, 1.994_;).'_Perhaps, the oversimpliﬁcation arises from the difficulty of ' '
grasping of the many dimensionsof ongoing social and environmental issues. Popularized
.environmental education has often focused on just a few abstract problems (such as pollution,
and more recently climate change), and suggests, what many have argued are, unhelpful and
linear solutions (Blumstein and Saylan, 2007 Orr, 1991; Phelan, 2004) Teachlng ch11dren to
“be green” and offering them the oversimplified solution of “reducmg, reusmg, and

recycling” quickly becomes meaningless if the child is not grounded in proper contextual -
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understandings and knowledge (Blumstein and Saylan, 2007; Grimm, 2006; Peterson, 2007,
~ Sobel, 2004). Outdoor education in urban settings, for example, has recently become a tool
for luxurious recreation. The comforts of civilization travel with studeﬁts' into natural
settings, thereby reducing children’s immediate contact with nature. (Louv, 2005; Sipos-
Randor, 2005).

Sustainability Education offers a more holistic approacﬁ based on an eco-sys;tc_emic, '
community-based perspective to the way we teach‘ about nature and the Earth, (Cortese and
McDonough, 2003; Moore, 2004; Rees, 2003; Sipos-Randor, 2005). However, sustainability
education is not immune to the oversimplifications that both Environmental and Outdoor
Education have been subjected to. In an ever expandiﬁg global world, the term |
sustainability’ itself is ambiguous and overused creating confusion about its purpose’
(Grimm, 2006; Sipos-Randor, 2005). .Besause of this confusion, the focus of education for
sustainability can easily be reduced to the economic goals of ‘sustainable develépment’
(Costanza and Daly, 1992; Costanza and O’Nei'll, '19.96; Rees, 2002). Education for
Sustainable Development can be problematic if the relationship to the natural world is
considered only in economic terms. In the field of sustainability, the term ‘sustainable
development’ is often criticized for masking an intention to maintain the status quo (Rees,

2002; Rees, 2003).

* The sustainability movement arose in response to the progressively more daunting task of alleviating
“ecological and socio-economic injustices so that we can create and enact more holistic and biocentric solutions
for a better world. Sustainability is a process of synergistic complexity and interconnectedness/ interdependence
within and among all holarchical levels of existence (Barlow, 1991; Holling, 2000; Koestler, 1967) or spheres
of influence (Vaines, 1996) (both temporal and spatial components). Sustainability can be a way of life that
integrates ancient wisdom with modern expertise being consistent with holistic values that truly bring the
des1red ecologlcal and socio-economic justice.

3 However, it is also true that the term sustainability’ has revolutionized the way we think about the world. As
Sipos-Randor (2005) convincingly states, a “far greater benefit will result from clarifying and re/claiming the
‘sustainability’ concept rather than abandoning it, and particularly by advancmg it as a well-defined movement
for socioecological justice” (pg. 5). It is also important to be mindful of viewing sustamabxllty asa process
rather than a goal, as a way of life rather than a set of standards to be achieved.
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| have.made a distinction between the.terms ‘Environmental’, ‘Outdoor’, and
‘Sustainability’ Education in ﬁopes of highlighting some of the shortcomings of thesé
seemingly separate‘ fields. This separation, however, can become problematic when trying to
unify and integrate their usefulness. This problem becomes particularly prominent when
attemptihg to describe the re-conceptualization of éducation with respect to the way we teach
aﬁd learn about nature and our relationship to it. I argue that much more can be gained by
replaiming the power of overlapping concepts within environmental, outdoor, and
sustainability education. It is essential fhat we integrate them into meaningful pedagogies
and curricula that reflect the vﬁlues of a sustainable relationship betwéen humans and the
Earth (Capra, 1996; Capra, 2002, Orr, 1994).

In order to avoid confusion and discord of the sort I have pointed out, I use the term
Education for Environmental Sustaihability (EES) throughout this thesis. This overafching
term will be used from now on to encompass aspects of Environmental Education, Outdoor
Education aﬁd Sustainability Education because it fruitfully blends together the theoretical

frameworks and pedagogical tools that are described in the chapters to come.

The Educational Challenge

“I cannot save what I do not love. I cannot love what I do not know” ~ Anonymous.

We aré currently reinventing the méaning of stewardship, environmental
consciousness and community, while trying to rekindle connections to the l'a.nd, our own and
Vour students’. The challenges that educators face are broad and complex, and therefore, we
must find innovative paths for re-conceptualizing the way we teach about nature and our .

relationship to it. It is our duty as educators to empower, and engage our children by
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providing the space for them to connect fo the nétural world, develop a relationship with it

and find their passion for living, leanﬁng and sharing in a vision for the future.
-In-the-following chapters;-I: present a-more-detailed account of what-this worked

entailed, the practicai context and theoretical framev;/orks in which it was barﬁed out, aS well

as the ways in which it can potentially contribute to re-conceptualization of education.
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CHAPTER TWO

THEORETICAL AND PRACTICAL FRAMEWORKS

There are many and varigd solutions to address the problems identified jn Chapter

One that are considered to be helpful tools for fhe advancement of Education for
Environmental Sustainability. In the first séctiqn of Chapter Two, I focus on three
perspectives that I believe are among the most promising for this purp'ose; I argue that these

. _ \ '
particular theoreﬁcal frameworks caﬁ aid in the re-conceptualization of the way we teach and
learn about nature, the Earth and our relatidnship to it. In the secor‘idv portion of this chapter, I
focus on an environrﬁental education program that explores this re;-conéeptualization in
practice. I present the Intergenerational Landed Learning Project (ILLP) at the UBC Farm as
an excellent example of the initiatives that have been and are being developed for Education
towards Environmental Sustainability. T give a description of the J/LLP, its aims and

objectives, and the process of instruction in this 10-month program. .

Empowerment, Engagement and Connection through Education for Environmental
Sustainability

The integration o.f ‘education for environmental’sustainab.'i‘ﬁty into the traditiona
education system, at least in North America, has often been difficult and slow (BC IRPs,
2007 Peterat et al. 2004). However, even with the challenges we face, thére are many
passionate, enthusiastic and dedicated educatoré that aré making significant changes in the
way we teach and learn about the Eaﬁh and our relationship to it (eg. Capra, 1996; Esteva

and Prakash, 1998; Gruenewald, 2003; Intergenerational Landed Learning Project; Sea to

Sky Outdoor School for Sustainability Education; Smith, 2002;' Sobel; 1996; Sobel, 2004;

§
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Voices for Sustainability; 2006). Furthermore, in 2002, the United Nations (UN) declared the
Decade of Education for Sustalnable Development (from 2005 to 2014) (December, 2002, to
be led by UNESCO — Umted Nations Educational, Scientific and Cultural Organization).
Even though the term Sustainable Development might be problematic for the field of =
sustainability and even for sustainability éducation, as edueat.ors, we wogld benefit most
from viewing this Decade of Education fof Sustainable Development as a stepping stone for
the re-conceptualization of education for environmental sustainability. We should take
advantage of the ogening doors that are presented ‘here, and look beyond the barrieré of
semantics. This (and other official documents®), as well as the support from érassroots
iniﬁatives, _provides educators with opportuhities to work together and create meaningful,
Colleborative tools for the ineorporation end enactmeﬁt ef education for environmental
. sustalnablhty in all levels of schooling and communlty (Voices for Sustamablhty, April 28-
30, 2006).

Various models and pedagogies have been proposed as solutions to enhanee
edueationail practice that will effectively deal with the challenges presented in the p.reviou‘s‘
‘ chépter. I will'focus on three dynamic pedagogical berspectives or fra\.meworks that I beliejve
"have a great potential to positively contribute to Education for Environmental Sustainabilify.
‘bThe three frameworks are Transformative Sustainability Learning pedagogy ,(Sipes, Battisti
and Grimm, 2007; Sipos-Randor, 2005) (Figure 2.1), Place-Based Education (Gruenewald,‘

2003; Smith, 2002; SobeL 2004), and Earth Literacy (Figure 2.2) (Grimm, '2006).

¢ Like Agenda 21 (UN Rio Earth Summit, 1992), Earth Charter (UN, 2000), National Coungcil for Science and
the Environment (2003), Talloires Déclaration of University Presidents for a Sustainable Future (1990).
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Transformative Sustainability Learning (TSL) 4

This is an inndvativé, simple and effective pedagogy that has very efficiently mapped
a wide, but relevant selection of pedagogical and educational landscapes. Transformative
Sustainability Learning (TSL) aims to bridge some of these seemingly discrete pedagogies by .
highlighting and combining their similarities. It was designed to contribute to the
advancement of and facilitate sustainability education (pan_icularly in higher education
settings) by focusing on empowerment, engagement and conﬁection of the learner through
the-integration of intellecf (head), skills (hands), and emotion (heart). TSL serves as a useful
tool to enable the learner to synergistically apply knowledge, bractical' skills, passion and
values in hope that an emergent.transformative learning procesé may lead to sustainable
préctices and choices (Lange, 2004; Sipos,' Battisti and Grimm, 2007; Sipos-Randor, 2005).
TSL was originally conceived with the pﬁrpose of exploring the folloWing question: “How . '
can educators and facilitators engage learners so as to encourage aﬁd enable personal,

and thus societal, enactment of sustainability principles and goals?” (Sipos-Randor, 2005).

Why did I choose to discuss this framework?

Transformative Sustainability Léaming '(TSL) was chosen as a pillar for this work
because its simple, yet profound organizing principle of “heads, hands and heart” (Sipos-
Randor, 2005) is an exemplary way of addressing the critical ﬁeed to acknowledge the fole of
emotions and dir‘ect experience in learning as much as the oftentimes overemphasized

intellectual matters within the education system. It effectively brings together many of the

7 Although sustainability education “is inherently coupled with transformative education” (Sipos, Battisti and
Grimm, 2007, pg. 7), this thesis focuses more on the factors that will eventually lead to the enactment of
personal and societal action, and not on how transformation (if any) into action is manifested. It focuses,
therefore, on how a child might develop an ecological identity/environmental consciousness steeped in values
of sustainability as the basis for transformative action.




pedagogies and educational theories that are useful for the field of education for

environmental sustainability.
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directly from Sipos-Randor and Grimm, 2006, Figure 1.
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~ Place-Based Education (PBE)

Place-Based Education (PBE) is “a pedagogy of place” (Gruenewald, 2003; Sobel,
2004) that aims to provide children and educators alike with direct, hands-on and real-world
experienc;e, both in nature and in community. It encourages them to (re)connect to the land
where they come from (community and bioregion), in order to develop and foster an
emb.edded sense of place and belonging (Orr, 1994; Sobel, 2004). According to David Orr,
the highest purpose of facilitéﬁng children’s learning 1'5 “to help open young minds to the
awarenéss of the fdrgotten connections between people, piaées and nature.” (in Sobel, 1996).
Some authors argue that one of the predominant concerns in the current education system is
- that “what happens in the classroom is qualitativgly different from what happens elsewhere
[iﬁ the real world]” (Smith, 2002; pg. 586). When we connect classrooms td communities by
using ‘place’ as the curricular cbntéxt, both teachers and learners can benefit from using the
community and the natural world as their learning, living laboratories (Smith, 2002;
Theobald and Curtiss, 2000; Woodhouse and Knapp, 2000). Out of this experiential and
interdisciplinary approach,v we can observé the emergence of a more holistic view of the
world, wheré the learner explores the integration of traditionally fragmented subjects by
actually experiencing the relevance and interrelationships among these. Being mindful not to
fallinto a romaﬁtic idealism of ‘going back to the land’, Place-Based Education also
highlights the inherent need to honoﬁ traditional knowledge (Turner, Ignace and Ignace,
2000) and revive the vast richness of natural history (Pyle, 2001) of a particular place. PBE
offers tﬁe natural incorporation of intergenerational learning within cémmum'ty, a critical but

mainly unexplored element in formal educational theoﬁes (Peterat et al., 2004).
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Place-Based Education serves as oee of the stepping stones towards the development
of an ecological identity. An ecological identity is (are) an aspect(s) of a child’s sense of self
that can include, but i_s (are) not limifed to, “a positive emotional reaction to nature and moral
reasoning about it.” (Kals and Ittner, 2003; pg. 137). As Kals and Ittner (2003) argue, “fhe
development of an environmental identity is a lifelong learning brocess” but it definitely “has
its roots in an early age” (pg. 137). It is important that the young child begins to explore a
sense of connection, empathy and respect for the natural world that will eventually empower
him/her (through a better cognitive, intuitive and practical understanding of our complex
world) to become a responsible steWard of the Earth (Davis, 1998). ’

As discussed in Chapter One, when we are faced with the many often overwhelming |
ecological and social issues of the modern age, we tend to focus on the large, abstract
problems that often seem unbearable to an adult, that alone to a child. It is because of this
that the importance of developiﬁg a relaﬁonship with the immediate surroundings, and
commencing education at the local levels, starts to become evident and critical. One of our
guiding principles as educators ought to be the creation and/or implementafion of pedagogies
and curricula in the field of education for environmental sustainability that are
developmentally appropriate to suit the cognitive abilities and emotional capabilities of the
child (Hungerford, 2002; Sobel, 1996). We must strive to empower our children‘,without
engendering arlly fear of nature, and thereby inviting a vlack of actieﬁ to. save it (Orr, 1994;
Sobel, 1996). David Sobel (1996), one of the strongest proponents of PBE, argues that
“what’s important is that children have an oppoﬁumty to bond with the natural world, to
learn to love it, before being asked to heal its wounds.” (pg. 9). Based on his research with

children, he presents a simple but effective age-framework with which we might better
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i

approach the development of the child’s relationship to nature, community and the world. A

detailed description of Sobel’s idea of “‘developmentally appropriate” (pg. 11) stages for

education for environmental sustainability through the elementary and middle school years

can be found in Table 2.1.

. Table 2.1. Sobel’s (1996) developmentally appropriate stages for environmental education.
This 1s best viewed, not as a linear progression, but as a flexible, dynamic development
throughout the child’s relationship to nature..

Stage - Description

Age Range

Rationale

Empathy — this is the stage at which
the child displays a natural affinity
and tendency to bond with the
natural world, especially towards
animals that are within close contact.
The geographical scope is limited to
the immediacy of the home. The
house and yard are their world.

4-7

Between the ages of four and seven,
we must encourage and allow the
child to experience that innate ‘sense
of wonder’. We must also foster the
development an empathic .
relationship that derives from an
inner sense of connectedness with
the natural world, allowing this to
become the emotional basis for the
intellectual and practical
understanding of interconnections
and interdependence of all that is.
This is a crucial step in developing a
strong ecological identity and an '
environmental consciousness during
a later stage (Davis, 1998). Since
“early childhood is characterized by
a lack of differentiation between self
and the other” (Sobel, 1996; pg. 13),
the natural state of the child at this
stage allows for the experience of
oneness with the world.

Exploration — this stage is
characterized by the desire to explore
the child’s expanding world. The
geographical locations at this stage
expand to the surrounding landscapes
that accompany the home, the
school, community and even the
region. Exploration tends.to be in
trails, nearby streams or ponds, and
other parts of the (urban) landscape.
The child fuels the imagination and
exploratory force by building forts,

-{ hunting around, gathering treasures

8-11

It is at this stage that we must
encourage and allow our children to
explore and discover new places in
their own way. The freedom that the
child is given to explore his/her sense
of self in relation to the rest of the
world is an essential element to

. development of a sense of belonging.

The feelings of connection are now
emerging to the conscious awareness
of the child through the first hand
experience of their surroundings.

Journeys of discovery become the
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and caring for small animals and/or
plants. The magic of finding and/or
creating special places is very
prominent at this stage.

basis for bonding with natural world,
even if it is an urban area with
limited access to wild places. This
developing relationship with nature
creates the bonds that are linked to a
strong sense of place, and that is the
basis for a more holistic cognitive
understanding of how the world
works. ) :

Social Action — This stage usually
begins around age twelve and
extends beyond the age of 15. The
geographical locations will expand,
but they mainly change from isolated
and magical places to more social
places. This stage is characterized
by developing social connections,
and where the child or young
adolescent feels a sense of place in
society and finds a natural inclination
towards stewardship and social
action. The child now has both solid
emotional foundations and holistic
cognitive understanding of his/her
expanding/surrounding world.

12-15

The child has developed more solid
cognitive and emotional capabilities
to deal with the abstract and
expanding concepts of environmental
problems. At this point it is wise to
capitalize on their innate attraction to
social connections and guide them
towards a stronger sense of
community. It is important to help
them to be involved in activities that

-improve the neighbourhood or town; _

they are excellent ways to encourage
them to be committed and contribute

"| to their community. Though the

central aim of this stage is to foster a
social awareness and action, it is
essential that the emphasis on a sense
of empathy and a sense of
éxploration are not left unattended.
They are still an innate part of the

‘child or young adolescent and, in

fact, this inner sense of connection
never leaves, it is merely forgotten. It
is in this profound sense of belonging
that we are reminded of our oneness
with the world we inhabit, and the
sense that propels us to action.

Being sensible to cogniﬁve and emotional developmental stages of the child, together

with a realization of the potential of a classroom or school as a ‘social movement’

(VanWynsberghe, 2007 Pers. Comm.) are both necessary for the emergence of an “authentic

environmental commitment” that will “[emerge] out of first hand experiences with real

places on a small, manageable scale” (Sobel, 1996; pg. 3'4).
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Why did I choose to discuss this framework?

Placed-based education was chosen as one of the pillars of this work as a response to
the critical need to reconnect to the immediacy of our surroundings, the place we inhabit, and
one another (Gruenewald, 2003; Smith, 2002; Sobel, 2004, Woodhouse and Knapp, 2000).
This (re)connection is essential to the very nature of who we are and to the more holistic
understanding of our place within the larger world, and our responsibility towards it
(Gruenewald, 2003). Place based education provides the opportunity to develop an
empowering sense of self and a grounding sense of place that can shape and promote a sense
of empathy, respect and stewardship (Gruenewald, 2003; Sobel, 2004). It also provides
endless resources - as Louv (2005) acknowledges: “any natural place contains an infinite
reservoir of information, and therefore the potential for inexhaustible new discoveries.” (pg.
67). PBE focuses largely on community-based learning and community service, where the
community (both as culture and physical place) is regarded as one of the classrooms. As a
pedagogy of place, PBE has its roots in learning through direct experience and furthermore,
connecting learning with every day experience with a specific context of place (Smith, 2002).
Place based education is based on “approaches that are concerned with the context and the
value of learning from and nurturing specific places, communities or regions. .. claiming
place as a guiding construct” (Gruenewald, 2003; pg. 3).

The importancebof allowing a (re)connection to our land, and the need to shift from
current standards toward more holistic and sustainablé beliefs, values and assumptions, is

very eloquently expressed by Kahn (2003) as he quotes Aldo Leopold:

“Aldo Leopold (1970) argues that environmental education will continue to fail until we help
people develop a “love, respect, and admiration for land, and a high regard for its value” (p.
261). “No important change in ethics,” Leopold writes, “was ever accomplished without an

- "internal change in our intellectual emphasis, loyalties, affections, and convictions” (p. 246).”
(pg. 114).




Earth Literacy (EL)

Earth Literacy (EL) (Grimm 2006) was intended to be a useful curricular as well as
practical tool that in its flexibility would be adaptable to most, if not all educational settings
(formal and informal). Earth Literacy is concept that was developed by Dr. K. Grimm, at the
University of British Columbia. The Earth Literacy concept consists of nine interrelated and
interdependent components that “identify and integrate diverse disciplinary and demographic
perspectives into a clear statement of the reciprocal relationship amongst humanity and all of
planet Earth outside and within ourselves.” (Grimm, 2006). As Grimm (2006) defines it,
“Earth Literacy... is an explicit new discipline, stemming from a single question: What do we
need to understand, in order to comprehend, communicate effectively about, and enact the
process of sustainability?” (emphasis in text).

The concept of Earth Literacy is more adequate for teaching and learning in higher
education settings since its intricate synergy and complexity are best understood, adapted and
implemented at this stage. However, it may be used in elementary and secondary education
settings as well. The challenge will be to adapt this concept to be cognitively and
developmentally appropriate for children, as well as to highlight its usefulness as a

pedagogical and curricular tool for the advancement of education for environmental

sustainability and sustainability education.
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Figure. 22.A graphlcal repreqentatlon of the nine components.of Earth. Literacy in.the order. .

in which they are envisioned to flow. Taken directly from Grimm, 2006, Figure 11. ‘
A description and usefulness of each of the nine components of Earth Literacy can be

found in Table 2.2. The order in which they are described aims to represent the way the

author views the reciprocal interactions and proposes it as the best working model of EL

(Figure 2.2) (Grimm, 2006). Even though the elements of EL are being separately described,

the reader is discouraged from viewing these as independent themes. As Grimm (2006)

states, “the survey of each theme is not intended to narrowly define each subdiscipline, and

“thereby construct a set of rigid interdisciplinary silos. Nor is the survey inténded to provide




the deﬁnitive statement about any of these themes” (pg. 7)‘. The brief deserip;[ion presented in
Table. 2.2 is aimed at giving the reader a more complete understanding of this heuristic tool,
while also mo}e clenrly presenting the bases for many of the arguments made within this
work about the intellectual, practicel and affective learning concents needed for a well

rounded education for environmental sustainability.

Table 2.2. This is a description and a comment on the usefulness of each of the nine
components of Earth Literacy for a more complete understanding of the concepts within this
framework.

Component Name | Component Description and Usefulness

“Complextity” This component is largely based on complexity science and is viewed

* | from a systems thinking perspective. It is aimed at understanding
(eco)systems as dynamic, self-organizing, self-perpetuating, emergent
unpredlctable entities that span all holarchical levels of existence® -
ranging from “submolecular to galaxial scales” (Capra, 2002; Grimm,
2006; Holling, 2000; Kay and Regier, 2000; Kay and Schneider, 1994).
Complexity science transcends the linearity and need for certainty of the
(still dominant) reductionist Newtonian and Cartesian science, and also
focuses on relationships rather than parts (Capra, 2002; Kay and Regier,
2000; Kay and Schneider, 1994). Since there is a profound need to
understand the simple, yet intricate inter- and intra-connections between
and within everything that is in the world, this component is also aimed at
understanding how these relationships reciprocally and dynamically shape
each other.

“Ecoliteracy” This concept is one that has been popularized and more clearly defined by
David Orr (1991) and Capra (1996). It emphasizes and aims to aid us in

'| better understanding that we are part of and are embedded within an
ecological system that has biophysical limits. Grimm (2006) extends this
understanding to the notions of “resilience (www.resalliance.org), the
Panarchy metaphor (Gunderson and Holling, 2002), and a general theory
of living systems (Capra, 1996; Grimm 2003a; Grimm, 2005¢; Maturana

| and Varela, 1987) — a set of principles uniting and explicitly contrasting
the biology of cells, organisms, ecosystems and the biosphere” in hopes to
better represent the true complexity of our ecologlcal world. (Grimm,
2006, p. 9).

¥ Holarchical levels (Capra, 2002; Holling, 2000; Koestler, 1967, Vaines, 1996), as opposed to hierarchical
levels of existence range across evolutionary aspects of space and time from a) micro levels to b) less complex
life and spheres ¢) self, d) community, e) bioregion, f) society, g) planet, h) cosmos, as well as the socio-
economic (human) context that is shaped by geography and available resources (surrounding env1ronment)
history, culture, and personal experience.


http://fwww.resalliance.org

Practical
Bioregionalism

‘Practical Bioregionalism extends beyond the recognition of being

embedded within an ecological system into acquiring, understanding and -
implementing a sense of place. It is the connection and integration of the
relationship between a bioregion (fauna, flora, topography, etc.) with
human culture and history (Great River Institute). Practical

Bioregionalism is aimed at understanding where the resources come from

and how the choices that are made impact the local community - -
ecologically, socially and economically (Great River Institute; Grimm,
2006). Bioregionalism “is a holistic philosophy about living sustainably in
a place over time.” (Tiller, 1996) '

-Globalization

This component aims to include and understand the reality of our
globalized world through acknowledging both biophysical processes and
socio-cultural aspects at a planetary scale. The element of globalization is
viewed and intended as a “necessary complement” to bioregionalism,
where the contrasting local vs. global allows for the understanding of the
(inter)connection and (inter)correlation of our situationality in an
increasingly global world.

Trajectory of Now

This component, although an abstract title, intends to highlight the
“historical trajectory” each of us occupies both at individual and
collective temporal scales. It aims to acknowledge our historical (socio-
cultural, as well as evolutionary) heritage, together with the contingent
implications this context might have on, present and future possibilities
(Raskin et al., 2002). It attempts to clarify the varied magnitudes and
complexity of different (but sometimes simultaneous) processes
happening at all spatial (holarchical) levels of existence (from individual
to planetary evolution). It also particularly focuses on “an element of
individual and/or collective self-reflection” that affects and shapes our
attitude of where we come from, who we are, and where we are going.

“Sustainability
Science”

This component serves as the quantifiable and demonstrable elements that
help us define the (negative) impacts that our consumption of resources
and production of waste has on the biophysical planet (Kates et al., 2001;
Swart, Raskin and Robinson, 2002). It specifically includes practical tools
such as the Ecological Footprint concept (Wackemagel and Rees, 1996)
and sustainability indicators (Kates et al., 2001; Swart, Raskin and
Robinson, 2002) that can help us begin to measure these impacts (to an
extent). According to Grimm (2006), “this theme may [also] address the
history, promise and possible concerns with technology”. (pg. 10).

Living Together

This component serves as the integration of components 1-6 so as to

" apply to social systems through communication and practice them within
| community in a supportive (and hopefully) lasting environment. It is

intended such that this practice reflects a deep understanding as well as a
profound connection to the place we live in, at individual, local, regional
and global scales.

“Deep Ecology”

This is a well established concept that moves away from an
anthropocentric to a more eco-centric perspective. The deep
understanding of systemic, complex processes of interdependence and
interconnection allow for the development of a profound connection to
the very systems that sustain us (Macy, 1998; Sessions, 1995). This
understanding and intuition combined can propel a deep transformation

and sense of stewardship at both the individual and societal levels. As
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Grimm (2006) states it, “the deep ecology unit is an introducﬁon and
opportunity to explore the ethical, moral and spiritual dimensions of
sustainability.” (pg. 11).

Personal
Sustainability

‘allow for the empowerment, engagement and enactment of values and

This final component of EL aims at integrating all the constituents of the
concept at an individual level so that each of us can explore and reflect on
what sustainability means and how we can apply the concept of Earth
Literacy to advance our own personal sustainability. It is intended to

goals that reflect a deep, but personalized understanding of sustainability.

Why did I choose to discuss this framework?

Earth Literacy was chosen as one of the pillars of this work because its

transdisciplinary approach comprehensively synthesizes the intellectual, practical and

intuitive aspects of the basic knowledge and level of awareness we need have in order to

better understand, communicate about, and enact sustainability. Rather than prescribing a

fixed and static solution, EL (in its flexibility) offers the opportunity to dynamically

(re)create a pei‘sonal process of sustainability by critically and consciously exploring the

| reality of our relationship to the world. Earth Literacy is embedded within a systems

thinking perspective acknowledging that all things “are interconnected at global, regional,

local and individual scales” (Grimm, 2006; pg. 4). It efficiently covers the spatial as well as

temporal scales of the complex interaction that we, as humans, have with the world — from

our identities as individuals and as members of community, culture, society and a global

-world, to the historical trajectory(ies)A of our multifaceted existence.

