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Abstract
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Environmental education is focused on producirigrimed citizens capable of
stewarding the natural world. In the past, thexe lbeen little understanding of how
participants’ personal histories interact with eamimental education experiences. This
dissertation examines how participants’ cultures lared realities interact with a unique, annual
residential environmental education program thgaged youth in novel experiences in a semi-
pristine wilderness. This research took place tweryears, using ethnographic methods,
including; participant observations, artifact revge and post-experience interviews. This
dissertation consists of three analytical chagdtargsed on different learning and educational
issues. The research questions that each chajolersaes are as follows:

1. How do the experiences of students differ duritgday residential environmental

education program? How do student’s prior knowleaige experience with nature
affect their connection to the environment?



2. How does the residential environmental educatiggeagnce change student’s
connection to the natural world, in terms of enmimental interest, stewardship, and
identity?

3. How does the recognition or lack of acknowledgnudrgarticipant’s cultures and
lived realities affect their residential environnereducation experience?

These chapters serve to provide new ways to erafiyiunderstand a residential
experience and its outcomes. Specifically, howndividual's cognitive, social, and cultural
experience affected their learning process in i@deesial environmental education setting.
Chapter two provides the first empirical understagaf participants’ different interaction
stances with the natural world during a residemtrajram and how those stances were tied to
participants’ prior knowledge, experience, idenéibd interest. Chapter three describes changes
to participants attributed to the residential pergrin terms of identity, interest and stewardship.
These variables have not been previously considegether in understanding residential

program impacts. The fourth chapter fills a vaidesearch by providing an empirical

understanding of the intersection of participahv@d realities with the residential program.
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Introduction to Dissertation

Environmental degradation in the United StateB9n0's led to an environmental
movement, environmental policies being created,theadoundation of an environmental
education association, the North American Assammatif Environmental Educators (NAAEE).
The purpose of the NAAEE is “achieving environméiitaracy in order for present and future
generations to benefit from a safe and healthyrenment and a better quality of life” (NAAEE,
2011). Within environmental education it has baeknowledged that its goal of producing a
more pro-environment populace is not being metrtdieh, 2010; Orr, 2004). To quote David
Orr, a leader in environmental education, “despdeasional successes, overall we are losing the
epic struggle to preserve the habitability of tleetR’ (David Orr, 2011, p. 57). This dire reality
requires a deconstruction of environmental edunabaunderstand how it, as a discipline, can
achieve its desired results.

| have been teaching college level natural sciéoicenany years. In that time | have
frequently had advanced level college studentsesgoio me; that they had no idea that mass
extinctions are occurring, that the human poputaisogrowing exponentially, that humans are
consuming and destroying natural resources beygpldaement rate, and ultimately that we are
not living sustainably. | remember a decade agdnd a discussion about our current mass
extinctions in a Conservation Biology course | weeching, an older returning student asked me
incredulously, 'why did | not know this before?'yMtudent’s epiphany at once made me feel

excited, hopeful and concerned. She now had tiesvledge, but she also led me to wonder



how many students with baccalaureate degrees,@thermore educated in this country, never
learn that humans are living unsustainably?

My anecdotal information about college studentimipto a lack of ubiquity in
environmental knowledge. However, is this laclkasic environmental knowledge what is
preventing environmental education from attainingae sustainable populace? Does
knowledge about the environment bring about belmashange? At a time when the phrase
"nature deficit disorder" (Louv, 2008) is useditscribe our decreasing interaction with the
natural world, can environmental education prowagportunities to connect to the natural world
and inspire stewardship? There are large discogmim how and how often youth experience
the natural world. This disparity along with a titulde of cultural ways of understanding the
natural world, creates youth on a continuum froosthnot engaged in learning about or
experiencing the natural world to those highly eyegh

The following dissertation looks at the historylaourrent state of environmental
education and exposes some of the assumptionswiithidiscipline that have contributed to its
lack of effectiveness and inclusiveness. My rede& based on a residential environmental
education program in the Northwest United Statesas fortunate to be given the opportunity to
conduct research on this residential program angéadt as a research context to better
understand how individual's background and motvetiaffect their experience and outcomes.
This research fills voids in the literature on hiodividuals’ backgrounds, cultures, and lived
realities interact with the context of a residdrgiavironmental education program. It also
provides critical perspective of these interactifmrandividuals from populations underserved

by environmental education in the past. A desionpof the study rationale and design follow.



Rationale for Study

Some tacit beliefs still within environmental edtion may be hindering environmental
education’s effort to create an environmentallyagned populace. These unquestioned beliefs,
as | explain further in Chapter 1, include the d&fetinat there is a “one size fits all” learning
experience for anyone attending an environmentatattbn program; that there is direct
relationship between environmental knowledge andrenmental behavior; and that exposure
to natural spaces automatically leads to a conmetti that space and ultimately a desire to
protect it. Research has shown that these assumspto not hold true even though they remain
prevalent within environmental education.

Misguided assumptions about environmental educdiave also prevented
environmental education programs from becoming nrarieisive. Many have criticized
environmental education as being historically Whaéddle class in constituency and focus at
the exclusion of diverse voices (Grass & Agyem#&92 Lewis & James, 1995). People within
non-dominant populations are often the most impmhbtedegraded or polluted environments
(Grass & Agyeman, 2002) and have the least acodbe fpositive impacts of natural spaces,
such as increased ability to concentrate and remuof stress and aggression (Faber Taylor &
Kuo, 2006; Strife & Downey, 2009). This disparityaccess to the benefits of natural spaces
and consequences of a polluted environments, asesethe necessity of making environmental
education relevant to those communities.

Also contributing to the lack of inclusivenesseoivironmental education has been the
relatively homogenous quantitative approach toaeteon outcomes with little understanding
of what led to those outcomes (Hart & Nolan, 19R&kinson, 2001; Stevenson & Dillon,

2010). Using a sociocultural learning frameworlstiody an environmental education



experience can expand our understanding of outcbeynd what happens to why they
occur—as it allows for an investigation of the auédtl histories and the meanings that youth have
with the natural world and environmental educatgperiences. That understanding could
potentially lead to improved experiences, espectall students in populations previously not
served by environmental education.

There has been little use of a sociocultural petsgein environmental education
research and even less for residential environrhedtacation experiences, where individuals
stay overnight from one to several evenings inmaisetural settings. The sociocultural
perspective acknowledges that the context from kwthie student comes affects their learning
experience. This study addresses the lack of stateting of how participants’ backgrounds
and lived realities affect how they experience ahdt they take away from an residential
environmental education program, particularly,garticipants from populations previously

excluded or underserved by environmental education.

Research Focus and Questions

This dissertation focused on how student’s prigregience in nature, knowledge, and
culture and lived realities interacted to affectyts’ connections to the environment and how
they experienced a 5-day, out-of-state resideatigironmental education program within
Yellowstone National Park. There currently isekl of understanding within the research
literature of how participants prior context antenaction and knowledge of the natural world
affects how they experience a residential progaaoch what they take away from it.

For this dissertation | utilized an ecological l@ag framework and focused on how

students’ background and culture and lived realititfected their connection to the environment



and thus their residential environmental educagixperience and outcomes. This framework
takes into account “cognitive, social and cultlearning processes and outcomes that are
shaped by distinctive features of particular sgijiearner motivations and backgrounds, and
associated learning expectations” (Bell, Lewenst8house, & Feder, 2009, p. 31). To date, this
comprehensive ecological framework has not beeheapi a residential environmental
education program.

Also part of the analytical framework were variabfeund to be important for
environmental connection in previous environmeathlcation studies, including students’
experience and knowledge of the natural world. iE&Bmmnental connection was defined in this
study in terms of each student’s identity, interastl stewardship. Interest and identity,
according to a research synthesis of science legamiinformal environments (Bell, et al.,

2009), are two of the six strands of learning ii@imal settings while stewardship is the ultimate
goal of all environmental education programs.

In this study, it is recognized that youth havetipié cultural identities. Culture is
operationalized as "shared routines, practicespehdfs" (Lee, 2008). This study focused on
students’ identities in relation to science, theimmment, and the National Park they visited and
whatever identities appeared to be affected bydbkielential experience. Where appropriate,
Hidi and Renninger’s (2006) four-phase model oéiest development was used to categorize
levels of interest expressed through student ax@onl statements. Stewardship in this study,
was defined as behaviors or attitudes focused evepting environmental degradation.

Below is the conceptual map of components of thielien's prior knowledge,
experience, culture and lived realities that inteta create their connection to the environment.

This study attempted to discern, how a studentts @nvironmental connection affected their



residential environmental education experiencetawd the student’s cultures and lived realities
played a part in their residential environmentglenence. The outcomes assessed were the
changes in the student’s environmental connectidarms of interest, identity, and stewardship
after the program. The chapters have been addée woncept map to show where the analysis

resides.

Concept Map

Ch. 4

Culture/
Lived

< Ch. 3

Realities

Experience

Research Questions

\ Youth Connection to CHANGE in Youth
Prior . — > Connection to the

led the Environment Environment

Knowledge » :
g - interest > REE -interest
- stewardship 'isdtZ‘r']Vt?;rdShIP
\ -identity y
Prior /
Ch. 2

This dissertation addresses the unigque experiesfqerticipants during a residential

environmental education program and how their agpees were influenced by their context

and the context of the program itself. Chaptetfsr@ugh 4 address the following research

guestions respectively:

1. How do the experiences of students differ duartgday residential environmental
education program? How do student’s prior knowlealge experience with nature affect
their connection to the environment?




2. How does the residential environmental educagiqrerience change student’s
connection to the natural world, in terms of enmimental interest, stewardship, and
identity?

3. How does the recognition or lack of acknowledghwé participant’s cultures and
lived realities affect their residential environnedreducation experience?

Research Design

This study used qualitative, ethnographic methdgthnographic methods were
appropriate because the research focused on ‘twbanings different actors are making of a
situation” and took into consideration culture aitdational complexities (Green, Camilli, &
Elmore, 2006, p. 282). This qualitative approatbwaed for the examination of interactions of
different dimensions of learning and life experiemt a complex setting (Denzin & Lincoln,
2008) and focused on the empowerment of non-dorhir@eces by representing participants'
perspectives of their experiences (Cook —Sath€2RT hese characteristics of qualitative
research made it suitable for this study.

Specifically this study was a critical design etgraphy which " sits at the intersection
of participatory action research, critical ethngdng and socially responsive instructional
design” (Barab, Thomas, Dodge, Squire, & Newel040 This researcher took an active part
in the environmental program under study and teearch questions were informed by critical
theory. The research findings were used to sugdestiges (Ch. 5) that were shared with

stakeholders and can inform future program design.

Researchers Position Statement
There is a recognition by some in environmentalkation that "researchers cannot be

neutral in their work and that their background arates affect what, who, and how they



research" (Stevenson, Dillion, Wals, & Brody, 20A@3516) . As a qualitative researcher, it is
important to reveal my motivations, biases, expe@s, and perspectives that influenced how |
have approached my research questions and focusM@a2005). This position statement thus
provides personal reflections about how my backgadcand previous educational, professional
and personal experiences have influenced thisndsea

| fell in love with the natural sciences at a yowagg and by high school, | knew that |
wanted to go to college and study biology. | wemto earn a Baccalaureate and a Masters
degree in the biological sciences. Not all of mylyeexperiences as a student, however,
affirmed my aspiration to become a natural scienfuring my graduate studies, | learned that |
did not ‘fit’ what a natural scientist was supposedbe. The university program | was a part
made clear the separation between science andsattiy wanted to be a biologiahdan
advocate for the natural world. | saw the destoumodf the natural world as something that
needed to change. The mass extinction that humearescreating was something | saw as an
ultimate injustice and | wanted to do my part tpsthe destruction.

| decided that | would try to combine my passiamssicience and activism within
academia as an educator. | carved out a spammdemia where | thought | could remain true
to my belief that expanding knowledge about howrtatiral world works and how we are
negatively impacting it is what is necessary tatgechange. | later came to see this belief as my
own misconception, a misconception that continodsetheld by many other educators, natural
scientists, and environmental educators todayavétbeen working in higher education and in
the natural sciences now for two decades. Thatreeqgee has reshaped my beliefs and | now see
that it will take more than knowledge to createrde that cultural and structural changes also

need to happen.



As a first generation college student it was easyrfe to believe in the myth of
meritocracy when | began my college journey. Tlegitacracy myth is that institutions of
higher education are equally accessible to all hdne the skills necessary to be there, and
social and economic capital do not play a partho\gets in or who succeeds. While studying
and working in academia, | came to understandttigtniversity plays a primary role in the
reproduction of existing cultural norms, structyr@sd hierarchies and for the most part, they
were not designed to create radical or abrupt abs(igreire, 2000).

Thus | began to see the educational structurerastbing contributing to social,
political, and environmental inequity or, at a mmgim, complicit in not changing these
inequities. That led to a desire to create edanatichange and why | started my journey for a
PhD in education. My education coursework allowezlto see the inequity in higher education
as an issue that begins many years earlier andsteabngly tied to the messages and
roadblocks that youth are experiencing throughleeir educational journey. | began to see that
higher education disparities needed to be additesgkin primary and secondary education
systems also.

| was fortunate to find a research subject that together my two passions, the plight of
the natural world and working with youth from unskEwed populations. These two subjects are
very much linked as the prevailing cultural nornmsms that validate and, oftentimes, endorse
the destruction of our natural environment- neeblg@hallenged by new voices, those who have
not been heard enough throughout the educatioerayst

| feel privileged to have been a part of this aesk and this residential program. For me
that privilege came with the responsibility to dbat/| could to not be a burden, and instead try

to be helpful to those facilitating, financing aexperiencing the environmental education
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program. There were many stakeholders in the progbeyond the participants. These
stakeholders included anonymous donors, empldyeesthe community youth organization,
instructors from a non-profit organization affieak with the National Park, and the National Park
staff . My attempts to be helpful ranged from hiodgddebriefing sessions about the
environmental education experience with stakehsldessuring worried parents; going a day
early to buy the groceries for the group for theelyehelping organize the education experience;
leading a field trip; answering participants’ quess; and engaging participants in games of
hacky sac.

My interactions with participants involved mul@piransitions, from an observer to an
instructor, and an instructor to a chaperone. dlyserver position did not last much longer than
the first field trip and quickly moved to more of mstructor role. That was easy for me, as the
subject matter of the natural world is somethihayk to teach about, and have taught for many
years. The chaperone role was the most challeriginge, as it increased my level of
responsibility to the participants, and it is ndtase | am a subject matter expert. | recognized
the chaperone role also provided me a differerglleffaccess to participants’ thoughts,
concerns, ideas, and beliefs. To be clear, | didake on the chaperone role to elicit
information from participants, but out of the nesigsof having another adult to ask questions
of, take direction from, and with whom to share @znns.

| was aware of the power difference between nresearcher and those participating in
the research. | did attempted to decrease thalanbe by being honest in my discussions,
guestions, and interactions. HoweMetid not share my personal history and backgrouitil

the youth. The families and participants were twth of my role as a researcher and graduate
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student and they were also made aware that | wakacal University in a natural science
program.

Several of the participants were very forthcomimdiscussing their lives. Some of the
biggest insights into their realities happenedpaces where they were sharing out about
personal thoughts, feelings, and family realitiegeel these insights were shared with me as an
adult they could trust, and as such many of thessgmal realities are not mine to share.

Twenty years ago, | heard the message that ydd oot be a natural scientist and an
activist for a more sustainable world. However,ase at a potentially critical time when some
are arguing, and | also believe, that all educatnan just environmental education, should be
focused on creating sustainable citizenry and tthdbthere needs to be a transformation within
disciplines and the education structure itself (Q804; Stibbe, 2009).

| feel my journey has paralleled that of enviromta¢ education. We began by trying to
disseminate knowledge to create change for a mmtaisable world, and realized that more
than knowledge was needed. Structural changestbdappen along with the inclusion of more
voices. In the conclusion of the International Hlamok on Environmental Education, the editors
state their hope for environmental educations &uturhope this research is a part of that future.

to see environmental education research break &aaythe classic separations

of disciplines, generations, cultures and fornr&hrmal, and non-formal

learning, and reveal more compelling possibilif@saddressing sustainability

issues and the challenges of learning to live rsastainably.

(Stevenson, Dillion, Wals, & Brody, 2013, p61
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Structure of the dissertation

The first chapter of this dissertation servesras\eerview of literature informing the
guestions and conceptual research design. Chdptbreugh 4 are written as standalone
articles, thus there is a redundancy in discussigheoretical framework and methodology.
Chapter 5 is a synopsis of how learning theorytaredempirical research can inform the
specific residential environmental education pragkseing studied and environmental
education.

Synopsis of Chapters

Chapter one describes past and present appro@ceegironmental education and
efforts among U.S. environmental educators to foansour population into one that is more
environmentally sustainable. The focus of envirental education has been to try and increase
human knowledge and to change human behaviorstandias about the environment. This
chapter discusses some of the embedded beliefsvsiroemental education that may have
prevented it from attaining the goal of a more emwinentally friendly populace. There is also a
critical lens applied to how the constituency ancuk of environmental education has not been
inclusive, and how some of the tacit beliefs mayeheontributed to the lack of inclusiveness.

In Chapter 2, | describe the experiential diffesnof participants of the residential
environmental education program. Three categofi@steractions with the natural world were
observed and described and varied in number o¥ichakls in each group. These categories or
stances were “engaged,” “visitor/viewer” and “sd¢ia'wo individuals exemplifying each
group are used to describe each category of intenscand to distinguish each category from
the others. The individuals’ prior knowledge angerience, interest, and identity are discussed.

For a few "engaged" student's, interacting withrtaeiral world was a primary focus, for a
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majority the National park was experienced merslg@a opportunity to see nature, which fit the
"visitor/viewer" stance. And for handful of studenin the "social" category the residential
environmental experience was primarily used asexdartb interact with peers.

Chapter 3 contains the post-experience interviata df seven participants per each year
of this study. It describes changes in participamterests, identity, and stewardship desires afte
the residential program. It also describes pardicis who experienced changes in perception or
no changes at all after the residential prograrso Miscussed is what triggered participants to
revisit the experience, and how the experienceegtetheir connection to science and school.

Chapter 4 describes how participants lived reslitnteracted with the residential
program. Aspects of the residential program playset up clashed with some participants lived
realities. While for others the vast differenceladir daily lives from the National Park
translated into seeing it as a peaceful placelbofunothing. The social dynamics created
during residential programs served both as a lgghknd sometimes as a negative experience.
This chapter describes episodes which highlighhted to facilitate interactions, create space
within the program for participants lived realitie@sd to facilitate discussions of race and
ethnicity.

Chapter 5 explores how the findings and learniegty can be applied to this residential
program. It also proposes future design base@resestudies to improve other residential

environmental education programs.



14

Chapter 1

Environmental Education: Purpose, Critique and NorDominant Populations

Introduction

There are a multitude of types of environmentalcation programs and curricula in
formal and informal learning environments. Theravehing goal for environmental education
has been described in many ways; such as theameztinformed and sustainable citizenry, a
pro-environmental or environmentally friendly poatubn, or environmental stewards. Implicit
in this goal, is that people who become informeebyironmental education about
environmental issues and about how humans arefiably dependent on the natural
environment will change their behaviors and actilmnisecome stewards.

In an attempt to understand why, after severaldlescaf effort, environmental education
is not reaching its ultimate goal of a environméntgerate populace, this literature review
focuses on what previous research has shown ai®steps toward that goal; changing
knowledge, attitude and behavior via environmeetiication experiences. Research has shown
varied results and has uncovered some embeddedshlat exist within environmental

education. These will be discussed in the follgngections.

Research on Learning about the Environment

Individual Knowledge Gained
Prior to the 1990’s, environmental education litera used predominantly quantitative

methods of inquiry because of a strong appliedhseienfluence. Research was in the positivist
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tradition and focused on controlling and manipulgtvariables to determine what led to
environmental stewardship (Hart & Nolan, 1999).ribg the 1990’s environmental education
research expanded to include a variety of methodgarspectives, including quantitative and
gualitative methods and post-modern, interpretwel critical perspectives. This expansion of
methodology and perspective allowed for some arsteequestions about why or how learning,
attitude, or behavior change was occurring and whatents were experiencing from their
perspective (Hart & Nolan, 1999).

In a review of environmental education literaturearporating this new research, Hart &
Nolan (1999) chose 40 exemplar journal articlesdiagertations that used these varied methods
and perspectives. Many of the articles werewsittin the quantitative, positivist tradition. In
almost every case, the studies using quantitatethods found positive changes in learner’s
knowledge, attitude or behavior after an environtaleeducation experience. Ironically, the
authors conclude that “This sounds like common egmnsting people though an environmental
education experiences increases awareness” (Hadl&n, 1999, p. 7). However, in this
review, the authors discount the two quantitatitielas, which did not see positive changes, as
being too short to create change, contradictingaaher statement that the length of programs
did not affect results. This contradiction arifesn the lack of understanding of why learning
did not occur, a question usually not answerechkyquantitative methods that were used.

This “common sense” argument also speaks to thedman in which learning research
in environmental education has been embedded.r&maental education research has viewed
students as passive recipients of knowledge thmabealtered by an environmental education
experience—and not as active agents engaged ie-seglgng and knowledge construction

(Rickinson, 2001; Stevenson & Dillon, 2010). Ineiensive review of over 100 articles on
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learning in environmental education from the 199B&kinson (2001) found “evidence to
suggest that environmental education initiatives aifect changes in learners knowledge or
attitudes” (Rickinson, 2001, p. 268). The majonfyresearch reviewed was quantitative in
nature and often in the form of surveys or pre post experience tests. This homogeneity in
method allowed for information about the learnberg, little understanding of the learning
process. As Rickinson (2001) explained, therevidemce of learning happening, but the
uniformity in methodology allows for little undeestding of how or why.

Because a preponderance of environmental educsttioies were designed to see if
change had occurred, and not why, when some sted@ged lack of knowledge increase after
an environmental education experience this wolwdd te speculation versus empirical
explanations as to the cause. This highlightswdesl for methods to understand the learning
process and not just shifts in measured educatmrabmes.

And yet, the 'if you teach it they will learn' médentinues within contemporary
environmental education. Brody (2005) statesetlaee environmental educators who simply
believe that learning is a “logical outcome” of@mvironmental education experience. He
argues that the empirical evidence to date shoatsethivironmental education experiences in
natural settings do not spontaneously allow fomegy. Thus he provides a theory of learning
in nature, influenced by informal learning theomhich states “meaningful learning is a result of
direct experience(s) over time in which persona social knowledge and value systems are
created through complex cognitive and affectivecpsses” (Brody, 2005, p. 610).

Brody’s theory of learning aligns more closely torent learning and education theory.
It is believed within these disciplines that studesre active participants in their learning and

they bring ideas, beliefs, cultures, and understanahto any learning situation, which will



17

affect what they gain from the experience (Bangdie& Atran, 2007; Bell, Lewenstein,
Shouse, & Feder, 2009; Gutierrez & Rogoff, 2003 rBford, Brown & Cocking, 1999).
Evidence suggests that many environmental educakipariences do allow for learning
or awareness to occur (Rickinson, 2001). Howaves,important to make visible an
assumption that many environmental education pi@wcérs still have, one unfortunately that has
been around since the beginning of environmentata&ibn; that learning is a passive process,
similar for all participants and a natural outcoofi@n environmental education experience.
Assuming all people will gain from an environmergdlcation experience prevents
practitioners from understanding what differentdstots gain from the experience and what

aspects of the program facilitate those gains.

Grades and Standardized Test

Another way in which studies have shown how envirental education experiences
affect knowledge gain, is through grades and wm®tes. Science has often been the discipline
used to teach about the environment and for mardfes the knowledge being tested has been
scientific understanding. However, data have shthat environmental education can
positively affect many different subjects (Liebem& Hoody, 1998; Wheeler, Thumlert,
Glaser, Schoellhamer, & Bartosh, 2007).

Lierberman and Hoody’s (1998) study looked at 4tbsts that used the environment as
an organizing principle for teaching. They foumgdents in 92% of the environmentally
focused schools had better test scores and gnades math, science, social studies, and
creative thinking and communications skills thamsén schools which did not focus their

curriculum around the environment.
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An evaluation on the effect environmental educatiolearning in K-12 students found
in18 of the 20 studies reviewed positive correlaibetween environmental education
participation and academic achievement. Thereavetence of improvement of math and
science skills and partial evidence of increaséueaement in social studies. The studies
consisted of comparison of standardized test sadreshools or students who participated in
environmental programs versus those who did note@ér, et al., 2007).

These studies show positive outcomes from enviromaheducation within multiple
disciplines. However as Wheeler et al. descrilvedies focus on identifying and measuring
changes in students’ performance and behaviordambt identify the specific factors that cause
these observed effects” (p.36). The authors adsarts where future research should focus.

Within environmental education there is genertily belief that the knowledge gain
described above would serve as the springboarcréating environmentally friendly citizens.
The next section will discuss what research hasshabout the correlation between knowledge

and environmental stewardship behavior.

Relation between Knowledge and Behavior

Within early environmental education literature ad®l has existed that knowledge
would directly increase an individual's concernuwttibe natural world, which would then
change the individual’s behavior to be more prokammental. However, research has made
visible the complexities behind behavior changeingerford & Volk (1990) described an earlier
meta-analysis of environmental education reseavhith showed there is not a direct
correlative relationship between knowledge, atgtughd behavior. Instead they created a more

complex model of why people do or do not act ireamironmentally friendly manor, which took
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into account personal and situational factors. dindors called for environmental education to
change instructional focus beyond knowledge dissatiun about ecology or the environment
and instead focus on environmental issues andgpertunity to “develop ownership and
empowerment” (Hungerford & Volk, 1990, p. 17).

A couple of decades later, many theoretical frantés/bad been developed to explain
the gap between having environmental knowledgeaavateness and the lack of
environmentally responsible behavior (Kollmuss &@&gan, 2002). In an attempt to synthesize
a single model from the multidisciplinary modelslampirical studies, Kollmuss & Agyeman
(2002) created a model that incorporated interndlexternal factors and barriers. Knowledge
is only one part of the equation, and they argamesis necessary for awareness and concern,
but more knowledge does not necessarily lead t@ mpi-environmental behavior. Explaining
human behavior is not simple, and one model likalynot incorporate all variables. But what is
important with this model is the acknowledgementhef individuals personal, social, cultural,
economic, and political realities are playing at prapro-environmental behavior.

Twenty years after the Hungerford and Volk artmigiqued the linear knowledge-
attitude-behavior model and argued for its disti@mlich (2010) argues the same model is still
at the center of much environmental education rekeaHeimlich (2010) posits this is why
environmental education is not reaching its godledfavior change or creating a more
sustainable citizenry. By acknowledging the comipyebehind behavior change, environmental
education would have a better chance of reachegntl goal of a more environmentally friendly

citizenry.
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Exposure to Nature

Not unlike the assumption that all environmentalaadion experiences will lead to
learning, there is an implicit belief within envimmental education that if you put humans in
natural settings they will enjoy, learn from, anont to it and ultimately want to protect it.
Research has shown that there are no differencesninection or comfort with nature by race,
ethnicity, or socioeconomic status (SES) with earlg frequent exposure to green space (Strife
& Downey, 2009). However, because of increasednigation youth have decreased access to
natural spaces and there is disparity in accessalog and socioeconomic status (SES)
(Castonguay & Jutras, 2009; Strife & Downey, 2009tudies have shown that natural spaces
and wildlife have different meaning depending onighkorhood characteristics, prior
experience, and the youth’s social and environnhecdatext. Residential environmental
education programs attempt to overcome the deatesmsmess to green space by allowing for an
immersive experience in nature. However, evideswggests that exposure to nature within
residential environmental education programs doefs aiways create a positive feeling or

connection to the natural world.

