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ABSTRACT
The purpose of this thesis was to develop a theory 1 of outdoor learning grounded in the
everyday lives of community-based groups and individuals in Australian Western
society. The groups involved in this research where from appreciative outdoor leisure
and Indigenous communities in Queensland, Australia. These community-based groups
engaged with environmental learning and education through non-formal or informal
means of sharing pro-environmental knowledge and values. The theory discussed in
this thesis was grounded in the outdoor lifestyles of the people involved in this research
and examined the epistemological underpinnings of these lifestyles.

The outdoor

learning that the people in this research implemented on an ongoing basis expanded
their own pro-environmental knowledge and values and also assisted others in society to
increase their pro-environmental knowledge and values.

This research identified that the outdoor learning practices of those in this research were
linked intricately to their outdoor leisure and related everyday activities. A model 2 of the
symbiotic relationship between outdoor lifestyle contexts, outdoor leisure settings and
outdoor learning practices has been developed.

The participatory nature of the research and the development of the theoretical
framework of outdoor learning required grounded theory methodology supported by a
sub-action research process. This dual methodology process combined with the social
action or change aim of the research and the need for critical reflection on the
neoliberalist social system currently dominant in Australia 3 firmly established the
research within the critical theorist (structural) and social action/interpretivist paradigms.
The compatibility of the dual methodology enhanced the ability of the research to provide
the best possible avenue for voicing the worldviews of appreciative outdoor
recreationists and Aboriginal and Torres Strait Islander peoples involved in this research.

Twenty-nine

non-Indigenous

appreciative

outdoor

recreationists

and

nineteen

Indigenous people were involved in this research. People discussed their lives, the
environmental worldviews that underpinned them and their outdoor learning practices.

1
2

3

Refer to the Glossary p. xiii for the theoretical definition utilised in this research.
Refer to the Glossary p. xiv for the definition of model utilised in this research.
Refer to the Glossary p. xiii for the definition of neoliberalism utilised in this research.
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Information was also gathered on the constraints imposed by the neoliberalist ideals of
the Australian social system on the outdoor learning practices of the people in this
research.

This thesis also addressed gaps in the literature on the characteristics of communitybased environmental education.

In this literature people within the community are

represented as those to be educated by formal education advocates rather than those
who were able to be educators in their own right. The theory developed in this thesis
rejected this ‘learner’ or ‘student’ label and explained how the people in this research
implemented their own educator role through their outdoor learning practices that were
manifested in their outdoor lifestyles and their appreciative outdoor leisure settings. The
theoretical framework developed in this thesis explained the implementation of nonformal and informal outdoor learning practices that supported a two-way dialogue of proenvironmental knowledge and values being shared between people with proenvironmental knowledge and values and others with a growing interest. The social
context for this two-way dialogue was found in the outdoor network groups with whom
the people in this research interacted. These appreciative outdoor leisure and social
networks provided strength for the maintenance of subcultures 4 and cultures, working
within the dominant Australian Western culture, to increase the environmental literacy of
the wider social group. The strength of commitment to their outdoor learning practices
was highlighted in the resilience and loyalty to the continuation of these practices despite
strong constraints imposed by the maintenance of neo-liberalist ideologies in Australian
society. This research indicated a number of Australians implement pro-environmental
values, through their outdoor lifestyles, rather than supporting the economic rationalist
values of materialism.

This thesis has theorised the community-based outdoor learning practices adopted by
particular appreciative outdoor recreationists and Indigenous Australians living in
Queensland.

Their voices contribute to the broader outdoor and environmental

education discourse. This thesis has also validated appreciative outdoor leisure as a
prominent setting for outdoor learning of pro-environmental knowledge and values and
highlighted the valuable contribution leisure could make to the environmental education
agenda in Australian society.
4

Refer to the Glossary p. xiii for the working definition of subcultures used in this research.
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GLOSSARY OF TERMS
ITEM

DEFINITION / EXPLANATION

Acculturation

The loss of traditional cultural traits and the acceptance of new cultural
traits (Keefe and Padilla, 1987; Ewert, 1993).

Appreciative outdoor
leisure and activity
groups /
Appreciative outdoor
recreationalists

People at a community-based grass roots level in society that engaged in
non-motorised outdoor activities interacting with nature and where the
acquisition of pro-environmental knowledge and values was desirable. This
definition is extended to include other everyday activities that include
interactions with the environment for example, gardening, composting,
raising chickens, bird feeding, nurturing the environment in the home
setting. These activities were then extended to form an integral part of an
holistic outdoor lifestyle which accepted the interrelatedness of all living
things including humans (adapted from Polistina, 2001). Examples of
appreciative outdoor leisure activities might be bushwalking, rockclimbing,
canoeing/kayaking, field naturalists, environmental rejuvenation, painting,
photography.
In this thesis appreciative outdoor leisure is utilised to signify activities and
the term appreciative outdoor recreationists is used to signify the people
undertaking these activities.

Assimilation
(Cultural)

A minority group’s acceptance of the dominant groups cultural patterns, for
example, language, religion, diet, dress (Gramann, Floyd and Saenz, 1993,
p. 70).

Assimilation
(Structural)

The social, economic and political integration of ethnic minorities into
mainstream society (Gramann, Floyd and Saenz, 1993, p. 70).

Colonisation

Colonisation is a process that seeks to break down the cultural basis and
social fabric of Indigenous societies. … It [colonisation] occurs in a myriad
of ways which can be as overt as undertaking massacres or as subtle as
implementing community cultural development processes which are based
on colonial cultural platforms (Harvey, 2000, p. 24). Plumwood (2002)
noted that the basis of Western colonisation, of which Australia is included
as colonised country, is the liberal-capitalist property formation myth (p. 21).

Community-based
learning

Refer ‘Learning’ heading.

Culture

Culture is the way we pass on, experience and explore our values and
views. The way we communicate with each other, interact with our
environment and organise ourselves are all part of our culture (Wiseman,
reprint 2000, p. 17).

Custodianship

For the purpose of this research the term custodianship means a
responsibility of humans to conserve and protect the environment for future
generations in a like or better standard than it is currently found.

x

ITEM
Dominant
system

DEFINITION / EXPLANATION
social For the purpose of this research this term refers to the Western Australian
society. It includes any ideologies, discourse, institutions and systems that
perpetuate the Australian social system for example, economic rationalism,
media, industry, formal education, government infrastructures.
The
dominant ideology underpinning the Australian social system has been
recognised as neoliberalism (Hamilton, 2003; Snooks, 2000) and mention
of dominant discourses, institutions or infrastructures are discussed in the
social context in which this research was conducted, therefore as referring
to the dominant Australian social system. Refer to definition of
Neoliberalism below for explanation of this term. Where other dominant
social systems are discussed within the document for comparison
purposes, for example American or British, clarification will be afforded in
the specific sections if necessary.

Environment

Environment in the context of this thesis is defined through a combination
of deep and social ecologist lenses. The environment is the entire
environment that sustains all life on earth, it is everything that surrounds
us, not only physical nature but also all of the gestalts we identify ourselves
with (Naess, 2001 [1989]). The natural environment is everywhere and
cannot be disconnected into a mono-phenomenon, for example standing
outside of urban or developed settings, and therefore is defined within an
holistic view of life (Clark, 1990; Bookchin, 1996). Other environments, for
example, political, social will be specifically identified as such when
discussed in this document.

Formal learning

Refer ‘Learning’ heading.

Indigenous Peoples

Indigenous peoples are generally viewed as the descendants of the original
inhabitants of a given geographic territory that may have been
subsequently taken over by outsiders (Knudtson and Suzuki, 1992, p. 7).
Aboriginal and Torres Strait Islander peoples are considered to be the
Indigenous people of Australia. For a more comprehensive view of the
characteristics identified as being common to most Indigenous peoples
worldwide refer to Fourmile (1999, p. 215-216).

Informal learning

Refer ‘Learning’ heading.

Learning y Communitybased learning
y Formal learning
y Informal learning
y Lifelong learning/
education
y Non-formal
learning
y Outdoor learning
y Self-directed

Community-based learning was defined as:
Owens and Wang (1996) defined community-based learning as a broad set
of teaching/learning strategies that enable youth and adults to learn what
they want to learn from any segment of the community. It provides for
learners of all ages to identify what they wish to learn and opens up an
unlimited set of resources to support them. These resources include for
example, schools and formal and informal institutions in one's
neighbourhood (p. 2). This thesis has examined community-based learning
in a broad framework that includes non-formal, informal and formal learning
contexts.
Formal learning referred to:

xi

ITEM
learning

DEFINITION / EXPLANATION
… education provided in the system of schools, colleges, universities and
other formal educational institutions that normally constitutes a continuous
'ladder' of full-time education for children and young people, generally
beginning at age five, six or seven and continuing up to 20 or 25 years of
age. Formal basic education usually comprises the primary school grades,
but may include also additional grades (e.g. lower secondary schooling)
that are considered "basic".
Informal learning was defined as:
… the intricate web of informal affiliations and associations, as well as more
organised clubs, support groups, action groups, interest groups, pressure
groups, (new) social movements, community groups and communities of
interest, whereby people attach meaning and significance to shared
experiences and common understandings with others, and through which
their concerns and issues are articulated and acted on (Thompson, 2001,
p. 9-10).
Lifelong learning / Lifelong education:
Lifelong education and its contemporary counterpart lifelong learning
covers non-formal, informal and formal patterns of learning throughout the
life cycle of an individual. It includes horizontal integration, recognising that
education is dealt with through more than just schools and is undertaken for
the conscious and continuous enhancement of the quality of personal,
social and cultural life (Medel-Anonuevo, Ohsako and Mauch, 2001).
Non-formal learning was defined as:
Used for all the competence, which a person has built up through paid or
unpaid work, continuing education, leisure activities etc., and which
supplements the competence this person has documented through basic
education (Norwegian publicly appointed committee, 1997).
Non-formal learning was deemed to be largely reachable only outside of the
formal school system (Ham, 1997) and thus was distinguished from
informal learning.
Outdoor learning:
For the purpose of this thesis, the outdoor learning practices of the people
in this research have primarily been situated in the non-formal and informal
modes of lifelong learning implemented at a community-based level. These
modes were bolstered by their use of the formal education system to obtain
additional information, attend related courses and for general self-directed
research purposes.
Self-directed learning:
Candy (1991) defined self-directed learning as both an outcome and a
process. Psychological and philosophical development and growth of the
individual and the acquisition of self-knowledge (p. xx) is combined with the
learning process which distinguishes "learning in formal instructional
settings from learning in natural or everyday contexts" (p. 6), including the
non-formal and informal settings.

Lifelong
education

learning/ Refer ‘Learning’ heading.

xii

ITEM
Neoliberalism

DEFINITION / EXPLANATION
The term neoliberalism is used to describe a political-economic philosophy
that had major implications for government policies beginning in the 1970s
– and increasingly prominent since 1980 – that de-emphasizes or rejects
government intervention in the economy (that complements private
initiative), focusing instead on achieving progress and even social justice by
encouraging free-market methods and fewer restrictions on business
operations and economic development. Supporters argue that by
implementing business-friendly policies, a society can assure that its
businesses grow, creating jobs and other economic benefits which improve
the welfare of the entire economy (Wikipedia The Free-Content
Encyclopaedia, 2005). Although neoliberalism has been noted as a
species of traditional liberalism informed by a new awareness of limits
(Morrison, 1995, p. 84) its critics see it as "little more than Thatcherism [or
liberalism] with a human face" (Hamilton, 2003, p. ix).

Non-formal learning

Refer ‘Learning’ heading.

Outdoor education

The enhancement of teaching and learning in ‘existing curricula’, to
develop the knowledge, skills and attitudes required for ‘the wise use’ of
‘leisure pursuits’, and/or to develop understanding about ‘the outdoors’
through the use of outdoor settings (Ford, 1981; McRae, 1990).

Outdoor learning

Refer ‘Learning’ heading.

Outdoor lifestyles

The outdoor lifestyles of the people in this research were ecologically
focussed, had a constant daily interaction with the environment,
encouraged a spiritual connection to the environment and subsequently
provided a more holistic framework to modern lifestyles with all aspects of
life focussed on continuing this ecological focus for example, through
appreciative outdoor leisure and activities and employment.

Are held by people who view the natural environment as having intrinsic
Pro-environmental
knowledge
and value over and above the use of it by humans. Its preservation and
conservation is valued as an essential requirement to quality of life, and it is
values
seen as finite. A person who has or is developing a strong spiritual
connection with the natural environment would hold these values (Polistina,
2001; 2003).
Self-directed
learning

Refer ‘Learning’ heading.

Subcultural group

Slightly different schools of thought exist in the study of sub-cultures, the
Birmingham tradition, for example, focussed on deviant behaviour in their
investigations of youth subcultures (Clark, Hall, Jefferson and
Roberts,1997). However, as the age groups of the people in this research
were diverse and wide ranging this research adopted the Chicago School
definition of a subculture as it more adequately described the
characteristics of the non-Indigenous groups of people involved.
Subcultures, therefore, were defined as,

xiii

ITEM

Theory

DEFINITION / EXPLANATION
"a sub-division of a national culture, composed of a combination of
factorable social situations ... but forming in their combination a
functioning unity which has an integrated impact on the participating
individual" (Gordon, 1997, p. 41).
Although class status, ethnic background, regional and rural or urban
residence, and religious affiliations were provided as examples of social
situations categories more appropriate to the people involved in this
research were implementation of outdoor lifestyle, family background of
pro-environmental values and behaviours, affiliations to pro-environmental
organisations. These social situations and shared underlying philosophy
and values are a characteristic feature of subcultures in that (Clark, et al.,
1997) noted they must exhibit "distinctive enough shape and structure to
make them identifiably different from their 'parent' culture. They must be
focussed around certain activities, values, certain uses of material
artefacts, territorial spaces etc. which significantly differentiate them from
the wider culture" (p 100). It was the social worlds of the appreciative
outdoor leisure subcultures in this research that were characteristic of
subcultural studies as they were interpreted within the political framework of
the dominant Australian culture and their social activities were
conceptualised as either "acts of 'resistance' to the dominant social order or
as creative responses to oppression and injustice" (Smith, 2001, p. 158).
Neuman (1997) identified "social theory as a system of interconnected
abstractions or ideas that condenses and organises knowledge about the
social world" (p.37). Knight (1996) also defined theory as a,
"set of propositions or assumptions used to explain 'reality' or
an aspect of it. These can range from extensive, overarching
and relatively coherent theoretical systems … to concrete,
specific and low-level theory, made up of the values, concepts
and cultural orientations employed by humans to interpret
'reality' and to function in it" (p. 162).
Theoretical development in this research on outdoor learning at a
community level required a ground up approach with the end point to the
research being the theory of outdoor learning through community-based
appreciative outdoor leisure. As the theoretical development in this
research was paralleled by a reconnaissance action research process the
more concrete and specific form of theoretical development in Knight's
definition was undertaken in this research. Therefore the specific process
of using information grounded in the social contexts and settings being
investigated was utilised to develop the theory, rather than other forms of
inductive theoretical development such as case study research that
provides a combination of the researcher's summary of interpretations and
claims and their own personal experience of that social context or
phemonenological research that as a rule has no explicit theoretical
orientation Creswell (2003, p. 133).
In this research a model is deemed to be a "selective process of
establishing concept patterns and relationships and of gradually arriving at
a simple representation of concept maps" with the aim being to ensure that
the representation of the symbiotic relationship between these three

xiv

ITEM

DEFINITION / EXPLANATION
concepts is equally clear to the myself as researcher and others accessing
the research (Zuber-Skeritt, 1995, p. 3).
Western
science Traditionally Western science and scientific frameworks have adopted a
This reflects a deterministic
and
subsequent positivist or postpositivist framework.
philosophy which is reductionistic in that it reduces ideas into a small,
frameworks
discrete set of ideas to test (Cresswell, 2003). It is this tradition that has
dominated Western science and has been utilised in colonialist discourse to
extend cultural breakdown through colonisation. This discourse reflects the
system by which dominant groups in society constitute the field of truth by
imposing specific knowledges, disciplines and values upon dominated
groups (Ashcroft, Griffiths and Tiffin, 1998). Although it has recently been
identified that Western science is slowly changing toward the utilisation of
holistic concepts to accommodate interconnectiveness between
phenomena (Grenier, 1998) and the development of methodologies that
recognise a diversity of ways of knowing (Tuhiwai-Smith, 1999(a)).
ACRONYMS AND ABBREVIATIONS
Abbreviation
ANTA
AOEA
CSIRO
NAIDOC
QORF
SPRITO
UNESCO

Name in full
Australian National Training Authority
Australian Outdoor Education Association
Commonwealth Scientific and Industrial
Research Organisation
National Aborigines' and Islander Day
Observance Committee
Queensland
Outdoor
Recreation
Federation
National Training Organisation for Sport
Recreation and Allied Occupations
United Nations Educational Scientific and
Cultural Organisation
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CHAPTER 1
INTRODUCTION

1.1 INTRODUCTION

This thesis investigated the practices undertaken to share pro-environmental knowledge
and values by two groups in Australian society.

The people involved in this research

were appreciative outdoor recreationists and members of Indigenous communities in
Queensland, Australia.

Through in-depth and focus group discussions with these two

groups of people a theory of outdoor learning was generated. Although the theory was
grounded in the everyday life contexts that the people in this research described, it was
also embedded in their separate cultural histories, that is, non-Indigenous Australian
subcultures of appreciative outdoor leisure and Australian Indigenous cultures. Both,
however, were strongly influenced by the current Australian Western cultural context in
which they were incorporated. The similarities between the two groups in relation to
their outdoor lifestyles provided valuable insights into the nature of outdoor learning
practices undertaken at a community-based level in Queensland Australia to share proenvironmental knowledge and values.

From the discussions in this research the

importance of appreciative outdoor leisure and activity settings (refer to Glossary section
for explanation of this phrase, p. xi) to the outdoor learning practices of those in this
research has also been demonstrated. However these activities were not treated, by
those in this research, as simply leisure activities but were part of a web of activities
designed to enhance and share their pro-environmental knowledge and values in
everyday life. From this perspective the term ‘leisure’, as commonly defined by many
Western societies, including Australia was an inappropriate label for these activities.
This thesis contributes to the limited knowledge in the area of community-based nonformal and informal outdoor learning.

The main focus of the discussion throughout

Chapters 4, 5 and summary in Chapter 6, highlights the manner in which the people in
this research negotiated the dominant Western cultural context of neoliberalism in
Australia and maintained their sharing of pro-environmental knowledge and values
through their outdoor learning practices.
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1.2 RATIONALE FOR TOPIC CHOSEN
Recent concerns about environmental degradation in Western societies and modern
lifestyles have been preceded for centuries by global destruction warnings from other
cultures, in particular Indigenous peoples (Knudtson and Suzuki, 1992; Starke, 2002).
These warnings have led to the current mandate for global organisations to promote
sustainability as pivotal to social and cultural change at national, regional and local
levels (Brundtland, 1989; United Nations Educational, Scientific and Cultural
Organisation (UNESCO), 1993).
In more recent times both Western and Indigenous scientists and authors alike, have
identified two main areas as crucial to an increase in pro-environmental values, ethics,
attitudes and behaviours in Western societies. These areas are lifestyle and education
changes (Bosselman, 1978; Djagamara, 1975; Sterling, 2001; Naess, 2001 [1989];
Survival International, 1993).

The present rhetoric of environmental sustainability, however, tends to focus on industry
reforms; international environmental agreements and a growing emphasis on ‘formal’
education, with limited attention to non-formal and informal learning or education (refer
to Glossary section for explanation of these terms, p. xi). It has been identified that this
rhetoric continued even with the recognition of the need to include locally based
community groups and individuals in the global movement towards ecological
sustainability and the need to restructure formal education practices in many
Westernised countries (UNESCO, 1993; Suzuki and Dressel, 2002).

For example,

UNESCO provided a framework for global environmental education that is “lifelong and
denotes an overall scheme aimed both at restructuring the existing education system
and at developing the entire educational potential outside the [formal] education system”
(Fang, 1998, p. 125).

Rowland and Volet (1996) acknowledged, however, that community-based learning
conducted through means other than Western formal education systems was generally
devalued and dismissed as unimportant or secondary, particularly as it had a lack of
formally assessed processes. This is particularly relevant to the devaluing of Indigenous
community-based and intergenerational educational and scientific practices in Australia
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(Kidd, 1997; Rose, 1997). Furthermore, Clover (1996) noted that this devaluing of nonformal or informal community-based learning in Western society was generated from the
fact that it did not take place in a classroom with an ‘expert’ teacher (that is, one trained
and qualified through the formal education system). Thomas (1991) argued however,
that although devalued by formal education advocates, non-formal and informal learning
were highly valued and widespread in modern societies and those viewing it as a rare
phenomenon were misled by their preoccupation with formal education (p. 165). This
high value for non-formal and informal learning was also identified in Australian society
(Australian National Training Authority (ANTA), 1999).

The long-term resilience of this

community-based mode of learning was identified by Taylor (1995) and supported by
Jansen (1995) who noted that volunteer conservation and environmental groups “…
have been educating the public for more than a century, largely unassisted by adult
educators” (p. 93).

This lack of attention to community-based outdoor learning in the literature is concerning
if, as Harvey (1995) posited, education is a major player in bringing about global change
towards ecological sustainability. Lafferty and Eckerberg (1998) argued that new forms
of social learning were required to bring about this change. Berberet (1990) also argued
that eco-cultural perspectives that serve as a paradigmatic vision for environmental
education must become the fundamental worldview for all education. These views were
supported by Matthews and Riley (1994) who noted that the current models and
techniques utilised by formal education settings adopt Western (capitalist) traits, and
have, to date, offered no evidence to support their effectiveness in changing peoples’
attitudes or behaviour. O’Sullivan (2001) asserted that the current educational practices
need radical restructuring in order to satisfy the requirements for the transformative
perspectives found in social change.

Involvement of local community-based people in environmental education for social
change towards sustainability was necessary primarily due to the fact that so many
environmental problems and solutions have their roots in local activities and required
public assistance to rectify them (Lafferty and Eckerberg, 1998) by providing continued
support and maintenance. Berberet (1990) found that local activities built bridges that
led to the formation of local and regional networks that provided significant momentum to
the global sustainability cause.
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Several authors have identified that activities in the sustainable and minimally
consumptive behaviours of everyday life in traditional Australian Indigenous lifestyles
(Capps, 1976; Hodgins and Benidickson, 1989; UNESCO, 1993) were conducted
through the use of activities that were coined outdoor leisure by Western societies
(Djagamara, 1975; Foley, 1994; Fox, 1983; McKay, 1994; Polistina, 1999). Traditionally,
in the Australian Indigenous context, these activities were also utilised to transfer
knowledge on economics, politics, domestic aspects, ceremonial rites, cultural
identification, social integration and more specifically to this research traditional
ecological knowledge and pro-environmental values (Salter cited in Robertson, 1975;
Yunupingu, 1997).

Sheridan (2000) noted, nevertheless, that limited attention has been afforded the
growing strength of community-based movements, operating outside the influences of
national and international institutions such as formal education, that have continued to
develop and maintain non-formal and informal outdoor learning that focus on the
environment.

The people in this research maintained authenticity of their learning

practices by resisting control or assimilation by the Australian formal education system
and other institutional frameworks such as the commercial outdoor industry.

The outdoor learning practices of those in this research were a two-way process
resulting in the concentration in this research on the reciprocal process of learning as
opposed to the didactic education process generally utilised in formal education
institutions. The focus of this thesis, therefore, will be on alternative outdoor learning
practices that will inform transformations to the current Australian Westernised formal
education system. The outdoor learning practices that this thesis focuses on are those
utilised for increasing pro-environmental knowledge rather than the physical or technical
aspects of learning outdoor skills and competence.

The role of appreciative outdoor leisure and activities in these authentic communitybased outdoor learning practices was also examined in this research. For the most part
non-formal and informal outdoor learning for those in this research occurred in their
appreciative outdoor leisure and activity settings. Polistina (2004(b)) noted that major
settings for outdoor learning implemented by community-based groups were the
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diversity of environmentally focussed outdoor leisure and activities found in their
everyday lives. Authors have also stated that it was these leisure and everyday settings
that played a fundamental role in connecting individuals with the environment (Atkinson,
1990; Ibrahim and Cordes, 1993; Leitner and Leitner, 1996), and assisted with their
attainment of pro-environmental values (Atkinson, 1990; Polistina, 1999). The
environmental focus of the outdoor learning practices for the appreciative outdoor
recreationists and Indigenous people in this research provided a compatible foundation
for exploring the diversity of their perspectives on these practices. A key feature of
appreciative outdoor leisure and activities discussed in this research was the focus on
environmental learning with many activities providing a setting for engendering a high
level of understanding about the environment and stronger spiritual connection to it.
This thesis will make an important contribution to the understanding of the link between
appreciative outdoor leisure and its role in providing pro-environmental outdoor learning.

It appeared from the literature that for an educational reform to occur, a far greater
understanding of the non-formal and informal environmentally focussed outdoor learning
occurring at a community-based level was required. Overall, however, writings on what
practices were undertaken to share pro-environmental knowledge and values through
community-based non-formal and informal outdoor learning practices, particularly in
relation to how appreciative outdoor leisure contributed to these outdoor learning
practices, were scarce. It was the aim of the first research questions (RQ1) in this
research to assist with filling this gap in the literature.

What was written on outdoor leisure as an outdoor learning setting in relation to both
appreciative outdoor recreationists and Indigenous peoples was often overshadowed by
sensationalised media coverage and promotion of the more masculine and dominating
forms of outdoor leisure and the public attention to the condition of Indigenous peoples
communities in Australia.

Such misrepresentations of outdoor learning at the

community-based level appeared to assist with the devaluing of these learning practices
in society and highlighted the need in this research to ensure that constraints on the
perpetuation of community-based outdoor learning were investigated; the second
research question (RQ2) guided this investigation.
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Having explored the rationalisation for the topic and research questions chosen for this
thesis the following section will provide an overview of the scope of the research.

1.3 SCOPE OF THE RESEARCH
The aim of this research was to make visible the outdoor learning practices, designed to
share pro-environmental knowledge and values with others, utilised by people in
appreciative outdoor leisure groups and Indigenous communities in Queensland,
Australia.

This research sought to identify the characteristics of outdoor learning

practices as well as the constraints that limited the continuation and future development
of these practices. The research questions that initiated this study were:
RQ1. What are the practices of sharing environmental knowledge and values in proenvironmental community groups?
RQ2. What are the constraints to these practices that inhibit the sharing of proenvironmental knowledge and values?

Twenty-nine

non-Indigenous

appreciative

outdoor

recreationists

and

nineteen

Indigenous people were involved in discussions for the research. These discussions
took two primary forms: one to one in-depth discussions and focus group discussions.
Secondary information was generated through participant observation, my researcher’s
journal and documentation, artefacts and ad hoc information and texts, for example,
newsletters, photographs or theatre/dance production material, provided by the people
involved in this research. An unstructured conversational approach was used in the
discussions.

The research aim was fulfilled through the development of a theory grounded in the
respective everyday life contexts of the people in this research. A second aim was to
explore the benefits of using a dual methodology - grounded theory and the sub-action
research process found in the reconnaissance stage of action research. The primary
benefit of this dual approach was evident from the beginning of the research as it
allowed me as researcher to be flexible and open to the range of information and
information sources and texts that would arise from the diversity of perspectives on
outdoor learning within the groups. Therefore, the research methodology enabled me to
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give voice to two marginalised groups in society but also ensured the information
gathering process was authentic to the contexts and practices of the people involved in
this research.

The narration of the everyday experiences of those involved in this research provided
details of their outdoor learning contexts implemented outside the Australian formal
education system. The research therefore required methodological choices that allowed
those in the research to explain the essence of their interactions in these outdoor
learning contexts, whether these interactions were with humans or the environment
itself.

Drawing on both structural (critical theorist) and interpretivist perspectives, the dual
methodologies

of

grounded

theory

and

corresponding

reconnaissance process were chosen for the study.

sub-action

research

Grounded theory itself is

considered to be primarily a constructivist approach to research, Charmaz (2000) noted
that this approach assisted in enabling the researcher to gather authentic research
information that was developed into theory by ensuring analysis was through interactions
with people in the research. Pidgeon (1997) further noted that this interaction between
the researcher and people involved in the research, allowed for multiple realities and
interpretations to emerge. This assisted with maintaining input from people in this
research as they negotiated the inclusion of this research project into the timetables of
their already hectic lives.

The diversity within the groups of people involved in this research assisted with the
grounded theory development. Glaser and Strauss (1967) noted “when used elsewhere,
theory generated from just one kind of data never fits, or works as well as, theory
generated from diverse slices of data on the same category” (p. 68). Hage (1972) also
noted that the broader the theories scope the greater the number of disciplinary
problems it would be able to handle. The methodology was designed to ensure that, as
the stringent analysis and reflection processes required to generate trustworthy
grounded theory were implemented, the preliminary processes in the reconnaissance
stage of the action research project provided the flexibility to allow a diversity of
discourses and texts to be voiced by those involved in this research and subsequently
recognised and validated through the analysis.
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The analysis of the primary information provided by those in this research through the indepth and focus group discussions was strengthened by the multiple texts used to
supplement this analysis. These texts were provided by those in this research and
included descriptions of everyday interactions with animate objects (for example visits
from local native animals), their artist expressions (for example creating connections with
the environment through natural objects such as drift wood), photographs and the nature
of environmental connections expressed through dance productions in which they were
involved.

Denzin (1989) noted analysis of such a diversity of texts captured the

complexity and contradictions found in the interactions in everyday life.

Robottom

(1992) commented that this then allows the researcher to address pertinent issues of
interest and concern for those in the research. Acceptance of a diversity of texts was
essential in research with people from other cultures, particularly Indigenous peoples
(Tuhiwai-Smith, 1999(a)). It was, however, equally important for collaborating with nonIndigenous people in subcultural groups often marginalised by the dominant Australian
social system.

This research has therefore made visible multiple outdoor learning

practices and this prevented the problem of this interpretive research simply becoming
as McTaggart (1991) described, an assimilatory process for the dominant system’s
government.

The diversity of texts utilised as supportive information for discussion

sessions also assisted in reducing possible researcher bias and misinterpretations from
me, allowing the language of the people in this research to explain their lived realities
and experiences.

The use of the cyclic research process in the sub-action research reconnaissance stage
also allowed a pathway to future action research of a more emancipatory nature. This
falls in line with Friereian (1993) notions of conducting research that assists in making
people aware of their own position or situation in society. From this awareness they may
then decide for themselves if further action was required in order to allow social change
to occur, and, if they chose to do so, providing them with a research framework to move
forward.

The in-depth discussions with people in this research afforded a rich narration of the
community-based outdoor learning practices that they developed and maintained to
share pro-environmental knowledge and values.

The thick descriptions of these
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practices led to the generation of the theory of outdoor learning and addressed RQ1.
The people in this research found that validation of their outdoor learning practices was
encumbered by the constant need to justify the existence of these practices and to
combat constraints to these practices imposed by the dominant social system. The
discussion on the constraints to outdoor learning subsequently addressed RQ2.

Many constraints were generated from a dominant Australian societal mindset
surrounding the nature of outdoor learning practices that tended to favour the
perpetuation of the dominant neoliberalist social system.

This social mindset was

reflective of Grainger-Jones’ (1999) description of societal groupthink.

He identified

characteristics of groupthink as the tendency to ‘smooth out’ new ideas, valid criticisms
and alternative suggestions in order to retain the consensus, for example tolerate new
ideas then ignore them in decision making and effectively silence them. An example in
this research was the silencing treatment imposed on outdoor leisure groups by
advocates of the formal education system when making decisions on the future of the
outdoor learning field (refer to Section 5.2.2.4: Industry, p. 184).

Groupthink exerts

pressure upon individuals to suspend their own critical faculties so that group unanimity
can be maintained. Furthermore, the leaders’ views tended to be less critical than might
be expected.

The concept of groupthink also indicates that the views of other

participants are unconsciously affected by what they feel the group will accept or reject
(Grainger-Jones, 1999). A further example taken from this research would be the social
pressure placed on the children to conform to masculine or dominating patterns of
outdoor behaviour rather than more appreciative behaviour on outdoor excursions (refer
to Section 5.2.2.3: Divide and conquer, p. 182). Implementing the reconnaissance subaction research stage in this research provided the channel for the identification of these
constraints. This in turn has provided the foundation to move beyond this research, into
future emancipatory action research projects designed to alleviate or eliminate these
constraints.
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1.4 OUTLINE OF THESIS
This chapter has introduced the framework of the research by providing the rationale for
the topic chosen for investigation and the scope to which this topic will be examined. It
has also provided an explanation of what this thesis will do in relation to information
collection, information analysis and methodological choices.

Chapter 2 provides a

comprehensive discussion of the dual methodology used for the research, and describes
the implementation of the parallel processes of grounded theory and processes inherent
in the preliminary stages of action research. In particular, it emphasises the sub-action
research cycle that was utilised to implement the reconnaissance stage of action
research and assisted in developing the research as a foundation for future
emancipatory action research projects. Chapter 2 is dedicated to methodology rather
than the literature reviewed, because, in constructivist grounded theory, categories,
concepts and theoretical analysis levels emerge from the interactions of the researcher
within the field and their questions about the data (Charmaz, 2000). These interactions
do not always begin with the inception of the research project; the literature review
provides the start of this research journey with the identification of my level of
understanding of the research topic area at the beginning of this research.

It is

positioned in this document to reflect its connection to the first stage of information
collection.

Pidgeon (1997) commented that without “the orientation provided by the researcher’s
prior understandings, no sense at all can be made of any data, whether qualitative or
quantitative” (p. 82). These comments resonate in the writings on theoretical sensitivity
in grounded theory literature and the researcher as research participant, going through
phases of personal and professional development, in action research. It is, therefore,
important to identify the journey that I undertook throughout the research to provide the
reader insight into how this journey and my prior interactions may have been reflected in
my interpretation of the data. These interactions include the review of the literature that
led to the selection of the initial research questions. Chapter 3 provides a discussion on
the initial literature reviewed.

The dearth of information on the sharing of pro-

environmental knowledge and values that occurs at a community-based level and the
role appreciative outdoor leisure plays in this outdoor learning extended the required
research into several literature areas.

Although environmental education literature
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provided valuable insight into formal practices for educating the public or community it
did not offer insight into learning or education emanating from the public or community
people.

The leisure literature offered anecdotal evidence of the connection between

participation in appreciative outdoor leisure activities and an increase in pro-environment
values, but failed to provide information on how these values are generated through the
learning that occurs in these non-formal or informal settings.

Indigenous literature

provided ample information on the environmental connections developed and
maintained through their traditional educational and cultural customs. However, there
appeared to be little discussion on what actually occurs at a community-based level in
Indigenous communities to share pro-environmental knowledge and values. In particular
limited writings, other than anecdotal evidence into lifestyle and cultural practices, were
available on the community-based and intergenerational learning that has historically
been utilised to engender a strong spiritual connection to the environment for Indigenous
peoples. Chapter 3 examines these different literature sources and identifies the gaps
and connections between them.
Chapter 4 discusses the nature and characteristics of the theory of outdoor learning.
This discussion includes an overview of the outdoor lifestyles in which this learning was
manifested and the role appreciative outdoor leisure and activities played in the outdoor
learning practices of the people involved in this research. By paralleling many aspects
of the non-Indigenous and Indigenous people's outdoor lifestyles, and their cultural
foundations, I, as researcher, gained valuable insights into the nature of outdoor learning
that occurred in these two different cultural groups in Australian society. These parallels
also allowed the analysis of disparate perspectives on the definition and nature of
outdoor leisure and its role in the development of the theory of outdoor learning.
Chapter 5 identifies the constraints that currently exist in relation to the perpetuation of
the outdoor learning practices of the people involved in this research. These constraints
stemmed primarily from the assimilatory practices and procedures of the dominant social
system.

Again parallels were drawn between historical assimilation of Indigenous

peoples and the current assimilatory patterns and behaviours experienced by the people
in this research. This acknowledgement of the similar constraints the people involved in
the research faced in perpetuating their outdoor learning practices offers the foundation
for future emancipatory forms of research into the alleviation of these constraints.
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Drawing on the results of this research and the examination of previous literature and
research, Chapter 6 responds directly to the research questions. The trustworthiness of
the research and theory generated are discussed and an assessment of future research
areas made. The usefulness of the evolving theory and the contribution they make to
knowledge is also discussed.