1

Education for Environmental Sustainability - Synthesizing TSL, PBE and EL

These integrative approaches (individually or combined) have the potential to pfovide

a starting point from which we might contribute towards reshaping the way we teach and

learn about the Earth and our relationship to it, Transformative Sustainability Learning,
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Place-Based Education and Earth Literacy are ali tools that can help us comprehend |
children’s engagement with, attitudes towar_ds»and understandings about environment, nature -
and the Earth. With the understanding of ﬁow children see themselves with respect to nature
and their surrounding environment, we can better equip ourselves (as educators, parents and |
community members) to facilitate the development of their ecological identities and.

: énvironmental consciousnéss (Kahn, 2003; Orr, 1994; Zavéétoski, 2003). As we journey
through the process of re-conceptualization, and és our' understanding of interconnectedness,
interrelatedness and interdependence becomes more unified, a sy;tems thinking approach and
a more holistic view of educati()n (which these theoretical frameworks provide) can greatly
enhance the imblementati()n of the needed changes to deliver Education for Environmental
Sustainability (Capra, 2002; Davis, Sumara »and Luce-Kapler, 2000; Orr, 1994,
Skolimowsky, 1991; Sobel, 2004). Through an active, practical emphasis on direct
experience, the developing child can begin to empathizé, understand and care-for his/her
éxpanding and transforming world, thereby acquiring a solid connection to his/her local |
environment (Sobel, 1996; Sobel, 2004). As a supporting foundation, a clear sense of
relatedness and belonging in the early stages of development is critical for allowing the chﬂd
to more easily process the reality and abstraction of a global world.at a later age (Davis,
1998; Sobel, 1996) (The implications of a laék of connec_tion were discussed in Chapter One
and the importance 6f starting at thé local level was touched upon ‘earlier in this chapter). By
~ integrating Transformative Sustainability Learning, Place-Based Education and Earth
Literacy, the combined pfocess/product can provide the grounding practical, intellectual and
emotional knowledge and skills necessary to create, enact and implement Educétion for

Environmental Sustainability. |
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A Unique Exemplar of Education for Environmental Sustainability (EES):

Land-food-commuliity integration - Intergenerational Landed Learning Project (ILLP)
at the UBC Farm '

* There are many unifying themes in the sustainability paradigm that serve as leverage -
or entry points able to propel and catalyze action (Grimm, 2006; Meadows, 1999). One of
the most preminent tnemes is the land-food-community integration that is so necessary for
the understanding of our relationship to and dependence on the land.’ This isnotonly a
unifying theme in the sustainability mevement, but also a recurring end overarching theme in
- the supperting theoretical frarneworks of this thesie and an essential element for education
for environmental sustainability (Grimm, 2006; Sipos-Randor, 2005; Smith, 2002; Sobel,
2004). vChildren can develop a powerful (re)connection to land,l food and community with
which they become intimately acquainted and can thoroughly relate te some of the essential
eiements of everyday life (Peterat et al. 2004).

>In our ever ‘expanding world and with the ernergence of global markets, the
production of food has been profoundly transformed (Goudie, 2000; Kimbrell, 2002; Pretty,
2002; Wackernagel and Rees, 1996). The increasing complexity and displacement of food
production has created a large disconnect with regards to the understanding of food cycles,
food security9 and the land (Feenstra, 2002; Hamm and Bellows, 2003; Kimbrell, 2002;
Rosegrant and Ringler, 1999). Furtherrnore, there are vast environfnental, soeio-economic;
and health consequen_ceé tnat arise from mass-seale feod production and industrial
) agriculture (Gliessma_n, 1998; Goudie, 2000; Horrigan, Lawrence and Walker, 2002;

Kimbrell, 2002; Rees; 2002). This disintegration from the land often means that our

- ? The Food Security definition, as endorsed by the World Food Summit (2002), is that : “Food security exists
when all people, at all times, have physical and economic access to sufficient, safe and nutritious food to meet
their dietary needs and food references for an active and healthy lifestyle.” (Australia’s International
Development Cooperation Food Security Strategies, 2004).
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knowledge about where food comes from dissipates, creating a very limited understanding of
our dependence on the land (Feensfra, 2002; Keeney, 1999; Pretty, 2002; Weiner and Levin,

1997). Wendell Berry describes this disconnection with grace:

“We are involved now in a profound failure of imagination. Most of us cannot imagine the
wheat beyond the bread, or the farmer beyond the wheat, or the farm beyond the farmer, or
the history beyond the farm. Most people cannot imagine the forest and the forest economy
that produced their houses and furniture and paper; or the landscapes, the streams, and the
weather that fill their pitchers and bathtubs and swimming pools with water. Most people
appear to assume that when they have paid their money for these things they have entlrely
met their obligations.” (quoted in Sobel, 2004; pg. 1)

It is because of this that we rﬁust. strive to create (or _reclaim). spaces .(physiéal,
intellectual and emotional) where our children can learn and care.about food production and
food security. It is essential that they ’understand the importance of linking food to a healthy
human and ecologicai environment (Peterat et al., 2004).

There are many interesﬁng and effecﬁve initiaﬁvés that are evolving and pre.s‘enting'
educat;)rs with inspiration for the practical ways we can engage oﬁr children in meaningful
and useful education from which a process of sustainability can‘emerge. In this section, I
focus on bne exemplary practical application that represents some of the educational theories
and philosophies presented earlier in this chapter. The Intergenerational Landed Leérning
Project (ILLP) at the UBC Farm' is an initiative from researchers in the Department of

Curriculum Studies, Faculty of Education at the University of British Columbia.

' The UBC Farm is now officially known as the Centre for Sustainable Food Systems at the UBC Farm. It is “a
24 hectare teaching, research, and community urban farm located on the University of British Columbia's
Campus in Vancouver, Canada. As the only working farmland within the city of Vancouver, the UBC Farm is
an urban agrarian gem, featuring a landscape of unique beauty.” In 2000, students from the Faculty of Land and
Food Systems (formerly known as Agricultural Sciences) were concerned about the disappearance of this
valuable land. Integrating several areas of research, “the Farm is a student-driven initiative where students,

* faculty, staff, and the local community have been working together to create a place where anyone can come to
learn, live and value the connection between land, food and community.” (Centre for Sustainable Food Systems
at the UBC Farm, 2007; Quayle, Masselink and Brunetti, 2000; Sipos-Randor, 2005). :
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The /LLP is an environmental education program that focuses on “food as the link
between a healthy environment and human well-being.” (ILLP,v20-07). Even though it is
stated as an ‘¢nvir0nmental education’ program , the /LLP encompasses most of the issues
~ that are being' argued for in an education for environmental sustainébility. It aims to
(re)éonnect children to the land_, their food and théir community by strongly emphasiziﬁg
local knowledge, direct experience, and affectiv¢, place-based leamihg. The ]LLP unites
generations by bringipg school children and their teachers together with community
volunteers or ‘farm friends’ that have gardening and farming experience. Together, fhey

share a 10-month process of planting, growing, caring and harvesting horticultural gardens in
a local urban farm (Peterat et al., 2004; Sobel, 2004). This projéct»was conceived and
_impleménted a§ a response fo’ growing and on-going global environmental issues, and
particularly, as a response to the critical need to bridge the gap between educational theory
and actual practice in both environmental and sustainability education. The ;eséafchers of
this project argue that “although nurturing an emotional connection with nature is a
prominent theme and goal for environmentalists, little is known about how to translate

environmental philosophies into educational practices.” (ILLP, 2007).

Research Objectives, Learning Objectives and Key Concepts of the ILLP

The principal researc_:h goal of this project is to “[investigaté] the ways young people
develop a better understanding and appreciation for the land aﬁd learn how to care for the
earth through working with the soil and growing plants in an apprentice type relationship
with community farmers who model environmentally _respgnsibie practices.” (ILLP, 2007).
A;‘. the project grows, the fesearch objectives are refined, fecdnsidefed and/or éxpanded to fit

the changing, advancing knowledge. With a strong emphasis on direct, hands-on experience
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and place-based, intergenerational learning this program provides the opportunity to explore
and‘ implement the pedagogical frameworks of education for environmental sustainability
outside of the confined pnysicality of the classroomAby connecting the school to the greater
community. The /LLP reflects and “illustrates the values of lifelong learning, community

mindedness, ecological and social citizenship, and civic responsibility.” (ILLP, 2007).

The major learning objectives of this project are:

The de\}elopment of a positive emotional connection to the natural world

- The development of a sense .of place and Belonging | |

- Anappreciation of intergeneretionai relationships

- The development of a sense of responsibility and stewardship towards the
environment |

- The acquisition of collaborative and decision-maﬁng skills

- The acquisition of practical gardening skills

- The appreciation of the importance of food and our' dependence on the land

- Understanding of the food growing eyole and the science of farming

The key topics for study in this proj e‘ct are: -
- Farming and. growing eyeles
- Environment (outdoor) and scientific knowledge about the interconnected,e ‘
‘interdependent natural world. |
- Land, food and community relationships

- Intergenerational learning transfer ‘
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ILLP Activities and Research

The project began in 2002 with eighteen grade-seven students, their teacher and seven |
community farming elders (‘farm friends’)'!. The project has been growing every year since
then. It started out with only six raised beds in 2002, and grew to own twenty four raised
beds that became't.he living laboratories for more than éighty five c‘hildreﬁ from two different
schools; three different grades (grade 4 and 5 classes), their teachers and more'than twenty
five commuﬁity volunteers during the 2005-2006 .school period (Mayer-Smith, 2006 Pers.

. Comm.).

The Intergenerational Landed Learning Project is a 10-month process where teachers,

~ students, ‘farm friends’ and project team members work together to share knowledge and

: leamvabout “various stages of the growing cycle to plan, plant and harvest food crops” as
well as explore the issues of community farming and food security (ILLP, 2007). Children
and ‘farm friends’ are assigned a group that will work together throughbﬁt these 10-months.
Each group consists of three-five studénts and oné-two volunteer ‘farm friends’. During the -
span of the school year (Septembér to June) the children, teachers and community volunteers - |
vfsit fhe Farm approximately fourteen tiines, and are given the opportunity to get to know
each other while exploring the landscape and learning about farming, nutrition and the |
ecology. Each visit is carefully and dynamically planned, tailored with themes that reflect
the changes in season and follow how these changes affect the growing cycles. Teachers and
ILLP researchers work together “to plan lessons that meld land and environmental topics

_ with learning outcomes in all school éubj ects, while farmers share with the chibldren ihei'r

éxpertise and agriculture experiences.” (ILLP, 2007).

" These dedicated volunteers are seen more as mentors and peers rather than teachers while sharing their

"« expertise with the children and gently directing them through the process of farming.
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At the start of the 1.0-mont'h period, the entire team prepares for the growing season,
and each grou;i of children and ‘farm friends’ is assigned a raised bed that will be their
responsibility for the rest of the program. This is where they will be doihg the majority (if
their work with preparing the soil, cultivating and growing crops. The children leai'n about
soil composition, wintering crops, éompanion planting, organiéms that can be beneficial or
harmful\to the crops, as well as tool safety, gai’dening skiils and, above all, responsibility.
The joy of wat_c;hing their.own iittle piece of land tranéform into food théy cari harvest allows
children to'really make the connectioris between land, food and community, and
understanding the importance of food security issues. Children are encouraged to take charge
of their own learning and be actively involved in decisiori—making processes. This gives the
child the opportunity to collaborate with their peers and ‘farm friends’ by taikirig
responsibility and leadership when presented with tasks and learning problems to be solved.
At the end of the program, in June, the students are aible to see the product of their effort by
sharing and enjoying the harvest of the collaborative process with their teachers, farm
friends, parents, research team, Aand community members.

The program itself, and especially its delivery, is an excellent venue for the children
to be empowered being a part of decision-making process an(i start taking responsibility for
parts of their learning. The children do not have the opportunity to be involved and
participate in the planning and development of the curriculum, but they do have the
bpportunity to make decisions about what would be planted, where and how much. This
gives rise to a powerful engaging and synergistic interaction among educators, mastér |

gardeners, the children and place. This interaction helps build strong ties and relationships
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not only among the children, ‘farm friends’ and teachers,,butalso.to the plants (food) and the
nlace in which they experience this process.A
Every year, during the 10 months of the program, the permanent research team of the
"ILLP gathers data through recording observations in journals and informal conversatidns.,'
using both audio-nisual methods (video) and digital photography, and through semi-
structured interviews with the children, teachers and community volunteers. The interview
cycle aims to captuie students’ understandings, attitudes and conceptions at the beginning,
middle and end of the project. The purpose is to collect information about the cognitive
‘skills and affective understandings of children towards nature and also map the changes (if
any) that they might go through in their understandinge of and the “farming” experience.
The volunteer farm friends and the teachers are also interviewed to gain a more detailed
insight into their pérspective, learn_ing, and observation. To enhance the students’ learning
(and for research purposes e.s well) they are asked to keep garden journals where they record
their observationS, ideas and feelings throughout the entire process by drawing, writing and .-
being creative. The teacher is in chaige of facilitating the discussion of the students’ work
and understandings through claSsrnom activities that relate the curriculum to the farm
experience. It is critical that the child identifies the connections that exist between these two
places and links what is being taugnt and learnt in the classroom with what is being
experienced on the UBC Farm.
The Intergenerational Landed Learning Project at the UBC Farm served as the
: 'pra,ctical bsite‘ or place where I explored the usefulness of the previously presented educational

" models to aid in the re-conceptualization of an education for environmental sustainability.
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The detailed descﬁption of my involvement in the ILLP during the 2005-2006 school year, as

well as my research objectives are discussed in Chapter Three.
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CHAPTER THREE
RESEARCH PROCESS AND THE FARM STORY

In this chapter I reinstate the central question guiding this research and a description
.of the methodology that was employed to ca@ it out. I describe this qualitative fesearch
process, including the data col,léction inethods and the methods of analysis. 1 a}lso give a
more detailed explanation of hdw I chose to analyze children’s understandings of the
complexity of our natural world, as well as their attitudes and level 6f engagement towards it.
In the second portion of this chapter, I introduce the “Farm Story” — an account of how the
program unfolds during the 11 or 12 visits that the children get to make to the farm. I present |
this to give the reader a more in-depth description of the communal and organic ’prbcéss of ',
learning, farming, planting and growing that the childrén, farm mentors, teachers and
researchers experience during this 10-month environmental education program. I wrote this
portrayal of the diverse activities and intercomécted theﬁes thét the children learﬁ about
with the aid of informal observations of each visit.. I recorded these both as a farm fn'eﬁd and
as a researcher in this journey. I conclude this cha;pter with a more detailed account of my
personal involvement in the Inj[ergeneratidnal Landed Learning Project, and how my

participation in this program enriched the research as well as my growth as an educator.

Research Process
After muqh deliberation,. it became clear thét the Intergenerational Landed L’earning
Project at the UBC Farm would be an excellent practical context for this thesis. The ILLP
was suitable because it not only shares a lot éf the values and goals of this project, but it also

proVides an exemplary setting in which the pedagogical models proposed as solutions to the
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re-conceptua]ization of education fcr environmental sustainability can be put into prac;cice. | I
.immersed myself fully within this project as a Voiunteer ‘farm friend’ and later became part
of the /LLP research team for ‘che 2005-2006 school year (The Ethics Certificate of Approval
can be found in Appendix A). Every year since it first started, the /LLP has been growing,
| and during the 2005-2006 period; two scﬁools from the Greater Vancouver Area were
involved with a total of three grade-4 and grade-5 classes. There were approximately eighty
five students, and a total cf one hundred and eleven interviews over the 10-month period
during the 2005-2006 scﬁool year. One school.from Vancouver West had t.WO classes
involved, with approximately thirty students each; and another class from East Vancouver
with twenty six students. I was actively involved both as a participant and a researcher.in the
program, and as a ‘farr‘nv friend’ I was privileged to work with three grade-4 students from a |
school on the west side of Vancouver.

In my research, I used a holistic qualitative approach largely based on a con}structivist‘
paradigm, where naturalistic methods of inquiry and interpretation were employed (Hatch,
2002). This approach informed both the way in which the research design emerged, and the _'
methods that were used to collect and analyze the data. The findings were presented in the
form of in-depth case studies (Guba and Lincoln, 1994; Hatch, 2002; Merriam, 1988). The
use of these methods aims to consider the child as a whole, and to portray more accurately
the contexts of lived experience together with the complexity of dynamic patterns of learning
(Hatch, 2002; Merriam, 1988).

My research was focused on the development, growth and change (if any) of

students’ relationship with nature and how the complexity of their thinking, their attitudes

and their behaviour develop during their experience in an environmental program such as the




ILLP. 1t was specifically inte:nded to investigafe the way in which children understand,
interact with, exi)e'rience and feel about the natural world. I reinstate the guiding question of
this research:

- How did six childfen ’s engagetheht with, undérstandings .ojj and attitudes about
nature and environmental issues change over their 10-month experience in the
environmental education program of the ILLP?

Given that the guiding research question éimed to map the Changés of children’s
engagement with, understandings of and. attitudes about nature and environmental issues, it
was therefore important that I investigated and analyzpd:

1) children’s conceptions and understandings about the natural world and -
environmental issues through the complexity .of their i thinking with respect to
interconnections and interdependencies of the natural world; |

2) the attitudes the child might have had, both before and after being immersed the
ILLP, and how these attitudes might have changéd during fhis time. It is important to look for
the possible development of an empathic relationship with community, place, and the natural
world, and the role of affeptiQe/emotive learning in the development of this relationshiplz;

3) children’s level of engagement and how they relate to and situate themselves
within nature - whether or not they see/understand nature and environment to be two separate
things or if they equate them to mean the same thing. It is important to map the possible
transformation of viewing and experiencing nature as separate and outside of self, to viewing

and experiencing nature as whole and within self.

"2 This relationship might have the potential to.provide the grounds for the emergence of a deep sense of social
and environmental responsibility and action by informing and transforming their cognitive understanding about,
the quality of their engagement with, and thelr attitudes towards the natural world.
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Data Collection

There were two ways of collecting data for this particular research project within the

Intergenerational Landed Learning Project (ILLP):

1) Two or three sets" of semi-structured interviews with open-ended questions that

2)

were carried out toWards the beginning (January), middle (March) and end (June)
of the program, in order to gather some insights abouf children’s feelings,

conceptions and attitudes towards nafure and this experience. I was only actively

involved in gathering data dminé the third (3) set of interviews (June) with other
members of the /LLP research team. I was able to have some input into the
questions that were asked during this particular set of interviews. The ﬁrét (1*

and second (2™) interview sets were gathered by other réseﬁch members of the
Intergeneraﬁonal Landed Learning P}’oject. The _safnpl: mterview questions for

e.ach set can be found in Appendix B.

Researcher narrative of experience ahd recorded observations of changes and

patterns of children’s fee}ihgs, conceptions and attitudes within this expén'eﬁce.

The children visit_ed the UBC Farm eleven t;mes, over a 10-month period duriﬁg

the 2005-2006 school year. 1 kept an informal journal where I recorded my

observations, feelings and experiences, not only as a participating ‘farm fﬁend’

and as a researcher, but also as an educator.

The combination of field observation and interviews allows for: patterns of

interactions, thinking and behaviour to be recorded within the natural setting in order to gain

more accurate insights into children’s experiences, as well as to go through a process of

13 In some instances, due to time constrains the first set of interviews was not carried out until March, and
therefore only 2 sets were gathered from some participants.
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reflection (through the interviews) about the experience while the program is going on and
shortly after it is finished (Eder and Fingerson, 2003; pg. 40). Part of the recorded
observation was also informed by informal interviews that were carried out as a typical part

of conversations with the children involved, at the time that the events were taking place.

Data Analysis

This analysis involved fifteen interviews with six children from two different schools
that took part in the program during the 2005-2006 school year. 1 chose three children from a
grade-4 class from GB School (East Vancouver) with a total of three interviews each. The
first interview round was in November 2005, the second towards the middle (in March 2006),
and the last one just after the end of the program (in June 2006). The ofher three children I
chose were from QE School (Vancouver west side), and were from two different classes
(grade 4 and grgde 5). They only had two sets of interviews; the first one was on
January/February 2006 and the sec'ond was just after tﬁe end qf the program (in June 2006). |
One particular student in this set of interviews was a returning participant of the prograrvn.l
Shé had also been involved in the /LLP during the 2004-2005 school year. The fifteen
interviews were chosen as a convenience sample to repre;ent the voices of the students
involved in the /LLP from September 2005 to June 2006. The age‘s of the children that were
involved in the program were nine and ten years old at the time of their experiehce. The
children were not int;rvjeWed at the fann but at their respective schools; and dﬁring'school

time'*. The three particular students I worked as a farm friend with during the 10-month

4 Even though the researchers attempted to mitigate the effect of power dynamics between “teacher” and
“student”, it was noticed that for the duration of the interviews and transcription of the dialogs, the children

- were still responding in a way that they have been schooled to — as if they were responding right or wrong in a
test, or to a teacher/ authority figure. There seemed to be a remnant fear that the questions being asked were
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program of the /LLP are not part of the six that are analyéed here because parental consent to‘
carry out the interviews with them was> ndt received. It is also because of this that tne data
recorded in the journal as obsérvation ‘of, my group’s engagement, attitudes and
understandings was not used in the detailed analysis of this six stories, but rather in the more
general and conclusive findings of this research.

My own experience with these children in the project, nonetheless, had a strong
influence on the way I looked at fhesg interviews. Children’s voices are central to these
findings and therefore I attempt to nrovide as much information about their perspectives as I
can, honouring the ways in which they express thenlselves, perceive and interpret the
wornld15 . By being mindful nf this, we can. befter guide them in their process of construction
of meaning withnut disempowering them from their own development and learning as
individuals (Peterat et al., 2004; Vaines, 1997). Pseudo-names have been assigned to these

children to protect their identity.

Analyzing the Interviews
The analysis invnlved a processvof mapping the patterns of children’s engagement
with, understandings of, and attitudes about the natural world and the; environment. The
interpretation of children’s conceptions, feelings and behaviours Was done through the lenses
of the theoretical frameworks presented in Chapter Two. The (eco)systemic perspective of

these frameworks attempt to consider the reciprocal influences that shape the development of

intended to test them, although it was made clear at the beginning of each interview that this was not the
Purpose. The implicit power dynamic was still felt in the child-interviewer exchange (Hill, 2005).

3 It is important to note that some of the answers the children gave during the interview process were perhaps
not due to hostility or unwillingness on their part, but rather to aspects of the child’s personally such as shyness,
fear of authority, etc. Some of the problems with communication that arose might have been due to some
language barriers since a lot of kids (particularly in GB School) have varied international backgrounds, and
English might be a second language. These limitations are discussed further in Chapter Five.
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~ the child in both spatial (macro, meso, micro) and temporal (mainly historical) scales
(Bronfenbrenner, 1995; Raskin et al., 2002; Tudge and Hogan, 2005). The following

paragraphs explain the specific themes and variables I considered when analyzing the data.

Conceptual Understandings

These are the coneiderations I took when analyzing children’s thinking and
cdnceptual understandings about the natural world through a lens of complexity and a
- systems thinking approach. Mapping children’s thinking is essential for our understanding of
how children perceive the wdrld and make sense of it. I focused on how their thinking and
eognitive understandings abeuf nature changed during the 10 mon‘;hs of the ILLP and used
guiding variables I considered useful to speciﬁeally to analyse the grq\z\/th, developmentand
change (if any) in children’s understandings and praetical (applicable) knowledge/skills.
While analyzing children’e understandings, 1 also began to explore now their conceptual. |
understandings might have influenced their engagement and attitudes towards the natural
world. In Table 3.1, 1 give the specific variables I used as guidelines when analyzing
children’s understandings. The ﬁajor themes I considered were the complexity of children’s

thinking and use of terminology, as well as their practical knowledge/skills.

a) Complexity of thinking — I refer to the level of understanding that children
possess and develop with respect to the interactions, interdependences and
interconnections of the (natural) world. It is also important to look at how

(and if) children are able to recognize these interactions, interdependenees
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and interconnections in the different spatial and temporal scales of

different processes'®.

b) KnoWledge of concepts and terms — This category is aimed at gaining a

better understanding of how children express and construct their

khowledge about nature. I also try to look at the sophiétication of the

language children use - words and terminology used to describe the

different conceptions about nature, environment and environmental issues.

c) Applicable knowledge/skills — I aim to highlight the skills the children

have acquired through this experience as a hands-on learning process.

Engaging not only their “heads”, but also their “hands” (Sipos-Randor,

2005).

Table 3.1. Specific themes and variables used as guldehnes when analyzing children’s

understandings.

" Complexity of thinking and Terminology

Applicable (physical) knowledge/skills

- Importance of farms and farming
- Conceptions of farms and farmers

- Knowledge of plants, planting, soil, nutrients,
spacing, placement, companion planting

- Conception of environment, nature,
environmental problems *(Observe weather they
see themselves as outside of nature or as part of
it) -

- Understanding of complexity of ecological

- Planting

- Growing food

- Using (designatgd) tools properly
- Watering |

- Spacing

- Testiﬁg

_ ' By spatial and temporal scales I mean the recognition of the different size scale of parts and process and the
time it takes for those processes (cycles) and products to occur. For example, I am looking for how well the
child is able to link the process of how a seed turns into fruit, or how mountains can turn into soil. In this
particular example I would also look at how (and if) the child is able to link the importance of the mountain in
~ the process of farming and so on. This is specifically related to the holarchical levels of ex1stence (Barlow 1991
Holling, 2000) referred to in Chapter One and Chapter Two.
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Pprocesscs

- Understanding of interconnection,
interdependence and interrelation

- Incorporation of historical, cultural (heritage)
accounts

- Local food production

- Connections between land, food and
community

~ In order to characterize children’s thinking (conceptions and complexity) I conceived
. arange that spans from simple to complex thinking based on the level and quality of
._recognition of interactions, interdependences and interconnections'of the (natural) world.
This range can be found in Table C.1, Appendix C, and is only meant to be a guiding tool for.
better understanding the variability of conceptual understandings children have with respect

to natnre and the Earth.

Earth Literacy components in children’s understandings

While thinking and analyzing eibout children’s imderstandings about nature and their
experience during the /LLP, | identiﬁed some components of Earth Literacy (EL) that were
reflected in children’s expressions of their understandings about the natural world. I mainly
identified the EL elements of Complexity, Ecoliteracy, The Trajectory of Now, and
Globalization in this overarching theme of children’s. understandings since these elements

deal with complex1ty of ecological systems, systems thinking approaches culture, heritage

and global perspectives, among many. Even though I have placed these components on the




side of intellectual engagement, they do not exclusively belong to this category since they

also surface in the portion of emotional engagement (attitudes).

_Attitudes about, and engagement with, nature, community and the Earth

In this section I present the considerations I took when exploring and analyzing
children’s attitudes towards and levels of engagement with the natural world and community
within their experience in the /LLP. I concentrated on the growth, development and change
(if any) in qhildren’s relationship with the natural world. I attempted to map childrén’s
feelings of émpathy, compassion and connection towards the Earth, as well as their sense of
wonder and exploration that can spark interest and willingnéss to actively participate in what
1s being taught and learnt. Incorporating the role emotions play in shaping children’s
attitudes and level of engagement is impprtant S0 that we can understand how children relate
to, interact w1th and feel about their surroundings, and in particular, the natural world.
Furthermore, exploring the link amongst direct .experience, level of engagement and how
»clllil‘d_ren relate to their surroundings is also important for gaining insight into how children
. create meaning in their lives (Hungerford, 2002; Jickling, 2003b; Payne, 2005; Sobel, 2004).
While _mapping children’s emotions and attitudes towards néture, I coﬁsidered the multiple
factors that influence these attitudeé. F urthermore, I tried to explofe the influences these
attitudes might have on both their éogﬁitive understandings and practical engagement with
| learn‘in.g and théir surroundings: 1 élso looked into possiBle clues that might 1;ndicate the
potential'émergence of a sense of respect and responsibility throﬁgh the transformation of
values and behaviours with respect to nature. Table 3.2 gives the specific themes and

variables I used as guidelines to analyzed children’s attitudes and levels of engagement.
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Table 3.2. Specific themes and variables used as guldehnes when analyzing chlldren s
~ attitudes and levels of engagement.