Experiencing Nature at Home

How do youth experience nature in everyday lifa@ratudies have shown that semi-
natural locations in urban and sub-urban envirortmean be among the most liked and disliked
places for youth. In a study of liked and dislikgdy locations in a poor neighborhood,
researchers gave twenty-eight children ages 7dfiecas to take pictures of their favorite

places. The children were then interviewed abloeit pictures. The places the children liked the
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most were also those disliked the most, which war&s and playgrounds. The youth liked the
space for the opportunity for unstructured plaghatplaygrounds and the presense of vegetation.
The reason for dislike of the same places were Iynattributed to feeling unsafe and perceived
physical or social danger, which included a fealbeing beat up, and encountering broken glass
or syringes (Castonguay & Jutras, 2009).

In an effort to understand how childhood play erperes in wild places affects later
environmental concern, Bixler, Floyd and Hammif@2) surveyed nearly 1800 middle school
students in two separate studies. From thesetltat@searchers created three catagories
depending on where and how frequently the youthigalg Wildland Adventurers (WA), Urban
Adventurers (UA), and Yard Adventurers (YA). TheAWad high play scores in all
environments, UA had a high scores for urban getimd moderate for wildlands, while YA
only had high scores for the yard. The resultsv&ibthat WA had the lowest fear expectancy of
wildlands and desire for modern comforts, follovssdUA and YA (Bixler, Floyd, & Hammitt,
2002). The findings do not provide “even indireapport for the relatioship between childhood
play and mainstream environmentalism” (Bixler, let2002, p. 814), but it did show variance in
desire and comfort in natural spaces based on gxjgosure.

Few studies have tried to understand how the uebdamc minorities experience wild
places or wildlife. A qualitative study by Van Iiger and Nilon (2006) attempted to fill this
gap, and researched how urban African-AmericanLaticio adolescents experience wildlife via
interviews and grounded theory. The authors fatordlitions necessary for connection to
wildlife included positive adult messages aboutlifié, access to and time in urban green
spaces, and participation in variety of positivédiifie activities. These data made visible “the

importance of social and environmenal context watspect to a person’s experience with
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wildlife” and the authors suggest “that it is notrauch the type of activity that is important as it
is the nature (safe, positive, and exciting) aeddiency of the encounters” (Van Velsor & Nilon,
2006, p. 368).

Thus, evidence suggest that comfort or connectiomildlands or wildlife may not occur
automatically for youth with a lack of exposureowever, these studies also suggest that if
youth feel safe, get to spend time in green spacdsatural settings, and have positive adult

messages, this can lead to a desire and a condgfiad m wildlands or around wildlife.

Visiting Nature via Residential Environmental Educdion

One of the strategies used to immerse studentsaitoe has been through residential
environmental education programs. Residentialrenmental education programs are programs
in which students stay overnight for one to seveagis in a park or semi-natural areas usually
devoid of urban amenities. The setting is usaédch about a variety of subjects but there is
often a science focus. These venues serve asaiaiglipossibly first-time experiences in a
natural setting for many students and are placeg¢oact with nature and engage in experiential
learning.

But what do students get from some residentiayanms? Several studies on residential
environmental education programs have shown thdests have an increased connection to
nature in the form of comfort and stewardship atterexperience (Kearney, 2009; Stern,
Powell, & Ardoin, 2008) . Other research foundtatte changes about human dominance and
wildlife for those who attended a residential paygr(Bogner, 2002; Dettmann-Easler & Pease,

1999) while still others have found decreased cotme and an elicitation of fear after a
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residential program (Eagles & Demare, 1999; Jahe’ & Bixler, 2008; Smith-Sebasto &
Cavern, 2009; Smith-Sebasto & Walker, 2005) .

Kearney (2009) reported on the student outcomes afitending a residential program,
using pre and post visit surveys. The author fausdnificant increase in students’ comfort and
interest in nature, and sense of stewardship, edlyethose with low connection before the visit.
This shows promise in terms of demonstrating hoehsxperiences can positively influence
student perceptions and commitments about nature.

Stern et al. (2008) also collected data via pre@sd experience surveys created to
determine if the goals of another residential cating,Great Smoky Mountains Institute in
Tennessee, were being met. He found significasitige increase immediately after an
experience in stewardship, awareness, connectinattoe, and interest in learning. After three
months time, only stewardship and awareness rasutained significantly different from
pretest, highlighting perhaps the need for ongéamgs of engagement and learning.

Bogner (2002) analyzed pre and post program suffeeysfour-day residential
environmental education experience for youth 1160 Data showed significant changes in
attitudes about human dominance over nature aadrgjtnature but no change in conservation
attitudes. The author had found significant changsnservation attitudes in previous studies,
thus he conjectures the lack of change in condervattitudes in this study was due to the
curriculum not emphasizing conservation.

A study of six different residential environmengglucation programs throughout the
Midwest with 1 to 5-day stays collected data vieveys pre, immediately post, and three months
after the experience and compared the resultsrtvalalasses that did not experience the

residential environmental education program butdlassroom environmental education lessons
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(Dettmann-Easler & Pease, 1999). The survey agiesdtions dealing with attitudes toward
wildlife and found significant difference in predpost-test for the experiment group in ten of
eleven factors, while the control group had sigaifit change on five factors. The delayed post-
test showed significant changes remained in eighobthe original ten factors. The residential
environmental education experience seemed to chattigeles about wildlife more so then the
classroom environmental education experience.

However other studies have shown mixed or evetragnresults to those above. For
example, Smith-Sebasto and Cavern (2009) usedhi@rén’s Environmental Response
Inventory (CERI) survey pre and post visit to detiere student’s perceptions on Environmental
Adaptation (respect), Environmental Trust (comfaat)d Pastoralism (affinity). The focus of
the study was to elucidate the effect of pre arst-pteetings bracketing a residential
environmental education experience at the New y&shool of Conservation. The authors
found only a significant increase in Environmemtdhaptation (respect) for students who
experience a pre and post event follow-up meetif@gs.all groups Pastorialism scores (affinity)
decreased, but not significantly. The authorsrized that the decrease in affinity was due to
“naive” concepts about being in nature and notrdaproper dress.

In qualitative analysis of environmental educaticexperiences, students’ safety
concerns have also been noted. Smith-Sebasto atiiN2005) asked 2779 student
participants what was most meaningful, most confyisand what they would like to learn more
about after attending New Jersey School of Consiervarogram. From the results 5 main
categories emerged: Safety, recreational-physatalies, scientific, social, and trip defined as
phenomena related to the purpose of the prograafetydwas by far the most mentioned when

asked about the most meaningful aspect of experiemen though it was only twelve percent of
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curriculum. Next most meaningful was social, falexd by scientific, and then recreational. The
authors noted that making students feel safe deeildl maximize the learning.

Eagles and Denmare (1999) found no statisticaifssgnt changes in pre or post-survey
results in ecological or moral attitudes Sf@raders after attending a weeklong residential
environmental education experience. The authostupaded the lack of significant change was
due to students entering the residential environateaucation experience with moderately high
moral and ecological attitudes. The authors atdedha previous study of the same curriculum
which did not find change in students ecologicainmral attitudes, and thus implicated the
curriculum as part of the ineffectualness (Eagld3einare, 1999).

An ethnographic study of 20 “gifted™4and %" graders tried to describe the “children’s
lived experiences” during a 3-day residential emvmental educational program (J. J. James &
Bixler, 2008). From their domain analysis sevénaines emerged: the importance of
unstructured interaction, social interactions, pacteption of choice. The authors noted that
concerns for personal welfare showed up in studgotirnals and letters to the next class and
informal discussions with each other.

Thus, findings regarding the effect of exposuradtural spaces via the immersive
experience of residential environmental educatimgm@ms and increased connection to nature
have been mixed. Some programs saw increased damfbdesire for stewardship while
others saw decreased connection or fear of thealatorld. These results helps dispel the
belief that that exposure to the natural worldxgezienced the same for all individuals and will

automatically lead to changes in attitudes, bel@fsl connection to the natural world.

Environmental Education and Non-Dominant Populatiors
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Early research on racial diversity and environrakatiucation in the 1970’s and 80’s
focused on underrepresentation of people of cadorgunatural areas or national parks. The
theories that arose were the Marginality Theoryicwlascribes the difference in participation
rates due to “historical and ongoing discriminatiand the Ethnicity Theory which explains
difference in participation as a reflection of diént values and norms (James, 2003). This early
research attempted to explain the difference itigpation rates but did little to change it.

Lewis and James (1995) called for an increasaadfision of diverse voices into the
environmental education agenda, which historidadlg been dominated by members of the
White, middle-class. The authors argued that thezanultiple misconceptions in
environmental education, including a belief in aersal appeal of environmental education
programs and subject matter. They recommend itag@rograms to meet the needs and
interests of the audience and expanding the fotaawaronmental education beyond
environmental issues, to include social and palitissues.

This lack of inclusion of diverse voices has namathant people from environmental
education who are most affected by environmentgiatiation and least likely to experience the
benefits of exposure to the natural world (Gras&g&eman, 2002; Strife & Downey, 2009). A
compelling argument has been made that the “lackle¥ant and culturally inherent
environmental education resources to low incomildm, and schools serving children of
color” makes this a social justice issue (Grassgéman, 2002, p. 2).

Another way environmental education has beenilgihas been its narrow focus on
preserving natural areas at the exclusion of isefieavironmental justice (Grass & Agyeman,
2002). Environmental justice brings with it so@ald economic issues and is the auspices under

which many diverse voices have fought for humarstha environment. Environmental
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education’s limited focus on environmental protactnd preserving spaces least affected by
human actions, served to exclude populations nifestted by negative environmental

conditions in urban settings (Grass & Agyeman, 2@féfe & Downey, 2009).

Incorporating Culture and Lived Realities in Environmental Education

The incorporation or recognition of the studeatsture and lived realities has the
potential to make environmental education expeaemaore relevant and empowering for all
students, especially those from non-dominant pajpms. A recent study found that students
environmental education experience differs depanpdmstudents lived experiences and
encountered narratives. In an ethnographic stiitlyamstudent groups with an environmental
focus, it was found that “the prevailing narrativéppression and privilege permeate
environmental education” (Tzou, Scalone, & Bell1@0p. 117). The exclusion of non-
dominant students lived realities helped perpetthae direct and indirect oppression within the
environmental education experience. The auth@gusearyouth need to be able to question the
“culture of power” and take action based on theaus and desires (Tzou, et al., 2010).

Culture also determines how we interact with tariral world. In a study of how
individuals from two rural populations and an urlpapulation understood and interacted with
nature, Bang et al. (2007) found a difference betwte rural Menominee children, rural
European American children, and urban childrene 3tudy found that the ecological reasoning
was common even among the youngest Menominee ehjldut not found in rural European
Americans or urban children. That meant the Mememichildren saw humans and themselves
as part of the ecological structure, versus therathildren who saw humans above ecology and
more than animals. The authors note, "both culimeexperience affect children's

anthropocentrism and propensity for ecologicaloaag)” (p. 13869).
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Kahn (1999) conducted a study to understand wietruyouth thought about and valued
in the natural world. He also explored in thisdstwhat environmental issues youth were aware
of, discussed and acted upon. Kahn interviewedrm in 1st, 3rd, and 5th grades and found
that the youth knew about air and water pollutiod btter. However the children were less
likely to believe that such issues affected thay. cHe explained this was because of
"generational environmental amnesia”, a human preipeto assume the properties of the
environment we are surrounded by are 'natural'sangly how things should be. He argued that
urban children will assume the environmental degfiad they know is natural. Thus the lived
reality of the urban environment becomes their mesmsf nature and natural (Kahn, 1999).

Research has shown that environmental educatiobea place of empowerment if used
as a venue to give students voice and to facildgatn, especially within their community.
Sadeh (2006) conducted a study which created &uolunm within a science classroom of low-
SES, African Americans and Latino’s utilized thedsnts' “personal and cultural knowledge”
and tied the curriculum to environmental and commtyuasues. Findings from this study
showed that students brought knowledge to scielass,dranslated it into their own language,
and became empowered and more educated aboutlbgebnmental issues (Sadeh, 2006).

The assumptions within mainstream environmentatation discussed previously
include a belief that all environmental educati@peziences would lead to learning, be
experienced similarly by different students, arat #tnowledge would lead to behavior change.
These assumptions have prevented environmentahdudrom evolving to be more inclusive
because they have at their foundation the belieésshmmogenous population and experience
within environmental education (Lewis & James, 199bhese prevailing assumptions have also

been buttressed by a history of somewhat unifosearch methods. It has been argued that
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research methodologies within environmental edanatiay be contributing to keeping out
voices beyond those of the dominant culture (Agyer2803; James, 2003). More culturally
congruent research methods are called for withuirenmental education, as the failure to
facilitate cultural diversity within the discipline tantamount to silencing the voices that need to
be heard the most (Agyeman, 2003; James, 2003).

The following studies presented in chapters 2ugho4, attempt to fill gaps in the
research literature, and address the above conbgnndizing a research methodology which
focuses on individuals experience and context.s@élstudies take into account how individual's
background, cultures, and lived realities intexgith the context of a residential environmental
education program. Many of the participants aof fiiogram belong to groups underserved in
the past by environmental education, and hopeth#ge studies serve as a venue for their voices

to be heard.
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Chapter 2

How Youth Engage with the Natural World during a Residential Environmental

Education Program

Introduction

The understanding that an individual's prior krexaige, experience and context would
affect how they experience an environmental edacgirogram may seem intuitive. However,
as shown in Chapter 1, a tacit assumption of mamy@mental education programs has been
that participants will enjoy, bond to, and ultimgteant to protect the natural setting they are
exposed to and that learning is a natural outcdnedy, 2005). Learning scientists and
multicultural education theorists argue that theagl beliefs, culture, and understandings that
student's bring to a learning situation and thenieg environment itself affects their learning
experience and thus outcomes (Banks, et al., 2B0#errez & Rogoff, 2003). Thus, itis
important to understand in this learning context/hloe process and experiences differs across
individuals and cultures. For purposes of thigaesh, | define culture as “shared routines,
practices and beliefs” that are passed on throughan social interactions. Consistent with
previous literature, | also recognize and that pebpve multiple cultural identities, and there
are a diversity of ways of being within all cultbc@ammunities (Lee, 2008). This understanding
will allow learning environments to be customized the interests and backgrounds of particular
cultural groups.

It is also understood that informal settings arhing science, such as environmental

education programs, can be important spaces forichhls from marginalized groups, as it
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provides a venue for increasing interest and itiemtisciences (Bell, Lewenstein, Shouse, &
Feder, 2009). To date, no residential environmeuacation programs have examined how
students’ learning experiences differ using anagiohl framework on learning. The purpose of

this chapter is to address the following researastjons using an ecological framework:

How do the experiences of students differ durifigday residential environmental
education program?ow do student’s prior knowledge and experiencé wéture

affect their connection to the environment?

This research adds to educational discipline aadrtbs by providing a new understanding how

individuals experience and engage during a resalestivironmental educational program.

Environmental Learning from an Ecological Perspedte

There is a movement in education research thaséscan learning in informal settings,
towards the use of an “ecological framework” onrtéag. This framework takes into account
“cognitive, social and cultural learning procesard outcomes that are shaped by distinctive
features of particular settings, learner motivatiand backgrounds, and associated learning
expectations” (Bell, et al., 2009, p. 31). To dabtes comprehensive ecological framework has
not been applied to a residential environmentatation program.

Most environmental education and residential emvitental education research fails also
to recognize participants’ sociocultural contextl &ilow that context affects learning, experience
and outcomes. Carol Lee (2008) has argued thatameot articulate a generative and robust
science of learning and development without expéittention to the diversity of the human
experience” (p. 272). Lee suggests that for éog Iculture was equated with ethnicity and that

there has been an assumption of homogeneity wethitnral communities. Culture instead
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should be seen as “shared routines, practicesermeddj that are passed on and that people have
multiple cultural identities. There are, in otharrds, a diversity of ways of being within all
cultural communities (Gutierrez & Rogoff, 2003; L.2e08) . Lee (2008) calls for learning
theories which acknowledge the complexity of cdtand recognize that learning goes beyond
cognitive acquisition and includes social and eoral dimensions and identity formations.

This study uses Lee’s definition to operationatiméture, while acknowledging every individual

has multiple cultural identities.

Theoretical Framework

The theoretical framework for this study draws mpoevious theory and research that
focuses on the diversity of students’ learning eigmees and how diverse learning experiences
relate to student's backgrounds and motivatiortgdedits’ prior experience and knowledge of
the natural world enhances their likelihood foriemmmental connection (R. D. Bixler, Floyd, &
Hammitt, 2002; Kollmuss & Agyeman, 2002; Strife &W®ney, 2009). Environmental
connection in this study is defined as a desimengage in and steward the natural environment.
Knowledge and experience are also considered immopredictors of learning in informal
settings and influential on identity formation (Belt al., 2009; J. Falk & Storksdieck, 2005).
While this chapter focuses on the diversity of stud’ learning experiences, chapters 3 and 4
will focus on changes in identity, interest, anelgrdship after the residential environmental
education experience (chapter 3), and the intenagtdf participants’ culture and lived realties
with their program experience (chapter 4).

Within environmental education literature and piagtthere has been the lack of

inclusiveness of marginalized populations (Lewida&nes, 1995). Therefore, critical theory
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informs the theoretical framework of this stud@ritical theory within education is focused on
social inequities that are reflected and reprodweaightin educational institutions (Guba &
Lincoln, 1994). The critical theory view of envmmental education highlights practices and
assumptions based on White, middle class valuess@& Agyeman, 2002), pedagogy focused
on transmission of knowledge, and an assumptiarethatudents will experience programs the
same way (Stevenson & Dillon, 2010).

Additionally, historically environmental educatibas overwhelmingly used quantitative
methods to determine if learning outcomes or chaihg&e occurred. As seen in meta-analysis
of environmental education research, most studeze wesigned in the positivist tradition, and
often demonstrated learning or changes occurreel sfudy designs, however, did not allow for
an understanding how or why learning happenedt(&atolan, 1999; Rickinson, 2001).

These historical characteristics of environmentialoation have prevented the
incorporation of voices from non-dominant populasionto the discipline. This is largely due to
the lack of consideration how race, class, and geplay a part in environmental issues. It has
also denied non-dominant voices , by ignoring thetexts from which learners come and by
narrowly focusing on preservation of natural plaaed not on environmental justice issues
(Grass & Agyeman, 2002; Lewis & James, 1995).

Scholars have incriminated the behaviorist, obyesttfocus of environmental education
pedagogy and research as contributing to the laskaress of environmental education in
attaining outcomes, goals, and incorporating devexsces (Agyeman, 2003; K. James, 2003;
Stevenson & Dillon, 2010). According to these dalg) to achieve education equity within
environmental education, pedagogy and researchchasge. Some of the changes necessary

are the expansion of the definition of learningytobeyond just cognitive understanding and to
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include interest, engagement, and identity witheéhvironment and the recognition of the social

and cultural dimensions of learning (Aguilar, Wab&, & Zajicek, 2008; Banks, et al., 2007,

Bell, et al., 2009; Lee, 2008).

Table 1.

Interaction of Critical Theory Framework and Ecgloal Learning Framework with
Research Methodology and Methods

Critical Theory

Ecological Framework Research

of Learning

Methodology

Research Methods

Definition

Critique of social
inequities reproduced

within education

Learners previous
experience and
knowledge interact
with setting to create
cognitive, social, and

cultural outcomes

Environmental

Critique of lack of
inclusiveness of EE.
Lack of inclusion of
environmental justice

issues. Homogeneity

Oversimplification of
learning as cognitive;
Lack of recognition of

the socio-cultural

Education of methodology. factors in learning
Understanding how o
. ] . Participant
Critical Design what students bring to
) Observation, Artifact
Ethnography- an REE experience _ _
How Theory-informed Review, Voluntary
research to affects what they get _ _ _ o
Frameworks _ o Educational Design, | Video Diaries, and
understand and from it; Examining .
Informs this ) . Ethnography and Semi-structured
improve experience | strands of o _ _
Research Qualitative Research | interviews

of youth from non-

learning=identity and
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dominant cultures interest

Research Design: Methods, Data and Analysis

This case study involved evaluating learning exgrexés and outcomes of students who
engaged in this unique residential environmentatation program. Data were collected over 2
years of participation in this program. A variefyethnographic, qualitative research techniques
were used including; participant observation, viden video diaries, data mining of student

artifacts, and post experience semi-structuredvraes (Table 1).

The Residential National Park Program:

This five-day and four-night Residential Environmted Education (REE) program
occurred in Yellowstone National Park located wtifferent state from where the participants
lived. All of the participants attended a regioo@immunity youth organization situated in a
medium sized city in the Pacific Northwest. Thenoounity youth organization clubs are also
located outside of the city and extend into theusiib and more rural, residential settings.
Annually, twenty-one children were chosen by staéimbers of the organization to be flown to
Yellowstone National Park and attend the progr&wour field trips that occurred prior to the
REE experience; these focused on: showing thecpaatits how to observe animals safely; team
building; hiking and plant observation. The fiéfighs also served as a time for the families,
chaperones, and instructors to meet, get an owewi¢he program, answer questions and

alleviate fears.
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The program is a partnership created by donorssehght to provide a residential

environmental education experience for youth ri@l{i to visit Yellowstone National Park. The

program was on its fifth year during the last yefthis study. Other stakeholders, besides the

community youth organization, includes a non-profganization which provides the

curriculum, transportation and accommodations@ptrk. The National Park staff provided

the culminating experience of the youth earning r@eiving their junior ranger badge. The

involvement and interest of the National Park stathe program increased over the two-year

study. The multiple stakeholders involved havéedent, yet overlapping goals for the

participants. Below is a table of goals which eliéint stakeholders have discussed with me, but

may not include all of the stakeholder goals.

Table 2

The Goals of Stakeholders of the Residential NatiBark Program

Personal Change in
Stakeholders Education Development Stewardship ldentity
Providing
inspirational .
- . o : Allowing for
Prowdl_ng immersion in | Environmental a “life-
Donors gducatlpna! . Yelllowstone awareness and changing”
immersion in this | National Park | encouragement of event
National Park leading to stewardship
personal
empowerment
Community Provide an
Youth oppp_rtunlty for
Organization positive youth
development
Curriculum Increase Create desire and
providers knowledge of park ability to defend the
affiliated with ecology, geology, existence of the
National Park and natural history National Park
Creating future S(;ﬁ{rjluelzgon of
National Park environmental
underserved

leaders

youth to
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National Park
system
Understand how
REE experience
can engage Understand if
students from Understand if | experience affects | Understand if
Researcher underserved experience youth's desire to experience
populations in affects how protect natural leads to
science, the naturalyouth feel world interest or
world, and connected to identity
education natural world changes

Chaperones consisted of five staff from the comitgyouth organization and myself.
One staff person was in charge of organizing thestas, while the others helped with pre-field
trips and supervising the youth during the trip.tHe first year of this study a new staff person
took charge of the program right before the redideanvironmental education experience.
There was also a change over in chaperones each yea

The resident experts from the non-profit orgammeaaffiliated with the park, provided
the curriculum during the program. The curricdtasus of the program was on the geology,
ecology, and natural history of the park. The gmefocus of each lesson depended upon the
instructor’s passion and knowledge. At the corthefcurriculum is a description of the history
and present condition of the biotic and abioticauindings.

Each participant was given a digital camera wihery arrived and was tasked with using
one of the pictures at the end of the trip to anghg the park should be protected. Protection of
place was the central theme while showing the gpénts the wonders and wildlife that

inhabited in the park.
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Evolution of Researcher Positionality:

My position as participant observer evolved oveeti Originally the chaperones and |
believed | would sporadically help out when needed,| would spend a majority of my time
quietly observing the participants and taking notdswever, during the first year, | took on
more of a chaperone role out of organizational s&itgand a desire to help and to be seen as an
asset not a burden. Also, because | was seveasd pider than the other chaperones, most
youth and some parents assumed supervision waefpast role. By the second year, there was
one less female staff, who was responsible for ic@pkhus each chaperone had increased food-
related duties and additional responsibilitiesludmg myself. During the second year | also led
one of the pre-trips, which previously involvedihiin a local park. | evolved it into a treasure

hunt for local plants in the same park.

Participants and Setting:

The patrticipants chosen to attend this progranewsually 11 years old and entering 6th
grade in the upcoming academic year. For mosta# their transition summer into middle
school, for others they had another year untilguhigh. The participants were from diverse
ethnic and socio-economic backgrounds. One o$éhection criteria for participation was that
the children chosen who would likely never visitfge/stone National Park without this
program.

During both years of this study, last minute siibgons of participants were required.

Two were due to participants getting in troublelvtie community youth organization and thus
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a revoking of their option to go. A third was doea family custody dispute. Another
participant's legal guardian passed away a weekddfe trip, thus temporary custody had to be
determined in order for her to go on the trip. Jdkast minute changes speak to the complexity
of the participant's lives.

Yellowstone National Park consists of several #ama square-miles of mostly
undeveloped land in a mountainous region. Thserites, like all National Parks, as a vestige of
land minimally impacted by human development. Etisws for habitat for several large
mammals that need large undisturbed spaces ambafeund in many other places in this
country. The park is at an altitude several thoddaet above where the youth participants live,
which required some acclimation. The parks unigu@a and geology attracts visitors from all
over the world.

The first summer, participants stayed in rustigigga in groups of 2-4 in a remote area of
the park. The restrooms were located in anothibdibg and bison were known to roam through
the cabin area. Exterior lights did not existsthiue participants had to use flashlights to walk
from their cabins to the bathrooms, and often tolelasure in scaring each other by saying that
they saw bear or a bison while they journeyed éoréstroom. The people in charge of the
cabins were not used to having a large group dfliem in that space. There were many rules,
and the children were oriented to them the first da

In the second year of this study the participataged in houses right outside the park
and near a town. This mitigated the participdiets of the dark and wandering bison.
Proximity to town allowed the group to purchase@igs and provided security in case there

was a medical emergency. The houses were largacinmodating, and there was one house
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for the male participants, one for the female paréints, and a third for chaperones. Each night

one of the chaperones stayed in each of the housa® participants stayed.

Research Findings

The entirety of data collected, including partarp observations, artifact review, and
interviews were processed to understand how yotbkreenced the residential program. Data
consisted of approximately 150 hours of participalsgervation which includes pre-trip events
and the 5-day residential program over two yeausifacts were also collected which included
thank you cards, photos taken by participants aainvary video journals the participant at
Yellowstone. Seven participants from each yeat®d were interviewed 9-19 months after the
residential program. Video journals and intervievese all transcribed and thank you cards and
pictures were reviewed and categorized.