1.5 CHAPTER CONCLUSIONS
This chapter has provided the rationale for the current research into the outdoor learning
practices for sharing pro-environmental knowledge and values that were dominant in
Australian appreciative outdoor leisure and Indigenous communities. The lack of direct
research in this area and limited research into the benefits of non-formal or informal
outdoor learning undertaken by community-based appreciative outdoor recreationists
and Indigenous peoples, for the purposes of sharing pro-environmental knowledge and
values, warrants further research. A description of the thesis framework is afforded in
this chapter as a guide to the thesis contents and flow of discussion.
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CHAPTER 2
METHODOLOGY AND METHODS
2.1

INTRODUCTION

In this chapter I will provide an explanation of the methodological approach adopted for
the research.

The aim of this project was to develop a theory of outdoor learning that

emphasises the sharing of pro-environmental knowledge and values in Australian
society. Practices utilised by juxtaposed community and cultural groups (Australian nonIndigenous appreciative outdoor recreationists and Indigenous peoples) to share proenvironmental knowledge and values were examined in their everyday contexts. The
notion of sharing in this research was deemed to be a reciprocal process where the
individual learns from, and shares their pro-environmental knowledge and values with
others.

Research into any social context requires a methodology able to cope with complex,
interrelated phenomena, the investigation of which is intensified by the simultaneous
examination of the cultural contexts in which they are placed.

The research

methodologies used in this research needed to be flexible to allow for the diversity of
themes that were generated from the information collected whilst maintaining scientific
rigour and trustworthiness.

This chapter provides the rationale for the combination in this research of grounded
theory and the action research cycle found in the reconnaissance stage of an action
research project.

It begins by addressing the assumptions that underpinned my

methodological choices; locates the research in the leisure field and moves into a
discussion of the determination of the methodological choices and an explanation of
grounded theory and action research. Subsequent methods utilised to implement these
methodologies are then provided and finally, the limitations and ethical considerations
pertinent to the research project are presented.
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2.2. SUMMATION OF BACKGROUND OF THIS RESEARCH PROJECT
The overarching social change aim of this research firmly established it within the social
action/interpretivist paradigms.

To provide the groundwork for social change critical

reflection on the current dominant Australian social system was required and
necessitated the use of critical theorist (structural) perspectives in this research. This
provided the impetus for this research to be investigated through theoretically
developmental and participatory forms of research.

In doing so a channel was

established through which the voices of marginalised groups could be heard.

Although my assumptions with regard to research design ultimately decided the choice
of methodologies writings in grounded theory and action research identified that, for
research to be successful and authentic those participating needed to feel confident in
taking ownership of the project. The flexibility within the methodologies also allowed for
the implementation of research strategies appropriate for undertaking research with
Indigenous communities.

Tuhiwai-Smith (1998) noted that flexible methodological

strategies “… are ways of researching and privileging what Indigenous peoples know,
believe and value” (p. 1). The following sections provide a comprehensive discussion on
the different methodological strategies utilised in this research. These strategies were
also deemed relevant for use within other cultural contexts with groups such as
appreciative outdoor recreationists who represent a subcultural group with their own
idiosyncrasies in relation to values, attitudes and behaviours. The dual methodological
approach chosen also assisted with increasing the validity of the information on
alternative ways of thinking about outdoor learning and epistemological practices for
sharing pro-environmental knowledge.

Finally, I wanted to select methodologies,

appropriate to the project, that would assist if possible to further my own, and others,
professional development.
In summary, the research project called for methodologies with characteristics that
would:
C

C
C

provide flexibility of methodological process and methods design that were
appropriate and culturally sensitive for working with Indigenous peoples and
Australian subcultures and catered for the diversity of settings and worldviews
emanating from these cultural and subcultural groups
strengthen culturally appropriate processes for collaborative research
ensure a high level of trustworthiness and rigour
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C
C
C
C

provide avenues for critical reflection of the dominant Australian social system
generate new knowledge in relation to outdoor learning practices and expand
current Australian epistemological thought and compatible research methodologies
develop avenues and produce applicable and practical processes that support
social change and action on all levels of society, particularly community-based
applications
provide avenues for my professional development, and if desired, for those
involved in this research.

Many of the qualitative research methodologies hold some but not all of these
characteristics and often do not cater for the cultural sensitivities required for research
with Indigenous peoples. A combination of methodologies was therefore required to
implement this research.
2.2.1

Locating this Research in the Leisure Literature

Henderson (1991) noted that leisure research is any “inquiry that seeks to explain the
nature of free time, freedom, and enjoyment” and is a “systematic process of discovering
and interpreting information to understand reality” (p. 10).

Leisure research itself

remains steeped in primarily Western fundamental positivist and reductionist notions of
how leisure research should be conducted.

Gunter (1987) and Henderson (1991) identified the need to reinstate the complexity of
leisure in leisure research, as in its present forms it has been simplified to the point that
it is in danger of losing its essential meanings. For those in this research the meaning of
leisure drew from their belief in leisure’s place as an integral part of life and not a
segregated element, for example the opposite of work. Outdoor leisure was also the
primary setting for sharing pro-environmental knowledge and values and, therefore,
proved indispensable to the continuation of their outdoor learning practices.

Alleviating possible researcher bias and misinterpretations required a research
methodology that allowed the language of the people in this research to explain their
experiences of the complexity of outdoor leisure as a setting in which their outdoor
learning practices were manifested.

This is important when the leisure practices of

those involved in this research appeared to be at odds with the leisure priorities of the
dominant social system. The following section will provide an overview of this research
project’s methodology.
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2.2.2

Determination of Methodology

Denzin (1989) noted that positivist sociology presupposes theoretical and analytical
frameworks that are independent of the interactions between individuals in their worlds,
ultimately divorcing the reality of the human from scientific analysis through the
categorisation and compartmentalisation of human behaviour. As the premise of this
research was to begin the process of validating alternative epistemological practices
outside the Australian formal education system, the everyday experiences of those
involved in this research provided comprehensive information on their outdoor learning
practices.

The research therefore required methodological choices that allowed the

essence of these everyday interactions to be expressed by those in this research. This
was particularly important as these everyday interactions were with humans, nonhumans species and the environment and subsequently were not simply anthropocentric
in nature and needed to allow for the descriptions of these interactions and experiences
with elements of the environment to be substantiated. The methodological choices for
the research therefore allowed the issues to emerge without controlling the variables
(Roberts, 1999) and hence not objectifying the information collected (Abram, 1996).
The development of a theory of outdoor learning practices along with research with
different cultural groups draws on both structural (critical theory) and interpretivist
perspectives of research.

The interpretivist paradigm allowed me to “view human

behaviour as a product of how people define their world and to see reality from others’
eyes” (Henderson, 1991, p. 10).
The research questions called for a process where both the non-Indigenous and
Indigenous peoples could give voice to and make visible the tenets of their learning
practices. Both research questions required participatory processes to develop a theory
that would progress into a more emancipatory framework, to assist with validating these
outdoor learning practices. The possibility of the need for an emancipatory methodology
to complete the research vision posed more complications in paradigm selection given
that both of the dominant research paradigms (empirical/analytical and interpretive) are
noted as not necessarily emancipatory in their interests (Habermas, 1974; McTaggart,
1991).
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McTaggart (1991) added that such research can provide a forum for people to
unwittingly establish ways of implementing policies that have been developed from
knowledge emanating from research on them, rather than by them. This misuse of
research to the detriment of the people involved has created a high level of mistrust
within Indigenous communities towards Western authorities and some scientists. This
mistrust and the emergent recognition of the culturally specific aspects identified in
current research with Indigenous communities finds Indigenous researchers asserting
the need to develop research methodologies specific to and appropriate for research
with Indigenous communities (Grenier, 1998; Tuhiwai-Smith, 1999(b)).
The combination of grounded theory (Strauss and Corbin, 1990) and the sub-action
research reconnaissance process (Carr and Kemmis, 1997) provided the ideal
framework for implementing the research process.

The strength of the dual

methodological choice was enhanced when noting that action research aims to provide
the people involved in this research with the “empowerment and self-confidence about
their ability to create ‘grounded theory’” (Zuber-Skerritt, 1996, p. 5). McTaggart (1991)
noted action research’s structure prevents the problem, found in many interpretive
research

projects,

of

the

community

consultation

simply

assisting

with

the

implementation of programmes and policies developed by the dominant system’s
government.
In the same way that the research was a collaborative effort between myself (as
researcher), appreciative outdoor recreationists and Australian Indigenous peoples, so
too was the methodological approach a collaboration between grounded theory and
action research principles. This was done with the belief that these two methodologies
would assist with bridging the gap between the structural and interpretive sociological
perspectives and by recognising Giddins’ (1993) assertion that we make and remake
social structure throughout the course of everyday life.

The strength of this

methodological combination was that it was flexible enough to cater for what Punch
(1998) explained was the constant remaking of social structure and distinguishing social
processes utilised by those in this research to identify and deal with social problems or
issues. The following section will provide an explanation of the more salient aspects of
grounded theory and action research and the research strategy and methods.
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2.3.

METHODOLOGIES UTILISED IN THIS RESEARCH PROJECT

This section looks firstly at the characteristics of the methodologies utilised in this
research and provides an overview of current thought on Indigenous methodologies and
affords an introduction to the people involved in the research. The research methods
are then explained, before addressing details of the information analysis, limitations of
the research and finally ethical considerations for the research.
2.3.1

Dual Methodology - Grounded theory and sub-action research

2.3.1.1

Grounded Theory

Grounded theory is defined as a general methodology,
… for developing theory that is grounded in data systematically
gathered and analysed. Theory evolves during actual research, and it
does this through continuous interplay between analysis and data
collection (Strauss and Corbin, 1994, p. 273).
The process of grounded theory provided powerful means of understanding the worlds
of the people in this research and supported action strategies that would allow for some
measure of self-control over the formulation of theoretical interpretations of information
grounded in their reality (Strauss and Corbin, 1990).
Several characteristics of grounded theory assisted with the decision to work with this
methodological framework, including the need for the information collection to be
controlled by the emerging theory, and the need to collect theoretical evidence based on
a general subject or problem area (Glaser and Strauss, 1967). The reflective process
inherent in the cyclic information collection procedure provided reification of the
emergent theory as it was generated with the general subject area focussing on the
outdoor learning settings and practices of those in this research.
The theory of outdoor learning generated in this research provided theoretical concepts
that were specific to the everyday situations for those in this research. The grounded
theory process of open, axial and selective coding would allow for the development of
core categories that would constitute the substantive theory of the outdoor learning.
These core categories, and their inherent properties, show the connections between the
concepts at the abstract level, by “showing a particular piece of data to be an example of
a more abstract (first-order) concept, the analyst raises the conceptual level of the data”
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(Punch, 1998, p. 218).

The conditional statements generated from the substantive

theory also constituted “… a set of hypotheses and concepts that other researchers can
transport to similar research problems and to other substantive fields” (Charmaz, 2000,
p. 524). A carefully thought out substantive theory becomes the bridge to a formal
theory. The theoretical concepts from this research were utilised not only to accomplish
theoretical sensitivity, but also to establish the foundation for future research in this area
that would assist with strengthening the development of a formal theory of outdoor
learning. A theory of outdoor learning grounded in information arising from this research
whilst not able to be generalised, can afford a starting point for similar groups in other
social and cultural contexts to generate their own grounded theory of similar outdoor
learning practices.
Pidgeon (1997) noted that the everyday could be interpreted in terms of the wider social
contexts and power relations. This was important to achieve the co-construction of
symbolic worlds and social realities of the people involved in this research and for the
generation of concepts and categories that identified, in particular, how the dominant
social system silenced and marginalised them and prevented the validation of their
epistemological practices. The interpretation and analysis of the everyday worlds of
those involved in the research and their interactions with the wider social context
addressed both research questions - essentially the development of a theory of outdoor
learning practices for sharing pro-environmental knowledge and values and the
identification of constraints on the perpetuation of these practices.
Concerns for the over-deterministic and static notion of human experience implied in the
discovery model of grounded theory (Charmaz, 2000; Glaser, 1992; Pidgeon, 1997;
Robrecht, 1995) were diminished through the continual process of action learning, which
evolved concurrently to the sub-action research portion of the project and upheld the
continual theoretical exploration inherent in grounded theory.

This action learning

process was supported by the use of flexible guidelines put forward by Strauss and
Corbin (1990; 1998) to direct the process of collecting and analysing data as they
provided transparent signals of process and thematical generation throughout the
research. The flexible and transparent guidelines in grounded theory remained as a
shadow to the themes emerging from this research and simply afforded continual

19

techniques to check and minimise any researcher bias, my analysis and accurate use of
the information collection methods.

Through the process of collaboration between those involved in this research and me as
researcher, the research took on more of a constructivist grounded theory approach,
which essentially acknowledges the inability to disconnect my experience as researcher
from the research process (Charmaz, 2000; Pidgeon, 1997). Whilst Charmaz (2000)
argued that the product of constructivist grounded theory is only the researcher’s
perception of the ‘reality’ for her/his respondents (p. 523) she also maintained that it
does in fact provide an avenue for expressing the multi-voices of respondents (p. 525).
Furthermore, to identify the epistemological practices inherent in outdoor learning for
sharing pro-environmental knowledge, it was necessary to ensure that the methodology
could cater for the diversity of approaches that would emerge from two very diverse
cultural groups.

Strauss and Corbin (1994) noted that the future of grounded theory includes work that
seeks to adapt this methodology by combining it with other methodological processes,
such as the utilisation of sub-action research process in this research. This elaboration
and adaptation of the grounded theory methodology would include “multi-site studies in a
variety of settings, including cross-cultural work” (p. 283), which the current research
project has implemented where possible.

Grounded theory methodology paralleled the sub-action research process and was
implemented to develop the theory of outdoor learning. The critical and self-reflexive
nature of the grounded theory interplay between information collection and information
analysis was dynamic and ongoing (Pidgeon, 1997) and was highly compatible with the
cognate process found in the action research cycle. This combination assisted with my
self-reflection and enquiry into my own practice as an educator and researcher - a
necessity for being able to create a living form of educational theory (Whitehead, 1993;
McNiff, Lomax and Whitehead, 1996).

This lifelong form of educational theory was

ultimately more compatible to the outdoor learning practices of the people in this
research.
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The combination of this grounded theory process and the “authentic participation”
process inherent in action research also ensured that the information analysis produced
authentic descriptions and understandings of the people involved in this research.
These authentic descriptions included the meanings they attribute to pro-environmental
knowledge and values and the practices they utilised to share this pro-environmental
knowledge and values with others in society. Through this collaborative process the
overall trustworthiness of the research process was sustained through the development
and maintenance of audit trails and document organisation, whilst providing the essential
element of an actively involved researcher.

This research therefore enhances the methodological literature by providing additional
evidence that combinations of other methodological processes with grounded theory are
possible.
2.3.1.2 Sub-action research process - Reconnaissance stage
McTaggart (1991) defined action research as the “… way groups of people can organise
the conditions under which they can learn from their own experiences and make this
experience accessible to others” (p. 170).

It attempts to make the research more

humanistic, holistic and relevant to the lives of those involved in this research and
improve their current situation. The community members are active in co-creating their
own reality through participation, experience and action (Denzin and Lincoln, 1994;
Greenwood and Levin, 1998). Action research is generally used in complex, on-going
situations where the variables are difficult to control and the research is appropriate to a
given context (Dick, 1999). Greenwood and Levin (1998) noted “action research rests on
the belief and experience that all people … accumulate, organise and use complex
knowledge constantly in every day life” (p. 4). The complexity of community life for both
non-Indigenous and Indigenous peoples in this research, the diversity of their outdoor
learning practices and the differences in cultural outdoor learning practices dictated the
use of a methodology with the above characteristics.
The action research enquiry sees the generation of the idea for desirable change
emerging from the group (plan), the identification of problem areas of mutual concern to
the group (activity, observation) and the group working together on the ‘thematic
concern’ (reflect and plan again) (Kemmis and McTaggart, 1997). This results in a cyclic
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form of self-reflective enquiry (Roberts, 1999) that produces flexible and responsive
action plans (Kemmis and McTaggart, 1997).

However, Kemmis (1997) also identified

a preliminary reconnaissance stage that provides a description and understanding of
where the group is currently situated prior to the commencement of the broader action
research. This stage is also identified as the naming or problem identification stage
(Greenwood and Levin, 1998; Taba and Noel, 1997). A sub-action research process
was utilised in the research reported here to establish where the people involved felt
they were at present in relation to their outdoor learning practices. It is this preliminary
reconnaissance stage that ran parallel to, and assisted with, the generation of the
grounded theory in this research.
Figure 2.3.1.2 indicates where the sub-action research process, utilised to identify
problem areas for sharing pro-environmental knowledge and values by those in this
research, is positioned in the broader action research cycle which Kemmis (1997)
adapted to incorporate essential elements of Lewin's (1946; 1952) action research
formulation.

Positioning this research into this reconnaissance stage allows it to feed into future
emancipatory action research projects that can be designed to alleviate the constraints
to outdoor learning identified by those in this research. Thus we were able to begin a
process that addressed the need in action research for taking steps to transform the
dominant social system by providing the foundation to make changes to conditions in
that system that impede real change and improvement (Zuber-Skerritt, 1996(a)).

In this process I have provided a microscopic view of one stage of the broader action
research process. This research therefore provides an explanation of the sub-action
research cycles utilised in each stage of the broader action research process and gives
insight into the complexity of characteristics found in the individual action research
stages, for example reconnaissance stage.
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Figure 2.3.1.2 Position of this research in a broader action research process
(process adapted by Kemmis (1997)).

Current sub-action
research process
1st Stage - Individual
In-depth discussion
Plan

Reflect

ACT

Observe

2nd Stage - Focus Group
Discussions
Plan

Reflect

Act

Observe

Present situation and
problems identified ready to
move into General Plan
stage for broader
Emancipatory Action
Research
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The requirement in the action research process of the involvement of the people in this
research in critical reflection of their current situation and the subsequent identification of
their situation as institutionally structured by the dominant social system (McTaggart,
1991) was important to the social change and action goal of this research. This is
particularly pertinent given solutions that derive from action research processes often
challenge the dominant power bases and require changes to overall social structures in
society (Zuber-Skerritt, 1991). The critical reflection by those involved in this research
placed the methodology firmly in line with the critical theorist’s form of interpretive
paradigms.

A consistent element in action research is the sub-process of action learning which
McGill and Beaty (1995) defined as “a continuous process of learning and reflection,
supported by colleagues [or other community people], with the intention of getting things
done. Through action learning individuals learn with and from each other” in a social
setting (p. 21). The action learning that occurred throughout the research enabled me
and the people involved in this research to increase our knowledge and understanding of
salient idiosyncrasies and characteristics of their outdoor learning practices, assisting
with our professional and personal development. Revans (1982; 1984) commented that
in the action learning process people work on real issues, carry real responsibility in real
conditions and own the process and solutions.

In many cases this requires them to

challenge dominant social institutions and frameworks (for example media, education,
leisure). This was important, as the overall aim of this project was to investigate the
everyday social contexts in which the pro-environmental knowledge and values of those
involved in this research was shared. Through this investigation the validation of such
alternative outdoor learning practices was possible, as was the identification of the
constraints imposed on them by the dominant social system.
The action research components of the project provided two essential ingredients for the
theoretical development throughout the project.

Firstly, through the reconnaissance

stage of action research, the generation of new knowledge for the outdoor field was
drawn from the existing knowledge of the people in this research and afforded the initial
source information for the project.

This established the knowledge base for the

attainment of theoretical sensitivity, which was also required for the grounded theory
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development. Secondly, the cycle process assisted with the evaluation of the theory
throughout the current research.
A diagrammatic representation of this dual methodological process for the current
project can be found in diagram 2.3.1.2. The information gathering stages answered
RQ1 and RQ2. RQ1 sought to identify the outdoor learning practices undertaken by
those in this research to share pro-environmental knowledge and values and are
represented by the top dual cycles of initial in-depth discussions with non-Indigenous
and Indigenous people. In this research the identification of constraints to the outdoor
learning practices emerged in the first stage of the information collection process and
was theoretically saturated in the second stage in the focus groups. The lower cycle of
diagram 2.3.1 denotes the collaborative focus group discussions that were implemented
to deepen the understanding of these constraints and subsequently responding to RQ2.
This identification of constraints, whilst establishing a response to RQ2, also offered
areas of constraints that required alleviating if the outdoor learning practices of those in
this research were to continue unencumbered.
This section has provided an explanation of the methodological choices made for the
project. These methodologies took account of the complex nature of collaborative work
with community groups from different cultural backgrounds.

The following section

outlines briefly some issues in research with Indigenous communities.
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Diagram 2.3.1.2
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2.3.2

Indigenous Research Methodology

Historically, Western authorities and some scientists have created a high level of
mistrust within Indigenous communities through bad faith, promises made but never kept
and a lack of understanding of the importance of the spoken word to Indigenous peoples
(Knudtson and Suzuki, 1992; Law, 1985). McCullum and McCullum (1975) described
Indigenous peoples as those who “feel more often than ‘talk’ about their life”, hence
when words are spoken they are spoken from the heart (p. 81).

To ensure that

Aboriginal viewpoints are listened to and addressed in collaborative projects requires a
high ability to communicate with Aboriginal peoples and respect traditional owners and
elders in Aboriginal communities (Fox, 1983). Aboriginal valuing of the spoken word and
of a lifestyle based on education through oral traditions called for a research
methodology that could capture the nuances and depth of information found in oral texts.
The purpose of the research and actual research questions drove the creation of this
research strategy. The grounded theory requirement for a constant interplay between
information analysis and collection to ensure that the researcher has grasped its
authentic meaning (Fielding, 1994) was seen as harmonious with the dialectic process of
learning and knowledge found in action research cycles (Passfield, 1996).

The

compatibility of the dual methodologies enhanced the ability of the research to provide
the best possible avenue for voicing the worldviews of Aboriginal and Torres Strait
Islander peoples and appreciative outdoor recreationists.
Action research has successfully been utilised in studies requiring the flexibility to
validate the nuances that arise when dealing with diverse cultural worldviews (Grundy,
1992) and has been utilised for research with Australian Aboriginal communities
(McTaggart, 1991). Action research is also noted as pertinent to communities that
engage in alternative forms of sharing pro-environmental knowledge as Ewert (1993)
noted that learning styles differ between cultures and Yamamoto (1993) stated
Indigenous and non-Indigenous people have different ways of asking questions about
the universe.

The problem identification stage and critical reflection qualities of the

action research process allow communities to generate information specific to their own
ways of knowing and being in the world.
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To achieve ‘authentic participation’, action research seeks to enable people to control
the research process, even if this requires the reinterpretation and reconstruction of the
methodology and its guiding principles by the participants themselves (McTaggart,
1991). This was important to achieve as it allowed for more authentic research to be
conducted (Tuhiwai-Smith, 1998) and decreased the inadvertent engagement of cultural
imperialism (McTaggart, 1991) through the standardisation of research methodology and
methods generally undertaken by the Western scientific community. Examples of the
diversity of research methods that are utilised in current Indigenous research projects
range from claiming (that is, processes for claiming or reclaiming histories, lands, and
other cultural issues) to storytelling (particularly from elders and women) and testimonies
(presenting oral evidence to particular types of audiences) (Tuhiwai-Smith, 1998).
Two issues arose in the current research methodology with regards to research with
Indigenous communities. The first was the need for training Indigenous researchers
(Mihesuah, 1993; Tuhiwai-Smith, 1998). This training can often be provided through the
mentoring and guidance from non-Indigenous and Indigenous researchers in research
partnerships (Tuhiwai-Smith, 1999(a)).

It is hoped that through the research process

this goal was partly achieved through access to opportunities for learning and the
development of appreciative outdoor leisure social and cultural networks for people
involved in this research. Collaborative opportunities were created both directly with
others in this research and indirectly through contacts recommended from others
involved in this research and myself. To extend this process, in the final stages of the
research, a letter requested confirmation from everyone of their desire to provide their
contact details to all participants for networking and collaborative purposes.

The second issue was the need for cultural sensitivity by me as the researcher and in
particular in the research methodologies and methods I used. Therefore, I remained
receptive to methodological changes derived from input from those involved in this
research. Such alterations were not required as the Indigenous peoples in this research
were comfortable with the flexibility of methods utilised and did not request any change
to the methodology and methods.
Through the progression of the current research the only alterations requested related to
the methods utilised and were altered to allow greater participation for those wishing to
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be more involved in this research (refer to Section 2.3.4: Research Project Methods, p.
31 for details). It should be noted that it is impossible for a non-Indigenous researcher
to do anything more than simply report on their interpretations of Indigenous viewpoints.
Grounded theory and action research were deemed the most appropriate for the aim of
this research project to provide avenues for “giving voice” to these marginalised
community groups.

2.3.3

Research participants

The main characteristics sought in both groups participating in this research were that
they:

C
C
C

had long term 1 and current engagement in appreciative interaction with, and
outdoor leisure activities in, the environment
engaged in the practice of sharing pro-environmental knowledge and values in
their daily lives or through these appreciative outdoor leisure activities, and
did not hold a formal education qualification (for example not trained as a
teacher).

Furthermore, a diversity of place of residence, that is, urban, rural, semi-natural or
wilderness areas was sought in this research.

Booth and Jacobs (1990), when

researching with Native American peoples, highlighted the need to study individual tribes
and cultural groups in order to understand how they interact with their specific place and
the spatial references inferred from this interaction. In this research, therefore it was
desirable to seek members from a diverse range of age groups, employment and socioeconomic backgrounds, residential locations and as much as possible, of both sexes to
provide the level of difference within and between the groups required in grounded
theory research in particular.

1

Long term is defined as five-years or more. This length of time ensures that the individual has invested
a moderate to high degree of time interacting with their chosen environment/s and gaining knowledge
about that environment/s. This also shows a reasonably stable level of commitment to their chosen
outdoor leisure and activity and the environment itself.
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2.3.3.1

Identification of people collaborating in this research

The members participating in this research were drawn from a diversity of areas and
backgrounds including:
Appreciative outdoor leisure group
C Outdoor leisure participants
C Members or administrators of non-commercial outdoor leisure volunteer groups
and organisations (all levels of society from community to government)
C Non-formal, informal and non-commercial outdoor leisure programme developers
C Non-formal, informal and non-commercial outdoor leisure leaders.
Australian Indigenous peoples
C Elders of Aboriginal and Torres Strait Islander clans and communities
C Representatives of Aboriginal and Torres Strait Islander outdoor leisure groups (all
levels of society from community to government)
C Representatives of Aboriginal and Torres Strait Islander cultural awareness groups
C Aboriginal and Torres Strait Islander outdoor leisure instructors and noncommercial providers
C Representatives of Aboriginal and Torres Strait Islander community development
organisations.

The main method utilised to identify possible individuals for the research was snowball
sampling initially through people from the South East Queensland appreciative outdoor
leisure and Aboriginal and Torres Strait Islander communities. This discriminate and
purposive sample was sought to maximise opportunities for verifying storylines,
relationships between categories and to provide the relevant information to be gathered
(Strauss and Corbin, 1990). This initial sample was then extended to include individuals
from other areas of Queensland.

Those contacted were actively involved in the role of sharing pro-environmental
knowledge and values (non-formally and/or informally) in their respective communities.
Procedures for access to Aboriginal and Torres Strait Islander peoples were conducted
through the appropriate guidelines for such interaction (see Section 2.3.2, p. 25).
The sample comprised of people engaging in appreciative outdoor leisure and activities
that primarily use human powered energy, in a variety of outdoor settings and of an
environmentally appreciative nature. Different cases add to the richness of information
collected and were systematically sought throughout the research enquiry (Miles and
Huberman, 1994; Strauss and Corbin, 1994). This provided a diversity of perspectives
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on research themes and enhanced the validity of the research by reducing possible bias
(Babbie, 1992). These different cases are invaluable as they serve to challenge initial
assumptions and categories (King, Keohane and Verba, 1994; Pidgeon, 1997), hence
acting as a check against indefensible arguments developed from information analysis
(Turner, 1981).

To provide more authentic research results, variance or difference to the categories and
themes emerging from the information analysis was re-circulated back to those in this
research for clarification, explanation or re-categorisation (or the category extended).
Throughout the research additional people became involved with the research or
replaced other people not able to continue with the project. These additional people
were provided with overviews of the research information and summaries of analysis,
and invited to provide feedback that was incorporated into the categories already
emerging from the information collected and analysed at that point. They were then
included in the subsequent research stages.

This interactive format allowed for a

diversity of opinions to be generated continuously and crosschecked by those involved
in this research. An outline of the personal characteristics of each person involved in
this research is provided in the pseudonym list in Appendix A.

2.3.4

Research Project Methods

The project was conducted in progressive stages identified earlier in this chapter (refer
to Figure 2.3.1.2, p. 23). As the individuals in this research were involved in the ongoing
cycle of information collection, analysis and reflection, the development of the theory of
outdoor learning practices for sharing pro-environmental knowledge and values was
grounded in the realities of their life contexts.

The specific techniques utilised are

described below.
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2.3.4.1

Information collection

For a comprehensive set of information to be collected for this research more than one
information collection approach was utilised.

This combined the strengths of the

approaches and reduced the deficiencies found in any one approach (Patton, 1987).
Grounded Theory - Theoretical Sampling

The first element of information collection that warrants explanation is the notion of
theoretical sampling in the grounded theory process.
Theoretical sampling is the process of data collection for generating
theory whereby the analyst jointly collects, codes, and analyses his [sic]
data and decides what data to collect next and where to find them, in
order to develop his [sic] theory as it emerges (Glaser and Strauss,
1967, p. 45).
In this manner “events that will maximise opportunities to discover variations among
concepts and to densify categories in terms of their properties and dimensions” are
sought (Strauss and Corbin, 1998, p. 201) while filling gaps in the new theory and aiming
to refine ideas emanating from the information (Charmaz, 2000).

The theoretical

sampling process also generated the identification of the categories, relevant contexts
and their conditions of existence, maintenance and variety. This process was necessary
for the identification of the life contexts in which those in this research implemented
outdoor learning.
Pidgeon (1997) noted that theoretical sampling “involves the active sampling of new
cases as the analysis proceeds” (p. 78). This was achieved through the inclusion of
information from additional people as they joined the research project either through
introduction by other members of the group or by me. Theoretical sampling assisted in
identifying and excluding categories that did not modify or extend the theory, this in turn
allowed me to focus on the saturation of properties, categories and themes that
enhanced theoretical development.
Theoretical sampling was catered for through ongoing input by those involved in this
research into the research process and refinement of the information analysis, allowing
their continued ownership of the research process throughout the project.

The

theoretical sampling process began once core categories were identified in the research
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analysis and provided the evidence to confidently justify a category as sufficiently
saturated.

The correct timing of theoretical sampling is a contentious issue. In this

research the theoretical sampling was dictated by the nature and type of grounded
theory research being conducted, the level of theoretical sensitivity that I held, and the
speed at which new categories were developed through the information collection.

An

example of the introduction of theoretical sampling in this research was the introduction
of “time” as having a negative impact on the implementation of community-based
outdoor learning. This led to an investigation of the techniques the dominant social
system used to silence the alternative epistemological practices of the people in this
research. For example, the stipulation of unmanageable time deadlines for responding
to community consultation processes and the subsequent negative effects on the
continuity and maintenance of their community-based outdoor groups. Such techniques
were therefore characteristic of assimilation processes.
The first research question for this research required the exploration of the outdoor
learning practices that were dominant in appreciative outdoor leisure and Indigenous
communities in Queensland, Australia for sharing pro-environmental knowledge and
values with others in society. The identification of constraints to these outdoor learning
practices provided the second research question. To assist with obtaining a response to
these research questions sub-questions that needed to be addressed in the theoretical
sampling process of this research were:
C
C
C

C

What were the contexts and settings of the sharing of pro-environmental
knowledge and values for those involved in this research
How this sharing of pro-environmental knowledge and values occurred and how it
was perpetuated
What were the consequences of sharing pro-environmental knowledge and values
in the daily contexts of those involved in this research and their wider social
contexts
What constraints were experience by those in this research on their ability to share
pro-environmental knowledge and values with others?

This then led to gaps between categories being identified and subsequently diminished,
a comparison of the links between categories made, and a determination on the most
relevant categories that then developed into major themes.
One important function of theoretical sampling is its ability to provide saturation of a
category, which in turn “allows a multi-faceted investigation, with no limits to the

33

techniques of data collection, the way they are used, or the types of data acquired”
(Glaser, 1967, p. 65). An example in the current research of the flexibility of information
collection techniques can be found in the in-depth discussions. One of the discussions
was scheduled with an elder from a remote Indigenous community. On negotiation of
the time and place for this discussion the person commented that it was inappropriate for
him to discuss cultural information without other elders present.

This discussion

therefore became a mini-focus group with another elder and a community representative
joining him for the conversation. In analysing the information from this discussion I was
cognisant that it would provide initial information on the nature of outdoor learning being
sought from the in-depth discussion but would also contribute to information being
investigated in the focus groups on constraints to these outdoor learning practices. This
information would need to be included in the critical reflection on themes arising from
both stages 1 and 2 of this research.
2.3.4.2

Specific information collection approaches

Strauss and Corbin (1994) stated that generating theory and doing social research are
two parts of the same grounded theory methodological process. They also commented
that the sources of information for all qualitative research are similar and include such
modes as interviews and field observations. When researching the true values and
meanings that people give to social life some important elements are necessary, these
include the relevance of research techniques, natural observational settings, inductive
nature and emergent rather than pre-ordinate research design (Henderson and
Bialeschki, 1995). Multiple methods are a valuable approach to researching true values
and meanings as they generally lead to multiple realities being voiced (Bullock, 1982;
Woodward, Green and Hebron, 1988).

The approaches utilised in this research took the form primarily of in-depth and focus
group discussions and were supported through participant observations and a research
journal. Research methods identified as appropriate for Indigenous communities (refer
to Tuhiwai-Smith, 1999(a)) were utilised where necessary (for example, translations of
storylines and oral narration of traditional ecological knowledge). Secondary information
was collected from written documentation, cultural artefacts, information gathered at
relevant seminars/conferences and ongoing non-formal, informal and formal events
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within the communities themselves (for example, Indigenous art exhibitions; outdoor
leisure events).

In-depth discussions

The in-depth discussions provided the categories, sub-categories and their respective
properties for the development of a substantive theory of outdoor learning specific to
those involved in this research. They, therefore, laid the foundation for the extension of
substantive theory into formal theory, through subsequent in-depth and focus groups
discussions. This method has been noted as assisting the researcher in attempting to
"gain an understanding of the field of study, and to develop theories rather than test
them" (Minichiello, Aroni, Timewell and Alexander, 1990, p. 101). In essence, the indepth discussion is a form of social interaction, in which I (as researcher) had to look at
working within the ethnographic context in which the people in this research operated.
An initial unstructured approach was taken to begin the discussions and allowed themes
to be generated from those involved in this research.

If an individual was having

difficulty gathering their thoughts or ideas on the topic this approach moved into a semistructured approach through the use of informal discussion guides. These guides had a
list of basic questions on the topic of sharing pro-environmental knowledge and values
and were used to ensure the discussions did not go off on tangents (refer to Appendix B,
p. 303). The recursive model of interviewing (Minichiello et al., 1990) was utilised as it
allowed the discussions to adopt a more conversational style and allowed flexibility in
research techniques. It provided an avenue to "... treat people and situations as unique"
(Minichiello et al., 1990, p. 112) whilst maintaining a minimal influence on the direction of
the discussion.

To avoid bias, every effort was made to ensure that no directive questions were asked in
the initial stages of the discussions (Minichiello et al., 1990). I attempted to portray my
interest in learning from the people in this research by being an active and empathetic
listener, rather than critical or judgmental, and giving feedback as if engaging in a normal
conversation, whilst still maintaining, my critical inner voice (dialogue) for analytical
purposes (Adelman, 1981; Minichiello, Aroni, Timewell and Alexander, 1995).