General Attitudes/Engagement " Acquiring/developing a Social Relationships

Sense of Place
- Awareness ’ - Belonging ' - Friends
- Empathy - Affinity - Attachment , - Family
- Compassion/Sensitivity - Wonder v - Farm mentor
- Responsibility - . - Discovery, adventure, | - Teacher
, ' exploration

- Action/Advocacy ,

' - Community
- Interaction with the natural world

' - Connection

- Excitement/Willingness
- Hostilities, insecurities, fears.
reservations

This analysis of attitudes ébout coﬁnections and relationships‘ to naturé and levels of
engagement can prove to be difﬁcult using only the interview data. The observation of
children’s interaction at the farm is essential for a complete picture of what the growth,.
development and change (if any) look like during the 10-month period. I tried, to the best of
my ability, t(; conibine the recount of my pefsonal exben'enc‘e within the 1LLP_With this

| interview data to present‘more complefe insights in;[o how attitudes and levéls of engagement
might change (if they do). As with the previous sectioﬂ, I conceived a simple range to help
pharacteﬁze children’s attitudes and levels of engagement towards the natural world, and this

deécription can be found in Table C.2, Appendix C.

" Earth Literacy components in children’s attitudes and levels of engagement

While thinking and analyzing about children’s attitudes and levels of engagement

with nature and their experience during the /LLP, I identified some components of Earth




Lit_eracy that were reflected in children’s attitudes and engagement with the natural world.. I
mainly identiﬁed the EL elements of Bioregionalism, L.ivi'ng Together and Deep Ecology in
this overgrching theme bf children’s attitudes, since these. elements deal with local heritage,
culture and land, as well as community interaction and a deep connection to the natural
world. Even though these three require a stfonger focus on emotions and attitudes, :they are
not exclusively about the»emotional engagement since they also require an intellectual

engagement.

The Farm Story

| I have written this deséription with the purpose of téking the reader thfoughl the |
jouméy that the children, farm ‘friends, teachers, res‘earch'ers, parents and comrhunity
members embarkéd on from Oétobe( 2005 to June 2006 at the UBC Farm. This ¢xperience
took us through the beautiful seasonal changes of the year, allowing us to deeply understand
the cycle of the life thropgh plants, and fo experience (in real-time) how this cycle is
intimiately related with and interdependent on all other environmental factors, including us.
it was a fascinating and rewarding new experience that touched each of us in different ways.
Every step of the way, I marvelled at the potential for growth and was honoured to be able to
. witness‘ such empowering transformations in the children, eduéators, myself and the natural

world within us and around us.

The first day

~ As farm friends, facilitators and researchers, we excitedly awaited the arrival of

apprOXimately sixty students and their teachers from QE Elementary from two grade-5
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- classes.- Having just met, most of us were getting to know each other while preparing to
welcome the children. Just before gathering in the greenhousé, we wére taken bn a mini-
orientation and were able to explore and get to kn&w the ILLP chiildvren.’s garden‘— the
wonderfui space that now, in the fourth year of the program, coﬁtained twenty four raised
beds flourishing and radiant with the last remaining hafvest from the previous season; the
‘space that, together with the children, we would bé nurturing and looking after for the next
nine or ten months. Before the chjldren arrived, we went through a brief run-down of the .
day.’s activities and overall objectives of the day while sipping on a cup of tea and enjoying
fresh home-made cookies. ‘Thét first day at the farm, each group of students would be getting
to know their farm friend, getting familiar with the farm space, the specific bed that would be

‘looked after, and getting a general idea of what the farm experience is all about.

The excitement began to grow as we heard the children arriving with their teachers at
around 9:30am on that beautiful October Thursday. As the children gathered by the eastern
entrance of the greenhouse, we ‘cAould see a Alarge and vibrant groﬁp of impatient, hesitant, shy
and playful students, with some curious heads poking through the mass to get a better view
of who (or what) was awaiting inside. After the initial excitement of this new experience the
teachers asked the children to settle down so that we could begin thé activities of the day.

The children got to share some of their previous farming/ gardeﬁing experience (or lack | '

.thereof) when the ‘program coordinator and facilitator at that time asked questions like: “Has
anyone been to a farm before?”, “Have you ever tried to grow any plants before?”, “What
typés of food plants do you think we will be able to grow at the farm this year?”.. Some

!7)

children excitedly voiced things like “Tomatoes! Onions! Broccoli!” After the general I

introduction to the farm, the children got to learn about the different garden tools and the
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importance of handling those tools properly for safety. Finally after about thirty minutes of
listening to the introductory talk and the activities of the day, the children and farm friends
were introduced and the building of this reciprocal relationship began as each group
discovered their assigned raised bed. All visits involved a similar process where volunteer
farm friends would arrive before the children to do a quick review of the day and be
informed about the objectives. When the kids arrived, they gathered in the greenhouse to
start the day by outlining the tasks reviewing some of the relevant concepts. Teachers and
coordinators worked together to make sure that the children were able to make connections
between learning and experience. Teachers reinforced the farm experience with curriculum-

related activities in the classroom.

Figure 3.1. Children and farm friend visiting the garden and exploring. Taken from ILLP,
2006; http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

The end of the growing season — A new beginning

The children could hardly wait to get out into the planting area to explore, wonder
and marvel at the garden beds full of plants and vegetables, some of which they had never
seen or tasted before. They got to know more about their farm friends by asking questions

while sampling herbs, edible flowers and other edible plants around their garden bed. After
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. getting familiarfzed} with the new surroundings, the children and their farm friends gdt b_us&
. and down to work — they were weeding, cleaning up their beds and of course, harvesting the
last of the healthy products from the previous season. There were herbs, broccoli, onions,'
some greens, and to the children’s amazeﬁlent, pﬁmpkins. Eagerly, guided -by teachers and
farm friends, the children gathered the fresh ingredients from the garden beds to make salads
| and enjoy a light meal together. This was one of our ﬁrst introductions to direct experiencé
with.organic farming, and the childréﬁ enthusiastically listened as some of their mentors
talked about thg non-use of pesticides in this process. As the day progressed, and aﬁer
cleaning up some dishes, the groups returned to their beds to contiﬁue with the clearing out
Aprocess. In thét process of cleaning the beds, the children got introduce to composting and
seed collection — anything that could be used-as a seed for the next growihg season woiuld be
collected and stored, and any other organic"‘waste would be compoéted. The growing season
in Vancouver was coming to an end, anci ‘preparations for the new one needed to be made.
The children learned that winters are genérally too cold for some plants to grow outside, and
- that the soil needed to regenefaté nutrients while 1n a low stage of productivity. Since we
were in autumn, many of the leaves from deciduous trees were already on the ground and the
children learned about the process of “mulching”, where these leaves and otﬁer “brown”
organic matter are used to cover the soil in order to provide insulation and nutrients while
suppressing weed growth. The children were starting to learn about nutrient recycling and
got a glimpse into how the different nafural cycles are interconnected and interdependent.
After all that work, the end of that first day came and the children left siill talking about their
own beds, discussing what they might like to plant next year and eager to come back to the

farm very soon.
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Figure 3.2. Children and farm friends preparing the bed for the winter. Taken from ILLP,
2006; http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

Approximately four weeks went by before the children returned to the farm at the end
of November, and the landscape had changed even more. We were on the onset of winter
and all of the leaves from the deciduous trees had fallen off. The children came back to their
beds with a challenge of learning about the living soil and how to keep it healthy. They were
getting acquainted with “good” bugs and “bad” bugs in the soil. They had to find
earthworms, wireworms, cutworms and other bugs, identify them and draw them. We
learned about how these creatures interact with the roots of plants and how they might be
harmful or beneficial to the crops. We also learned about the food chain when we learned
that wireworms, even though harmful to the plants, were a delicacy for the chickens. Most
children were extremely excited about being able to interact and feed the chickens, since they

could probably relate to an animated, moving creature a little bit easier than plants.
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Figure 3.3. Children turning beds and learning about soil. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

Since the children would not be at the farm again until February, the groups needed to
prepare the garden for the winter. While continuing to enrich and nurture relationships
between students and farm friends, and also discussing possible names for their groups, the
children and their mentors planted hairy vetch and fall rye as cover crops (that would help
protect the soil from erosion and add organic matter), continued to mulch, and to learn about
the concepts of organic farming and composting. Having put the beds to rest, the children
would have a long time before coming back.

It was about two months before the children and their farm mentors came together at
the farm again at the beginning of February. This time we got to learn about soil formation
and the composition of healthy, fertile soil and connecting to what we had been learning
about the living creatures in the soil and composting organic matter. After gathering tools
and getting ready, the children worked on their beds with their groups — they removed the
mulch, added new, healthy compost to top off the beds, and turned their beds to dig in the
cover crops they had planted. They made sure to check for nutrient levels and pH (soil tests)

and also recorded the temperature of the soil. After doing that, the groups planted wireworm
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traps (potato halves on a stick) in order to control the pést. “The final preparations for the new |
planting cycle also involved the desig.nb of their garden plan. While making preliminary
decisions about what fhey wanted to plant, the children and their farm frie‘ndé also confirmed
the group names. Once the flexible garden plan was drawn, and decisioﬂs were made about

ihe timing, spacing and positions of each plant on their bed, the childr_en and their mentors

were ready to leave and return three weeks later to start planting.

Wintering spring — planting the ﬁrst' seeds and preparing seedlings

"The children came back with vibrant energy, ready for the next step. Finally, we
would be able to plant seeds both directly_ in the gr'ound. and prepére seedlings in the
greenhouse for later transplanting. Checking the wireworm traps, removing the worms and
replanting the traps in the beds. werevthe next step. The children collected the worms and
would go feed to the chickens once the garden work QasI done. Following the ﬂexible garden
plans and making the necessary changes to them, the cﬁildren were guided by their farm
friends and learned how to sow the seeds that were to be planted. We learned that even
before spring arrived, in this part particular climate, the soil was ready aﬁd warm endugh for
things like peas, beans and radishes to be planted directly on the ground. Before pianting the
peas and beans, we had té make sure fo build structures that would support their growth once
they began to sprout. We learned how to build the trellises for the beans énd peas using

strong wood sticks and some rope.
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Figure 3.4. Learning how to build trellises for growing beans. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

The children then proceeded to plant the seeds making sure to give each seed enough
space to grow, and planting them at the proper depth according to size. After planting, we

caringly watered the seeds, being careful not to drown them or uncover them.

Figure 3.5. Me and my group learning how to water the seeds after planting. Taken from
ILLP, 2006; http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

Once we had named and dated the seeds we had just planted, the groups gathered in
the greenhouse to prepare some seedlings that were to stay there until the temperature
increased and they were strong enough for transplant. We filled individual paper pots with

healthy soil and seeded fennel and onions, that were to be kept in the greenhouse flats.
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Finishing that day, putting our tools away and cleaning up, we knew that the next time we

met at the farm, there would be much excitement and new growth — we could not wait!

The signs of new life — Spring is here avnd we are busy, busy, busy

Our next visit was planned around the arrival of spring. Impaﬁent to see what had |
come up from the g;ound, and after listening to the day’s plan and activities, the children ran
out into the garden space to discover the first sprouting plants on their beds. Baby bean and
- radish plants filled a section of the beds. The children were asked to observe and record
seasonal chahges, includihg (but not lirnited to) budding lea\}es, temperature changes and the
songs of birds. Each group had to ;:hoose a tree or plant that they.would observe over the
next few visits, and reco‘rd how it changedT After checking the wireworm traps, soil -
temperature, and checking the garden plan, the children and their farm friends got to the
planting work almost immediately. We gathered the tools and watering cans, and lveamed
abqut which seeds were suitable to be pianted at this time. Adding a thin layer of new"
compost to help our plats grow, we learned that we could start directly planting things like
kale and .othe':r oriental and salad greens, besides being able to plarit more pgas, beans and
radishes if we wanted. quoors, we were able to check on the seedlings we had started the
previous visit and start preparing some more. The children and mentors started rﬁany

seedlings for broccoli, cauliflower, head lettuce, beets, herbs and ﬂowers.'_
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Figure 3.6. The signs of new life. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

After this, the visits would become more frequent since this was a busy time of the
year and there was much work to be done. Just two weeks later, at the beginning of April,
the children came back. After hearing the preparation for the day and the instructions, the
groups went straight to work. Team work and collaboration were essential. While some
gathered tools and the necessary materials, others in the group had already started weeding in
and around the garden bed. We learned to identify which plants were considered weeds and
which ones were our own growing plants. At times it was difficult to discern between the
weeds and our crop, because they were all growing and were roughly the same size. We also
started to thin some of the plants that were happily growing on our beds, in order to give
them more room. The soil was also ready to house even more seeds and the groups were
now able to plant things like carrots and spinach if they wanted to. It was still too cold for
other plants, so we started some more seedlings for tomatillos, ground cherries and summer
squash in the greenhouse. After doing some hard work in the garden and in the greenhouse,

the children and farm friends headed into the forest to learn about the dynamics of this

adjacent ecosystem, and about the local indigenous plants and creatures that live in that
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forest. We learned about the different types of trees that grow here on the West Coast

temperate forest — tall Douglas firs, beautiful red and yellow cedars, and western hemlocks.

Figure 3.7. Making sure to nourish the plants. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

The children came back only two weeks later and this was an exciting time, not only
because we got to see our beds growing and to plant more, but also because some of our
seedlings that had been developing in the greenhouse were ready to be transplanted. By mid-
April, our garden beds were almost full, so we weeded, thinned and made sure all the plants
had all they needed. Our bean and pea plants were tall and growing taller, salad greens and
carrots, kale, radishes were sprouting...the gardens were full of life! Some gardens grew
better and faster than others, but these were lessons in themselves that the children could
learn. When deciding on which plants to transplant, we made sure to choose the strongest
seedlings and tucked them in, watering them carefully. They needed to be placed
strategically so that they would have the space they needed, and not be overshadowed by the

taller plants. After we transplanted and watered, we added a few spoonfuls of organic
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fertilizer to our beds, to give our plants some nourishment. On that same visit, we also got to
learn about hydroponics and the importance of water in farming. It was now the beginning
of May, and we came back to the farm once again to transplant, water, weed, fertilize and
thin. The maintenance of the garden bed was hard work! After making sure that our plants
were healthy, we were able to concentrate on other creatures around the farm. We learned
about honeybees and their special role in pollination of flowering plants, and were also able
to observe, identify and characterize (as friends or foes) some of the different insects around
the garden. Some of our plants were flowering and we could even see some of the fruits that

were being produce. The next time we came to the farm, it would certainly be exciting!

Figure 3.8. Observing, planning, nurturing. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

Full of life — It’s summer, let’s harvest!

It was the middle of May and summer was just around the corner. The children were
as excited as always, and by this time they were so familiar with the general duties of
maintaining a garden that the children were more independent, self-directed, and some took
leadership roles. Still observing how things were growing and recording the observed

changes, the children and their farm friends were still caringly attending to their beds and
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helping the plants grow. This particular visit was reserved for a very special guest that,
unfortunately, was unable to make it that day. The children had been learning about the
peoples that first inhabited this land and the cultural heritage that represented. Our guest was
an elder First Nations community leader that would come and share the story of the land and
the history of his peoples. In spite of this, our coordinator and facilitators were able to take
the children on a tour of the farm, and try to explain this heritage, history, and transformation
of the land, so that they could more easily relate to what they had been learning at school.
Even without the visit of our special guest, it was still a productive day full of running around

making sure that the garden beds were kept in optimum condition.

Figure 3.9. The garden keeps growing and we are still busy. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm

The end of May rolled around, and the children came back to a fuller and even more
flourishing garden than ever before. The children were very excited because this was the
first time they got to harvest some of the fruits of their own work. We learned about
nutrition and the benefits of organic food for our healthy, and after doing some of the regular
maintenance work of weeding, thinning, fertilizing and observing, we were able to prepare

some of our delicious harvest. The children and their farm friends got to prepare a light salad
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- with the ingredients taken from our very own garden, and sofne lemon balm tea with fresh
| leaves. After cleaning up and putting our tools and materials away, the children left with é
bittersweet feeling. The next visit would be our celebratibn, but it would also be .our last
time together.

This last .vi_sit was a very memorable one. It was merely one -week before the sumlﬁer
solstice and it was the day of a grand ceiebration in community where children, farm friends,
teachers, parents, guardians and other community members were able to share and enjoy the
fruits of their hard work. There was é‘closing ceremony in which children received a
certiﬁcation for having completed the program, and farm ﬁi¢nds and staff members were
thanked for their invaluable contributions and time.. The children and farm mentors got to
share their knowledge and experience their garden beds one last time "as they helped harveét
some of the ingredients for the wonderful meal we were about to have. Thé groups did not
harvest everything thét was in their beds because many things were still growing tb reach
their full potential. These plants would serve as the learning grounds and snack: bars for
summer programs, as well as the last remaining harvest that the new group of students would
get to enjoy and admire, as a new growing cycle was due to begin.

‘This was the end of fheir journey together, but also the beginning of a new
opportunity for childrén to continue applying the knowledge they gained from their

experience at the farm, and take it into the school, their home, and their own communities.
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Figure 3.10. Enjoying the fruits of our labour. Taken from ILLP, 2006;
http://www.cust.educ.ubc.ca/landedlearningproject/gallery-4.htm
My participation within the ILLP

As a ‘farm friend’ during the 2005-2006 school year, I had the honour of sharing this
wonderful experience with a group of three grade-5 boys that eventually gave the name
“Worm World” to our group. Worm World was in charge of a raised bed on the second row,
and third line of the garden plan. We embarked on this journey together and encountered
many wonderful challenges that enriched our experience. During this process, I kept an
informal journal that allowed me to record my feelings, questions and observations about the
process of being a participant in the ZLLP that I could later use in my reflection of the
experience as a researcher.

At the beginning of the project, my contribution to the gardening and farming process
was restricted because my knowledge and skills about farming or gardening were basically
non-existent. My intellectual involvement was limited to my knowledge about rocks, soil
and nutrients, and how these relate and interact with the growing cycle of a plant and soil
system. In spite of my lack of confidence and my hesitation about the value of my

contribution, I was able to share my knowledge with the children and other farm friends

65


http://www.cust.educ.ubc.ca/landedleam

when it was time to talk about soil formation and composition. With-the support,
encouragement and trust of many of experienced farmers and gardeners, I was able to learn
| about the process of farming, caring for plants and growing one’s own food alongside the
children. The master gardeners shared their invaluable khowledge with us, and the group of
students, teachers, farm friends and staff ‘were able to build a sense of community and create
an amazing experience. |
During my involvement in the project, I encountered many challenges both as an
untrained educator and z;s a person. While working and learning with tﬁe children, 1
marvelled at the undying enthusiasm of some, but I also discovered how hard it can'
~ sometimes be to engage a child in certain activities. Ilearned that not all children would
have the same level of willingness or even positive attitudes about this experience, which
made it even more difficult to get them interested in learning about this in the first place.
One of the most striking (and humbling) personal discoyeries was my ﬁnconscious need to be
| in control of the learning situation, as an adult and as a mentor. Little by little, I learned to
let go of this and was able to allow the children in me group to take responsibility of their
own learning, find themselves in leaderéhip roles, and discover fhe many wonders of thq
“natural world through the plants they were caring for.'A
During this process, I was able to experience and witness how children learn, how
they think and how they act/react to different circumstances and how they think about nature
and the environment; a perspective that no textbook or journal article could éver provide. In
my specific group, one of the children had a si'gniﬁcdnt change in attitude about thé whole
experience. He went from being indifferent, to finding excitement in observing the smallest

change in the garden. He eéven wondered around to find different rocks and became yery
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inquisitive about their origin and formation. I was more than glad to share this knowledge
with him, and was also excited that I was able to inspire a sense of discovery and exp_loration
in him, at least with respect to that partiéular area.

I reallyenj oyed Watcﬁiﬁg and interacting with children in fhjs amazing informal,
outdoor leérning setting. I was able to observe, over the spaﬁ of nearly 10 months, the growfh
and learning children experience in a program like the ]‘LLP." I became part of the research
team later on in the brbject, so I was able to be actively involved in the research. I had the
0pportunity to be involved and provide input to the last round of interviews in this process
and join the team to help gather data, transcribe it and analyze it. This was'also my first time
gathering data for a qualitative study, which was both intimidating and fascinating, |

By the end of the program, I sensed an immense growth in my development as an
- ‘individual and an educator. I had found mo»re' confidence and gained valuable knowledge
and skills about farming, plants and growing cycles. My involvement at the farm fuelled my
passion about education for environmental sustainability even more, and provided my with
the.knowledge and skills to begin to understand what it takes to be a sustainability and
environmental educator. It gave me invaluablé perspectives into a world that was foreign
and unknown before — ;41 world of educational theories and practices, a world of teaching and
1earning that my previqus académic training did not and could not provide. It gave me the

opportunity to experience first-hand what it really means to teach and learn.
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CHAPTER FOUR |

'SIX CHILDREN ’S EXPERIENCES IN THE ILLP AT THE UBC FARM

In this chapter, I present the findings of the research I carried out Within the

~ Intergenerational Landed Learning Project in the form of a narrative. I offer the stories of

six children’s growth, development and change (if ény) with respect to their understandings
of, attitudes about and engagement with the natural world during the 10-month
environmentalleducation ﬁrogram of the /LLP. I analyzed and wrote each profile throﬁgh the
lenses of the frameworks presented in previous chapters, and [ attempted to-capture the
different components of Earth Literacy that each child represented, as well as “spheres of
‘influence” (Peterat et al., 2004; Vaines, 1994) that might affect the way children understand,
feel about and behave towar;ls the nétural world. Through these portraits I aim to highlight
the unique experiences, interpretations, expressions and emotions of each child, and to
emphasize how important these findings are for our understanding, as educators, about the -
ways we can empower children to develop their ecoiogical identities e'lnd' environmental
covnsciousness. T also try émphasize how an environmental education program like the ILLP
can help form, deVelop and/or transform (if any change does happen) children’s ecological .

~ identity and enﬁronmental consciousnéés within community and place (Kahn, 2003; Peterat
et al, 2004; Vaines, 1994). I stress the significance of intergenerational learning in education -
.- for environmental sustainability, and how this process o-vf reciprocal learning can

meaningfully shape children’s and adult’s views about nature and our relationship to it. A

table summary of my analysis of each of the six children can be found in Appendix D.




_Reflection

My first attempt at writing this chapter prdved more challenging than I had previously
expected. The process I went through brought me to "the realization that ﬁ is more difﬁc_ulf to
step out and let gb of previous constructions and disciplines than one would imagine, when
trying to implement new ways Of thinking. My own unconscious assumptions, background
and frame of fnind lead me in a path of constructing this chapter with a more rigid,
reductibmst structure. I found that I had a tendency to want to categorize neatly defined
parameters that fragmented the data that cqnsequently hindered my attempts to present a
coherent analysis for this type bf research. Although I deeply resonate with a more holistic
fe-conceptualization of education and the applica{ion of ecological and systems thinking.
approaches, I was humbled by my own inability to escape my tendency towards a more rigid
approach. After much consultation, I found inspiration in Mitings of reflective practice

analysis that led to more useful ways of presenting the findings of my research.

Jason’s Story
In this profile, I present Jason—a relaﬁvgly shy student at GB Elementary in
Vancouver, BC. At the time of his participation in the Intérgenerational Landed Learning
Project at the UBC Farm, Jason was in grade 4 The most striking aspects about Jason’s
story were his grounded sense of place, his relationship with his farm friend, and the budding

transformations of attitudes related to his engagement with the natural world through this

experience.




Jason’s roots

Jason moved to an apartment in Vancouver from Ottawa with his mom and step dad
ie 2005. He is an only child and he thinks it is good to be an only child “because.you do not
have to share with anybody” (GF”, 1% interview). In conversatioﬁé with Jason I found that
~’he cares about his‘family and pets (he does not haye any at the moment, but wants a dog),
and that he fears ghosts. Within what Jason shared in our conversations, I found that he
considers Ottawa his special place, “because that was where I was born... My family is in
Ottawa and I like to visit them. .. my grandma and my grandpa and my uncle and cousin”
(GF, 3 interview). He feels a sincere sense of belonging to the plaee where he speht his first

S€vEn ycars.

A nostalgic sense of place — Jason’s experlences and connections with plantmg and
farms x

Although it was not until the end of the program, I found out that J ason likes planting
not only because of his experience at the UBC Farm, but also because it is linked with the |
special bonds he shared at home with his grandmother: “When I lived in Ottawe, me and my
nan went to go-planting... we planted some carrots and flowers” (GF,"3rd intervﬁew). Jason’s
reflections on sharing a gardening_experierice with his “nan” gave me the impression that he

felt nostalgic and missed that sense of Belonging. As I show later on, Jason was able to relete
- this experience of intergenerational learning to the one at the UBC farm, allowing him to
better apprec;ate his relationship with his farm friend.
.Once the program was on its way, Jason’s enthusiasm and affinity for plants and

planting became more prominent. He now likes planting because “you get to plant and plants

1

17 Each child was given a pseudo name, but the initials were kept for reference to each child that was = .
interviewed (as well as the number of the interview). I use the initials of each of the six children presented in
these stories within their respective profiles. :
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are good” (GF, 2™ interview). It is interésﬁﬁg th.at althougﬁ Jason likes planting and in fact
had triéd to.grow plants before, like “an apple tree”, in his first interview he shared that he

~ did not think farms were that important. He usually thought of farms only as animai farms -
mainly, he said, “because I've béen to lots.of...animal farms.” Jason’s thoughts and feelings
about farms at the particular time of my last conversation witﬁ him were triggered by his
sense of smell - he tllx(')ught'.farms were “stinky a little, it smells weird” because of the “soil
and compost.”, but his Viewg on the importance of farms was still not clear and probablly did

not change much.

Jason’s transforming attitudes about sharing, learning and communication

This was one of the most prominent traﬁsformatiohs in Jason’s experience. From the
interviews, I could see that there was an obvious change in Jason’s opinion about sharing. -
As the prqgram-progfessed, Jason felt that working in a group was best because members
could help each other out: “I like planting. We get to work together. If we have trouble, one .

“of our friends can help us...it’s fun to wqu with friends.” Jason V\I/as excited about working
with his group, and with his farm friend. In their time togethef, they talked about

“planting. .. school, movies” (GF, 2™ interview) — Jason and his group seemed to have good
communication: “[we] talk about plahting to each other,” he said, “we think about what we
are going to do the next time we go to the farm.” They would decide together what was to be
planted next. Not only did Jason find a wéy to relate this new experience fo his .special

- relationship with his grandmother, but he also found a sense of community where his attitude v
towards sharing chores, responsibility and decision-making were transformed through

. learning, interacting and developing" special bonds with mentors and friends. Jason, aiong'

with Jackie and Christa, showed me how powerful intergenerational learning can be. He
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showed me how important it is for children to learn in community and direct experience with
nature, where reciprocal interactions allow the children to actively participate in the teaching

and learning, as well as be able to develop their leadership skills.