Participant observation notes and the transcijitn@chals and interviews were all coded
and recoded as an iterative process. The codddwas distilled into themes or constructs via
rereading data and looking for recurring conceptsi@as, and finding within the data support
for the themes (DeWalt & DeWalt, 2002). As therdeseloped, new data were compared to
those themes. Analytical memos were created flentoded material describing how patterns
fit together, while continuing to look within thet for inconsistencies (Merriam, 1998). This
process allowed for a refining of categories onths into key concepts and integration or
development of less developed constructs, evegtagdhting a relational understanding of
constructs to each other and students residemvaosmmental education experience (Fetterman,
2010). A “constant validity check” occurred duriagalysis which involved looking for

consistencies among students, checking betweenwdsabbserved and what students said,
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examining evidence that does not support conclgsiand developing alternative explanations
(DeWalt & DeWalt, 2002). To facilitate the idemtdition of patterns and the creation of themes
database software, NVivo, was used for data manageamd analysis. The software was used
for coding, retrieving, reviewing, and managingad@etterman, 2010).

What emerged were three distinct types of expeegior types of engagement. |
describe the experience of two participants in egolp for readers to understand the
boundaries of the groupings and how they diffene @mount of data available about each
individual varied depending on several factorsedéinclude how much time we spent on the
same bus together; whether participants were maigomg or willing to share their ideas with
me; and whether they chose to participate in tdewjournals or post experience semi-
structured interview. Below is a list of each mapant with demographic characteristics and
what data was available to describe their expeei€mable 3).

Educational researchers have studied how studeetact with subject matter, their
peers, and classroom objects designed to facilgat@ing, such as labs, demonstrations, and
living organisms. There is recognition among etiocal researchers that students’ interactions
and experiences within traditional classroom sgstiwill affect aspects of their learning. In
informal settings, a Contextual Model of Learnpasits that there is a "never-ending dialogue
between the individual and his or her physical smclocultural environment” (J. H. Falk &
Dierking, 2000). Thus researchers have tried toatishow individuals interactions with and
within the context of informal settings affects ests of learning (Bell, et al., 2009; J. Falk &
Storksdieck, 2005; John H. Falk, Heimlich, & Bronkant, 2008). Yet, until now, there has not
been an empirical evaluation of participants’ exg@es within the unique learning environment

created during a Residential Environmental Eduogtimgram. Within a residential program
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the classroom, the curriculum and objects for destration are provided by the natural
surroundings. Below are the findings on how paréints of this REE program interacted with
the natural world and with each other.

Three distinct patterns of interactions emergdtiiwithe data: (a) those who engaged
with nature, (b) those who visited and viewed ratand (c) those who engaged with other
participants. The first group was the smallesugr which was those who engaged with the
natural world. Over the two years this study wasdticted, only a few students stood out as
being consistently and primarily engaged with tagural world during their experience. Most
participants fell into the second group, those wieoe engaged with the uniqueness of the park
and were there to see and "visit" nature. A thmalp consisted of youth primarily focused on
social interactions with other program participarfsnally, some participants’ experiences are
neither categorized nor included in this chapter guinsufficient data.

In the following sections the experiences of twdividuals who exemplify each group
are described with vignettes and their own words (Bable 3 for an overview). The individuals
used as examples to differentiate the groups wersen because there were several data sources
in which to triangulate. There was not an a priiermination of an individual to focus on for a
case study. Instead the individual exemplarswilese used clearly fit within the parameters
defining the groups.

To understand if prior knowledge and experiendéi@eémced how individuals were
interacting with the natural world, as found in\poeis literature, | describe what was known of
the exemplars prior knowledge and experiences.uiierstanding of participants' prior
knowledge and experience varied, as previouslyhatepending on what was shared during the

program or if they participated in the post-expeceinterview where questions focused on
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those variables. Differences existed between graumgl are described below. Patterns of

interactions found among the program participaresaa follows:

EngagingParticipants focused energy in understanding aethg and experiencing the natural
world. They made connections to prior experiencesunderstandings. They came with prior

knowledge and experience, interest or identityhariatural world.

Viewing/Visiting-Participants observed their surroundings, but #taral world was an item to

view versus something connected to prior interestdentity. Prior knowledge varied
considerably, but experience tended to be lowa8dnal interests in natural world was

sometimes created.

SocializingParticipants noticed surroundings but the natwald served as a setting for

socializing with friends. They came with strongisbidentity or interest.

Table 3

Participants Demographic Characteristics and Datau&es Used to Describe Experiences

Group and
Participant Demographics Data Sources
ENGAGING
Participant Observation, Artifact
Kai Caucasian Male Review, Video Journal
Adam African American Male Participant Observation, Artifact

Review, Video Journal, Post-
experience interview

VISITING/VIEWING Participant Observation, Artifact

African American Review, Post-experience interview
Adela

Female
Participant Observation, Artifact
Marco Caucasian Male Review, Video Journal, Post-

experience interview
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SOCIALIZING
Participant Observation, Artifact
African American Review, Video Journal, Post-
Ursula . . :
Female experience interview
Tammy Caucasian Female Participant Observation, Artifact
Review, Video Journal, Post-
experience interview

Engaging in the Natural World: "It's Just Amazing"

Consistent with previous research, data analysbsate that the participants most
engaged with the natural surroundings of the patewhose who arrived at the program with
significant prior knowledge and experience with tla¢ural world. These participants’ interest
and identities were tied to the natural world azmhing. Prior studies have shown similarly
that youths' perceptions and connections to nagjpates and wildlife is influenced by prior
experience (R. D. Bixler, et al., 2002) and therial and environmental context (Castonguay &

Jutras, 2009; Van Velsor & Nilon, 2006).

Kai's experience: In awe of the park

Kai, a Caucasian male, attended the communityhyorganization club in a smaller
suburban community. He was a quiet participangiblenot seek group attention but would often
engage one on one with staff and other studenéscarhe to the program with experience being
in semi-pristine environments, as he comparedahddcape of the park to the "open skies" he
had seen on previous family hunting trips. He &ismught knowledge about the natural world

and answered naturalist questions asked by thie $iafwould also share what he knew with
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others, including myself. Kai stood out during participant observation, as never complaining
about hiking, bugs, or being in natural placesaad often expressing his wonder towards the
landscape and his excitement about being thereapdeared genuinely fascinated and
enamored with being in and learning more abouptr&. Kai was unique in that he came to the
residential program with a strong prior interes¥ellowstone. In his thank you card to the
donors he wrote "It has been my dream to comediece 3rd grade"”. Kai also had a connection
to science as his future career was to be a mharhegist or musician.

According to the Hidi and Renninger (2006) modahterest development, student's
initial level of interest has a profound effectlearning, attention, and goal setting. The authors
define a four phase model of interest, which inekidriggered situational interest stimulated by
external context; maintained situational interelitalv is sustained by the individual; emerging
individual interest in which the individual seelepeated engagement; and well-developed
individual interest where the individual re-engagesr time (Hidi & Renninger, 2006). Kai
arrived at the residential program with a well-deped individual interest in the park. The
context of the residential program allowed himdmforce his positive feelings and gain more

knowledge and connection to place.

| nterest and wonderment of the park

Hidi and Harackiewicz (2000) argued that studentk a prior interest in a subject will
demonstrate more attention toward the subjectyanjeracting with the subject, and learn more
than students without the same level of intereat.&frived with a high interest level in the park,

which led to a sense of wonderment while he intethand also a desire to learn more about it.
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Many other participants were focused on seeiegifip animals or features of the park
while there, Kai appeared enamored with the bitupé; the whole park. During his video
journal on the third day of the program, Kai haabad time picking out a favorite experience
from his time in the park, because it all has Begnazing”. He settled on the "sights," which
for Kai, like many of the participants, referred the world renowned features of the park. Kai
described his favorite experience to date as beingvhen you're on a hill and look down to
this valley and it's just beautiful.” That morgithey had been up early looking for wolves, but
did not see any. Instead of focusing on what dendt see he noted instead the beautiful
surroundings he experienced.

Yeah, we went spotting with scopes to look for veslvWVe didn’t have any luck, but |

don't regret it. It was really beautiful. Becauwgewere at the top of this hill and just
looking down into this valley.

Other evidence of Kai's love of landscape and pleas found in his pictures. Each participant
was given a camera and was allowed to take 50rp&tone of which they would use to argue
for preserving the park. Kai chose to take monelsgape pictures, without a specific geological
or biological feature centered in the picture, thewst other participants (11 out of 50 total
pictures). The only other thing he had more p&stuwf was thermal features (12 out of 50) and
the next most frequent was animals (9 out of 50).

During his video journal, Kai was asked what heulddell a person who had never been
to the park. His answer again showed his amazeai¢hé park, and also how he interacted
with the park via multiple senses and through liegyn

If you have a chance to go, just hop at it. JostYgpu won't regret it. It's just amazing.

The things you see. The stuff you learn. The thiygu smell— everything. It’s just

amazing.

Kai also tried to share his interest and exciterbgrencouraging others to engage and

experience nature, as you will read about in thegpter's description of Apollo's experience.



52

Kai arrived with a strong connection to the paelading to an experience filled with awe
and even a stronger connection to place. For rfa@iymotivations to visit a national park is to
see certain animals that inhabit the park or festunique to the park. For Kai, the park as a

whole was what he found inspiring.

| dentity and knowledge gain

During participant observation, Kai's interactice®emed to be motivated by his interest
in learning. He was often answering naturaliststjoe@s posed by the instructors, and many of
our interactions centered around him explainingiéowhat he learned or knew about the natural
world. He socialized with other boys, mainly i@mmate, me and other chaperones. He also
tried to motivate others to experience the parkmy participant observation notes there is an
instance when Kai tries to motivate one of theipgidnts who was not comfortable interacting
with the natural world.

| also found some buffalo hair and Kai some elk,hahich we brought back to

the group. The buffalo hair was much softer thardected, all the kids willingly

touched it except Apollo who was coaxed into itday saying he may never have

the chance again.

Kai never explained to me his connection to dgitone, or why he had wanted to visit
since third grade. He had a familial connectiothveing in the natural world, via hunting trips
and a strong interest in understanding the natwdd. His knowledge of the natural world
appeared to be tied to his identity and possilibtee to his desire to be a marine biologist in his
future career, which explained to me during thegpam. Identity is an important motivator for

learning and engagement and may explain Kai's doivearn more and tie what he learned to

previous knowledge.
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During his video journal, Kai used a large parthef time to record what he had learned
about the sites he had seen that day. His vidgogbwas made with his friend, and they were
asked to talk about their favorite experiences,twiinay would tell someone who had not visited
the park, and if there was anything else they whtddalk about. Kai explained what they
learned that day, but also described multiple tetdiout the history of where they were staying
in the park.

My participant observation field notes show hinmiuag to share both his excitement
over an experience and the knowledge he broughetprogram.

As we were walking back from our hike to a woldes, Kai walking next to me declares

"that was awesome.” He shared his reflectiontherelk skull we had just encountered

and informed me that "moss is a good to stars fanred Native people used dung to burn
in the grass lands."

He took pride in the knowledge brought to the paogand the knowledge gained. He
recognized his accomplishment of completing thenausting academic exercise, the Junior
Ranger sheets and receiving a Junior Ranger bdddes thank you card he wrote, "I came here
with vast knowledge but came back as a Junior Range

At the end of the trip, he was contemplative amgbssed how fast the time had gone.
He thought it was “sad it will be awhile until I @@ back”. The instructor said he could come
back and work at the park after high school. Kavpusly expressed his desire to be a
musician and/or a marine biologist when he grew Hpwever, by the end of the trip he was
contemplating a career change and was considegicgniing a park ranger instead.

His growing connection to place also led Kai tieret on how the residential program
could help save the park in the future. He sharedhoughts with me during a hike.

This is good to get people to know about Yellamst so if in the future
people like want to destroy it we can vote against
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The level of engagement that Kai exhibited inghek was higher than most other
participants. His prior knowledge and experieramlitated a level of comfort and curiosity in
the natural world that led to an engagement anddewnent level that many environmental
educators would hope all participants experierdis. identity as knowledgeable about the
natural world also appeared to be a motivatorao@nd engage. The positive program
experience appeared to facilitate a shift in hentdy as he contemplated a change in his future

career goals to become a park ranger.

Adam's Experience: Engaging with the Small Things

Adam, an African American male, attended one efdabmmunity youth organization
clubs in the more affluent section of the mediumedicity. He was a very curious and observant
participant, often paying attention to things tbtters did not see. Adam interacted mostly with
his cabin mates and chaperones, and his lackeressitin socializing was evidenced by his lack
of knowledge of most other participants' namesheyand of the experience. Adam arrived with
a great deal of prior knowledge of animals, mas®if taught as he is a voracious reader and
very interested in animals. Adam also could answeny of the questions posed during the trip
about the ecology and roles of animals in the systele had experience being outdoors and had
spent a lot of time in his own yard observing arigvaand had been on family hikes.

One of Adam'’s identities is as a storyteller, hisdfuture career goal is to be a story
board writer. During the residential environmemdlcation program, Adam used a story he
created to describe and share his knowledge aretierges. He created a story from a
reflection exercise. The exercise involved desaglyour surroundings with all your senses,

which Adam had done not as himself but as a widé. mentioned the story during the video
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journal, and said he did not want to share it asg undone. | asked if | could see it when it
was done. On the last night, | was busy with liiggsand another chaperone pointed out Adam
was hanging around to share the story with me. nidpiet before a chaperone had become sick
and required a visit to the hospital for medic&mttion. Adam's story had the chaperone as a
wolf pack member who had gone missing after getinl, but gets better and returns to the
pack. Adam was able to express himself with lesystwhich also may have served to channel

any anxiety he had about a "pack member" being sick

Curious about the small things

Adam seemed to be drawn to the small mammalsressatis, things most other
participants did not notice unless they invadedt fersonal space. He came with an interest
and knowledge of animals, but the small animalblged his interest and attention. On the third
day of the program Adam'’s created a video jourhld.did not focus on sights that the park is
known for nor the megafauna. Instead, he refleotethe hike they took that day, and how he
was worried about it prior to going, but thoughiveis "pretty fun". He saw a coyote that day
which he mentions in passing "l saw a coyote asall a whole bunch of other stuff”, and
spends more time describing a clicking beetle anthrthat landed on him and was "tasting
him" and the large amount of animal scat he had.seke also described how he had help
learning how to identify a squirrel, and that theses mouse in front of his cabin that he also
wanted to identify. His advice to others was, "Yahwuld come here”. Adam used his video
journal to talk about the things that were drawhigattention, the small things, in this case
insects and small mammals, and his interactionis th#ém. These interactions did not seem to
create a sense of awe, but they did increase hisstty and desire to interact and understand

these small animals more.
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The foci of Adam's pictures were also on smahgki The subjects he had the most
pictures of were small mammals and an insect totad of 5 out of 24, and the next most
frequent picture was of hot springs (4 out of 2H)s focus remained on the smaller creatures
throughout the program and during the last dayshafing out. When most participants used
pictures of mega-fauna and unique geological featto argue for the protection of the park,
Adam used a picture of chipmunk, noting “if yowddittle things and life you should protect
this park”. Adam used the organisms that grabledttention and interest the most, as the

reason to preserve the national park.

I nterest-driven learning

Using Hidi and Renninger's (2006) four-phasesitdrest, Adam came to the residential
program with a well developed individual intergsanimals’ natural history, but the experience
may have created a situational interest in smathmals. This led him to spending his free time
and energy trying to see, photograph, and determasmall mammal identification books what
he had discovered.

During free time one evening, Adam asked me theenainthe ground squirrels he had
seen around the cabins. | was not sure of theepaame, so | showed him the mammal
identification books in the lodge and how to usenth Using the books, he made an educated
guess to what he had seen, and had the identifyroea by the instructor. The first animal
Adam tried to identify were fairly common place and the cabins, and were noticed by many
of the other participants. No other students, yokmowledge put in the same effort to determine
what they were. It is unclear to me what was betdidam's interest in identifying the small

mammals. Possible reasons range from his destmeéde new knowledge, understand his
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environment more, or to utilize the identificatibooks/tools he was shown to take on an expert
role.

As is indicated by his pictures, Adam did not jugtand identify the ubiquitous small
mammals, it appears he also spent time activekihgofor and photographing other small
mammals in order to identify them. This self-dieztlearning and attention towards animals
that were not the focus of the curriculum was uaiguAdam. His focus may have been driven
by a situational interest in small mammals that eraated during the residential program. His
identity as being knowledgeable about animals hese also motivated his desire to see and
know about these less seen or discussed animals.

Another example of Adam's self directed interadiwvith the park happened early in the
morning on the final day at the park. Adam andtlagioparticipant proactively took out a
spotting scope to see what wildlife existed infialel nearby. They spotted a grizzly bear
wondering through the meadow. An instructor haghgbe movement with her own eyes and
went to get a spotting scope for others to see vi&s pleased to find that a scope was already
set up and the bear had been spotted by Adam armblieague.

Adam's interactions with the park were unlike mueticipants as he was more
interested and attracted to the small creaturestti@"wonders" of the park. During the
residential program that interest became focusetti@small mammals of the park, where he put
his energies and efforts into identifying and plgo&phing them. The experience also affected
Adam's identity which will be discussed more in Qlea 3.

Adam's identity as a story-teller, allowed honritegrate what he was learning about
wolves with what he was experiencing with all of benses. His story also allowed him to

negotiate a potentially stressful situation, anarstwith me his experiences in a format he was
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very comfortable with. His identity as a storylieelallowed him to express himself and interact

with the park and myself.

Synthesis

Both of these participants arrived at this pragssith experience being in semi-pristine
natural places with family members, and they battme with some knowledge of the park
ecology. They both also appeared to have browgthtet program relatively well-developed
individual interests, Kai in the park itself andakd in animals. Their knowledge, interests, and
practices of interaction with the environment léa&n engagement with the natural world that
surrounded them. This increased their knowledgerest and influenced their identity.

While part of Kai's affinity was tied to prior eepence and knowledge of the park, it also
appears his identification and interest with sceeand learning, led to an experience filled with
discovery. His perspective was at the large, leaps, systems level with a desire to protect the
whole park. Ultimately the experience along whk strong interest he brought to the program,
lead to a identity shift, with a desire to beconmrarger.

Adams prior experience and knowledge of animala@with his story-telling abilities
led him to engage with the park. His focus, unldai's, was at the smaller things he would
often see. Adam actively engaged in increasindhmisvledge and understanding of the natural
world, with investigation of animal identificatiaand discovery. Researchers found in informal
learning settings children learned science by fimgusn subject matter they became interested
in and by building "islands of expertise" (Crowl&yacobs, 2002). Both Adam and Kai were
building expertise, but their foci were at diffetagales. Adam was learning about the whole

park and Kai was focused on the smallest inhalsitant
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Visiting/Viewing: "I think it will be fun to look &naturé

For many of the participants the experience cedtaround seeing and visiting nature
and the natural wonders of the park. The indivMslirathis group engaged when shown the
sights or when their attention was directed towardctivity. However, there was little self-
directed engagement in the natural settings. @&held of knowledge and experience they
brought to the program varied, but in general is less experience than those in the previous
group. Individuals in this group often had momaesftphysical or emotional discomfort in the
residential setting. Researchers acknowledgdehating requires physical and intellectual
comfort in a learning setting. Comfort is consatean important component of the interest
strand of learning in informal settings (Bell, &€t 2009).

Below is a the description of two participants ex@nces who engaged with the National
Park as visitors/viewers. Both had little previexgerience in natural places, but new interests
and new levels of interactions with the naturalldbevere created during the residential
program.

Adela’'s Experience: Seeing, Touching and Trying Newhings

Adela, an African American female, attended thecwnity youth organization club at
the edge of the city, at the intersection with mguburban and rural communities. She was a
fairly gregarious participant, interacting with nyaof the other girls and the staff. When she
attended the residential program, most of her artdmperience had been playing in her yard
during the summer when the weather was nice, anganowball fights with her brother during
infrequent snow events. She explained in her prgerience interview, that she was not a fan

of science in school and arrived with little knodde of the area. What she did know of the
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National Park she had looked up on the internpt@paration for the trip. She also had little
experience being in semi-pristine settings. Tthe ¢if this section is a quote from a conversation
Adela had on the plane trip to the park, explairimtpcals that she wanted to see bears and
"nature”. Nature for Adela seemed to be equatéh any space that was outdoors and
something to be visited.

During the trip Adela engaged in looking at thévsals and other park wonders she was
shown. She sometimes asked or answered queshoostae ecology of the area. She was not
one of the children who was constantly swattinguoining from insects, but she found herself in

situations where her physical or emotional comiarel was stretched.

Expectations diverge from experience

Adela's expectation was to see nature, not beectygd by it. A normal response for
youth, especially if they are not used to the ptaisthallenges the natural world can provide.
When Adela experienced physical discomfort beinth@natural environment and her
expectations were not matching her experiencer, Waie negative feelings about "nature”.
During one of the longest hikes of the programadairly hot day, Adela and another participant
complained about the hike being strenuous. Adedal@imed as the group hiked up a small hill,
“l did not sign up for this”. Because the parlatsa much higher altitude then where the youth
live, physical activity was more difficult than wddor participants. On our way back to the
buses from the hike we walked through a patch i@tsly bushes and Adela declares "I am sick
of nature”. Adela's physical discomfort was beiagslated into a dislike of nature. This
situation reinforces the necessity of physical amibtional comfort, for aspects of learning, such

as increased interest to occur (Bell, et al., 2009)
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Prior experiences

Adela lacked experience in semi-pristine environte@nd navigated the new
environment with her prior related experiences. uAnomfortable incident Adela experienced
at the park was tied to a previous event. Bees wietkng during a break from a hike in the
woods. Adela moved away from them quickly and axm@d her fear of bees to the instructor.
“My mom and | were pulling weeds and bees livethi ground started attacking us”. The
instructor explained to her, that the attack wialyi because they disrupted the bee's home, not a
random attack. Positive adult messaging is ortkehecessary elements for urban youth's
interaction and connection with wildlife (Van Vets& Nilon, 2006). However, in a situation
where fear exists, logic may not serve to comféidr many of the participants the insects they
found in their personal space would elicit fearduhts would explain the lack of danger and that
we were in the insects’ homes. This did not appearcrease the comfort for participants
fearful of insects. Van Velsor & Nilon (2006) fadinpositive adult messaging must be
accompanied by multiple positive experiences witldhfe, for urban youth to have a
connection. It appears to also be true for irsstdt positive messaging alone cannot create a

comfort around them, without prior experience.

Individual and situational interest expands her interactions with park

During the trip, Adela appeared to have an irthiial interest in an animal with which
she had past experience. During a trip to therbath, Adela spotted a chipmunk in the parking
lot and she pointed out the chipmunk to anothetiqgggant. Her peer responded, "It's just a
chipmunk”. Adela countered with “I've never searedefore besides Alvin and the

Chipmunks,” and followed the chipmunk around toetakpicture of it. This animal sighting had
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significance because of her prior knowledge anceag&pce with the cartoon chipmunks. In a
synthesis of studies on learning in informal sgkint was found that children often use
knowledge from media to orient their learning iresce rich settings (Bell, et al., 2009). This
was true for Adela and also for to her brothere 8kplained in a post experience interview that
the picture of the chipmunk is the one her brotmmected to the most, because of his Alvin
and the Chipmunk connections.

And my little brother, he is fascinated. | go ottee pictures with him. Because he’s

never seen actual a real chipmunk other thanAlken and the Chipmunks. So he likes
looking at the picture of the chipmunk and obsagut.

According to Hidi's model of interest developmengppear that during the trip Adela's
acquired a triggered situational interest in thek @ad bones (Hidi & Renninger, 2006). This
led to an expanded repertoire of interactions awidlmgness to try new things. She even
pushed her comfort zone by going beyond lookingastdally touching an elk skeleton that was
found on a hike, noting "this is awesome". Thaarthrough allowed her to touch other bones
that were found during hikes. Pictures of thosedsowvere among the most frequent photos she
took and were tied with waterfalls (9 out of 50)elieve her pictures of bones were a record of
the expansion of how she was willing and able teract with the natural world. Adela

explained in a post experience interview while waerenlooking at a picture of an elk skull

Oh, I remember | picked that up— well, at first asvike— when like at home
and it's like stuff that you eat off of like bonasd stuff | was all scared to touch
it. So it was like a big thing for me to be tounlpithis stuff. But after awhile,
because we like— like after | touched this, | lgtarted touching like everything
else. Like all the bones and stuff that we saweher

Another way Adela pushed her boundaries, wasstitvas one of only two female
students who wanted to try a new experience, gmirtige bathroom in the woods. Many girls

attending the program had not ever had to go td#tleroom in nature and for many in seemed
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scary. The instructor had told them previouslyt thrdy about 1% of the people who visit the
park ever get far enough away from civilizationtttiey have to go to the bathroom in the
woods. Adela was with a group that was only ai@wutes from an actual toilet, but she and
another girl said they wanted to try to go to taghboom in the woods. Upon their return, they
were congratulated for being part of the 1% clddela overcame the fear that comes with lack
of experience and knowing to try a new experienoe, that many other participants were not
willing to try. Adela had a triggered situatiomaderest in the park and specifically on animal

bones, which expanded how she was willing to engatiethe park.

Marco's experience: Learning new Things

Marco, a Caucasian male, attended a communityhyangianization club in a densely and
diversely populated part of the city. He spentnabdis time interacting with a few of the male
participants from his and other clubs, all playedtball and spent much of their free time talking
about it. Marco is boisterous and gregarious, hs @ften answering questions and sometimes
asking questions. He would engage with things &g shown and work on his Junior Ranger
sheets when told to, but could often be distrabiedther boys and could be a distracting
influence himself. He arrived with little knowlegl@bout animals in the park or the park itself.
His experience in natural settings was mainly plgysports in his own yard and spending time
on a beach, when he lived near a lake. He waa eftatting at insects and was also one of the

participants frequently asking how far we were froon next destination.

Comfort and fear
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During participant observation, Marco, was oftaatiing at insects. Like most of the
participants, if he could see insects and his peisgpace was not invaded, he would take
pictures of them or find them intriguing. In omstance, he screamed and ran away from a
beetle that surprised him on the bus. Just dsicdase of Adela and other participants, being
told the insects were not dangerous did not peiearco comfort.

For some of the participants the flight to thekpaas their first flight. Marco let me
know it was his first flight when he landed. Tlhiglt to the park is on smaller aircraft and there
was some turbulence on landing. In my participdostervation notes, | noted two other times
where Marco is talking about the plane ride. Gnimia discussion with another participant
about the "crazy plane driver". By the end oftiiyg@ Marco explained that he was scared during
the plane ride trip to the park and was not looKorgvard to the ride home. His first experience
was not comfortable and thus did not create a elésiranother experience.

When asked in his post experience interview abh@ueast favorite thing, he talked
about the flight and how he thought he was goingj¢o He had been on another flight since the
trip to the park, and did not enjoy that experieeaitker. Fear cannot only make an experience

negative, but also negatively affect similar futesgeriences.

Triggered situational interest in learning about the park

Marco describes himself as someone who enjoysoéciizuring the trip, it appeared
learning about the park was a triggered situationtatest. In his video journal he talks about
what he liked seeing a specific thermal feature.was prompted to talk about things he wants
to remember 10 years in the future.

"I really liked thehot springbecause it was like a rainbow. And | want to rerneniike

all of the animals and the grizzly bear stuff. Aed years from now | want to remember
stuff like the mountains and like trees— and likevithe fire destroyed it and stuff.”
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It appears that Marco did not just want to rememtidext he saw and experience, but he also
wanted to remember what he learned about it.