My

experience with groups outside of the research enabled me to be empathetic to their
comments, whilst remaining critically reflective through my understanding of what was
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occurring within the everyday context of each group. This allowed me to pick up on
themes relevant to the topic, contradictions in conversation and underlying issues that
potentially needed to be addressed or clarified.

The discussions were conducted in approximately one-hour sessions with allowances for
extensions if required. In some cases discussions were conducted to accommodate
other life events if time, money or community responsibilities were proving to cause
barriers to participation in this research. The timing and location of these sessions were
at the person’s discretion. Discussions generally took place in a quiet, convenient and
comfortable setting, for example, on a local bush walk, driving to a community
consultation, or their work home setting.
The initial discussions were designed to encourage people to discuss their views on the
environment, how they related to it personally and in their life, and how they viewed the
sharing of pro-environmental knowledge and values. These discussions provided an
understanding of the overarching discourse and subsequent settings and contexts in
which they shared their pro-environmental knowledge and values and the actions and
behaviours undertaken to accomplish this sharing of knowledge.

Opportunities for

additional discussions or contact with individuals were scheduled if clarification of
themes arising from their discussion was required.

New themes arising in later

discussions were enhanced by returning to previous people for their opinions on the new
concept or theme via feedback mechanisms such as the follow up summary letters. The
in-depth discussion scheduled with one Indigenous elder developed into a mini-focus
group to ensure the interaction adhered to cultural protocols.

This discussion was

analysed in the first instance as an in-depth discussion. Any categories or themes
arising from this anomaly in-depth discussion that were also raised in the Indigenous
focus group session were treated as an additional focus group discussion comments. In
this manner these themes were reified through a double feedback loop - one after the indepth discussions and a second after the focus groups.
Focus Groups

Bringing several different perspectives into contact is a primary objective for conducting
a group discussion (Morgan, 1988). Gilbert (1994) stated that they allow the researcher
to see how people interact with regards to a topic, how they react to disagreement and
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identify socially unacceptable attitudes and behaviours. Maykut and Morehouse (1994)
also commented that group discussions provide an efficient means for focusing the
researcher’s attention on the more salient aspects of the topic being researched. Focus
groups, in the current research, were useful because they facilitated an investigation into
what and why people think the way they do and an exploration of topics that have little
available information in the literature.
Focus groups were designed to bring further diversity to the research project and
assisted with saturating the themes of the substantive theory of outdoor learning to
provide a foundation for future research designed to extend it to formal theory status.
They essentially were utilised to confirm information analysed from the in-depth
discussions in response to RQ1 and extend these analyses to respond to RQ2.
All of the people involved in this research were invited to partake in the focus group
discussions. Maykut and Morehouse (1994) noted that "the researcher's role in the
group interview and workshops has sometimes been characterised as a moderator" (p.
108) and hence requiring good group facilitation skills. These facilitation skills include
the need to provide an open and supportive environment to allow for full participation of
all members, good communication skills and a good understanding of group dynamics
and techniques for dealing with these. A facilitator was employed for the focus groups
(non-Indigenous for the appreciative outdoor leisure group and Indigenous for the
Indigenous group) to ensure that I as researcher did not taint the responses to the
questions and to allow the individuals to have maximum input into the information
gathered. My involvement in the focus groups was to act as technician and to ensure
the comfort of those participating, for example, by ensuring lunch and refreshments were
available when required. Similar techniques to those used in the in-depth discussions
were implemented and ensured the focus groups did not go off on tangents. A briefing
on the background of the research and an up-to-date overview of themes generated
from each group were also provided to the facilitators.
The focus group discussions were conducted in two-hour sessions with refreshments
provided. The scheduling of the sessions was at times convenient to all individuals in
quiet and comfortable settings.

To ensure the group was both small enough for

everyone to participate and large enough to allow a diversity of perspectives (Maykut
and Morehouse, 1994), the group size for focus groups was approximately eight
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participants.

However, the appreciative outdoor leisure group expanded to ten

participants.

Separate space was available for gender specific conversations to take place given that
some Aboriginal and Torres Strait Islander communities still operate under the cultural
norm of gendered business (that is, community business which one gender is
responsible for - women’s business/men’s business). Summaries of the focus group
themes were provided to everyone not able to attend, due to community responsibility,
time or distance constraints, for their feedback and possible alterations or extensions on
the themes. This feedback and additional information was then fed back to all involved
in this research for comment.

Due to cultural protocols and the need to ensure

maximum input of all individuals in this research, the focus groups numbered one for
non-Indigenous people and two for the Indigenous people (one to include additional
elders in one of the stage 1 in-depth discussions - as previously mentioned in the last
section and one for the scheduled stage 2 focus group discussions).
Researcher’s Journal

Neuman (1997) commented that writing, although tedious and boring, contains details
drawn from the researcher’s memory that are extensive and descriptive. These notes
form the researcher’s journal. He added that these notes serve three functions:

C
C
C

A stress coping mechanism for the researcher by providing them with an outlet
A source of information on personal reactions to situations and
A medium for evaluation of direct observation or inferences noted in later
reflections.

Notes relevant to the research were documented in this journal format. Detailed entries
were written up from field notes, seminar/conference attendance, discussion and
workshop incidents of special note and random thoughts and experiences that occurred
throughout the research. This recording of information into a research journal began
prior to the research beginning in January, 1998.

This, along with a personal journal

and analytical memos documented on computer files, provided valuable insight into my
own reactions and changes in values, attitudes, feelings, as well as emotional and
mental processes that occurred during the research. Combined, these documents also
provided a chronological record of events occurring throughout the research.
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2.3.5

Information Analysis

The use of the NUD*IST qualitative analysis software assisted with the organisation and
analysis of the information (Lonkila, 1995).

This package was utilised for its ability to

handle non-numerical and unstructured information in qualitative analysis and to support
theory building (Qualitative Solutions and Research Pty. Ltd., n.d.).
Analysis and coding commenced on completion of the first in-depth discussion and
continued after each subsequent discussion with themes emerging from previous
discussions addressed in these subsequent discussions. Throughout this information
collection and analysis process, emergent categories and themes were fed back to
people for confirmation, clarification and alterations (see Appendix C). Charmaz (2000)
commented on the ability of the researcher to look for unstated assumptions and implicit
meanings during information collection. This practice was undertaken throughout the
project and strengthened as my theoretical sensitivity developed.

All intuitive

assumptions were reified through consultation with people involved in this research or
additional information gathered. In this manner the grounded theory and action research
analysis processes were synchronised. The information was analysed using a process
of coding Punch (1998) identified as a sequence of open, axial and selective coding.
Open coding is the discovery of substantive codes for conceptual categories, axial
coding is the relationship building between categories for theoretical codes and selective
coding is the conceptualising and accounting for relationships by isolating and
elaborating on higher-order core categories. As some themes emanated more quickly
than others from the information collected, this process was not seen as linear or
sequential but one that allowed for all levels of coding to be conducted concurrently.
The organisation of this analysis into a manageable and understandable form was
through the use of a conditional or consequential matrix to identify connections and
relationships between categories, themes and levels of analysis (Strauss and Corbin,
1990; 1994).
The research analysis resulted in the identification of the core themes that developed
into the theory of outdoor learning, and the detail that was required to explain current
conditions in the individual’s outdoor learning practices. All codes were deemed to be
provisional until theoretical saturation was complete and no further meanings could be
derived from those in this research. Through this process I was able to analytically
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capture the outdoor learning practices implemented by those in this research, along with
the events or actions that were either of benefit or detrimental to these practices.
Any contradictory evidence arising from the information (Neuman, 1997) was addressed
by recording it in my researcher’s journal for inclusion in the analytical process.
Pertinent information in regards to coding was documented in analytical memos that
became a record of my analysis, thoughts, interpretations, questions and directions for
further information collection (Strauss and Corbin, 1998). Memos can take other forms
besides the common written form and can include diagrammatic or visual depictions of
the researcher’s analysis. This was important for the current research as it allowed for
the inclusion of art, craft, photographs, community events, advertising and other forms of
texts to portray the results of the analysis being attributed to the information.

This

allowed for more appropriate forms of analysis, particularly for the oral and visual
elements of Aboriginal and Torres Strait Islander culture, to be utilised. The diversity of
memo-writing characteristics provided strength to the trustworthiness of my analysis.
These constant comparisons and multiple avenues for collection and verification of
information provided me with a high level of theoretical sensitivity. Variations were also
highlighted through the category properties, and their dimensions, providing the
framework for the conceptual ordering of the information.

An important function of theoretical sensitivity is to ensure that the researcher counters
the tendency to take the information for granted and fails to see theoretical possibilities
(Punch, 1998).

My theoretical sensitivity development coincided with my professional

development throughout the research.

Glaser and Strauss (1967) noted theoretical

sensitivity is a continual process of development, in my case this development is lifelong
as it will extend past the completion of this research project.

An example of my

development in this skill can be seen in the expansion of my initial idea for the research the sharing of pro-environmental knowledge and values - to the recognition of the need
to encompass the interconnectedness of this sharing with all other aspects of outdoor
life including appreciative outdoor leisure. Aspects of these outdoor lifestyles however,
were beyond the scope of this document and will only be discussed when necessary in
explaining outdoor learning practices. This professional development, however, was not
limited to me as researcher. The process of giving back my theoretical analysis to those
involved in this research engaged them as mentors for my continued sensitivity to their
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worlds.

Through this process their competence and confidence in their ability to

articulate their worldviews was enhanced.
This reflective process also minimised any possible subjective intrusions from me
throughout the analysis and was maintained by my ability to be open and willing to listen,
hence “giving voice” to the experiences of those in this research (Strauss and Corbin,
1998). To assist in reducing these researcher-based intrusions I also maintained audit
trails of my investigations and the continual completion of my researcher’s journal.
2.3.5.1

Grounded Theory - Theoretical information saturation

Grounded theory requires the necessity to gather information until each category is
‘saturated’ (Glaser and Strauss, 1967; Glaser, 1978; Strauss and Corbin, 1998). Glaser
and Strauss (1967) defined saturation as the situation where “no additional information is
being found whereby the sociologist can develop properties of the category” (p. 61).
However, all categories will not always be equally relevant to the main research question
and therefore the categories with the most explanatory power, core theoretical
categories, should be saturated as completely as possible allowing the theory to

generate its own direction in relation to selective coding and depth of development
(Glaser and Strauss, 1967).
How does one know when the information is saturated? This judgement relies heavily
on the specific researcher and their research project. Charmaz (2000) commented that
a grounded theory based on sustained field research is more likely to fill the criteria than
one that is based on only a handful of cases (individuals), as it “has the resonance of
intimate familiarity with the studied world” (p. 520). I was provided ample opportunity to
gain theoretical saturation in this project through a constant stream of additional
information provided by those involved in this research as further expressions and
evidence of their personal ecological worldviews and outdoor learning practices. This
additional information was collected directly from the individuals for example through
community events promotional literature and documents, attending dance productions,
photographs or through additional names of people that could be contacted to verify or
extend on their own comments in this research.
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The diversity of texts used and understood by those involved in this research to share
their pro-environmental knowledge and values were also taken into consideration and
utilised where appropriate to endorse the comments they made throughout discussions.
For example, various individuals offered activities and events that they were involved in
or attended as modes of expressing their worldviews, these included the following:

C
C
C
C
C
C
C
C
C
C

Theatre productions, plays, musicals, drama
Music and lyrics
Photography
Poetry, verse
Movies, documentaries
Dance
Home environment
Community developed literature, pamphlets, flyers
Community events
Cultural events and daily activities.

Additional information was also collected via my observations of the behaviours and
lifestyles of those involved in this research, throughout the research process.

My

personal experience with the appreciative outdoor leisure community provided constant
interaction with appreciative outdoor recreationists; active participation in Aboriginal and
Torres Strait Islander community festivals and events; and continued employment and
volunteer work with both groups assisted with saturating the information analysis through
supportive secondary information.

The next section will outline how rigour in research methodology and methods was
maintained throughout the research.
2.3.6

Rigour of the Research

Authors have provided justification of the ability for action research to conform to validity
controls (Yin, 1989).

However, Layder (1993) posited that to capture the emerging

nature of meaning in fieldwork, the best analysis to use is qualitative. Layder's viewpoint
was further supported by authors who refuted the need for positivist’ definitions of
validity in qualitative research (Charmaz, 2000; Dick, 1999; McTaggart, 1998;
Sandelowski, 1986; Strauss and Corbin, 1994).

This does not advocate no validity

checks, but maintains that validity should not be defined by the colonialist ideals of
positivism. This is particularly the case as these colonialist ideals uphold a naturalised
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view of validity, which is steeped in “a story of the historical formation of a dominant
discourse” (McTaggart, 1998, p. 212). Moreover, it is argued that positivist research is
inappropriate for Indigenous peoples (Tuhiwai-Smith, 1999(a)).

Guidelines, for example, the recognition and protection of Indigenous cultural and
intellectual property (Janke, 1997) and the nine principles of action research (McTaggart,
1991; 1997) developed by both non-Indigenous and Indigenous researchers were
examined to ensure that if required they could be utilised to alleviate any
misappropriation of results from research within communities.

The social change and action goals of both grounded theory and action research further
illuminated the inadequate process of using validity constructs for research that have
been developed within the social system that is being critiqued. As Strauss and Corbin
(1998) noted the constant interplay between information and analysis along with
techniques of constant comparisons were seen to ensure that rigour was inherent in the
grounded theory process and determines how well it will stand up to scrutiny. Likewise
action researchers embark on a similar cyclic process involving constant reflection as
being the key element of rigour in their discipline (Roberts, 1999).

Roberts (1999)

reflected that in complex and changeable social situations, the flexibility and
responsiveness of action research is superior to more positivist forms of research as it
produces understanding and change from the results.

The processes for trustworthiness were utilised in this research as authors have noted
that these processes are deemed more appropriate for ensuring the rigour of the
research is maintained in qualitative research (Miles and Huberman, 1994; Strauss and
Corbin, 1990).

This dual process was not only congruent with the methodological

frameworks chosen for the project but fell more closely in line with the everyday life
contexts and learning practices of those involved in this research providing a legitimate
and authentic research context.

Finally, to provide rigour in qualitative research,

Henderson (1991) noted that the theoretical framework must be explicated and the
information should be described vividly by showing the evidence through codified
procedures. The following section will provide an overview of the techniques utilised to
ensure a high level of rigour was obtained throughout the project.
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2.3.6.1

Trustworthiness

The rigour of the research primarily lies with the skill of the researcher. It was therefore
prudent to ensure that controls on my personal values, that could cause bias in
interpretations, were implemented. The use of multiple methods of information collection
provided an avenue for triangulation to guard against researcher bias and increased
validity and reliability of the research (Henderson, 1991; Taylor and Bogdan, 1984). The
use of in-depth discussions, focus groups, the completion of a researcher’s journal,
analytical memos and inclusion of diversity of texts utilised by the people involved in this
research allowed for a solid form of triangulation to occur.
The literature describes four constructs that are recognised as providing controls on
researcher’s values and assisting with the enhancement of the notion of trustworthiness
(Pidgeon, 1997). They are credibility, transferability, dependability and confirmability
(Fox, 1996; Marshall and Rossman, 1989; Miles and Huberman, 1984; Strauss and
Corbin, 1990). A fifth construct of trustworthiness was also identified as the notion of
‘replicability’ (Marshall and Rossman, 1989). Table 2.3.6.1 provides examples of and
explains techniques used to implement these constructs and subsequently address
trustworthiness in this research.
Table 2.3.6.1:

Examples of techniques for addressing the trustworthiness of this
research project

Construct
Credibility - It specifies the processes and
methods along with the conceptual
frameworks developed throughout the
research (Henderson, 1991).

Technique
To demonstrate that the research was
conducted to ensure that the individuals
were accurately identified and described
and to ensure the trustworthiness of the
research (Lincoln and Guba, 1985) the
following techniques were implemented:
C provision
of follow-up discussions
where necessary to ensure accuracy of
analysis
C provision of transcripts for feedback on
accuracy from research participants
and external researchers/colleagues
C completion of a researcher’s journal to
record
observations,
events,
information, ideas, thoughts and
actions throughout the research project
C Seeking to find different cases for
cross-comparison within the research.
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Construct

Transferability - Its primary purpose is to
provide ‘thick descriptions’ to enable others
to make judgements on the possibility of
the information provided being applicable
to their situation (Lincoln and Guba, 1985).

Dependability - The ability of the
researcher to account for changes in the
condition of the research’s phenomena
and subsequent research design changes
through heightened understanding of the
setting has been identified as the
‘dependability’ of the research (Marshall
and Rossman, 1995). ‘Credibility’ cannot
be
achieved
without
‘dependability’
(Lincoln and Guba, 1985).

Confirmability - ‘Confirmability’ captures
the traditional concept of objectivity by
confirming the general findings from the
information and hence its ability to lead to
the implications (Marshall and Rossman,
1995).

Replicability - The avoidance of control
over research conditions, concentration on
recording the complexity of the situational
contexts and interrelations and flexibility of
design are all elements that are purported

Technique
(refer to diagram 2.3.6.1 following this
table)
C Identification,
and where possible,
utilisation, of other external theories,
models and instruments applicable and
relevant to the current research,
through extensive literature review.
C Utilisation of triangulation methods
through in-depth discussions, focus
group
discussions,
personal
observations,
workshops,
and
researcher’s journal.
Overlap of credibility techniques:
C Use of external advisors or evaluators
to critique methods and analysis.
C Stringent
implementation
and
maintenance of an audit trail of
researcher's
information,
ideas,
thoughts and actions.
C Additional coders (non-Indigenous and
Indigenous) utilised for inter-coder
reliability (Henderson and Bialeschki,
1995) with double coding of transcripts
undertaken (Miles and Huberman,
1994). The process utilised for this
research can be seen in diagram
2.3.6.1 below and was implemented
between myself, peers and colleagues.
C Information
analysis of methods
documented in researcher’s journal
and audit trails.
C Stringent
implementation
and
maintenance of all elements required
for a comprehensive audit trail set
down by Halpern (cited in Lincoln and
Guba, 1985).
C Use of additional coders to verify and
confirm coding of information.
C Use of additional analysts to critique
questions, research analysis and
findings.
C Adherence to the requirements for
credibility,
transferability
and
dependability described above.
C Implementation and maintenance of
techniques for previous four constructs.
C Assertion that, whilst the process
undertaken for theory development in
the research may be replicated, the
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Construct
to amplify this lack of ‘replicability’
(Marshall and Rossman, 1995).

C
C

C

Technique
nature of qualitative studies dictates
that the idiosyncratic results from these
groups and individuals may not be
replicated in other research.
Provision of solid framework for future
research.
Implementation and maintenance of a
thorough research journal that included
notes of any changes and reasons for
changes to research design.
Well organised information in an easily
retrievable form.

As this research was undertaken through the grounded theory and action research
frameworks, the inclusion of the individuals themselves to assist with coding procedures
was imperative. This process took many forms with diagram 2.3.6.1 providing an outline
of this process in its abstract sense. This process provided ample opportunity to check
that my analysis and coding was consistent with the meanings for the phenomenon
provided by those involved in this research.

Diagram 2.3.6.1:

Process undertaken in this research to check credibility and
dependability of analytical coding

In-depth discussions

Focus Group discussions

Researcher coding

Researcher coding

Coding checked with
people in this
research and intercoders

Coding checked with
people in this
research and intercoders

Future research
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2.3.7

Limitations

When designing a research project one needs to take into consideration practical
limitations as they have an impact on its design (Neuman, 1997) particularly when
cultural differences, such as the differences between the non-Indigenous and Indigenous
cultures discussed in this research, may affect timeframes for task completion.
Computer information organisation

Whilst there are benefits in using qualitative computer analysis software, there are also
many critiques, which have arisen, primarily from interpretivist scientists.

Charmaz

(2000) commented that mechanical operations are no substitute for the nuances in
interpretive analysis and the threat of the analysis becoming a one-dimensional story on
the computer screen.

In this research the computer programme was utilised as a

research organisation tool rather than being used as a pseudo-analyst. This allowed me
to draw on other analysis tools to provide a complete picture of the whole body of the
information (for example, the use of manual cut and paste methods of organising the
information analysis themes).
Conflict between methodological processes

The only point at which the compatibility of the two methodologies comes into question is
the conflict that arises when performing an initial literature review.

This academic

process is initially required by the Western scientific world to provide evidence of the
academic merit of the project prior to its commencement. This process in itself taints the
ability to implement grounded theory processes in a pure form that is where the
researcher has no prior academic knowledge of an area. However, Strauss and Corbin
(1998) posited that this pure form is very difficult to achieve as everyone has pre-existing
knowledge from their own life histories, and prior academic knowledge of a topic area
can assist with theoretical sensitivity provided it is not imposed on the analysis of the
developing theory.

Initial academic understanding of an area is, however, necessary to assist with the
reconnaissance stage of the action research process. This conflict was addressed by
examining the existing literature to provide a starting point for the sub-action research
process; the literature was then put aside for the duration of the project and visited when
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necessary to fill gaps in my knowledge of themes arising from the current research. The
audit trail conducted throughout the research ensured that this initial literature did not
interfere with the generation and analysis of information and ensured that the knowledge
and information provided by those in this research was utilised to develop and ground
the theory.

Specific limitations of current research

Several limitations specific to this research arose although it was recognised that these
limitations will often arise in other research projects that involve individuals from the
grass roots level in society.

C

Lack of remuneration or in kind support:

y

for many in this research, particularly those from remoter locations, travel, time
and money were a major constraint to constant interaction with those less
constrained
this lack of remuneration able to be offered provided further evidence of the
lack of value placed on this non-formal and informal community-based
knowledge perpetuated through our higher education research processes.

y

These constraints were alleviated to the best of my ability. Although remuneration was
not an option, in kind support was given when possible in the form of assisting those
involved in this research to complete daily tasks/responsibilities, which then allowed
them the time to participate in this research.

For example, one discussion was

conducted in part as I drove an elder to his community to participate in a community
consultation and continued on the return journey.

C

Time was a severe constraint on many people involved in this research, as it
could require:

y
y
y

time away from families and communities
time to travel to discussions
time off work

Some people were:

y
y

not available to engage in this research process for in-depth and lengthy
periods
restricted by external social pressures.
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Some of the methods utilised to alleviate limitations for those involved in this research
are outlined below.

C

To alleviate limitations of time the following actions were taken:

y
y
y
y
y
y
y
y
y
y

C

Visiting communities in remoter areas myself, either attended by an individual
in this research or to meet someone wishing to be involved, but with limited
transport opportunities
Telephone discussions with those in remote areas
Locating discussions according to the person’s preference, for example
walking in the bush; sitting in the backyard; in a coffee shop
Interacting during working hours. For example, two of the Indigenous people
involved in this research were also involved in the same government
consultation meetings as I was and gave extra time to discuss the research
Volunteering work with both Indigenous and non-Indigenous community
groups
Taking time to sit with those involved in this research outside of discussion
and discussion periods
Involving myself in community-based events (both Indigenous and nonIndigenous)
Accepting written and email responses from many of the people in remote
areas and at times when people could not attend discussions, for example
focus group sessions
Allowing time for reflection on responses, with deadlines for responses
provided only when the final analysis was required
Remaining flexible throughout the research process, for example, those
wishing to be involved in the focus groups but who could not attend were sent
the summary of the focus groups and asked for feedback on the content.

To alleviate other limitations such as remuneration, concerns of conflict of interests
and respecting cultural protocols the following were also undertaken:

y
y

Funding was obtained primarily through personal finances supplemented with
some subsidies via university funding
Connecting with others not involved in this research. Often by simply
undertaking the research I found myself in situations where I could assist the
individuals or their communities with a situation not related to the project.

As the researcher is part of the research process my personal limitations were also
relevant, these included:

C
C

a lack of financial support both for implementing the research process and for
remunerating those involved
a lack of time to travel to remote areas and also to build stronger relationships
with people in these areas.
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Ensuring the reliability and credibility of my analysis was an important concern. This
was addressed by the recurrent process of asking those involved in this research to
review my analysis of each of the stages of the research for authenticity, validity and
trustworthiness of the research. A log of activities, ideas and issues arising throughout
the research was afforded both in my researcher’s journal and the memos attached to
the analysis of data through the NUD*IST software package.

These actions were

enhanced where possible by regular meetings held with my supervisors (both nonIndigenous and Indigenous) and intercoder analysts (one non-Indigenous colleague and
one Indigenous co-supervisor).
2.3.8

Ethical considerations

It was essential to consider the moral implications of social science research and the
political context that may have influenced its design, implementation and outcomes
(Minichiello et al., 1990). Several strategies were implemented to ensure these were
considered. These strategies upheld the overarching Ethical Clearance submitted to,
and approved by, the Griffith University Ethics Committee for research conducted
throughout the university.

This Ethical Clearance focussed on research with human

respondents and also addressed the salient concerns when conducting research with
Indigenous peoples. The areas of concern were determined as outlined below.

Only one emotional risk was identified for people in this research who were not of
Aboriginal and Torres Strait Islander backgrounds. This risk involved the fact that many
of these members had little contact with Aboriginal and Torres Strait Islander peoples
and culture. Such a lack of cultural awareness and understanding could cause anxiety.
This lack of cultural awareness also might have had ramifications for Aboriginal people
in this research.

Cultural education and awareness discussions were provided for

people who may have felt uncomfortable with cross-cultural discussions. Whilst no other
outright psychological, emotional or physical risks were identified for participants of
backgrounds other than Aboriginal cultures, there were in fact issues related to research
with Indigenous populations that needed to be addressed.
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2.3.8.1

Consideration of Aboriginal and Torres Strait Islander Cultures in this
research project

Mihesuah (1993) stated that empirical perspectives can “... compromise the integrity of
academic research, they also serve to alienate tribal communities from researchers who
study Indians” (p. 34). National guidelines for conducting culturally appropriate research
and collaborative efforts with Australian Indigenous peoples (Department of Aboriginal
and Torres Strait Islander Policy and Development (DATSIPD), 1998(a); DATSIPD,
1998(b); Foundation for Aboriginal and Islander Research Action (FAIRA), 1999; Janke,
1998) were utilised where necessary and possible throughout the research to ensure
cultural sensitivity. For example, when visiting or consulting individuals in communities I
ensured that I was aware of their positions in the community, what their relationship was
to the person who had introduced me to them and whether they were a part of the
elected representatives for that community (DATSIPD, 1998(b), p. 23).

To assist with

this cultural sensitivity I sought advice from my Indigenous supervisors (one at the
GUMURRI Indigenous Centre at Mt. Gravatt Campus of Griffith University and one at the
Foundation of Aboriginal and Islander Affairs - FAIRA) on Indigenous research,
methodology and cultural awareness and protocol issues.

My regular contact with

Aboriginal and Torres Strait Islander peoples through the GUMURRI centre, community
and government organisations and general social events also provided an avenue for
clarification of everyday issues or ideas that arose. All advice and procedures arising
from this consultation were documented in my research journal.
2.3.8.2

The possible risks for all peoples involved in this research.

The following possible risks were identified for everyone participating in this research:

C
C

C
C

Emotional - strong family and kinship connections may have caused angst for
people if they found they were in disagreement or opposition with relatives over
issues to be included in project documentation.
Social - the level of distrust found in some Aboriginal and Torres Strait Islander
communities towards researchers and the Australian system in general might
have left some feeling that involvement in this research was being disloyal to
their community.
Legal - Intellectual property rights with regard to traditional Indigenous ecological
and cultural knowledge, education, and discussions on spiritual/sacred
knowledge.
Political - Some of the communities and/or individuals were involved in
consultations and agreements with Australian political systems (for example land
claim issues and/or Australian tourism development). Regular confirmation was
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sought from people that their involvement in this research was not causing a
conflict of interest or impinging on the continued success of co-operative
relationships they were involved in, in other settings.
Cultural Context Issues - The co-option of Indigenous customs and traditions into
Australian outdoor education and tourism contexts has led to inappropriate use of
rites or ceremonies that were out of cultural context and lacked the meaning and
often sacredness or spiritual essence inherent in such ceremonies in their
original culture. It was important that the current research was not guilty of such
co-option.

2.3.8.3 Minimisation of the possible risks for all peoples involved in this research

At the outset of the research possible reference groups (non-Indigenous and
Indigenous) were identified to provide any counselling, guidance and support for those
involved in this research if required. This reference group was not required as none of
the possible risks eventuated. This, in part, resulted from the consultation with key
informants and cultural representatives prior to the commencement of the research and
throughout the research project.

Any major decisions for and against issues to be included in research documentation
were made by consensus and consultation with those involved in this research. Where
necessary, approval from appropriate community Elders was obtained prior to
information being documented. Many of the elders that needed to be contacted were
involved in this research and the seeking of approval proved not to be necessary in this
instance. Following the correct protocols and procedures required when working with
Indigenous peoples assisted in alleviating most, if not all, concerns. Measures were put
in place to ensure that the everyone in the research were aware of what the research
was about and were assured that their input and the input of other community people
was welcome at all times. This reduced feelings of distrust and apprehension towards
me and promoted a collegial setting for the research.

Documentation for the project was held in password protected computer files and hard
copies filed in secured premises.

Only people approved by those involved in this

research and I viewed this documentation, and permission to view anything deemed
culturally sensitive was sought from the Aboriginal group that were the custodians of the
specific information. Adherence to guidelines for protection of Indigenous cultural and
intellectual property was implemented, and nothing determined to be inappropriate for
publication in the documentation was included (for example, stories shared with me by

52

Andrew (I) through oral means that he felt would be misappropriated if documented in
written form).
2.3.8.4

Confidentiality and privacy

Confidentiality and anonymity for people in this research and other information sources
was ensured by:

C
C

C

the use of pseudonyms for all involved in this research (refer again to Appendix A)
the completion of an informed consent (verbal or written - individual’s choice)
which covered the following aspects:
y the aims of the research
y the storage of discussion information
y a statement of complete confidentiality/anonymity
y the contact details of the researcher should any concerns arise through
participation in this research
y any concerns throughout this research
y constraints to involvement in this research
y a list of and discussion on any perceived risks
the discussions were conducted with or without a tape recorder dependent on the
person’s preference. This is particularly important to Intellectual Property Rights
for many Indigenous peoples.

2.3.8.5

Power relations

Two issues arose in relation to power in this research. Firstly, the ability to develop a
theory of outdoor learning practices sought to provide a space for the co-existence of
these practices within the power levels of the current social system. As one of the
people involved in the non-Indigenous focus group noted, this type of action research
will always result in inequitable power relationships between those seeking social
change and those with vested interests in maintaining the status quo (Tom - NI).
Research journal entries provided a record of such power struggles to provide support
for constraints found by those involved in this research as a result of the dominant social
system.

Stringent information collection/analysis processes and documentation of

people’s behaviours and other pertinent social events recorded in my researcher’s
journal and analytical memos minimised struggles for power and inequitable power
relations between the individual people in this research.

This allowed for actions to be

taken to rectify this imbalance of power, for example, in the group sessions the
facilitators were asked to ensure that no one person dominated discussion and that all
present were offered ample opportunity to provide input.
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Henderson (1991) highlighted the second power relationship in this research: that of the
researcher. The personal conclusions of the researcher about the research paradigm
can generate researcher bias and misinterpretations of information and analysis and
taint the research findings.

Myrdal (1970) noted that tradition; the surrounding

environment and their personality influence the researcher. Although my well-grounded
knowledge of the topic areas was necessary, Strauss and Corbin (1990) noted that it
can also constitute mental baggage which impedes intellectual creativity particularly as
personal values are dynamic (Flores and Catalanello, 1987; Goldthwait, 1996; Hermans
and Oles, 1994; Rokeach, 1973) and require constant reassessment for new bias or
developing values that may taint the research. Other strategies to keep a check on this
issue and researcher bias in this research have been discussed in Section 2.3.6: Rigour
of the Research (p. 39 forward).

Minichiello et al., (1995) noted that the social sciences have their ethical foundations in
social justice for informant/s, the community, and/or society at large.

Research should

be designed to negate a necessity for value freedom and hence provide the medium for
the realities of those involved in this research to be acknowledged and verified through
the research process. The dual methodology process in this research catered to this
requirement. In doing so it provides an avenue for the values and interests of the people
themselves to be included in this research and only then are research results truly
authentic to the specific research subject group (May, 1993; Minichiello et al., 1995).
As Jan (IFG) commented,

Jan
Kim
Jan

Yes. Yes. - I'm glad you can put those words in (laughs) properly!
Does that say what you mean?
I agree - definitely. I have feelings but you've [as researcher] got to put
them into words (laughs) (Jan - IFG).

Malone (1999) commented that it is the researcher’s task in socially transformative
research to support the creation of a counter hegemonic discourse - an alternative story
to the dominant view. Burgess-Limerick and Burgess-Limerick (1998) commented that
when generating theory, the researcher, in collaboration with the people in the
community, becomes the sense maker, remaining open to learning about, and learning
from, the experiences of the research participants.

In this manner the process for me

as researcher in grounded theory corresponded to the identity of the researcher as
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research participant in action research.

I was cognisant that in action research and

some forms of grounded theory, I am also seen as part of the research and it is of
paramount importance to ensure that my values were made explicit and overt (Myrdal,
1970; Neuman, 1997; Reinharz, 1979). My researcher’s journal and analytical memos
minimised the influence of my personal worldview on the information analysis.
2.4 CHAPTER CONCLUSIONS

This chapter has described the methodology and methods utilised to investigate the
main assumptions underlying this research and related research questions. The chapter
argues that the dominant understanding of outdoor leisure needs to broaden to
recognise its prominent role in community-based outdoor learning and sharing proenvironmental knowledge and values for everyday people.

This chapter has also

posited that the current positivist, highly quantitative, leisure research culture is
inadequate for this task.

The chapter concluded by addressing procedures for the

alleviation of research design limitations and ethical considerations and highlighted the
trustworthiness of the research process.

My past and present experience and knowledge were deemed to be part of the
methodological process. Therefore the following chapter provides an overview of the
literature I reviewed at the inception of the research and affords insight into my
knowledge base in the initial stages of the research process.
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CHAPTER 3
INITIAL LITERATURE REVIEW
3.1 INTRODUCTION

To ensure that the theory developed in this research was grounded and substantiated
through the information provided by those involved in this research, influences from my
prior knowledge of the topic area were minimised. Likewise, for action research to be
valid, authentic and relevant, preconceived ideas from the literature must not taint the
information analysis.

However, as stated in the last chapter, the reconnaissance

(naming) stage of the action research process required some initial spark to provide
impetus for investigation of the topic area. This literature review is provided, therefore,
to highlight my level of knowledge at the beginning of the research and the subsequent
progression of my theoretical sensitivity development. It assisted with identifying how
the theory has grown throughout the research process with literature only being
incorporated into the analysis and discussion when required to support the developing
theory. With this in mind the literature review should be read as the beginning of a
journey of discovery into the topic area for both the people involved in this research and
myself. From this beginning the research itself was designed to provide voice to other
ways of knowing these topic areas that have not previously been heard in the literature,
in this instance the voices of those involved in this research.
3.2 LITERATURE REVIEWED

Over the past twenty-five years concerns about the environmental degradation of our
planet have increased steadily. This concern has seen radical changes in the messages
of environmental groups in the late 1960’s and early 1970’s, to the present day global
destruction warnings from prominent Western scientists. These scientists come from a
myriad of academic fields including biology, chemistry, entomology, physics, ecology
and the more human centred anthropology (Chittleborough, 1992; Knudtson and Suzuki,
1992; Starke, 2002).

However, long before Western scientists warned of the global environmental destruction,
similar warnings from scientists of other cultures had gone unheeded (Booth and
Jacobs, 1990; Knudtson and Suzuki, 1992). These warnings date back as far as the
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beginning of the 19th century. The most prominent of these non-western scientists were
those of the tribal elders of the world’s Indigenous populations. For example, Chief
Seattle’s speech to President Franklin Pearce in 1855, spoke of the lack of
understanding of human/nature relations leading to the contamination of the earth by
Western civilizations (Knudtson and Suzuki, 1992).
In more recent times Western, including Australian, and Indigenous scientists and
authors alike have identified two main areas as being crucial to an increase in proenvironmental values and behaviours in Western societies.

These areas were

environmental education and lifestyle changes (Bosselman, 1978; Djagamara, 1975;
Knudtson and Suzuki, 1992; Survival International, 1993).