1

Jason’s level of engagement and his understanding about the links between learning in
different settings '

Jason seemed to be reaIly enjoying his time at the farm. By the middle of the
program, I found that one of his favourite activities at thé farm was to “fetch the tools.” His
favourite tool is the spade and he really likes"digging in the dirt because: “you find worms to
feed to the chickens.” Jason knew that he was learning “how to use tools pfoperly”, and
s.tarted to feel that he could use and apply some of the skills he was learning at the farm “to
plant at home” (GF, 2™ interview). Even though he felt he could use some of the skills learnt
at home, Jason was still unsure about the connection between what he was doing at the farm
and what he does at school. He reasoned: “We don’t plant here (in school).” At the end of
the program, Jason still saw a difference between the farm and school as contexts for
learning; he said: “in here (school), we don’t go dutside to learn, and you don’t plant.”
However, he now thdught that the farm mighf be a good place to learn science “cause there’s
lbfs of bugs and plants” (GF, 3ra interv’iew); and he felt that it was good to learn outside.
Although Jason did notl eXpress it directly (like Aaron did), his aﬁitudes showed me that he
had started to see the value in 1¢aming thrqugh direct experience in nature, and the
meaningful engagement with others.. As many children are telling us through their attitudes
and behaviours, learning within the walls éf the classroom is not always as effective as we
would hope. It is necessary fhat we listen to our children, and to their need to make their

learning meaningful by relating it to what the experience in their everyday life. Direct
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experience beyond the walls of the school can be one of the more effective ways to achieve
~ this connection between learning and exnerienpe. Furthermore, as I show through J ason’s

pnoﬁle, and through most of the other ones t0o, emotion and cognition are strongly related.
The level of engagement and positive attitudes increase as the chi_ld meaningfully embodies
learning and experienca and vice versa; learning becomes easier as the level of engagement

- and positive attitudes increase.

"Starting to define an understanding of farming and the natural world

At the beginning of the program I Was unclear about J ason’s nnderstandings and
concepts about planting and farming probably because of his own uncertainty. But by the end
of the program,’I'was ablé to see that understandings about farfning and sustainable farming
practices were starting fo develop.. For example, he was now incdrporating concepts into his
learning such as organfc farming in which “they don’t use chemicals or pesticides” (GF 3",
intewiewj. The complexity of Jason’s understandings about nature through farming also
increased over the year; he had learned a lot more about planting, and he was also less shy

-about conveying his understandings. He learned “to...not plant big things in the middle, to
put it to the side, cause it will block the sun from the lother plants.”

Jason’s understandings about abstract, large-scale concepts like nature and
environment weré not very well defined, but his cognitive understandings about godd
farming practices were definitely transformed by the weekly experiences with his farm
friend. When talking about nature, for example, Jason sees nature as including .

~ “animals...insects. .. trees... and vegetables” (GF, 3rd_interview). Even though J ason views
both nature and environment as the same thing, his understanding of speciﬁc instancesof

interdependence and interconnections in nature are not too clear, he says “they (nature and
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environment) are both part of the environment. .. and the farm (barely audible)” (GF ,34
interview). Jason’s complexity ‘of understanding might not be as developed as sbme of the
otﬁer children that I present hefe, but this program allowed Jéson to develbop' in other aspects
particularly'w1:th respect to his attitudes about nature and his appreciatioﬁ of cbllegial

relationships.

Importance of social relationships — special bonds in Jason’s experience

Throughout the program Jason expressed the view that farm friends are really
important and he was grateful that the farm friends were there to help them because it “was
fun... cause they spend all their free time with us...they wanna spend time with us” (GF, 3™
interview). His affinity to plants and growing things Beéame more prominent and his
positive attitude towards his farm friend was obvious. There was a sense of security in his
relatibnship with his farm friend, perhaps because he related this experience with his
memories of his grandmother. Although Jason’s experiences at the farm were rich and
| meaningful, where he got to try new foods like “radish” and learned that farmers are “hard
working”, he could not see himself becoming a farmer. His career' interests lie elsewhere: “I
wanna be a hockey player”, he says (GF, 34 interview).

It was through Jason’s profile that I was able to understand and highlight the
' importaﬁce of having special social bonds, guidance and a sense of place during the
development of an empathic relatiohship towards the natural World. Creating a strong
‘emotional fouhdation as the chﬂd develops his/her rel'ationship with nature is necessary for a
grounded sense of piace/belonging and safety With which the child can explore his
surroundings in a powerful way. ‘ Jason’s experience gives us a window into how powerful

intergenerational learning can be in aiding the transformation of attitudes, engagement and
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unde‘rstandings about the nntural world, and potentially the eventual formation ofa "st‘rong |
ecological identity and environmental consciousness. Even though Jason wants to be a
hockey player, he can still appreciate the develdping a sense of connection and the
importance of gaining knowledge about the interdependent relationships among land, food
and community.

. In the concluding chapter to follow, I will attempt to weave Jason’s profile within the
overall re-cbnceptualization of how we teach and learn about nature and the environment. I
will also try to convey the importance of portraying children’s voices and experiences and

the usefulness of mapping the changes in children’s understandings; engagements and

" attitudes about the natural world.

Christa’s Story -
Christa is a chatty and energetic girl that attends GB -Eiementary. She was in Mr. P’s
- grade-4 (ilass when she was involved in the /LLP. In my conversations with Christa, I was
able to see that, from thé beginning, she had a good sense of .interé'onnection and
interdependence, as well as interesting'vievsis and understandings about environment,
environmental probleins and nature. Hef sense of respect for farmers and farming, and her
sense of responsibility were uplifting, even though some of her understandings were unclear.
It was through Christa’s profile that [ was best able to map the different spheres of influence
. in a child’s life, and understand how conc':epﬁdns and attitudes about nature eiré shaped‘by '
these different spheres (Peterat et al. 2004; Vaines, 1997). The influences in Christa’s life
were clearl}i defined, more so than in any of the other children in this set of interviews. The

| spheres of influence that were highlighted through the interviews form this particular
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experience were her family, her home life, her surrounding places, her friends, school, and of
course, the farm. Clearly understanding these influences becomes useful when aiming to’
holistically comprehend the intricate complexity of an integrated human existence (Peterat et

al., 2004; Vaines, 1997).

Getting to know Christa

Christa has a big family, énd of course, she likes talking about it: “T live with 8
people. I live in the basement with my grandpa, grandma and my uncle. And my older
brothers live upstairs. I sleep with my brother and my dad sleep upstairs. .. I.have 2 brothers
and one grandpa, one grandma, and I have like over 500 relatives.” She went on to say that
she has met a lot of them, but still has “not met those who live in Australia, New Zealaﬁd, or
Fiji.” Christa has two older brothers “one is in grade 11, one in grade 67, but shé does not
think it is suc_h a great thing to have two older brothers because “they bully you” (HI, 1*
interview). As will becomg fnore evident later on, Christa someﬁmes feels that she has to
prove her self strong. Her farm experience allowed her to deyelop some confidence and feel

a sense of pride in her accomplishments.

The different influences in Christa’s life -

Christa cares about her “farriily, friends, and...school”, and she appears to quite lik_e
school: “I like my friends, I like the subjects. I like art, I like socials, I like Scieﬁce” and
goiﬁg to échool is very important for her “because we need a gbod eciucation to get a good
job.” She even has some specific jobs in mind, and she says it is because she likes to talk a
lot: “I wanted to be a teacher... and then I wanted to be... yo'u know people they have this

office and people come to them, lay down and talk and stuff” (HI, 1* interview).
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During her free time, Christa says she does not have a special piace that she likeé to
be in or go to, it is “usually at home.” In our first interview, she shared what she does on her
free time: “T usually do like... search the Internet... I go on the computer, I watch TV .

| sometimes I read.” Howe{/er, in my conversations with her, I found that she sometimes
spends time at her cousin’s farm in Langley, “it’s mostly vegetable farm...like we have lots
of 'chickens, COwSs andbst'uff > and she likes to go there and see the animals. Although it séems
that Christa spends a lot of time passiyely in front of the TV or computer, her understandings
and attitudes towards faljms. and farming are particularly holistic and well developed.
Christa had planted things before going to fhe UBC Farm, and she has a flower garden at
home; she says: “at home I plant plants bﬁt not vegetables...roses, sunﬂowers. ..mostly roses
though”, but her mom does the planting and she helps by watering. Her exberiences with
ﬁature have not been limited, and this is reflected in Christa’s attitudes and sense of -

responsibility;

Conceptions about and attitudes towards farms and farming

As early as the first interview, [ was ablé to see that Chrisfa’s COnceptions and
attitudes about farms, nature and environmental problems were an amalgamation 6f ﬁer
experiences at her cousin’s farm, af school and what she reads in books and watchés onTV.
At the beéinning of the ILLP, what she had to say about the irriporta'nc_:e of farms already
showed a clear understanding of where food comes from, and a well developed
understanding of intercoﬁnectedness and interdependénce within nature. She said: “if we
don’f have farms, we would not have food... they produce milk, vegetables,
fruits‘. .bread...candies... because .they have sugar canes” (HI, 1* interview). Christa’s

understanding and knowledge about organic farming was also evident from the beginning:
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“the organic soil...also organic farmer, they don’t use pesticides to keep the bugs away.” (HI,
1* interview). As she was constructing and adding to her understanding about organic

- farming throughout the program, her conceptions about th_e differences between “growing
organic food and normal” were becoming quite interesfiﬁg. Although a bit confused, she
thought that one of the main differences between them was size. “That means standard is
bigger and... the organic are small.” vSlvle was also Surprised that organ_ic farms are not as
common as she thought: “I actually thought thefe were more organic farms but [ guess [ am
wrong... cause most farms are standérd” (HL 2™ interview). Her views on organic food and
farming, however, did not change dll‘amatically' after her experience in the program; she said:
“standard farms they’re not really healthy for you, because they put pesticide and stuff in
their fruits and vegetables...it’s to keep the pests away and organic farms, like ours, th-ey‘
-don’t really care cause they want it to be healthy.‘. .like if you do use chemicals like the ffuits
and vegetable§ will look more appealing, but it won’t like be healthy as much...and organic
farms they are small, not as bright, But they are healthier.” (HI, 3" interview). Maybe the
introduction to organic farming that was done at the farm was not enough for Christa to break
away froxﬁ her original conception about organic food and farming. This might tell us

something about the way we approach specific processes, such as organic fanning.

Her sense of accomplishment

Christa thinks farming is fﬁn, and she espécially feels useful and f)roud about what
she can do at the farm because she can prove to everyone tﬁat she is capable of doing things
by her self. She felt that she needed to do this, she‘ shared, because “at home everyone thinks
I’m weak because I’m just a little girl but if they were there they coﬁld see that I can carry a

wheelbarrow, shovel, and stuff.” (HI, 2“d‘interyiew). She feels that through some of the
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responsibilities and chores at the farm, she was able to prove to her self that she can do these -
things on her own, and this seemed to increase her confidence and sense of ownership of

what she was doing..

Connections between learning and experiencing

Christa sav;f a lot of similarities between vwhat she learns in school and what shé learns
at the farm, she said: “You learn a lot of stuff at school and at the farm. You learn science at
school and you learn science at the farm... yolu learn socials because that’s part of the ‘4
environment. You learn all of the stuff. We do do reading ét the farm. We do PE because w'e
are working. I guess everything you do at school is everything you do at the farm.” The same
applic;,s fof math “you have té learn the depth, how you plant a seed like a centimetre or an’
inch.”- (HI, 2™ interview). By the end the program, Chﬁsta had no problem confirming this
connection with ease, she said: “we actually kind‘ of learn everything, like rﬁost of the
subjects in school at the farm... mathematics. ..science, sciénce is all about the Earth, so you |
can learn it at the farm or at schobl” (HI, 3™ interview). Christa was the only child in this set
of interviews that could really see a vel;y close cénnection between what is done at the farm
and what is done at school. Not only does she see a parallél, but she also thinks they are kind
of the séme. She has no problem connecting what she eXperienccs to the curriculum, which
is the ultimate goal we want as educators (in light of the present situation). We wish that
children could feel that what they learn is meaningful, useful and relevant so as to bridge the
disconnect that exists between what is taught and learned, and what is e»xpe'riel'iced. Christa

“shows us that it is possible, and that we just need a better approﬁch so that childrc;n can, in

fact, feel thét way.
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Connections, developing relationships and feelings about mentors and farmers

Christa seemed to thrive in learning through unstructured play and having the
opportunity to explore. Playing with friends, beiﬁg able to interact with people, and 'building.
social relz;;tionéhips 1s very impbrtanf for Christa. She said the ‘farm‘was “like recess kind of
and you get to plant and stuff and you get to play with your friends... You see everyone all
the time if you want to see someone” (HI, 2™ interview). I could see that by the end of
- March, Christa was already develoi)ing a close relaﬁonship with her farm friend, Jude, who -
became hér permanent farm friend after a few switches. “I like the friends because they are
nice and they _teéch us a lot... I had Alice before and now I have Jude... We had helﬁ from’
Jude. She helped us. She told us what we could plant tﬁis time and the one we can’t plant
because it’s not summer yet” Christa feels like she learnt “lots of things iike. ..about bugs,'
plants... the irrigation system. .. hbw to pIant stuff!” By the end of the program, Chﬁsta had
come up with a wide array of adjectives to express how highly she thought of her farm
friend: “Judé, she’s humorous, intelligent, sweet, sensational, great, ferriﬁc” (HI, 3rd
interview). Christa’s feelings of attachment and beloﬂging with respect to the experience at
the farm and the relationships she.formed were heartfelt; she expressed: “when I think about -
the farm I really miss itl ..and sometimes I can’t wait to go back...I’m gonna miss Jude"s
humour...I’m gonna miss evéry one at the farm” (HI, 3"% interview). Clhrista feels that
farmers “are hard workers™ and has a lot of respect for them. She says that, “they are lucky
because they get to grow their own food...they can read the packages for the seeds, they
know what’s in it, and they don’t really have to spend that much money...and they are
hgalthier” (HI, 3™ interview). Although she understands what it takes to be a farmer, and she

knows the iinportance of growing one’s own food, she is still undecided about whether she
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wants to be a farmer in the future or not. Perhaps it is bé_cauée Cilrista cannot see farming as
_ being a ‘good job’.

For Christa, it seems that building social reIationships is essential for the way she
learns. Just like Daniel, Christa thrives when learning by doing in a setting where she can be
| an active and contributing member of a group. What was most inspiring about Christa’s
.experience was her contagious enthusiasm and seeing how her growing sense of attachmenf

enhanced not only her social learning, but her cognitive one as well.

Christa’s complexity of understandings and attitudes about nature and environment -
~ establishing a sense of responsibility

At the beginning of the program, Chrisfa’s concebtion of the wofd environment was

“about animals and plants”, and when she heard the word nature éhe thought of “trees, wind,.
soil, Agras;s, flowers, animals” — she basically equated them to be the same tlﬁng (HL 1%

-interview). When it éomeé to environmental problems, Christa’s understanding was a little
bit fragmented and disconnected, déspite her more holistic-understanding of complexity and
interconnections of the natural world. When Christa thinks of environmental prdblems, she |
thinks of things “like littering” due to influences from :a presentation from a grade-7 class.
She said: “we have grade 7" come to talk to us ahd ,tﬁey drew the world without garbage and
they drew thé world with garbage...and it was all mossy aﬁ.d stuff” (HI,. 1* interview). |
Although this knowledge of ‘environmental problems’ is narrow and sometimes limiting, she
feels a certain degree of responsibility, she says: “we have to clean up and sfuff ... That’s

~ why we have the garbage day. We go like to Central pﬁrk and stuff and' pick up garbagé’f (HI,

1* interview). I éould see that this limited understanding made it more difficult for her to

~ connect all of the factors contributjng to the degradation of the environment. She struggled
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: to make the éonncctions fo the larger world, she said: “I don’t know, sometimes the weather
ruins the plants. It might die or yeah” (Hi, 1* intervieW). Christa reminded me of t.he
importance of being sensitive to th¢' cognitive and emotional capabilitieé of the child Wh‘en
teaching and learning ébout large-séale abstract environmental problems. Many children, |
like Christa, can sometimes be confused and overwhelmed when attempting to connect
everything together. It is not to say that we should not talk to children of Christa’s age about
‘environmental problems, but perhaps we should focus more on locally based inforrnation‘
which they can directly relate to and therefére feel part of the process of ﬁnding possible _
solutions. |

After the /LLP, Christa’s conceptions of nature and environment became a Iiftle bit
more enéompassing of interrelationships, and what was even more interesting was that she
now not only viewed both environment and nature as the same thing, but also related them
both to environmental problems. Here is what she had to say when talking about
environment and nature the last time around: “if you don’t help the environment, your Earth,
the Earth will tﬁrn all (unclear) bogs and rats will be everywhere. to keep the Earth healthy
you don’t litter, [you] recycle, compost. you couldA like use manure too like make the Earth
healthier too” (HI, 31 interview). [ could see that she was trying to put ;together the
impressioﬁ the grade-7 class presentation had on her, and combine it with her new
knowledge about farming in order to feaspn what 1s good for the Earth from this particular
perspec-tive. Christa’s understanding of interconnection and interdependence was evident
from the beginning, and she was actually one of the only children in this sample who not
only viewed nature aﬁd énvironment as the same thing, but also included the human sphere in

both. Her sense of responsibility and -iinterdependence also grew stronger by the end of the
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program, She said: “you have to help the environment fo keep your self healthy bccause like,

if you don’t keep your plants or everything else on Earth, you won’t be healthy cause trees

give you oxygen and. .. also if your plants aren’t healthy, the animals aren’t healthy and if you
are a meat eater, you eat like the animals, you’ll get sick, you’ll die, then the plants will die,
then the animals will die” (HI, 3 interview).

It was Ch‘rista’s. enthusiasm and positive attjtudes towards the farm experience, and
her caring attitude towards pébple that [ admired most. For Christa, seeing this experience as
play and an opportunity to build and strengthen her social relationships was very important,
which hjghlighted, again, the importance of having a supportive and céring role models while
learning. Her sense of reSpect for farmers and farming was developed, but grew even
stronger. through her éxﬁerience in the progrém. Christa’s understandings of interconnection
and interdependence along with her senée of resbonsibility were unfailingly shown énd
became more prominent after the program. However, what was most puzzling about
Christa’s understandings was her fragmented conceptions of ehvironmental problems and the
difficulty she had when trying to put it all together. This was a little bit surprising, since
Christa was really able to understand how intricately dependent we are on the systenis that
sustain us and the impértance of keeping them healthy, and in turn, keepihg ourselves safe.
Christa was the only child in this sample whb was able to intimately relate her experience
and léarning vét the farm to what bshe can learn at school without seeing a disconnect (or |
detachment) between the two learning settings (school and the farm) that we see so often.

I hope fo present Christa’s profile, and the uniqlie characteristics of her experience at |

the farm, within the larger pictﬁre that I am trying to convey in the following chapter. The

particular highlights that Christa provided will be insightful additions to further our




understandings about the ways in which we can re-conceptualize how we teach and learn
about the Earth. Hopefully, the way in which we will choose to implement this re- -
conceptualization reflects and honours children’s voices and feelings about learning by .

d(ﬁng, and creating those emotional attachments to place and community.

baniel’s Story

Here, 1 present Daniel — an open and genuine boy~with a great imagination and sense
of wonder and adventure. He attends GB Elemenfary aﬁd was in Mr. P’s grade 4 class when
he was involved in the /LLP. In this proﬁlé, I'try to convey and highlight the most unique
and important aspects of Daniel’s experience at the farm with respect to his understandings
and attitudes about the natural world. He was in the same farm group as Christa, and had the
same farm friends, Alice, Linda and J ude.

As I got to know Daniel through the intérviews, I saw that, 1n contrast with Christa’s, |
Daniel’s uncierstandings of farming, gardéning and environﬁental.issues are influenced
largely by what he learns at home through his parénts and sibliﬁgs. Daniel is the youngest
child in his family and has “one brother, three sisters” (KL, 1 intewieW). I found that his
attitudes and levels of engagement are usually enhanced when he meets new people and
learns new things. One of the things that were most unique about Daniel’s story was that he
is able to make more global connections beyond those spheres of the home, school and
community. I learned that he éares about his family, his house and his garden, but Daniel
also cares about the world aﬁd would like to see “peace, never anymore wars, having good

people, never bad” (KL, 1% interview). His awareness of global issues and his sense of social ,

responsibility were inspiring. Daniel also cares about his house: “I never want to get it




burned down because I love the house. There’s a lot of stuff I like in there” (KL, 1_St

interview).

A creative imagination

In my conversations with Daniel, T found that he spends a lot of time watching
movies and TV, he even said: “I watch seven hours of TV every day” (KL, 1* interview).
The amount he says he spends in front of the TV is probably exaggerated, but it nonetheless E
has an influence in his creat’ive 1magination. When he was asked about his likes and dislike's, :
he shared that he likes using garden tools, getting dirty and watchjng moxlligs. He also shared
the things that he féars, which are “robbers, sharks, and kidnappers.” Daniel has never seen a .
live shark, but he fears sharks “becausé they eat your flesh, the blood comes out and then you
die.” As is often shown throughout this profile, Daniel’s imagination is very rich and seems

to be fuelled by the streaming influences of movies, TV and other entertainment media.

A magic sense of wonder, exploration and adventure

Daniel likes playing outside in the school playground, but does not seem to have a
special place in the outdoors. He also seems to play by himself most of tﬁe time and
sometimes he fegls lonely; he says: “I never get to See my friends much” (KL, 1* interview).
In spite of tﬁis lonesome.play, Daniel’s sense of wonder is re'freshing._ Whén talking about
‘special places, for exarﬁple, he thinks that “a special pIace wbuld be like a wonderland — a
nickelodeon place, Aduarium. ..and Alagka” (KL, 1¥ interview). He said he would like to go
to Alaska because “It’s cold. You can havé a snoWball fight. You can go ice skating, see |

polar bears, you can ride a snowmobile. You can go outside and go ice-fishing too...I like

snow...you can see a lot of sights there — seals, walrus, bear, fishes” (KL, 1 interview).




- Daniel is expanding his imagination and sense of adventufe by combining what he has
already experienced — he has seen “a seal and polar bear” at the Aquarium - with what he
Would like to experience in the wild. As I present later on, it is Daniel’s sense of wonder,

| explorétion and adventure along with his creative imagination (and with his learning at home
and influences from mentors) that fuels his relationship to the natural world.‘ It was t&ough
Daniel’s profile that I learned the power of having a magic sense of wonder that, even in the
midst of being bombarded by electronic entertainment media, can help to establish a sense of

connection to the bigger world.

Daniel’s gardening experience at home

Daniel knows a lot about gardening from his expeﬁences at home. He helps his mom
around the hous¢ but also with gardening, and seems to be excited about this particular
experience: “I pick up garbage and do some stuff in the garden like getting stuff like dirt,
flowers, and tools. And I get to water plants” (KL, 1¥ interview). Daniel knows a lot of the
names for tools because he uses them at home often, he knéws “Shovels, rakes, garden rakes,
we don’t have a dibbles. We have a giant fork.” Because he is in constant contact with these
tools, he has not forgotten the names and he is also véry proud of his knowl‘edgé “yeah. |
~ knew them before. I knew them ‘when I was five” (KL, 1* interview). During convérsations,
Daniel showed me a éense of attachment to a previous garden he had. Daniel had “planted

lots of thihgs already” well befpre his expefience at the UBC F arrh. In his old house he

“planted watermelons, bean trees, carrots, cabbage...It was a really nice garden there.v Trées
too...it was good. It’s fun to get dirty” (KL, 1* interview). .In spite of hig active engagement
;'n the previous garden, he did not seem as involved in his current garden, he says: “our mom

does that.” However, he shows willingness to engage and likes it helping out. Later on, I
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_ will show why this experience and expertise are so important in this story and how these:
have influenced Daniel’s understandings and attitudes about nature and the world. Unlike -
Christa, Daniel’s experience is mainly centered around his home environment, but in the

garden and other aspects relating to environmental issues.

The home sphere — shaping‘ his understandings and vattitudes

Even theugh Daniel leained a ldt,.he did not find his e'xpen'ence.at the farm a new
one, because-he gets a lot of his learning about gardening and planting at home; he says: “my
dad teaches me lots of stuff... ;ilant, Water. .. yeah.... Icandoalot ef stuff, because I’ve got
_ experierice a.ti hoine. I plant beans, and [ gei to rnix thev soil. But I don’t put in the manu}re.-I
put in the fertilizer but never the manuie. My dad. does the nianure” (KL, 3" interview).
Although he is very confident in this knowledge, i)aniel ec‘knowledged that there some new
things he learned at thei fann, for enample,,he said: “I 'learne_dliow to plant like stuff... how to
space tliem out because they actually will com'pe.‘ie"fer. . .'-nutrients” (~KL,' 3" interview).
Throughout the interviews, I was aise able to eee that his use of language anditerininoiogy
was frequently more eloquent than the cher children. | There were also other changes that I
| 'was able to see in"his understandings. At the beginning of the"‘priogram, Daniel had heaid of
- tlie word organic but didi not really-know its meaning. "Ashe enperienced the progiain, he
started te grasp.t‘he concept — ;‘Some people use ehemicals to grew but in organic you don’t

use anything. You just do the old fashioned way” (KL, 2™ interview).

Building new relationships and relying on established enes\
~ Asthe program progressed, I found that Daniel’s enthusiasm and level of engagement

at the farm was increasing. He is an extroverted boy who loves learning new things (which

87



he seems to easﬂy incorporates in his learning) and is very keen to meet people: “meeting
‘new people...it’s fun... like 6ur farm mentors and the:»people who teach us how to farm .and
make stuff like the wireworm traps and like make a trellis and wﬁat are good pests gnd what
are bad pest's” (KL, 2™ interview). Daniel values the knowledge he gained and thé ' |
relationship he built with his farm friend, as he expressed: “T will always remembér my farm
mentor. .Jude...she was cool. She was really nice. She liked to joke aroﬁnd and she
_ encouraged me to do stuff.” Even though J ude was not the only farm friend he héd, Daniel
did not miﬁd having more than one farm mentor either, he said, because “I like having
different people...I get to know how they work™ (KL, 3¢ interview). Daniel learned mdré
about plants, planting aﬁd tools, but he found the way compost is tqrned at the farm rather
unfamiliar: “I don’t like stirring the compost with thaf thing...because I'm usually |
shovelling. Like my mﬁm and my dad and my uncle are gardenefs and I work with them so
: I’'m used to shovelling compdst and putting it on the bed but not shaking it and doing that”
(KL, 2™ interview). Here, Daniel allowed me to see how his own developing identity as a
gardener is being strongly shaped by. the role models he has at home. Just like Jason, Daniel
showed me a how important these mentor-student relationships are, whether learning .at home
or at the farm. Although Daniel is usually very keen to meet new people and learn from
them, at times he did not like to engage in his group because he found it hard to be the oi_11y
boy: “I’'m the only boy in my group. I’ve got tw6 girls.” When asked if this was ok, he said:_ ‘
“No. I don’t likevhanging arouﬁd with girls that much.” And even sometimes this meant that
: hé did not feel like interacting that much with his farm friends, “they’re nice. But sometimes
‘Idon’t really get aloﬂg. ..I’m not sure. When I’m not’;in the moéd,- I don’t get along” (KL, 2™

interview). This was the only instance in which I found that Daniel’s enthusiasm for learning
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and meeting new people was tamed. However, Daﬁiel (along with Christa, Jason and Jackie,
and each in their own Way) showed me that having mentofs, role models and a communal
prbcess of decision-making has powerful benefits in the development of the whole child, -

including his/her understandings and attitudes about the natural world.