He used a picture of that specific hot springrgue for the preservation of the park,
saying it was "pretty" and "nice" and without thelpit could no longer exist. Marco had more
pictures of hot springs 12 of 50 than any othemitthe second most popular were pictures of a
waterfall with a total of 9.

During the trip, we experienced a 'bear jam’, wleegrizzly bear in a meadow near a
road was stopping traffic. The participants grabbmoculars and spotting scopes and all where
focused on trying to see the bear. A ranger tivgdraffic and stopped by our group and to tell
us about the bear we were watching. The rangeisémton one of Marco's friends and asked
him to be sure to keep us all behind the white. limeabout 15 minutes many of the participants
had lost interest and were talking among themseduesno longer focused on the grizzly. Marco
and his friend and one other participants weréestjaging the ranger with questions. In this
setting, Marco and his friends were engaged indigdicted learning while other participants had
moved on to socializing. In some lecture settioigsharing out sessions, Marco had to be
reminded to pay attention or look at who is spegkiowever in this situation, either the grizzly
or the ranger or his friends drew him to contineedagement. On the final afternoon when the
whole group was asked what everyone had learneddthared he had learned that "bears
don’t eat, poop or pee for 5 months".

Most of what Marco was experiencing in the parls wary new to him, and as he
described, more than he could have imagined. Hewaome aspects of the park seemed to
create triggered situational interest in differembject matter, bear and the specific hot spring he

liked. In his post-experience interview, when as&bout his experience Marco said "My
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favorite part washe specific hot sprinthing with the rainbows that we saw when we wgnt u

the hill."

Synthesis

For both of these participants, nature was somettti observe, touch, and occasionally
run from. Neither participant came with a strongerest in science nor much experience in
natural settings. Both experienced some levelsgfainfort during the trip. Adela and Marco
did not see themselves as part of the system tleey @xploring and learning about. Instead the
natural world was something to visit and proteairgelf from. However, for Adela, her desire
to try new things expanded her interests and motliggeracting with the natural world. For
Marco, his triggered interests led to some sekfatad learning about specific subjects.

Adela’'s and Marco's lack of experience in wild pk&can be a part of their fear and lack
of comfort in the national park. Researchers sygdenearly 1800 middle school students about
their play expereinces in wild places . They fotimat youth with the most experince playing in
wild places had the lowest fear of semi-naturat@éa followed by those with alot of experience
in urban setting and moderate level of experienceiidlands. Those with only experience in

their yards had the highest fear of wild landsRBixler, et al., 2002).

Socializing: "It was pretty cool just to meet peopd"

During participant observation it was apparent thbasome of the participants meeting

and socializing with new or old friends was theiogty. Similar to what James and Bixler

(2008) found in their assessment of meaning madéiraildren who attended a 3-day residential
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environmental education program "The natural emwirent was a backdrop, not the focus, for
the social relationships".

Learning is a social phenomenon and creating aiy@®social environment for
participants to gain personal and social assetg®al of the community youth organization that
the participants attended. For those participantts a social focus, their interactions with the

natural environment was as a setting for sociagiznplaying on with their peers.

Ursula's Experience: Hanging out with Friends

Ursula, an African American female, attended amamity youth organization club in a
densely and diversely populated part of the cBie was one of the more social females and her
attention was often on other participants more tinemnsurroundings. A good friend from her
club also attended the program, and was very gagar One of my first observations as we
started the journey to the airport was how Ursula laer friend were moving around the room
together and socializing with many of the othettipgrants and staff. In order to facilitate
Ursula and her friend "seeing" the park, they wareon separate buses during the day, but
allowed to be roommates. Ursula also made a newdon the trip and they became very good
friends, Polly.

Ursula's prior experience outdoors was mainlyiplggports in urban settings. She
arrived with some prior geologic knowledge whicle $tad learned at school. Ursula had some
interest in science as her future career goal wase ta doctor. However, she explained that prior
to the residential experience she did not feelraeotion to the natural world. During the trip

she would sometimes answer the ecological questieimg) asked, but did not ask questions.
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" Thisis my whole team"

While in the program, Ursula would engage in #gsbns at hand, view sights pointed
out to her, and would work on her homework whereseary, but any non-structured time was
used to engage with her friends. There was afpgcoup she mainly interacted with and
during her post-experience interview, she descrébputture of the group as "This is my whole
team. | remember them". The group consisted ohdrher 2 female friends described above
plus two male friends. The group was often saxiladj when they were in the same place
together.

Evidence of her social focus was also found ingietures, the most popular item she
photographed during the trip were friends (15 dli@), the second most photographed were
landscape shots with no specific feature or animtiem (8 of 50). One picture was of
everyone in her bus next to a lake, the rest vieaen" pictures or just her and one other friend or
staff member.

In her video journal which she created with fniend Polly during the program they
described the geological features and animalshheyseen to date. They both agreed the most
amazing thing was seeing the colorful hot sprintneWwboth were asked what they would tell

their family about their day?

Polly: "You should go to Yellowstone because it'stpy."

Ursula "You should go to Yellowstone because there isgesy There is beautiful
bacteria and a lot of stuff.”

Ursula's first attempted to create a previous videonal, was interrupted by her '‘team’ members

as she tried to record.
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On the last day sharing out, participants usedtane to explain why the park should be
saved, she used a 'team’ picture in front of a lakd explained “if people want to take really
pretty pictures they can come here”. During tlzeme sharing out, the instructors asked all the
participants to share their favorite memories. ulirsvas one of a group of youth who
responded, "making new friends".

Unlike some participants, Ursula's discomforthis thatural setting was not marked by
her running from or swatting at insects, insteag aiten verbalized her fears she brought with
her and when aspects of the environment drew them®he was afraid of heights and large
bodies of water, and she proclaimed these feaneasveled toward a canyon and large lake
respectively. A situation that caused her feardiadomfort, was the inability of participants to
lock their cabin doors. This will be discussed entbroroughly in chapter 3, the analysis of how
participants culture and lived realities interacteth the program. For Ursula, several aspects of
the residential program elicited fear or discomfbdwever she was very comfortable facilitating
social interactions with peers.

During her post experience interview, When she asked how her pictures from the
residential experience related to her life now, tsitkeed about the friends she made and meeting
new people.

Actually, yes. I really miss my— well, one of themas my roommates, Polly. |

really miss her. And just to be around differenbjple that you didn’t know that

came from different backgrounds and stuff. It weetty cool just to meet people
and be on a week trip with them.

In the same interview, Ursula's description ofltleet experience of the program was getting to
experience new, novel outdoor things. She didooait out specific biological or geological

subject matter they experienced.
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Basically just being away from home and experiegeith the outdoor things that | really
never got to experience here.

| speculate that Ursula construed from my questturing the post experience interview,
that | was trying to understand about her connadbahe natural world. Which may have
facilitated the answer above and her skipping ovest the pictures with her friends in them,
and only discussing three of the fifteen pictures.

It is difficult to discern if Ursula experiencedggered situational interest in the natural
environment or if the triggered interest only lastmtil social interactions occurred. Hidi's four
phase model of interest focuses on content andawl interactions and thus is not applicable
for her social focus. However, it appears Ursutestity is strongly tied to navigating social

interactions among peers and with chaperones.

Tammy's Experience: Making New Friends and Reinfor;ng Norms

Tammy attended a community youth organization elutihe interface of rural and urban
communities. During the residential program she wexry social often instigating games with
others on the bus as we traveled. She was sorgathleader, directing which games were
being played and what other girls would do in tifiege time. One of her close friends from her
club was also on the trip, Melissa. Tammy paidrdton to what was going on around her and
engaged in site seeing and filling out her junager pages. However , once she was done with
those tasks her attention was drawn quickly badietdriends.

Tammy had little experience playing outside in own yard or neighborhood. She did
have some experience in semi-pristine areas, asasthshe often attended Girl Scout camps.

Tammy enjoyed school, but had no strong connectimssience. She arrived at the program
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with some knowledge about the park biology and agpland she described her connection
with the natural world as " | always appreciatetur@aand thought it was great”. In my
participant observation notes she did not ask guestnd was only recorded answering
naturalist questions at the final day trivia quass

Tammy's interaction with nature was mainly toiegilit as a place to play. She showed
less discomfort in the natural environment thereghn this group, which prior camp
experiences may have facilitated. During unstmactdime, when out in the natural world she
would utilize the rocks and logs to bring friends &and play on.

Tammy's biggest focus appeared to be othersciadlgeher good friend from club,
Melissa. She created a video journal with henfitie They could talk about anything they
wanted to for their video journal, but to give thetructure | suggested they talk about the things
they would want to remember ten years from novaminy starts by talking about a song she
created, in passing she noted "we saw a bear amdlvas den" and "I'm excited about
tomorrow". She then asks Melissa her favorite pad spends the remainder of her time
describing the play they had made up to show fepavticipants and staff. The video journal
seems to be a distillation of her interactions i natural world, which was a small part of her
experience.

During a reflective time in the woods, participawere asked to use all their senses to
describe the area around them. Tammy was thadifstd a spot and finish the task and then
asked me as her group leader, “what should we dmwie are done”. | suggested describing
the larger habitat around her. She instead puolledher binoculars and found her friends
reflecting and waved at them to get their attentiBwentually, she and a nearby participants

began challenging each other to 'taste’ their sadimgs. Tammy tasted sage and then
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challenged me to try, which | did. This scenahows when Tammy interacted with the park it
was often socially motivated, and she would moéwahers.

During the final day sharing out, she used a p&cti a bison through the bus window,
with the word educate in the window, to argue Fa preservation of the park. The instructor
was pointing out the poignancy of the picture, Batnmy admitted she did not know the word
was in the picture. Tammy argued that if a menabeongress traded places with the bison and
then the park was destroyed, they would not be yapplive. The chaperones and instructors
appeared impressed with her case for park protec®the instructor noted she '‘wanted Tammy
on her side'. Interestingly, the bison picture Tanused was one of only three pictures she had
of animals, a major focus of the curriculum andexgnce.

Other evidence of her social focus was the sulnjedter of her pictures, 24 of her 50
photos were of friends and chaperones, mostly taigde the bus. Her next most popular
image was hot springs with 13 pictures. When Itwlerough her pictures in a post-experience
interview approximately a year later, she was &bleame almost every person in the pictures.

She described her most memorable experience as

Either seeing the wolves’ den, which was prettyl,cand hearing the stories— it
was both the wolf den and stories, and the meeigvg friends and stuff, even
though | am not in contact with them anymore.

It is unclear if Tammy had triggered situation@krest in any specific subject matter or
the natural environment. She interacted with tmeiculum enough to make a compelling
concluding argument, what is unclear is if that was to a triggered situational interest or the
necessity of required assignment. Similar to Wrstile Hidi four-phase model cannot be

applied to her social focus, as the model focusesontent matter.
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Tammy's identity appeared strongly tied to leadiogial interactions and on several
occasions Tammy also made comments reinforcingegestdreotypes. Such as commenting
when a male participant screamed because of baghésounded like a girl; and another male
participant looked like a girl because how he wiassked; and finally asking a male chaperone to
carry something because it was heavy he was arnmpays are "big and strong". As

adolescents tend to do, was Tammy trying to rea&dne gender rules as she knew them?

Synthesis

According to Maslow's (1970) hierarchy of need=otty, both belonging and a feeling of
safety must be met before intellectual achievernantoccur. For both of these participants,
they were very capable at facilitating social iatgions and thus peer belonging. Ursula, similar
to Adela and Marco, arrived with fears that intéedowith the context of the park. Smith-
Sebasto and Walker (2005), using grounded theound the most important thing for
thousands of studentige (10-14 years) who participanted in a residential environmental
education program was safety, even though it wamall part of the curriculum. The authors
noted that making students feel safe could helpimiag learning.

In the same study the second most meaningful tlointhe students was social
interactions. The authors believed this was in pacause of the curricular focus on team work
and self confidence and also because of the defsyeuth to fit in (Smith-Sebasto & Walker,
2005). These findings testify to the importanae dhcial aspect of learning, especially for
adolescents.

These residential program participants came t@tbgram with little knowledge and

little to some experience in natural settings, aittl a strong social focus. Socializing is an
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important part of learning at any age. As JamesBixler (2008) argued in their study children
attending a residential environmental educatioreegpce where socializing was also found to
be important, "Whether people become and remagmiite and interested in the environment
may well be more related to the quality of the marigrmal direct experiences with
environmental things and spontaneous social intiersc"

For Ursula and Tammy, the social interactionsrditiseem to enhance their engagement
with the environment. However it did make the eigece meaningful to them. It is important
in any environmental education program to recoggp@meéh'’s strong focus on being social and

utilizing that desire to help facilitate programmajoals.

Conclusion

In a residential environmental education prograenrtatural world is at the center of the
curriculum, serves as the classroom, is an obgad for demonstration and learning. This study
suggests that participants interacted with therahtuorld, as it served those myriad of
functions, differently. Using an ecological modélearning lens to understand participant’s
experience and meaning with features of placeetbr@nces emerged: (a) engaging deeply with
the place, (b) visitor/viewing of the place, anyigocializing in spite of the place. With a
recognition that every participant’s experienceéhef residential program was unique, an
understanding of the different types of interactianth the natural world is an important first
step in discerning how an individual's cognitivegial, and cultural experience affected their
learning process in a residential environmentatation setting.

Most residential environmental education rese&wakate describes post experience

changes in cognition, attitude or behavior, butenbave elucidated how the participants actually
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experienced and ascribed meaning during the pragiidme study that comes the closest is
James and Bixler's (2008) study of gifted childattiending a residential program, in which they
used domain analysis to understand "children'sllasgeriences”. The authors found the
emergent themes; the importance of unstructuredaations, social interactions, and perception
of choice, but did not discuss experiential differes. Making visible the differences in
interactions with the natural world, is imperatteeunderstand learning outcomes—especially
for individuals who come from non-dominant commigstand are often experiencing these
natural settings for the first time. The theor@tstance used in this research has not been
applied to a residential environmental educatiaygmm before, and may serve future studies
trying to understand learning in those environments

Previous environmental education research hagidedahe importance of knowledge
and experience in creating an environmental cormmectA meta-analysis of environmental
education literature has shown that knowledge doetead to a desire for stewardship or
connection to the natural world, but it has beeswshthat some is necessary for a connection
(Kollmuss & Agyeman, 2002). It has been found thequent and repeated exposure to the
natural environment, even in urban settings, léadscomfort and connection to the
environment (Strife & Downey, 2009). The individa& the most engaged category in this
study arrived with high levels of knowledge and exgnce. However, not all participants with
high levels of knowledge and/or experience hadstrae level of engagement in the natural
environment.

Some participants with much prior knowledge (were in the gifted track in school or
answered many naturalist questions during the progand/or had significant, similar prior

experience (i.e., had been to multiple camps oewely or girl scouts) were not consistently



76

engaged with the natural world. From this stutgppears knowledge and experience, may
serve as a necessary precursors to identifying tiwématural world, but having knowledge or
experience did not necessarily create an idenétyto the environment. Knowledge and
experience may also serve to facilitate triggemeithdividual interest in experiencing,
understanding, and interacting with the naturallevor

The relationship between interaction categories@amces and interest appeared
reciprocal. The individuals used to define theamyeyl category came with sustained individual
interest, and the visitor/viewers experienced &iggd situational interest. The individuals in the
social group did not fit into Hidi's four phase nebdf interest, as the interest model focuses on
content.

Social interactions and safety concerns are mmwatded for in Hidi's model, but have
been found to be important to adolescents attenaisigential environmental education
programs (J. J. James & Bixler, 2008; Smith-Seb&stdalker, 2005; Tzou, Scalone, & Bell,
2010). This study also suggests a need to recegnéezimportance of socializing and attending
to safety concerns as a part of a participantsrexpze. Future design based research studies,
should focus on creating conditions that recogmiespectfully surface, and work to decrease
fears, while utilizing adolescents psychologicateéor belonging and socializing, to foreground
the natural environment.

What part did identity play in the participantsairaction with the natural world? Lim
and Barton (2010) use the conceptual construansideness” to understand middle school
youth's "sense of place" within their urban neighioods. Insiders, as they describe, know how

to navigate and identify with place, and "attengpéxperience a place fully, empathetically, and
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sympathetically". The authors argued how youtheeigmce a place is driven by "attitudes and

intentions”, how they identify with place, and wlagplace can provide.

Children's positionality is an expression and gaerof their place identity:

who they are, who they want to be, what they viainel what they seek in a place.

At the same time, positionality is a reflectiontloé affordances (perceived, used,

and/or created)... (p.335)

The youth within the engaged category of this stuetyuld fit into the insider construct, as it
appears their environmental identity (i.e., thdentity related to their connection to the
environment) overlapped and had a synergisticiogiship with place identity of the National
Park. | would purpose that the interaction of éhigglividuals with place helped create a sense
of agency which allowed for the level of engagenmmaaitseen with other participants. The
visitor/viewers and those with a social focus latk@e environmental or place identity and did
not develop a similar sense of agency to engadeplaice. | believe that the individuals who
had a social focus, had an identity and skill sgheir home, school, and/or club environment
which allowed them competently negotiate socialagibns. Thus they put their energies in the
space they identified with, the social context.

This study is significant as it is the first to aaigd understand how the context of a
residential environmental education program intiexéaevith participant’s identities. It also the
first empirical research showing that participadentity's influenced how participants of a
residential programs engaged with the natural world

Work in informal settings has shown identity caivel expectations and thus interactions

within informal settings. Falk et al (2008), fouadnajority of visitors to a zoo and aquarium fit
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into "five distinct identity-related categoriesThey found that individuals in the identity
categories had expectations about what they waetlfkgm a zoo/aquarium, and then they
sought out experiences that reinforced those eapens (John H. Falk, et al., 2008).

In other words, for a majority of the visitors weidied, their entering identity-

related motivations revealed some measure of giadallity about what that

visitor’'s experience would generally be like (F&2K08).

The researchers recognized, as does this studydbh individuals experience was unique, but
the categories, Falk argued allows some predidtabih what expectations and interactions
(experience) will be for individuals within the egbries.

In this study, category creation was based omant®ns with the natural environment,
not identity related reasons for the participaotbé a part of the residential program in the first
place. However future studies should focus on tstdeding more the relationship between
identity and experience categories. Are the emvitental identities and/or place identities for
residential environmental education program paoéicts what drives their expectations and
interactions and helps explain the interactionedéhces? If so which identities are most
important in creating expectations and motivationifiteraction with the natural world? Are
there programmatic ways to facilitate identity depenent during a residential program? Or is it
a sense of agency, not identity, that allowedriteraction differences, and if so how could the
context of a residential program develop a sensgehcy for youth.

This current research and proposed future worddvallow for an understanding of how
participants’ identities affect how they experieaceesidential program and ultimately what they
take from it. The recognition of the role iderggtiplay in the dynamic interactions of

participants with the residential environmental @tion setting (the natural world) could
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improve the experience and outcomes for particgpahbelieve a clearer understanding of the
intersection of a residential program experiengeniity, and agency could help environmental
education to reach its goal of creating youth eedagith and wanting to steward the natural

world.
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Chapter 3

How a Residential Environmental Education Experiene Influences Learners Interest,

Identity, and Stewardship

Introduction

In the previous chapter, | analyzed how the rimwledge, experience and context of
participants of a residential environmental edwraprogram affected how they connected and
interacted with the environment. Participants’qua background and motivations created a
distinctive connection to the natural world, howevaried patterns in levels of engagement with
the environment were observed. The three genenatss that emerged through the analysis
were: (a) engaging deeply with the place, (b) erdiiewing of the place, and (c) socializing in
spite of the place. Understanding that there wéferent ways that students engaged begs the
guestion: are there different types of long-terrpacts?

This study attempts to understand the long-terpachof the residential program on the
participants’ connection to the environment. Eormental connection is defined, in this study,
as a participant's interest, identity, and desirgtéward the natural world. Identity and interest
are important strands of learning, especially forimal learning environments (Bell, et al.,
2009) and stewardship is one of the goals of #sg&dential program. How interest, identity and
stewardship are conceptualized and then empiricpigrationalized is discussed in the
following sections.

Until recently there has been little use of rgbeadive program evaluation to discern the

lasting impacts of environmental education prograimsan article addressing the long-term
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impacts of environmental education, Liddicoat anddQy (2013) defined evaluation one-year
post program experience as the delineation of stewsius long-term impact. They also noted
that long-term program evaluations ranged from 6Gwin® to forty-five years after the program
(many of the longer range evaluations were Siganfid_ife Experience studies). One-year is the
standard for evaluation of "memories and lastingaots”, however, the authors recognized
length of time utilized in researching long-ternpiacts was usually determined by logistics
more than theory (Liddicoat & Krasny, 2013).

Knapp and Benton (2006) noted that informal edanaesearch has looked at memory
and long-term retention of information after attexgdmuseums, field trips, and science centers.
However, there were few attempts to understand-teng affects and memory creation after a
residential environmental education experienceustthe authors interviewed ten fifth graders
who participated in a 5-day residential prograr¥@towstone National Park a year after the
experience. They found that active experienceg Wafluential in forming long-term memories
and knowledge associated with the program" (Knafe&ton, 2006, p. 175).

The purpose of this chapter is to engage theviatig research question:

Did this residential environmental education exgece create long-term changes

in participants’ connection to the natural worldesifically, in terms of

environmental interest, stewardship, and identity?

This chapter includes a section on participants pirsued interests after they returned
home that arose during the residential programs iftiollowed by a discussion of the findings
that identities shifted for some participants after experience, however, for only one was the
identity change tied to the environment. Stewagpdahd perception changes were also seen and

are discussed below. In the final section of thigpter, information about how and when
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participants were able to revisit the experienqarésented. The conclusion will discuss how the
results can inform the design of future residergralgrams.

This research adds to the education disciplinprbyiding a new understanding of the
changes created by a residential environmentalagduncprogram in terms of youth identity,
interest, and stewardship. It also contributethéoenvironmental education repertoire of
outcome variables and to the dearth of empiricsgaech on long-term impacts of residential

environmental education programs.

Theoretical Framework

The theoretical framework for this study draws mpoevious theory and research that
focuses on the diversity of students’ learning ootes and how outcomes are associated with
students’ background and motivations and the lagroontext. An “ecological framework” on
learning was used which takes into account “cogmisocial and cultural learning processes
and outcomes that are shaped by distinctive featfrparticular settings, learner motivations
and backgrounds, and associated learning expatsaiiBell, et al., 2009, p. 31). The learning
outcomes focused on in this study were changesvima@mental connection defined as interest,
identity and desire to steward the natural envirenim

Interest is characterized by a focused engagemexitemtion on a subject that leads to
positive emotions and emerges from an individuat&raction with their surroundings
(Renninger & Hidi, 2011). According to the HidicaRenninger (2006) model of interest
development, student's initial level of interess bgprofound effect on learning, attention, and
goal setting. The authors define a four phase iafdeterest, which includes: triggered
situational interest stimulated by external contexdintained situational interest which is

sustained by the individual; emerging individudkenest in which the individual seeks repeated
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engagement; and well-developed individual intevdstre the individual re-engages over time
(Hidi & Renninger, 2006). Individuals who pursusglv behaviors or interactions with the
natural world after the residential program weresidered to have a change in interest.

Identity is an important construct which allows &r understanding of how people see
themselves in the world and how others perceiventfiéane, 2012). In this study, identity is
defined as how a participant understands themseiuesationship to place, people, practices
and objects. A person possesses multiple idesteied those identities are highly dynamic and
can be understood to be created with "culturally swcially constructed discourses and
practices" within "figured worlds" (Holland, Lacloitte, Skinner, & Cain, 1998).

Research on how people learn science in inforetéihgs describes identity as an
important strand of learning, especially for thé®en non-dominant communities (Bell, et al.
2009). ltis also understood that each indivichasd multiple identities (Lee, 2008), and
identities can determine how individuals interaghwheir surroundings (John H. Falk, et al.,
2008; Lim & Barton, 2010). Furthermore, what adiudual gains from a learning experience is
influenced by identity (Bell, et al., 2009).

In chapter 2, the participants’ identities affechkew they interacted with the National
Park or aspects of the natural world. The parictip who engaged most with the National Park
had an identity tied to the natural world, while tther participants did not. Those few who
were ‘naturally engaged’ fit into Lim and Barto(2010) construct of "insiders”, individuals
who identified with place, and the affordance afqa and because of their "attitudes and
intentions” interacted with the natural world atitierent level than other participants (Lim &

Barton, 2010).
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Recognizing that identity affects experience axypkeience affects identity, this chapter
aims to understand long-term, post-experience ammgparticipant’s identities. Individuals
who expressed a change in themselves that théyudtd to the residential program are
described in the change in identity section below.

Stewardship is the ultimate goal of environmeathlcation and was one of the goals of
this program. In this study stewardship was deffiag behaviors or a desire to take action to
prevent environmental degradation and protect #teral world. Participants who expressed a
new desire to become stewards after their residemtperience are described in the change in

stewardship section.

Research Design: Methods, Data and Analysis

This case study involved evaluating changes erast, identity, and stewardship of
students who engaged in a unique residential emviemtal education program. Data were
collected from youth who participated in this annuagram over a two-year period. Seven
participants per year were interviewed between Btaonths after their residential
environmental education experience. The residgotogram participants’ parents or guardians
were contacted by employees of the community yputlgram to ask if their child would take
part in a post-experience interview. Interviewer@woluntary and were arranged at the clubs
after consent forms were signed by the parentsiardians. Interview participants received a
gift card to compensate them for their time. Titerviews were semi-structured and varied
between 20 and 40 minutes long. There was a sigimement in the interview questions
between the first and second year in an effomt¢osgase understanding of students’ interaction

with the environment and stewardship beliefs. himgecond year participants were asked how
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often they took part in specific outdoor activiteasd how important they thought it was to
protect specific plants and animals.

Contacting participants for post-experience intmg was difficult in many ways; some
participants aged out of their clubs, some clubsed, staff contacts at the clubs changed,
families moved and some families did not want tdipigate. These difficulties contributed to
the variability in time after the residential pragr of the post-experience interviews. The
difficulty | experienced setting up interviews witie first year cohort facilitated earlier
interviews in the second year to overlap with ggrants who attend club during the school year.
Thus, interviews for the first year cohort werenfrd5 to 19 months post-experience. The
interviews for the second year were between 9 tm@@ths post-experience.

These interviews are the only data collected d#lfteresidential program and the
interviews were structured to understand partidighanges. In particular, the interview
guestions were created to discern if participardsitained or changed their interest, identity or
stewardship towards the natural environment oveethpsed timeframe. Also, questions
existed to understand if there were changes inggaahts’ connection to science, as it was much
of the curricular focus, and to school. There wads® questions to discern how frequently
participants revisited the experience.

Additional data, participant observation andfact review (pictures, video journals,
thank you cards) were used to triangulate resutisrnwpossible. The use of the semi-structured
interview was to give participants voice and altimwflexibility to follow lines of inquiry
created by participants. The interviews gave p@adnts the opportunity to share what they were

thinking, feeling, and memories about their experee(Merriam, 1998).
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The Residential National Park Program:

This five-day and four-night residential environmted education program occurred in a
National Park located in a different state than mghke participants lived. All of the participants
attended the same regional community youth org#oizaituated in a medium sized city in the
Pacific Northwest. However, participants attendederal different clubs within that
organization. The participants chosen to atterglgiogram were mostly eleven years old and
entering 6th grade in the upcoming academic yEar.the majority of the participants, it was
their transition summer into middle school.