Furthermore, Indigenous

knowledges and traditions were seen as essential to Western lifestyle changes and to
the future wellbeing of the earth (Bosselman, 1978; Henley, 1996; Knudtson and Suzuki,
1992).

This was predominantly due to the ability of many Indigenous peoples to

engender pro-environmental values and to support a strong spiritual connection to the
environment in their respective cultures (Foley, 1994; Hodgins and Benidickson, 1989;
McDonald, 1995).

The inclusion of Indigenous cultural traditions and customs into Western cultural
frameworks such as outdoor education and commercial outdoor leisure have, however,
been tokenistic, often misappropriated and provided out of cultural context (Oles, 1992).
Furthermore, the environmental connection, gained through this cultural education
practice, held by Indigenous peoples, was believed to be lost for Western peoples and
societies as a whole (Devall, 1990; Higgins, 1996). These assertions however, fail to
acknowledge the many Western community-based groups and individuals that uphold a
more environmentally conscious and connected view of life through their daily practices
for learning about the environment. One group identified as providing a setting for this
community-based outdoor learning about the environment in a variety of Western
countries was appreciative outdoor leisure groups (Jackson, 1986; Polistina, 2003;
Tarrant and Green, 1999). The recognition that appreciative forms of outdoor leisure
provide a stronger connection to the environment afforded a turning point in this
research. That is, the research question narrowed to the investigation of appreciative
outdoor and environmental leisure groups rather than the entire outdoor leisure
population (for example, including those who engage in consumptive outdoor leisure).

57

What was not provided in the literature on environmental concern and outdoor leisure
activities was a contextual framework that looked at how these outdoor leisure activities
were connected to the individual’s outdoor learning practices through which proenvironmental values and attitudes were shared. Addressing this gap in the literature on
outdoor leisure was part of the aim of this research and was covered by RQ1.
Investigating learning practices, however, required a broader investigation of the cultural
and social systems in which these lifestyles were encompassed.
3.2.1

Australia, Western social systems and the environment

Discussion about cultures and subcultures firstly required a contextual description of the
dominant Australian social system in which they were placed.

This section will,

therefore, draw on two central issues relevant to the topic of environmental knowledge
and values within Australian society.

The first issue reflected the statement by Hill (2001) that an outdoor programme can
never be completely positive in relation to increasing pro-environmental values if it is set
in a social context that is degrading and detrimental to the environment. Environmental
values that encouraged the degradation of the environment have informed the past 200
years of colonisation in Australia, resulting in a rapid deterioration in the quality and
quantity of our natural environment (Birckhead, 1999).

Inappropriate farming

techniques, environmentally degrading and consumptive lifestyles, large scale land
clearance and environmentally destructive development projects were but a few
examples of behaviours that have resulted in this large scale environmental degradation
(Department of Arts Heritage and Environment (DAHE), 1986).

The roots of the current dominant environmental discourse in Australian society are in
the economic rationalist and related capitalist philosophies (Aplin, 1998). The values
that underpin these discourses espoused unrestrained market forces, a continual
accumulation of wealth, and an emphasis on the importance of competitiveness,
individualism, power, control, manipulation and dominance (Acker, 1989; Burch, 1993;
Knudtson and Suzuki, 1992; Sargent, Nilan and Winter, 1997). The underlying values of
current Western social systems influence the characteristics of environmental values
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held by the social system (Dunstan, 1992) in this research the dominant Australian
social system. This results in:

C
C
C
C

the lack of connection between Western societies and the natural environment
the acceptance of domination, subordination and manipulation of nature by people
the view of nature as infinite and
the view of nature as having purely extrinsic (for example, economic) value.
(Dunstan, 1992; Salleh, 1988-89; Sayne, 1993).

The second issue was the concern that Australian society has become increasingly
disconnected from the natural environment.

For example, the necessity for

environmental education and outdoor education to be included in school curriculum
indicated the lack of everydayness in relation to learning about the environment in the
lives of Australian people.
The dominant social value system, strongly influenced by capitalism, has a profound
influence on outdoor education and outdoor leisure organisations, park management
and leadership, including the environmental values adopted by these organisations
(Loynes, 1998; Murphy and Howard, 1977).

Whilst some writers have commented on

the need to increase the level of environmental values education in formal outdoor
education programmes, to ensure a change to more pro-environmental attitudes and
beliefs, this did not appear to be occurring in practice (McRae, 1986; Nicol, 2003;
Simpson, 1985).

Matthews and Riley (1994) noted that the current models and

techniques utilised by formal education settings adopted Western traits, and to date,
have offered no evidence to support their effectiveness in changing peoples’ attitudes or
behaviour. This is supported by O’Sullivan (2001),

Since formal conventional educational institutions are tailored to the
needs of the consumer industrial society, it should not be surprising that
our society’s present direction aligns itself with programmes and
procedures that ignore and inhibit human-earth relationships (p. 43).
For instance, in practice, the historical goals of Western outdoor education and related
commercial outdoor leisure activities have been primarily anthropocentric. These tended
to include centering on achievement of a quality human experience, heightened selfawareness and self-esteem, and the mastery of skills and competence over the
environment (Green, 1990; Lipman-Bluman, 1992; Parker, 1988). This was despite
academically stated goals to promote an increased environmental awareness and
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education with respect to the importance of the natural environment (Ford and
Blanchard, 1985; Ibrahim and Cordes, 1993; Mortlock, 1984; Varnes and Holland, 1991).
For example, some of the primary goals provided for in outdoor activities centred on
achievement of a quality human experience, heightened self-awareness and selfesteem, and the mastery of skills and competence over the environment (Green, 1990;
Lipman-Blumen, 1992; Parker, 1988). Lipman-Bluman (1992) also commented on the
individualistic nature of such outdoor activities, indicative of the Western cultural value
for individualism. These individualistic goals were adopted primarily through the
commercial realms of capitalism and hence influenced by Western economic rationalist
values towards the environment (Loynes, 1998), values upheld by the neoliberalist social
system in Australia, rather than eco-centric values.
The lack of environmental focus in outdoor programmes and subsequent disconnection
of humans from the environment was exacerbated by outdoor industry frameworks. This
was particularly the case when economic values dominate and the fast turnover and
‘bums on seats’ mentality replaced a more in-depth relationship with, and understanding
of, the environment that could develop in lower group numbers and a slower timeframe
for participation in outdoor activities.

Participants introduced to the outdoors through

these industry and formal education mediums began to learn that these Western
capitalists or neoliberalist values were the appropriate values to have in relation to
human/nature interactions in their leisure time pursuits.

This gradual transition could be seen in the limited outdoor education literature and
praxis that emphasised the transfer of knowledge in and about the environment. In
addition, this literature provided little guidance on environmental values, skills and
techniques for actioning this knowledge for and with the environment (Gough, 1989,
Malcolm, 1988; Nicol, 2003).

Environmental education elements were provided

separately, or in addition to, outdoor leisure activities such as rock climbing, canoeing or
bushwalking (Ford and Blanchard, 1985; McRae, 1990; Mech, 1992) in outdoor
education. This peripheral approach is at odds with the notion of the interconnectedness
of life and the earth systems.

In addition, apart from isolated articles (Booth and

Jacobs, 1990; Higgins, 1996; Higgins, 1996-97), the outdoor education literature
reviewed did not engage in any in-depth discussion on the need to increase our spiritual
connection to the environment. This absence was recognised by Oles (1992) when
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noting that, although Western society needs formal rites and ceremonies to validate their
human experiences, these spiritual dimensions were in many cases either denied or
demythologised.

Focussing outdoor learning towards more spiritual and non-anthropocentric values for
the environment coincides with writings by authors such as Almond (1988), Sanchez
(1993) and Sayne (1993) who have identified the need to realign the current dominant
Western societal beliefs and attitudes away from the dominant values and traits
previously mentioned.

They consider this to be necessary in order to preserve the

ecological systems and increase society’s intrinsic value of the natural environment.

The environmental education literature utilised in outdoor education programmes tended
to be based on surface level issues of minimal impact ethics, and basic Western
scientific ecology and biology courses.

This provided a superficial or tokenistic

environmental education in these outdoor programmes, in that it provided the
environmental information but did not provide the knowledge or skills to execute social
change or action from this information. As Malcolm (1988) and Robottom (1987) noted,
teachers see environmental education toward social change as being ‘politically
sensitive’ and they did not feel comfortable teaching it. This was further compounded by
the lack of environmental knowledge of outdoor education teachers (Nicol, 2003;
Slattery, 2001). McRae (1990) posited that the teachers taking school based outdoor
education programmes did not possess the knowledge to enable the learning of
environmental objectives. Simpson (1985) supported this statement and also noted that
environmental values and awareness education tended to be avoided due to inadequate
training. With this in mind the importance of community-based individuals and groups
that could provide the learning on an everyday basis offered a valuable outdoor learning
setting for sharing pro-environmental knowledge and values not found in many formal
education settings.

The need to connect formal outdoor education experiences to home, school, society and
our daily lives in general has also been identified if we are to enhance global
environmental awareness (Higgins, 1996-97; Hogan and Priest, 1996). Therefore, it was
surprising that very few studies focused on reducing the segregation of outdoor
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education and outdoor leisure, and subsequently the environment, from our day to day
lives (Polistina, 2001).
It must be acknowledged that increasing exposure to traditional Indigenous cultures may
have a profound effect on Western societies, particularly in the area of proenvironmental values and ethics (Aplin, 1998; Henley, 1996; Knudtson and Suzuki,
1992). Similar environmental value systems were also found in the worldviews of many
environmentalists, of which appreciative outdoor recreationists have been identified as a
sub-group (Atkinson, 1981).

Collaboration between these two groups could prove

beneficial by providing social settings outside the formal education setting to assist with
increasing pro-environmental knowledge and values in Australian society. However, to
provide a setting for such collaboration requires a redefinition of what constitutes
environmental education (and hence outdoor education incorporating environmental
education). This redefinition would move away from Western scientific knowledge as the
dominant way of knowing and teaching environmental education to a more multicultural
and multi-discourse perspective. Authors have noted that this is crucial to realigning
societal environmental values and ethics (refer to Dunstan, 1992; Seshachari, 1992).
For this social change to occur, an understanding of the individual and the learning they
obtain from their personal, social, cultural and environmental worlds is essential. In part,
this research investigated the diverse learning practices of people who were involved in
social change through community-based learning in both non-Indigenous and
Indigenous communities in Queensland, Australia.
3.2.2

Indigenous peoples and the environment

The environmental knowledge and values that Western civilisations could have learned
from Indigenous peoples were hindered by an historical attitude of supremacy by
Western researchers and educators towards Indigenous peoples’ knowledge and
education practices in Australia and other Western societies (Brady, 1997; Moriarty,
1975; Rose, 1997). This attitude of superiority has until recently portrayed Indigenous
peoples as ‘species’ to be researched rather than cultures with their own complex and
sophisticated systems (Tuhiwai-Smith, 1999(a)). Until recently, research has focussed
predominantly on documenting traditional lifestyles (Booth and Jacobs, 1990; Knudtson
and Suzuki, 1992; Henley, 1996; McCullum and McCullum, 1975) generally for
assimilation purposes (Cultural Survival Quarterly, 1984; Ewert, 1993), rather than
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examining the practices inherent in these traditional lifestyles for outdoor learning and in
particular sharing pro-environmental knowledge and values across generations.
Furthermore, the Western residential school system, utilised extensively to assimilate
Australian Indigenous children into colonised Australian society, has been likened to a
sinister threat that assisted in breaking down Native American cultures (McCullum and
McCullum, 1975; Cheska, 1979). Similar claims have been made in relation to the
cultural dilemmas for Australian Aboriginal peoples (Djagamara, 1975; Moriarty, 1975;
Cultural Survival Quarterly, 1984), with this co-option now being questioned for its
cultural appropriateness and assimilatory underpinnings (Brady, 1997; McCullum and
McCullum, 1975; Oles, 1992).
This discussion provided an historical context to this topic whilst remaining cognisant of
the fact that recent research by both Indigenous and non-Indigenous researchers has
altered this focus. For example, research has been conducted into the perpetuation of
pro-environmental values held by Indigenous people that had been constant and
unrelenting despite high degrees of forced assimilation by dominant economically driven
cultures (Plumwood, 2002; Henley, 1996; Yunupingu, 1997).

A prominent research

theme has been the ability of Indigenous peoples to conduct their lives and use the
earth’s resources through unwritten long-term plans for sustainability and minimally
consumptive behaviour (Capps, 1976; Foley, 1994; Hodgins and Benidickson, 1989;
UNESCO, 1993). However, little has been written on the community-based learning
practices undertaken in Indigenous cultures to share pro-environmental knowledge and
values and maintain this pro-environmental focus to life.

Four areas related to these pro-environmental values, prominent in most Indigenous
cultures and worldviews, and relevant to this research are:
C
C
C
C

lifelong learning
reciprocity
holistic nature of all life
spiritual connection.
(Atkinson, 1991; Booth and Jacobs, 1990; Fox, 1983; Hogan and Vandepeer, 1996;
McDonald, 1995; Polistina, 1999).

The following discussion will provide an overview of each of these areas.
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Much of the literature on Indigenous educational practices highlighted the adoption of a
‘lifetime of learning’ approach (Capps, 1976; Norbeck and Farrer, 1979; Yamamoto,
1993). This entailed an integrated and complex system of sharing traditional ecological
and cultural knowledge, activities and ethics with younger generations (Atkinson, 1991;
Reid, Wilmot and Czarski, 1993; Robertson, 1975). Yamamoto (1993) commented that
it was through this continued intergenerational transference, and subsequent close
contact with nature, that First Nation peoples of Canada gained possession of an
empirical knowledge about ecosystems that was now internationally recognised as
traditional ecological knowledge (TEK).

Reciprocity, the idea that for everything taken something must be offered in return, was
identified as one of the main elements of Indigenous lifestyle and pro-environmental
values (Booth and Jacobs, 1990; Hogan and Priest, 1996; McDonald, 1995; Polistina,
2001). Capps (1976) noted that the concept of appropriateness was also prevalent in
Native American cultures. That is, when is the appropriate time to engage with the
environment or what is morally appropriate for the context of the relationship with the
environment being entered into?

An example given by Capps (1976) was the

inappropriateness of killing a deer when you were expecting a child. McDonald (1995)
also identified this concept as the need for ‘right action’ in human/nature interactions,
that is, high ethical decision-making on environmental behaviours and interactions.
Reciprocity was a fundamental element of developing pro-environmental values.

One characteristic of the traditional lifestyles of Indigenous peoples was its lack of
compartmentalisation (Atkinson, 1991; Cole, 1993; Ibrahim, 1991; McDonald, 1995). All
areas of life were viewed as interrelated, resulting in an intuitive understanding of the
natural environment (McDonald, 1995; McKay, 1994; Yamamoto, 1993). For example,
hunting was simultaneously used for educational, recreational, subsistence and spiritual
purposes,

hence

creating

an

holistic

lifestyle,

which

did

not

separate

or

compartmentalise into areas such as work and leisure as in Western societies (Cole,
1993; Henhawk, 1993; McKay, 1994; Watkinson, 1985; Yamamoto, 1993). The learning
and educational practices within such a lifestyle also reflected and maintained this
holistic mindset. As noted by Atkinson (1991) ‘Aboriginal and Torres Strait Islander
people in traditional environments ... can be involved in all of these activities at the same
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time” (p. 1).

Durham (cited in Booth and Jacobs, 1990) expressed this concept

profoundly when discussing Native American peoples,
In our own history, we teach that we were created there [the
homeland] ... In the language of my people ... there is a word for land:
Eloheh. This same word also means history, culture and religion. We
cannot separate our place on earth from our lives on the earth nor
from our vision nor our meaning as a people... (p. 35).
Learning to value the environment as an entity to be respected in its own right made it
easier for the individual to connect spiritually to the environment.

This led to the

development of a deeper understanding, interconnectedness and insight into the
environment. Capps (1976), in the North American context, commented on two main
visions that allowed Indigenous peoples to understand humans and their relationship to
the natural world: the physical (physical eye) and imaginative (minds eye).

He stated

that it was the alignment of these two visions into one reality that allowed the Indigenous
peoples to see past the superficial physical environment to encompass the more spiritual
and holistic natural image. This insight might only be described in Western language as
the ability to see the soul of the object.

This description identified the ability of

Indigenous peoples to give life and meaning to inanimate objects in nature (Gough,
1991). Bosselman (1978) gave an example of this spiritual and insightful understanding
in Australian Aboriginal peoples of the Uluru (Ayers Rock) area,
Where the indifferent observer sees a patch of lichen on the rock’s
wall, the Aboriginal sees the ‘metamorphosed’ smoke from the
burning camp of the greedy sleepy-lizard (p. 84).
This imaginative vision has been noted as a major missing link in the environmental
consciousness in Western cultures (Capps, 1976; Knudtson and Suzuki, 1992; LeviStrauss, 1966; McKay, 1999). However, it was an important element in the learning that
occurred in Indigenous cultures to ensure the maintenance of a personal and social proenvironmental value system. An example of an outdoor learning practices utilised for
perpetuating this insight could be found in outdoor activities such as the use of solo
journeys for inspirational development and moving towards spiritual enlightenment.
These outdoor activities were often recognised as outdoor leisure activities in Australian
society.
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In Indigenous lifestyles there is a high degree of spiritual value attributed to the natural
environment (Foley, 1994; Fox, 1983; Hodgins and Benidickson, 1989; McDonald,
1995). Hogan (1992) amongst others commented that this spirituality is based around
harmony and the interrelatedness of all things on earth (Berndt, Berndt and Stanton,
1993; Foley, 1994; McDonald, 1995).

Knudtson and Suzuki (1993) described these

sentiments in relation to the Lytton Band of the Nlaka’pamux Nation in British Columbia:

A young Lytton Indian described the Stein Valley as his ‘cathedral’, a
spiritual place where he could go and feel the pressures of modern life fall
away as he regained a sense of peace of oneness with nature and a
reconnection with the past (p. xxvii).
Even in modern urban society the spiritual connection with the land still underpins
Aboriginal and Torres Strait Islander social and cultural values and beliefs (Dobson,
1997), “to understand our law, our culture and our relationship to the physical and
spiritual world, you must begin with the land” (Dobson, 1997, p. 41). Outdoor leisure is
seen in modern societies as a possible avenue for reconnecting Indigenous peoples in a
physical sense with their land and respective cultures and for augmenting cross-cultural
awareness and environmental values education (Atkinson, 1991; Henley, 1996; Reid et
al., 1993).
3.2.2.1 Outdoor lifestyle and appreciative outdoor leisure

There were continual opportunities for interaction with the natural environment within
various traditional (and in some cases contemporary) Indigenous outdoor lifestyles that
provided the setting for their outdoor learning and educational practices. These activities
included canoeing, fishing, hunting, bush navigation, music, story-telling, art and crafts,
kinetic skills (spear and boomerang throwing, running), bush food collection, social
interaction and solo experiences (Djagamara, 1975; Foley, 1994; Fox, 1983; McKay,
1994; Polistina, 1999) and were considered in Western societies to be types of outdoor
leisure pursuits. Traditionally, in the Australian context, these activities were also utilised
to provide a context for the intergenerational transfer of knowledge about economics,
politics, domestic aspects, ceremonial rites, cultural identification and social integration
(Salter cited in Robertson, 1975; Yunupingu, 1997).

Prior to colonisation and the

implementation of assimilation and acculturation policies, all of these activities were
integral parts of Indigenous people’s holistic lifestyle and were used for, but not confined
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to, forms of travel, subsistence, education and spiritual enlightenment (Atkinson, 1991;
Levi-Strauss, 1966; McDonald, 1995; McKay, 1994; Polistina, 1999). Although some
authors have posited that Indigenous cultures were the original affluent leisure societies
engaging in what has been coined a leisure lifestyle (Atkinson, 1991; Cole, 1993;
Robertson, 1975), this should not be viewed as a label for a lifestyle in which leisure was
the primary focus. Rather it should be viewed as a lifestyle in which outdoor leisure
characteristics were important elements integrated into all life activities (Lynch and Veal,
1996). From this perspective they were important not simply for recreational value but
as integral settings for cultural outdoor learning. This outdoor learning had an emphasis
on outdoor lifestyle perpetuation for the purpose of sharing pro-environmental
knowledge and values.

A direct result of the assimilation and forced removal of Aboriginal and Torres Strait
Islander peoples from their traditional land and hence outdoor lifestyles resulted in an
attempt to reconnect them to the natural environment through non-Indigenous Australian
outdoor leisure and outdoor education.

Brady (1997) noted, however, concern for

perpetuating an assimilatory mindset through the imposition of non-Indigenous or
Western outdoor leisure on Indigenous communities. She believed, when commenting
on the Australian Western education system (incorporating outdoor and leisure
education) and the inclusion of Aboriginal studies programmes, “I now feel uneasy about
the manner in which some of these programmes are still contained within colonialist
systems of education” (p. 419), particularly as these colonialist education systems did
not view leisure, and in particular outdoor leisure, as an important outdoor learning
setting.

For example, Langton (1997) noted that Australian lifestyles required Australian
Aboriginal men to travel for pastoral work. Consequently, some men did not learn the
traditional spiritual knowledge and/or might not have been initiated, and hence may not
have been able to pass on this knowledge. This cycle highlighted the disintegrating
effect on a culture with a pro-environmentally focussed education system, that resulted
from the removal from a lifestyle ‘a part of’ nature to one that was ‘apart from’ nature,
such as those generally found in Australian and other Western economically focussed
social systems (Clad, 1985; Schwarz, 1987).

Attempts at remedying issues in

Indigenous communities through the use of certain types of Western leisure, such as
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sporting programmes that are devoid of outdoor learning, could also be viewed as simply
a continuation of the assimilatory practices indicative of colonialist history in Australia.

Although outdoor leisure was seen as a panacea for Indigenous community issues there
was still limited outdoor leisure provision by the Australian government. However, nonformal, informal and ad hoc outdoor leisure activities were a common feature in
contemporary Aboriginal and Torres Strait Islander communities at a grass roots level,
particularly in rural and more remote areas of the country. Outdoor programmes that
provided Indigenous peoples with a learning setting external to the Australian Western
cultural framework for strengthening and maintaining their own culture were limited.
Literature reviewed on formal Indigenous outdoor leisure programmes provided one
prominent example, albeit in a Canadian Western context, which claimed its foundations
in Indigenous culture (refer to Henley, 1996). However, small local community-based
programmes did occur. Culturally specific outdoor leisure programmes are relevant and
important to Indigenous people as an avenue for rejuvenation and perpetuation of their
culture through traditional outdoor learning practices. This is particularly so, given the
research findings by Atkinson (1991) in relation to Australian Aboriginal peoples, and
Reid et al. (1993) in relation to Canada’s First Nation’s peoples, highlighting the need for
outdoor leisure provision within Indigenous communities as a starting point for selfdetermination. Substantial research and evaluative studies into the area of Indigenous
cultures, outdoor leisure and outdoor learning practices were yet to be found. As these
Indigenous outdoor leisure activities appeared to hold a high level of sharing proenvironmental knowledge and values, this research project sought, in part, to fill this gap
by identifying how contemporary Australian Indigenous peoples felt about the use of
non-formal and informal outdoor leisure activities as settings for outdoor learning about
the environment.

3.2.3

Australian and other Western Outdoor Leisure contexts

3.2.3.1 History

In comparison to the 60,000 year history of outdoor activities in everyday life in
Indigenous cultures, the literature reviewed to date identified the first recollection of
outdoor leisure and activities occurring in Western society in the 1600’s in the USA
(Ibrahim and Cordes, 1993). These outdoor activities were encompassed into lifestyle
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activities such as sleighing, fishing and skating. Within 250 years, however, outdoor
leisure and activities as an integral part of everyday life were reduced and
compartmentalised
responsibilities.

to

simply

leisure

time

activities

outside

of

employment

Further separation of modern urban society from the environment

meant that areas needed to be preserved for engagement of outdoor leisure and
activities. Examples of areas preserved for such purposes are national parks and other
government operated outdoor leisure areas.
Other countries were also recording outdoor activities as leisure rather than lifestyles
concepts, for example, Scottish immigrants introduced curling to Canada as early as
1807 (Baker, 1982). The Saxons and Normans have also been noted as the originators
of outdoor leisure in Great Britain in the pre-Reformation days (Strutt, 1970).

The

earliest documented date for outdoor leisure in Australia was 1881, when the Royal
National Park (Port Hacking) was established (Morsley, 1978).

Throughout the mid-1960’s to 1970’s authors began to make positive connections
between outdoor leisure and environmental concern and values (Dunlap and Heffernan,
1975; Dustin and McAvoy, 1987; Geisler, Martinson and Wilkening, 1977). This period
was also the time that outdoor education began to dominate the outdoor literature. The
main focus of outdoor education programmes was on teaching in the outdoors and the
appreciation of the importance of outdoor leisure, and activities for implementing a
diversity of curriculum subjects from mathematics to social studies. This predominance
of literature on formal outdoor education had the effect of diminishing exposure in the
academic learning and educational literature on sharing pro-environmental knowledge
and values occurring in community-based non-formal and informal outdoor learning
through outdoor leisure. It also compartmentalised outdoor leisure as separate to formal
education, instead of allowing it to remain as a learning setting in its own right and
connected to other aspects of life. This trend has been reversed in recent times with the
re-recognition of the development of an individual's pro-environmental values through
engagement in outdoor leisure (Ferreira, 1998; Polistina, 2003).

This silencing of outdoor leisure is particularly visible when we acknowledge that the
foundation of outdoor education has in part emanated from the concepts, practices and
theories developed in outdoor leisure. An example of the result of this transition could
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be seen in the re-valuing of outdoor leisure as simply ‘fun’ activities, with the more
important outdoor learning or education work being undertaken through formal outdoor
education (National Training Organisation for Sport Recreation and Allied Occupations
(SPRITO), 2001). As Smith (1991) noted,
Surprisingly, the link between outdoor leisure and environmental
ethics has received scant attention. Leisure is usually viewed as
simply providing for human enjoyment, while considerations of ethics
are apt to be steeped in the complexities and abstractions of
theology, moral philosophy or historical analysis (p. 28).

3.2.3.2 Outdoor leisure and environmental connections

The outdoor leisure field has an abundance of literature from outdoor recreationists
highlighting the connectedness with nature and pro-environmental values derived from
their interaction with the environment in their outdoor leisure pursuits (Chester and
Chester, 1991; Runtz, 1993; Tullis, 1987). Wearing (1986) posited that “Outdoor leisure
can reshape values so that these values are aligned with notions of conservation and
respect for ‘nature’” (p. 19). Outdoor recreationists, given their continual interaction with
the natural environment, have historically appeared to hold a high level of environmental
knowledge and a strong conservation ethic (Wearing, 1986). Their continual first hand
experience with the natural environment and the fact that they were kept up-to-date with
environmental issues in regard to their respective activities, provided outdoor
recreationists with unique opportunities “to share their knowledge, experiences, and
interpretations with others” (Ibrahim and Cordes, 1993, p. 355).
An Australian example of conservation efforts by appreciative outdoor recreationists was
the Queensland Regional Forest Agreement (Environmental Protection Agency, 2004)
and protection of camping sites through the Site Management Programme developed by
the Queensland Parks and Wildlife Service (Queensland Parks and Wildlife Service,
1999). Site management provided outdoor recreationists with custodial responsibility of
a self-chosen site to monitor for environmental degradation and report back to the
department.

Such collaborative efforts with the outdoor leisure community assist in

enhancing a member’s sense of place for an area and increased their environmental
awareness and knowledge of specific sites at a local level.

Collaboration and
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increasing environmental awareness were two factors noted by Simcox and Pfister (cited
in Ewert, 1993) as factors influencing the development of an individuals ‘land ethic’.

3.2.3.3 Sense of Place

When examining in what contexts an individual learns and develops their proenvironmental values, the connection between outdoor leisure and environmental
attachment and sense of place for specific areas is important.

This is particularly

relevant if a sense of place and attachment is more easily obtained through appreciative
outdoor leisure and activities that provide time to develop this sense of place.

Knudston and Suzuki (1992) commented that science alone would not solve the earth’s
environmental crisis, but that humans needed to recreate a sense of place with the
environment as well. This sense of place with the environment could be generated
through certain outdoor leisure activities. For example, the ability to escape from the
clutter of the urban world and pressures of city life in Western societies through outdoor
leisure (Chester and Chester, 1991; Darst and Armstrong, 1980; Gunter, 1987) affords a
place in an alternative setting that enhanced an individual’s ability to connect with and
learn from the environmental itself. Limited attention has also however, been afforded
the link between outdoor leisure and the spiritual connections to the environment that
could be developed in these less developed leisure settings.
3.2.3.4 Spiritual connections

Outdoor activities, designed to remove the individual from the modern everyday life,
often provided the impetus for increasing an individual’s spiritual connections to the
environment (Knapp, 1999). Roberts (1999) noted that the role of outdoor leisure and
activities undertaken on public lands for orienting and influencing a spiritual life is rarely
discussed in the literature. Although limited, there were writings, for example, in the
social ecology field that discussed spiritual connections to the environment through
activities in everyday life or in non-formal and informal community-based settings. For
example, Cameron (1996) discussed sense of place and connections with the
environment through activities such as gardening and rock sculpting.

71

Everyday outdoor experiences, often commonplace in the outdoor lifestyles of
Indigenous peoples around the world (Ray, 1996), were often not present for people in
Western societies. However, Moreton-Robinson (2000) and Oles (1992) have noted that
Indigenous outdoor traditions and customs designed to build an individual’s spiritual
connection to the environment cannot be co-opted into a Western or non-Indigenous
spirituality. For non-Indigenous Australians to build this environmental spirituality we
must develop our own sense of place with the environment (Maie, 2002).

Outdoor

leisure can be seen to complement the goals of increasing environmental awareness
and education and enhance a connectedness between humans and nature that
promoted a higher level of spiritual value for the environment.

My motivations to

continue investigations into the connections between outdoor leisure, culture, and
sharing pro-environmental knowledge and values that promote spiritual environmental
connections were intensified by these findings.
Often a conservation ethic could be reflective of a love for participating in the activity and
the need for areas to do so, rather than a love for the environment itself, or it may be
both.

Therefore, it would be remiss not to discuss how outdoor leisure pursuits have

negative impacts on the environment. The term ‘loving the environment to death’ refers
to the negative impacts that occur when outdoor recreationists strived to satisfy their
need for human/nature interaction. There is a diversity of impacts from the different
outdoor leisure pursuits in which people engage, ranging from the lower level impacts on
eco-systems by bushwalkers on extended walks to a high level of impact of consumptive
activities, for example, the 4WD impact on fragile sand dune eco-systems (Liddle, 1997).
Furthermore, Atkinson (1990) identified the connection between the type of outdoor
leisure activity an individual engaged in and their level of pro-environmental values. He
noted that a higher level of pro-environmental value would be held by outdoor leisure
groups that engage in more appreciative activities (for example, birdwatching,
bushwalking, photography) than those engaging in the more consumptive type activities
(for example 4WD, jetskiing).

These issues were important in the current research, as they have a bearing on the type
of outdoor recreationists sought for collaboration.

If appreciative outdoor activities

provided a more appropriate setting for sharing pro-environmental knowledge and
values, then people involved in these activities were more suitable for involvement in a
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research project designed to generate a learning theory in this area.

Likewise, if

appreciative outdoor activities provided more opportunity for connecting to the
environment, then the depth of knowledge and understanding of the environment was
likely to be higher than for those partaking in consumptive outdoor activities that often
negate in-depth interaction with the environment. This also highlighted the complexity of
issues that needed to be considered when providing voice for a group in society, namely
appreciative outdoor recreationists that did not partake in the dominant form of outdoor
leisure pursuit promoted through the social media.

A bushwalker, for example, may

spend the majority of her/his time in the bush studying birds in a self-directed learning
manner. This goal was not supportive of the view promoted through the dominant media
of bushwalking for the purposes of conquering the environment, for example the
EcoChallenge® or the controlled learning environment found in formal outdoor education
programmes.
3.2.4

Parallels in cultural and subcultural outdoor learning practices

To date there are few studies, globally or within Australia, that examine the parallels
between Indigenous peoples and Western subcultures holding similar ecological
worldviews and their ability to share pro-environmental knowledge and values with
others in their respective societies.

To reduce this dearth of information a multi-

disciplinary approach to the collection of literature was utilised for this research. This
literature review was formulated from a variety of disciplines including leisure studies,
environmental sciences, education, anthropology, cultural studies, and biology.

As I moved through the literature and continued to work with the Indigenous peoples and
the appreciative outdoor leisure groups, I was increasingly aware of the constant
similarities between the two. These similarities included their ecological worldviews,
chosen outdoor lifestyles, and the manner in which they interacted socially and chose to
assist others to establish and maintain similar environmentally focussed outdoor
lifestyles. These worldviews, lifestyles and social interactions were reinforced by the
lifelong nature and environmental focus of the outdoor learning they chose to implement.
Studies conducted on cultural differences in worldviews, identified similar harmonic
worldviews held by Indigenous cultures and contemporary Western environmentalists
(Kluckholn, 1953; Simcox, 1993).

Identifying the more specific and salient aspects of

73

these outdoor lifestyles was a key to the current research process as it allowed me to
provide a context for the outdoor learning practices implemented by those involved in
this research. For example, the home environment provided ample opportunity for those
in this research to share pro-environmental knowledge with their immediate families but
also with neighbours and visitors to their properties. At present the literature is deficient
in writings about how Australian subcultural groups’ and Indigenous peoples shared their
ecological knowledge and values with others.

Likewise, historically the traditional ecological knowledge of Indigenous peoples has
made many educational contributions to our Western cultures. The production of staple
foods, for example potatoes and lentils, and the use of words such as “canoe” and
“barbecue”, were adopted from Indigenous peoples.

Acknowledgement of these

educational contributions, however, has been concealed by the dominant culture at the
time (Janke, 1998; Mansell, 1997; UNESCO, 1993). Fourmile (1999) reiterated this in
relation to the unacknowledged role that Indigenous peoples have played in the
conservation and sustainable use of areas of biodiversity. Much of the literature was
focussed on either overt or covert control or assimilation, and subsequent loss of
authenticity, of these groups by the dominant Western formal educational systems and
other institutional frameworks, for instance the commercial outdoor industry, in their
respective countries.

Curiously, it has been noted that both Indigenous and Western education practices have
the same foundations of empirical evidence (Levi-Strauss, 1966; Moriarty, 1975;
Yamamoto, 1993). That is, the foundation of both cultures’ environmental knowledge
relies on in-depth analysis and studying the processes of the natural world. However,
once past this foundation the difference in the values of the two cultures created
divergent ways of thinking (Moriarty, 1975). This divergence sees Indigenous cultures
moving to a qualitative sense of assessing deviations from environmental norms. For
example, an Indigenous study demonstrating that the number of birds returning to a
specific site was declining would attribute this occurrence to several factors
simultaneously: water quality, temperature change, and too large an increase in the
amount of predators.

In contrast, Western systems historically adopted a more

reductionist approach to scientific analysis of an environmental concern and generally
desired to quantify these changes. The problem would be dissected into separate areas
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with one scientific field investigating the percentages of birds returning, another would
perform water quality test and yet another would study the changes in temperature
(Moriarty, 1975; Yamamoto, 1993). Consequently, Knudtson and Suzuki (1992) stated
that “while [Western] science yields powerful insights into isolated fragments of the
world, the sum total of these insights is a disconnected, inadequate description of the
whole” (p. xxii). Authors have noted that it is imperative that decision makers recognise
the human/nature relationship as something much deeper and more complex than that
which can be handled by analytical techniques (Bosselman, 1978; Chittleborough,
1992).

Levi-Strauss (1966) and Djagamara (1975) both identified the equal importance and
beneficial nature of both Indigenous and Western sciences. However, this comparison,
whilst recognising the existence of Indigenous people's traditional ecological knowledge,
did not recognise the role that non-formal and informal educational practices undertaken
by Indigenous peoples and Western subcultures such as leisure based outdoor and
environmental community-based groups, have in this knowledge generation and learning
practices. There was also a surprisingly limited amount of literature acknowledging the
validity of non-formal and informal community-based knowledge of the environment in
Indigenous cultures or Western subcultural groups. Much of the literature was based in
the environmental management area and focuses on larger projects, for example,
National Park co-management with Indigenous peoples or the need for formal educators
to educate community-based groups and individuals.