His unique view on farms — an international perspective

Daniel’s international perspecti\‘/e is one of the most interesting things I found about
his story. He has been to many farrr}s and his descriptions were very specific and aﬁiculate
while explaining one of his drawings during the interview: “this is the place for horses. So
Vyou would not need cars. Here’s the pond, the farmer, the dog, dandelions, the house, East,
west, north, south, the bér’n, the silo...there’s the pumpkin patch. Thér,e’s the scarecrow, the
f)lace whére you go pump the water, blueberries, raspberries, blackberries and strawbér_ries"’
(KL, 1* interview). Even though Daniel has had many opportunities to bexperience farms and
the process of growing fqod, his views on the importance of farms was rather vague. All he
had to say about the importance of farr/ns was that “we need them to grow stuff” (KL, 1*
interview). Since Daniel has travelled and has been to many farms in different places, like
- “in Seattle, Los Angeles, San Jose, Vietnam”, he has ivnt'eresting perspectives. Daniel has
intri.guinglvy constmcted a dichotomy between what farms are like in Cané.da (and probably
North America) and what farms are like in Vietnam‘; he reasons: “It’s kind of different. .. they
don’t have the really neét stuff we have here. They have like tools but not like these things.
They are not like us. That’s why we send money to opi‘ grandparents. .. they don’t have farms
* but they have gafdens” (KL, 1* interyiew). Here, Daniel showed me not only how his difect

experiences have shaped his conceptions, but also how his familial relationships influence his

understandings and attitudes about farms. The dichotomy he has created is very interesting
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and is certainly worth exploring. Daniel seems to emphasize the aspects which he thinks put
farmers in Vietnam at a disadvantage, and therefore make them different. It was through this -
particular conception and emotion that I was again able to see Daniel’s sensitivity to the

well-being of a more global scale community.

Daniel’s complexity of thinking, his developing ecologlcal 1dent1ty and his
environmental consclousness '

Daniel’s understandings and attitudes towards the envi_ronment were intricate and‘
complex. When he thinks about the word environment, he expressed: “I always think of
houses, like in the city; birds, cars, schools, no p_ollution fof the world — that is just bad to
have pollution. In this wbr]d we have a lot of pollution. When I think of our environment, the
other thing is like balloons whéh you have them ybu should never let go of them because
they will go up in the sky and they will pop and they might land in the weﬁer and sea turtles
will eat them and they will die” (KL, 3™ interview). Daniel, like Jackie, has a more
encompassing view and shbwed co.ncernv fb? non-hgman species. ‘ Daniel kﬁows some of the
sources of this pollution; he séys it comes from “cars;- garbage, gas, oil” (KL, 3@ interview).
His knowledge about environmental problems and his underétandings and attitudes about this
pértiCular subject héve been shaped by what he leam§ through his sisters. It was Vefy
' excitingvto find out that his learning at home seems to be thorough and that he is able to make
prof;)und connections between actions and consequences. I found, howéver, that by the end
of the program at the fam Daniel’s understandings of the environment and environmeﬁtal
problems had not changed much, perhaps because of the strong influence he has at home; he
said: “the environment is like stuff...like we can pollute the world with oil, gas. Like people

who use gas when they drive, black smoke comesand then they are polluting the world, the
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air...and you can’t breath that well. And when you have oil spills; the water becomes
contaminated and it will be really weird and animals will be become sick and die... you
should not kill plant and trees... we would not live and breath air if we kill them” (KL 3,
interview). He did add some notions that related his understanding of these problems to
plants. Maybe Daniel’s understandings and attitudes towards environmental problems did
not change much because at the farm, although the children did talk about some
environmental problems, this topic was certainly not extensive and was rather generai. Only
Daniel and Jackie were the ones in this sample who were able to make such large scale,
abstract connections about the impacts of pollution. Cnrista was able to relate these events
more to our health as humans and the irnpacts it has on us.

It was Daniel’s Zest for Ieaming from and with -neW people; hisopenness to new
experiences, his magic sense of wonder and creative imagination that captivated me.
Through Daniel’s profile, I was best able to show the importance and power of developing -
and cultivating a sense of wonder, ei(ploration and adventure tilat fuels a creative
imaginationv. In Daniel’s case, this sense of wonder along with his egperience gardening and
leaming at home have created a well established sense of respect and responsibility for the
natural world. Daniel’s unique insights presented a more global/international perspective not
only on .farms, but also on other aspects such as world peace and environmental problems. in
contrast with Christa, Daniel did not find it difficult to embvody such large-scale, abstract
concepts. Although Daniel’s sense of interconnection and interdependence were not explicit,
these were weaved through his understandings and attitudes. Daniel reminded me of the
importance of having a strong familial support system that provides a comforting and secure

space allowing the child to build a sense of confidence; something that Christa was not able - -

91




to ﬁnd that at home, bﬁt at the fa'rr\lrjlT In Daniel’s case, thé farm séerﬁs to have 1.been a
complementary venue to learning at home for the development of his ‘ecologica.I identity and
énvironmental CONSciousness.

In my conclusion, I will incorporate Daniel’s ﬁnique global/international perspective
and further inform the different ways in which we can encourage and help our children to
make connections between local and global, abstract spheres. I also hope that I can convey
the importance of fostering a strong sense of wonder and imagination that encouragés the
development of a magical relationship between the child and the natural world, and that this
in turn, can positively influence the way children understand and feel about nature and the

environment.

Aaron’s Story

Aaronis a contémpiative and quiet boy. Throu.gh my conversations with him, I was
able to see. that Aaron has a deei) appreciation for and longing to connect to nature. _Aaron’s
profile directed me to focus more on the affective realm and its importance nof only for the
development of an empathic connection with the natural erld, but also the role of emotions
in learning. It was Aaron’s nurturing senée of empathy and deep connection to nature that
was most striking. He was able to appreciate and see the value of the natural world beyond -
ecosystem services and also had a more holistic view of the connéctions betweeﬁ the natural
and social worlds. His sense of connection and care are ‘inspill'ing. Aaron attends QE School |
and was in Miss D’s grade-4 class when he attehded the ILLP at 'the UBC Farm. Aaron
.shared a little bit about what he likes and about his family? he said: “I have 2 brothers, a

mother and dad, two cats and two turtles...I like basketball. And I like playing outside and I
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like computers and watching TV” (LI, 1% interview). Aaron’s parents are quiie busy “they
are both doctors”, so he and his brothers have a nanny, “she takes care of us most of the
time.” He says he does not have a lot of chores and the nanny, “sometimes she cleans the
house” (LI, 1* interview). Aaron ié not that fond of school but “sometinie's it is fun when we
- can play with. friends but don’t have to do work.” However, he does like “math and science”
and especially social studies because he can “learn things about people and places... and

animals” (LI, 1* interview).

Aaron’s appreciation and desire to be in contact with nature

Aaron says that vi/hen he is outside he likes to “go foi a walk and play basketball.”
His walks are “in the forest with my mom and dad...it’s quiet...it’s nice... because there are
lots of trees and it’s quiet. There is not like pollution in the fo_rest” (LI, 1¥ interviews). Aarori
talks about a special place where he usually goes to, and that he can relate to. Its proximity
and calmness seem to provide comfort. I like to go to this place not far from our house. I
nice there and quiet It’s blose to my school anci it’s close to my house” (LI, 1 intervieW). I
was able to see Aaron’s longing to bé in thé peécefulness and calmness of nature, connecting
to the heart of nature. It was through Aaron’s profile that was best able to shoW the -
importance of encouraging our children’s biophilia, or affinity to nature, and allowing them
to feel that true sense of cbnnéction’ to something bigger than ourselves. I was also able to

see how these caring sense of connection allowed (and influenced) Aaron’s understandings to

be more holistic with a sense of interconnection and interdependence.
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Aaron’s previous experience with gardening

Like Jason and Daniel, Aaron had some experience at home with plantlng and
gardenmg before coming to the ILLP because hIS dad likes to garden and “has lots of
gardening magazines” (LI, 1% 1nterv1ew)‘. Aaron is a very observant boy, and was excited
about shaﬁng some of his gardening experience and .ot')'sejrvations of ‘h(')w things grew in his
gardeﬁ: “we have two gardens one in yoﬁr back yard and one in our front yard. And once I
planted. I was trying to plant a (not clear), and I put some compost...and then it did not grow.
But then in the compost there were tomatoes seeds and they grew. So there was a tomato
plant instead of a ** plant... my dad helped me a little bit” (Li, 1* interview). He also
described what is in his garden and what is planted there; he said “we have a birch tree, and
we have lots of bushes, and ﬂqwers, snowdrops, green oniqns. We have lots of things but I
don’t remember all the names” (LI, 2™ interview). Even though Aaroﬁ had had séme
previous experience with gardening, he still learned a lot at the farm. He learned “how to
grow plants énd. ..what plants do...and... what’s in the soil, and... how plants help ﬁs. ..and
which plants to eat” (LI, 2™ interview). Aaron’s cognitive understandings and the change in
his léaming was best shown through his attitudes towards plahts, farms and the whole

gardening experience.

Understanding the importance of farms and the connection and mterdependence
between the natural and the human worlds .

When Aaron thinks about farms, he thinks about ;‘plants, vegetables, fruits... .house,
chickens” because he has read about farms in his dad’s magazines, has planted at home, and
has visited a few farms. Interestingly enbugh, Aaron did not think that the UBC Farm looked

»

like a real farm because “it has a lot of different things, like not one thing but there is a lot. ..
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(LL, 1™ interview). It was not clear why Aadron saw a difference between the farms'he had
Visited. before and the UBC Farm, but he “saw farms that were like fields. Big farms. .;they
were grape farms. And we saw houses...and farmers” (LI, 1% interview). Even though Aaron
found it difficult ‘][o explain why he thought these faﬁns were ydifferent, he does havé ﬁ pretty
good understandirig regarding the importance of farms, including the economic and
nutritionél values that farms (and food for that rﬂatter) have for humans. He said that we need
farms “so we could get vegetables and frUits. So people could eat them... and we can sell
fhem. ..and so people can make money from selling them and not to buy stuff...and
yeah...and they help fight diseases. .. because vegetables and fruits have vitamins in them.”
Like Christa, Aaron was able to see the impoﬁancé of farms to provide healthy food for us
humans. Aaroﬁ’s consciousness about the importance of farms and his understanding of the
effort it takes to grow food was only stronger after the farm experience. He thinks that farms
“are good” because they “give us the fqod that we eat...and théy help us live... it is not that
éasy to just grow things.” He also thinks that knowing how to grow food is important
“because without the plants we couldn’t live... cause then there’d be no food...just the things
that eat the plants couldn’t live cause there’d be none...and then the world would just fall
apart” (LI, 2™ interview). Aaron showed me sensitivity towards and a more holistic
understanding of the fragility anci intricate interconnections of the natural world, as well as
' ouf int_erdependent relationship to it. Here, Aaron’s view tends tobe more holistic, inclusive
of non-human species, and less anthropocentric. As I will show later on, the importance of
Linderstanding how children make connections between the natural and human spheres, and

how they think about the interaction between the two is essential for-educators’
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understanding, development and implementation of better ways to teach and learn about the

environment,

_ A nurturing sense of empathy

In the interviews, 1 found that Aaron started to develop a stronger empathic
relationship with .his surroundings. He ehowed this by being concerned abont plants,
nurturing'tliem, and making sure they were well taken care of: “we planted rye and hairy
vetch to make the soil like moist and easy for the plants to grow. And we also mulched it to
inake the plants happier... so the plants .“}i'u be healthy and they will be warmer” (LI, 1*
interview). His concern for the well being of the plants showed Aaron’s heart-felt sense of

“compassion. All throughout the prograrn Aaron always wondered how long things would
“take to grow, and liked watching them grow. At the beginning he said that going to the UBC
Farm .was fun and wondered how things would turn out: “T would like to see how things will
grow. .. It’s fun to see plants grow and.it"s fun to do all that stuff to help the plents. Like when
we mulched it when we planted the hairy vetch. .. it will be interesting to see how. plants will
look like” (LI, 1* interview). At the end of the progrém Aaron still enjoyed watching plants |
grow, he ~thcught “seeing what they turn out like in the spring was fun”.(LI, 2 interview). It
was interesting to see, though, that while Aaron always showed excitement and concern
about “helping” the plants grow, his nurturing side was challenged by impatience when it -
came to.waiting for things to grow. He mentioned that his least favourite activity at the farm
was “to choose. .. waiting for the plants to grow...cause it was slow” (LI, 2“d‘intewiewl; This
- impatience perhaps grew out of the same excitement to see things grow. Aaron deﬁnitely
had a well developed ecological identity, and as I show next, a strong environmental

awareness and sense of responsibility.
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‘Aaron’s environmental consciousness

From the conversations we had, I could see that Aaron’s environmental consciousness
and sense of responsibility were budding and were partly shaped by what hel learned in the
classroom, and partly shaped by what he learned at the farm. In the classroom, they talked
about “pollution, sewage... smoke .from factories” that comes from “cars... smoke. .. boats”,
and that there was a problem because there was “too much of .it. .. [so] we need to find some
other way... we need hnve less ofit...to find a different source of .. a different way for
car...different fuel... different cars” (LI, ft interview). As most children, Aaron had some
trouble making sense of large scale environmental problems, but he is at least aware that
there are possibilities and solutions to alleviate these problems. Theugh he kno»\;sit is not
easy, he intrinsically understands how important it is to keep the Earth healthy. From the
experience at the farm, Aaron learned different things about the environment — for example,
he learned “that it’s hard to keep good (the Earth)... but. We shon_ldtry. ..to not pollute it a
lot...and help it grow” (LI, 2" interview). Even though Aaron was not able to fully
articulate his understandings and feelings about environmental problems, he does hagze a
deep understanding_for the interdependence of everything in nature, and he also appreciates
their aesthetic value. He says that nature and environment are important “because if there
was no nature or anything, there’d be no trees or plants and there’d be nothing to eat...and
then just there’d be no... nice places anymore...it’d all be...like, factories and cities and

‘roads” (LL, 2™ int_erview). This reminded meof the importance of not only emphasizing a
rational understanding of what nature is, but also of encouraging our children to see the
neauty of the natural world. By encouraging our children to appfeciate nature "s aesthetic

value along with the developing emotional attachment, cognitive understanding, and
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appliqable skills, we can better empower our children to care about the preservation of the
environment. Furthermore, Aaron’s longing to ble in contact with nature also reminded me of
the important role nature plays in keeping our emotional, physical and mental health well
balanced. The decreasing access to wild places is not only restrictive, but can also he

potentially detrimenial (Kaplan and Kaplan, 2002; Louv, 2005).’

Aaron’s highlights

It was through Aaron’s profile that I waé best able to demonstrate the importance of
developing a nurturing sense of connection with nature as an emotional foundation for the
wholesome development of a strong ecological identity and environmental consciousness
(responsibility). Though Aaron was not as articulate as other children in conveying his
understandings, he still had a thorough holistic unde}staﬁding of fhe natural world. |
Furthermore, it was through him that I was able to show how, in comb'ination with a strong
empathic relationship with the natural world, a child can better understand nature. Aaron is a
nurturing and observant boy, but he ,éaﬁ also be actively engaged and have a positive attitude
about interacting with nature. He thinks going to the farm is fun because he is
“outsidé. . .»doing more hands on stuff” (LI, 2™ intei‘view)‘ aﬁd thrigles by having direct contact
with naiurc. Just like J asoﬁ and most of the other kids, Aaron loves learning by doing. In my
interaction with Aaron I was able to see how much fun he actually had at the farm. He was’
also very enthusiastic about the possibility of having the same eXpeﬁence again, and what 1s
more, unlike any of the other childr,en, he could actuaHy see himself working in a farm in the
future. He said he would like to do farming in the future “cause it was really fun when we did

it at the UBC Farm... and I’d like to do it again” (LI, 2 interview). Aaron’s level of
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engagement and enthuéiasm were transformed by the program, and his view of nature and
growing awareness of its importance was strengthened.

I will aim to weave Aaron’s unique theme of emotional connection and aning
empathy into the larger picture of my argument for the re-conceptualization of Education fof
Environmental Sustainability. I hope to show that develobing a caring sense of empathy is
o just as essential as understanding the complexity of the natural world, and even the first step

t'O\;vards a holistic ecological identity and engfironmental consci’ousness. As I show in Ben’s
- case, a good understanding of complexity is not enough to propel a sense of responsibility

- that will eventually lead to action.

Ben’s Story
Ben is a very active boy who attends QE school in Vancouver. At the time of his
involvement in the farm project he was in Miss G’s grade-5 class. Ben has two older siblings -
-— a brother and a sister and both of his parents are lawyérs. Ben only enjoyé'school when he
- can play with his friends, and when there is PE ciéss and ﬁlath because “it just comes easy.”
He does not like reading and writing as muqh, and cannot really see the value of going to
school (IH, 1% and 2™ interview). Ben’s experience reminded me that not every child is
moved or significantly transformed by experiences like the /LLP. In his casé, ';he experience
| at the farm had little impact on his attitudes about, and engagément with the natural world.
Ben is very clear and focused on what he likes — he likes soccer, he plays it during his free
time and also “[plays] soccer 5 days a week.” Although it was easy to see that Ben found
Tittle value in his farm experience, he was not completely unchanged. Some of his

understandings changed throughout the program, but oftentimes, Ben would be somewhat
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reluctant to share his views and understandings. Ben did not entirely resist his farm
experience but his indifferéncé toWards it showed me that he could not relate to it, éspecjally
because he c;)uld not see a connection to his passion, which is soccer. ’
Interestingly enough, Ben had had some eip’erience with gardening and plants, evén
before the program started. His dad has a garden and does the planting, and Ben helps to
plant “sometimes. .. just help him plant them and water them” (IH, 1* interview). Ben does
ﬁot dislike planting, but is indifferent towards if; he says: “it’s ok...it’s not too bad...I would
rafher play soccer, though” (TH, 1* interview). He does not like being passive during his free

time, and he likes being outside and active, but Ben says he would rather be playing sports:

“If 1it’s a good day, I'd rather be outside than sitting and watching TV” (IH, 1* interview).

Ben’s specific conceptions and attitudes about farms and farming

Ben does not consider farming or gardening extremely important and he cannot see
himself as farmer. In spi‘te of this, he does have very interesting goncepti.ons with reépect-to
farms and their importance. Near the beginning of the program, Ben thought that the UBC
Farm was “a bit different” than other farms and was surprised to find out that it was an urban
farm that could producé substantiai amounts of food: “‘r_nost of the time when I say ‘farm’, I
 think about sométhing like in the middlé of nowhere, and then I go to the farm, and it’s like
really small plants and you can see everywheére but you still manage to gron as much and
you sﬁll have chickens laying eggs” (IH, 1% interview). Although he cannot relate to farms
and the process of farming much, Bgn does have some understanding about the importance
Qf farms with relation to oﬁr subsistence, he says: “this is wher¢ we get our food from...yeah,

we need food, if we do not farm... we won’t have. .. half the food we do have” (IH, 1*

interview).
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Ben also discovered that he liked‘wofking in groups and he was ablé to see the value
in doing so. It was through this reﬂection on teamwork that I was able to notice é faint sense |
of owﬁership and pride when he talked about planting and haVing their own bed “cause you
get like your own bit of area to work on, and when you groW it’s yours and not anyone else’s

so you know you did this” (IH, 2™ interview).

Ben’s change in specific conceptual understandings

In spite his low level of engagement and attitude of indifference towards learning
about farms, it was his concept of organic food that I found most clear within his
ﬁnderstandings about farming. Here is what he understands about organic food: “I think it
grows much better if it grows without pesticides. Well, you can find a worm in your apple
but it’s better than having chemicals in the garden” (IH, 1*! interview). By the eénd of the
program, Ben was able to say a little bit'more aﬁoﬁt organic food and farming: “if’s better for
you, and it costs more. .. because it’s harder to grow... because. .. you can’t put any pesticides
and stuff in it to keep the worms and stuff away... you have to ﬁg{uré another way to keep
them away...there’s more wbrk to db it...it’s a ot bétter for you, and pesticides can poison
you” (IH, 2™ interview).

There were also some new things in Ben’s learning experience at the farm.
‘Something that he will remember about the farm project will be the raised bed and how fast
thevplants grew, “cause it grew a lot in like two weeks” (IH, 2™ interview). Ben was

- surprised to learn that plants could grbw fast in a short period of time, if they had the fight
conditiohs. He knew that plants need “rain and water... and sunshine” (IH, 2™ interview) in
order to grow, and was able to'_ appreciate that “it takes a long time. .. all that effort is put into

it” (IH, 2™ interview). Ben’s uhdérstandings and concepts are quite clear and he started to
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show a better sense of complexity in his thinking by the end of the program. He was also
aware of the amount of work that is required in food production, but égain his attitudes seem

to be indifferent'.

Understandings and attitudes about environment, nature and énvironmental problems

Ben thought about things “like trees, plaﬁting t'rees, growing stuff” as well as “cars,
and people smoking and polluting” (ﬁ—I, 1™ interview) when he thought about the
environment. It seemed that he intended to make it inclusive of both the natural and human
worlds, but interestingly, he thougﬁt nature is “good” but “it’s only for the animals” (IH, 1™
‘interview) excluding himself (and therefore humans) from it. Ben saw some clear
differences between environment and nature: “I tﬁink théy are different;’ because
“en;/ironmgn; is about trees and nature is about animals” (IH, 1* interview). Ben also
thought however, that “they do relate in certain way” (IH, 1* interview) and saw some
similarities between the two: “they are both alive” (IH, 2“vd interview). But what was even
more interesting.in this story; was that Ben san éimilarities between the environment and
hature best when it came to the “prbblems.” He said, ‘fI guess killing some animals and
cutting down some trees are really connecfed” (IH, 1* interview). It was from this statement
that I found Ben’s first signs of understénding interdependence, although he‘ did not elaborate
on why he thought these two ‘problems’ were connected. In contrast with Daniel, Ben says
that he talks about environmental problems at school but not that much at home. At school,
they talk about “pollutioﬂ and how it affects the environment, andlhow the trees give us
oxygen and .stuff like that..:and we talk about tr'ees-and about people cutting thém
déwn. ..and wasting paper” (IH, 1* interview). Again, I could see a budding sense of

interconnection and interdependence, as well as responsibility. However, I am still not sure
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how much of this knowledge Ben actually embodied in his identity. Ben’s view of nature and
environment did not seem to change much throughout his experience at the farm, and he was
not sure whether or not he saw himself as part of the environment. AS seen throughout this |
process, Be‘nb did not seem too engaged with the learning experience, but he did see a little bit
of a connection between what he learned ét the farm and what he does at school with respect
to science and environmenf. In the last interview, I got another glimpse of Ben’s
environmental consciousness. He sai.d that perhaps the reason why there were abundant_ news
about environmental problems was be'cause. we had to “tell people about it, make sure they
don’t use it too much.” He thinks aboﬁt these problems “sometimes”, he says “When I like
pull of a leaf off a tree, when I’m using paper” (IH, 2™ interview). Althbtigh Ben doeé
undérstand the value of resources and how we use them, he still could not see himself as
being particularly worried about the environment. When asked if he was concerned about the
state of the~ envirdnmént, his ans.we_r was a simple “no” (IH, 2““1 interview). Ben’s profile was
a litfle bit perpleXing because even thpugh he has sufficient understanding about the natural
world and its intricate complexities, and sometimes has shown a budding sense of
responsibility, he is not able to relate to the environmental problems or show any emotional

concern about these issues.

Summary of Ben’s experience at the farm and his priorities

As I showed in this profile, the greatest transformation seen was in Ben’s conceptual
understandings about farms, planting and growing food. His level of engagement and
attitudcs,'however, minimally changed throughout the program. Ben showed me a:
sufficiently developed cognitive understanding about nature and environment, but I was able

to discern that he has not yet fully embodied and integrated this knowledge into a meaningful
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sense of connection and responsibility. Ben has a goqd bank‘of information but might not

‘ really know what to do with Iit or how to apply this information. Contrary to Aaron’s -
experience, it seems that what is missing in Ben’s experience is a meaningful’ emotional f
connecﬁon to his surroundings and the natural world. Through this connection, he might
transform the information he already has into effecti;/e and applicable knbwledge to which he
can actually relate. The outdoors and creatﬁres in nature did not seem to be a problem for
him, and ‘nature’ as such did not seem an uncomfortable placé for Ben. However, he
reminded me that not every child might develop a paésion for nature and a holistic ecological
identity and environmental consciousness dﬁe to other priorities, spheres of inﬂuehce,_ or
passions. For now, Ben still thinks that playing soccer is his priorify and, in fact, he is very
conﬁdéht that he is a good player and that he will “play soccer, for Manchester United, 1n
England” when he grows up (IH, 2™ interview).

I hopé to be able to use Ben’s unique farm experience to demonstrate how essential
an emotional connection and affective relationship tdithé natuial world is for a solid
environmental ‘consciousness. Through Ben’s profile I hope to bresent the arguinent that
cognitive understanding of how nature works is not sufficient on its own for the development

of a holistic ecological identity that will lead to action and concern for the environment.

Jackie’s Story
Jackie is a very articulate and expressive girl that was involved in the JLLP for two
years in a row. Her first year was the 2004-2005 school year and she was in grade 4. The.

second year she was in Miss G’s grade-5 class (2005-2006). By analyzing the 2005-2006

interviews I was able to get to know Jackie and understand her concerns, conceptions and




attifudes about environméiit and nature. Jackié shared a sensitivity to wildlife and its
preservation iri natural habi‘tats that I found touching. She said she wanted to have a bird as a
pet, but she knew thzit she did not want to do any harm to it. She did not “want anythirig tcio .
_exotic because then like... sometimes people they take those from the wild places. .. it’s not
very nice...1 like ihem where they live and where they are” (RL, 1% interview). I was very
lucky to be able to write about Jackie’s experiences at the farm, as they represent not (ine, but
two years of being actively involved in this program. The insights and holistic VIEWS that I
was able to gather from Jackie’s story are an invaluable contribution to ihis work. Not only
did I get to map changes in Jackie’s understandings and attitudes from her 2005-2006 year
experience, but I also got a glimpse into what her experience was like the previous yeaf.

F urtheimore, I was able to gathei some information about what lasting influences a program
like the J/LLP can have on a child, and how this in turn, shapes his/her understandings and
attitudes about the world. Jackie’s experiences and conceptions are beautifiilly complex and

full of contrasts, and 1 hope that this profile represeilts that intricacy.

Jackie’s life at home and her gardéning experience in this sphere

Jackie has a younger sister, her dad is a pharmacist and her mom stays at home. She
like_S playing outside with her friends when it is sunny, and [ foimd in the conversations with
_J ackie, that she has different activities she can do during her free time, for example, she says:
“sometimes I draw and sometimes I play with my sister. And sometimes I play videogamés. '
- Sometimes I play garries with my mom, and maybe TV or something biit I'don’t watch Aa lot
of TV” (RL, 1* interview). Jackie has had S(ime expeiience with gardening at home anci she

- has shared this experience with her mom. She says: “in the summer sometimes my mom- -

grows things and she buys little seed packages with vegetables and tomatoes or cucumbers or




something and then... we plént them.” Jackie thinks that “it’s fun... because you dig the hole
and...like you just do stuff...and in summer time it’s so sunny outside. ..And...planting is a

good thing to do outside” (RL, 1* interview).

Returning to the experience — remel.nbering‘relationships

Jackie was very happy to be back at the farm, and to have the opportunity to go
through thié experience again. She pafticularly likes it because she gets to éhare experiénées
with other people and build relationships: “I like being at the farm. I like helping other
people, I like being with my friends...and...also... we have nice people theré” (RL, 1‘8t
interview). Jackie has had two _different farm friends — Reetha was her farm friend the first
year and Rachel was her farn.1: friend in‘her second year at the UBC Farm. Having had some
experience frorﬁ the previous year, Jackie felt empowered to teach some things about
planting to her new farm friend,.' and felt a sense of pride when the ‘student-teacher
relationship was reversed; she said: “well, I liked teaching the farm friend new things
because she did not know a lot of things. .. like .we talked about insects and I said the little
wirewofms are bad I think... maybe I said what kind of plants they were (in their bed)
bécause Rachel kind of guesséd abouﬁ them”_tRL, ond interview). Even though J ackie felt
that she could teach something about farming, she,stili thought she could learn a lot from
Rachel and that farm friends are imponapt “because... we need to ask them wﬁat kind of |
things we need to pull out and if it’s ready yet” J ackié was happy to be actively involved in

her own learning and being able to take responsibility for it. She reminded me of the

importance of allowing children to teach us, as we teach them, in a reciprocal learning

exchange.