The participants were from diverse ethnic andseconomic backgrounds. One of the
selection criteria for participation was that tl@dren chosen would likely never visit
Yellowstone National Park without this program.mire detailed description of the program,

participants and setting can be found in Chapter 2.

Research Findings

In the post-experience interviews it was reve#had some participants continued
pursuing interests that began during the residgotoyram afterwards. For others there were
identity shifts that they attributed to the resiti@rnexperience, and for a few their desire to
steward the natural world changed after the program

Triggered situational interests that occurredmyithe residential program were
continued afterward in various ways by Ed, Adetal Marco. The interests pursued by these
participants included; spending more time outd@irserving plants and animals, talking more

about nature, fishing and camping for the firsteim
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The individuals who appeared to have a shift entdy or stewardship are described in
the respective sections. One patrticipant, Adanmtid both as his identity shift was toward a
career as a steward of the natural world. Howevisrchange is described in the identity section
because of his potential career choice changee that some of the participants that
experienced identity or stewardship changes alpergenced changes in interests. However,
individuals with interest changes did not appedraee changes in their identity or stewardship
focus.

In this study, three participants had a shiftheit identity, however only one was in
relationship to the natural world. Adam, whoseexignce during the residential environmental
education program was described in Chapter 2 agfoihe engaged participants, had a very
vivid dream which made him contemplate a new cacheice, becoming a naturalist. Emilia,
who prior to the residential program, was pickedarrbeing intelligent, came away from the
experience believing she was able to make friesmisething she had difficulty doing before the
residential program. Tasha, also claimed thatlmeahe could not get in trouble without losing
the privilege to go on the trip, she had changed,learned to 'be good'.

Stewardship was one of the goals of the programwghker the message may have been
more subtle than the instructors realized. Foryradrihe participants interviewed, they left with
an attachment to the National Park and they wabhtadtected. However, for only a few did the
stewardship message translate in a desire to dethorg themselves, or to steward beyond the
park. Matthew and Lori expressed their continuesire to be stewards many months after the
residential program.

In this analysis, environmental connection is miedi as the participants’ identity, interest,

or stewardship of the natural world. Howeversialso important to understand environmental
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connection from the participants’ perspective andheir terms. Below are data to show how
the participants described their connections tceethgronment or natural world before they
participated in the residential program (Table The majority of the participants who claimed a
connection to the environment explained their cohioa to nature by describing the amount of
time they spent outside playing. Adam’s and Matteeonnection to the outdoors centered on
their love of animals and getting to see and ledoout them. Whereas, Nereus had a general
like of the outdoors. There was a group that adimo connection to the physical environs of
the natural world prior to the residential program.

Table 4

Participant Self Described Connection to the Ennimeent Prior to Residential Experience

Animals Enjoy Playing Outside General Like None
Adam (learn) Adela Nereus Ursula
Matthew Levi Emilia
Samantha Tammy

Marco Ed
Lori Tasha (fear)

Melissa (learn)

*The words in parenthesis were also self-descrdasedeing important in their connection or lack
of connection to the environment

Changes in Interest

The Hidi & Renninger (2006) model was used tdyma®experiential differences during
the residential program. It was found that manyigipants experienced triggered situation
interest in objects they were seeing or learninguaband a few arrived with well-developed
individual interests they maintained during thegvean. This study investigated if any interests

were continued or new ones pursued after the nesad@rogram. For three of the fourteen
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participants interviewed, they changed the typeandunt of interactions they had with the
natural world. For Marco, Adela, and Ed, the ditwral interests from the residential experience
led to emerging individual interests.

Marco: Goes Camping

Marco is a Caucasian male who arrived at the eesial program with little knowledge
about animals in the park or the park itself. pfi®r experience in natural settings was mainly
playing sports in his own yard and spending timadreach, when he lived near a lake. He
described his connection to the environment padhe residential program as a place he enjoys
playing in. While he was in the National Park, Btamteracted with the natural world as a
visitor/viewer (see Chapter 2).

For Marco, the National Park provided a stark @sttto his city life and expanded his
perspective on what exists outside of his urbalityeaHe was amazed by the National Park's
vastness and described the expansion of his pérgpame months later, in an interview.

I think how the world’s like different. Like, | thk differently of it now. It's not
just like all buildings and stuff.

Marco admitted he had no idea what the Nationat Rauld be like, even with three pre-event
field trips. In his description of how he feelabthe Yellowston, Marco again, describes how
different it was from what he had experienced befarwhat he could imagine.

It was like amazing. It was like— it was like diféat. | never thought that it

would be like that big. Like I didn’t know there sske mountains and like trees

like I thought it was just like a couple mountairese and then like— | didn’t
know it was like that huge. Like | said earlier—drent from buildings and stuff.

His realization may speak to Marco's constraingd@el geography prior to the residential

program. His new vision of the world promoted aspit of additional ‘outdoor’ experiences.
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When he returned home, he continued the situatioterlest of being in semi-pristine
environments by camping for the first time, and tiplé times that summer.

| went camping like three times because | likechgmut. | had never been out in
the wilderness. Like | never knew what it was lie. | wanted to go camping.

Marco described his camping outing as consistirtgrids and camping in the woods.
It was unclear who he went camping with him, buheone in his life was able to facilitate his
desire to go camping.

The residential experience expanded Marco's utatetisig and created a desire to
continue to experience wilderness, but in a new,Wwgycamping. An expansion of his
understanding of the natural world led to an enmgygndividual interest to continue to interact

with wild spaces.

Adela: Continuing to Experience Nature in New Ways

Adela, an African American female, prior experie@nd connection to the natural world
were, in her own words, associated with playingenyard. She had some prior knowledge of
Yellowston that she looked up before the actuatiesgtial experience. A description of her
residential experience can be found in Chaptes 2neexample of the visitor/viewer stance of
interacting with the natural world.

During Adela's residential experience, she expamge comfort zone and experienced
triggered situational interests interacting wittiuna. She experienced nature in new ways, such
as hiking and touching animal bones found arouedtirk. During the post-experience
interview, 19 months after the residential prograaela was asked if she had done anything in

that time related to the residential experienciee §&id she had been and enjoyed fishing and
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tied it to an experience of seeing a raptor catghifish during the residential program. Also,
she stated a desire to visit a local National Park.
| have been asking my dad if we can gohte local National Parkbut he hasn't

taken me yet. | like going fishing. After we sakdithe birds drop— swoop down
and get the fish and he caught it—

Adela also noted that she spends more time outgid@ysng since the experience and saw that
as a 'good habit'. This shows an increase valuafitbeing outdoors after the residential
program. In addition to fishing, she and her fgmaiko started camping in their back yard.

| like being outside more. Like ever since thenaag has bought a tent and like

a whole bunch of sleeping bags and we sleep itetiitelike maybe like five
times last summer.

Adela explained that the her parents observed gosiram changes in her, in that she brings up
nature in her conversations with them, "They s& about nature more". Her new focus on
nature in conversation and her new experiencee serevidence of Adela's uptake of new
social practices.

Since the residential program, Adela took padawueral experiences with nature. When
she returned home, she pursued her interests hyimgm@and fishing locally. Her family helped
to facilitate the continued pursuit of her intesdsy purchasing camping gear and taking her
fishing. Therefore, her expanded interest in reatso influenced her family’s experiences and
interactions with the natural world.

Hidi and Renniger's (2006) argue that situationt@rests are tied to emotion. However,
as individual interests develop, "knowledge andigalevelop concurrently”. For Adela,
knowledge and value both seem to play a part inpbst-program interests and experiences. Her
message to the upcoming year’s participants wastdéarning. She noted that the residential

experience was about more than just seeing thingsalso learning.
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You learn a lot. It's not just like going on a véoa. You actually learn. You are
getting involved. It is really interesting aboutthauch stuff you learn...

She also explained that some of the things shaddatturing the residential program, she used in
her science class the next year.

The value of being outside also seemed to haveldeed for Adela. This can be seen in
her suggestion to next year's participants to kgefhe "good habits" they gain during the
residential program, specifically, of being outsalery day. She also suggested that when they
return home, do not just watch television like sbed to and spend time outdoors. Adela
suggestion was based on the displacement of hgratdice (television watching) by the new
one (being outdoors).

Adela's prior connection to the environment waspdy playing outdoors. She
experienced a variety of situational interests @ll&{vstone, and maintained an individual
interest in being outside, talking about naturel also experiencing it in a different ways. The
maintenance of her individual interests was fad#itl by her family and her knowledge and

value development.

Ed: Seeing Plants and Animals

Ed, a Caucasian male, prior to the residentiatggpce had very little knowledge of the
National Park's biota or geologic features. He &akzd very little experience playing outside,
even within his own yard. It appears he had thstlamount of experience of the interviewed
participants, being outdoors in any setting. E® alid he felt no connection to nature or the

environment before the experience.



96

Ed said after the residential experience he spemats time outdoors playing in his yard,
playing sports and observing plants and animalks.néted he looked for plant and animals
around his neighborhood and in local parks.

| wanted to see more animals and kind of studyathmals and, you know,
plants— | wanted to see different kinds of plamtd all that.

For Ed, the residential experience centered argerthg animals. This translated into a
desire to continue his observations. Throughoelirterview, he neither expressed a love of
animals, as other participants had described, desae to return to wild lands. Instead, the
experience seemed to introduce Ed to new organisthe natural world, which translated into a
desire to see them more. Thus, after the resalgmdgram he sustained his individual interest

and spent more time outside and observing plamtsaamals and playing.

Synthesis

The interests that were sustained after the reSadexperience differed for the three
participants above. It appears these differenagshe tied to their prior connection to the
environment and interests triggered during thedesdial program. Marco had no
comprehension what the semi-wild National Park \adaé like, and it appears that learning
about wilderness created an interest to go camipitige woods. Adela came to program seeing
the environment as 'the outdoors' where she péagduring the program she was introduced
into new ways of interacting with the natural worl@his led to a interaction with the natural
world more by playing outside more and also bynigymew experiences, like camping in her
yard and fishing. Adela also expressed a desivesibthe local National Park, which appears to
be facilitated by the residential program. Thid hat occurred, but speak to the potential of

residential programs in National Parks creatingdbsire of participants to visit local options.



97

Ed said he had no connection to the environment prithe experience, and looking at plants
and animals was the situated interest that pedsédter the program.

Adela and Marco had adults in their lives willitaghelp them pursue their new found
interests after the program. Research by Barr6@gRhas shown an expertise development in
adolescents was linked to having multiple sociglpguits for ongoing learning. Parents and
other adults serve an important role to help yadtess resources and experiences to continue

the pursuit of their interests.

Changes in ldentity

By listening to the participant’s stories abouwgittexperiences, feelings, and thoughts,
before, during and after the residential prograbelieve, they were narrating their identities.
The stories they shared in the interviews "positieem as the people they believe themselves to
be at particular moments and who they hope to bedarthe future" (Kane, 2012). In the
following section, three participants, Adam, Emikad Tasha describe their identity shift.

The original focus of this study was changes entdies related to the natural
environment. However, as participants revealed they saw their non-environment related
identities change due to the residential progréwwse stories were also included since these are

also outcomes of the program that are worth unaledstg.

Adam: Dreams of a Different Future

Adam is an African American male, who came torgsdential program with much
knowledge of animals and the natural world and nesq@eriences in semi-wild places than most

other participants. He was one of the "insiderebwonsistently engaged in the natural world
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during the residential experience, and spent minoh &nd effort viewing and identifying small
mammals.

Adam had an identity tied to story-telling. Heot& a story that he shared with me
during the residential program, which is discusse@hapter 2. He explained during the post-
experience interview that he planned to be a witdais future career.

| want to be on the storyboard for game desigraegause | really like writing
and | read a lot. So, | know a lot of differenthrues....

Adam goes on to explain in the interview he hadiment story. This story came about from an
assignment and grew into something more, whiclovs the story he created during the
residential program and shared with me also began.

....and | am writing a little short story rightwdhat | have been working on for a

little bit. I don't have it with me, but | think'st pretty good. It started as a writing

project for language arts class and just escalatedne having a lot of fun just
writing it, coming up with things.

Unlike the rest of the interviews, Adam's intewitok place on two separate days four
months apart due to his ride arriving half-way tigb the interview. The first half of the
interview took place 15 months after the residéptiagram. The second interview was 19
months after the program, due to scheduling issues.

One of the first things Adam brought up in thessetpart of the interview was a dream
he had that was impactful. | had asked him, 'Haredone anything related to the residential
experience?'. He begins by describing how he tiselnowledge he gained about food chains
in his science class the next academic year arshés with:

Adam: | had this really crazy dream once, refgrtm Yellowstone.
Investigator: What was it?

Adam: It was kind of freaky, but | was a naturasagsic] and | was studying rare
and unique animals. And this actually kind of ked me out a little bit.
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The dream was so vivid that he said he could releeitihe feeling of one of the animals
brushing up against him. It was also realisticugiioto prompt Adam to research on the Internet
whether the made up animal in the dream was fHad length of time between when he had the
dream and when he was telling the story is uncleanever, the details were still vivid. This
part of the interview was 19 months after the resihl experience.

Because in the dream | was in a submarine andstiw@kind of in the future for

some reason, but | was in the submarine and | wasgddown to Atlantis

because in the dream— | had a dream about thissheatied the Voxeye

Narwhal. | don't know where | came up with thatt ibjust seemed— and so, to

me, the narwhal looked like a regular narwhal ektleqt his body was pink. And

it was pretty smart and it had these weird protmision the top of its head where

you could kind of see like bits of its brain. Arieey were glowing pink and it like

radiated light. So, apparently they've in my dretiey were living in Atlantis all

these years after it sunk, so | went down and Itbavim into Atlantis because

the submarine wouldn’t fit. And there was all therbage everywhere from

people dumping stuff in the ocean. There was jadba@ge and the water was grey

there. It kind of reminded me of a sewer. | thirdwlam in through the sewer of
Atlantis and | made it to the top.

It is interesting to note that the ecosystem indnésam (aquatic) is nothing like Yellowstone with
mountains and forests and some lakes. Howevedrdanscape and Yellowstone have in
common endangered species, living in a disappdanedwhich are surrounded by pollution or
potential negative influences. The fact that Adsaw this dream as related to the residential
experience shows he understood some, if not @alleo§hared traits between the ecosystem in his
dream and the National Park.

The dream appeared to leave quite an impressidkdam. Throughout the interview,
Adam continued to bring up the dream. When askaat Wwe thought the dream meant, Adam
replied:

If | don't— I'm pretty sure it is saying if | dongo with the— if my first job
choice that | want doesn't work out, | should bee@maturologist §ic].
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Adam’s was referring to being a naturalist, somewhe studies animals in their natural
environment, to both understand and protect th8howing my bias, | suggested that maybe he
could pursue both interests—naturalist and stogrdbavriter—in the future and help save the
Narwhals (the real whales), to which he replied:

Voxeye narwhals I'm pretty sure | am going to try to— if | do, | agoing to

either try and include them in my story that | amitivwg right now— | am going

to add like an ocean area somewhere in betweetinbaif concept. And | am
going to try and get them in the game.

The fact Adam used a story in the form of a dre@anexpress his own identity shift
seemed very appropriate since stories are how pressed himself to me during and after the
residential program. His self-described love afraals appeared to have interacted with his
story-telling identity and the National Park (pladentity), and turned into a desire to study and
save "rare and unigue animals" (practice-link idgnt Adam's identity did not necessarily shift
his career choice, but instead expanded his optomimclude another potential career that
overlaps with his love of animals and a desirertdaistand and protect them.

It seems Adam may have had the dream sometimeebgtthe first and second half of
the interview as it was not mentioned at all dutimg first interview. However, the first part of
the interview involved questions related to befiveresidential experience and going through
his pictures that were taken during the resideptiajram. If the dream happened in between
interviews, it perhaps speaks to what can come fiemonnecting to the residential experience.
In this case, the reconnection was through theviree process.

The identities that Adam brought to the residdmirogram as story-teller and animal
lover affected how he interacted with the naturatld/(see Chapter 2). The post-experience
interview revealed that the interactions of thedestial program served to shift an already well-

developed identity beyond interest in the naturadlevto wanting to protect it.
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Emilia: Learns to Make Friends

Emilia, is a non-Caucasian, female who first stoatlto me during one of the pre-trip
events that took place. During this event, sheethhbout her favorite teacher and downloaded
many of the things she had learned that year in@chcluding being able to count to 100 in
Japanese. Emilia had an interest in learning asdribed herself as being "smart”. She arrived
at the program with some knowledge about the amsiinaihe park and geologic features.

Prior to the residential experience, she spentyrhanrs outside each day in her yard,
playing sports and going to a nearby park. Evengh many other participants used their
outdoor play time to describe their connectiorhi® énvironment. Emilia said prior to the
residential experience she did not feel a connedtidhe outdoors or nature. Emilia: "No, not
really. All | do is play outside and climb on tresasd jump out”. She did not see interactions
with her local surroundings as a connection wittureaor the environment. During the
residential experience she participated in a wayfibhwith the viewer/visitor interactive group.

When she was asked to describe her experiencdhatiesidential program, her focus
was on how she gained confidence in her sociaitiasifterwards. She credits the residential
experience with being able to make friends the geat in school.

What we did in Yellowstone was amazing. Like, hessabefore Yellowstone |

wasn’t having a good time. | was being picked ofifth grade by a person | will

not name. And, like, after | felt more— cause | madore friends along the way

and | had a friend-making experience. So | canariaknds here, too, because |

don't really have many friends. And during Yelloarse, | loved it because |
made new friends and they accepted me for who | am.

For Emilia, the residential environmental educagaperience was seen as a "friend
making experience". She had moved into middle sicti@ next academic year after the

residential program and thus changed school envieots. However, she credited an ability to
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make friends during the program as what changedmnapbved her school experience the next
year.

The importance of the social aspect of resideptiafjrams has been observed in
previous studies. Sebasto and Walker (2005), ugiognded theory, found the second most
important thing (after safety) for thousands ofisints aged 0-14 years old participating in a
residential environmental education program wagsatderactions (Smith-Sebasto & Walker,
2005). This testifies to the importance the sodialensions of learning, especially for
adolescents. Peer relationships increase impatang/outh entering middle school as their
understanding of friendship develops.

When | asked Emilia, would her family say anythivegl changed about her after she
returned from the residential program, she iniialhswered “no”. However, she followed up by
saying that her family had noticed her increasaiascomfort and happiness.

They said | was a little bit more happy. Becaud&lh't get picked on anymore.
| always get picked on because I'm smart.

The residential program allowed for a low stakegr@nment for Emilia to try and
develop friendship, which she did. She was notgmatized by her roommates or others for
being smart in this context an important featureaftearning environment.

When reviewing Emilia’s pictures 11 months aftes tesidential program, she retained
many details about the subject matter and the &tehynd how the picture came about. The
example below is her description of a picture o moon that was observed one evening. It
was a unique experience for her, however, the kasfgect of the experience appears to also be
what made it memorable. She described how shéd@ncbommates stumbled across the moon,
with the help of a chaperone, and then they shineéxperience with the others.

What | remember is it is one o’clock in the morniagd me, Carmella and
Tameka were still up talking and laughing. Thevalk out to get Tameka’s
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water bottle, and then Ms. Allie sees me and skikascome on, look outside,
and then | walked out onto the deck and | sawréddsmoon. Basically it’s like a
lunar eclipse, but | am not sure if it was. Andt gverybody— all the other girls
who were still up, out, to take their pictures—atidhe flashing and
everything— | was like, oh, I'm blind.

Emilia bonded with her roommates and then otheigygaants. On the final day of the
residential experience, all the participants pgetber plays, skits, or musical numbers. Emilia
created a play with her roommates, a scene inanéap restaurant. Her knowledge of Japanese
helped create the play setting and story-line. sThuthe context of this residential program and
this sharing out experience, her knowledge becasoeial asset. This culminating social
experience, along with the other positive socialagions that occurred during the residential
program, allowed Emilia to see her own social &bgi which became part of her identity (she
embraced).

Emilia came to the experience self-identified smart”. That identity led to negative
social interactions and being picked on, priotht® tesidential experience. She took from the
residential experience a new confidence and idemtecifically one who is able to make
friends. Emilia attributed that new confidencéngr successful 'friend making experience’
during the residential program.

Did this identity change affect Emilia's connentto the natural world? Emilia
explained in her own words, "l like the environmamdre”. At the National Park, she saw clean
rivers and streams and how nature 'used to beieMer, she argued the natural world she saw
at the National Park does not exist in her immedsatrroundings.

Like— because over there it is like so pretty, Wwatdon’t have that here. Like

there is like certain places where we can go ord tieat | researched. Like—

because the rivers and stuff that they have oytdhe more cleaner than what we

have out here. Likeocal Lakeis all dirty. And you can’t see the water. Angit’

like so dirty you can’t even see your fingers wiyen put them in. And like, out

there it is so crisp and clear. And it's— like yoauld actually see what'’s in
there.
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The difference she saw between the semi-pristine®hea Park and a local urban lake, seemed
to reinforce her belief that her urban surroundiwgse not part of the natural world.

Emilia case shows the importance of residentiajams creating and facilitating a
space where individuals can be "smart", or howéwey identify, and not be persecuted. This
type of space is important for the learning progess helped her in an identity shift. Her case
also shows a missed opportunity, where she canetesidential program and left believing
the natural world consisted only of the semi-pmnistplaces, thus not allowing for a connection

with her local, urban environment.

Tasha: Learns to Be 'Good'

Tasha, an African American female is a self-déscti"city” girl. Tasha had some prior
knowledge of the animals and features of the paf&re participating in the residential program.
Much of this knowledge was gained at school andhdiuthe pre-program field trips. The
outdoor experiences she brought to the progranmveaasly playing in her yard or at
playgrounds. Additionally, she had some experidivagg and playing near a creek.

Before the residential experience, Tasha did eeltd connection to nature or the
environment as she explained she was "scared dfanosals”. She admitted that she was also
scared to go to the National Park because of laerdfeanimals. Her motivation to participate in
the residential program was her mother, who thotughtuld be good for her to have an
adventure and push her boundaries. During thdeesal experience, Tasha was part of the
group whose interactions were focused on socigiwiith each other more than the natural
world. Tasha's social focus during the residemixaerience was also evident during the
interview. Throughout the interview, her friendere waiting for her outside the door, and her

attention was frequently drawn to them.
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In the post-experience interview, Tasha descritedavorite experiences of her week at
the National Park as seeing things and the free pianticipants had where they could just hang
out. Free time was found to be important to pgudicts in a previous study on meaning making
of "gifted" 4th and 5th graders during a residdrgragram. The authors found that it was one
of the domains that emerged as important to ppeitds’ experiences and argued free time
contributed notably to learning within the infornsatting of a residential program (J. J. James &
Bixler, 2008).

| liked seeing the stars and stuff.... | liked wakup early to go see what we

would see for the day | liked mmmm..... In the nhédadf the day it is just chill
time to hang out with everybody and race and stuff.

During free time participants would race each otheasha's interview response
reminded me that she not only participated in gdout often won. | thus | commented, "I
remember the races you would win a lot wouldn't3/ouTrasha responded confidently and
quickly, "I only won twice. Nothing big". Tashaddnot convey as much confidence in most
other answers. What might speak to this is theedtature of racing (and possibly the
outcomes) and relevance to her. Psychologicahreléas found action, repetition, novelty and
relevance to the individual were all important temory creation (in K. Liddicoat & Krasny,
2013) . In a study of long-term memories, a ydi@r a residential environmental education
program the authors found that "recollections weghly influenced by actions taken by the
students” (Knapp & Benton, 2006). For Tasha, didonot have an apparent connection to the
natural world, her interactions with others maydaeen the most relevant experience.

In a description of how Tasha’s daily life changdetr the residential experience, she
shared her perspective on how she saw a changgsalhand her identity.

Like not getting into trouble....like they told rmeound October that | was going

to be going.....so then if | was to have an incigdese call them strikes, | wouldn't
be able to go. So | had to be the whole time wgitor the residential experience
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to come.....but I'm good now though, because $aduo it, because it was such a
long period from October through Yellowstone.

Tasha gave credit to the residential experienceefalizing her ability to be "good" and to
continue to stay out of trouble for 15 months after experience. In sharing these results, | am
not applying a deficit model to Tasha, but recomgzhe changes she subscribed to herself. She
explained that because she had to be incidentike $tee for 10 months prior to the residential
experience, she became 'used to it' and now ippadf who she is.

Did this identity shift change Tasha's connectmthe natural world? It appears that her
concept of the environment, as something outsideitly where animals, which she fears, live
did not change after the residential experiencéerAyoing through her pictures from a week in
the National Park (19 out of 50 were of friends ahdperones), | asked if any of the pictures
relate to her life now. She said the pictures ieiniids were relevant, but the others pictures were
not because she was a ‘city girl’. During the imiew, she said she enjoyed seeing a specific
geologic feature and taking pictures of it and otmpects of the natural world, but she also
labeled non-city things as "nothing". The pictahe is referring to in this quote below is of a
landscape.

Like the friends ones do but | don't go out mukk that much to the

woods...more like the city type. If | would go teetwoods | would take pictures
because | love taking pictures of nothing...stiki khis.

When Tasha was asked directly if her connectighématural world or environment
changed after the experience, she appeared tokiadpofor what she believed was the "right
answer", within the information she learned dutimg residential program. Her response likely
was influenced by a school framework, where quastare often focused on cognitive

understanding. The question was trying to undedsteow she felt connected to the
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environment, and her search for a cognitive respomsy speak to the lack of emotional
connection.

The nature, nature (to herself)....like aboutHittg and how bad that would be for
the animals....leave no trace.

It appears Tasha came to the residential experiwitheut a connection to the natural world,
and while she was in the National Park, she focasedhat was most relevant to her, other
participants. Thus, her connection to the envirenndid not seem to change.

Many environmental educators creating curricullaweha strong connection with
animals and the living world. Thus, these programescreated under the assumption that all
who participate in them will enjoy seeing, beingnend learning about animals. However,
many urban youth like Tasha lack experience beiogral wildlife and also lack the positive
adult messaging about wildlife necessary to inaeasnfort and decrease fear (Van Velsor &
Nilon, 2006). This disconnect contributed to Tasheack of interest in the wildlife and appeared
to not lesson her fear of animals. In a studyeaf$ of urban youth in wild lands, the author
found that fear of animals was one of the most comfears expressed. It was also noted that is
what may account for the 'indifference’ to nataralas by urban youth (R. D. C. C. L. Bixler,

1994).

For various reasons, people grow up with diffeedtitudes toward natural areas:
Some enjoy wildlands, some are indifferent, anei®tare even phobic...One
plausible explanation for this lack of interesthie inability to feel comfortable

and confident in these unfamiliar places. (Bix[E394)

Thus for Tasha, the animals in the National Plak attract people from all over the

world and make the place special for many, didembiance her experience. Her case highlights
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a potential blind-spot of many environmental edorsggtwhich is all youth will love experiencing
the outdoors and animals the same way they dar Rysearch shows the need for positive
exposure and social support for that connectidmfgpen. The social relationship practices,
however, did make the program relevant, fun antharable for Tasha and also played a part in

her identity change.