It is the contention of this research that community-based outdoor learning practices,
whether non-Indigenous or Indigenous, might support a diversity of approaches for
sharing pro-environmental knowledge throughout Australian society. They would also
assist in providing recognition to the community-based groups and individuals that
initiated and maintained these outdoor learning practices.

Henley (1996) stated,

however, that the merging together of Indigenous and Western cultures should not result
in a steady homogenising into one dominant culture; it should be based on encouraging
diversity. Bosselman (1978) asked the question, “If we cannot go backward, can we
learn something from radically different cultures that will enable us to go forward more
wisely?” (p. 79). In this discussion he is referring to the ability to respect the diversity of
both non-Indigenous and Indigenous cultural knowledge and educational practices as
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co-equal. From this stance we can draw from diverse cultural knowledge bases to assist
with the increase of pro-environmental knowledge and values within society whilst
simultaneously validating these community-based outdoor learning practices to ensure
they are not simply assimilated into dominant formal education systems. The potential
exists through the collaboration of proponents in the outdoor and environmental fields
and Indigenous peoples, to instigate and sustain a shift toward more eclectic outdoor
learning practices and ultimately move beyond modern consumptive lifestyles towards
more ecologically focussed lifestyles. This deficiency in writings on the practices of
outdoor learning for sharing pro-environmental knowledge and values implemented by
community-based outdoor leisure groups and Indigenous peoples provided a stimulus
for this research. It was therefore the validation of community-based outdoor learning
practices for sharing pro-environmental knowledge and values that was the focus of this

research project.

3.3 CHAPTER CONCLUSIONS

The literature review provided a glimpse into worlds similar to that of community-based
individuals from the Australian subculture of appreciative outdoor leisure and Australian
Indigenous cultures. The environmental values and behaviours in the traditional cultural
outdoor learning practices of Australian Indigenous peoples and appreciative outdoor
leisure groups were indicative of a deep ecological ethic (which itself draws from
Indigenous perspectives of the environment) and holistic worldviews.

The dominant

Australian cultural system, and subsequent formal education infrastructure, appeared to
encouraged, however, the adoption of values often in opposition to the worldviews of
people in appreciative outdoor leisure groups and Indigenous communities. This thesis
will provide a narrative of the experiences, discussions, interactions and thoughts of
individuals from the Australian appreciative outdoor leisure and Indigenous communities
(Queensland based) in relation to their outdoor learning practices.
The following discussion in this thesis will attempt to fill gaps in the literature in relation
to the outdoor learning practices that allow the sharing of pro-environmental knowledge
and values to take place. The interconnected contexts (outdoor lifestyles) and settings
(outdoor leisure) required to implement this community-based outdoor learning will be
discussed. The lifelong learning nature of this outdoor learning will also be explored.
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The conceptualisation of their sharing of pro-environmental knowledge and values will
subsequently be developed into a theoretical framework for community-based outdoor
learning (RQ1). From a deeper understanding of these outdoor learning practices the
role outdoor leisure plays in sharing pro-environmental knowledge and values will also
be addressed. In providing the above information the aim of this research, to make
visible the outdoor learning practices of the people in this research, by utilising the dual
methodological process of grounded theory and action research, will be realised.
Before moving into our discussion on the information collected throughout the research I
wish to clarify that the inclusion of Indigenous information in this document was not
meant to assimilate these cultural knowledges even further into Western frameworks.
The literature reviewed highlighted and acknowledged the ancient wisdom of Indigenous
cultures. Writings reviewed also assist in recognising that Australian and other Western
cultures were still in an embryonic state in regard to environmental awareness,
understanding and spiritual connectedness between humans and nature, when
paralleled to that which exists in Australian Indigenous cultures.
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Chapter 4 - Diagram 4.1: 1st Stage of Information Collection
Cycle of parallel in-depth discussions with Non-Indigenous and Indigenous
peoples

ACT
Begin
In-Depth
Discussions

OBSERVE

OBSERVE

Information
Analysis

Information
Analysis

Appreciative
outdoor
leisure
people

START - PLAN
Organisation of
Research Plan

REVISIT - PLAN
nd
Research 2
Information
Collection Stage Focus groups

REFLECT
Summary
Analysis
Discussions

ACT
Begin
In-Depth
Discussions

Aboriginal and
Torres Strait
Islander
peoples

REFLECT
Summary
Analysis
Discussions

START - PLAN
Organisation of
Research Plan

REVISIT - PLAN
nd
Research 2
Information
Collection Stage Focus groups

Stage 1 - In-depth discussions
Grounded theory development Emergence of categories and themes of outdoor learning.
Parallel action research process Initiation of the reconnaissance stage - where were the people in this research currently at with their outdoor learning practices.
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- focus group discussions
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CHAPTER 4
RESULTS AND DISCUSSION - THEORY OF OUTDOOR LEARNING

4.1

THE RESEARCH JOURNEY SO FAR

Chapter 2 provided a framework for juxtaposing two qualitative methodologies - the use
of the action research process to provide the reconnaissance stage of a broader action
research process and the development of a grounded theory.

I will now begin the

narrative of the information and analysis emerging from this dual methodology in the first
stage of the research. In this initial stage the fundamental characteristics of the people
involved in this research, their outdoor lives and the practices they undertook to share
pro-environmental knowledge and values (outdoor learning) with others in society were
identified. RQ1 directed the initial open and then axial coding for the analysis of the indepth discussion in this first stage.
RQ1 – What are the practices of sharing environmental knowledge and values in pro-environmental
community groups?

In this chapter comments from the discussions are initially utilised to validate the proenvironmental values of the people in this research. The discussion will then move onto
the outdoor lifestyles context of the outdoor learning practices implemented to share proenvironmental knowledge and values by those in this research.

The three main

approaches to implementation of their outdoor learning - lifelong environmental
learning 2 , community-based learning and self-directed learning - will then be examined.
The final section will discuss the appreciative outdoor leisure and activity settings in
which their outdoor learning practices were manifested.

Parallels to Australian

Indigenous culture are made throughout the following chapters to assist with identifying
pertinent similarities and differences between the two groups of people involved in this
research.

2

The process of lifelong environmental learning emerged as an extension of the dominant notion of
lifelong learning in that the primary aim of lifelong learning for the people in this research was on
attainment and sharing of pro-environmental skills, knowledge and values.
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4.2

VALIDATION OF THE PRO-ENVIRONMENTAL VALUES OF THE PEOPLE IN
THIS RESEARCH

The focus of the first research question was to identify what environmental knowledge
and values and worldviews were present, and the manner in which these environmental
knowledge and values were shared, in Australian outdoor appreciative leisure groups
and Indigenous communities. The first question in the in-depth discussions asked what
the environment meant to the individuals. The responses to this question confirmed that
the environment was the pivotal point to the underlying worldviews, values and life focus
of those involved in this research.
I guess it’s always been the, almost the most basic element … the
primary focus of my life, I mean obviously there were others, but not as
strong ones… … I mean it’s [the environment] my primary interest, not
only as a recreation activity but as [a] primary focus I guess of life, in life.
(Ray - NI).
I guess a lot of us are trying to get back to nature, trying to be close to
nature as we possibly can (Kent - I).
4.3 OUTDOOR LEARNING PRACTICES

For the purpose of this thesis, the outdoor learning practices of the people in this
research have primarily been situated in the non-formal and informal modes of lifelong
learning implemented at a community-based level. These modes were bolstered by
their use of the formal education system to obtain additional information, attend related
courses and for general self-directed research purposes. The environment’s pivotal role
in life engendered a passion for learning more about it and achieving a proenvironmental philosophy that was shared with their children but also with anyone else
who may be interested.

Cat (NI) noted that whilst they may not share high-level

[Western scientific] knowledge about the environment with their children it was more to
do with “… getting the mind-set, from a young age, for the environment…” that was
important.

In this sense the learning setting was more value oriented than simply

knowledge attainment.
For those in this research their learning centred on the outdoors and often took the form
of non-formal and informal learning.
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Oh no, It [knowledge sharing] can be very informal, As long as you - the
group or whoever you are with - is paying attention you don't have to
structure it, and have your notes and things, No. I think it can be informal
(Jan - I).
Both Ryan and Molly discuss the non-formal and informal learning that occurred in their
everyday outdoor interactions.
It [outdoor learning] needs to be a lot less structured learning. If you tell a
kid, or anyone, that they have to learn something they won’t. But if you
make it fun, and provide them with stimulation through different
information sources, and unstructured then this is much more interesting
for them (Ryan - NI).
but also just informally making some dip-nets and going and putting them
in the creek and seeing what they can find. … yeah and I was just
thinking too then that if we are walking with other friends, like if we’re
doing bushwalking with other friends, that because [partner’s] got a lot of
knowledge about plants, people ask him, like even though that’s not their
area so I guess that’s another way that it happens informally (Molly - NI).
Jill (NI) provided another example of informal learning in the following description of her
community-based group’s environmental education newsletter linking a member’s nonformal observational learning and intergenerational learning and her subsequent ability
to assist Australian Western scientific environmental understanding.
As keen an observer of nature as her father before her, [name] is to thank
for some extremely interesting sightings over these last few months;
special gems for those interested in the natural world. Seeing a baby
koala on its mother’s back at very close quarters is exciting stuff … baby
hops off mum’s back, ambles across the ground then up a sapling only to
decide another option seems better. So back onto mum, then off again
and on, and finally together up a large gum tree. But the really amazing
thing was that when baby hopped off into an adjoining shrub it ate the
leaves. Yes. It ate not three eucalyptus, but three pittosporum
undulatum leaves! We’ve passed the story on to the experts (Jill - NI).
Before moving into a discussion on the three main themes of the outdoor learning
practices, lifelong environmental learning, community-based learning and self-directed
learning, I will begin by painting a picture of the outdoor lifestyles that provided the
context for outdoor learning for those in this research.
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4.3.1

The outdoor lifestyle context

The outdoor lifestyles of the people in this research were ecologically focussed and
subsequently had a constant daily interaction with the environment. The main themes
arising from discussions on outdoor lifestyles will now be discussed. The first theme is
the pro-ecological focus of life and the development through this focus of a spiritual
connection to the environment. All aspects of life were drawn together into a synergetic
whole with the environment at its core to produce an holistic view of life. Employment
was another main area where the people in this research attempted to instigate their proenvironmental focus on life.

The pro-environmental values and focus of life for both the non-Indigenous and
Indigenous peoples in this research underpinned their outdoor lifestyles.
Really the activities are more of a lifestyle than just outdoor activities
(Danny - NI).
Here the bush is all around us, our work and home setting is in a natural
environment. When we look outside all we see is nature, there are not
traffic lights or buildings. In the evenings we can look outside and see
Tawny Frogmouths coming in to feed off the bugs from the lights. Really
when I think about it our lifestyle is outdoors I had really not ever thought
of it before (Harry - I).
The underlying pro-environmental focus of outdoor life was evident in that everyone
commented that they ensured a lot of contact with nature in their daily lives and home
environs.
Its everyday life, fishing and walkabout and learning how to understand
the environment and the young people need to understand about the
environment, that’s where they learn to be intuitive about the land and
country (Craig - I).
There is always plenty to do close by if I can’t get out into the more
natural areas. Well even now that we are going through the rainy season,
all these rainy days and I have found plenty to do in my own area. I could
fill up many days pottering around this area [house and backyard] (Danny
- NI).
Wil (I) provided an example of contemporary Indigenous outdoor lifestyles.

He

explained that currently there were also the “Homeland Movement” or outstation
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movements for his people moving back to the traditional country and to traditional
outdoor lifestyles.

As the community is 400km away from the city they were fairly

isolated, the rains cut them off from civilisation for 4-6 months of the year and the
country is a mix of open water, rainforest, heath and other habitats.

The Homeland

movement sees his people moving around to certain areas throughout the year
depending on the seasons and food supply.

Glen (I) explained the Indigenous cultural

base of his community’s outdoor lifestyles.
Oh yes, definitely because, if we don’t pass it on well that, our culture is
gonna be lost … That’s right, yeah, ‘cause they [Aboriginal peoples] can
talk about the environment, a lot of people now respect this, they say that
Aboriginal people have been here for what, 40 000, 50 000 years and the
environment wasn’t destroyed then (Glen - I).
Craig (I) highlighted the importance of the outdoors to the learning of cultural traditions.
Outdoors is very important, important for our young fellas, kids, we need it
to keep passing on the culture to our families / young people. So our
lifestyle, outdoors is very important for that passing on of culture (Craig I).
The Indigenous people involved in this research were essentially speaking from a
cultural position that has extensively longer experience in relation to the Australian
environment and the implementation of outdoor lifestyles designed to provide the context
for social and individual learning on how to sustain the health and integrity of the earth.
It was the holistic nature of these outdoor lifestyles that provided the foundation for
learning about healthy outdoor living practices.
I think an outdoor life. You are healthier and you get your exercise,
instead of just sitting like this [laughter] for hours on end and if, it just
raises everything in a person yes. … Oh it probably makes you much
more relaxed too and just a better person - I think you just feel a lot better
and if you, [it] just makes in a general sense, your just general feeling is
much better, … I think it makes everyone more balanced [laughter]
(Marilyn - NI).
Well, the environment fits, it is very important, it’s where our aboriginal
way of life, where we get our plants, our medicines, our food, and
because of this it is very important for learning, you know, because it is
what they [his people] eat through the tree/plant and that’s where we get
our staple diet from, so um it all works in together (Glen - I).
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Learning for healthier living through the implementation of an outdoor lifestyle extended
to the emotional and psychological health of an individual.
my feeling would be that getting people in touch with the earth is about
those people being nurtured and cared for like I think that’s an important
part of our emotional and psychological health (Molly - NI).
4.3.1.1 Spiritual connection

Sustaining their emotional, psychological and physical health through interaction with the
outdoors was enhanced by their healthy spiritual connection to the environment
supported through their outdoor lifestyles. The ability for an individual to heighten their
spiritual attachment to the environment and hence increase their learning and
understanding of the spiritual dimension of the environmental interactions also emerged
in the conversations.

This spiritual connection to the environment was then easily

extended to other areas of life for example, their urban home settings.
The following comments provided an explanation of how those in this research were
intimately connected to the environment and felt they had a “relationship with”, were
“part of” and/or were “connected to” the environment.
It’s good for the soul. … Well yeah, outdoor activities in general, and in a
sort of a specially sort of the more you get away from it all, being like
urban settings it’s like a just revival for the soul, a spiritual renewal … It
definitely, yeah I do the massive spiritual experience (Jake - NI).
in experiencing that [oneness with the environment], then intellectually
afterwards I think ‘God, how can, how can I let anything hurt what’s out
there because actually I’m part of it’, a real experience of it being part of
me. So I think it’s [environmental connection] just built up through my life
to that point … I’ve found that I’ve really discovered my spiritual roots in
the environment as well in a very personal sense (Jill - NI).
Andrew (I) identified that wilderness and outdoor experiences were still successfully
utilised by contemporary Indigenous peoples to promote a spiritual connection through
cultural and environmental learning. Larry (I) also commented on the development of
this feeling in urban Aboriginal youngsters.

He described a cultural programme

designed to teach Indigenous youth the traditional skills of dance and how this
programme assisted with the development of their spiritual connection to the
environment.
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The difference between that was, these guys [Aboriginal youth] go out
here and learn out at [name of town]. They [elders] train the young fellas
up, and they train them good in the spirit and everything, but these guys
had that same spiritual experience that I had, out at [name of town] hey,
and we danced that night, that’s when we started the group of us, that
night and they had it instilled into them spiritually and they danced like
they’d been dancing for years, they picked up that dance, they created art
that could only come from the heart, I mean this art could, could sell for
thousands but when you look at this art it came from the heart because it
tells a story of the journey we went on. … Their hats turned backwards,
knocking off the homeboy look in the middle of [name of town], tree of
knowledge up the road and man that could be just another gum tree for
all they care, they didn’t want to leave [the outdoor site], we thought
they’d want to go you know, they didn’t want to leave. That’s the
difference between taking a group out there [sacred site] for a cultural
experience, or taking two groups to Fraser Island two years in a row and
there’s culture there but there’s no spiritual experience to be handed
down from anything. Like we had Uncle [elders name] out there, he’s an
Elder, respect elders in the community, who, took us there [outdoor site],
and knows it, and when I felt those spirit I come running out of there, just
about knocking people down because I had my face paint on, and he was
standing there laughing as if to say “you know they’re there now, hey”
(Larry - I).
In the experience Larry described above not only was the opportunity for sharing proenvironmental knowledge and values being furnished but the youth were also learning
cultural knowledge and values.
4.3.1.2 Holistic and non-compartmentalised

Developing a spiritual connection to the environment through outdoor lifestyles resulted
in a more holistic view of life that placed the environment as the pivotal point of all
aspects of life.

An holistic, environmentally connected, outdoor lifestyle was made

possible by those in this research through their ability to link their escape experiences
found in less developed or wilderness areas to their urbanised homes. All aspects of
life, however, were included in the conversations on the interconnectedness of their
lifestyles, for example, work, education, home, employment, volunteering and leisure.

This is their work and it is also their lifestyle and it is all outdoors. This
outdoor lifestyle takes in education of the children as they go along, child
minding / rearing, education for other women and passing on cultural
knowledge to children and younger women and men, food gathering, and
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of course they are very social and spend a lot of time interacting together
(Sally - I).
At University a friend who is doing environmental science asked me why I
was doing social work as it had nothing to do with the environment and I
disagreed I think that welfare is very much related to the environment. It
is all interactive to everything. People are part of the environment as well
and have to look at them and what is happening to them as well as what
is happening to the environment (Nelly - NI).
By learning to connect their outdoor experiences with everyday life the people in this
research were able to ensure a higher level of understanding of how to incorporate the
environment into life in modern society. The home and community were major settings
for the perpetuation of these outdoor lifestyles and the outdoor learning inherent in them.
I mean to be honest I suppose that’s why more people live up in [area] is
because there’s a hell of a lot of it [natural areas], you can walk for a day
and you’re at a place where people just aren’t - wilderness - get right
amongst it, it’s the type of place up here, it’s all virtually unexplored, so
it’s exciting, I suppose that’s what drew me to the area. And there’s a
variety, there’s rivers and there’s mountains, and there’s waterfalls and
there’s lots of natural bush like in a [name of area] nearby, I mean they’re
all the reasons why I chose to live here (Jake - NI).
4.3.1.3 Employment - Synergistic with outdoor lifestyle

As economic values were not the primary focus of their outdoor lifestyles the importance
of appropriate environmentally focussed employment was highlighted throughout
discussions. It emerged that employment, volunteer or paid, was not seen as solely for
the purpose of income but to interconnect with the environment and assisted in its
protection, conservation and rejuvenation.
Yeh, I should fill you in on my work history though as when I left school I
was adamant that I didn’t want to have an indoors job - I loved the
outdoors too much to be working indoors. So I was a builder’s labourer
for a while then went to work with NP at [name of park] as a ranger. I
took a lot of the walks and spent a lot of time with visitors telling them
about the environment of the area (Harry - I).
Oh yes I mean we ended some part-time lecturing but we do most of our
work at home or well when you say employment, we’re in the fortunate
position where we don’t have to depend on our work so we, I mean, not
everybody can do what we’ve done, we do have something behind us to
do it with, [partner’s name] decided long ago that he didn’t want to be a
what’s the word, a penniless greenie hanging from a branch he thought
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he could get a little bit put aside and do things in a different way at
different levels at which people operate for the environment (Karen - NI).
In seeking environmentally focussed employment both the non-Indigenous and
Indigenous people in this research were able to learn more about the environment. This
learning came from information obtained through the work setting that could also be
utilised in other areas life.

4.3.1.4 Outdoor lifestyles summary

A pro-environmental value and philosophy underpinned the outdoor lifestyles of the
people in this research.

For the Indigenous people in this research their outdoor

lifestyles were supported by a cultural philosophy on life and the interconnectedness to
the environment.

For both non-Indigenous and Indigenous people involved in the

research the environmental focus of their outdoor lifestyles encouraged the sharing of
pro-environmental knowledge and values with others in society. This led to a deeper
understanding of the environment and engendered a spiritual connection to the
environment.

The holistic nature of their environmental connection meant that all

aspects of life, for example, work, leisure, home setting and education, were organised
to maintain this connection. Outdoor learning practices for sharing pro-environmental
knowledge and values became central to the maintenance of these holistic outdoor
lifestyles and in the same way the outdoor lifestyles supported the continuation of their
outdoor learning practices.

As previously mentioned this sharing of pro-environmental knowledge and values was
implemented primarily through non-formal or informal outdoor learning practices. I will
therefore now look at the non-formal and informal learning practices undertaken by the
people involved in this research to share pro-environmental knowledge and values with
others. Lifelong environmental learning was one of three main approaches identified in
the theory of outdoor learning emerging from this initial stage of the research. In this
section I will initially discuss the salient characteristics of the lifelong environmental
learning that strengthened the sharing of pro-environmental knowledge and values for
those in this research. I will then focus on the other two approaches to outdoor learning
that assisted in implementing, maintaining and supporting their lifelong environmental
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learning approach. These two approaches were community-based learning, including
family and intergenerational learning, and self-directed learning.

4.3.2

Lifelong environmental learning

The first approach to outdoor learning that people in this research identified was
necessary for sharing pro-environmental knowledge and values was lifelong
environmental learning.
But it’s [environmental learning] lifelong, yes it’s been lifelong for me, …
but I’ve lived in it [the environment], I’ve never not lived it” (Karen - NI).
Well I think that this is really just the natural flow, yes it is lifelong learning
as it is not static, the new knowledge just keeps on going and you are
always learning (Danny - NI).
You have to provide contact with nature and nurture that contact in
people from birth (Sally - I).
During the discussions on the outdoor learning that takes place in the lives of those in
this research several characteristics, important to the continuation of this lifelong
learning about the environment, were emphasised.
4.3.2.1 Characteristics of lifelong environmental learning

Eight main characteristics to lifelong environmental learning emanated from the
discussions and will be considered in this section:

C
C
C
C
C
C
C
C

Experiential learning
Constant environmental interaction
Slow maturation of learning
Recognition of individual learning styles and current levels of pro-environmental
knowledge
Access to outdoor and environmental information
Oral transmissions
Play and creativity
Discourse of passion – emotional learning.

Experiential Learning

In the outdoor learning practices of those in this research, experiential learning was a
process inherent in many learning activities.

This experiential learning relied on the

individual participating in hands on activities that encouraged a connection to, or
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awareness of, the environment and involved learning about some aspect of the
environment. To pursue their passion for learning about the environment, those involved
in this research participated in a multitude of outdoor activities that held a high level of
appreciation of the environment through experiential learning processes. Examples of
these appreciative activities are, photography (Harry - I; James - NI), drawing or painting
(Nelly - NI), birdwatching (Doris - NI; Marilyn - NI), flora identification (Alex - NI; Kent - I;
Rob - NI) or simply being or interacting with nature (Ali - I; Jenny - NI; Molly - NI). All of
these activities were experiential in nature and assisted the sharing of pro-environmental
knowledge and values that occurred through their outdoor learning practices.
You only learn when you interact with something and then it becomes
meaningful (Andrew - I).
They have to go out and see it, hear it, touch it, smell it, taste it and finally
close their eyes and feel it (Harold - I).
Others simply provided general daily activities such as gardening (Alex - NI; Jenny - NI;
Molly – NI), or local conservation activities (Cat - NI) as other forms of experiential
learning that provided a connection with the environment.

Sensory experiences were also noted as part of the experiential nature of sharing proenvironmental knowledge and values.
There is an area, I don’t know if it - the [name of reserve], at present that
NP are going to turn back to National Park. There is a huge community
consultation going on and about 50 people came to one meeting. … We
took them around the park and when we found something we showed
them and let them touch the shale and they could see and feel the
markings on the trees (Harry - I).
However, Karen (NI) felt that simply experiencing the outdoors was not enough and the
need to understand the experience was also important.
Yes, I’m not, I think this, you’ve got to experience this and experience that
- there’s a bit more to it than just experiencing and understanding
processes does help that experience, but of course that experience alone
is just an experience.
In an experiential learning cycle this would constitute time being put aside for reflection
of the experience allowing the individual to appreciate the experience at a far greater
depth internally rather than simply the physical nature of the experience (Beard and
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Wilson, 2002).

In these examples the people in this research, without prior formal

educational training, were implementing practices identified in the formal education
system as valuable for a participant’s development and learning about the outdoors.
This highlighted the commonsense and everydayness to experiential learning found in
the outdoor learning practices of those in this research. For this non-formal or informal
experiential learning to be maintained, a constant interaction with the environment was
required.
Constant environmental interaction

The lifelong nature of the outdoor learning practices of those in this research established
the requirement for constant environmental interaction and everydayness to this
interaction. This strengthened the initial bonds with the environment, heightened their
environmental understanding and increased their passion for both the environment itself
and subsequent environmental learning.
Yes, the community has a very strong feeling that this is important. …
They [kids] have to have a constant interaction with the environment, it is
expected as the norm. It is accepted socially to do this and in a big way,
the adults do not discourage this interaction with the environment at all.
Our kids are expected to get dirty (Wil - I).
Even when my children were little and I was at home all the time, I used
to take them a few times a week up to some of the parks around our
home, in particular, the Dyke and we would walk all around them and
search for bluebells and look at the birds, flowers and my son would try
and catch tadpoles if we went further up the nearby creeks (Marilyn - NI).
Those living in urban areas ensured this constant environmental interaction through
everyday outdoor leisure and activities.

These include environmental rejuvenation

projects (Alex - NI; James - NI), walking in nearby urban forests (Molly - NI; Pauline NI), exploration in creeks with their children (Deirdre - I) or growing their own food
(Jenny - NI; Nelly - NI; Rob - NI).
No, no, I just think that outdoor activities is sort of, is outdoor learning
stuff, it’s not [laughs] it’s just learning through a different medium that’s all
(Jake - NI).
I usually see something new, enjoy observing and studying it at the time
in the bush and then I go home and learn more about it through my books
and other means. The learning keeps going. It is forever (Danny - NI).
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Slow maturation of learning

The lifelong nature of this constant environmental interaction enabled a slow process of
maturation of outdoor learning focussed on the environment. Jake (NI) explained the
connection between lifelong environmental learning and a slow maturation of learning,
I think it’s sort of [short pause] there’s more difference between people
going to the wilderness and natural environment and making a nuisance
of themselves and there’s a big difference between that and people who
actually go and sort of become one with it, actually enjoy it and take it on
board. I think that can be, that’s got to be done with lifelong learning, I
think you need initial learning to actually teach people how to react with
the environment, how to sort of not damage it, like minimal impact stuff
and all that sort of carry on and how to be safe out there, with first aid
training and what to do and what not to do and how to prepare yourself
and all this sort of thing. I think you need initial learning for that, but once
you’re actually there, you learn by sort of, an osmosis, you absorb it, the
longer you’re amongst it, the more sort of [laughs] feeling you get, you’ve
got, and the more you become part of it. That’s like a learning, it’s like
sort of like, meditation, where you sort of stop thought - that sort of
learning, you see you learn a lot by actually learning nothing and that’s
my thoughts, but I’m a real hippie anyway.
Others gave specific examples of how this slow maturation of learning operated on a
daily basis.
This is important because they need the interaction with Elders and
others but there are processes and sometimes they [the kids] don’t go
with the Elders until they are ready and we have a process where the
children are taken and taught slowly the cultural ways. This way they
learn to value the land and know how to be a part of it (Craig - I).
If we have an idea we will try it for 12 months then if it doesn’t work we’ll
try something else - there’s no rush or limiting deadlines. We don’t have
time constraints on knowledge transfer it is continuous and flexible relaxed. I always tell visitors to [name of town] not to bring any time
constraints because it won’t be acknowledged. The community has its
own time schedule for learning. Staying in the one area for a lifetime is
also important element of lifelong learning and this slow/relaxed
maturation of knowledge. Only a few community members travel and
usually only for work - the majority of the others don’t go anywhere but
have a very strong understanding of the local area (Wil - I).
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Due to the slow progression of outdoor learning in these settings timeframes did not
equate to any arbitrary or age dictated levels of knowledge attainment and were not
designed to ‘fit into’ Australian Western formal education structures. There were no
structured experiential frameworks although the process was experiential and no
externally imposed assessment criteria. If desired the learning was self, peer or mentor
assessed.
Yeah, I think one of the big ones is time that’s it’s not something that you
can just sort of say to people “hey” or “have a look at this”, it’s something
that well people have to take on board, especially if their eyes are open,
and they’re wanting to take on board, well you’re half way there you might
be three quarters of the way there (Rob - NI).
It was through the continued environmental interaction and the slow maturation of
learning that many felt they develop an intuitive understanding of the environment and
outdoor areas.
Its everyday life, fishing and walkabout and learning how to understand
the environment and the young people need to understand about the
environment, that’s where they learn to be intuitive about the land and
country (Craig - I).
Whereas someone like [partner] who’s always worked outside he’ll say to
me 3 or 4 days before we get lots of rain he’ll say “I can feel rain in the
air”, and the weather report’s saying it’s going to be fine for the next 2
weeks, he feels rain in the air, sure enough in a couple of days time it
rains! and it’s because he’s spent all of his life working outside (Jenny NI).
However, Karen (NI) did clarify her understanding of intuition, which differed slightly from
the above.

Well intuition for most of us is actually based on our knowledge, we have
a knowledge base on which we can use our intuition, we don’t just
suddenly say “I think”, very few of us do, unless you’re in touch with some
Auntie Maude over there, on the other side [laughter]. So yes, once you
have achieved that level of knowledge then you are more able to say
“Well I think if we do this, we can do …” [intimates logical progression of
action from thought].
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Recognition of individual learning styles and current levels of pro-environmental
knowledge

As discussions progressed it became evident that an important element of the proenvironmental knowledge and values shared was the need for them to be shared at an
appropriate level of learning for the individual.
So a lot of young ones they’d have tend to pick up quick, when they know
what you’re talking about, you explain that would be a good thing there for
you to know, for the young ones, we speak on their level, which is really
good (Glen - I).
The individual’s outdoor learning then became a lifelong process as the appropriate level
of learning was dependent for example on the persons previous outdoor experience
throughout their life (from birth), their family outdoor history, particularly when their
outdoor learning began.
Yes it is very important to start young and very young, they take it in
varying stages. They need to learn skills and knowledge from when they
are young - even when they are 5 years old they are taken into the bush
to be taught skills [clarification - skills of Aboriginal culture and engaging
in the outdoors] (Craig - I).
Starting in the home environment and working your way outwards was important to
Deirdre (I), with Mike (NI) identifying that he saw the need to teach “people the basics of
ecological principles and issues so they can understand where they fit and why it’s
important”.
The appropriate level of knowledge was often as diverse as the individuals themselves.
Any, any experience in the bush is a good experience, so long as the
simplicity is kept in it, I mean, whether it be a camp here or a camp there,
that might be the only experience the kids will get in the bush (Larry - I).
We very much go with the flow, ‘cause we do bushwalking with a variety
of people. We’ve got friends who are very conservative and we’ve got
friends who are probably [environmentally] radical so, the depth of
conversation that you have with those different groups, are quite different,
… So you don’t, even though I probably say we don’t talk about
environmental issues say with that [conservative] group of people, you
do, but not to the same depth and it certainly has an effect on their lives
(James - NI).
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The people in this research had implemented their outdoor learning practices cognisant
of individual learning ability and styles.

This recognition of learning styles and

knowledge levels for the purpose of sharing pro-environmental knowledge and values
was devoid of formal education influences and conducted in an almost entirely nonformal and informal manner. This highlighted that the people held a commonsense
approach to implementing learning practices complimentary to the formal education
systems approach to learning and education.
Access to outdoor and environmental information

The sharing of pro-environmental knowledge and values extended the individual’s
understanding and knowledge about the environment. This increased knowledge base
was then available to share with others to increase their environmental understanding
and knowledge. This process magnified and as it grew larger so too did the number of
people learning about the environment.
it’s really bringing people back to the grass-roots of the systems that run
our planet and getting them to understand that so they better know where
they are and what they’re doing and why it causes what it causes (James
- NI).
Access to information and knowledge came in many forms, including visual, observation,
collaborative efforts and oral transmissions.
If they [general public] can get all the local bodies or go to people and join
bush walking clubs or kayaking clubs, read books on the subject. I think
you use the whole lot, you can find out about how to calculate a safe bush
walk and about the tracks from local knowledge - you go on the walk, you
see various clubs, you might collect some samples of seeds on the
ground, you come back and see what they are and it just rolls on, then
you find out how these seeds are dispersed, and the cassowaries and the
kangaroos and it’s just a very exciting thing, hey (Jake - NI).
They [general people] probably see it [environmental knowledge] too from
reading books and magazines and newspapers and watching television
and listening to radios, and here you [researcher] are looking to talk to
them (Kent - I).
Actions by those in the research that enhanced another person's learning were as easy
as simply picking up rubbish when in the outdoors.
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Well I make sure that they clean up after when we go on picnics and all
that and bar-b-ques and what have you, take plastic bags, they gotta take
all their rubbish home, put it in their own bin (Kent - I).
Access to information did not necessarily mean written information and came in the form
of distribution of physical items as a means of sharing pro-environmental knowledge and
values. Cat (NI) illustrated this as she organised five Richmond Birdwing Butterfly vines,
required for rejuvenation of habitat for this endangered species, for me to plant in my
home garden and three for my mother’s property. Making knowledge available in the
everyday home environment provided venues for simple environmental practices and
learning to occur.
Yeah, I think that just bringing that into everything else you do like we
light a fire in the backyard and go and sit down and have tea outside and
cook and sometimes cook things over the fire, so that you’re actually
outside and then you can look at the stars and going outside at night time,
I think is something that a lot of people forget to do with their kids these
days, like they just don’t have that sense of wonder about the stars and
the moon and watching sunsets, sunrise, getting up early to go and see
the sun rise (Molly - NI).
… yeah, taking them out after midnight, just an amazing thing, just to go
and sit on the water or just walk along the beach and just listen to the
sounds. You can tell what’s happening with the whole, with the water
with the earth, you, oh just having a wonderful time with the world (Ali - I).
Wil (I) also noted that access to environmental information and ease of providing
practical examples of environmental issues depended on the type of area available to
communities.
Well you need to look at the type of area, is it remote, rural, city as they
all have different aspects depending on the location. It really comes
down to the environment itself. Is it an inner city environment or a rural
environment? It comes down to what the communities have by way of
natural environment to assist with passing on the environmental
knowledge of that area and its surrounds (Wil - I).
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Oral transmissions

Whilst many accessed a large amount of written literature for their own environmental
learning the dominant everyday environmental discourse for those involved in this
research was a more oral form of sharing pro-environmental knowledge and values.
So you’d be discussing the types of methods of doing it, what products
are available and how they did it, who they talked to … whether it’s the
way I, for instance, using cloth nappies or talk about that (Jenny - NI).
But then again they weren’t/even if it wasn’t really their thing, they also,
after listening and hearing [name] out, they did go and buy these vines to
help the butterflies (Cat - NI).
Mike (NI) noted that when on a bushwalk he would often combine outdoor leisure
activities and the use of stories rather than Western scientific facts to share proenvironmental knowledge, as he believed that people remembered stories more readily.
Molly (NI) supported this outdoor learning practice in an example of her process for
sharing pro-environmental knowledge and values with her children.
I was just thinking of the imagination thing. I remember walking with the
kids at, down around Sydney, on the North side of Sydney and there’s a
lot of the scribbly gums there and that um, I don’t think I could do it with
Jarrah now but we used to go um, walking in there, ‘cause I’ve got a
friend who lives near there, and the kids would ask me ‘what does it say?’
and I’d make up something that it said um, and we’d talk about how/that it
was written by fairies, the forest fairies or something and yeah and um,
and I’d say things like “oh, the bluebell fairy has written this message here
for you, to tell you to take care of this special piece of land” and if you go
and look under that rock over there you’ll find some amazing jewels, and
that I’d make up these long things and the kids really believed that that’s
what it said (Molly - NI).
These oral discourses were more reflective of outdoor learning for Indigenous peoples.
In one of the discussions, Andrew (I) narrated several traditional Indigenous stories in
relation to the seasons, the movement of species through his country and the reasons
for environmental protection.