Group work — a reflection

At the beginning of this year’s program Jackie reflected fondly on fhe experienee of
her first year at the UBC Farm and she said that she liked “doing garden work... because then
you get to use different kinds of tools” (RL,'( 1* iﬁterviéw). Jackie also remembered the -
experience she shared with her Qoup the ﬁrst year: “we grew beans and we used these poles-

-that were so long that they went up really high and they were taller than everyone else’s; and
Ialso rerﬁember thaf I wae reélly good at getting wireworms. .. because I got several
Wireworms out every time at the farm” (RL, 1% interview). Jackie was a girl Whe did net :

- show any reservations or fears about being in contact with nature. She was, in contrast with
Christa, completely comfortable with handling worms. th surprisingly, what Jackie
remerribers most about the second year’s experiences has a lot to do with the planting erocess
and the success of her group: “this year we grew too many things and so we gave them away
because other people did not have a lot of plants... we grew radishes, and peas and beans and
also salad greens, and I think we grew kale too” (RL, 2™ iﬁterview). The learning experience
of the ILLP (2005-2006)_ seems to have been rich, encompassing and meaningful for Jackie;
she recalls: “I learned about planting. I leamed about insects. And I think I learned about soil,
cempost, we learned about....what plants are good with each_other and what plants ere not -
very good and special thing about some plants” (RL, 1 inter;/iew). The importance of this
knowledge and Jackie’s attitudes and understanding of complexity will become apparent in a

later section.
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| New knowledge Jackie’s changes in conceptions, understandmgs and attitudes about
learnmg science during the second year

J. ackie learned more (neW) things about planté, what. they look like and what they |
taste like dur_ing her second year. Some of the things that she learhed and observed seemed to _
surprise her. Jackie’s memories of her experiences at the farm were very lucid and detailed;
she recalls: “when I was picking the ;leas, I did not know they grew froth those flowers... arld
also...radishes... we had thi.s radish that grew so big that it was klnd of stickihg outthe
ground...so we saw how big it was and that’s how it looks like... radiehes are spicy because I
thought they would be just. ..like broccoli or just chewy but I did not how they taste like. And
they sweet and spicy.” Jackie continued sharing what she hadlearned abou_t the different -
things she grew: “I learn that there‘was parsnips and they are white carrots and they smelll
like carrots but they were not carrots” (RL, 2nd interview). Seeing how Jackie reconstructed
her conceptions about different things is fascinating. There were other_new things that Jackie.
also learned and even though, at first, she was undecided about whether or not she leamed
scienee at the farm, the hypotheses she formulated with her new knowledge were quite
interesting. This was, perhaps, partly due to the fact that her farm friend largely etnphasized
selence learning while at the farm, and conducted more 301ence expenments with her group
because they had had the prev1ous year’s experience. This year (2005 -2006), she learned
about hydroponics at the farm (although she did not remember the exact term): “I learned
that about hyrdo.. th1ng .like not hydro .well I don’t know what’s called...those people
from a long time ago they grew things in the water that were just floating there” (RL, 2™
interview). Her attempt at applying this new knowledge 1S corhmendable (though not
scientifically accurate), especially because she is providing some suggestion for ways in

which farmirig could be done. She “thought those [hydroponics] are kinda

108




interesting. . : beceuse_ there is like oceans and the water is just there, SO yovu can probably put
some floating roeks: and put dirt around it and the roots would just behanging undemeath SO
then that way they would not take up too much space or anything...and they wen’t tangle ue
with other roots or anything.” Jackie also learned and practiced other science at the farm.
She tecalls: “we did e soil test... we miked‘the tables with the water and we put soil in there
and it changes color” (RL, 2™ interview). Unlike Christa, Jackie could not see the connection
between ‘what shellearned at the farm-_atnd what she learns at school, even after two years in
the progtam. Jackie made a distinction in the style of learning within the two places by
explaining the quality and quantity of direct experience she gets in both. Jackie shared her
thoughts on why she thought the farm and school were different: “I think they are different
o because at the farm you get to do tnore things and it’s cool because at school you just do a 16t -
of math problems on paper and you don’t really experiment on things... beeause 'y(‘)u just go
outside...I like going outside once in~a while, because sometimes we go outside for gym on a
* good day and then at the férm we ge outside everyday” (RL,F 2™ interview). Jackie, along

with all of the other children in this sample, loved to be outside learning by doing.

Farms and farming — their importance and value

Even before her expérience at the UBC Farm, Jackie had had the ohportunity to
experiehce other farms and had interesting ideas about why these farms were different than
the UBC Farm: “they look different because that farm (cow farm) does not have as much
trees, and this one (UBC Farm) has trees all around it and 50... it.’s imposeible not to leek at
trees” (RL, 1* interview). ‘The first year of the ILLP seemed to help clarify some of these
differences, she said: “when I came there for the first time, I learned that there are different

farms too. Like. .. there are no cows... mostly people plant stuff, and they have some animals
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like‘chjcke,ns. But then it’s mostly planting’-’.(RL, 1* interview). I could easily see thét |
Jackie’s conception of farms was a hybrid between her previous conception (what a farm was
and what it had in it), and the new things she discovered af the UBC Farm. When Jackie
thought of the word farm, she thought of “a place where there are farmers and there are
chickens aﬁd cows and horses and stuff liibké that, and there is lots of plants” (RL, 1
interview). I found that at the end of this‘year’s program (2005-2006), Jackie’s conceptions
about farms Ahad not changed much, but after being in the program for two consecuti.'ve.yéars,
Jackie has really éome to value the work that farmers do. She knows that farming “can be a
hard work to keep like wateriﬁg the plént every day and stuff... because you have to w01;k for
a long time and then... waiting can be.can difficult because there are so many hours in a day
and you have to be waiting and waiting” (RL, 2" interview). Jackie knows what it takes to be
a fénner, but she also feels a sense of pride and knows that her hard work can pay off, “then
at the end you get a reward which is great” (RL, 2™ interview). Through J aci(ie’s story, as
well as Christa’s, I could see hbw powerful the expeljience' at the /LLP can be for a child’s
confidence, sense of accomplishment and sense of belonging. |

At the end of the 2005-2006 year, Jackie could really see the value of the /LLP, and
she knew that e{/éry one can contribute By cultivating in their own little piece of land. Jackie
easily identified herself as a potential farmer dr justevenasa contriblutor._ She inherently
understood the importance of growing food locally and the benefits (ecohomic and social) of
doing so. She thought that the program is a good idea because “a lot of kids.and boys always
say ‘oh, I don’t wanna be a farmer bécauée it takes too much work’ 'and things like that but I
think it’s also a good idea because actually...even if you are not a farmer and you just have é

small garden or a house plant or like.... you know a little box with some seedlings in it, it’s
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still fun... because you can just water them and thin them andAthey gréw and you can eat”
(RL, 2™ interview). Jackie also had pretty clear ideas about the importance of farms — not
only for food, but also for economic reasons — she said that farms are important, “becauée hot
many people grow vegetables in their gardens and things, and the farmers grow things and
sell them. If there weren’t ahy farms, then...there wquld be less jobs and also... people would
not eat vegetables unless someone next door fxas vegetables and give them to them...or
someone have vegetable stand, so they could buy‘ther_n” (RL, 1* interview).

It was through Jackie’s profile that I was able to show best the connection between -
growing food, land and community.. She was able to really-embody a more local
~ (bioregional) sense of community and food productjon. One of the aims of this prograni was
to better prepare the children to undérstand and gét acquainted with their Vlocal surroundings,
community, heritage and natural ecosystems, so that they can ﬁnderstand the processes of the
natural world at scales that cognitively and emotionally manageable. Jackie éhowed a
potential for community leadership and her ecological identity and environmental |
consciousness were well established. Ina way, her understandings of local farming

complemented Daniel’s understandings of (global) larger-scale farms and farming.

A deep understanding of the intricate interconnection and interdependence between us
and the natural world '

I could see that Jackie’s conceptions, understandings and attitudes about nature and
environment were well developed after the first year at the farm. Her description of nature
and environment was very eloquent and detailed, and she was able to intricately weave her

knowledge about environment, environmental problems, heritage, culture and history. Jackie

* shared what she thinks about when she hears the word environment: “I think of the animals




and planté and air and land and soil. Also I think about forest and mountain and creation of
- the earth, ocean and sky.” Her ecological identity and environmental consciqusness shone
through the narrative of her'le_aming: “Sometimes,I' think about how péople pollute the
environment and that’s, it’s not very good, like dump their garbage on the grbund or driving
cars...and the ai? gets really foggy...and smog and it’s hard to breathe and stpff like that. So
sometimes I think ab(;ut things that we can do to ilelp the environment. First Nations people
use things from the environment but they don’t use a lot like, they may kill one whale but
people with a ship can kill a hundred whales” (RL, 1* interview). I was very impressed with
the way she was able to weave the historical aspect of the land with her understanding of the
modern environment. |
Jackie’s understanding about the environmént at the end of the second year became
_ intri_guingly more detailed and tailored towards her experience ét the farm. Her understanding
was particulérly géared_ towards the forest with wﬁich she seemed to have found a special
.conrllection, as is shown later on. She said: “I learned that th¢y grew a bunch of trees at the
farm beéause they wanted to study them, and also I.learned tha_f in the forest...there are many -
plants théré and you can see them, and there is really big ferns and things like that. And
also...it’s kinda scary because we went ﬁp there to go get some leaves for the cover crop and
the maple leaves in there, tﬁéy are so big!” (RL, 2™ interview). Though this tirﬁe Jackie
struggled to eloquently express her understanding, I could still see how, in her thinking, she
tried to work out how pollution might affect the growth of treés, sheAreasonéd:‘ “They are
probably big as a plate, like a diner plate because I think maybe since some maple trees they
-, have to take off the carbon dioxidé that come thfough the air, they don’t grow much, but then

once they are there, they don’t have to filter a lot of dirty air, so they grow really big.” Jackie
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still thinks about things like trees and green things when she thinks about fhe word
environmént, things like “forests and plants and all the little plants that grow in the forests
and birds and aﬁimais and things like fhat and the Earth” (RL, 2™ interview). She also has no
problem seeing nature and environment as the same thing, but it was intriguing that she did
not include humans in her definition of nature, just like Jason and Ben. When Jackie ‘thl:nks of
nature, she thinks of “animals énd treés and stuff like that. .. and. the forest, and there is not
really people there” (RL, 1¥ interview). Again, I saw some of the contrasting (sometimes
opposiﬂg) conceptual understandings that Jackie presented. It was interesting to see that,
even thoxigh she was able to fﬁlly incorporate the historical aspects of the land into her
concepti(;ns of environment, she still saw nature as untouched wilderness; a sphere outside of
our own. As I hope to convey in the conclﬁsion, encouraging our children to x;iew and feg:l
part of natu're.is essential to shaping their understandings and attitudes about conservation

and value of the natural world.

A new found sense of place, sense of wonder and sense of connection

J ac|kie, once again at the end of this year;s érogram, emphasized her desire to be
outside learning and experiencing nature. In her account of her second year’s experience, |
found that she developed an enipathic connection and a strong sense of beloﬁging ina speéial
place in the forest. Jackie’s reflection on how she'fél_t about this place was refreshing, and shé
conveyed through her expression thét sense of wonder and mystery rthét we are able to feél
when in touch with nature. Jackie said: “I liked to go to the forest and walk around because 1
like to walk for a long time because it makes me tired and like I feel good when I am tired.
And also...it’s fun and you can...1in the forest things are like ciosed up and it’s really secret
because there is a lot of trees and a littie of sun is shining through... and then there is fresh

b
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air, and there is birds‘, and it’s kinda cold sometimes but after it’s good t00.” Jackie also saw
it as an escape from the fears of society, “it feels like a nice .place. .. because there are né cars
and there not any...you know. .. poor people because sometimes pdor people aré kinda scary.
And also...you know there is like nobody who would come and rob you or anything because
they probably don’t live a in a forest.” Even though Jackie feels a.sénse of attachxﬁent to this
* natural place, and was able to develop a connection to it, she still did not see this special
ﬁlace as a completely safe refuge. She commented: “once in a while there might be like a
person who comes .with a dog or something because there are always people who Walking
theif dbgs.” J ackie showed me the perfect example, in this set of interviews, of how societal
fears can affect children’s thinking and how thes¢ fears are rationalized by fhefn. Sometimes
with reason, these fears are reflected in children’s‘willingness to be outdoors and in the

natural world.

Summary of Jackie’s highlights and unique insights

.f ackie’s proﬁié was probably the most intriguing for me, since her experience. at the
farﬁi forvtwo years ga(ze me a wider view of her understandings and attitudes about the
- natural world and her interaction with it. One of the most interesting aspects I found in
Jackie’s story was they way she thrived while being involved in empowering reciprocal
relationships with her farm mentors that not only enhanced her conﬁdeﬁce, but also her
leadership skills. Christa, Daniel and Jason also showed me the importance of
Intergeherational learning, but each in their own way.

As with all children in this sample, Jackie longs for direct experience in nature and
loves being outside. Unlike Christa, J acl_(ie‘_had no problem interac;ting with creatures at the

farm and did not display any type of fear towards them, showing me that she was very
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comfortable with being in contact with the natural world. On the other hand, Jackie
| displayed s:ome fear towards human (or man-made) perceived dangers..
| I was very impressed with Jackie’s ability to provide a holistic ecological view, |

embodying an intricé;[e complexity; that no other child in this sample was aﬁle to convey,
partly because she also had a strong emphasis on science from her most recent farm friend.
Jackie was also the best example of how children can come to have a comprehensive
understanding and positivé attitudes about the ifnportance and \./alue of farms and food
production.

. Unlike Jason and Aaron — who had an established sense of place and belonging -1
~ had the opportunity, through Jackie’s story, to trace the development of her sense o(f
belonging and attaéhment to a special place in the forest at the farm. She found a rekindled
sense of wonder? adventure and connecﬁon. Her ecological identity, as well as her
environmental consciousness and social responsibility were highly developed.

I hope to be able to show and incorporate the many insightful characteristics of
j ackie’s experience, along with all of the other‘5 prbﬁles, ihto a valuable depiction of the |
importance of carefully understanding how childreh think and feel about the natural world, -

our interaction with it. It is my hope to present this evidence as inspiring ways in which we

can re-conceptualize and implement new ways of teaching and learning about the Earth.




CHAPTER FIVE

CONCLUSION

I present Chapfer five as the concluding chapter of this thesis, where I bring fogéther
the findings of this research. In the first porﬁon of this chapter, I use the most prdminent
themes found through the analysis with respect to the development of c'hildfen’s écélogical
identities and fostering of their environmental conséiousness. In the second portion of this
concluding chapter, I present the limitatioﬁs of the study, as well as the implicaﬁons of the -
ﬁndings with respect to education for environmental sustainability and the re-
conceptualizatibﬁ of the way we teach and learn about the Earth. I also brieﬂy offer

suggestions and discuss the next steps and opportunities in this kind of research.

vConAcluding Summary

In earlier chapters, I conveyed the importance of allowing children to ex’pén'ence
nature and the potential risks of having minimal or no direct contact with it (Louv, 2005;
Sobel, 2064). I argued that, through meaningful direct expefiénce, anci a holistic
understanding of complexity, children can develop a deep connection with the natural world »
that fosters a sense of empathy, care, and informed.responsibility (Hungerford and Volk,
1990; Payne, 200;5;, Sobel, 2004). Children’s levels of interest aﬁd engagement can increase
when they are able to make meaningful connections between their learm'ﬁg and their
experiences. This active engagerhent, in turn, encourages énd nurtures the develbﬁmént ofa
holistic understanding about interconnection and interdependence of tﬁc world we live in

(Hungerford, 2002; Hungerford and Volk, 1990; Jickling, 2003b; Sobel, 2004). Through the
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stories of the six dilfferen.t chiidren presented in this wo;k, I was able to shov! the change in
children’s engagement with, and attitudes about nature. [ was also able to show that
children’s éognitive understandings about nature can.change and, in fact, grow in compleiity'
throughout thé involvement in programs like the /LLP at the UBC farm. For the 10-month
program, the changes in their understandings and attitudes about the natural world show that
having direct experiences in nature, coupled with direct teaching about nature and the
environment, does provides children with the opportunity to develop a profound connection
to nature. Furthermore, these findings confirm that conﬁectidn and awareness can, in fact,
foster empathic and caring relationships together with understandings that can facilitate
positive transformations including the developmeﬁt of a sense of responsibility:

| Within the particular focus of the farm, one major theme weaved thioughout the
program was the link between land, food, and community. As one of the most prominent,
unifying themes in the's‘ustainability movement, it is also an essenﬁal comﬁonent of
educational programs that focus on environmental sustainability. It is very impqrtant that
children understand these connections. During their 'expe'riences‘ in the ILLP, children started
to develop and nourish an emotional connection to the na;(ural world through growing plants,
and they developed a special relationship td place. They also learned about the planting
cycle, what the plants need to be “healthy” andl“happy”, and they intimately experienced the
intricate complexity of the natural world. Digging through the soil, and wbrking With their
hands, the children acquired valuable practical skills while using the tools to plant, transplant
and nurture their growing flowers and vegetables. They learned about the optimal spacing,

depth and location of planting, together with concepts like companion planting as used in

organic practices. They also learned about team work and community spirit. This rich, multi-




sensorial and multi-disciplinag; learning brought about a deeper sense of interconnection and
interdependence between and within the different holarchical levels of nature (see Chapter
2), and the importarice_ of the liﬁks between land, food and community. |

: In‘the process of analyzing the interviews, I waéable to bring the themes I previously |
identified (presented in Chapter Three) together with themes that emerged thrdugh this
process. In this concluding chapter, I synthesize what I considered to be the most salient_
themes of the analysis. I also identified the components of Earth Literacy that I found Wifhin
~ the chﬂdren’s understandings and attitudes while looking at their experience through this
framework. ’fhe components of Earth Literacy are highlighted thfoughout the themes and the

usefulness of the concept is discussed more detail in a later section on implications.

‘Building an Ecological Identity

Social Relationships — Intergenerational Learning, community and cooperation

. Through the six different stories I was able to show the significance of éroviding our
i ﬁchildren from an éarly age withvnur’turi’ng guidanc¢ through intergenerational learning, |
re.sulting in a sense of comm_uhity and co;)peration. In the case of the farm, the develofmie_ni
of an empz}thjc rclationship'With the Earth is nurtured through reciprocal interactions wher¢
children and mentors learn to love and know the Earth through their hands (McNamee, 1997 ;
" Peterat et al., 2004; Sobel, 2004). Most children were able to build méaningful relationships
with their farm friends, and showed that intergenerational learning is a powerful experience
of community and contributes to a sense of belonging. The children deeply appreciated

having the farm mentors with whom they shared this experience. Christa cares about her
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farm friends “because they are nice and they teach us a lot,” and Jason values the fact that
“they wanna spend time with us.”

The éhildren were able to see the value of group efforts and some, like Jason, were
able to chaﬁge their minds about sharing. At the beginning, Jason thought that being an only
child was good “because you don’t have to share with anybody”, but after sharing chores, |
reéponsibilities and decision—rﬁaking at the fann, he thought working in é group was good
because, “if we have trouble, one of our‘friends'can help us.” Even Ben, a child who found
little reward in the farm experience, found working in groups ﬁm’ and saw the value in
team-work. Out of this community experience, there were other emergent Changes that I v;'aé
able to see in the chjldren’s understandings and attitudes. For example, Christa was- able to
find a new sense of confidence in herself and to feel a sense of accomplishmenf from the
tasks she was able to complete at the farm. Ffom this, I was also able to show that'inéreasing |
confidence can engender a sense of leadership and fesponsibility, and inspired these children
to be more independent in their learning. Jackie, for example, felt empowered to share her
" knowledge and‘to teach others what she knows about planting. Ben, like many others, felt a
sense of ownership as he and his group had thé opportunity to create something when taking
care of their bed and the plants they grew, and they felt a great sense of accomplishment at
E ‘the end,vbec‘ause “you know you did this.” Jackie added that “at the end you get a reward
which is great.;’

This particular theme of community and cooperation reflects some of the aspects of
the Earth Literacy component of Living Together, since there are strong elements of
communicative practice within a supportive community that allow for cQoperative

engagement in building and creating solutions together. »

119




~ specific physical place in which he/she can feel safe. The child can nourish emotional ties to

Sense of place and belonging

I was interested in f'inding out how children develop a sense of place and belonging,
ond how this in turn fosters a more compassionate view towards the natural world around
them. I wanted to know how their ‘se‘nse of wonder, exploration and discovery would be
shaped by an experience like the one at .t.he UBC Farm, and how attitudes woulcl shape levels
of engagement and willingness to learn about the natural world.

| Through the experiences of the six children, I was able show how important a sense
of plaoe and belonging is to a child’s development, as well as to his/her understanding about,

and affection for the natural world. It provides the child with a special connection to a

this physical space, as well as to the people related to it. Jason and Aaron already had an
established sense of place from the beginning of the program, but I was still able to show
how important this sense of place is in nurturing a strong connection not only to the natural
world, but to other people as well. Jason’s sense of plabe and belonging was in a different
geogTaphical locatiOn, hut his relationship to this different place and his grendmother were .
strong and were very important parts of his ecological identity. It was th;ough Jackie,
however, that I was best able to show how an exoerienoe like the /LLP can aid in the

development of a child’s sense of place. I was able to show how this sense of placecan

" allow the child to experience a true connection to a space in the natural world where a sense

of wonder and belonging can flourish. While in the program, she found a connection to a

place in which she felt safe and was able to rediscover the many wonders of nature. Jackie’s

experience allowed me to see the process of developing of a sense of place and the rebirth of

a sense of exploration. A sense of wonder and adventure are necessary for the child to be
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r_notiVated to éxplbré, discover, and experience the naturél world around him/her. Daniel,‘ for
example, had a wonderful imagination that fuelled his already established sense of wonder

. and adventure. Daniel’s sense of wonder allowed me to show how important it is fora child

" to be able to let 'his/her imagination run free and to be able to feel part of something bigger.
In this theme I found that Practical Bioregionalism and “Deep Ecology” are the two‘
- components of Earth Literacy that are ﬁlost prominent since some of the factors include a
profound emotional connection to a physical space, and an awareness of where we come
from. Practical Bioregionalism highlights the local community in which the child can
explore and become familiar with the fauna and flora of his/her special place, while “Deep

Ecology” highlights the emotional connection of self within place.

Connections to the Earth — complexify, interdependence and interrelationSliips

Throughout this work I emphasized the importance of developing an empathic
connection to the natural world and a sense of compassion toW’érds it. I demonstrated that a
profound connection to the Earth empowers and fuels a sense éf respeét and responsibility :
when coupled with awareness and deep understanding of the complexity of fhe natural world.
It is this connection to nature and seeing ourselves as interdependént parts that helps us
understand and care about the well being of the Earth, and in turn, the well-being of human
societies. Iargue that a child’s ecological identity and envifonmental consciousness cannot
be developed without this powerful connection. The profound emotional connection reflects
aspects of the component of Deep Ecology, while the cognitive understandings reflect what

the components of Complexity and Ecoliteracy are trying to convey.
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From separation towards interconnection

One of the goals of this analysis was to understand how children conceptualized
nature, environment, and environmental issues, and how they situate themselves within the
- natural world (whether or not they view themselves as part of or separate from it). Some
studies have found that children most often tnink of nature aS “out there’.’ instead of seeing
- themselves within it (Haluza-Delay, 2001; Shepardson, 2005). In my findings, I observed a
similar trend. | At the beginning of the program, I found that most children Viéwed themselves
as separate and disconnectéd from the natural world. .I also found, hnwever, that after
developing more meaningful connections and understandings about the complexity of nature,
some children were starting to recognize how interconnected and interdependent we are with
the nntural world. Even though thé majority still sensed separation, they were beginning to
incorporate the human sphere as part of fhe natural world, and their views on nature and
environment became slightly more integrative and nplistic. Their conceptions of nature and
environment tended to be defined by a range of comparative notions where some children
saw just a few similarities between environfnent and nature (eg. Aaron), and some thought
they were the same thing (eg. Christa). For many of the children, environment was mostly
related to environmental problems and, during conversations and interviews, the children
quickly turned to this notion. I highlight these distinctions to point out that when we> teach
‘children about these concepts (environment and nature), we need to be aware of how these
two words are portrayed, and how their interpretations might shape the way in which

children think and learn about the natural world and our relationship to it. For the purposes

of this thesis, I usually equate the word nature to environment, since I see it as a helpful




integration that brings us a step closer to viewing ourselves as interdependent parts of a

larger ecological system.

Complexity and interdependence — Understanding the interconnections between land,
. food and community ‘

Some of the specific changes that I found were the children’s understandings about
farms, farmers and the production of sustainable and organic food, and how these concepts
are used to bnild the connections between land, food and community. Aaron and Jackie in
particular, understood the importance of farms as one essential link in our interaction with
nature, and recognized the signiﬁcance farms represent for our subsistence and social
structures. ‘Farms, said Aaron, “give us the food that we eat...and they help us live,” and
Jackie also added that, “if there weren’t any farms, then... there would be less jobs.” Jackie |
was also able to recognize thé importance of having farms within the community, and the
impacts local food production can have on individual lives. She said farms and growing our
own food is important because “even if you are not a farmer and you just have a small garden
~or a house plant or liice. .. you know a little box with some seedlings in rt, it’s still fun,” and

people coulrl share their vegetables, “or someone have vegetable stand, so they could buy
- them.” In contrast, Aaron and Daniel were able to talk about farms and farming at a more
global and international level. l

Children came to understand the benefits of employing sustainable farming practices |
and particularly, growing organic food. Jason knows that in organic food, “they don’t use
chemicals cr pesticides,” and Ben thinks that organic food is “a lot better for you, and
pesticides can poison you.” Aaron was alsc very aware (as was Christa) of the importance of

.a nutritious food supply in terms of our health. He said that we need farms, “so we could get
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'vegefébles and fruits... and they help fight diseases... because vege‘;ables .and fruits have
vitamins in them.” All of fhe children understood and appreciated thé farmer’s work, aI(;ng
with his/her expevrtise,. although each expressed tﬁis differently. Farmers, Christa said, “are -
hard workers,” and Jackie ‘thought farming “can be a hard work.” |

The children learned about the complexity of the natural world through different life
cycles of plants and insects, while learning how these cycles relate and are interdependent
with the processes of soil fo;‘mation, nutrient recyéling and factors like temperature, s_uﬁshine
and water. They learned about the intricate interactions of the atmosphere, biosphere,
lithosphere, hydfosphere, AandAthe human sphere (without using this terminology). There were
varying levels of understal;dﬁng of compléxity, but it was Aaron’s perspective that I found
most developed. He had a deep understanding of the interdependence between ourselves and.
other species of the planet, such as plants. He said that without plants “the things that eat the
plants couldn’t live.” Understanding complexity demands a wider focus than just scientific
knowledge and requires a more hplistic approach that integrates.different disciplines in which
" asystems thipking perspective is adopted (Capra, 1'996; Capra, 2002; Orr, 1994). |

This section hjghlightéd the concepts of Corﬁplexity and Ecoliteracy because the
children’s understanding of ‘interconnection, interdependence and iﬁterrelationships
develo.ped or 'were enhanced by their experi_ence at the farm. In this section I also identified
the Earth Literacy concepts of Practical Bioregionalism and Globalization, because within
their understanding of complexity, there were conﬁeptions that highlighted different'

holarchical levels ranging from the loéal/regional to global aésociations.
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" Transformation — engagement and attitudes through direct eXpe'rienc'e

Experiences like the one at the UBC Faﬁn can provide the Qounds for powerful

- personal tfansformations. Through Jason’s and Aaron’s experiences, I was best able to show
how active engagement and hands-on learning allow chvildren the opportunity to become
more positively involved toward nature, and toWard other aspects of learning and life.
Children like Christa, Jackie and Daniel already had a positive attitude towards such an
experience, but their enthusiasm and levels ef engagement also increased. Even though

'Aaron and Jason were both quiet, I was able to clearly see their excitement about this
experience. Aaron also told me that if he had the oﬁpbftunity to go through an experience
like the /LLP again, he would definitely do it, “cause it was really fun when we did it at the
UBC Farm...T’d like to do it again.” Looking at the different ways in which children
respond to experiences like the /LLP reminded me, however; that not every child will be
deeply and positively transformed ny the experience. Ben was the mest prominent example
of a child who could not relnte to this experience and could not rnaike it relevant and
meaningful for his learning. ‘In Spite of the minimal change in Ben’s attitudes and le\./els of
engagement, he (as did the other 5 children) liked being outside doing hands-on learning.‘
Interestingiy, even though children were very excited about interacting with the natural
world, there was still some hesitation and fear toward being in full contact with the natural
world. -Christa,‘ for example, showed a. few reservations when it came to holding and

| touching the worms, and feeding them to the chickens. Her Aleast favourite aetivity at the farm

was to, “feed the chickens” because “they poke at you...and then I have to hold worms...I

can touch them, but I don’t like holding them.” Jackie on the other hand, was quite

comfortable with this activity, and showed that she felt coqurtable in nature (the forest)
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away from other perceived social dangers becausé, “there is like nobody who would come
| and rob you or anything be~cause they probably don’t live a in a forest™.
In this section, I have identified the components of Deep Ecology because it
emphasized thé importance of understanding and developing a powerfui sense of connection
to place and nature. I also identified potential fears and hosﬁliﬁes a chﬂd might have when

interacting with the natural world.