Synthesis

For all three of the participants, the residergratironmental education experience
allowed them to either recognize their own ab#ite potential future occupations thus
facilitating identity changes (shifts). All idetytichanges were attributed to the residential
program by the participants. One of the threetskbs directly tied to the natural environment.
This reveals that some important consequencesqimas) of residential program may be
overlooked if we do not allow for evaluation proses that hear the voices of the participants
and recognize the other agendas that are pursubdsa contexts. This allows them to express
what was important, memorable or transformativenémn.

Adam's identity shift and new potential careericb@ersisted over a year and a half
after he was at the residential program. He cantlee program with a strong connection to the
natural world because of his love and knowledgeninals. His engagement with the Park
during the program was as an "insider" or somedme igentified with place (Lim & Barton,
2010). The Contextual Model of Learning in infolfreattings posits that there is a "never-
ending dialogue between the individual and hisesrghysical and sociocultural environment”
(J. H. Falk & Dierking, 2000). It appears duriing tresidential program, Adam's place identity
and environmental identity reinforced one anothnet laelped create a new identity, in the form

of potential career as a naturalist.



109

For Emilia and Tasha, their identity changes mayhawe been associated with the
natural environment, but the changes would be densd significant as they were positive youth
development (PYD), which is the goal of the commugouth organization in which they
belong. The fundamental goal of community youtbgpams is to provide a positive social
environment for an adolescent to gain personalsacdl assets to facilitate development into
functional, contributing adults (Eccles, 2002).eTgrograms are often developed in
communities where there are a plethora of negatiigences and where youth experience
racism, sexism, classism, homophobia and otherdoarrThese programs allow for an alternate
space where assets can be acquired that allow youtwigate these negative influences
(Sutton, Kemp, Gutierrez, & Saegert, 2006). Thele\aommunity youth organizations use to
attain their goals is providing safe social setimghich allow adolescents to develop positive
personal and social assets. Some of the assetstanpfor PYD include; good physical health
habits, critical thinking, positive mental healtlonflict resolution skills, connectedness, ability
to navigate multicultural context, and civic engagat (Eccles, 2002). Not all assets are
required for PYD, but the more a child has, theemesilient they will be to fend off negative
influences or get through negative situations (Ec2002).

For Emilia, she gives credit to the social spaeatad during the residential program in
gaining social skills and ability to "make friendgFor Tasha, the requirement of the residential
program to stay out of trouble before the trip f@iced her abilities. Since both of these
participants arrived without feeling a connectioritte natural world, is it realistic to expect an
identity change for them that involves the natwatld? The learning environment of the
residential program did provide the "safe soci#irsg’ necessary for social repositioning and

relationship development to occur for Tasha andliiBmFuture studies should focus on how to
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discern if all participants experience the same satfting to allow social growth and

development.

Changes in Stewardship

The ultimate goal of environmental education isreate informed, active stewards of the
natural world. In this study, stewardship is defiras an individual's desire to take action or
action taken to protect the natural environmerte Matural environment is considered as non-
human constructed (but often highly manipulatedpar The stakeholder's goals of this
residential environmental education program inctldecouraging stewardship, creating a desire
to protect the National Park, and to create theréuenvironmental leaders (see Table 2 in
Chapter 2). During the interviews of the first yeahort, the questions asked of the participants
connection to the natural world before and afterg¢hvironmental program did not reveal a
sense of stewardship. Participants instead desthbw often they played outside and what
activities they participated in.

Thus, questions were added about protection aftpk@nd animals, some of which they
learned about during the residential experiendas @pproach was an attempt to try and
understand if a residential program message wag leinslated into a desire to protect the
biota, living organisms, inside or outside of thatiNnal Park.

Besides Adam's dream about becoming a naturallsatn about and protect animals and
become a steward of the natural world, only twaeptharticipants discussed a stewardship
desire. Matthew repeated several times throughisunterview how he wanted to save both
"his planet and Yellowstone". He further explainiedt he wanted to keep the park the way it is,

and always was, so it would be around for otheexjzerience and enjoy. Lori also mentions a
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new connection to the environment and desire tteptahe park. Of the seven participants who
were asked about the importance of protecting §pgatants and animals, Lori was the only one
who believed all should be protected.

The curricular focus of this program was on untderding the ecology, geology, and
natural history of the National Park. The stewhiplsnessage was a combination of the natural
science understanding of the park, along with geaid experiencing the animals who made the
park their home, and a culminating project whemtiggpants had to argue why the park should
be saved. The hope was this would lead to progranticipants bonding with and wanting to
protect the park. Many participants bonded withplark, others bonded with the experience,
and for three participants, Adam, Matthew and Lloat lead to a desire for stewardship.

Matthew: Wants to Save the Planet and the Park

Matthew is an African American male who enjoysiéag. He came to the program
with much knowledge about animals, as he had restyrhooks about them and he also had a
strong interest in science. He had some experieeity in natural settings, as he frequently
visited a park near his home. During the resi@ptiogram, he was often asking and answering
naturalist questions. He was also one of the fewsistently interacting with the natural world,
and thus would be considered in the ‘engaged staeseribed earlier.

In the post-experience interview, Matthew madgaar that he enjoyed learning and the
experience made him want to save the National &adkthe planet. In the first question, when
asked about his experience, he explained:

So, it was good because | got to learn, like, abatiire. And | learned about— |

saw more animals. Like | saw what like what we warpposed to like— because

you know there is pollution and stuff. So | wantike save my planet and

Yellowstonebecause | want to keep it like that because igflyeool and like
there is a lot of really cool things there.
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| suggest that Matthew is trying to explain thdtatvhe learned about and what he saw in
the National park made him want to protect the @axd his planet. The concluding project of
the residential program involved participants using of the fifty pictures they captured that
week to argue to save the park. In his follow-ufenview, he continues to want to protect the
park, but it is unclear how that notion expandprtecting the planet. Matthew believed his
family would say that was how he had changed dnecesturned, "Well, | learned to respect
nature and not destroy it. That's all."

When asked about Matthew’s connection to the enment before the residential
experience, Matthew explained his motive for vigjthis local park was to see animals. To
understand his desire to take part in stewarddhipeonatural world, he was asked if he has
done anything related to the residential programeshis return, he notes:

| wouldn’t say like always. But sometimes. Becalgant to respect nature and |

just want to keep the world— make the world a igitace. And like not try to

kill anything because if this was gone, | would @eliave seen it and it would

have been taken over— there would have been aitidstreets everywhere.

In describing how he would steward, Matthew statgke abstract how he wants to respect
nature and make the world a better place. He lthiegs his statement back to the final project
of the program, arguing for the protection of tlaekpfrom development in order to protect the
animals that live there. It is suggested that Ma#ts strong animal connection made the
message of the culminating experience more powerful

Matthew had difficulty defining his favorite expence, whereas for many others it was a
specific animal or geologic feature. In his stada@bbelow, you can understand his appreciation

of learning and that he saw the experience as @ iore lifetime opportunity.

Well, it like— like | don't want it— | don't knowl.can’t explain it. Like I just
really, really liked it because it was a great epee because | got to learn more

about nature and just got— and | got to learn rfeémgs. And | think if someone
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else could have the chance, they would be luckgumethey might not have it

again.
Matthew recognized the park for what it was, aigesdf wilderness in this country. His
message to the next participants was "cherish'uthigue experience, and that it had the
potential to make them better people.

Well, I will tell them, well, this will be a reallgreat experience, you should

cherish it for the rest of your life. And you shdulever let go of this memory

because it might be there for once in a life. Seagb keep it in mind and cherish

nature because Yellowstorteas always been like this and you want it to Bkaey
this.

| would tell them — | hope Yellowstone made youeditér person because they
teach you a lot about life and what you shouldastop things in the world. And
make a change

Matthew arrived with a strong connection to theiemment because of his love of
animals, learning and science. Nine months #fteresidential experience, Matthew expressed
his desire to "make a change" in the world to sheeplanet and the park. The experience also
led to a change in his level of interaction witk tiatural world. After the program, Matthew
said he spent more time outdoors playing sporégjipd in his yard, and observing plants and
animals.

It is interesting to note that when Matthew wasedsto determine if eight animals and
plants were important, somewhat, or not importangrbtect, he labeled the things that he
learned about in the National Park and those he&khadledge of, as important to protect.
Plants or animals that he did know were put intategory of somewhat important to protect.

Mathew came away from the residential program wittesire to take action and protect
Yellowstone and his planet. He saw the park as thewatural world ‘used to be' and did not
want it to go away. However, it does not appeattivav was taught what actions he could take

to protect the environmental once he returned home.
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Lori: Wants to Stop Development

Lori, a Caucasian female, arrived with little primowledge and some experience in
natural places, such as visiting neighborhood pafitge described her connection to the natural
world, prior to the residential experience, as gmg playing outside in her yard when the
weather was nice. When asked if her family woalg something has changed about her she
described the newfound stewardship desire.

Probably. | mean, | feel like | am more— | don'blkinwhat the word is, but like |

feel more like the environment is way more impatrtiter | went to

Yellowstone. And like that whole thing we had toatdhe end, like why should

we not turn Yellowstone into a really big parkimg, land stuff like that— and that

made me think— and it’s like, well, a lot of thinlgappen like that. And | need to
help stop things like that. Or just do the litthat | can.

Unlike Matthew, Lori did not repeat the stewardstigsire throughout the interview. However,
she was the only participant who took part in theggions about plant and animal protection,
who said it is important to protect all animals gotahts listed in the post experience interview.
Her arguments for protection ranged from the orgiasibeauty, numbers (rare), and ecological
function. She also said her level of interactiathwhe natural world changed since the program
as she spends more time hiking and outdoors arehbg plants and animals. These new or
more frequent interactions with the natural wonle anportant new social practices derived

from the residential program. Ones that can stryzovide more experiences and reinforce and

build connections to the natural world now andhie future.

Synthesis

Stewardship is one of the main outcome goals adtraovironmental education

programs, including this one. However, only thoee of fourteen (including Adam) participants
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expressed an explicit desire to steward the enwest after their residential experience. A
possible explanation, found in earlier researchjcbe the residential program's curricular
focus. In a study of high school students’ mensofie years after two different residential
environmental education experiences, the data sthgadicipants of the program in which
"learning conservation behaviors is a more expfiait of the program™ more often credited the
program for inspiring "environmentally responsibkhavior” (Liddicoat, 2013). The author

also noted that the behaviors expressed did ntt tenservation of the semi-natural area where
the residential program took place, the North Cassa Instead, stewardship behaviors reflected
what was taught during the program that could beicoed at home. The second program in the
study, the Teton Science School had more of a seieurricular focus, and few participants
discussed stewardship activities inspired fromrésgdential environmental education
experience (K. R. Liddicoat, 2013). These resaflésconsistent with what was observed in this
study.

The curricular focus of this residential programsvecology, geology, and natural history
of the National Park, with the overarching them@mfserving the park. The findings of
Liddicoat (2013) and the results of this study ssjghe importance of having explicit
conservation behaviors as part of the curriculurexgerience if there is a desire for participants
to continue environmental stewardship behaviorsnathey return home.

Becoming an environmental steward is a long teeretbpmental process and most of
these participants were early on in the experieptectice necessary to be stewards. None of
the participant expressed having stewardship espeeiprior to the residential program. It is
unrealistic to expect youth at this age to know howe stewards without mentorship. | believe

this is evidenced by Matthew's repeated desiren@ké a difference" without being able to
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explain how beyond "not wanting to kill things".ofli's expression of wanting "to make a
difference" started with trying to help stop deyeteent of natural spaces (the theme of the
program) and concluded with "or just do the littlat | can".

To try and understand why pro-environmental bedvavoccur, Kollmus and Agyman
(2002) reviewed the many models that exist to expldny or why not individuals participate in
environmental stewardship. The authors creatad @lagn model describing necessary internal
and external factors and barriers. Without theessary antecedents to environmental
stewardship, such as the internal factors whichterenvironmental consciousness (knowledge,
feelings, values and attitudes) and external socudtural, political and economic factors, we
cannot expect stewardship behavior to spontaneaagslyr (Kollmuss & Agyeman, 2002). The
authors’ model also accounts for barriers to stdsfap such as lack of the internal and external
factors, and lacks of incentives, feedback, andeltaviors.

This residential environmental education expereaitowed for some individuals to
express a desire to be stewards when they retinoee by affecting internal factors, such as
values and feelings. However, when the youth re¢xternal (social, economic, political, or
geographic) factors, can become barriers to thesird to become stewards. A large barrier that
arises upon the participants return from this paogrs distance. The participants are separated
by nearly a thousand miles from the National Phdytwant to protect. Thus if environmental
stewardship is an outcome goal of a residentialrenmental program, providing resources and

tools for continued stewardship once the partidipaeturn home would be essential.

Perception Changes and No Change in Environmental@nection
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For the remaining participants who took part istpexperience interviews, there was
either a change in perceptions, beliefs, and nagda interest, identity, and stewardship of the
natural world. For Samantha, Nereus and Ursular #fe residential experience, they saw the
natural world differently. Three participants daidt change their environmental connection as
defined in this study. Of the three that did nedmmge their environmental connection, only one

did not have a connection to the environment godhe residential program.

Perception change

Samantha explained that she always enjoyed beingiae, but the experience changed
her connection "because now | think about the diffiees in so many different places...". The
difference she described throughout her intervieas the peacefulness that the National Park
seemed to offer that was not found in her urbarnrenment.

Nereus, prior to going on the residential expergsaid he generally "liked" nature as
was evidenced by his desire to play outside. ketba experience as a "fun adventure” and he
was "happy" that he was able to go and see am#zimgs. What changed for Nereus as a result
of his residential experience was his perceptiothefatural world. He noted he “noticed it
more” and in general he "likes nature way morehug an outcome of this residential program
was Nereus' increased ability to perceive the ahtvorld around him.

Like I pay attention more to my surroundings. Lgteff that | see now, like, oh
there is a bird. | used to be like, oh, bird. Arjddt like seeing birds.

Ursula reported no connection to the natural wbdtbre the residential experience and
was primarily focused on social interactions dutiimg experience. Ursula noted that she

developed an empathy for the animals and a bélafitunting was wrong from the experience.
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Well, | really don’t think hunting is right afteesing all the animals and just them
living doing whatever— just roam free. | actualyught it was pretty cool that
they got to do that and stuff. Because | knowmfals an animal | wouldn't want

to be kept up in a little zoo, so it was actuadiglty cool.

These changes in perception after the residgariogiram are important and could serve
as an initial step toward connecting with the ratworld. Future research should focus on
understanding what aspects of the program fa@tt#ttese perception changes, along with the

other changes that occurred.

No change in environmental connection

The following individuals did not have a changehmir environmental connection,
defined in this study as interest, identity, omstedship, after this residential program. They
were also self-described as unchanged in theirexion to the environment after the residential
experience. For one participant she came to thereence with a strong environmental
connection and another without any, these connecpersisted after the residential experience.
Therefore, there was no change in environmentat@cion as a result of the program.

Tammy and Melissa had a strong social focus duheg residential experience.

Tammy had very little time in the outdoors playprapr to the residential experience, except
during summer camps. Tammy noted in her post-éxpez interviews that she did not have an
environmental connection. However, in a statertigitappears inconsistent with what was
reported, Tammy noted that her feelings about ratuthe environment had not changed after
the experience as she stated "I still care abdtheatenvironment) a lot, but | don't care about it

anymore than | do now than | did then". It is @aelwhy this contradiction exists. Regardless,
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Tammy explains her feelings for the environmentengnchanged as a result of the residential
experience.

Melissa had more experience in natural places t@st other participants in the
program. Most of the participants reported theitdoor experiences as playing in their yards.
However, Melissa also hiked and observed plantsaandals with grandparents and at a local
creek, observed wildlife in a desert area whereda€rlived, and had camping experiences with
her mother. Thus, Melissa came to the residept@dram with the understanding that the
natural world is a "fun" place where you get tati@'. Melissa came to the residential program
with many positive experiences with nature, howgeske noted her feelings did not change as
she has always "loved the outdoors".

Levi’'s connection to the environment was expregsadarily as playing sports outside
and walking his dogs in the park. When asked aléds feelings towards the natural world or
the environment had changed after the experiercdebcribed his efforts to rescue stray dogs.
Levi’'s was unique in that he was a last minute @aldito the trip, and did not take part in pre-
trip experiences. Another confounding factor dulieyi’s interview was the presence of his
grandmother and siblings. This may have influengbdt information he was willing to share
during the post-experience interview. His selfaldged connection to the natural world
centered around dogs, and continued after theeesad program.

It is important to recognize for some individutileir connection to the environment did
not change after this formidable experience. Nufrtbese participants arrived with an identity
tied to the natural world or stewardship, howevangnenjoyed playing in the outdoors. Why
did the residential experience facilitate interagntity or stewardship changes for some who

did not arrive at the program with environmentatmection and not others? Future research
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should focus on what aspect of the individual'stexinor the residential program prevented or
created these changes. Specifically, can outdagrgerve as a learning pathway for youth to

engage with the natural world and increase thaineotion and stewardship desires?

Revisiting the Residential Experience

Having follow up experiences related to a residé¢environmental education program
has been shown to increase the programmatic €Beuth-Sebasto & Cavern, 2009). Smith-
Sebasto & Cavern (2009) researched the impactwbalay residential program on participants
who took part in pre- or post-activities and thegyam or the residential program alone. They
reported the only significant increase was in resfi the environment and only for those who
participated in both the pre- and post-trip adegtand the residential program.

For this study’s residential experience, thereensaveral pre-trip events, but no post-
experience activities. Without post-experiencéfelup, the participants’ memories could serve
to reinforce what they learned and gained frometkigerience. Thus, participants were asked
several questions trying to understand how oftetigg@ants revisited the experience on their
own, with others, and what triggered those thoughtsonversations.

A majority of the participants said they thoughbat the experience "a lot" even 9-19
months after the experience, which was describedeagly, monthly, and to a few times a
month. The triggers for thinking about the expeciefell into the following categories; animals,
park features, school, other club participants, oraiilia, and other. All triggers described are

in table 2 below.
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Table 5
Triggers for Participants toThink about Their Resatial Environmental Education Experience
Club Park
Animals Connection School Features | Memorabilia Other
Wildlife in | Friends who Social Mountains T-shirts Color Red
backyard went Studies Classg Trees Pictures (Moon)
Cats and Members | Science Class Clouds Movies of College
dogs going Science Cabins Wolves Chant
Animals at Teacher | Other Campsg
Z00o Geysers
Animals on
TV
Bears
Bison
Wolves

Observation of animals in Yellowstone was onehefrhain objectives of the program
and some of the participants had a strong conmetdianimals. Therefore, it is not surprising
that animals were triggers to revisit the residdrgkperience for many of the participants. The
animals that served as triggers were those se¥aliowstone, wildlife in the city or on
television, and domesticated pets. During ondeftivo years this study spanned, the instructor
gave a lecture on how closely related dogs wewedloes, which may have facilitated the tie to
domestic animals. The park features, such as rmamsénd trees, also reconnected participants
to the experience as did memorabilia they werergorepurchased themselves.

For all participants, one picture was printedtfem and it was used to argue for the
protection of Yellowstone. The other pictures weuéon a jump drive for them to take home.
A majority of those interviewed did not print olietremaining pictures. However, some
participants had uploaded the photos to their Famlepages, made calendars with them, or were
put on a computer. The creation of these artifaets important, as the few participants who

made their pictures readily available via the adi$, were the ones that used the photos to revisit
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the experience. By revisiting the event with thiégses participants were reinforcing the
learning pathways created during the residentiadj@m.

Sharing memories can also be a social experieheghweinforces the residential
program, expands meaning and serves to develofitidsrtied to the experience. Most
participants interviewed said they talked to tlieends and family about the experience less
frequently than they thought about the experieniogo participants only spoke to fellow club
members about the experience, Matthew and Tammatthiw explained his reasoning was
"....because they experienced it and | don't thimkone else would get it except us". Tammy
explained that she only had talked to her mom atfmuéxperience when she returned, but did
not elaborate on why discussions are now limiteddb members.

Research has found that memories of residentiat@mmental education experiences as
much as five years later, served directive (howe)y social (point of discussion), and self
(identity formation) functions (K. R. Liddicoat, 28). In this investigation, similar
categorization could be used for changes partitgp@xperienced (and often continued) 9-19
months after the program ended. New interest$y aacamping, fishing and hiking, were
pursued by some participants and served a direftthaion. The experience was discussed
with friends, family, teachers and other particiggaserving a social function. Also, some
participants identities and stewardship desiregwaifted, serving a self function. Thus itis
possible these post-programs changes and the nmesnfimm the residential experience could

continue to serve these functions long after theeagnce ends.

School and Science

For some of the participants, school served asegiarevisit what they learned during

the residential program. Ecology, geology and mratuistory are the main curricular foci, and
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several participants spoke of using the knowledge fthe program in their science courses.
Eight participants expressed a love of scienceotedit was their favorite subject prior to the
residential program. The other six participantsensgjuivocal about it or disliked the subject.
The residential experience increased the particgaffinity or understanding of science for all
except four participants. Two of the four that esipnced no change in affinity claimed they
already liked the subject matter a lot before #wdential program. For some participants, they
attributed their change in what they felt abouésce to the residential program, for others the

origin of the change is unclear. Below is a talflpre and post residential program connection to

science.
Table 6
Participants Self Described Connection to Sciemc8ahool
Pre-Program Post-Program
Change due Change
Love/Favorite Like Equivocal None to REE No Change
Adam Levi Marco Adela Adam  Tammy Samantha
Nereus Tasha Melissa Emilia Nereus Melissa Matthew
Matthew Ursula Tammy Ursula Adela Ed
Lori Ed Marco Levi Tasha
Samantha Lori Emilia

The science curriculum for the sixth and seven#ags in the state where the participants
lived included animals and ecology. Several pgudicts discussed sharing their knowledge
from the summer residential experience with theiersce classes or teachers. The two
participants who had a strong connection to theiplise used and shared their new knowledge

with their science teachers. One participant nttatlhis parents said he had become "more
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sciency" after he returned from the residentialezigmce. He argued that he always loved
science, and came away from the residential prodgpamng it even more. He was also able to
use his knowledge in the next year's science class.

Science was always one of my favorite subjectse@ally if it has to do with animals.
And then after | went to Yellowstone | got to rembthese animal books. | went on this
big, crazy investigation to find out what this e@ntmouse was that me and my cabin
mates had such an interest with.

-Adam

Oh, we learned a lot about animals in this. Anduatbood chains and things. And
| had a science project like at the beginninghef¢chool year to make— it was a
food web. And so some of the stuff, | already kivewere to put things. And |
still want to learn a lot about animals..

-Adam

Nereus shared some of his pictures from Yellowsstwith his science teacher and was
able to use his knowledge in science class disoussiThis increased knowledge appears to
influence his like of the science discipline.

Because that was the summer and like a monthwaftérad the science group and we
were talking about nature. And | talked about hiceev— what like nature looks like and
what happened in nature. Yeah. | got more knowledgeit the nature. | got more
knowledge about nature.

-Nereus

Other participants spoke of applying their knowgedjained from the residential program
in school, specifically in science classes. ons, it was the expanded understanding of
science and active learning they experienced duhegesidential program that engaged them
more in science. This translated into an increastedest in the discipline.

Well, I learned a little bit about it in my schdmcause we had to learn about, like, |
forgot what it's called, but there is like consusyatecomposer... and | learned about
animals.

-Matthew

And | remember once in the beginning of the sclyear my science teacher was talking
and he said something and | brought up somethingtatellowstone. And it felt good
doing that. I just loved it.

-Lori
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It actually did because science was really bob@egause you never got to experience like
the stuff they talk about for yourself. So actuglbing to Yellowstone and knowing what
they are talking about and it making sense actiumdlped a lot.

-Ursula

Like I thought it was like— like | never really &w about it that much. | thought it was
just like— I didn’t know like outdoors and stuff wéike science. | thought it was just
like atoms and things and never knew that thatseance.

-Marco

One participant noted her change was due toglaeher. For the remainder of the
participants, it is unclear why the changes occliriféhere description of the changes in their

connection to the science discipline is below.

Yes, but it was because of a great teacher, ndbwsione.

-Tammy
| like science more. lej A+ in science.

-Emilia
It got easier in some ways.

-Levi
Now I like science. Like it's fun.

-Melissa

Science classes served as a way for the partisipaishare the knowledge gained during
the experience revisit the experience, and gaireraba connection to science. The National
Research Council (NRC) reported on research imiegrscience in the informal setting and
found that identity and interest were importanastis of learning science especially for
individuals from populations underrepresented égbtiences (Bell, et al., 2009). The NRC
states that informal settings

often serve as an ‘on ramp’ to help the learneldidamiliarity with the natural

and designed world and to establish the experibase, motivation, and

knowledge that fuel and inform later science leagrexperiences.
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(Bell, 2009 p. 295)
This residential experience appeared to servectease several participants’ knowledge and
interest in science. The science classes in theoé€ curriculum served as a place to revisit and

reinforce their residential environmental educagaperience.

Conclusion

This investigation revealed that there were changeome participants’ interests,
identities, and desires to be stewards of the abtuorld after this residential environmental
education program. This contributes to earlieeaesh on how these specific variables affected
participants’ residential environmental educatigperience (Chapter 2). Recognizing
residential programs and their unique, immersivalitjas as a socio-cultural phenomenon where
identities and interests are being shaped by sanaronmental, and academic interactions,
allows for an understanding of outcomes (or changetspreviously described in residential
environmental education programs.

Interests can serve directive functions for pgréints during a residential program. This
study found interests created during at resideptiadjram were pursued by some participants as
new ways to interact with the natural world aftegyt returned home. These results support
research in long-term memories of a two-day resideprogram, which found that the novelty
of the residential experience was engaging, but Wwekped reinforce the experience over many
years was the participants ability to take whay tflearned and apply it to "their backyards” (K.

R. Liddicoat, 2013). It should be noted, for sed@articipants of this study, continued and new

interactions with the natural environment requii@dlitation by family members. These



127

findings also support a body of research on legrpnocesses of youth, which finds that youth
need adult, social support and facilitation of thedierests (Banks, et al., 2007; Barron, 2006).

Prior research has shown that individuals’ inteaesl identity affect how participants
interact with informal settings and the natural Md¢Bell, et al., 2009; John H. Falk, et al.,
2008). It should be noted that identity is undwydtdifferently by these researchers. Falk et al.
(2008) approach identity as a stable role indivisilbaing to the learning environment, while
Bell et al. (2009) see identity as dynamic and teechdividuals participation and social
interactions.

To date, there has not been an empirical undelistgiof how the unique setting of a
residential environmental education program affebenges in identity. This study
demonstrated that identity shifts occurred foripgrants in their connection to the environment
and also in their social identities. A participarito arrived with identities tied to animals and
science, interactions with the National Park oeiynforced those identities and created a
potential shift in his future career interests.r &0 others who did not have identities tied te th
natural environment, they saw changes in theiradadentities. These findings reinforce
previous research which found the social aspecasresidential programs were important to
participants (J. J. James & Bixler, 2008; Smith&b & Walker, 2005). The findings of the
current study revealed that the social aspectres@ential environmental education experience
can lead to long-term outcomes in identity chanig@lso leads to potential future design-based
research studies which try and discern what progtanctures create a safe environment for
participants to pursue new interests or identities.