Cultural respect and concern for Intellectual Property

Rights prevents me from conveying these stories in this thesis.
Imagination and creativity are used a lot in the outdoor lifestyle when we
want to pass on the links in the chain with environment / humans and
environment [itself], like through stories or songs (Wil - I).
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Imagination is a huge part of education and particularly in the natural
environment. If they explore something and get their hands dirty they are
more inclined to be intrigued by other things in the outdoors (Nelly – NI).
Characteristics of play, such as imagination and creativity, and the interplay with these
oral learning traditions proved a valuable mix for the successful sharing of proenvironmental knowledge and values.
Play and creativity

The use of play and creativity were prominent characteristics of the outdoor learning
practices of those involved in this research.
and then later on my own so, you know, climbing in the trees, crawling
under the lantana and so it was, like early on it [outdoor area] was a place
where we just had lots of fun and where we played (Molly - NI).
Creative expressions through the acts of dancing, singing, storytelling and even
gardening enhanced these play experiences and were integral to their non-formal or
informal sharing of pro-environmental knowledge and values.
We constantly have unplanned, outward expressions of culture from
community members. There is often on the spot dancing and singing (Wil
- I).
Also many of our friends have similar outdoor lifestyles I have a friend at
[name of area] whose garden is very interesting and she uses resources
from her garden to make gifts for people. Things like stones, leaves,
shells. Her husband does a lot of the work around the garden but much
of it is her idea and her personality (Sally - I).
The spontaneous and impromptu nature of play was also present in the recollections of
sharing and acquiring pro-environmental knowledge and values for the people involved
in this research.
I don’t really plan to pass on environmental knowledge and values I just
do it as it occurs. While I’m out I will notice a lot of things and I will tell
people then (Harry - I).
Also when I was in [location name] I used to go and explore a large piece
of council land that was vacant. This was where I found over 200 species
of wildflowers - it was magnificent and I used to crawl under the fence, I
don’t know why you weren’t allowed in, but I used to go all the time to
explore and find flower species (Marilyn - NI).
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Again the characteristic of enjoyment inherent in play experiences was another
characteristic that corresponded to spontaneous exploration.
they [pieces of environmental information] stick in their minds because
they are interesting and enjoyable. So by trying to show them how
intelligent/ clever you are with lots of statistics is useless (Mike - NI).
I think if they’re [children] enjoying it, they can actually be developing a
sense of the wonder of it at the same time, I think adults can do that to like I think you can take an adult out bushwalking who hasn’t been, I think
it is more challenging, like they tend to be more concerned about leeches
and less comfortable in that environment and I think you have to be
careful how you do it (Molly - NI).
It is important to note here that play and creativity were inherent leisure characteristics
and prominent in most outdoor leisure activities particularly the more appreciative forms
utilised by those in this research for outdoor learning. Appreciative outdoor leisure and
activities will be discussed more comprehensively in section 4.3.5 (p. 107).

Discourse of passion - emotional learning

Discussions with people in this research adopted a more passionate tone in relation to
the environment. Jake (NI) commented on how this passion was developed through the
attainment of pro-environmental knowledge and values from someone else. From this
learning he was then motivated to share his knowledge with others.
I don’t know, I was born in inner London, I still don’t know how it [love of
outdoors] happened [laughter], it’s like a calling isn’t it, you sort of
[laughs], it [the environment] seizes you like a fire … Oh not at the
beginning, no, but I think it’s sort of contagious the fact that people are
passionate about, the outdoors, sort of, it rubs off, people can see how
much you enjoy it? I mean, it’s sort of your everyday conversation when
you’re out there perhaps the things that you didn’t realise you knew about
the environment, people are sort of quite impressed by that and sort of
wondering where you get that passion from, if when they see people with
a passion for a certain thing like that it is contagious, it doesn’t have to be
in the form of sort of like, peace or anything like that, I think it’s got to be
in the form of people actually really enjoying it, being in the outdoor
surrounds (Jake - NI).
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The appreciative outdoor leisure social networks, which will be discussed in section
4.3.3.3 (p. 98), strengthened this passion generated from an ongoing process of outdoor
learning at a community-based level

I used to be really passionate about it and I’d spend, every time I got my
magazine [environmental group] I’d write every letter they said in the
thing, I‘d sit down for hours and I’d write, and I’d send off stuff and I’d be
very passionate about it (Jenny - NI).
This passionate discourse took into account both rational and emotional forms of
intelligence allowing for both forms of learning to be catered for. Cat’s (NI) explanation
of her view of the environment and its destruction was evidence of this rational and
emotional form of intelligence.
But even without having that emotional, even without missing it [more
natural environments] emotionally because you’re used to it, and what it’s
like and [then] it’s gone, even just on an intellectual level it’s necessary, it
needs to be there. So you’d still have to be sad that it’s gone because of
how important it is to achieve (Cat - NI).
Several characteristics have been discussed in this section that when combined,
strengthen the effectiveness of the lifelong environmental learning inherent in outdoor
learning for those involved in this research. These characteristics were the need for
constant environmental interaction leading to the development of an intuitive
understanding of the outdoors and environment.

This intuitive understanding required

easy access to a diversity of pro-environmental information and for this information to be
provided at the appropriate learning level for the individual.

The process was often

quite simple, not requiring elaborate scientific procedures, information or structured
educational practices. The educational practices that were used include a variety of
processes from oral transmissions; play activities and experiences and a continual
experiential element to learning.

All of these characteristics of lifelong environmental

learning often provoked a discourse of passion surrounding their pro-environmental
knowledge and values. However, settings were required to allow these characteristics to
be implemented and flourish. For those in this research a further two main learning
approaches were utilised for such purposes, community-based learning and self-directed
learning.
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4.3.3

Multi-faceted nature of community-based learning

For the people in this research sharing pro-environmental knowledge and values
throughout life was often not achieved in structured, linear or goal oriented contexts of
formal education but in the everyday life settings through non-formal or informal
community-based learning.
I think though when you’re bushwalking and you’re just generally talking,
walking along tracks, [laughter] you talk about what you’re reading and
stuff like that, don’t you … So I tend to like to go on those sort of walks
[nature observation] with [name of friend], or with people that know a bit
more than I do because you learn something new. … So groups like that
are great with the transferring of general knowledge (Jenny - NI).
[laughs] Oh, man, yeah we were always in the outdoors, I mean, before
we went to school we were running around the creek and that was, our
holidays, our weekends, and I mean [sighs] good question! When is your
first recollection of being indoors? [laughter] Because we only went home
to sleep and have the evening meal and stuff like that (Ali - I).
When asked if people in the local community were involved in sharing pro-environmental
knowledge and values in the outdoors Alan (I) and Wil (I) commented,
Yes all the time. Generally through informal sessions with families and
family groups. … It is very practically oriented and this is where the kids
learn about hunting, gathering and knowledge of local environment (Alan
- I).
Many of the activities include those that are used for passing on traditions
and customs of the Aboriginal culture. Households or a certain group in
the community will engage in cultural knowledge transfer through
activities that are not disconnected from the environment. For example,
the elders spend time with the youth going out on seasonal hunting trips
as we discussed in last week’s discussion. They do a lot of walking
around local areas and practice their movements throughout the land and
sea and how to move amongst animals (Wil - I).
In this section the discussion on community-based learning will firstly begin with the
family and intergenerational learning that occurred in community setting. Within these
two community-learning settings the specific emphasis on the importance of involvement
of women in outdoor learning will then be discussed. Following on, the narrative will
then discuss the social networks found in appreciative outdoor leisure and community
groups and the recognition of the value of mentors and friends within these learning
settings.
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4.3.3.1 Family and intergenerational learning

One of the primary avenues of non-formal or informal learning of pro-environmental
knowledge and values was the immediate family unit (in whatever form).
Well our children were always encouraged to go into the bush and we
would take them a lot as well and I would show them as much as I could
and then let them explore. I think that I have passed environmental
knowledge and values onto my children to a certain degree. I don’t think
they are as intense as I am but my son, in particular, he takes his sons
camping and into the outdoors all the time and in a sense passes the
knowledge I have given him and his own knowledge onto them. I’ve
noticed that the children that have these outdoor experiences seem to be
able to enjoy and be comfortable in the bush much more than their peers
that haven’t (Danny - NI).
It’s not just formal education, gosh, I mix with a lot of multi-culturals and
it’s the different [cultural and environmental] knowledge that’s passed on,
down through from one generation to the other, that you don’t hear about
in schools, you don’t see anywhere else (Ali - I).
Most people recollected their first environmental experiences were through family
outdoor activities as a small child in non-formal or informal community settings.
I grew up living on a river and that was my playground and we were
constantly swimming, fishing, exploring. It was always fun but at the
same time educational as we learnt a lot (Sally - I).
I think my earliest memory was as a little kid, ‘cause I know we went there
[holiday location] when I was about two, we started going to, it was
probably before that, but I would have been a babe in arms, going to
[holiday location] for family holidays and I remember just different images
of being at [holiday location] and I mean I had hiking boots when I was
two and I remember bits of path for instance, just lovely and animals like
wombats and the Tasmanian Devils making a noise under the floor and
falling over somebody’s feet ‘cause it was so dark in the little cabins
things like that (Rob - NI).
The infectious nature of sharing pro-environmental knowledge and values in their
personal family histories was in turn expressed through sharing pro-environmental
knowledge and values with their children.
This current generation [her children] they all learnt about the
environment by following their father everywhere he went in the outdoors.
That’s how they learnt what they know now. They would go walking,
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camping, using camp ovens for cooking and explored a lot of sites both
for cultural and environmental significance (Sally - I).
The use of the home environment for childhood outdoor learning provided the foundation
for further learning in the local and wider community. Alex (NI) provided an example of
how they were encouraging a mindset of environmental custodianship in their children
through everyday outdoor activities.
… the next step will be to own all the trees in the yard, then it’ll be to own
all the trees in the park that we’re walking in, … And it just keeps getting
bigger … (Alex - NI).
This foundation in everyday life enhanced the possibility of the individual being in a
position to share pro-environmental knowledge and values with others and hence
strengthened the network of individuals who supported outdoor learning practices.
… when their [children’s] own skill level goes beyond the house then, the
ownership can go, beyond that - beyond the house (Cat - NI).
I suppose when I think about it I used to take them [children] out a lot into
the outdoors around our home and that is probably where they got their
interest and love of the outdoors from (Marilyn - NI).
When asked to explain the term “own” Alex (NI) commented that it was not so much that
they "owned" the trees in a material sense but that they "owned the responsibility" for
looking after them. Cat (NI) also clarified her use of the term “ownership” as “ownership
of a responsibility for caring for the environment rather than material ownership”. The
alternative definition for “ownership” was important in outdoor learning of proenvironmental values as it moved away from the dominant economic value for the
environment found in Australian society and educated others into a different way of
knowing and relating to the environment. It also identified a sense of place with an area
that did not require connections through monetary ownership.

This difference in

ownership definition was also important in light of the similarity to the philosophy of
environmental custodianship held by Indigenous peoples that has been revealed both in
this research and in the literature on cultural ecological worldviews.
Another similarity between the non-Indigenous and Indigenous peoples in the research
was the use of intergenerational learning about custodianship values for the
environment. Whilst historically noted as an inherent element of Indigenous cultural
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learning this intergenerational learning was also prominent in conversations with the
non-Indigenous peoples in this research. Jenny (NI) and Danny (NI) highlighted the
simple, yet vital, nature of sharing pro-environmental knowledge and values over
generations.
He’s [partner] from a, his father and his father’s father were born, all the
generations to be farmers and he was the first person not to be a farmer,
so [pause] people that are at ease gardening and being outside and it’s a
part of - it’s something that they’re used to - they know about and that’s
because they’ve lived it (Jenny - NI).
Well, for example, I taught my son how to handle coming across a snake
and now he has taught his children as well and there you have it three
generations that are not afraid of snakes because we’ve passed that
knowledge on, we’ve managed to pass that knowledge through our
generations (Danny - NI).
The impact of this family and intergenerational learning through contact with the
environment in everyday life was often not evident until the children had grown up and
were leading their own lives.

The people in this research found that although their

children were impatient to get away from the natural environment to the big cities in their
adolescent and teenage years, many returned to the sanctuary of the natural
environment setting once this life stage is complete.
But having been here for 15 years I have seen a very interesting social
process and that is that many of the young kids who moved away from
[name of town] because it was boring are now coming back in their early
20’s and saying it’s not really such a bad place to be and they are moving
back to [name of town]. They help out with the businesses and even
working with the younger kids in town. So it is an age thing they have to
try the city out then they realise how good it is here. Now these young
people are really into the local natural environment and they go on
bushwalks, sometimes take the younger kids, but groups of them go out
and they buy camera equipment and you can see groups of them go out
to the lookout at sunset and take photographs. So their value of the area
moves to a real appreciation of how valuable it is (Harry - I).
Their [grandchildren] father’s always taken them on walks, having lived
down there in [name of area], they always went walking in the bush down
there and see lots of Koala bears and at the moment they’re past it - but
it’ll probably come back to them by the time they’re in their mid-thirties
and things like that (Pauline - NI).
Molly (NI) reiterated these comments when she commented that she felt a solid
environmental learning foundation in early childhood from community-based and familial
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individuals was required to ensure their return to pro-environmental values throughout
life.
I feel that if kids don’t have that [outdoor and environmental learning] in
their really early years then there’s a big stage sort of missing later on in
terms of developing knowledge about the environment (Molly - NI).
4.3.3.2 Women and outdoor learning

Whilst this family and intergenerational learning was practiced with both parents and
siblings, women tended to be the primary educators of pro-environmental knowledge
and values in the home environment. Molly (NI) noted how the women in her family
perpetuated this intergenerational learning with her mother teaching her about the
environment through outdoor activities, a practice Molly now undertook with her own
children.
Generally it was just, like I was a kid, it was wandering and walking, and
then later it would have been looking at the plants and animals that sort of
thing like we, mum would pick things out and tell us what they were, yeah
and then bushwalking, especially with mum, lots of bushwalking later on
camping (Molly - NI).
Claire (I) noted that when she was growing up it was her mother and usually other
female relatives that took her out and showed her the environment and taught her to feel
totally connected to it. Although these comments might be reflective of dominant social
roles for women as the homemaker it did appear that even in other family situations, in
particular leisure settings, women still played a prominent role in providing outdoor
learning. For example, other women in this research also provided examples of how
they undertook this educational role on family holidays through sharing their proenvironmental knowledge of the area they were visiting or knowledge about
environmentally friendly living practices.

I teach my kids, I take them over to [name of area] and I sort of show
them stuff over there, how to use it like if you want to get rid of
cockroaches and I just go and get herbs and that from over there, put it in
water, boil it and use that as a pesticide in your house (Deirdre - I).
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Karen (NI) also explained this prominent female presence.
We [family] had a big garden, oh for [name of place], so I was outside
watching the birds and things there, and my Aunt used to take us for
walks in a place called [name of place] in the [name of area], which
looked huge to me then but now, you’d drive past it and phht [indicates
how it goes past quickly] [laughter] (Karen - NI).
The importance of the role of women in sharing pro-environmental knowledge and
values was also evident with many of the men involved in this research identifying their
spouses, female partners or other prominent women as an important part of their
outdoor lives and lifelong environmental learning.
And now the kids are back with us, so now you can start to get the
responsibility back [for their education] and also another thing is I believe
in using Aunties in the community, ‘cause there’s not a kid out there
who’s going to raise their hand or raise their voice to an Auntie, and if
they do they’re disciplined in any way (Larry - I).
This is not to say that men were not mentioned as part of the practice of sharing proenvironmental knowledge and values but their presence did not seem to dominate
people’s memories of childhood environmental interaction.
In the social setting however, the responsibility for sharing pro-environmental knowledge
and values was not sex segregated and the discussions highlighted a more communal,
all encompassing responsibility for outdoor learning in this area. The focal point of much
of the social interaction for those in this research was to connect with likeminded people
who supported their outdoor learning and implementation of ecological worldviews and
ways of living and engaging with the environment.
4.3.3.3 Appreciative outdoor leisure social networks

The outdoor learning implemented by those in this research involved local community
people that reinforced family and intergenerational outdoor learning.
This is their [Indigenous community peoples] work and it is also their
lifestyle and it is all outdoors. This outdoor lifestyle takes in education of
the children as they go along, child minding/rearing, education for other
women and passing on cultural knowledge to children and younger
women and men, food gathering, and of course they are very social and
spend a lot of time interacting together (Harry - I).
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Social interaction was also seen as important in supporting the development of other
individuals seeking to engage in similar appreciative outdoor leisure and eventually
outdoor lifestyles.
but effectively you might have three kids from a school of fifteen hundred
bit like bashing your head against a wall. That evolved to finally, in the
last year or so, deciding that what we needed to do was to get those kids
into the community and we needed to give them a culture I suppose, in a
supportive sense, a culture in which they should be able to operate. They
need to know that there’s other people who think the same way as they
do, they need to know where they can feel comfortable about helping,
and how can they help, so we, yes we were trying to put them into contact
with [other names of other environmental groups], or whatever (Rob - NI).
These outdoor social networks provided a link with other people whose self-identities
were underpinned by similar pro-environmental philosophies. Ultimately this networking
resulted in the individual’s sense of identity being nurtured through the non-formal and
informal learning that occurred within these outdoor social network groups, such as
appreciative outdoor leisure and activity groups, in particular volunteer environmental
rejuvenation projects.
because of that [involvement in community environmental rejuvenation
groups] we got a - not us directly but our group - got involved with the
other volunteer groups up there and environmental groups … That [time
spent with bush volunteer group] was good fun and that was good
education to actually have a special plan … It was certainly an
opportunity to learn new skills (Alex - NI).
Well, because I feel really strongly about [short pause] I’m not really sure
why, I started, I mean I started joining environmental groups maybe 10
years ago, like subscribing to the ACF … when you meet someone who is
[environment aware and interested] then you want to help them [laughter].
So if they want trees, especially if they want to plant natives [gestures
giving trees to someone] … they’re all similar people so you’re all - you’re
just discussing ideas so you transfer information that way with like minded
people (Jenny - NI).
The development of a sense of personal identity through interaction with likeminded
people will be discussed further in 4.3.5.2 (p. 112), however, it should be noted here that
in the current social system the culture spoken about by Rob above could at best be
seen as a subculture of people or groups with similar ecological worldviews given the
economic focus of the dominant neoliberalist cultural system in Australia and therefore
not able to be adopted as a dominant cultural identity. For the Indigenous peoples in
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this research this was not the case as the interaction between community people for the
purposes of outdoor learning has always been a cultural process through what would be
described in Australian Western culture as appreciative outdoor leisure and activities.
A lot of the activities are specific to the type of people interaction as well.
For example, they have individual to individual contact, family to individual
contact, family to family contact, specific group to family/individual/specific
group contact and then there will be times when the community as a
whole will gather together (Wil - I).
Wil’s comment on the communal nature of learning was extended by other Indigenous
peoples in this research in discussions about traditional family, extended family and
intergenerational learning contexts.
When they go fishing and camping and things like that. It goes from the
Elders to younger ones and then they pass on to others. Knowledge
about the trees, plants, animals and also how to respect them for what we
can do with them. They [elders] teach bush medicines and they enjoy
teaching (Craig - I).
The strength for stimulating environmental action and increasing environmental
awareness emanating from this community-based learning could be seen in Jenny’s
comment on the incidental nature of environmentally based outdoor learning.
I guess in a [community-based outdoor] group if they’re doing something
that we’ve never heard of and we think it’s good you know then we’re
learning and then in a group, that’s how you spread it I suppose if people
they go away and they might think about it and think, oh that’s a good
idea (Jenny - NI).

4.3.3.4 Individual community people, mentors and friends

The passion with which those in this research investigated new pro-environmental
knowledge was only surpassed by the passion they had for sharing this new knowledge
with other people. Jill (NI) and Danny (NI) both highlighted the need for a lifelong
process of connecting to likeminded people through appreciative outdoor leisure social
networks.
And that, we were a constant pointer, again it’s that relationship and that
constancy thing which is so missing in the society generally, and then
that’s the foundation for being able to introduce more ideas. So a lot of
those kids have come up for volunteer weekends, that kind of thing and
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other people we’ve met who’ve come up as volunteers, through some
connection, and they’ve just stayed in touch with us, people who’ve come
back from overseas and visited us again and they can’t help but be
influenced by our lifestyle, our conversation, and all those kinds of things,
but it’s on the basis of having a settled place and having that constant
commitment to our part I guess makes a difference (Jill - NI).
But really what I find is that quite often we all learn from each other. Like
a young fellow at the TAFE he knows a lot about trees and that’s not my
strong area but birds are so we tend to swap knowledge (Danny - NI).
The transformative nature of learning found in non-formal or informal sharing of proenvironmental knowledge and values could be seen in my own behavioural change
throughout the years of my involvement in this research. My own residence became
progressively more environmentally friendly as I continued with the research and learnt
from those involved. I planted an endemic forest in my backyard, organised boxes for
the resident possums and built a rock garden for the local family of blue tongue lizards,
all of whom (including myself) co-existed well together. However, what also increased
was my own desire to investigate environmental knowledge and I found myself drawn to
books, articles, events that furthered my existing knowledge of the environment but also
the additional knowledge I was obtaining from those in this research.

Most people in this research indicated ways in which they shared their knowledge and
values with others through mentoring style behaviours.
I enjoy being with [name of friend] because he knows so much about
them [flora] and everything so when you’re walking somewhere it’s not
just greenery, it’s actually you recognise different species and whether
you can eat them or whether they can do things something good and you
can use them for something (Jenny - NI).
Most of the [volunteer environmental group] chores were normally done in
pairs or in threes, so I think that the oldest person, oh no I shouldn’t say
the oldest person, the person that’s been with the group the longest is
probably got the more skills and is passing it on to the other two. And I
know that happened definitely in the bushwalkers the same thing, just
navigation skills, survival skills, rock hopping skills, just basic bush skills.
Not so much the leader but the people that had been doing it for the
longest, just sort of doing it (Alex - NI).
Lewis (2000) noted that ‘real life’ mentors provide a natural human learning practice
utilised to pass knowledge, skills and experience to others in daily life in society. Often
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these real life mentors were found in our more intimate long-term relationships with
friends and peers rather than with irregular friendships or acquaintances. An example in
this research came from Mike (NI) who commented on a community volunteer with 15
years self-directed learning in bird watching and habitat protection.

He was their

resident local bird expert with a regular following of people he has taught about birds
who now know just as much as he does but refuse to go out on their own and generally
stay together as a social group who learn together. This mentoring in outdoor learning
between people at a community-based grass roots level was also evident in other
conversations.

Marilyn (NI) explained her own mentoring of a local child who was

interested in native birds.
I think most people, they find out that you go bird watching and they’re all
full of questions, yes, so that’s good really. The little son of the
shopkeeper there, I took him down to the creek once or twice bird
watching and he’s very fascinated and his mother bought him a pair of
binoculars (Marilyn - NI).
It was interesting to note that discussions on communal responsibility for sharing proenvironmental knowledge and values were more prominent in Indigenous discussions
with individuals or mentors being discussed more readily in non-Indigenous
conversations. This was reflective of the communal value inherent in Indigenous cultural
education practices with the more individualistic notion of ‘expert’ being prominent in
dominant Australian formal education practices. This resulted in the some of the nonIndigenous people being unaware that they were actually part of a learning process and
they were surprised when they realised their role in this outdoor learning. This could be
a result of the lack of value or attention afforded non-formal and informal communal
learning in Australian society.
4.3.3.5 Multi-faceted nature of community-based learning summary

In the previous section I discussed the characteristics of the lifelong environmental
learning approach to outdoor learning undertaken by those in this research. An account
of the social context required to achieve lifelong environmental learning has
subsequently been narrated in this section. One of the main social groups implementing
outdoor learning for those in this research was the family and intergenerational contacts.
In particular, women were notably important in the sharing of pro-environmental
knowledge and values at a community-based level. Specific to the Indigenous peoples
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in this research, Indigenous elders were also noted as important to the perpetuation of
outdoor learning. However, social and community outdoor groups were instrumental in
providing a secure context for outdoor learning and constantly reinforced the proenvironmental knowledge and values an individual was developing.

Observations by Hall (2001) that lifestyles are learned by individuals, assimilated
through modelling and shared through social interaction were supported by the outdoor
learning practices undertaken by those in this research. In this social context, mentors,
friends and individuals from the local community featured as important interpersonal
contacts in the appreciative outdoor leisure social networks of those in this research.
These contacts assisted in enhancing the social support for sharing pro-environmental
knowledge and values for the people in this research. For the Indigenous peoples in this
research these Australian appreciative outdoor leisure social networks also provided a
valuable support mechanism for re-establishing their cultural outdoor learning practices.
The increase in a desire to be self-directed in outdoor learning also emerged as a result
of the social support provided for seeking new pro-environmental knowledge.

The

nature of this self-directed learning for those in this research will now be discussed.
4.3.4

Self-directed learning

Sharing pro-environmental knowledge and values was strengthened and perpetuated by
the social support found in community-based learning settings.

This self-directed

learning, however, could be done as a solo experience.
I’d go just wandering around the gullies and the creeks and identifying
things (Marilyn - NI).
They [people in his community] learn a lot when they go [on outdoor
excursions] by themselves (Craig - I).
It could also be undertaken with community groups of likeminded friends such as those
discussed in the previous section, with the purpose of outdoor learning by exploring the
environment in their own time and manner.
The kids up here spend a lot of their spare time out in the outdoors and
the bush, by themselves and with their friends. They play in the rivers, if
they are dirty they just jump in the river to clean up. They go off and
explore the areas and spend a lot of time just wandering out there (Alan I).
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There is a group of five [children] that he [son] hangs out with and they go
everywhere and are always making things to explore new areas - like go
karts. The five of them go off on adventures in the environment …
Actually I am happy for them to go and roam, I encourage it (Harry - I).
Jake (NI) and Nelly (NI) noted the value in providing a flexible and non-regimented
setting, free of dominating influences, to allow the environment to take control of
learning.
Oh, just spending quiet periods on the river where people actually just
listen or taking notice of their interaction with the river and like
concentrating on things like that, just take everything else out for a while,
and forget all that sort of - turning strokes and that sort of carry on - and
just say ‘well lets listen for a while - we’re floating down here’ and the
front of your boat goes in there and where the river wants to take you and
where you want to go and get them to experience and look at those little
critters jumping off that bank and what things have been there and the
experience of being there and all that sort of stuff, it’s [structured activity]
just sort of too much I think you can get overload, you’ve definitely got to
make people aware of where they are (Jake - NI).
I think that it certainly needs to be non-regimented and unstructured. You
have to be able to go freely there and not be restrained by too many
structures and processes. Otherwise people will just stop going and this
is bad as they are taking away the freedom to be in the outdoors on your
own terms. So many areas in life are too regimented and we need to
have some areas where this is not the case (Nelly - NI).
Three main types of experiences emerged throughout the discussions on self-directed
learning: escape, solo and reflective experiences.
4.3.4.1 Escape

The people involved in this research described escaping the everyday modern
Australian life by getting away from it all, having the freedom to go into the outdoors and
the ability to renew or refresh oneself through outdoor experiences. For this purpose the
outdoor learning that was acquired in these escape experiences was the strength of
renewal found in the environment and the health benefits that could be obtained.
Although these experiences were not always solo in nature, the ability to be autonomous
in the decision to participate in them linked the nature of these activities strongly to selfdirected characteristics.
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Absolutely, that is what it is all about, the ability to simply go and get away
when you need to … I miss it [outdoors] badly. I feel really blocked in and
I’m constantly seeking to be in the open spaces and the environment. It
gives me a sense of escape and freedom (Nelly - NI).
Other discourses were utilised by those in this research to express their need to escape
the modern world; for example, the following quote was printed onto one of the
bushwalker’s Sloppy Joe.
1. escape to the far north west
2. escape and relax on a Sunday afternoon
3. listen to music and escape the noise of routine
and be free on days you deserve.
(Anonymous author)

Wil (I) also commented on the need for wilderness areas, as even though his hometown
was small he still needed to get away into the deeper bush to get away from people and
to the tranquillity found in the environment. Jake (NI) reiterated this in his following
comment.
and the noise and the sound of the actual urban environment detracts
from the natural sort of wilderness setting I suppose, it just sounds
different, it feels different [when you’re at home?] yeah. Trucks go past,
and you have the neighbours across the road … (Jake - NI).
In Jake’s comment the outdoor learning that was attained through these escape
experiences was the reminder of the qualities of the noises and sounds of the natural
environment.

Similar behaviours were noted by the Indigenous peoples in this research, these
included the importance of moving lifestyles and home environments to be closer to the
environment, the ability to implement cultural beliefs and values through the outdoors
and being able to escape from dominant social urbanisation.
Yes definitely you only have to look at all of the Aboriginal affairs - they
are all saying that they and their communities, need mother earth and that
moving back to the environment is important for them (Wil - I).
Escaping urbanisation through lifestyle movements allowed their outdoor learning to be
reinforced in less urbanised home settings. Jill (NI) supported these sentiments when
noting the need to escape to the natural environment was necessary for broadening an
individual’s mind to the possibilities of other ways of living than urban lifestyles. She
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also commented that these outdoor experiences provided the initial experiences for
environment connection.
As for an environmental thing I could extrapolate, I guess from that and
say, if you haven’t had the opportunity to spend time in the bush or less
populated place then how can you really know what benefit you can gain?
So I think that there’s huge benefit from going out there (Jill - NI).
It should be reiterated, however, that for those in this research not able to connect to a
less urbanised environments to attain these escape experiences, their urban home
settings were recreated to provide them with escape experiences. These urban escape
experiences could be either social (friends visiting for a picnic in the backyard) or solo
(sitting alone under a resident tree).

4.3.4.2 Solo experiences

Within these escape experiences the opportunity for solo time was important.
… just that sense of being in the bush on your own, camping places
where there’s no-one else just pulling off to the side of the road and
camping that sort of thing (Molly - NI).
I do that quite a lot, I often go, I often get away, that’s basically sort of
why I’m here … just so that I can have that time to be, for inspiration
(Larry - I).
Self-directed learning generated a high level of comfort with the environment and ability
to be alone in the outdoors, which then extended an individual’s ability to be self-directed
in the outdoors.
I am a bit of a mini-adventurer, I like to go and find different areas and
what’s in them and I go by myself to do this a lot (Danny - NI).
Yes all throughout my life I was, and still am, always going out into the
bush by myself. When I was growing up I would take the pets for a walk,
we had 22,000 acres so there was always somewhere to go to be alone
(Nelly - NI).
These solo experiences assisted the people in this research to learn about the
environment but also to attain a stronger value for the environment.
I like to spend time in areas that are as natural as possible and also as
isolated as possible and if I can be alone this is good. I have rainforest
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areas around me now and I am always exploring them by myself as I find
that the experience and environment is of much more value when no one
else is around. … I think that kids really need to have the opportunities to
have the freedom to explore environment through whatever activity.
Once they have had this guidance they can find out for themselves and
explore. When they start to go outdoors and explore the environment and
find things for themselves they have a much higher value for it as they
have managed to find it for themselves and it means more to them than if
someone showed it to them (Danny - NI).
Links were also made between the need for solo experiences in the outdoors to
strengthen their connection with the environment (Jill - NI; Marilyn - NI; Rob - NI; Ryan NI).
In an annual photographic competition for The Brisbane Bushwalking Club one member
expressed her idea of ‘peace’ as an individual walking alone on a deserted beach
providing the perfect setting for solo or reflective outdoor learning.

Illustration 4.3.4:

Peace
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Reflection

In the current research an interrelated concept in the practice of self-directed learning
was the importance of reflective time and personal space for reflection leading to an
increase in an individual’s environmental values and awareness.
And I think like [child’s name] will always climb up one tree in this yard
which is obviously a really good tree to climb, but, he’ll sit up there for
quite a while and I think that it’s more than just being able to climb it,
that’s like his special place, … if he’s wanting to be on his own (Molly NI).
There were three sub-categories to the reflection on experiences that arose through
discussions undertaken in this research.

The first was the reflection on knowledge

gained through the experience as was shown in the previous quote from Jake (NI) about
reflective time when canoeing down a river (p. 102).

In this previous quote Jake

identified the ability to listen and observe the environment in these reflective times with
an increase in environmental awareness and understanding gained throughout the
process.

This practice was indicative of the reflective stage of many experiential

learning models (Dick, 1990).

The second was the time and place for reflection and learning to be personally aware of
what was occurring around you in relation to the environment and experience.
I do find many times when I go to the city, that if I’m on my own, I do tend
to at times walk through the city almost as though I’m an observer, when I
do [I] sort of go - ‘what am I in, what’s happening, what do these people
do, how do they think?’, I’ve got no idea, but I mean all that stuff’s going
through my head, almost as though I’m having that reflective time, even
though I am walking through it [city environment] all (Rob - NI).
The third was reflection on the experience. The outdoor learning obtained through selfdirected activities was in turn be shared with others. Examples of this sharing of
knowledge and experiences include general social activities, dinners or gatherings
designed specifically to discuss outdoor experiences, slide nights, trip reports in club
magazines and non-formal discussions and personal stories written in personal diaries
throughout outdoor trips.
They’d [people he had spoken to] probably walk away with some
knowledge ok, they’d walk away with that and probably take a while to
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work it out I suppose - and they’d certainly dwell on it too for a while and
what you’re doing, if you’re getting your message across yes, but they’d
walk away with some of that knowledge (Kent - I).

4.3.4.3 Self-directed learning summary

This section has recognised self-directed learning as an important element of the
outdoor learning people in this research undertook to share pro-environmental
knowledge and values with others in society. Self-direction learning in the outdoors
provided a gateway to escaping modern Australian life by learning about a different way
of living and being in the world.

It also provided the individual with an increased

understanding and connection to the environment regardless of setting, and
subsequently increased their comfort with being in, and interacting with, the
environment. This self-directed learning could be solo or in social independent groups.
Solo type activities provided the people in this research the opportunity to self-reflect and
simply be in the environment leading to an increase awareness of themselves and their
connectedness to the environment.

One of the main settings for the lifelong environmental learning, community-based and
self-directed learning undertaken by those in this research was the appreciative outdoor
leisure and activity setting.

4.3.5

The appreciative outdoor leisure and activities setting

RQ1 sought to discover what practices appreciative outdoor leisure groups and
Indigenous peoples undertook to share pro-environmental knowledge and values with
others in society.

The previous sections identified lifelong environmental learning,

community-based learning and self-directed learning as the main approaches utilised for
implementing their outdoor learning.

Appreciative outdoor leisure and activities,

however, emerged as the main setting for their outdoor learning. Appreciative outdoor
leisure and activities were non-motorised outdoor activities interacting with nature and
where the acquisition of pro-environmental knowledge and values was desirable. These
activities were then extended to form an integral part of an holistic outdoor lifestyle which
accepted the interrelatedness of all living things including humans. These appreciative
outdoor leisure and activity settings were the third element in the symbiotic triad, with
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outdoor lifestyles context and outdoor learning practices, that those involved in this
research utilised to maintain their pro-environmental philosophy in their lives.

Karen explained that appreciative outdoor leisure enthusiasts could often be adamant
that outdoor learning must occur when participating in their outdoor activity.
Oh yes and certainly many people say when they ring up and ask me
about the bushwalking club, because we are the contact number, they’ll
say “now, I don’t just want to bushwalk, I want to walk but I want to learn
a few things as well” and I say “well, you should do, we usually have
some people on, it’s a matter of talking to them and finding out” they don’t
just want to go from A to B (Karen - NI).
This concept was reinforced by many of the previous comments by people in this
research that identify a personal aim of increasing their outdoor learning when
participating in appreciative outdoor leisure and activities. How mentors and communitybased individuals shared pro-environmental knowledge and values was also manifested
primarily through social interactions in appreciative outdoor leisure and activities
settings.