An.thropomorphis'm

In the case of mést élﬁldreﬂ, the empathic relationship that ' was formed while they
learned and cared about thé plants also dfspiayed a cerfain degree of anthropomorphism and
concern about “helping” the plants grow and making sure théy ‘have» everything they need. It
was through Aaron that I was best able to show thé importance of having an empathic
rélationship with the natural world and becoming one with it. Even though Aaron’s
connection to nature was already evident from the beginning, his afﬁnity and compassion
towardsAnatufe was enhanced dui'ing the experience at fhe UBC Farm. Aaron often‘
expressed his concerns for the well-being of the plants he looked after, and made sure they
‘ were “warm”, “happy’; énd “healthy.”

The use of anthropomorphism in the process of forming a connection to the natural
world has been poin;[ed out by many,.and' in' fact, has been encouraged as it is considered to
| be an effective way in which children learn about the natural world (Cornell, 1998; Gebhard,
Nevers and Billmann-Mahecha, 2003; Sobel, 2004). Evidence suggests thaf children, more
often thaﬁ not, identify with elements of the natufai world through this intrinsic process of
anth-ropomorphosis. Scoﬁ (2007) found_that childrcn can develop strong relationships to the

animals they study and care for in a 5-day environmental education program (focusing on the
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aquatic environment), and that through this .process of anthropomorphosis, ;hé children were |
able to develop a sense of responsibility for these animals. Scott’s stﬁdy aléo found that
children were able to extend this sense of stewardship beyond concern for single species, to
the conservation of their habitats and‘(marine) écosystems. Sdbel (1996, 2004) talks about
the benefits of anthropomorphising elements of natﬁre, and argues that it allows us, in a
sense, to become one with the natural world through adopting non-human characteristics, as
well as bestowing human characteristics onto the non-human world. Gebhard, Nevers and
Billmann-Mahecha (2003) have studied the benefits of alldwing childr;an to develop a sense
of respect and responsibility for the natural world through anthropomorphising trees, while
Joseph Cornell has created exercises ti]rough his benchmark works of “Sharing Nature with
- Children”. For the past 30 years or so,\Cornell hés taught children to care aboﬁt the Earth
through games aﬁd activities that include “Role Playing” and the “Animal Games” where
children haye a chénce to become the animals they are learnirig about (Cornell, 1998).
Children, and even adults, tend towards anthropomorphisiﬁg the ﬁafural world (consciously
or unconsciously), since the development of an emotional relationship means adopting a
caring attitude towards nature in which we invariably attribute human qualities to the non-
human world,. ahd vice versa (Sobel, 1996;- Soﬁel, 2004). However, we must also be. aware
of the poteﬁtial risks of anthrqpomorphjsing the natural world since it can potentially lead to
the adoption of an attitude where humans are éonsidered masters (controllers), rather than
care-takérs and stewards of the Earth. It is therefore of utmost importance that we ensure
that, while the child envisions the human characteristics in a non-human world, a sense of
respect and a caring attitude are fostered so that he/she does not see nature merely as

utilitarian play (Cornell, 1998; Louv, 2005; Sobel, 1996). As we saw with' Ben (and in some

127




cases with Christa), children tend to look for the “fun,” and can View nature only as
entertainment or a distraction. Ben, for example, shared that feeding the chickens was “more
fun than planting,” but that planting was “better thanschool,’; and‘Christa nienti_oned in the
beginning that the farm was like “recess.” It is important to know that children can move

_ beyond viewing nature only as play without the developed consciousness and awareness
needed to create this “play” into a pleasant and meaningful experience that is accompanied
by a compassionate sense of respect and responsibility for nature. Direct experience without
c’onscious.awareness and a caring relationship does not allow the child to appreciate the |

importance of nature at deeper levels of interconnection and interdependence.
Developing an Environmental Consciousness

Stewardship, sense of respect and caring responsibility "

Tlirough the experiences of these six children at the farm, I was able to see slight

growth in their.concern about environmental problems by the end of the program, some were
3 . .

still unsure about situating themselves fully within nature. However, most children’s
environmental consciousness and sense of responsibility began to grow stronger. With
respect to environmental issues, children’s concerns were centered mostly on pollution,
_recycling and energy consumption. This is, perhaps, because these are some of the most
prominent topics amongst the general public, and are tlierefore most easily understood.
Jackie, for example, said that, “sometimes I think about how people pollute the environment
: and that’s it’s not very good, like dump their garbage on the ground or driving cars,” while

Aaron though about things like “pollution; sewage... smoke from factories,” that comes from
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“cars...smoke... boats,” when he thought about environmental issues. Even though I did not
notice a huge change in their understandings of environmental problems, there was some
. growth. For instance, several mentioned forests and piants, and how thés_e help/rélate to the
environmental problems in terms of paper products, clean air and providing oxygen. Daniel,
for example, added that “you should not kill plant and trees... we would not live and breathe
éir if we kill them.” Aaron said that the Earth, “it’s hard to keep good...but we should
try...to not pollute it a lot... and help it grow. » Children’s vz;rious responses were largely
focused on their concern for plants. These responses were likely related to their experiences
at the farm, and its focus on cultivation and food production. From the interviews in this
study, I was able to see that the. major influences énd spheres where children learn and hear
about environmental issues come from home, school and the media. Daniel, for example,
kneW‘ a good deal about environmental issues, and even som_.ethingabout species at risk from
what he learns at home from his siblings and parents. Jackie, like Daniel? expressed concern
for ofher species and had a wider perspective on the impacts of habitat destruction. Ben,
~ Aaron and Christa identiﬁed school and media as the major source of their knowledge about
environmental problems.

Some of the children’s interpretations about environmental issues also suggestéd that
. sbmetimes, like in Christa’s caﬁe; children can bepome overWhelmed with the infonnaﬁon
about large-scale environmental problems, and this is likely to create confusion. This simply
points to the need to remain aware of and sensitive aboﬁt the emotional and cognitive
capabilities of the child. It also points to the value of Place-based Education — starting on a
smaller, local sca_le to which the child can more easily relate, especially in the youﬁger years

(Sobel, 2004). 1t was through the contrast between Aaron’s (and Jackie’s) attitudes and
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underéténdings, and Ben’s experience that I was able to shoW thé importance of having én
emotional connection to nature and to point out the limitations of only focusing on cognitive
aspects, as it was in Ben’s case. 'Alt'hough‘he had a fairly solid understanding of the
complexity of the naturél world, and environmental issues, Ben wasAnot able to see himself
asa stewérd of thc'Earth because he had not developed an emotional connection to the
natural world. Hé was not able to' develdp fhis empathic relationship, perhaps because he |
could not relate the experience of planﬁng to his one passion wh_iQh was soccer. Aaron ahd
Jackie on the othér hand, each had a good understandiﬁg of the clsomplexity‘of the natural |
world as well as a strong emotional connection to it. Through Aaron’s and Jackie’s attitudes .
and conversations, I was able to show that both students had a meaningful connection ,a;ld a -
holistic understanding of the interconnection, interdependence and interrelationship of the. | |
natural world .(including us). These are necessary for children in order to develop a sense of
responsibility and env1:ronmental consciousness that will lead to action. Some, like Jackie
and Aaron, were able to provide solutions for environmental issues, drawing from their
knowledge of interconnection and complexity as well as understandings taken fr'(l)m

" Traditi;)nal Ecological Knowledge and Wisddm (TEKW). Jackie, for example, said,
“sometimes I think about things that we can do to help the environment. First Nations people
use things from the environment but they don’t use a 10& like, they may kill one whale but

- people with a ship can kill a hundred whales”. Aéron provided some solutions for reducing |
pollution because there is “too niuch ofit... [so]' we need to find some other way... we need
have less éf it...to find a different source of...a different Way for car... different

. fuel... different cars.”
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With respect to the levels of children’s environmentalbonsciousness, I found that
most of the elements of Earth Literacy were present. Each child, in his’her own way, .
incorporated varying levels of Complexity and Ecoliteracy. Their se;ise of place, community
and cooperation highlighted Pracfical Bioregionalism. and Living T Qgéther, while their
emotional connection, and sense of belonging and connection displayed the element of Deep
Ecology. Their levels of understandings sometimes t(.)ok them beyond the local space aﬁd
into global connections (Globalization). Furthermore, children like Jackie were also able‘to ‘
incorporate historical and cultural factors into their understanding of environmental issues,'.

which is reflected in the Earth Literacy element of 77 rajectorj/ of Now.

Reflection

These stories‘demonstrate the significance of invéstigating and understanding
children’s experiences, conceptions and attitudes about the natural world so that we can
befter encourage, empower, and guide chjldren ;0 develop a holistic ecological identity and
environmental conscioﬁsness. I also placed émphasis on understanding how the different
spheres of influence in a child’s life might affect and shape his/her conéeptions and attitudes
about the natural world, and how these in turn shape the child’s experiences. 'Bringi'ng a
~ multi-perspective lens to the analysis allows for a more complete depiction. of the true
éomplexity of human existence (Peterat ét al., 2004; Vaines, 1997). |

lThese stories show how programs like the /LLP can be powerful p;actical venues
thrqugh which educators can successfuliy implement eduqation for environmental ’
sustainability. My findings show that using direct experience at the farm as an outdoor

place/community and classroom (Place-Based Education), and focusing on a holistic
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integration of “heads, hands and heart” (Transformativé Sustainabiii;cy Leamiﬂg), cdn
empower children'to develop a profound connection to the land, dnd acquire the skills and
passion that will motivate them to act. I used and presented the Earth Literacy concept as a
valuable interpretative frame that allowed me to bettér understand some of the children’s
experiences and some df the educational outcomes from tﬁe ILLP at the UBC Farm. As
proposed in earlier chapters, Earth Literaéy can bé also used to develop useful,-
qomprehensive and effective curriculum initiatives geared towards enriching children’s
ecologiéal identities and ‘environmental consciousﬁess. The specific discussion oln how Earth
Literacy might be used to develop curricula, however, is beyond the scope of this thesis. -

In the next section, I will preseht the limitatidns of this study, as well as some of the
'implications of these results for education for environmental sustainability, and thus, for the
re-conceptdalization of the way in which we teach and learn about the Earth. It will also
provide general suggestions as to how educators might use the pedagogical and curricular .
tools previously presented to desi}g.n meaningful and effective curricula, programs and venues

to facilitate children’s ecological identities and environmental consciousness.

Limitations of the Study
_Reseérch Limitations
As in every study, there are some limitations of the research design and analysis that
need to be addressed Pl’Q] ects and theses like this one are no exceptlon (Matthews, Limb |
and Taylor 1998). One of the limitations that mlght be pomted out here is the small sample
size that was chosen for analysis since it does not provide the breadth and variety thata

larger sample size might offer (Hatch, 2002). Even though this might be considered a
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significant shortcoming in quantitative research, the detailgd study of participants’ (children,
in this case) experiences through qualitative research is regarded as a complement to the
statistical signiﬁc/ance that is so often sought and needed in quantitative research (Greene and
Hogan, 2005; Hatch, 2002). Qualitative research aims to provide and undefstand the
perspectives éf the participants being studied by focusing largely on the experiences of these
participahfs within the chosen contexts'® (Greene and Hill, 2005; Hatch 2002; Lincoln and .
Guba, 1985), and the qualitative methods “tend to be open-ended, narrative and holistic.”
~ (Greene and Hill, 2005; pg. 12-13). The yalue and significance of this particular study is the
opportunity to understand how children make meaning of the natural world and their
relationship to it (Eisner, 1994; Greene and Hill, 2005)_. I am aware that the stories I ha\;e
presented here do not provide a complete representati;)n of children’s experiences in this 10-
month environméntal program. HoweVer, I argue that the insights gained by analyzing
children’s understandings and attitudes about nature point to the iﬁspiring possibilities for
~ ‘enhancing education for environmental_ sustainability and thus, the re—conceptualizatibn of
environmental education. Focusing on how children ‘fhjnk and feel about nature helps us
understand how they experience and intefpret the world around them. This in tufn, ﬁelps us
develop educational programs and curricula that are aimed at en’virbnmental sustainability
(Erlandsoﬁ etal., 1993; Hatch, 2002; Rickinson, 2001). The usefulness of the insights from .
the research findings are discussed in a later sectio.n. :

Given that this study is based on children’s experiences, it is important to remember

that, “the nature of any child’s (or adult’s) experience is always in part inaccessible to an

' The particular qualitative approaches adopted in this research aim to see children not as objects of study, but
as active agents of their own lives and as social actors that own and shape their experience. This qualitative
research aims to listen to children’s voices and to (hopefully) faithfully represent their experiences (Christensen
and Prout, 2005; Greene and Hill, 2005), and “involve children themselves reporting on, or in some way
revealing or displaying, their experience.” (Greene and Hill, 2005; pg. 12).
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outsider” (Greene and Hill, 2005; pg. 5). Everi though the process of interpreting and
understanding children’s experiences is “highly inferential” (Greene and Hill, 2005; pg. 6),
we can still identify shared ground within some of the understaﬁdings and interpretations that
: ‘are, as Green and Hill (2005) argue, “socially mediated and thereforé-, in Sofne essentials,
shared.” (pg. 5).
Being both a researcher and an active participant in the Intergeneratibnal Landed
- Learning Project (2005-2006) brought a rich, but compléx perspective on the study. I did not
take any part in the design of the project, nor did I have any control over the structure of the
cuﬁiculum at the farm. However, [ still had control over which data to collect and analyse,
as well as the lens through which to analysé it. I had some input into the questions children
were asked during the interviews, particularly in the third (and lastj round of interviews. As.
an active participant in the program, my experience with the children had é'strong influence
| oﬁ the way I understood and interpreted my interviews. Participating in farm activitie§
. helped me understand the processes -that children went through during those 10-months. An
important constraint_ for researchers is that we must be aware of limitations resulting from our
ow;l biases when we interpret and re-construct others’ experience. The researcher u]timately‘
analyzes children’s voices, and qontrols the way in which the findings are rgported. The
extent to which the researcher.can accurately represent the insights based on children’s
understandings and behaviours is constrained by the researcher’s ideologies (Hill, 2005;
Westcott and Littleton, 2005). Even though 1 airﬁed to be as unbiased as possible,
understaﬁdin_g and making meaning of children’s experiénces still remains a sﬁbjective
interpretation. My own values, beliefs and assumptions are inevitably reflected in my

analysis (Greene and Hill, 2005; Hétch, 2002; Janesick, 1998; Tudge and Hogan, 2005). 1
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tried'te be as careful as possible not to make assumptions about what the child’s experiences :
might mean, and not to make broad generalizations about children’s understandings and
attifudes. As Greene and Hill (2005) state “setting out to research children’s experience
implies a respect for each child as a unique and valued e);periencer of his or her world.” (pg.
3).

The primary source of data' in this study was the three rounds of interviews that
were carried out during the program. This might be considered a limiting factor in my
research since the ways in which children best express their un_de_rstendings are not wholly
~ represented. The expression of children’s understandings is largely restricted to oral
language, and a richer data set might include children’s art, written joufnals, and photogrephs
(Greene and Hill, 2005 ; Holstein and Gubrium, 2003; Westcott and Littleton, 2005).
Nonetheless, interviews ny themseh}es can be Very powerful tools, since they elicit a
_ personal'narrative in which children show, at least partially, what they understand and feel
abeut their experienees (Engel, 2005). I ergue that, as a farm participant who recorded
" observations in this naturélistic setting, I was able to witness growth in children’s attitudes
and understandings about nature. I was not detached bfron1 the reality of their experiences, but

shared program activities with them.

Research_ing and working with children

Doing interviews with children is still inherently problematic. There are several
challenges that need to be considered when using interviews as part of the research, and some

of these are discussed in the next section. One of the biggest challenges is the child’s

'* Other sources of data were recorded observations, but these were not used in the analysis since the
observations were specific to the three children I worked with during the 10-month experience, and there were
restrictions of parental consent for interviews. I therefore decided not to include specific observations, but the
general recorded observations nonetheless aided in the analysis of the chosen interviews.




perceived expectations of authority and his/her desire to comply with social structures. Since
the researcher is in a perceived position of power, chi‘ldrén might “give answers that are
determined moré by their desire_ to p.leas‘e thén their_ desire to be truthful ” (Greene and Hill,
2005; pg. 9).A> In this study, I noticed that some of the children hesitated before replying,
'perhaps wondering whether the ‘answer’ théy were giving was ‘right’ or ‘wrong’. Children’s
suggeéti,bility is also an important factor to .consider, since children aré easily influenced by
the fact of Beiﬁg studied, and are not always éble to remain true to their own experience
(Greene and Hill, 2005).

The position of power thaf the researcher holds over children needs serious
consideration, since it is important to give the child the opbortunity to feel empowered and
express him/herself in an authentic way (Greene and Hill, 2005; Westcott and Littleton,
2005). ‘Being careful not to fall into condescension towards the child, fhe ILLP research team
made a conscious effort to engage the child in an active recount of his/her experience. The
child was not viewed as a pa‘ssivé and detached subject in this study (Tudge and Hogan,
2005; Westcott and Littleton, 2005). |

Power dynamics are present when résearching human experiences. Carefully
monitoring one’s assumptions can help the researcher to be conscious of these limitations
| and adapt the rﬁethodology accordingly. Even though adults are often viewed as powerful,
children can chbosé to challenge this dynamic by resisting or decliniﬁg cooperation. This‘
resistance may be the result of the child’s level of comfort, trust and familiarity with the
researcher (Greene and Hill, 2005). - | |

Even with these challenges, I argue that there are- not sufficient obstacles to keep us

/

from investigating how children think and feel about their experiences in the natural world.
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Implications for Education for Envirnnmentnl Sustainability

As presented throughout this thesis, particularly in Chapter One, the current

educational practices regarding the way we teach and learn about the Earth contain many
problematic areas that must be reconsidered. The ré-conceptnalization of environinental A
‘education is needed if we are to effectively empower our children to understand the
complexity of our reciprocal connection and interdependence with(in) the néltural world, and.
to encourage them to develop a sense of connection and informed responsibility and action.
This study holds many implications for the enhancement and implementation of Education
for Environmental Sustainability. My findings sho_wiad that multi-disciplinary, place-based
exneriences like the ILLP are able to provide the space' and nurturing environment for
children to start to develop strong ecological identities and environmental consciousness.
The study offers evidence that implementing a more holistic approach to teaching and
leaming about the Earth is effective and can transform children’s understandings and
attitudes about the natural world. The re-conceptualization of environmental education calls
for the creation, de\}elopment and implementation of more programs that enhance children’s
awareness, sense of empathy, compassion, respect and responsibility towards the natural
world. The ﬁndings of this study can be espg_cially helpfulA in providing educators and
planners in different educational settings with starting points to create and implement
effective curricula that emphasize place based, hands-on, and multi-disciplinary approaches..
It also gives them the opportunity to effectively link educational theories and theoretical
~ frameworks (such as the ones proposed in this thesis) to practice.
There is still much left to investigate with regards to teaching and learning baboiut tlie

Earth, however, and more needs to be understood about the way in which children devel(‘)p'
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their ecol;)gical identities and environmental consciousness (Hart and Nolaﬁ, 1999; L'ouv,
2005; Rickinson, 2001; Sobel, 2004). This study can aid educators, curriculum planners, and
qommunity members in being more consci;)us' of the importance éf alleviating the
disconnecﬁon between self and the natural world, as well aé the need to uﬁderstand the
intimate interconnections and interdependenciés between and within the natural world.
Devélopirig a profound connection to the natural world through caring and ﬁnderstanding is

the first step in developing holistic ecological identities and environmental consciousness

that can empower children to take action.

Suggestions to Educators, Curficulum Planers and Community M¢mbers

L1 h&pe that this contribution to the enhancement of education for environmental
sustéinability sérves both. as prcjfessional and personal inspiration that can empower
| educators fo a‘u':ti.vely incorporate and live the changes that they want to see. On a personal
ndte, I share that every s‘tep'of this study was a chance to grow and té be empowered to
further my qoﬁmiMent toveducz‘:ltion for environmer_ltal_ sustainability. Both my parficipation
in the /LLP, and my rvesearch,vprovided me with the inspiration to further my skills as ari
educator. After my contﬁbution as a farm frienci in the /LLP, I got involved in a sufn;ner
program (also at the UBC Farm, and also as a volunteer) that aimed to teach children about
the farm environment through écience and fun activities. This was the Farm Won_ders. |
Summer Camp (FWSC) in which I was able to keep testing my ideas and developing my
- skills. I was also inspired to start, and be activc?ly involved, in the creation of a school garden
..project at one of .the schools that has been participating in the ILLP since 2004. With the

“help of many passionate individuals, teachers, administrators and St. John’s College, the
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garden céme to be, only 8 months after its conception. Plants are flourishing and the children
noW have a space of their own in which teachers and students alike can practice place-based -
education. It not only allows the school ana their community to learn about growing their
own food, but the children who have gone through the pfogram at the UBC Farm can share
their knoWledge with younger classes. The possibilities ére endless. |

I encourage educators, planners, and community members to reflect on their own

. Journey with respect to the development of a relationship with nature. Whether they are

experien_ced environmental and sustainability educators or they have just begun to explore

the possibilities in this field, it is important that educators are aware of their own influences,

values and ideals. Reflecting on this personal process can help educators éxplore their

personal motivations for éngaging in environméntal and sustainability education, and how
these interests have shaped (and have been shaped by) their experience (Connelly and
'Clandinin, 1988; Clandinin and Connelly, 2000, Hatch, 2002). Hopefully, environmental
and sustéinability educators who hope to iﬁprove the way we teach énd learn about the Earth
can identify (or develop) the positive elements of their own ecological identities and
environmental consciousness in order to enrich their own practice.

Educators, curriculum planners and programmers might find Eérth Literacy (Grimm,
2006) to be a useful set of curricular and pedagogical tools to aid in the develqpment of
programs and lesson plans that address the neéded re-conceptualization of environmental
education. Earth Literacy provides a combrehensive,‘multi-disciplinary approach that no
only focuseg on déveloping a relationship to nature, but also on acquiriné valuable skills and
a more holistic knowledge of the complexity of the natural world. By focusing on the

integration of “head, hands, and heart” (Sipos-Randor,.ZOOVS) and the use/integration of place
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as classrooin and curriculum, educators can either create new effective and empowéring
programs, or re-evaluate already existing ones. This integration can be particularly easy in
- programs that are designed to be wilderness or outdoor education, but that have not yet -

| incorporated a component of environmenpal and sustainability education tLouv, 2005;
Rickinson, 2001; Wood and Knapp, 2000).

There ére several ways in whjéh educators can éhoose to implémerﬁ prégramS' and
curricula. One of them, as shown in this study, is the long-term engagement with a particular
theme that allows children to develop not 6nly a strong émotional connection to place, but
also a deeper understanding of natural cycles at different spatial and temporal scales. The;e
is also the possibility of engaging children in a short-térm, mofe intensive prograrﬁ. This
method wc_mid allow the child to be fuliy immersed in the experience for a short period of
time. Studies have showed that children can start to develop an emotional cbnnection, and
' acquire’ competent understandings of the issues they are dealing with, in relatively short
periods of time. There are studies that report effectiv.e. 5-day programs in which children care
for living thihgs and quickly develop a strong sense of care-(Haluza-Delay, 2001; Kruse and
Card, 2004; Scott, 2007). Research supports the effectiveness of S-day programs, and
presents this length as the optimal length of a short-term immersion, particularly in informai
learning settings (Gallant and Kydd, 2004; Kydd, 1996). Another way in which educators |
' and community members can provide children with the opportunity to develop a sense of |
care, respect and responsibility is to create green spaces within the school and/or community.
These spaces not only allow the children to experience hands-on, pla’ce-based learﬁing, but

also allow for the integration of the larger community into the learning process (Esteva and
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Prakash, 1998; Leslie, Tallmadge, and Wessels, 1999; Smith, 2002; Sobel, 19_96;'Sobe1,

2004; Vaske and Kobrin, 2001).

Next Steps in Research

This study focused on the growth of children’s understandings and attitudes about
nature. Even though I was aware of the possible influences and sources shaping children’s‘
- understandings and attitudes prior, during, and after an expetience like the /LLP experience, I
did not study these influences in-depth. Further investigation of the way in which age,
gendet, culture and Sonio-economic status might affect children’s attitudes and
understandings about the natural world is essential (Barnhardt and Kawagley, 2005; -Bowers,
1999; Cajete, 2000; Cz_eéh, Devers and Krausman_, 2001; Fisman, 2005; Van Velsor, 2004;
Zeieny, Chua and Aldrtch, 2000). It is important to understand how these factors shape the
way children feel and think about nature so that we can‘adapt our curriculum and pédago gies
accordingl;l. Since this study focused dn a narrow age-range, it would be interesting to
research how children of different ages respond to similar experiencés. David Sobel’s (2004)
dévelopmental model ’(identiﬁe-d in earlier chapters) in which he suggests that children’s
sense of empathy, exploration, and social action might be differenﬂy mgnlighted at different
~ ages is a logical next step. It would be interesting to design a long-term study in which the
developmént of écological identity and environmental consciousness is mgpped frnm éarly
childhood to young adulthood. This cnuld reveal ways in which we can create nurturing
environments that minimize the possibility of children losing touch with their ecological
identities, as well as to provide different approaches to education for environmental

sustainability. With the aid of these different approaches, children (like Ben in my study)
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who do not relate to an experience like the /LLP ﬁay find other ways to reconnect to nature
and develop a stronger sense of interconnection; interdependence, and responsibility.