Multiple internal and external factors influenceiadividual's pro-environment or

stewardship behaviors (Kollmuss & Agyeman, 200B)us, a singular residential environmental
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education program can serve to affect particip@ntsrnal factors), such as feelings, attitudes or
valuation of stewardship. Youth need mentorshih direction on how to translate that desire
into action. Previous research has found thasideatial program curriculum focused on
conservation practices elicited pro-environmengdddviors five years after a residential
experience, something not found in a similar residéprogram with a science focus (K. R.
Liddicoat, 2013). Thus, future residential progsatould help facilitate stewardship behaviors
by providing youth with actions they can particpat at home as part of the curriculum. This
would help to make visible the stewardship actitvag participants may not have known about.
This could also help create and encourage a sérggncy, something found in environmental
leaders (Blanchet-Cohen, 2010; Chawla & Cushin@720 Aligning these stewardship actions
with participants social practices also has theipidl to have a synergistic effect.

The post-experience interviews were from 9 to Ifhths after the residential program in
order to understand changes that were not ephemeralrecognized that, these interviews are
singular events, and memories can fade and chadgeever, recent research on episodic
memories as a way to understand outcomes of regtlprograms found that individuals
retained and reflected on their residential prograsilong as 47 years post-experience (K. R.
Liddicoat, 2013).

Thus memories can give important insight intecomes of residential environmental
education experiences and serve to reinforce tbos®mes (Knapp & Benton, 2006; K. R.
Liddicoat, 2013). Therefore, understanding thggers for revisiting the experience is also
important. Due to the unique feature of this restdl program, being in a different state then
where the participants live, understanding whggered participants to think and talk about the

experience after leaving the program could incréfasempact. This is the first empirical
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understanding of what triggered participants réiwigiof a residential environmental education
experience and thus what reinforced their memoré@smories were triggered by physical
items, such as animals and natural features gbdhie and social interactions with others. The
revisiting of memories has the potential to incesascontinue the impact of the residential
program. Thus future residential or environmeathlcation programs could evaluate what
leads to participants revisiting the experience @esign it within the program. For example, in
this program, talking with other club members wiawdror will be going could be reinforced
with annual reunions of all former participantshe$e program designs could allow for
continued reinforcement of new social practicegetigped during the residential program,
potentially providing increased connection to tlag¢unal world.

From an ecology of learning perspective, theeedgsire to understand the influence
informal learning environments on how it "prepaadearner to participate in other settings”
(Bell, et al., 2009). In this investigation, thesidential experience helped prepare students for
their science class the next year. The knowledgeed during the residential experience was
shared with teachers and for some the residentgram increased their interest in the science
discipline.

Barron (2006) makes the proposition that learm@figctiveness should "measure how
often students found ways to continue learninggradih experience. Future design based
research on residential programs should try ancbdiswhat the program can provide curricular
or structurally that facilitates participants pungu new found interests, identities, or desires to
be stewards.

This study revealed the potential for using the strands of learning important in

informal settings, interest and identity, alonghnstewardship to understand the long-term effect
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of this residential environmental education experée Admittedly, a change in a desire to be a
steward of the natural world, is a change in bbéhgarticipants interest and identity. However
it was treated as a separate category in this shatly because it a specific kind of interest and

identity change, and one that is an outcome go#disfan many other environmental programs.



131

References

Banks, J. A., Au, K. H., Ball, A. F., Bell, P., Glam, E. W., Guitierrez, K. D., et al. (2007).
Learning in and out of school in diversie enviromtse Life-long, Life-wide, Life-deep
Seattle, WA: The LIFE Center & Center for Multiaudal Education.

Barron, B. (2006). Interest and Self-Sustained hiegras Catalysts of Development: A
Learning Ecology Perspectividuman Development, 4293-224.

Bell, P., Lewenstein, B., Shouse, A. W., & Feder AM(Eds.). (2009)Learning Science in
Informal Environmenta: People, Places, and Pursuitdational Research Council.

Bixler, R. D. C. C. L. (1994). Observed fears ammtdmforts among urban students. [Article].
Journal of Environmental Education, @9, 24.

Blanchet-Cohen, N. (2010). Rainbow Warriors: Théolthng of agency in early adolescents'
environmental involvment. In R. Stevenson & Jlibil (Eds.),Engaging Environmental
Education: Learning, Culture, and Agendotterdam: Sense Publishers.

Chawla, L., & Cushing, D. F. (2007). Education 8irategic Environmental Behavior.
Environmental Education Research(48 437-452.

Eccles, J. S., & Gootman, J. A. (Ed.). (20@2)mmunity programs to promote youth
developmentWashington, DC: Committee on Community-Level Ramgs for Youth,
Board on Children, Youth, and Families, CommissiarBehavioral and Social Sciences
and Education, National Research Council and Lristibf Medicine.

Falk, J. H., & Dierking, L. D. (Eds.). (200Q)earning from museums: Visitor experiences and

the making of meaningValnut Creek, CA: AltaMira Press. .



132

Falk, J. H., Heimlich, J., & Bronnenkant, K. (2008king ldentity-Related Visit Motivations as
a Tool for Understanding Adult Zoo and Aquariumiviss' Meaning-MakingCurator:
The Museum Journal, §1), 55-79.

Hidi, S., & Renninger, K. A. (2006). The Four-Ph&sedel of Interest Development.
Educational Pshycologist, 42), 111-127.

Holland, D., Lachicotte, W., Skinner, D., & Cain, (998).ldentity and agency in clutural
worlds. Cambridge, MA: Harvard University Press.

James, J. J., & Bixler, R. D. (2008). Children’d&im Meaning Making Through Their
Participation in an Environmental Education Prograhe Journal of Environmental
Education, 3%4), 44-59.

Kane, J. (2012). Young African American ChildrennGwucting Academic and Disciplinary
Identities in an Urban Science Classro@uience Education, 98), 457-487.

Knapp, D., & Benton, G. M. (2006). Episodic and $etic Memories of a Residential
Environmental Education Prograinvironmental Education Research (2 165-177.

Kollmuss, A., & Agyeman, J. (2002). Mind the GaphWDo People Act Environmentally and
What Are the Barriers to Pro-Environmental Beha®®Bnvironmental Education
Research, @), 239-260.

Lee, C. D. (2008). The Centrality of Culture to ®aentific Study of Learning and
Development: How an Ecological Framework in EdwratResearch Facilitates Civic
Responsibility. 2008 Wallace Foundation Distingeidi.ectureEducational
Researcher, 3B), 267-279.

Liddicoat, K., & Krasny, M. E. (2013). Researchtbe Long-Term Impacts of Environmental

Education In R. B. Stevenson, M. Brody, J. Dill&rA. E. J. Wals (Eds.),



133

International Handbook of Research on EnvironmeRtilication New York, NY
for American Education Research Association bytRdge Publisher.

Liddicoat, K. R. (2013)Memories and Lasting Impacts of Residential Outdérrironmental
Education ProgramsCornell Unversity, Ithaca.

Lim, M., & Barton, A. C. (2010). Exploring insides®in urban children’s sense of place.
Journal of Environmental Psychology,(3p 328-337.

Merriam, S. B. (1998)Qualitative Research and Case Study Applicatiortsdacation San
Francisco, CA: Jossey-Bass.

Renninger, K. A., & Hidi, S. (2011). Revisiting t@®nceptualization, Measurement, and
Generation of Interest. [doi: 10.1080/00461520.26871723].Educational Psychologist,
46(3), 168-184.

Smith-Sebasto, N. J., & Cavern, L. (2009). Effexft®re- and Posttrip Activities Associated
With a Residential Environmental Education Expereenon Students’ Attitudes Toward
the EnvironmentThe Journal of Environmental Education(33).

Smith-Sebasto, N. J., & Walker, L. M. (2005). Todiargrounded theory for residential
environmental education: A case study of the NeweleSchool of Conservatiohhe
Journal of Environmental Education, @7.

Sutton, S. E., Kemp, S. P., Gutierrez, L., & Sagder(2006)Urban youth programs in
America: a study of youth, community, and socislige conducted for the Ford
Foundation Seattle, WA: University of Washington.

Van Velsor, S. W., & Nilon, C. H. (2006). A Qualdive Investigation of the Urban African-
American and Latino Adolescent Experiences withdlifé. Human Dimensions of

Wildlife, 11, 359-370



134



135

Chapter 4

Participants Cultures and Lived Realities in the Caotext of a

Residential Environmental Education Program

Introduction

Lewis and James (1995) called for an increaseabdision of diverse voices in
environmental education, which historically hasrbdeminated by the White, middle-class.
The authors argued that there are multiple misqairares in environmental education, including
a belief in a universal appeal of environmentaloadion programs and subject matter. The
authors recommend tailoring environmental educgtimgrams to meet the needs of the
audience. Nearly twenty years ago, these resaaraleze making visible the pervasiveness of
the dominant cultural norms in environmental ediocaand arguing for the need to recognize
and adapt programs for the inclusion of other caku

Understanding the role culture plays on peopletmection to the natural world, to date
could still be considered an emerging phenomendmmenvironmental education. In the
recently publishedihternational Handbook of Research on Environmkthucationthe authors
acknowledged that culture affects how people eepeg and relate to the natural world.

The authors have raised such questions as howeultediates the development

of a relationship with the land and sense of plae inscribes our embodied

experiences.

Stevenson et al. (2013, p. 515)

An empirical example of how culture affects indival understanding of the natural

world comes from Bang et al. (2007). In a studh@iv individuals from two rural populations
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and an urban population understood and interacigdnature, the authors found a difference
between the rural Menominee children, rural Eurap®&aerican children, and urban children.
The study found that the ecological reasoning veesnaon even among the youngest
Menominee children, but it was not found in rurar@ean Americans or urban children. That
meant the Menominee children saw humans and theassat part of the ecological structure,
while the other children saw humans above ecologlyraore than just animals. The authors
noted "both culture and experience affect childramthropocentrism and propensity for
ecological reasoning” (Bang, Medin, & Atran, 2007).

Because environmental education has been domibgté¢hite, middle class culture and
yet there are multiple cultural and experientiaysvaf understanding the natural world, there is a
need for the recognition of differing cultures.ey2r and Kelsy (2013) argued that a "clash
exists between students' life-world culture anddinéure of environmental education..” and thus
environmental education needed to recognize tHiffgzences to be successful. The authors
suggest that environmental educators should beasearicultural brokers', where

...teacher attempts to understand the life worltloes of his or her students, and

to effect change by bridging, enlinking, or medigtbetween those cultures and

the dominant culture of environmental education.

(Zeyer & Kelsey, 2013, p. 211)

Acknowledging the need to recognize the cultusplegts of environmental education
experiences and how it interacts with the "studdiié" (or what | refer to as lived reality), this
chapter addresses the following research question:

How does the recognition or lack of acknowledgnudrgarticipants cultures and
lived realities affect their residential environnedreducation experience?
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This research fills a void in the empirical undensting of the intersection of the residential

environmental education experiences with partidipanltures and lived realities.

Theoretical Framework

Recognizing the multiple cultural ways of knowiaigd experiencing the natural world is
important. It is also important to recognize tregidential environmental education experiences
create a "figured world" which are "peopled by tigares, characters, and types who carry out
its tasks and who also have styles of interactiiigim distinguishable perspectives on, and
orientations toward it" (Holland, et al., 1998)heTindividuals participating in residential
programs will interact with the ‘figured world' damling on their own social and cultural
realities.

...one's social position-defined by gender, ral@ss; and any other division that

is structurally significant-potentially affects da@erspective on cultural

institutions and the ardor of one's subscriptiothtovalues and interpretations

that are promoted in rituals and other sociallydoieed cultural forms (Holland,

et al., 1998, p. 25)

Thus the incorporation or recognition of the stutd lived realities has the potential to
make environmental education experiences moreaeteand empowering for all students,
especially those from marginalized populations (Bxtlal., 2009). A recent study found that
student's lived realities were not recognized dpanvironmental education experiences. In an
ethnographic study of two student groups with anrenmental focus, it was found that “the
prevailing narratives of oppression and privilegenpeate environmental education” (Tzou, et

al., 2010, p. 117).
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Tzou et al. (2010) found certain narratives tenvironmental education settings
obscured some participants lived realities. Fangxe, during a residential environmental
education program youth were told by one of theéeathat people need to stop their addiction
to driving and "the earth would be so much bett€ribeveryone walked everywhere. The
group he made this declaration to live in a neighbod where drive by shootings happen and
during the time of the study, a youth on a bike had a gun pulled on him. Within the same
residential program, two young female participaxgressed their fear of a night walk and not
being able to lock their bedroom doors. The redearlearned that both girls arrived at the
residential program with a fear of "being takenzd@u, et al., 2010). Thus specific aspects of the
residential program, no locks on doors and nighksydacilitated the fears they brought with
them. These disparities in realities cannot beneited if they are not recognized and attended
to meaningfully. Thus this study attempts to ustierd and make visible the consequences of
discrepancies in the context of residential progaath the culture and lived realities of the

participants.

Research Design: Methods, Data and Analysis

Historically homogenous research methodologiekiinvironmental education has
served to keep out voices beyond those of the damhiculture (Agyeman, 2003; Carleton-Hug
& Hug, 2010; K. James, 2003). Thus more culturatipgruent research methods have been
called for within environmental education (AgyemafQ3; K. James, 2003).

This ethnographic case study attempted to cregpaee for the voice of the
underrepresented using multiple methods to undetdiaw students cultures and lived realities

interacted with a residential environmental edwragirogram. Data were collected over two
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years of participating in this annual program. akigty of ethnographic, qualitative research
techniques were used including: participant obdemavolunteer video diaries, analysis of
student artifacts, and post experience semi-stredtimterviews.

Data consisted of approximately 150 hours of pgrdint-observation which includes
pre-trip events and the 5-day residential prograer two years. Artifacts were also collected
which included thank you cards, photos taken byigpants and video journals. Seven
participants from each year's cohort were intere@®-19 months after the residential program.
Video journals and interviews were all transcrila@d thank you cards and pictures were
reviewed and categorized.

Participant observation notes and the transcijita@chals and interviews were all coded
and recoded as an iterative process. The codddwan distilled into themes or constructs via
rereading data and looking for recurring concepigl@as, and finding within the data support
for the themes (DeWalt & DeWalt, 2002). As therdeseloped, new data were compared to
those themes. Analytical memos were created flemtoded material describing how patterns
fit together, while continuing to look within thet for inconsistencies (Merriam, 1998). This
process allowed for a refining of categories onths into key concepts and integration or
development of less developed constructs, evegtagdhting a relational understanding of
constructs to each other and students residemvaosmmental education experience (Fetterman,
2010). A “constant validity check” occurred duriagalysis which involved looking for
consistencies among students, checking betweenwdsabbserved and what students said,
examining evidence that does not support conclgsiand developing alternative explanations

(DeWalt & DeWalt, 2002). To facilitate the idemtdition of patterns and the creation of themes
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database software, NVivo, was used for data manageamd analysis. The software was used

for coding, retrieving, reviewing, and managingad@etterman, 2010).

The Residential National Park Program:

This five-day and four-night residential environmted education program occurred in a
National Park located in a different state then nghke participants lived. All of the participants
attended a regional community youth organizatituesed in a medium sized city in the Pacific
Northwest. The community youth organization clabs also located outside of the city and
extend into the suburbs and more rural, residesdéitiings. Annually, twenty-one children were
chosen by staff members of the organization tddyerfto Yellowstone and attend the program.
Four field trips occurred prior to the residengalironmental education experience, which
focused on: showing the participants how to obsanmmals safely; team building; hiking and
plant observation. These meetings also servediasedor the families, chaperones and
instructors to meet, get an overview of the progranswer questions and alleviate fears.

The five-year old program is a partnership creégedonors who sought to provide a
residential environmental education experience/éath not likely to visit this National Park.
Other stakeholders, besides the community youtarozgtion, included a non-profit
organization which provided the curriculum, trangation and accommodations at the park.
The National Park staff provided the culminatingesence of the participants earning and
receiving their junior ranger badge.

Chaperones consisted of five staff from the comitgwouth organization and myself.
One staff person was in charge of organizing tigestcs, the others helped with pre-field trips

and supervising the youth during the trip. Infingt year of this study a new staff person took
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charge of the program right before the resideeti@ironmental education experience. There
was also a change over in chaperones each year.

The resident experts from the non-profit organaragffiliated with the park provided the
curriculum during the program. The curricular fe@f the program was on the geology,
ecology, and natural history of the park. The #pelocus of each lesson depended upon the
instructors passion and knowledge. At the corhefcurriculum is a description of the history
and present condition of the biotic and abioticaundings, and a culminating project where

participants argue for the protection of Yellowston

Participants and Setting:

The participants chosen to attend this progranewsually 11 years old and entering
sixth grade in the upcoming academic year. Fortnitosas their transition summer into middle
school. The participants were from diverse etlamid socio-economic backgrounds. One of the
selection criteria for participation was that tiédren chosen would likely never visit
Yellowston National Park without this program. Dy both years of this study, last minute
substitutions of participants were required. Twaravdue to participants getting in trouble with
the community youth organization and thus a revgpkihtheir option to go. A third was due to a
family custody dispute. Another participant's llegi@ardian passed away a week before the trip,
thus temporary custody had to be determined inrdadéner to go on the trip. These last minute
changes speak to the complexity of the participdives.

Yellowstone consists of several thousand squalesroi mostly undeveloped land in a
mountainous region. Thus it serves, like all NagiloParks, as a vestige of land minimally

impacted by human development. This allows fortaabor several large mammals that need
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large undisturbed spaces and are not found in rotey places in this country. The park is at
an altitude several thousand feet above wheredbthyparticipants live, which required some
acclimation. The parks unique fauna and geologgs visitors from all over the world.

The first summer, participants stayed in rustigics in groups of two to four in a remote
area of the park. The restrooms were located ath&n building and bison were known to roam
through the cabin area. Exterior lights did nasgsthus the participants had to use flashlights t
walk from their cabins to the bathrooms, and oftek pleasure in scaring each other by saying
that they saw bear or a bison while they journegetthe restroom. The people in charge of the
cabins were not used to having a large group dfliem in that space. There were many rules,
and the children were oriented to them the first da the second year of this study the
participants stayed in houses right outside thk pad near a town. This helped to avoid the

previous described tensions.

Research Findings

A theme that emerged from the data was that lilysipal realities of the
accommodations during the first year of this stadyated conflict with several participant’s
lived realities. The cabins they stayed in hadrdavhich the youth were not suppose to lock.
Bathrooms were in a separate building and requiredise of a flashlight and traveling in pairs
in order to use them in the evenings. Participdaservation data revealed these aspects of
residential program created stress for many ppeitdis during the experience, and was reflected

on by two participants during the post experiemterviews.
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Retrospectively, for some, the difference betwthenNational Park and their lived
realities, led to reflections on Yellowstone asageful place. For one individual the difference
was so vast from her city life she saw the parkllesl with "nothing".

The social world created by participants and emnrental educators during a residential
program and it's interactions with individual's wues and lived realities also needs to be
understood . The participants are at an age wiegesocial relationships are very important.

This can lead to many positive interactions (seapfdr 2&3) and also tensions.

Residential Environmental Education Culture and Chidren's Lived Realities Clash

During the first year of the study when the pgpaats arrived at the cabins they were
oriented to the rules. One rule required the clildo not lock their cabin doors. Some of the
participants spoke up and asked why, others questbyessed fears. They were told that the
locks did not work and they could lock themselvesii out. They were also reassured by the
staff that ‘crime does not occur here'. Notes fparticipant observation show participants
guestioning why and some quietly describing howas counter to the reality they experience
back home.

At one point Barbara (staff) explained the cabinrdd'do not lock”. Ursula

asked “why don't you lock the doors”. Isabela (@h@ne) joked it was because

Ursula is “from the ###" (area code where mostipigdnts are from). Sayen

(staff ) was explaining how the locks were fawtyd people would likely lock

themselves in, and “there is no crime here”. Msijtng at my table, not very
loudly said “there is always shootings by my plac

The next morning a pair of participants lockedhiselves out of their cabin. Itis unclear
if they had locked their door during the eveningrothe morning as we were leaving for the

day, and if they were doing it to protect themseglgethe things they were leaving behind.
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Below are my participant observation notes.
At morning breakfast we learn that Bryon and Apdticked themselves out of
their cabin this morning. | never heard if thegidentally or purposefully locked
it. By the time we were leaving for the day, Brywas back at the bunkhouse

looking for a key. Not sure if it was locked agamnever was opened in the first
place

The incident was used to remind students not to fleeir doors. On their way to the National
Park | had observed Apollo showing Bryon the itdraad brought on the trip. Thus they may
have locked the doors to protect the things thengweaving behind.

Ursula, the participant who asked for an explamatin the first night of why not lock the
cabin doors, did not appear comforted by the exgilan given. During the second day of the
residential program she asked one of the park atgin to explain why he (along with everyone
else) did not lock their cabin doors. In my papi@nt observation notes | observed

Ursula asked William during the drive back “whynttoyou lock your doors

when sleeping?”. He explained that it's so no isrlecked out at night, because
there is only one person in the whole place wikew”

Ursula described in a post-experience interview lilea roommate would tease her about her
fears.
Tasha told me that...since our cabins were céllgthlo cabins that they were

going to come in our rooms and eat us. | was seedcathink that was the most
scariest thing ever. And we couldn’t lock our dogost was like oh my gosh.

Nineteen months later when interviewed, Ursulald/@ite the inability to lock her doors as one
of her least favorite experiences. She also nibtedlifference between where she lives, where
you have "to constantly lock your doors and wateér stuff”.

The fact that participants had to walk to anothélding to use the bathroom also created
fears for some of them. As described above, tivere no exterior lights, so the participants
moved from cabin to the bathroom via a flashlighhey were instructed to always walk in pairs

because of the potential of running into wild ansnanost notably bison. On the first night, |
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heard youth expressing fear as they walked to womd their cabins and also taking the
opportunity to scare each other as they walkede Adxt morning a participant, Nereus,
expressed his fears. From my participant obsemwatotes
The conversation in the bus is about their firghhi Nereus says he “was scared”
and ran to the bathroom. It's very dark at nigie tb the lack of city lights

intruding. On the first day, many of the studestpressed their fear of the dark
verbally.

When | interviewed Nereus eighteen months aftertiperience, he described his least
favorite experience as walking through the darggdbto the bathroom.
It was because it was like outside. Like if | haweo to the bathroom | have to
wake up my friend and | didn’t want to wake themupo, | still woke them up
and | am like, | need to go to the bathroom and/ae like, no. So, I still have to
go to the bathroom and we both go out there. Uts$ jeally weird just to go out
there at night when there is bison and stuff oeteh
For the participants, the fear provoked by thesptaf realities of the residential

program, were verbalized during the residentialeeigmce and retained and reflected on

over a year and a half after the experience.

Synthesis

This data showed that the lack of acknowledgerogparticipants lived realities (i.e.,
living where you need to always lock your doors amre there are shootings) created fear
during the residential environmental education eepee for some participants, and that
negative experience was also reflected on afeerdhidential program. These findings are
similar to what Tzou et al. (2010) found, that tfagratives of a residential program discounted
the lived realities of some participants, but gtisdy also showed a lasting negative memories
tied to those experiences. The participant wheaskiring the residential program why the

doors could not be locked, was given explanatibaswas never asked her perspective.
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Creating a space where participants could explaiat\whe experience meant from their
viewpoint could have facilitated an understandihtheir "narratives".

Having to travel through the dark night (unassidig outdoor lights) to go to the
bathroom, after you have been warned about thexpakéo run into a bison, elicited fear in
many of the participants. This fear seems readenabd the experience very different from
participants lived realities. The participant wirought up his fears during the residential
program, also negatively reflected on the expegeafter the program. The physical realities of
the cabin set-up that year could not have beengdthrbut this experience could have been an
opportunity for adult to facilitate border crossing

This research contributes to the literature anieoah understanding of the consequences
of disappearing residential program participardstatives. When putting urban youth, with
little experience in the natural world in semi-matwsettings, discomfort and fear maybe
pervasive. It would serve this and other residémiiograms to create a space where these fears

can be discussed and worked through.

The Retrospective Finding of 'Peace’ in Difference

For many of participants the difference betweeenmshhey lived and what they
experienced at the National Park was vast. Foedbat difference retrospectively translated
into seeing the National Park as "peaceful” and busy" and for some the contrast was so large
the park was filled with "nothing”. During postpetience interviews, which happened 9 to 19
months later, some participants reflected on thupes and place as being peaceful and not like
the city.

When Adela was asked over a year after her expmgjevhat she felt about the Park.

She contrasted it to city living.
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| like how peaceful it is unlike in the city andifit And it was very clean and
like refreshing kind of.

She also explained that she wanted to print soctarps from the residential environmental
education experience to put in her locker, becthusgwere "peaceful”.

Prior to attending the residential environmentaleadion experience, Samantha spent
time in woods near her home hanging out with freefithus pictures of the National Park
landscape was tied to a sense of freedom, as 13dwm response to viewing one of her pictures .

This one | like because it reminds me like juseéfrange, being able to go

anywhere really. And not really.. like carrying atls going on.. Like drama in

the world. Just like being able to be free and roam
She also noted while viewing pictures of featuneisjue to the park, that there was nothing like
that back home "just city life". And when askeldatshe felt about Yellowstone, she explained

What | feel is really hard to explain, becausdtl$e many things there......like...

Free first off, instead of seeing cars screechinguldings and everything all we

saw was really cool wildlife and it amazed me haffedent places could be.

Ursula, did not see the usual city cues in theddat Park, which translated into her
remembering a placid space, devoid of people, #vangh millions of people visit the park each
summer. "It was basically like just land— roamlagd where there is no one. It was very
quiet”. The message she had for next year's paatits "basically it's just a mellow quiet place
there with nothing to see but animals.”

For another participant, the lack of city liferisdated into a park filled with nothing.
Tasha was a self described "city” girl. She, eegbtaking photos of the landscape while in the
National Park. During a post-experience intervghe referred a picture of the landscape as

"nothing".

If  would go to the woods | would take pictureshese | love taking pictures of
nothing...stuff like this.
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Even though Tasha admits she enjoyed taking pictul@ndscapes, she also saw the

pictures as empty of what was usually found invierd.

Synthesis

Kahn (1999) research on youth's understandingnaf@nmental issues and their
valuation of the natural world found youth had "geational environmental amnesia”. A phrase
he used to describe youth's propensity to assuenprtperties of the environment they are
surrounded by, are 'natural’ and how things shbaldThus many of these participants' lived
reality of the urban environment was their measdireormal on which to contrast the semi-
pristine environment of the residential program.

This appeared to be the case for some partigard the contrast for their daily lives
and the National Park translated into memoriesfealihgs of a peaceful place that allowed for
freedom, and void of their city lives. For othére lack of city life translated into a National
Park filled with 'no one' and 'nothing'. This givees empirical understanding how youth
interpreted the residential environmental educagigperience through the lens of the their own

experience.

Social Situations

During adolescents peer relationships becomeasargly important. For some of the
participants of this residential program, the sloaspect of the residential experience was what
made it meaningful and memorable (Ch. 2 &3). Hosvethe social spaces created by

participants can also be a place for negative kegizhanges.
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Social dynamics create tension

During the post-experience interview two girls atésed their least favorite experience
during the residential environmental education eepee as 'the drama’. Both were referring to
a specific incident where someone put toothpasth@unoor knob of a cabin. There were girls
who were not getting along, and several were mdetdieen cabins to keep the peace. The
'tooth paste’ incident was a finale to the draménen it happened the chaperone in charge,
called all the girls together to explain her disasippment and to find out who was responsible for
the incident. What ensued was a sharing out sessnmhthe girls shared their fears, thoughts,
and stresses. Many of their concerns reachedlozle, involved recent losses or previous
negative social situations created by peers.