This was highlighted in the descriptions that Molly (NI) and Pauline (NI)

provided of the incidental learning that occurred on community-based appreciative
outdoor leisure and activities.
They’ll [community environmental volunteers] ask about the plants,
because we have to put different species higher up the bank and other
species lower down they will ask ‘cause I ask them to pass them down,
and they’ll say ‘is this okay, what’s this one called again’ and they’re
learning these are native grasses and this is what they’re called and then
you talk about the tides, and why the lilies can survive under water and
you know, just stuff like that and then the mangroves are already there,
so we talk about the mangroves (Molly - NI).
Yeah, you see some beauties in the bush, you really do. But when the
[members’ 1 and 2 names] used to take walks they could tell you the
names of all of those [trees] and [member 3’s name] was very good on all
grubs and insects, [member 4’s name] was very good on the trees and if
their son went along he was good on the birdcalls and the birds (Pauline NI).
People in this research were serious about the need to ensure the consistency of
outdoor leisure and activities as a vital part of the rhythm in their lives and although it
was always enjoyable it was more to them than fun, play or games. Often appreciative
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outdoor leisure and activities were relevant to the type of environments required for
attaining or extending specific environmental experiences and/or knowledge. Examples
were provided such as canoeing to cross a lake to view birds and engaging in a different
outdoor activity, for example, cycling or walking, to learn about a different eco-system or
flora and fauna of a different area. A variety of appreciative outdoor leisure and activities
were also utilised.
… basically our recreation was the bush, if it wasn’t the bush it was the
rivers or the beach (James - NI).
The pro-environmental knowledge able to be shared in these appreciative outdoor
leisure and activities was diverse and ranged from flora, fauna and species identification,
natural system cycles (for example food chains), and weather patterns through to
navigational techniques related to reading the lay of the land and general competence in
the outdoors. The outdoor learning could often be done prior to the appreciative outdoor
leisure or activity. For example, comments identified the need to research (in a nonformal or informal manner) the endemic nature of an area prior to volunteering on
environmental rejuvenation projects. This assisted with enhancing community people’s
environmental knowledge of their local area.
Because if they [community groups] do it [environmental rejuvenation]
right they tend to sort of look at that historically - what was there
previously - don't they? To try and replace it (Jan - NI).
You have to find that happy medium and then the surrounds are all vital
too, like what trees are blossoming, what birds are around, what sort of
thingies [laughs] jumping off the logs and the water dragons and the
snakes and the turtles, I mean they’re all just sort of, a part of a wonderful
mix, can’t have one without the other, it’s all sort of like, they all depend
on each other (Jake - NI).
Other activities undertaken in their leisure time to assist with increasing their proenvironmental knowledge and values, whilst protecting the environment were projects
such as sharing pro-environmental knowledge through their daily home activities (Cat NI; Heidi - NI) and social interaction (Marilyn - NI; Nelly - NI), environmental rejuvenation
projects (Alex - NI; Jenny - NI) to political lobbying (James - NI; Karen - NI; Molly - NI).
This highlighted that this involvement provided experience and knowledge in more
indirect outdoor learning areas for example, planning environmental projects, political
and environmental activism and contact with organisations working on more global
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environmental issues. An example of this involvement could be found in the acquisition
of land for conservation purposes by a community organised environmental trust.
That’s, part of the trust brief is to acquire more land for conservation and
education purposes but and certainly there’s land adjoining where we are
that we’d like to purchase given the money [laughter], which is of value,
it’s fairly good quality rainforest, sub-tropical rainforest (Jill - NI).
This extended outdoor learning could be in addition to the more in-depth environmental
understanding of their local area that occurred through daily lives.
When I was in [country name], particularly in [town name], I was into
everything as I joined the [town name] Mountaineering Club and went out
on most weekends with them. We used to Snow, ice and rock climb. I
wasn’t ever very good at it but I was always out there doing some sort of
climb. We would go and climb at an area called the [location name]
which was spectacular. We [family] would also often go to the seaside
and explore the beach surrounds and find sea life, climb the cliffs around
the sea to get the views and spend all day just exploring and enjoying it
(Marilyn - NI).
The strong environmental conservation and protection ethic became intrinsic in the
sense of identity that the people in this research adopted and led to a stronger
connection with the local, and often wider, environment and a sense of environmental
custodianship being developed.

Through their outdoor leisure and activities this

environmental custodianship was able to be both instigated and maintained. Mike (NI)
noted that he tried to foster a sense of custodianship rather than ownership in others on
his walks through the park.

He believed that it was this promotion of a sense of

responsibility that was required rather than a sense of rights, if pro-environmental values
were to be adopted in Australian societal philosophies.

Throughout the process of

facilitating non-formal or informal outdoor leisure and activities pro-environmental
knowledge and values could be shared through a joint responsibility for looking after the
environment. Kent (I) also saw this responsibility to the land as taking the form of
custodianship to ensure that the land was left healthy for current and future generations.
we need to look after trees and plant more trees, look after our creeks
and gullies and rivers and what-have-you, pollution, for the next
generation to come along.
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Supporting environmental custodianship values through these appreciative outdoor
leisure and activity social networks reinforced the custodianship values being imparted
through family and intergenerational learning as previously discussed.

Likewise, the important element of reciprocity in the implementation of custodianship
values was also present in these appreciative outdoor leisure and environmental
activities.

Reciprocity is the idea that for everything taken from the environment

something must be offered in return. Reciprocity has been identified as one of the main
elements of Indigenous lifestyles and environmental ethics (Booth and Jacobs, 1990;
Hogan and Priest, 1996; McDonald, 1995; Polistina, 2001). This reciprocity element
developed into a sense of responsibility for those in the research. Many felt that they
were responsible for returning something back into the environment on a regular basis
and the pursuit of knowledge that would provide them with a variety of means by which
to do this became an important aspect of their outdoor learning practices.
They [local community] have started to donate things to the park
(volunteer time, prizes, materials for construction et cetera) rather than
looking for what they can make out of it economically wise (Mike - NI).
I’d feel much better going somewhere I’m not supposed to go [rather than
designated campsites], making sure I leave it the same or even better if
that’s possible, than when I arrived. And to me that’s all part of sort of
something being put back and imparting the knowledge you get and sort
of part of the respect of the environment that’s important to me (Jake NI).
Further evidence of sharing pro-environmental knowledge and values through outdoor
leisure and activities and the reciprocal nature of these activities initiated and
implemented by community-based outdoor leisure groups were found in secondary data
collected through my involvement with various appreciative outdoor leisure social
networks. The people in this research had been involved in some of these projects. For
example, in the latter part of 2000 the South East Queensland bushwalking community
spent weekends assisting the Queensland Parks and Wildlife Service (QPWS) removing
old rabbit fences, which were unsightly and hazardous to both humans and the local
endemic animals. Through this process the people involved were able to learn much
about the local eco-system, what animals were resident and hazards to their healthy
survival, such as man-made fences and feral animals. Similarly, a network of volunteer
community-based outdoor groups (The Friends of the Bibbulman) maintains the
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Bibbulman Track in Western Australia (Evans, 2004). Karen (NI) commented that Birds
Australia has recently acquired land in Northern Queensland to rejuvenate and hold
covenant over as a bird habitat and reserve.
Larry (I) also explained in relation to the learning of cultural traditions that outdoor
activities that included cultural artefacts such as the didgeridoo have both a non-serious
[leisure or fun] and serious [cultural learning] purpose.

Outdoor activities could be

designed to provide either one or the other or sometimes both combined into the same
activity as it progresses.
A musical instrument, like a lot of people think it’s a beautiful musical
instrument goes along with instruments from all over the world, it just
blends in so beautifully but the importance of its got to be taught. Any fun
side that [points to didgeridoo] has always seemed to be in the fun side to
the Aboriginal culture, [but] it has a serious reason for being there (Larry I).
For everyone in this research appreciative outdoor leisure and activities were seen as
part of a series of events for outdoor learning that provide a stronger understanding and
connection to the environment.
“well, we’re not going to see as much, but what we’ll see we’ll really
appreciate and we’ll really experience it” and that’s exactly what did
happen they sweated up over sand dunes and when they got to one of
the lakes the appreciation of it was so much greater because they had to
work at going there and understand how to get there you know (James NI).
With this stronger understanding people were able to integrate the environment into their
outdoor lifestyles more comfortably.
4.3.5.1 Element of fear

Through the constant interaction with the environment through appreciative outdoor
leisure and activities the people in this research developed a high level of comfort with
being in the environment and reduction in their fear of the environment.
No never, I’ve only been lost a couple of times in the bush and I wasn’t
worried as I was able to get my bearings and was out in fairly quick time.
I am confident that I would survive in the bush indefinitely if need be so I
don’t feel that sense of fear. I have no concerns in the bush, I’m very
comfortable there (Danny - NI).
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This resulted in the focus of the activity being on the sharing of pro-environmental
knowledge and values rather than combating unrealistic fears of being in the
environment. This comfort manifested itself in many viewing the environment as a home
away from home to the extent that a general feeling of “going home” to the environment
after the necessity to spend time in the urban environment (for example to work) was
expressed (James - NI).

In this manner outdoor learning about pro-environmental

knowledge and values that occurred in the appreciative outdoor leisure and activities
was easily transferred into the urban home environment.

The high comfort level with the environment resulted in the acceptance of the necessity
for a certain level of fear in the environment but not a fear of the environment. Through
this process people in this research were learning how to co-exist with the environment
rather than alienate themselves from it.
But fear is a part of the natural environment - that's a natural part of it
(James - NI).
I’m acutely aware I suppose of how vulnerable we are - I’m not afraid I
mean - I don’t think I’ve been afraid in the environment at any time. I’d
have to think about that, but I don’t think so, not if I’ve been out in some
wilderness area (Rob - NI).
It became apparent through discussions and my observations of the behaviours of those
in this research that the lack of fear of harm was not about a careless disregard of
inherent risks. It was rather a healthy respect for nature itself, for example, comfort with
how to deal with snakes, spiders and changes in weather or other environmental
elements. Hence, they were learning to make good judgements on the nature of real
rather than perceived risks.
Oh no, I don’t worry about snakes, snakes and spiders they don’t worry
me at all, I’m used to snakes too because living in the country we had
snakes appearing in the bathroom and wherever yes, and I’ve actually
picked up a snake, a brown snake when I was a child. My mother had a
fernery under the house and she had the hose curled up under the tap,
and I went to hose my brothers because they’d been unpleasant to me,
so I grabbed this and I came out with it like this and I felt it was different,
and I looked and there was this brown snake poking its tongue out at me
and it just slid out of my hand and went. I lost my voice ‘til my mother
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came home with our shopping [laughter]. Even so they don’t frighten me,
I don’t worry about snakes and but I hate mice [laughter] (Marilyn - NI).
Burns and Sullivan (2000) confirmed that personal value orientations [in this case proenvironmental values] were a factor affecting the judgement of risks in situations and
behaviours.

For instance, the experience and knowledge of those involved in this

research produced a commonsense level of fear, good judgement and self-confidence
with the environment that in turn heightened their ability to assess the real risks
associated with the environments with which they interacted. In the following comments
we can determine that perceptions of risk were quite close to the actual or ‘real’ risk of
the situation or activity.
I’ve led walks where they’re another group of people and I’ve got a map
and a compass in the middle of nowhere, and requires my wits and
compass and the maps, I’ll have it together so we find our way out and I
don’t sort of ever think “oh God”, we’re not going to find our way out or
something’s going to get me …(Rob - NI).
The only times I have felt that fear which I’d say is more of an unspecified
primal kind of thing rather than just an apprehension or a caution which is
very sensible, is a couple of times on the mountain when there’s been
really big storms (Jill - NI).
A large part of the outdoor learning undertaken by those in this research was designed
to reduce the level of fear an individual has for the environment. This allowed them to
be free to experience nature in a less intimidating manner and ultimately they developed
a comfortable and more spiritual relationship with it.
To begin to assist people in developing a spiritual connection with the
environment you have to go slowly and ensure that their first experiences
were good, comfortable and safe - socially, emotionally and
psychologically (Mike - NI).
Once comfortable with the environment the individual was able to progress into a state
of mind that sought to include the environment in their life and opened the door for the
individual to establish a deeper connection with an area through an increase in learning
about, and understanding of, that area.

People in this research noted that from this

deeper connection a sense of place and identity with an area developed.
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4.3.5.2 Sense of place and personal identity

Appreciative outdoor leisure and activities became commonplace in the lives of those in
this research. This resulted in the outdoor learning that took place in these activities
being a lifelong process.

As previously discussed decreasing the fear of the

environment through this constant environmental interaction throughout life meant that
time spent in the outdoors was focussed on learning pro-environmental knowledge and
values.

This resulted in many becoming intimately familiar with specific areas, a

familiarity that developed into a sense of place and personal identity with that area.

You learn just by absorbing, when you go on a trek it might be three days,
you might go for the first day and be a bit apprehensive, second day you
get used to it, third day you become part of it and after that stop to absorb
it, you start to find your natural place in the world all, you find that ‘oh
wow, I do belong here’! (Jake - NI).
Cindy (I) indicated the intensity of feeling of this sense of identity and belonging to an
area that occurred regardless of how long you have been away from that area.
I know that when I go back to the property it is very chilling, as soon as I
walk onto the land I know I’m home, I have a real sense of where I
belong, it is our place (Cindy - I).
This indicated that the actual lifelong non-formal or informal process of engaging with
your own immediate environment whilst providing a sense of place also provided a high
level of comfort with that place, particularly through what Relph (1993) called a form of
place reclamation. I am speaking here of Relph’s third and more radical form of place
reclamation that has attempted to come to an understanding of place’s existential
importance to people, non-human beings and things and landscapes and an
understanding that “places do matter to people, and that they need to be reclaimed as
integral parts of human environments” (p. 33). It was from this point of identifying with a
specific place that that place became a part of everyday life and built on the outdoor
learning that those in the research could provide in their local and home environments.

Development of a sense of personal identity through appreciative outdoor leisure and
activities was provided at a fund raising event for a community-based environmental
education group that James (NI) had introduced me to. One of the speakers of the night
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was a young teenage girl who spoke beautifully about her volunteer experience with the
group and their environmental work. She explained how returning to assist with the
environmental work they were doing had become a part of her personal identity.

This sense of personal identity was supported by engaging in activities with outdoor
social groups, implementing a pro-environmental philosophy, such as the appreciative
outdoor leisure social networks discussed in this research.
And even the move to Tasmania, that entrenched us even deeper into
that, ‘cause in Tassie, if you bushwalked you were involved basically you
know the [name of club] were very involved environmentally (James - NI).
In a like manner, the bushwalking community in Queensland maintained an annual
pilgrimage that was designed to bring all of its member clubs together for a celebration
and bushwalking weekend (refer to Appendix D, p. 307). The subcultural appreciative
outdoor leisure group of bushwalkers effectively established itself as a temporary
outdoor lifestyle community through these annual events and assisted in supporting and
communicating with smaller groups with similar characteristics that were often isolated
through their location in the more remote areas of Queensland. Through these activities
people were provided the social support for their personal identity as an outdoor person
who held a pro-environmental worldview and also the knowledge and social support to
implement their outdoor lifestyles.
4.3.5.3 Indigenous Cultural Identity and Australian non-Indigenous appreciative
outdoor leisure and activities

The sense of place and personal identity with an area generated by appreciative outdoor
leisure and activities held important cultural rejuvenation qualities for the Indigenous
peoples in this research. Harold (I) noted the connection with their [traditional] lands
provided the avenue to increase the self-esteem and self-concept of his peoples and this
led to a stronger sense of cultural identity.

He continued to note, “Once they

[community people] had achieved this sense of identity they then increased their pride in
community and culture” (Harold - I). Glen (I) also identified this increase in self-esteem
in relation to the provision of youth outdoor camps by his community. These outdoor
camps were designed to rejuvenate cultural outdoor lifestyle practices and restore their
youths’ cultural identity.
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They’d probably stay here [town] for about another month, then go back
out [onto the land] again. Stay there for a couple of weeks, and sort of
have a big impact on them because, that’s when they understand the
lifestyle a bit and where you’re actually coming from and the impact of
modern society. [I’m] hoping it would be a good thing there because you
sort of get your self esteem back, your respect as well that’s my main
thing, self esteem and respect (Glen - I).
The Indigenous peoples involved in this research felt that once this sense of identity and
increase in individual self-esteem had been established the traditions and customs of
Indigenous peoples could be further rejuvenated through culturally appropriate outdoor
activities.
Well through the cultural aspect it [outdoor activities] means a lot, a lot to
our people, and I try to follow the same traditions as a lot of our Aboriginal
people back in the old days (Glen - I).
Now this next, third generation are now wanting to rejuvenate the culture
and are interested in the environment and the culture has been rekindled
and need the move toward it is growing again (Wil - I).
A fundamental difference began to emerge between the non-Indigenous and Indigenous
people in this research and their view of outdoor leisure and activities. In the following
comment Wil (I) highlighted this difference between the Indigenous cultural view of
outdoor lifestyles and that of Australian non-Indigenous peoples by referring to ‘outdoor
living and activities’ as opposed to ‘outdoor leisure and activities’.
Outdoor living and activities are very important and prominent, especially
around the homes [of people in his community], [for example] outdoor
eating and entertaining is a predominant activity (Wil - I).
By referring to what are deemed ‘outdoor leisure activities’ in Australian Western culture
as ‘outdoor living activities’ in Indigenous culture, Wil (I) has extended the definition of
outdoor leisure as simply fun or time other than work to be linked strongly as a main
feature of an outdoor lifestyle.

In this sense appreciative outdoor leisure became

integral to the continuation of an outdoor lifestyle and hence produced a symbiotic
relationship with these lifestyles.
As well as strong social interactions that supported the use of culturally appropriate
outdoor leisure and activities, the Indigenous people in this research had their cultural
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background to support their participation in these activities. This cultural foundation for
the importance of outdoor leisure as a lifestyle construct was not evident in discussions
on wider Australian culture and society but was present in discussion of the subcultural
outdoor lifestyles of the non-Indigenous people in this research.

The dominant

Australian notion of outdoor leisure and activities in Australian Indigenous communities
took the form of outdoor activities designed specifically for the learning of cultural
customs and to ensure cultural rejuvenation and preservation.
Just take for instance, we’ve just got, acquired the lease to - what we call
[guidelines title]. It’s a block of a land where the [name of Indigenous
group] people used to live, it’s stuck right in the middle of mangroves, but
it was a beautiful spot because there’s peach groves on it. Now one of
the ideas, my idea anyway, ‘cause originally there was going to be this
you beaut flash building, that was going to house a new building etc. But
another concept that we want to promote, or I’d like to see promoted
anyway, personally and this is my personal opinion is, a big meeting hut,
thatched roof meeting hut with a couple of big posts, very simple, half wall
thatch half bamboo wall or whatever around, and in the meeting hut,
inside tables and chairs made out of logs (Larry - I).
Adults and children both engage in outdoor activities, however this may
depend on the activity for example only men will go on the turtle hunts.
Young men have apprenticeship/initiation rituals and they must show that
they are able to understand and respect the catch. Their [the young men]
first time catch has a cultural ritual attached to this event as well to ensure
that this respect is carried on … We are also the only community in [name
of his country] to still hold Bora ceremonies, and the Bora bora is still in
existence. This is an initiation process which goes over a 12 month
period (Wil - I).
4.3.5.4 Appreciative outdoor leisure and activities summary

In this section I have looked at the theme of appreciative outdoor leisure that arose
throughout the discussions on outdoor learning practices. I have focussed on the main
concepts in this theme and elaborated on how appreciative outdoor leisure became an
interconnected component in their outdoor lifestyles and subsequently an important
setting for implementing their outdoor learning practices. One of the main motivations
for those participating in many appreciative outdoor leisure and activities was the desire
to increase their pro-environmental knowledge and values and share this knowledge
with others. The network of social groups holding similar ecological worldviews that also
engaged in a high level of appreciative outdoor leisure and activities supported the
continuation of outdoor learning throughout their lives. For the non-Indigenous peoples
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in this research these activities at present were placed firmly in the Australian subculture
of appreciative outdoor leisure. However, for the Indigenous peoples in this research the
cultural philosophy underpinning much of these outdoor leisure and activities provided a
strong setting for simultaneously perpetuating cultural and environmental knowledge.
4.3.6

Outdoor learning summary

The development of the theoretical framework of outdoor learning arising from this
research has been discussed in this chapter.

The outdoor lifestyle contexts for

implementing outdoor learning were also outlined. Outdoor learning was undertaken
through a lifelong environmental learning process. Eight main characteristics of this
lifelong environmental learning approach have been discussed including experiential
learning, access to pro-environmental information and the need to include play and
emotions in the outdoor learning experience. Community-based learning played an
important role in the outdoor learning practices of those in this research, primarily
through non-formal and informal learning settings.

Interactions with family, close

relations and people from other generations, in particular the role of women, were
integral to community-based learning. For those involved in this research the
individual’s competence in, and access to, autonomous and self-directed learning
experiences was vital to the outdoor learning practices. Outdoor leisure and activity
with a pro-environmental focus or an element of appreciation of the environment played
a major role in providing a setting for the outdoor learning practices of the people in this
research. Parallels were drawn between the environmental foundation of education in
traditional Indigenous cultures and that found in the non-formal or informal outdoor
learning of the contemporary appreciative outdoor recreationists and Indigenous
peoples in this research.
4.4 CHAPTER CONCLUSION
4.4.1

Summary of this chapter’s theoretical development

This chapter has drawn parallels between the outdoor learning practices of appreciative
outdoor recreationists and Indigenous peoples in Queensland Australia. The outdoor
lifestyle contexts in which these outdoor learning practices were manifested has been
discussed in light of the holistic framework it provided for maximising the sharing of proenvironmental knowledge and values through outdoor learning.
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For those in this research their outdoor learning practices were a lifelong process. To
maintain the environmental focus of outdoor lifestyle contexts and appreciative outdoor
leisure and activity settings, sharing pro-environmental knowledge and values through
outdoor learning practices dominated all areas of their lives, from birth to passing away,
and for some beyond death. Lifelong environmental learning through community-based
and self-directed learning featured strongly in these outdoor learning practices.
Community-based settings for learning were often non-formal and informal in character
and were designed, controlled, implemented and maintained by community individuals,
families and social groups. The ability for individuals to be self-directed in their outdoor
learning was an essential element to the extension of their understanding about the
environment.

Competence in self-directed outdoor learning was developed in the

individual from birth through the appreciative outdoor leisure social networks and family,
it was also intergenerational and community-based.

The outdoor lifestyle context utilised appreciative outdoor leisure and activities to provide
a setting for daily interaction with the environment. The outdoor learning practices of
those in this research emanated primarily from these appreciative outdoor leisure and
activity settings. Outdoor learning was the conglomerate of practices undertaken by
people in this research to obtain and share pro-environmental knowledge and values
with others in society. An interconnected web of practices for implementing lifelong
environmental learning, community-based and self-directed learning were utilised and
assisted with enhancing this outdoor learning. These three learning approaches were all
interrelated and assisted in establishing the environmental discourses in the private and
public worlds of those in this research.

A triad of symbiotic relationships between the

context (outdoor lifestyles), the setting (appreciative outdoor leisure) and the practices
(outdoor learning) was therefore developed.

Figure 4.4 provides a diagrammatic representation of the symbiotic nature of these three
components. The symbiosis was underpinned by the environmental philosophy that
guided the lives of the people in this research. This philosophy allowed the lives of
those in this research to be more holistic with all aspects of outdoor lifestyles, outdoor
leisure and outdoor learning, and hence the sharing of pro-environmental knowledge
and values, to be maintained. In this figure the elements inherent in the three symbiotic
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components are displayed to highlight their interconnected nature. That is, although
identified specifically in this thesis with one of the components, for the purpose of clarity,
they were in fact interconnected to all of the three components. An example of this was
community-based learning, which was identified specifically with outdoor learning,
however, was also a part of the outdoor lifestyle contexts and manifested in the
appreciative outdoor leisure and activity settings of those in this research.

Figure 4.4:

Model of the symbiotic relationship between outdoor lifestyle
contexts, outdoor leisure settings and outdoor learning practices.
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The central role appreciative outdoor leisure and activities played in the implementation
of outdoor learning practices for those in this research has been discussed. It was
through appreciative outdoor leisure and activities that the people involved in this
research implement their outdoor learning practices for sharing pro-environmental
knowledge and values. The main characteristics of the appreciative outdoor leisure and
activity settings were the social networks derived from them, the diversity of support for
outdoor learning, their ability to reduce fear of the environment and subsequently
increase an individual’s sense of place and personal identity with the environment. The
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appreciative outdoor leisure and activity settings of the people in this research focussed
on the sharing of pro-environmental knowledge and values through activities such as
gardening, home composting and local park visits to bushwalking in remote areas or bird
watching.

All of these characteristics assisted in the development of an individual’s

mindset toward custodianship values for the environment. The information provided in
this chapter addresses RQ1, identifying the practices for sharing pro-environmental
knowledge and values implemented by appreciative outdoor leisure and Indigenous
community groups.

4.4.2

Grounded theory and sub-action research process

To ensure the results of this investigation were authentic to the groups involved in this
research a grounded theory process while being utilised to generate the outdoor learning
theory was also used to provide information for the ‘problem definition’ (Greenwood and
Levin, 1998) or ‘reconnaissance stage’ (Kemmis, 1997) of action research. The initial
phase of this problem definition stage was the people’s participation in examining their
own knowledge or the way they interpret themselves and their actions in the social and
material world (Kemmis and McTaggart, 2000, p. 569). This involved them investigating
what they believed their outdoor learning practices were and hence answering RQ1.

RQ1 - What are the practices of sharing environmental knowledge and values in
pro-environmental community groups?

The theory of outdoor learning could not be detached, however, from its symbiotic
relationship with the outdoor lifestyle and outdoor leisure and activities of those in this
research.

Furthermore, the emergent outdoor learning theory could not be detached

from the complex web of the three main components in the lives of the people in this
research.

For instance, constant engagement in appreciative outdoor leisure and

activities could not be separated from the epistemological practices found in non-formal
or informal community-based outdoor learning. This strong interconnected relationship
between the pro-environmental philosophy of those in this research, the emergent
theoretical frameworks, and some of their sub-thematical areas have been provided in
Figure 4.4. All of these thematical areas have been discussed in this chapter and the
figure serves the purpose of a conceptual and theoretical map of the main categories
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and themes of the research thus far. These thematical elements have been located
near the symbiotic component section where they were included in this thesis; the open
format highlights their interconnectedness, however, to the other two components.

As the complexity of concepts and themes emerged throughout the initial discussions I
consolidated and mapped them into the development of a grounded theory of outdoor
learning. This provided a conceptual framework for the epistemology utilised by those in
this research to share pro-environmental knowledge and values through their outdoor
learning practices. This therefore, placed the conceptualisation of the social processes
emerging from the discussions at the more abstract level called for in grounded theory
research (Becker, 1993). It was through the initial reconnaissance stage of the action
research process, running parallel to this grounded theory development that assisted the
theme of constraints to their outdoor learning practices to quickly emerge, allowing me to
move into an analysis that would address RQ2.

RQ2 - What are the constraints to these practices that inhibit the sharing of proenvironmental knowledge and values?

4.4.3

Where does the journey lead us now?

At this stage in this research the investigation into the sharing of pro-environmental
knowledge and values implemented by those in this research had evolved into a
substantive theory of outdoor learning.

Commitment to their pro-environmental philosophy and outdoor learning was evident in
the passionate but definite nature of the discussions about this topic by those in this
research.

The people involved in this research were so committed, in fact, that their

discussions quickly turned to the constraints they encountered when trying to implement
their outdoor learning practices in modern Australian society. These constraints evolved
from the dominant social system in which they attempted to continue their outdoor
lifestyle contexts.

The dominant Australian culture did not support or engage with

outdoor lifestyles and the environmental philosophies that underpinned them and
subsequently did not support their outdoor learning practices. These outdoor learning
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practices were culturally appropriate or authentic for the Indigenous people but were
only subculturally appropriate for the non-Indigenous people.

Throughout this reconnaissance stage of action research the constraints to outdoor
learning practices identified by those involved in this research, began to emerge
alongside the identification of their outdoor learning practices. At this point this research
began identifying information that could provide the groundwork for emancipatory action
research projects, designed to alleviate these constraints to outdoor learning, to be
conducted in the future. This emancipatory form of action research was defined as the
process people use to “… explore the ways in which their practices are shaped and
constrained by wider social (cultural, economic and political) structures and consider
whether they can intervene to release themselves from these constraints” (Kemmis and
McTaggart, 2000, p. 598). At this point the grounded theory began to expand and
further substantiated the theory of outdoor learning. The emergent substantive areas
that arose in the discussions on the constraints on outdoor learning imposed by the
dominant social system, assisted in strengthening the grounded theory by taking
account of implications of external social changes and influences (Dey, 1999). Chapter
5 examines this next developmental stage of the research through a discussion of the
constraints that emerged from the conversations with those in this research.
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Chapter 5 - Diagram 5.1: 2nd stage of information collection
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CHAPTER 5
CONSTRAINTS TO OUTDOOR LEARNING PRACTICES

5.1 THE RESEARCH JOURNEY CONTINUES

Chapter 4 presented the results of the first stage of the information collection, which
highlighted the fundamental characteristics of the outdoor learning practices undertaken
by those involved in this research. Through the analysis of these in-depth discussions
recognition of influences that were detrimental to the successful implementation of their
outdoor learning practices emerged.

This instigated the development of a major

constraints theme that was investigated further in the focus group discussions and
answered RQ2.

Figure 5.1 above is an extension of Figure 4.1 provided at the beginning of Chapter 4 (p.
74) and provides a diagrammatic representation of where the narratives of the focus
groups were placed in the methodological process (refer to sections highlighted in pink).
The facilitators’ presence in this stage of information collection proved beneficial as their
use of paraphrases and double checks on the meanings of comments from people in the
focus groups provided additional verification of the analysis.

Examples of these

paraphrases are italicised and included in the following sections, where appropriate, for
clarification purposes.

This chapter presents the progression of the constraints themes initiated in the in-depth
discussions through to its saturated theoretically in the focus groups. Where it is not
identified in the text, the flow of comments from the initial in-depth discussions and
subsequent support in the focus group discussions is distinguished by the suffix at the
end of the quote. These suffixes are the initials I-IDI, NI-IDI, IFG and NIFG to signify:
Indigenous person - in-depth discussion, non-Indigenous person - in-depth discussion,
Indigenous focus group and non-Indigenous focus group, respectively.
Summary letters (refer again to Appendix C - Letter 28/2/01, p. 304) were sent to
everyone after the initial analysis of the in-depth discussions. These letters described
the themes generated and requested feedback and their confirmation of analysis of this
first information collection stage. Everyone confirmed his or her agreement with the
coding either in writing or by telephone. The letter included an overview of the emerging
constraints categories.
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Prior to the focus group discussions a further letter was sent to those who had agreed to
attend these sessions. The letter provided a brief reminder of the outcome of the indepth discussions, and identified that the focus of the group discussions would be the
constraints they found in continuing their outdoor learning practices (refer to Appendix E
- letter 14/5/01, p 309). The significance of the constraints themes emerging from the indepth discussions was strengthened by the responses in the focus groups and resulted
in the saturation of the themes on completion of these discussion groups.

A post

discussion group summary letter was distributed to everyone involved in this research
with an open-ended questionnaire (refer to Appendices F and G, p. 312 & 315). This
letter asked for their comments and their confirmation of the analysis of the constraints
themes arising from the first stage of in-depth discussions and substantiated through the
second information collection stage of focus groups. The responses on these forms
provided reinforcement of their prior confirmation of analysis of previous summary letters
from the in-depth discussions and confirmed analysis of any new or additional themes
arising from the focus group discussions.

The people in this research were continuing to move through the reconnaissance stage
of the action research process and succeeded in naming the constraints to the
perpetuation of their outdoor learning practices. By identifying these constraints future
research can take on a more emancipatory framework with a view to alleviating or
removing these constraints.

The information emerging from this stage of the research highlighted that the current
framework for the outdoor field, that has tended over the past 50 years to enter into the
market place and adopt market-place values (Loynes, 1998) and hence neoliberalist
values, reflected an overarching constraint on the outdoor learning practices of those in
this research. These constraints appeared to be assimilatory in their process echoing
historical colonialist assimilatory practices imposed on Australian Indigenous peoples by
the dominant social system.

For example, through the promotion of industry

frameworks for learning outdoor skills or providing an outdoor experience (Simpson and
Yoshioka, 1992). Examples given by those in this research also included the lack of
financial or infrastructural support for the ongoing implementation of outdoor learning
practices through appreciative outdoor leisure community-based settings (refer to p.
173) and the discrediting of those inclined to undertake such practices by industry
'experts' (refer to p. 184).

Those studying the dominant Australian cultural system
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presently tout that advocates of this system uphold neoliberalist values and beliefs
(Hamilton, 2003; McChesney, 1999; Snooks, 2000).

For those in this research the

processes utilised by advocates of this neoliberalist system ensured the suppression of
the growth of subcultures or other cultural groups within this system that opposed these
neoliberalist ideals. At this point it is important to acknowledge the social, personal and
methodological challenges that arose for the Indigenous people in this research due to
their participation in a research project based in Australian Western scientific discourse.

5.1.1

Limitations

At this stage of the research it became increasing difficult to co-ordinate the Indigenous
peoples’ input. The current and historical political climate in Australia at the time of this
research meant many of the Indigenous people involved in this research were consumed
with issues and responsibilities for their communities.

Stolen wages claims,

reconciliation processes, community violence, land rights claims, poor health and
poverty all played a part in their time being stretched to the maximum. In the initial indepth discussions stage I was able to fit in with their time schedule and life
commitments. However, with the focus group stage, this meant attempting to gather
many dispersed (both in time and location) people together.

Hence, the number

attending the focus group for the Indigenous peoples in this research was very small (2 +
one Aboriginal facilitator).

At this point the research methods required alteration to

include those people who were experiencing barriers to participating in the focus group,
thus catering to the flexibility required for working with Indigenous peoples in research.
For the non-Indigenous people in this research these cultural issues did not arise.
However, people from remote areas were not able to attend the focus groups and were
also provided opportunity for feedback on the results and analysis.
An analysis summary of their respective focus group was sent to people provided to not
able to attend these groups discussion, rather than have more in-depth discussions with
them.

Requests were made for their comments and feedback with their responses

included as further information was collected and analysed for this stage of the research.
This resulted in a further 3 Indigenous individuals having input into the focus group
discussion. As previously noted in Chapter 2 one of the in-depth discussions with a
remote community was structured in the same manner as a focus group to fall in line
with cultural protocols. Constraints to outdoor learning arising from the discussions in
this anomaly focus group were analysed alongside the in-depth interviews with the
results included in the pre-focus group summary letters for further exploration in the
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second stage focus group discussions. The dialogue on constraints in this focus group
was consistent with the discussions arising in the second stage focus groups and
provided a variant cycle of theoretical analysis. That is, the analysis from the initial focus
group with the remote community was confirmed by the feedback from the initial in-depth
discussion analysis and further supported by the analysis of discussions arising in the
second stage of the focus group discussions. Further substantiation was also afforded
through the post-focus group feedback received from people in this research (refer again
to Appendix G, p. 315).

5.2 CONSTRAINTS TO OUTDOOR LEARNING

The following model was developed through the initial theoretical analysis of stage one
and introduced in Chapter 4: Figure 4.4 (p. 124) to provide an understanding of the
symbiotic relationship between outdoor lifestyles, outdoor leisure and outdoor learning
and responded to RQ1.

Copy of Figure 4.4: Model of the symbiotic relationship between outdoor lifestyle
contexts, outdoor leisure settings and outdoor learning
practices.
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The nature of the symbiotic relationship between outdoor lifestyles, outdoor leisure and
outdoor learning resulted from the analysis of information provided by the people in this
research who were involved in Australian appreciative outdoor leisure subcultures and
Indigenous cultures. Weinzierl and Muggleton (2003) maintained that to fully understand
subcultures and cultures they must be understood as embedded in social processes and
continued economic, political and ideological inequalities. It is these inequalities that
sustain the hegemony of the dominant social or cultural group (p. 18).

This chapter will therefore present the findings of the stage of the research that
responded to RQ2, which sought to clarify the nature of the constraints on the outdoor
learning practices of those in this research that began to emerge in the in-depth
discussions. Three main sections are contained in this chapter; the first section looks at
the general constraints found in the dominant cultural and social system where the
outdoor learning, outdoor lifestyles and appreciative outdoor leisure of the people in this
research were situated. It is this section that begins the analysis of the dominant social
processes in subcultural research called for by Weinzierl and Muggleton (2003) and
discussed above.