Since the last (third) set of interviews was carried out immediately after the program-
ended, the long-term effects of the programvon children’s undersfandings and attitudes Wer¢
not récorded. Even though it is important to document the way children understand and feel
about the natural w@rld right aftef a program like the ILLP, it is also important to understand
how this experience might shape children’s long term understandings about their relatioﬁship

~with the Earth. This study does not speak to the ways in which this program might continue
to define characteristics of the child’s attitudes towardé the natural world. Jackie’s case was
| special in this sense, because she was returning to the program for the second time, and aﬁe(
a year. In her case, I had the opportunity to glimpse how a child reconstructs this experience
‘over the long-term, and how he/she is able to use the knowledge and skills gained during the
: .~‘eXperience. Tﬁe permanent /LLP research team intends to do follow-up interviews wi;[h the

first year’s participants (2002-2003) in order to document how the project has influenced the

 children’s ideas and attitudes about nature over time. They also hope to find out how

childfen’é understandings and'atﬁtudes shape their choices and commitments to-

environmental action (Mayer-Smith, 2006 Pers. Comm.).

Concluding Thoughts
As much as this study was aimed toward understandings children’s concebti_ons and .
attitudes about nature, it was also an empowering personal journey in which I was able to
grow as an educator. Being \;v‘ith the children at the UBC Farm taught me Iesléons that helped

me shape and expand my notions about what education for environmental sustainability
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should be and could be. I had a tendency to over-romanticize the idea of re-cbnceptualizing
environmental educatioq (and perhaps still do to some extent), but the clﬁldren showed me
that some of the assumptions I had made prior to the experience were too general, and did not
always apply to particular learning situations. The children aiso reminded me that evefy
cﬁild is ﬁnique, and that each learns in his/her own way. The children taught me patience,
and taught me to challeng¢ myself as a mentor figure in order to let go of the urge to direct
their learning, and instead allow them to own fheir experience. In this way, they made
choices about the way they wanted to learn.

The research ﬁndings .‘focused on the growth of children’s attitudes, engagemént and
understandings about nature. These findings provide evidence that multi-ciisciplinary and
multi-sensorial experiential education is beneficial. This type of education needs to |
incorporate cégnitive, affective, and practical components that offer children opportunities to
experience nature and develop ecological identities that will enhance their environmental
consciousness over time. Through their powerful journeys at fhe UBC Farm, the children not
only vunderstoo‘d the interconﬁections and inferdependencé between land, food and
cémmunity, but they also nurtured an empathic connection to nature while building social -
relationships with their fam friends during the intergenerational éxperience. This study
presents a window into the value of potentially incorporating Earth Literacy, Transformative
Sustainability Learning, and Place-Based Education into experienﬁal' settings, as well as their
usefulness in creating future, effective curricula.

The goal of educat’ion for environmental sustainability is not only to émpower our
éhildren to become stewards of the Earth, but also to enable them to truly understand,

embody and feel the magnificence of this planet we call home.
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APPENDIX B

Interview Questions

Pi'otocol B.1.
First interview. From the ILLP Research team.

Project: Cultivating Environmental SteWardship in Young People

Through an Intergenerational Landed-Learning Experience on UBC Farm

.Guiding Interview (Student) 1 Questions LL Project 05-06

Initial interviews — some students who participated in the project last year.

The purpose of these interviews is to gain a sense of students’ experience with nature, the
environment, and their experiences with caring for living things.

Introductory questions

1.
2.

3.
4.

Tell me about yourself and your family.

Do you have any siblings? Older, younger? Do you take care of them at all? Do you
have grandparents?

Have you ever had a family pet? How did you care for it?

What kinds of things are you expected to do around the house? Do you help out with -
any chores?

. Have you ever planted or grown anything before coming to the UBC farm? What?

When? With whom? Did you like the experience? What did you do? Do you have
plants in your house? On a balcony? Do you have a yard? A garden? Do you look
after any of these plants? What do you do? Etc.

What types of places do you find special to you? Where (how) do you like to spend
time that you have to yourself?

Farm questions

7. When you think about a farm, what do you imagine? (If I ask you to draw me a
picture of a farm, what would you draw?) - We can ask students to bring their farm
Journals with them and use drawings they have.

8. Have you ever visited a farm before this project? Tell me about your experience

9. Are farms important? To whom? If so, how, why?

Environment questions
~10. if T ask you to draw a picture of the environment what would you draw? Why? What
would you include in your picture? What other things could be there?

11. When you hear the world “nature”, what do you think about? If I ask you to draw
“nature” what would you draw? '

12. What sorts of issues in nature / environment have you heard about?

13. We often hear the word “organic”. What does the word organic mean? What does

‘organic farming mean?
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Project questions

14. Have you participate in thls pro;ect last: year? Are you happy to be back? Why? Why
not?

15. is there something that you want to learn this year? What do you want to do at the
farm this year?

16. What do you remember from the last year? (what do you remember from the last
year’s visits to the farm?)

17. Have you any questions about the project?

Protocol B.2.
Second interview. From the ILLP Research team.

Project: Intergenerational Landed-Learning Experience on UBC Farm
Interview #2 - Students -- Guiding Questions (March, 2006)

Questions about the project and how they value this experience _
1. Do you like going to the farm? What do you like or not like? In what ways?

SUBQUESTIONS for Questions #2:

On Groups: If Students talk about working w/ their friends in Groups ask these...,
[1f not you can ask - do you like working in Groups?...]

e How successful was your group so far? How is the growing going? How do you
feel about it? Is there a competition between groups?
How does your group make decisions?
Is there a specific role you have?

On Farm Friends: If Students talk about their Farm Friends ask these... If not you
can ask them directly about their Farm Friends... (Value of being, working with
elder people?)

e Howdo you like working with your FF? How do you like talking with your FF?
Is he/she easy to talk to?

e What are you doing with your FF?
What are you learning from your FF? How?

Construction of the view of work
1. What do you think about the farm-work? What job/s do you prefer to do? Why?

What counts as a difficult task and why?
2. What activities do you like...?
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If they say they like tools then follow up with the next questlon ‘ N
e  Why /How do you like using tools?

Learning and Links to curriculum

- 1. What have you learned from the project so far? Ask lots of follow up questions -
here... Rationale Note: Here we want to see how they are imagining this pmJect'
That is are they seeing this project as /learning things about science?
Environment? People? Farms? Food? :
2. What other activities have you been doing that you enjoy... or don’t enjoy? Please
describe these. ,
3. Do you see the connections between project activities and what you learn in class?
Please Explain...
Communication about the project, links to home [This question may fit with the ones
above... |

1. Do you talk about your farm activities with anybody? Who? What do you tell them.
What do you say? What do they say/feel?

2. What about your friends in the class think about the project? Do you think they enjoy
going to the farm? What do they say about it?

3. Isthere anything in thls project that you can use at home? What? How? In what
ways? :

Protocol B.3.
Third interview. From the ILLP Research team with some of my contnbutlons

Pro;ect: Cultivating Environmental Stewardship in Young People
‘Through an Intergenerational Landed-Learning Experience on UBC Farm

Guiding Interview Questions LI Project 05-06
- Student interview 3

1. Now that the farm project is finished, is there anything that stands out in your
mind? Something you will really remember? What? Why? , -
. 2. 'What part of activities at the farm did you like most of all? Least of all? Why?
What job/s do you prefer to do?

3. Tell me what you know / think about farms and farming now? What have you
learned about farms from this project? What about farming and farmers?
What did you get alone with your Farm Friend?

Would you like to work on a farm in the future? Why? Why not?

e
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6. What have you learned at the farm/ at school? about science? Math? Art? Other -
- subjects? Could you give me an example....? Is there a connection between what
you do at the farm and what you do in school?

7. Do you feel that you’ve learned something about the environment?
8. What else have you learned during your visits to the farm?

9. Did being at the farm introduce you to any new food? What was your favorite
 thing to taste at the farm? _
10. What did you learn about organic food?
11. Do you talk about your farm project at home? What do you tell them? What do
you say? What do they say/feel? What would you tell your friends about working
on a farm project?

My contributing questions:

12. Do you think environment and nature are the same thing? -
13. Do you consider yourself part of nature/environment? Why? Why not?
14. Do you think Farms are important places? Why? Why not?
15. What are/is your favourite food(s)?
- 16. Do you eat organic food at home?
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"APPENDIX C

- Understandings and Attitudes Range Scales

Table C.1. Range of understanding of interactions, interdependences and interconnections in

the natural world. Simple (1) € ==--vmmaemmmmeaane -> Complex (4)
Range Description
Simple The child has considerable difficulty conceptually understanding interactions,

interdependences and interconnections in the natural world, as well as recognizing
different spatial and temporal scales among these. He/she is able to grasp simple
concepts and individual parts or cycles but cannot link them together. He/she often
uses only simple terminology to describe concepts or might even sometimes
misuse or confuse these terms (often scientific).

Developing

The child is beginning to conceptually understand the interactions,
interdependences and interconnections in the natural world, and is able to
recognize simple spatial and temporal scales among these. He/she is able to
connect simple concepts and individual parts as well as identifying different cycles -
using slightly more sophisticated terminology. He/she still might confuse or
misuse terms (often scientific). : \

Becoming
established

The child is able conceptually understand the 1nteract10ns 1nterdependences and
interconnections in the natural world, and is able to recognize some spatial and
temporal scales among these. He/she is able to grasp more difficult concepts and
individual parts, connecting them to various cycles. A more ecological
understanding emerges and the child is able to use concepts and terms in mostly
appropriate ways. There might still be confusion or misusé of (often sc1ent1ﬁc)
terminology.

| Complex

The child is able to understand, recognize and apply complex processes at most
spatial and temporal scales, and has an embedded and good understanding of
interactions, interdependences and interconnections in the natural world (a better
shaped systems thinking perspective). The child uses the appropriate (often
scientific) terminology when referring to specific concepts.
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Table C.2. Range of children’s attitudes and levels of éngagement towards the natural world.

Attitude Range

Description of Attitudes

Hostile

The child displays fear or dislike for interacting with the natural world
and is largely uninterested in engaging with learning and with the
surroundings. He/she is often unwilling to participate and not likely to
share or show emotion and empathy towards his/her surroundings,
including people and environment.

Passive

The child seems indifferent towards interacting with his her surroundings
and might display some fear towards the natural world. The child might
partlclpate if asked to do so, but the quality of engagement will be
minimal since participation is not desired or voluntary. He/she shows
reservation in showing emotion and empathy towards his/her
surroundings, including people and environment.

Interested

The child displays a noticeable interest in interacting with his/her
surroundings but there are still some evident fears and hesitation about
engagement. The child needs lots of encouragement. He/she shows signs
of emotion and empathy towards his/her surroundings, including people
and environment. A sense of connection and compassion seems to be
developing.

Engaged

The child displays active interest in interacting, exploring and getting to A

-know his/her surroundings, and to willingly participate in activities.

Minor reservations/insecurities might still linger and therefore,
reassurance and guidance are needed often. He/she shows higher degrees
of emotion and empathy towards his/her surroundings, including people
and environment, and has an evident sense of connection and
compassion.

Impassioned

The child displays a strong and active interest in interacting, exploring
and getting to know his/her surroundings. Guidance and encouragement
are still an important component, but the child is mostly self-guided and
very willing to be engaged (also showing signs of leadership). He/she has
a deep level of emotion and empathy towards his/her surroundings
including people and environment. The child has a deep sense of .
connection, compassion and respect for everything around him/her.
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Table D.1.
Jason’s summary

APPENDIX D

- Summary Tables of Children’s Stories

Jason — shy

Highlights and

- Established sense of place

unique - Relationships with mentors
characteristics - Transforming attitudes related to his engagement through direct experience

- There was not much change about his views on the importance of farms — he did not think they were that
Depth and change | important

in understandings

- Understandmg of environment and nature were unclear. Little mention of env. problems and seemed to
view nature as “out there”. These understandings did not change much. -

- Understanding of complexity with respect to farming was unclear at the beginning. Some understandmg
began to emerge by the end of the program :

- Conceptions of organic farming and planting were startmg to emerge, and some specific understandings

about farms and farming were transformed.

Depth and change
in attitudes and
levels of '
engagement

- Started to see the value in learning through direct experience
- Jason’s level of engagement increased as the program progressed, which in turn lead to an increase in

'| learning — eg. his knowledge of spacing and planting

- He had a special connection to Ottawa and, particularly, to his experiences with his grandmother before the
program — he related this to the development of a more interactive relationship with his farm mentor.

- The most striking change in Jason’s attitudes was his opinion about sharing and sharmg of decmon—maklng,
respon51b111t1es He felt a more communal process.

- Jason’s affinity to plants (a developing sense of attachment) increased, even though hlS understandlngs and
feelings about farms did not change much. :
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- [ think that, if given more time, Jason would have further de\}elt)ped a more defined, éomplex and holistic
cognitive understandings about the natural world, and would have had even higher levels of engagement and
positive attitudes towards nature.

Comparison

- In contrast with Ben, Jason’s attitudes and engagement changed, but his understandings did not, where as
Ben’s understandings changed but his attitudes and level of engagement did not.

- Unlike Ben, even though Jason wants to be a hockey player and cannot see himself as a farmer, there was
some change in attitudes and levels of engagement in Jason’s experience.

- Understanding of complexity, or at least his expression of it, was a simpler than the other kids.

- Unlike Christa, Jason was not able to see the connection between learning at the farm and learning at school.
He was, however, able to connect and apply at home some of the learning from the farm; re: tools.

- Unlike Daniel and Jackie, Jason was not as articulate. Like Aaron, she was shy about sharing his views and

-| understandings, but did show excitement about the experience when talking about it.

EL

Living Together, Bioregionalism
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Table D.2.
Christa’s summary

Christa — chatty and energetic

Highlights and
unique
characteristics

- A lot of enthusiasm and positive attitude.

- I was best able to map the spheres of influence in a child’s life. They were clearly and explicitly defined.

- Sense of interconnection, interdependence, as well as respect (for farms and farmlng) and a sense of
responsibility were already established from the beginning due to the previous experience in the family farm.
- Connections between learning and experience being able to relate all learning contexts (school and farm).

- Sense of pride and accomplishment.

- Social relationships and a sense of respect for farmers and farming

- Feels that the farm is like recess at school.

Depth and change

in understandings

- Good understanding of interconnections, and it grew stronger as the program progressed.

- Good understanding of farms and their importance from the beglnnlng, growing stronger as the program -
progressed.

- Understanding of organic food and farming a bit unclear, and by the end of the program, still had not
changed significantly. She was surprised to learn, howe\ er, that organic farms were not as common as she
thought.

- Views on environment, nature showed a good understandmg of interconnection and became a httle bit more

encompassing by the end of the program.

- Her understanding and conceptions of environmental problems were a little bit fragmented and limited. She
struggled to make connections between the causes of these problems, but she was still able to bring her sense
of responsibility to start to develop some 1deas about actions that can be taken to alleviate these problems. It
did not change that much.

- Christa also felt that she could employ the knowledge about tools else where.

Depth and change :

in attitudes and
levels of

- Positive attitudes about farms and farming were well developed even before ILLP. Her previous
experiences aided in shaping this attltude The experience at the farm enhanced this attitude.

- Always excited to learn.

- However even with these positive attltudes and understandlngs she still showed some reservatlon towards
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engagement

close contact (interaction) with creatures at the farm. Eg. worms and chickens.

- Social relationships with mentors seemed to give her a stronger sense of respect for farmers.

- It was a meaningful experience and developed a sense of attachment to the farm space, but above all, she
cared about the social relationships and bonds she had form. Showed a strong sense of belonging.

- Her sense of responsibility and stewardship also grew stronger.

- She felt more self-confident and felt a sense of pride and accomplishment.

Comparison

- Both Christa and Jackie were expressive and chatty. Christa’s understanding and sense of interconnection
and interdependence came from previous experience, just like J ackle but Jackie had the farm experience,
whereas Christa’s previous-experience was outside the farm.

- Both Christa and Daniel made social relationships and learning through community one of their top

priorities.

- Christa was the only one that could see the complete connection between learning at the farm and learning

‘at school.

EL

Complexity, Ecoliteracy, Living Together
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Table D.3.
Daniel’s summary

Daniel — open and genuine

- Creatlve imagination - great sense of wonder, adventure, discovery and exploration.

Highlights and - Understandings and attitudes were mainly shaped by the sphere of home.
unique - He loves learning new thins and his level of engagement and positive attltudes are enhanced when he meets
characteristics new people.

- He has a unique, international perspective on farms.

- He displayed a more global understanding and made connections beyond home, school and commumty

- Feels proud of his knowledge and learning at home.

- His understanding and knowledge of farming and specific processes of gardening are well developed and
Depth and change | his language and terminology are more sophisticated.

in understandings

- His understanding of gardening and planting (specific processes) changed throughout the program.
However, his understandings of larger scale concepts such as farms, farmlng and environment remained
largely unchanged after the program.

- His understanding of environmental issues is well deve]oped because of his learning at home, but it d1d not
seem to change much after the program.

- Though hedid not find this a new experience at the fann he did express that he learned a few things about
gardening and plantmg :

- One specific change in his understandlng was his knowledge about organic food and farming.

- His understanding of the importance of farms was not clear.

- His conception of what international farms are like in comparison to the ones here was most interesting.

- Daniel’s understanding of environment was complex and was intricately related to environmental problems.
- His understandings about environment and farms did not seem to change much from the experience at the
farm. They are largely influenced by his learning at home through his siblings. His sense of interconnection

.| and interrelationship at a more global scale was prominent.

- His understanding of interconnection and interdependence was there, but was weaved in his words, not

| explicit.

- It was unclear whether or not he thought nature and environment were the same thing, but I could see that he
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was one of the few that included humans in this conception.

- His level of enthusiasm and engagement increased as the program progressed

Depth and change | - He had positive attitudes to begin with, but he thrived in learning in a new setting, and with new people.

in attitudes and - He really valued the time spent with his farm mentor as well as the knowledge he gained from that

levels of experience.

engagement - Daniel’s identity as a gardener was largely shaped by experiences and learning at home, but also (althought
to a lesser extent) through the farm experience.
- His sense of responsibility and stewardship was well developed and understood causes of sources of some
of the environmental problems.
- Like Chirsta and Jackie, Daniel really valued social relationships and a sense of community.

Comparison - Unlike Jason or Jackie, Daniel did not have a spe01al place. But unlike them, his sense of wonder and

' exploration were prominent.

- In contrast with Christa, but like Jason, Daniel’s previous experlence with gardening comes from home and
his family.
- Like Jackie, Daniel’s knowledge about science and specific processes is well developed. They both
articulate it well. :
- Like Chnsta and Jackie, Damel felt proud of his knowledge.

EL Complexity,. Globalization
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" Table D.4.
~Aaron’s summary

Aaron — quiet, observant, contemplative, nurturing

- A deep connection/longing to be in contact with nature

Highlights and - Appreciation and value of the natural world
unique - A more holistic and caring/nurturing sense of empathy, showing sensitivity and compassion towards plants.
characteristics - Easily makes connections between the natural and socml worlds and how they are interconnected and
' interdependent.
- Sense of responsibility
- Best example of Anthropomorphosis
_ - His knowledge of terminology is sophisticated.

Depth and change

in understandings

- His understanding of i 1nterconnect10n and 1nterdependence was weaved through his theme and experiences
rather than explicit. :

- His conceptions of farms were not clear at the beginning, and I was not able to discern how much this
particular conception changed. From his other responses, I can safely assume that his understanding did
change towards a more holistic view.

- His understanding of the importance of farms (in terms of nutritional and economic matters) was shown
through his understanding of our dependence on the natural world. His understanding of the importance of
farms and the effort it takes to grow food was only stronger after the program experience. It was here that his
understandmg of interconnection and interdependence was most clear and articulate.

- He was the only child that showed a more holistic understanding of the interconnection, interdependence
and interrelationship of our world, along with displaying a strong sensitivity towards fragility and complex1ty
of the natural world.

- His understandings of environmental problems were partly shaped by what he learned at school and partly
by his experience at the farm. Furthermore, he understood that the causes of these are human 1nduced and that -
we need to find alternatives.

- The depth. of his connection was uplifting and he had a deep sense of belonging to nature.
- He also deeply appreciates not only the interdependence, but also the intrinsic value of the aesthetics of

Depth and change
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in attitudes and
levels of '
engagement

nature. -

- Has a connection to a special place that provides comfort and calmness.

- It was through Aaron’s profile that I was best able to show the importance of the development of a nurturing
sense of empathy in a child’s relationship with nature that can foster a sense of responsibility. '

- Aaron was always concerned about how to keep plants “happy” and “healthy”. His concern for the well-
being of the plants was only stronger as the program progressed. He was most excited by watching and
wondering what the plants would turn out to be. However, curiously, the same sense of wonder was
challenged by a sense of impatience about waiting for the plants to grow.

- Though a quiet boy, his level of engagement was not low and he seemed to be involved and engaged in the
experience of planting and gardening. He always had a nurturing and positive attitude, and loves being
outside, doing hands-on learning through direct experience.

- His sense of responsibility was evident. He understood that we need to “help” the Earth and keep it healthy,
and he knows that we should try to change things.

Comparison

- Like Daniel, Aaron’s experience with gardening came from home and particularly his dad. However,

Aaron’s home planting experience did not seem to be as influential or as vast as Daniel’s.

- Like Daniel and Jackie, Aaron’s knowledge of terminology is more advance than the other kids even
thought Aaron is not as eloquent.

- Unlike Daniel, Aaron’s views are less anthropocentric and more inclusive of non-human species. -

- Like Jackie, he represented our need for contact with nature not only for our physical and mental health, but
also for our emotional heath.

- Unlike Christa, Daniel or Jackie, Aaron did not empha51ze social relationships.

| - Like Jason and Jackie, it was through Aaron that I was able to see another manifestation of a sense of place.

- Like Jackie and Daniel, he was able to really express his environmental concerns and awarenenss.
- Unlike Ben, Aaron was most nurturing and caring.

EL

Deep Ecology, Complexity, Ecoliteracy.
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Table D.5.
Ben’s summary

Ben — active, focused

- He was the one that showed me that not every child is profoundly moved or changed by an experience like

Highlights and this.
unique - He really likes soccer, and is determined to be a professional soccer player.
characteristics - Showed sufficiently developed understandings about farms, planting and growing food, the environment,
' but his attitudes towards it were indifferent and not of concern.
- Ben had had gardening experience before the program, but I was not able to discern his understandings in
Depth and change | that respect because he relate to it and therefore did not include it in his conversations.

in understandings

- Ben did not think farming was important, and his view did not change much as the program progressed
However, he recognized, even at the begmmng of the program, the 1mp0rtance that farms have in relation to
providing food.

- His conception of farms was interesting: at the beginning he-thought of farms as only rural, and was
surprised to find that the UBC farm was an urban farm. ‘ '

- It was his conception about organic farming that was most clear amongst his understandings with respect to
the farms and farming, and it expanded as the program progressed.

- He understood the work and effort that goes into food production.

- There were some surprises in Ben’s understandings with respect to how plants grow. He learned that plants
can grow fast and healthy, if given the right conditions. He also knew what those right conditions were.

- He saw a clear difference between environment and nature, though he also so a few similarities. He included
humans in environment, but excluded them from nature. These views did not change much after the program.
The similarities between nature and environment, for Ben, came together in the “problems”

- He showed very few emerging signs of an environmental consciousness, and understands (quite well) the.

'| complexity of environmental problems, but this knowledge was not accompamed by an empathic connection

or concern, or a sense of responsibility. :

- He showed budding understanding of interconnection, and was even able to see a little bit of a connection
between learning science and about the envxronment both at the farm and at school — something J ason could
not see. '
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Depth and change
in attitudes and
levels of
engagement

- He was indifferent towards planting and the farming experience. He did not dislike it, but would rather play
SOCCET.

- He cannot see hlmself as a farmer.

- He had fun interacting with the chickens and other live creatures such as worms, and still by the end of the
program he thought this was a lot more fun than planting. Planting was still more fun than school. ,
- Although he understood the importance of farms, and knew the amount of work and effort involved, he still -
was not engaged, neither did he have a more positive attitude towards the process. He was still indifferent.

- The only attitude change in Ben’s experience was probably his realization that working in groups is not so
bad, and was able to see the value in doing so. He felt a sense of ownership and accomplishment.

- He was somewhat reluctant to share his views and understandings. '

Comparison

- Like Christa and Daniel, there was a slight sense of ownership and pride in the work accomplished. But
unlike them, Ben’s level of excitement about the farm experience was low. :

- As Jason, Daniel and Jackie, Ben thought that environment and nature were not the same thing. However,
Ben thought that environment included humans, but nature did not.

- Ben’s understandings were sufficiently advanced, even more than Jason’s, but he was not able to develop an
emotional connection, like Aaron did, because he could not relate this experience to his passion.

Complexity (cognitive)

EL
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Table D.6. ‘
Jackie’s summary

Jackie — articulate and expressive

Highlights and
unique
characteristics

- She has had the opportunity to experience this program for 2 years in a row

- She showed that, given the opportunity and encouragement, children can feel part of their learmng and feel
confident to contribute. She felt empowered during and after the program. :

- She was one of the best examples of the benefits of Intergenerational Learning.

- She was able to intricately weave knowledge about culture, history, heritage and the natural world mto her
conception and attitude towards the environment.

- She allowed me to see the development of a sense of place whlle in the program. She rekindled a sense of
wonder, adventure and connection.

- She showed the most advanced scientific understandlng, probably due to the fact that her farm friend was
specifically emphasizing that aspect.

- It was through her profile that I was best able to see how children can make meaningful connectlons
between land, food and community.

- Intricate understanding of the interconnection and 1nterdependence between humans and the natural world.
- T was able to get a glimpse of the lasting effects of a program like this, a year later. I was able to see how she
reconstructed and embodied that information.

Depth"and change
in understandings

- She learned even more about planting, plants and soil.

- Her understanding of interconnections and interrelationships was quite developed, perhaps because the
previous year’s experiences. '

- This year at the farm she learned about hydroponics and was able to formulate hypotheses. What was most
striking about this was her ability to propose alternative solutions to farming. :
- Jackie’s conceptions of farms had not changed that much by the end of this year’s program, but after two
years in the program, she came to really value the work that farmers do.

- Her understanding of more global connections was the most articulate among this sample, and what is more,

| she was able to articulate best the importance of farms, and the importance of programs like the ILLP.

- Her understanding of interconnections was well developed and she understood the complemty of the natural
world quite well.
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- She sees nature and environment as the same thing, but intriguingly she did not include humans in that
sphere.

Depth and change |

in attitudes and
levels of
engagement

- She was most excited about group work and working towards planting in community. :
- I was able to see the excitement and willingness to participate in the program, especially knowing that she
had had this experience before.

- She did not present any 51gns of fear towards the live creatures at the farm, unlike Christa.

- Her environmental consciousness and sense of responsibility (and also wanting to take action) were well
developed and were articulated well.

- Her underqtandlng of environment, nature and environmental problems because more focused on her
experience at the farm by the end of the program.

- She expressed a strong desire to be outdoors and learning in nature. -

- She developed a new sense of belonging and found a special place in the forest, sparking a new found sense

of wonder, adventure and connection. She felt this as an escape from the stresses of society.

Comparison

- Just like Daniel, and Christa too, Jackie found that social relationships were very important.

- Unlike Christa, Jackie had saw no connection at all between the expenence at the farrn and what she learns
at school, even after 2 years.

- Like Christa, J. ackle had a profound respect for farmers and the work they do.

- Like Daniel, she was able to add a more global and community component to the importance of farms, and
like Aaron, she was able to relate the importance of farms well to the social sphere. However, she gave me a
sense of bioregionalism.

- She gave me the most clear picture of how understandings and attitudes about environment can converge to
produce responsibility. :

- Like most, she thrived in learning through direct experience at the farm.

- Unlike Aaron and Jason (whose sense of place was already established), she developed and enhanced her
sense of place during the program.

- Like Daniel and Aaron, she is very aware of environmental problems and seems to be able to handle them

-| well, unlike Christa who was a little bit confused about the issues.

Globalization, Trajectory of Now, Bioregionalism, Complexity, Ecoliteracy

EL