The details of what was shared were personal ambtlbelong in this study. What the
situations speaks to, however, is the participasite’sses and concerns they brought with them
to the natural setting of this residential progratralso brings to light the strong affect of peer
social pressure on these participant’s educatiemaéavors in the past and during the residential
program. Thus these previously unknown aspediseoparticipant’s lived realities were playing
a part in the social dynamics that occurred dutimegresidential program.

After the sharing out, the social dynamics were@ert@rmonious. However, the 'drama’
and how it was reflected on by two participantsravgear later, shows the need to manage
social situations. The management of adolescamlstdynamics is necessary for learning to

occur. The sharing out made visible some of tineeds of the social dynamics and of
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individuals concerns and behaviors. It allowedsthpreviously invisible concerns to be
addressed and moved beyond.

The chaperones were managing the social dynamasiadividual level (room moves
and one-on-one discussions). The sharing out exblosw those dynamics were affecting all

the participants and their contributions to it.

Race and Ethnicity

Race and ethnicity are seldom acknowledged inrenmental education research, unless
it is one of the attributes of the individuals lipassessed, even though they are a part of
everyone's lived realities. How this residenti@gram interacted with different participants
lived realities dealing with their race and ethtyiegs important to understand from a critical
theory perspective.

On our first day of travel, as we waited for ouslio arrive to take us to the airport,
Annette, a Caucasian girl from a very rural, mainhjite community and Tasha, an African
American girl from the middle of the medium sizety tiad a confrontation. From my
participant observation notes | noted:

Annette rushes from the bathroom with Tasha follmyi Annette goes and stands

near staff. Tasha goes and sits by Tom and staetsplain what is happening.

Eventually Annette sat down with the group thathBakad assembled, and after a few minutes
Annette gets up and leaves and gestures towards Tagh her hand up. Chaperones noticed
the exchange and arrived at the table, they wéddhat Tasha had told Annette "you don't

know me" and Annette responded with " | wouldn'ntM®”. This tension persisted through the
beginning days of the trip, with the chaperonesigkoth girls aside and having conversation to

dissuade tensions.
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When | asked what was at the center of this ain#l chaperone explained that Tasha
'senses’' when White kids are afraid of her 'outih@ss and Blackness'. The chaperone also
explained that where Annette lived there were fdvicAn Americans and the use of negative
racial epithet was not uncommon. The lived resdinvf each of these participants collided
during this residential program that served todptieem into contact.

Holland et al. (1998) discussed how individuabsial realities would interact with and
co-create the 'figured worlds'. This incident skdwhat individual's social realities created
tension within the residential environmental ediocst program around race. In an analysis of
racialized talk in middle school, the Schulz e{2000) argued "it is critical to examine the ways
in which talk about race in inter-racial contextigns taboo in society at large..". However the
authors point out "when educators are able to #hefinteractional dynamics in order to reframe
conflict, there is an opportunity for learning” {#ittz, Buck, & Niesz, 2000). This incident was
resolved, but it is unclear if it became a learropgortunity.

For other participants race and ethnicity wasragfaheir conversations during the
residential program. This part of their lived mais often made invisible in educational
settings, including environmental education progd8chultz, et al., 2000).

For example Selena was proud of her Filipino bgetand would often discuss her
family and heritage with other participants andfst&he had a conversation with a peer
facilitated by a family reunion t-shirt she was weg that had happened in the Philippines. |
overheard her explain to him “I'm a Pacific Island@hilippines are an island”. Below are part
of my participant observation notes.

Fernando then asked if Selena was born there.s&@teo her mom was. He

asked if her mom was Filipino. She said “I'm noirgy to bother....read my
shirt”. It's a family reunion shirt that happenedthe Philippines’. Selena
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appears annoyed by his questions and trying tadigut if he is trying to be
offensive.

During the trip Selena shared stories about mullieschool and elsewhere and how she
had experienced and confronted some of the bullyargelf. Many stories were of what other
youth her age experienced around bullying and hmwesof the conflict was situated around
race. Her past experiences may have made hermespanse unclear as being naive or
intentionally offensive.

During the end of the residential program, Sefenad another participant where the
conversation about her ethnicity became a poibbofding and affiliation. From my participant
observation | recorded:

At ice cream the other day Selena asked Carmeld ehlture” she was.

Carmella replied mixed but mainly Asian Pacifiateder. They high five and

say 'A.P. ' Carmella explains her mom is mostljpkib and Selena says “my
whole family is”

Selena stood out as one of the few participantgin@io discuss race and
ethnicity in the two years of the study. The oollger participants who | noted discussed
race and ethnicity was Tom, a Caucasian male. vBate notes from my participant

observation.

Tom seems more willing than most (or have more méed?) to discuss race. He
has often made comments about being Mexican akslwath a fake Spanish
accent. In a discussion about a staff membereatdmmunity youth
organization, he described the person as Blackuldisaid “he’s brown, | hate
when people say black”. Tom responded with “thatst he’s called, am |

really white” as he waves is hands towards her.

Ursula, the person correcting Tom is African Aman@nd a friend of Tom's.
His friend and roommate was Latino and it is unciehis comments about being

Mexican stemmed from their relationship or somegletse.
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In another episode | recorded Tom describing amaitadf member of the
community youth organization as "that Asian guyhe only Asian participant of the
program was sitting in front of Tom at that timedaroted the comment with a "hey".
Tom giggled and said “did | offend you”, the pagiEnt did not engage him in
conversation, instead Tom and his friend jokinggcdssed if the comment was

offensive.

Synthesis

A vast majority of the social interactions duriihg residential program were positive and
remembered as such. However, adolescent sociahdga can and did create negative social
moments. In this kind of program context, with owho only somewhat know each other
adults often need to facilitate conversations trelse tensions and increase peer understanding.
As peer relationships are important for academicass and social adjustment (Wentzel, 1998).

Being able to discuss race and ethnicity is ingodytbut rare in many educational
settings (Schultz, et al., 2000). Because it it gigparticipants lived realities a space needs to
be created where conversations can occur. Isgialportant that adults take on the role of
conversation facilitators. Not only to disarm dan$, but also to provide youth with the skills
necessary to converse about a topic in which mduoitsahave difficulty discussing. The adult
coaching and mentoring could minimize offense artldase understanding between

participants.

Conclusions
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This study attempted to empirically understand laowsidential environmental
education experience interfaces with participantsice and lived realities. The physical
realities of the living quarters during one yeath# study clashed with some participants lived
realities, creating fear during the residentialgraon and negative memories. It can be argued
that new and unique experiences will likely occurinlg a residential program, especially for
urban youth with little experience being in semitmal places. Novelty experiences can elicit
both excitement and fear. What these data shovesdlvat for some participants it was more
than novelty that elicited fear, it was the incantyr of what they experienced during with the
residential program with their lived realities.

Is pushing a participants comfort zone a damatiiigy, or could it lead to an expansion
of their worldview? Many environmental programkelthis one, try to provide new, unique
experiences that have the potential of pushinghysebmfort zone (ex. night walks, hiking,
being around animals/insects, being in a place &fieu do not need to lock your doors). The
argument in not, to try and avoid any situationakhpushes participants out of their comfort
zones. Instead, the recognition that this resideatvironmental education program (like all
education settings) created its own cultural niett@ch both included and shut out aspects of
participant’s cultures and lived realities. Thasidential programs need to create, at a
minimum, a space where participants fears and cos@an be heard and lived realities
understood. This could help minimize participatitdress about safety concerns, by
acknowledging the fears and where they come from.

Another possibility, from science education litera, is merging the residential program
culture with the participant’s cultures and liveslities more intentionally and more deeply.

Science education in informal setting focused meidiity and equity recognizes the importance
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of understanding what part culture plays in edoceti settings (Bell, et al., 2009). The creation
of a third or hybrid space, which combined par@éits culture and lived realities with the
culture of science, has been found to empower tliose non-dominant cultures (Gutierrez,
2008). The quotation below if from a study of urlgarls in a middle school science class who
were incorporating their lived realities into the¢esice lessons.

By drawing and validating from such nontraditiohaids of knowledge, teachers

co-construct anti-oppressive hybrid spaces witlr 8tadents: Teachers learn

where their students come from, build on their @uschool proficiencies, and

make connections between their existent knowledge..

(Barton, Tan, & Rivet, 2008, p. 99)

In an evaluation of a residential program whidlerapted to bridge the academic content
with the participants "lived realities", the authdound the program had positive short term
impacts on the three outcome goals; environmeasgansibility, leadership and attitudes
toward school (Stern, Powell, & Ardoin, 2011). Maof the participants were from urban

settings and thus

..each day's experiential environmental lessohg;wtake place in the multiple habitats
on and surrounding the site, are explicitly linkedife lessons relevant to the students

home environments. (Stern, et al., 2011, @) 11

It should be noted that there is not a singulaaartulture, however a recognition of students
lived realities, along with lessons of student emonent and character development the
authors argued were "keys to success" of the pnog&tern, et al., 2011).

Middle school is a time significant youth develognt and identification and when peer

interactions increase in importance to youths llso a time where social hierarchies and
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interactions can create negative (or positive)aabrnamics. Positive Youth Development
(PYD) is defined as young people gaining skills asdets (such as conflict resolution skills,
connectedness, ability to navigate multiculturaiteats, and civic engagement) during pivotal
developmental times, in order to negotiate neganfleences (Eccles, 2002). Environmental
educators have acknowledged that some environmemtgiams, focused on action and
empowerment, serve as spaces for positive youteloiement (Schusler & Krasny, 2010;
Schusler, Krasny, Peters, & Decker, 2009; Steral.eP011).

Residential environmental education programs hlagedvantage of an immersive
experience in order to focus on participants PYDd this specific case study showed that
social dynamics played a part in participant’s egree. These social dynamics need to be
acknowledged and facilitated, within residentiatiemnmental education programs.

Being able to navigate multicultural contextspme of the skills or assets for PYD. For
the participants of this residential program, rand ethnicity was a part of their lived realities,
however discussion of race and ethnicity is natroftcilitated in formal learning settings
(Schultz, et al., 2000). Some program participarasted to engage in discussions of race.
Because some participants do not necessarily @amnguage or skills to discuss race and
ethnicity (while being inclusive and non-offensivie conversation requires adult facilitation.

That would also require adults with the trainimgl akills to facilitate those
conversations. As Claude Steele notes, discussicate in our country is difficult, as
individuals do not want to be constrained by (didede) stereotypes tied to their race. He states
that "unless you make people feel safe from tHeafghese identity predicaments" in settings
where there are people from different backgroumy thill not be able to "work comfortably or

well together” (Steele, 2011).
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Future work should focus on how to co-construghyiarticipants hybrid spaces within
residential environmental education programs. Whdt the program facilitators can do to both
understand and incorporate participant’s cultureslaved realities into the residential
environmental education experience.

For this program, one shared reality all partioigehave in common is being members of
a community youth program. Chaperones managedlshgiamics under the auspice of the
community youth organizations culture of positivaith development and respect for each
other. However, much of the social dynamics ocltuing non-instructional time. Thus efforts
need to be made to teach participants how theyebmncreate a safe space for others to learn
and experience the National Park. That includedtsfhcilitating conversations about race and

ethnicity.



158

References

Agyeman, J. (2003). "Under-Participation" and Etterdrism in Environmental Education
Research: Developing "Culturally Sensitive Rese#@pproaches"Canadian Journal of
Environmental Education,, 0-93.

Bang, M., Medin, D. L., & Atran, S. (2007). Cultlirmosaics and mental models of nature.
Proceedings of the National Academy of ScienceX35) 13868-13874.

Barton, A. C., Tan, E., & Rivet, A. (2008). CreatiHybrid Spaces for Engaging School Science
Among Urban Middle School Girl&merican Educational Research Journal(H)5 68-
103.

Bell, P., Lewenstein, B., Shouse, A. W., & Feder, AM(Eds.). (2009)Learning Science in
Informal Environmenta: People, Places, and Pursuitéational Research Council.

Carleton-Hug, A., & Hug, J. W. (2010). Challenges ®pportunities for Evaluating
Environmental Education Progranis/aluation and Program Planning, @&, 159-164.

DeWalt, K. M., & DeWalt, B. R. (2002Rarticipant Observation: A Guide for Fieldworkers
Walnut Creek, CA: AltaMira Press.

Eccles, J. S., & Gootman, J. A. (Ed.). (20@2)mmunity programs to promote youth
developmentWashington, DC: Committee on Community-Level Ramgs for Youth,
Board on Children, Youth, and Families, CommissiarBehavioral and Social Sciences
and Education, National Research Council and Lristibf Medicine.

Fetterman, D. M. (2010Ethnography Step-by-Stephousand Oaks, CA: Sage.

Gutierrez, K. D. (2008). Devoloping a socialcritiiteracy in the thrid spac&eading Research

Quatrterly, 43 148-164.



159

Holland, D., Lachicotte, W., Skinner, D., & Cain, (998).ldentity and agency in clutural
worlds Cambridge, MA: Harvard University Press.

James, K. (2003). Designing Research to IncludealR&thnic Diversity and Marginalized
Voices.Canadian Journal of Environmental Education68-79.

Merriam, S. B. (1998)Qualitative Research and Case Study Applicatiortsdacation San
Francisco, CA: Jossey-Bass.

Schultz, K., Buck, P., & Niesz, T. (2000). Demodaiaity Conversations: Racialized Talk in a
Post-Desegregated Middle Schodimerican Educational Research Journal, 3(1), 33-
65.

Schusler, T. M., & Krasny, M. E. (2010). EnvironnterAction as Context for Youth
DevelopmentThe Journal of Enviornmental Education(4), 208-223.

Schusler, T. M., Krasny, M. E., Peters, S. J., &, D. J. (2009). Developing Citizens and
Communities through Youth Environmental Acti@nvironmental Education Research,
15(1), 111-127.

Steele, C. M. (2011)Whistling Vivaldi: How Stereotypes Affect Us anda?WWe Can Do

Stern, M. J., Powell, R. B., & Ardoin, N. M. (201Bvaluating a Constructivist and Culturally
Responsive Approach to Enviromental Education fimeBe Audienceslhe Journal of
Environmental Education, 42), 109-122.

Tzou, C., Scalone, G., & Bell, P. (2010). The Rafl&nvironmental Narratives and Social
Positioning in How Place Gets Constructed for apd buth. Equity and Excellence in
Education, 481), 105-1109.

Wentzel, K. R. (1998). Social relationships andiwagion in middle school: The role of parents,

teachers, and peeturnal of Educational Psychology, (29, 202-209.



160

Zeyer, A., & Kelsey, E. (2013). Environmental Edu@a in a Cultural Context. In R. Stevenson,
M. Brody, J. Dillion & A. E. J. Wals (Eds.)hternational Handbook of Research on
Environmental EducatiarNew York: for American Educational Research Asstoan

by Routledge Publishers.



161

Chapter 5

Synthesis of Research Findings

The goal of this dissertation was to understana participants experienced and what
they gained from a residential environmental edaongirogram from an ecological learning
perspective. The first chapter provides a liteateview of environmental education and
describes the need for expanded methods of restanttrease inclusivity. The second chapter
is the first empirical understanding of participamtifferent interaction stances with the natural
world during a residential program and how thosacts were tied to participants prior
knowledge, experience, identity and interest . gidrathree provides a long-term understanding
of changes to participants attributed to the regideprogram in terms of identity, interest and
stewardship and what triggered the revisiting efrtmemories about the program. The fourth

chapter reveals how the lived realities of paraaits interacted with the residential program.

The Ecological Understanding of a Residential Envonmental Experience

These articles (chapters) serve to provide newswagmpirically understand a
residential experience and its outcomes. To daist nesearch on residential experiences have
focused on pre and post changes of participant®lieaige, attitudes or behaviors, but none have
tried to understand how an individual's cognitisegial, and cultural experience affected their
learning process in a residential environmentatation setting.

The experiential differences found during thegoam can serve future programs and

research, and below are some suggestions for tigggm under study and other residential
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programs.Using identity, interest, and stewardsiithe definition of environmental connection
proved useful in understanding interactions andaetg changes after the program. However,
other changes were seen that were not origingdlgraof the research questions, such as
perception change and social changes. Thus ftésearch needs to be open to finding other
changes important to participants that they atteiha their residential experience.

This was the first attempt to understand how pignts lived realities interacted with a
residential experience. Recognition of the lackaiogeneity in participants lived realities can
help improve residential experience for all. Belawe my suggestions of future research
directions to build upon this work and a discussiarhow this research informed my conceptual

framework

Recommendations to Residential Programs

Increase Connection to Local

This residential experience is different from maisters as the participants live several
states away from the National Park they visitedwklver, other residential programs also deal
with participants, who may live nearby, but who éanever experienced the natural world in
their own neighborhoods or in semi-pristine aresar their homes. To prevent the participants
from misunderstanding that the natural world isydolnd in semi-pristine areas, not in urban
settings,the curriculum needs to make visible duenmal world that is part of the participants
lives. This is done somewhat, with pre-prograrndfteps of this residential program, however
the focus of most of the field trips was not thealp urban green space or living organism.

Thus residential programs could tie what the pignrdints experience in the program to

what is more proximate when they return home. éxample, instructors could point out which
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animals and plants they are seeing during theegsal program can be found in the participants
home state or local park. Also they could disamiat other National Parks exist nearer to
where the participants live.

The culminating experience of this residentialgpean was to get the youth to argue for
Yellowstone's protection. However, for most papants, they could not translate that desire
into action back home. For some that was duediod&proximity, for others it had to do with
lack of stewardship experience. Either the regideprogram or the community youth
organization could build within the program actiomdividuals could take to create change to
their local environment. Those could range frodhvidual behaviors they can take part of at
home or environmental actions, such as being agpéwtal park restoration efforts.

For many of the urban and suburban participantlisfprogram, their connection to the
natural world was playing outside. Program stafild use participants' experience with outdoor
play to connect to the residential program spacpléying games together outdoors. These
games could have an educational component and wiililte active learning. If participants
learn games which they can take home with thenvitbigd allow for a way to revisit the

experience when they return.

Scaffolding experience

For every educational experience, including regideéenvironmental educations
experiences, scaffolding what was learned or egpeed during the program has the potential to
build on outcomes. In this study several of theipants interviewed after the experience
shared what they learned or experienced duringetsidential program with science teachers,

other teachers, and classes. Sharing the experarschool can serve to scaffold program
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memories. And for some, it also may have servedd®ase their interest in the natural
sciences, the subject matter of the residentianara. Letting future participants know that past
participants have shared their stories with teachad classes and utilized the knowledge
gained, can make visible how their knowledge anmkernce could be used and revisited within
a formal learning setting.

As this study found, certain things triggered iggvants thinking about their residential
experience. Figuring out what those triggers s &and other residential programs can be used
to create those triggers. For example many paaiitgsaid knowing and seeing a past or future
participants of the residential program at cluggered thoughts about their own experiences.
Thus creating post-experience opportunities fomalucould also be an important way to
reinforce the experience. For this program, cngadin opportunity for alumni to take part in
pre-event trips or even to select a few to servaeastors for future trips, could also serve to
support the continued impact of the experienceémt and future participants.

Families are an important conduit for participgmissuing interests created during the
residential program when they return home. Thaerporating families more into the
experience (pre or post) may allow for increasedhlgnd support from families once the youth
return. This could also serve to broaden the etitthe residential program, as seen in the case
of two participants, where the youth had family nbens participate in their new interests (ex.

camping and fishing).

Stewardship, Community Action, and Agency

In this study it was found that the stewardshigsage may have been more subtle then

realized or at least not easily translated to pi@dnt actions. Prior research has found long-term
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changes in behavior after participants attendessi@ential program which had explicit
conservation behaviors as part of its curriculumRKLiddicoat, 2013).

However, studies have shown that maybe the focegds® go beyond individual
behavior change. A review of research on how tonate environmental stewardship in youth
recommends that youth have peer and adult role Isoebgerience nature, are given voice and
decision making opportunities, age appropriateremvental activities, and development of
environmental action skills (Chawla & Cushing, 2DOKany of the recommendations for
creating environmental stewards directly overlaghwihat community youth programs describe
as conditions necessary for positive youth devekgnPYD).

Research has shown a focus on environmental aetosis individual behavior change,
does benefit the individual development. A studpaiticipants and practitioners facilitating
local environmental action within schools, infornedlucation environments and community
organization, found “striking similarities betweeuar results and theory and empirical research
on PYD, and came to understand environmental aescan important context for young
people’s personal growth” (Schusler & Krasny, 204.0209).

Findings regarding the impact of local environméeatdion on individuals and
communities show they can be synergistic. Researahotivation and the perception of
success of practitioners involved in environmeatal social change, found practitioners had a
passion for nature and/or social justice they wéitdeshare with youth (Schusler, et al., 2009).
The researchers found the facilitators purposesrigaging youth in action were many fold;
from increasing appreciation of nature, increaselgvance of science, youth development, and
creating informed citizens. All practitioners worg in low socioeconomic status, urban, pre-

dominantly African-American or Latino neighborhodu=sd as a goal the development of youth’s
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abilities to envision a more just society and fog youth to become change agents towards that
end (Schusler, et al., 2009).

Thus is appears that providing participants knogéedbout how to behave more
environmentally friendly when they return home, bansuccessful in creating individual
change, and is something this program could adldet@urriculum. However, this and other
residential programs could also go beyond providimgwledge about behavior change and
instead focus on environmental action, to bothtertd#e skills to be stewards and to use it as a
venue for PYD. Thus that would mean developingremmental action skills and giving
participants voice in decision making during thedential program. Then trying to facilitate

age-appropriate environmental activities duringphegram and after their return.

Managing participant dynamics

Classroom dynamics can substantially add to aadetrom the learning environment.
The same is true for a residential program, howewdviduals are not just sharing classroom
space they are also sharing free-time and soaaespThat increases the importance of
managing social dynamics to prevent youth fromtargaan unsafe learning environment, and
denying individuals the potential to learn and grow

This program has the advantage of being facititigea community youth organization
(CYO), where staff likely have an understandingpafticipants lived realities. Also the CYO
has a clear ground rules of respect to work fromatds PYD. However since much of the
social dynamics occur during free time it is impottto recruit all participants to be respectful to
each other at all times.

For other programs, managing youth dynamicsnguresidential programs would be just

as important. | suspect there many team builddedstutilized during residential program to
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'recruit' positive participant interaction. Itimportant to recognize, however, if new staff
members are serving as the instructors, they reebd given the tools to manage social
dynamics, as it is a learned skill. Also | fedlsahff of residential programs (or any learning
environment) need to be taught the skills necegsafigcilitate conversations on race and
ethnicity. As race and ethnicity are a part otipgrants lived realities, and it is a conversation

many adults do not feel comfortable having.

Study Limitations and Next Steps

This case study was of a unique residential pragm both the distance between where
participants lived and the residential experienue the multiple stakeholders who provided the
experience. Thus the results may not be diregibfieable to other residential programs.
However many of the recommendations above coultydapmther residential program. The
proposed studies below also speak to increasinkicappity to other programs and progressing

from where this research left off.

Conclusions and Recommendations for Future Research

Identity and The Natural World

Identity played an important role in how partiagip@engaged with the natural world in
this study. A first step in future studies wouklto see if these engagement stances can be seen
during other residential programs. And if so, tlest focus should be on understanding more the

relationship between identity and the engagemesgoaes.
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Are the environmental identities and/or place tdes for residential environmental
education program participants what drives thejregxations and interactions and helps explain
the interaction differences? Are there programmatygs to facilitate identity development
during a residential program which develops inteoas with the natural world?

The different stances were created with data c@éeduring and after the residential
program. Is there a way to determine prior tosadential experience the prior knowledge,
experience, identity and interest of individualsl &imus design curricula or activities that meets
them where they are? For example, pre-surveysi@sh participants about the amount of time
they participated in various activities outdoorsd & they have interests in science, school,
stewardship, animals, or other relevant featureae@program. The idea would be to try and
create a way to understand the identities or istengarticipants bring to a residential program.
That knowledge could facilitate the creation ofrmuiar or down-time events that are tied to
those interest or identities.

If the socially focused individuals stood out digrithe pre-trip survey. Energy could be
put toward team building and directing their atiemto place and the natural world using their
social focus as a leverage . Long-term future vaorkid try to determine if interest changes
created after a residential program can evolveidggatity changes with the scaffolding of the

experience.

Creating the Learning Environment That All Feel Sak

Future design based research studies, should ocaseating conditions that recognize,
respectfully surface, and work to decrease fe@lmse efforts would create a continually

evolving curriculum, where fear is minimized and #xperience increases in inclusivity and
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impact. Design based research can also focus ahtedim building exercises, messages or

program structure facilitates buy-in by participgatad assist with positive social dynamics.

Stewardship Message

Becoming a steward of the natural world is a lterga developmental process. There is
evidence from prior studies that if you want indival behavior change it needs to be a part of
the curriculum. The residential program in thisdst could add to the curriculum what
individual behaviors participants could take parnvihen they return home. The stewardship
message should be focused on the participants teeddies. The comparison of changes in
stewardship identities after the message was atbdise curriculum versus these two years of
data, would give evidence of the message affestienyardship identity.

Beyond individual behavior change, future reseaalld build on past research tying
together environmental action and positive youthettgpment and environmental stewardship.
It would be informative to try and find a residefprogram with a focus on environmental
action skills versus a similar one that focusesdividual behavior change (or neither), and see

how interests, identity, and stewardship of pgrtais' was affected.

Incorporating Lived Realities and Creating Hybrid Spaces

The creation of hybrid or third spaces, requinssruictors letting go of the expert role
and allowing students to co-create knowledge whiterporating their own lived realities. For
most residential programs, this task would likety be possible as relationships need to be built
for the space to be created. If a residential gnogwas to take on this task it would require

training of staff to facilitate that space.
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However, a starting point would be incorporatdipgrant’s cultures and lived realities
into the residential environmental education exgrere. Design based researchers could work
with residential programs on how to incorporatdipgrants lived realities into the curriculum or
structure of the program. It would also be impat@iscern if incorporation of lived realities
into a residential program facilitated changesartipipants interest or identities after attending

the residential experience.

Refinement of Conceptual Framework

The three stances of engagement with the natuwddare evidence of the varied
connection of the participants to the natural worTdhe results of this study show that those most
engaged had the most experience, knowledge, ihmdsdentified with the natural world.
Because of this study's structure | was not abtiigcern the direct influence of culture/lived
realities on participants environmental connectlmwever the results support the idea that
multiple social supports were necessary to fatditaat connection. Thus future work should
try and understand how culture and lived realitiesctly influence environmental connection,
and also how the variables of knowledge, experiemee culture and lived realities influence
each other and thus youth's environmental connecfldnis understanding could help future
environmental programs support and resource ififigrticipants to the engaged stance.

Some of the changes seen after the residentigftgarohad nothing to do with interest or
identity in the natural world. | believe this sgsdo the youth being in a developmental place
where they a negotiating and coming to understamal tvey are. This residential experience
influenced important identity shifts, and thosdtshneed to be added to future conceptual

frameworks.
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