The next section will look specifically at the constraints on

appreciative outdoor leisure and activities in light of the fact that these activities were
identified as the primary settings for the outdoor learning practices of the people in this
research. The final section will look specifically at constraints found by the Indigenous
peoples in this research on the perpetuation of their culturally specific outdoor learning
practices.

A chapter conclusion will then provide an overview of the emergent

thematical areas and the methodological implications from this stage of the research.

5.2.1

Culture and society

The clash between the environmental philosophy and values underpinning the outdoor
learning practices of those in this research and the economic values of the neoliberalist
philosophy of those controlling the Australian social system became immediately evident
in the discussions and proved to be one of the main sources of constraints for those in
this research in regard their outdoor learning practices.

The underlying economic

rationalist ideology of neoliberalism, that advocates unrestrained market forces, a
concentration on exchange values and the logic of capitalism (Gorz, 1994; Hamilton,
2003) conflicted with the pro-environmental value system of those in this research.
It’s like I was trying not to bring Australian politics into it but it's happening
here too - we're not looking at a vision for what Australia will be like in 200
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years time. We might yack about it but we're not doing it seriously and
the political system is such that it colours the whole of our society in terms
of short-term goals. A new housing development like [name of suburb] they think we'll fix up the problems later.
[Facilitator] It sounds like what you're saying is there are people who are
in power - you used politicians…
Well all of them from politicians…
[Facilitator] … are coming from a situation where they didn’t consider
resource and the longevity of them and their style of thinking - oh I can
use this now and not worry about.
… Yes, [sarcastic tone] “there's enough oxygen for everyone - enough oil
forever”. That sort of thinking has got to go (Doris - NIFG).
It's kind of there's coming a time in our lives because we're growing in
population and we're spreading our towns out - putting all these other
systems in, your sewage and water - Do they [governments] look in the
long term where the balance is? Like - oh yeah I'm going to let all these
developers go ahead - I don't care about the bush that much (Jan - IFG).
Outdoor learning required a dialogue of sharing pro-environmental knowledge and
values with others. In both the in-depth and focus group discussions this sharing was
seen as difficult to achieve in a culture where the Australian government and other
advocates of neoliberalism, held values for unrestrained economic growth and
environmental consumption, rather than pro-environmental values.
I work with a fellow and he's got his new house over at [name of area]
and he’s got this new house and he's got his new grass and everything
like that and he's probably bought bags and bags of super phosphate - on
there - he's got total disregard for - he doesn't even question where that
water goes like after its rained and washed all his fertiliser into the creek.
Like people just don’t have an idea all they can see is their little house
and their nice little manicured lawn - that's it - total disregard for anything
else - they hose the grass clippings down the gutter. If people were more
aware of and conscious of where that actually went I think we'd have a
better place to live (Graeme - NIFG).

For the people in this research, in dominant Australian society where overarching
policies and philosophies adopt a view of the environment as a commodified (Plumwood,
2002) and valued primarily for its utilitarian worth to humans (Eichler, 1999; Plumwood,
1997 [1993]), any outdoor learning that opposed these values was constrained through
the imposition of economic rationalist values on their learning settings, for instance,
appreciative outdoor leisure.

What concerned those in this research was not the

presence of economic rationalism tainting individual environmental values but the
imposition of economically focussed ideologies that force a redirection in preferred
environmental behaviours and provided no alternative to pro-economic behaviours. Jan
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(I) gave an example of this dichotomous situation when discussing the clash of values
between a local community’s environmental values and industry’s economic values.
But it's as if we need to localise. I'm not into globalisation at all. I think
things do count at a local level. There's this place down in NSW - it was
on the news or a programme and they made this definite rule ‘no dogs no
cats’ sort of thing. 'Cause they've got all this really good wildlife. And
they're all protected and I mean they enjoy the wildlife - the wildlife comes
in - but they've got this whole little estate area and then developers are
coming along beside them and want to put in another estate, but want to
have dogs and so on, it’s like “oh God when do people wake up”. So
these people [community] have to try and influence them [developers] or
encourage them - so even in your local development - like estates and
things - you kind of need to make them a bit more environmentally
friendly and quiet (Jan - IFG).
These behaviours that disregard local pro-environmental standards are indicative of
neoliberalism, in this instance the development companies, that utilises economic
rationality, in the case above the justification on the grounds of progress through
development, as a source of all judgement and hence placing any behaviours in line with
the spread of economic rationalism beyond judgement (Feure, 2003). This process
effectively orchestrates the suppression of promotion and implementation of alternative
philosophies (Fourcade-Gourinchas and Babb, 2002) and the reinforcement of the belief
that no alternatives exist in the first place (Hamilton, 2003).

Although able to maintain their own outdoor learning in their homes the low proenvironmental values in wider society meant that sharing pro-environmental knowledge
and values outside of their home environment was difficult. This is particularly the case
as low pro-environmental knowledge and values result in environmentally destructive
behaviours.
City people don’t have this [environmental] understanding, as they are
never taught to go out and be in the environment. They take their 4WD’s
because they are safe in them and they drive through it [natural
environment], and they destroy it. They don’t have any full understanding
of it [environment] or how it works and how their actions are destroying it
(Nelly - NI - IDI).
I’m with [name of local community group], and there’s still new housing
areas going in there, and people are still putting [planting] in weed
species in the garden. They seem to need to clear everything - they have
hysterics if they see a snake and the house from the design through to
the landscaping is ruining what was the natural environment but they see
it as home beautiful (Doris - NIFG).
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On a broader scale, in a dominant social system that upholds environmentally
destructive behaviours, which in the 200 years of European settlement has been
reported to have had a devastating impact on the continent's rich biodiversity and the
world's worst record of mammal extinctions (Figgis, 1999), there were dwindling
opportunities for those in this research to share pro-environmental knowledge and
values in quality environments and outdoor spaces, particularly in urban environments.
This lack of quality environments impacted negatively on the ability for those in this
research to sustain their outdoor lifestyles and subsequently the contexts for their
outdoor learning.

In this section I will discuss the constraints imposed on the outdoor learning practices of
the people in this research by the dominant culture and social system. I will begin with
an overview of how this dominant culture impacts on outdoor lifestyles as the primary
context for outdoor learning before addressing specific infrastructures and institutions in
the dominant system that restrict the continued implementation of outdoor learning
practices. The infrastructures and institutions causing the main constraints were the
media, employment and formal education.

5.2.1.1 Outdoor lifestyles

Lifestyle was one area where the dominant social system constrained a proenvironmental connection through outdoor learning from occurring. This was first raised
in the in-depth discussions highlighted in James’ comment below and then reinforced
through discussions in the non-Indigenous focus group.
What it is, it is our lifestyle, it is what society says to you, this is how you
must behave and this is how you must act in your society, so we all go
out and we all get jobs and we all earn money and we all take out
mortgages and we all do that, so you’re tied into that mainstream and it’s
very difficult to get out of that (James - NI).
It's just that part of the disconnection is that we're so far removed from
how things are produced or where things come from now - that's I think
increasingly obvious, water comes out of the tap, milk comes out of, from
the supermarket (Doris -NI).
I think everything's becoming more processed these days - like it's just
like - oh - I want something for tea tonight I'll just go to McDonalds or KFC
or blah blah blah. [Group agreement]. I mean over in Canada where my
sister lives - it's just like that whole society is based on takeaway, fast
food - just prefabricated things that you just go and get and take home
and do whatever to them and then jump in the car and its just there - yeah
(Graeme -NI).
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[Facilitator] - It may be that I’m taking this too far in trying to summarise it
but it sounds like the life of the consumer society that we have has
disconnected people from how the things that we produced, like making
tea, where or how they fit in if they’re mass produced. Does that sound
right?
Group agreement - [nods of agreement].

When discussing the manner in which our modern lifestyles disconnected us from the
environment Molly (NI – IDI) commented in relation to the fast pace of modern society
that it was “almost as if we miss out on the things that would help us get more in touch
with the earth” by not being able to find enough time to engage with the environment.
For example, we hop into a car and miss out on feeling the effects of the environment or
miss out on “looking at the flowers in the gardens on the way to walking somewhere,
because I think we’re always in such a hurry” (Molly – NI-IDI). Reinforcement of this
notion of disconnection from the environment in urban life was found in both the in-depth
and focus group discussions.
Most Australians live in urban environments and therefore just don’t
connect to the natural environment (Harry - I - IDI).
Oh Yeah - it's an urban thing - but I mean fishing - you can go down to the
local thing there and do fishing - you can go bush walking and it's just a like you go over someone's place - you’re doing a bushwalk. But in the
city you can't do that - you disconnect. This is where the disconnection
comes in - so you've got to develop new ways of getting that link back. So
it's quite different (Tom - NIFG).
If outdoor lifestyles were the context for the implementation of pro-environmentally
focussed outdoor learning practices, the imposition of economically focussed and
environmentally disconnected lifestyles maintained by the dominant social system
dramatically curtailed the ability to continue these outdoor learning practices.

This

dominant ideology was implemented through the infrastructures developed and
designed to ensure that society remained loyal to its perpetuation.

In such

environmentally disconnected lifestyles opportunities or even the incentives to share proenvironmental knowledge and values were difficult to achieve. Attempting to implement
alternative ideologies for modern lifestyles at odds with the dominant ideology resulted in
limited, if any, support and the imposition of constraints to the growth of the alternative
lifestyle.

This was the situation those in this research found themselves in when

attempting to implement outdoor learning practices at odds with the consumptive
lifestyles found in Australian society.
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The dictation of what was an appropriate lifestyle was imposed on Australian subcultural
and Indigenous cultural groups, as James (NI) explained in relation to his family’s
decision to develop a communal living arrangement,
But as soon as you walk in [council office] and you say something about
co-housing, straight away the person behind the counter makes a moral
decision about whether that’s an acceptable thing to do or not you know.
They don’t just look at it “okay, this is an application” they make a moral
decision. … So that’s why it’s really difficult to, when you start to focus
on the environment, as part of your lifestyle you get all these moral
decisions made around you about what you’re doing, you know like you’re
a crazy hippie who just wants to be alternative or something like that
(James - NI - IDI).
Lifestyle is an area where assimilation has been an issue for Indigenous peoples since
the colonisation of Australia and this was raised in the focus group discussion for the
Indigenous peoples in this research in relation to the removal from outdoor lifestyles to
urban living.
Also they [Aboriginal peoples] moved to obtain cheap housing, although
many of those who lived on property had their own house they were not
given tenure and so Aboriginal peoples had no monetary heritage as
white people did through the government laws at the time. Society
allowed - Society allowed - [speakers emphasis] Aboriginal peoples to
have housing in set areas but not allowed in other areas where whites
didn’t want them (Sally - I).
However, it was noted that in the mindset of wider society it was seen to be appropriate
to seek an outdoor lifestyle that was closer to the environment but still implemented the
acceptable norms of the dominant social system, for example, maintaining consumptive
building standards rather than building an ecologically sustainable abode. For example,
Wil (I - IDI) commented on urban people who need to get back to the land and move
from the cities to bushland (for example buying 2 acres and building a city style home).
This was to get away from the city environment to the “quietness” of the bush, an
element inherent in the cultural outdoor lifestyle of his people prior to colonisation. This
clash between economic and environmental values, however, saw a superficial rather
than spiritual connection to the environment develop in Australian society and their
modern lifestyles.

This made the adoption of pro-environmental lifestyle behaviours

even more difficult for those in the research to promote to or share with others in society
through their outdoor learning practices.
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5.2.1.2 Lack of environmental spirituality in Australian and other Western
societies

The outdoor learning generated from a deeper spiritual connection to the environment
through the outdoor lifestyles of those in this research was therefore threatened by
preference given to supporting this superficial connection to the environment in modern
lifestyles. Without a continual connection to the environment in everyday life the ability
to develop an individual’s spiritual connection to the environment could be difficult if not
impossible. The lack of environmental spirituality in Australian society was an area of
concern that permeated discussions. Donna (I) explained how, for Indigenous peoples,
the spirit is attached to the environment through a sense of place with a specific area.
Aboriginal peoples have never wanted to control the earth; we are
nurtured by the earth and honour and respect the environment. Whities
didn’t realise that just by taking someone away from the land doesn’t
disconnect them from that land as your spirit still yearns to be back on
that land (Donna - IFG).
A cultural bias needs to be noted here as it was evident in this research that there are
non-Indigenous people who have a spiritual connection to the environment. However,
the overarching cultural perception of Westernised Australians was that they were not
renowned for their spiritual connection to the environment. For example, comments
from non-Indigenous people highlighted their understanding of environmental spirituality
but also identified their concern for the spiritual anorexia in wider Australian society.
Mike (NI) noted identity with land or sense of place in the environment was something
many Australian people just simply do not have. Molly (NI - IDI) also verified this belief
in her initial in-depth discussion,
I’ve probably got a really, a group of friends that are really, like do have a
connection with the earth as part of their spirituality, but probably, in the
wider community it might be lacking.
Indigenous peoples in this research also noted the lack of environmental spirituality in
some Indigenous communities, particularly the lack of identity and sense of place with
an area discussed by Donna above for contemporary Aboriginal youth.
Because there’s an instability, in kids, youth, like these guys [group of
youth on his cultural outdoor camp/corroboree trip] for instance, when
they went out there they lacked identity, lacked the spiritual contact and
they come back saying they have an identity now, they feel inside they
know who they are (Larry - I - IDI).
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Many felt that it was this lack of deeper connection to the environment that prevented
people from being open to learning pro-environmental knowledge and values.

Spirituality in this discussion does not imply a religious affiliation and, in fact, for all bar
one of the people involved in this research their spirituality came from the environment
rather than religious affiliation. However, the assimilatory behaviours of many Western
religions, prominent in Australian society, were seen to be partly responsible for the
silencing of cultures and subcultures supporting an environmentally focussed spirituality.
I think that some religions are an issue as well in their attitude about
“controlling” the environment (Don - NIFG).
The spiritual religion for many people, that’s one of the problems right,
that’s what I hadn’t thought of. One of the real constraints, problems I
have talking to the graziers and people on the land is their underlying
philosophical belief that man is, we are put here to exploit the earth, that
man is superior and we have a right to do it, so what [shrugs shoulders
imitating man]. I mean we save little furry things if we can but if we can’t,
well, that’s too bad, we’ve got to feed the billions; we got to keep this God
and our Christian religion (Karen - NIFG).
The silencing of environmental spirituality through assimilation into Western religions
was further supported in the Indigenous focus group.
Well we used to and then white man disconnected us by separating us
from the land. There are many that are starting to get it [spiritual
connection] back but the churches when they came in did a lot of damage
(Claire - IFG).
These comments endorsed Larry’s (I) personal example in his in-depth discussion of
how assimilation ensured a dominance of Western religious beliefs and his inability to
connect to the environment in a spiritual manner due to the dominance of Christianity in
his marriage.
I suppose that’s one thing that I haven’t been able to do for so many
years in a home where, in a marriage where, one way was always right
and then I feel that there are spiritual links to making me believe that, that
‘cause basically, white is not always right you know, and ‘cause she’s [exwife] a Christian (Larry – I – IDI).
Although some Western religions have begun to adopt more environmental rather than
anthropocentric spiritual values, they were, however, not the dominant Western religious
view or encouraged by many Western religious institutions in Australia. The outdoor

146

learning of the people in this research did encourage the development of an ecologically
based spirituality and subsequently appeared to conflict with dominant cultural values.

The economic values of the dominant culture that were in contrast to those of the people
in this research were perpetuated through the main infrastructure of Australian society.
The manipulation of social institutions to perpetuate neoliberalist ideals has been well
documented (Cahn, 1996; Snooks, 2000), with the policies and processes of a relative
handful of private interests being permitted to control as much as possible of social life in
order to maximise their personal profit (McChesney, 1999). Areas of this infrastructure
were seen by those in this research to be utilised to ensure conflicting value systems
and lifestyles were not able to develop into major threats to the perpetuation of the
dominant social and value system. Three main infrastructures areas were identified:
employment setting, the dominant media and the formal education system. Employment
and the media will now be discussed in relation to their use to inhibit the growth of the
outdoor learning practices of those in this research.

Formal education will then be

discussed in relation to its detrimental impact on the lifelong environmental learning,
community-based learning and self-directed learning processes applied in these outdoor
learning practices.

This use of social institutions or infrastructures to maintain the

control of society by dominant groups is reflective of Habermas’s critical theories on
social structures and public sphere domination (Habermas, 1989). In these theories he
looks specifically at the use of media or publicity, employment, in particular for the
purpose of attaining property and education (Habermas, 1989; Outhwaite, 1996).
5.2.1.3 Employment

The general aim of lifelong learning agendas globally has been focussed on
perpetuating the economic values of the dominant social system through the onus on
lifelong learning for employment (Jones and Symon, 2000). As discussed in Chapter 4,
all aspects of the outdoor lifestyles of the people in this research were focussed on the
environment, including the aim of their employment choices. This economic focus of
employment provided another area of daily life that prevented a more holistic framework
to outdoor learning being implemented. This was indicated in Sally’s (I) comments that
the problem for moving towards a more ecologically focussed lifestyle in current
Australian society was the compartmentalisation of life such as the separation of work
and leisure.
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She continued to discuss Aboriginal peoples’ simultaneous engagement in both work
and leisure through the traditional outdoor subsistence lifestyles.

Children always

played outside while gathering occurred, for the adults it had both serious and play
characteristics as they did the outdoor activities to collect resources and food for survival
but were not adverse to enjoying themselves and taking time out from the activity to
socialise, relax or play.

Sally (I) also noted that this outdoor activity, whilst being their

work, leisure and socialising time was also utilised as a classroom setting. Although
Sally was discussing traditional Indigenous lifestyles, similar comments permeated the
discussions with both non-Indigenous and Indigenous people in this research on the
holistic framework they tried to maintain in their contemporary outdoor lifestyles and the
outdoor learning undertaken to continue these lifestyles.

Employment was a major element in maintaining the holistic nature of their outdoor
lifestyles and required a strong environmental connection to ensure the continuation of
their outdoor learning practices in all aspects of life. Finding environmentally focussed
employment in the Australian social system, however, proved to be difficult for the
people in this research, effectively reducing the ability to obtain pro-environmental
knowledge and values through employment situations.

For the Indigenous people in this research the need to work in the Australian
neoliberalist system was a major constraint to the successful re-establishment of their
homeland movements (discussed in section 4.2, p. 77), moving toward a completely
self-determined outdoor lifestyle and subsequently continuing the implementation of
outdoor learning.
Well at present we tend to work in the towns during the week and then
leave to go onto the land as soon as we can when that town work is done.
Many people can’t wait to go to country but we stay to do the work and
then go out. They [Aboriginal community peoples] want to get people
away from the alcohol, many drink all the time in the towns but we have
made the homeland movement a non-alcohol zone and so they are not
allowed to take it with them and they don’t. Many don’t need it once they
are out there and it is good for them to get away from it. Many of the
older Aboriginal peoples would like to stay out there permanently but they
come back in for the town work and to see their friends (Alan - IFG).
This was a similar constraint to implementing an outdoor lifestyle for the non-Indigenous
people in this research.
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You know we’d really like to go and live in a rural area but with the work
situation if you’re not very entrepreneurial [shrugs shoulders in
resignation] … “what are we going to do for work?” and living so it’s a bit
of a catch 22 (Jenny - NI - IDI).
Although many attempted to maintain environmentally focussed employment this was
increasingly difficult with the focus on profit and economic gains of current employment
opportunities and practices. It appeared that, whilst being gainfully employed was a
valuable position in Australian society, this employment also needed to sustain an
economically focussed ideology and therefore environmental work was devalued as not
as important as work that generated money.
Well you only have to look at the example of our local council. Two thirds
are based in the office and the other one third are in the field. There is a
huge push to hire consultants or outside organisations to do
environmental work for them and the corporations tend to view outside
employment as a cost, rather than contract out they will do it themselves
in a cheaper manner. This leads to a lack of money in the environmental
fieldwork and lack of security in outdoor work for those who wish to work
for the environment. The pay for those that do get the contracts or jobs is
very low but the cost of having them there is high. So you get this
situation that if you want to work in the outdoors you are lowly paid,
insecure in your work and this is not a good position for a person with a
house and family to look after. It also perpetuates the lack of respect for
the importance of environmental or outdoor work that is in society as well,
these type of jobs just are not valued by society (James - NIFG).
Governments also, well if not the entire society, underpay people whose
jobs they think are “fun” for example, recreation organisers, rangers,
artists. This is a huge misconception of the importance these roles are to
our society. All of the training is focussed on how to make a living or
make money (Don - NIFG).
This had the effect of decreasing the opportunities for sharing pro-environmental
knowledge and values at work, as this was a life aspect that often took up large periods
of an individual’s daily routine this meant that the outdoor learning attained in
ecologically focussed employment was subsequently reduced. James (NI) described
this form of social conditioning into a work ethic and economic focussed ideology in
relation to the impact on his children and their ability to remove themselves from the
work treadmill.
We're conditioning our children to do it - so naturally they're going to
move into the workplace and they're going to apply those same attitudes
when they're at work and say no I can't take time off because I need to be
doing this work - if I don't go to work this isn't going to happen, you know.
So this is getting back to linking back in a sense to living for the moment.
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Where we need things done now, you have to be ‘active now’ and it gets
back to that conditioning again (James - NIFG).
This social conditioning resulted in any time spent learning about the outdoors being of
less value that time spent learning how to perpetuate the economic rationalist system or
lifestyle. For those in the research this meant constantly battling to generate an interest
in eco-centric outdoor learning and when this interest was present battling a lack of time
to share their knowledge due to work restrictions.

Now its all about IT and other technology as work and doesn’t give
anyone the opportunity to go outdoors … Time is also a big constraint to
passing on environmental knowledge and values. Because of the need
to work you have to go on a delegated day into the outdoors and if that
day is a bad day well too bad there is no option to go on another day, as
you have to go back to work. This doesn’t help with being able to educate
people as they miss the opportunity through bad weather as you are not
able to do the activities that help them learn - it ends up also not being
pleasurable for them and they don’t enjoy it (Harry - I - IDI).
A further problem to obtaining employment that could assist with increasing their ability
to share pro-environmental knowledge and values was that environmental employment
was not being funded or supported by the dominant social systems infrastructures.
That [fieldworkers/hands on work] type of environmental or outdoor work
is also not factored into the budgets of these organisations, possibly
because they think it is so cheap they can cover it or they simply don’t
even think that they will need to do any environmental work (Mary NIFG).
The underlying social constraint here was that the practice of sharing pro-environmental
knowledge and values throughout life for employment purposes was not seen as being
as important as the practice of sharing knowledge and values for generating revenue
and profits. Therefore ecologically focussed employment was not funded or supported
through the dominant social system. A self-perpetuating cycle was evident, with a lack
of opportunities for quality outdoor experiences in urban settings making access to such
areas time consuming. Non-environmentally focussed work pressures heightened this
lack of quality outdoor learning experiences by the imposition of a lack of time due to job
commitments, and subsequently a lack of opportunity to engage with the environment at
home. As the home and employment settings were where people spend most of their
daily lives, the combination of a lack of quality outdoor experience in these two settings
maintained an environmental disconnection and further intensifies the inability to develop
a spiritual connection to the environment in modern life. These factors had a negative
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effect on the quality and quantity of content of outdoor learning able to be accessed and
shared through outdoor lifestyles by those in this research.

5.2.1.4 Media

For many in the research the media and general social discourse (for example radio,
advertising, newspapers) reinforced a superficial connection to the environment
encouraged by societal economic value system.
[the] media promotes materialism not environmentalism (Mike - NI - IDI).
I think one thing that really doesn’t get mentioned, like you've got your
greenies and you've got your farmers but nobody does mention the
developers, like Keith Williams developing big massive resorts and things
like that. Nothing ever really gets said about that because its jobs for
Queenslanders, that is what the orientation is around the media. Like “oh
like who cares, or who gives a rats about the mangroves or the dugongs
or whatever other marine life in this particular region, it's jobs for
Queenslanders and tourism and all that sort of thing (Graeme - NIFG).
People in the research felt that this materialistic view of the outdoors was manifested in
the current media promotion of the outdoors as a ‘trendy’ or ‘sexy’ place to be, provided
it was done with the right clothes, equipment and motor vehicle. Harold (I-IDI) and
Donna (IFG) commented on the current trendiness of the outdoors. They felt that the
general populace of Australians wanted the outdoor identity without the interaction or
connection with the environment, this desire to look like “outdoorsy people” with the right
outdoor equipment because it is trendy, but never actually interact with the environment
itself. These sentiments were confirmed in the non-Indigenous and Indigenous focus
groups.
That’s not a sexy image [plant maintenance] though, it doesn’t win votes
or get you any kudos (Mary - NI).
Facilitator - Ok so it is more politically sexy to plant a tree rather than
water them.
Group agrees (NIFG).
You know you have to have the right camping gear or you are looked
down upon in campgrounds. If you don’t have the right camping gear you
have to be able to afford $600 for an apartment. The outdoors is not
accessible if you don’t have this (Donna - IFG).
This renders the outdoors valuable as medium for the social reproduction of economic
values but not valued for its intrinsic worth.

From this perspective the underlying
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knowledge and values that were being shared are those of economic rather than the
pro-environmental knowledge and values promoted through the outdoor learning
practices of those in this research. The production of this often subliminal learning and
emphasis on economic values resulted in the outdoor learning practices of those in this
research often being ignored or placed as less important than the dissemination of
economically focussed media.
I think there's a thing here in [city name] where we're particularly
disadvantaged through our media. Like the difference in picking up a
[local neighbouring region paper] and picking up a [state paper] is stark if I read on the front page "Environmental Catastrophe" on the front of the
[local neighbouring region paper title] but there's no chance of Murdoch
allowing that to get on the front of his press [major Australian paper].
He's got, I think, one environmental writer who you’ve got to get to,
Shoiban and she's usually got one column in the middle of the paper whereas other media outlets have got a better balance - rate on the
environment. I think if you're going to get on in [city name] in the media
you've got to leave alone the issues that go against the wishes of those
who are running the show (Tom - NIFG).
The underlying lack of environmental connection in this trendy use of the outdoors was
noted in both focus groups and made it easy to dismiss the environment once it was no
longer sexy.
They want to get back to nature but are not letting nature get back to
them (Doris - NIFG).
You know all of these people want to get back to nature but they don’t
want to know about nature. All these people who go out to look at it
[environment] in their cars but don’t want to move around in it or get out
and touch it (Kent - IFG).
The superficial nature of this connectedness however, cannot be understated, as it will
only remain whilst it is seen to be symbolic of a higher form of social status or social
trend. The deleterious effect of this devaluing of the outdoor learning practices of those
in this research was reinforced by the equally dominant promotion of masculine notions
of the outdoors through social media and discourses.
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Masculine notions of the outdoors

The outdoor learning practices discussed in this research adopted a custodial style
approach to share pro-environmental knowledge and values. This differed dramatically
from the dominance of media attention on physical exertion in the outdoors that
promoted a masculine view of interaction with the environment that it required
conquering or dominating. The people in this research commented that this masculine
notion of the ideas promoted the idea that to be in the environment one had to be tough,
rugged and manly enough to control or conquer it rather than be a part of the
environment and connecting with it in an appreciative manner.

It [behaviour in the outdoors] has always been about conquering the land
– they [whities] are proud of it and celebrate it - ever since the pioneering
days they have had to conquer it [Australian environment] (Donna – IFG).
This bound the dominant economic and utilitarian values with a value for masculine
oriented activities in the outdoors that could be controlled predominantly by men. This
social learning process was used to teach the general public what was considered to be
‘appropriate’ behaviour for an outdoor person. Attempting to encourage an alternative
more appreciative or pro-environmental way of behaving in the environment through
their outdoor learning practices meant that those in this research came in conflict with
this social learning and were generally not supported.
Recreation advertising is predicated on testosterone side of things (Tom)
(NIFG).
Facilitator: OK. So the media represents it and the society emulates it?
[Group nod of agreement] (NIFG).
It appeared that Staple’s (1977) assertion that it was highly likely that the aesthetic and
playful nature of the outdoor contexts, to which children of 50 years ago were
introduced, had now been replaced by an individualistic, masculine and ego driven
context, has come to fruition. This research has supported this assertion and highlighted
the detrimental impact on outdoor learning with both the outdoor lifestyles contexts and
outdoor leisure settings for this learning rely on the appreciative outdoor activities for
share pro-environmental knowledge and values.

It is prudent to note that comments in this research indicated that a discussion on the
social learning that upholds the masculine dominance in the outdoors must also include
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the female adoption of this socially learned behaviour. Examples were provided in the
non-Indigenous focus group discussion on how women were being encouraged to learn
to ‘fit in’ with the masculine notion of the environment through social media.
I don’t want to get into a blue [argument] about sexist and things like that
but I've noticed in the new Jeep Cherokee advert they've got some lady
driving along - she swats a spider - flicks it out the window and she takes
off over this big block sort of thing. It comes back down to the advertisers
(Graeme).
Yeah (Group).
I don’t know if you want to go to this extreme but they are polluting
people’s minds (Graeme) (NIFG).
However, the dominant media does not promote a role reversal for men to be more
feminine in their behaviours.
I think there’s another angle to what we’re talking about here [in relation
to quiet places] when you’re talking about something that could sound a
little bit feminine - that's not the mainstream blokey thing that’s
happening. I've seen it on the news where they had a weekend camp for
fathers and their sons to go up and connect with nature, or something. It
might have been last year I think and the actual newsreader says “I know
what to do with my son - we'll go to the footy” - that was the comment at
the end of the bloody show, I mean that is pathetic (Tom - NIFG).
This strengthens the cultural view of the outdoors as something to be dominated rather
than appreciated by either sex. It also sets a stereotype of the masculine type of person
you need to be, whether male or female, if you want to interact with the environment. It
does not engender the idea that the environment is something to be comfortable in, feel
connected to emotionally or spiritually and something one will not want to harm or
dominate. For the people in this research this focus on the social learning of masculine
behaviours in the outdoors led to a low level of exposure of pro-environmental
behaviours, making it difficult to extend their outdoor learning practices beyond
interactions with likeminded people.

This networking with likeminded people, such as

the appreciative outdoor leisure and activity networks discussed in this research, led to
the easy imposition of negative stereotypes by the dominant social media of people
involved in share pro-environmental knowledge and values.
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Negative social stereotypes

The social roles, discussed by those in this research, were further entrenched with the
negative social stereotypes of people holding pro-environmental values.

The

acceptance of different ways of being in the outdoors is not present in Westernised
societies, such as Australia, which usually present negative stereotypes of other cultural
and subcultural ways of interacting with the environment.
Well it is the media again, they always show the radical side of everything
and often this is not the norm and not all people who work with the
environment are radicals that tie themselves to trees. They tend to show
the negative stereotypes all the time (Nelly - NI - IDI).
This negative media resulted in a societal groupthink that people not conforming to the
dominant trendy or masculine way of interacting with the outdoors needed to be avoided.
This resulted in the sharing of pro-environmental knowledge and values that could be
attained from such non-conforming groups as the people in this research, not being
tapped into by the general populace for fear of being labelled with a negative stereotype.
I don't know if the way that State run newspapers portrays environmental
type people as being like long haired kids that go out protesting and
people sort of like are scared of that and like they think - oh like I don't
want to become a non-conformist. You know its sad though - these
newspaper poisoning people's minds that might have a bit of interest in
the environment, doing something with the environment or for the
environment (Graeme - NIFG).
Examples were provided in the Indigenous focus group of how negative stereotypes
were extended to include Indigenous peoples and perpetuated in modern Australian
society.

For example, outdoor activities that were conducted on a regular basis by

Indigenous peoples such as family (including extended family), social or tribal gatherings
which were the norm in Indigenous cultures however, were seen as not acceptable in
Australian society.
Because it is true, whities do it [large family gatherings] all the time but
because we stand out and because we don’t have all the fancy tables and
glasses and we sit on the ground instead of chairs then we are not
allowed to have our gathering. We aren’t doing it the right way (Kent - I IFG).
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These Indigenous cultural activities of course were no different to community interaction
on a large scale in Australian society in the form of family reunions, BBQ’s and sporting
games. The resultant fear of reprimand from wider society for Indigenous peoples taints
the cultural and social experience in the outdoors and moves the focus away from the
environment to the possible interference from others such as the police.
I remember going up north for some of the community consultation
through work and we took our gear down under the bridge (this was the
middle of the day) to talk to the Aboriginal peoples that were there, and
there were quite a few of us and no sooner had we arrived but the police
turned up to “investigate” they had had a phone call from someone that
there was a group of Aboriginal people under the bridge. We weren’t
doing anything but talking and hadn’t made any noise or trouble - we
were working on the project for god sake (Donna - IFG).
The imposition of negative social stereotypes from non-Indigenous Australian culture
clearly inhibited the cultural activities of Indigenous peoples in this research. This was
particularly the case with the outdoor learning that occurred through family and
intergenerational learning in community gatherings not dissimilar to traditional family
outdoor leisure activities in Australian society. Overall the dominant Australian media
played an important role in ensuring that eco-centric outdoor learning through alternative
cultural activities were deemed unacceptable to emulate and those involved in such
activities assigned negative stereotypes.

This outdoor learning ultimately became

unpopular within society and difficult for those practicing this form of learning to maintain
it.
5.2.1.5 Dominant Australian and other Western education practices

In Chapter 4 I identified three approaches to the outdoor learning practices undertaken
by those in this research.

These three approaches were an overarching lifelong

environmental learning fortified by a strong foundation of community-based and selfdirected learning. However, formal education’s devaluing of the community-based and
self-directed approaches to outdoor learning by the people in this research strengthened
the adverse effect that the negative media promotion had on the continuation of their
outdoor learning.

In this section I will discuss briefly some specific concerns arising from the discussions in
this research on the nature of the formal education and its impact on outdoor learning. I
will then move into a narrative of the devaluing of community-based learning in general
before focussing the discussion on the resultant devaluing of the role of family and
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intergenerational sharing of pro-environmental knowledge and values inherent in
community-based learning. Finally, the self-directed learning that was a major part of
these outdoor learning practices was discussed in light of its devalued status imposed by
the formal education system and consequent co-option into this system’s structured
processes.

The nature of formal education and some general impacts on outdoor learning

People in the research commented that if formal education focused on aspects of the
environment that were irrelevant or inaccessible to many people, for example the need
to learn Western scientific terminology, then the result was a disconnection through the
superficial academic understanding this provided.

This superficial academic

understanding was promoted at the expense of the more intimate relationship with the
environment found in the more hands on outdoor experiences.
But, I mean, gradually it [people’s attitudes to the environment] is
changing but even so, it’s changing in a slightly sterile way, like people
now have a bit of an academic understanding but they don’t have a real
understanding based on experience I suppose (Ray - NI - IDI).
Those involved in this research felt a key to the success of their community-based
outdoor learning was regarded as its accessibility to the general public, in the wake of
superficial academic environmental understanding generated through formal education.
Furthermore, they felt that the focus on physical education and activity rather than the
more sensual, aesthetic and creative ways of implementing an outdoor education
curriculum and related commercial outdoor programmes served to perpetuate the
dominant social system’s notions of the masculinised outdoors that marginalised outdoor
learning that promotes the sharing of pro-environmental knowledge and values.

A

balanced combination of physical, creative and emotional or spiritual activity could rarely
be achieved through the competitive sports mentality of the dominant social education
system.
There was a good idea for an outdoor / survival camp from the school up
here, where they had to be self-sufficient. They need education prior to
the trip as well and this camp did that, they had to do up camp plans, food
plans and it was really exciting for the kids to do it. The camp was a good
idea and by the end the kids really loved it but it ended up being
structured in a way that was not beneficial to them as the teacher
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organised it in such a way that the Rambo mentality came out and it was
all about conquering the bush (Harry - I - IDI).
For those in this research the biased focus on sport in formal education settings, at the
expense of appreciative outdoor leisure and activities, reinforced the media attention on
masculine notions of the outdoors.
there is a huge sports dominance up here, we have so many sporting
facilities for such a small city. It is on the TV, media and the schools
have a strong orientation to sport. The kids are really pushed towards
sport in the schools, and the community also with the amount of sporting
facilities. There is very little attention on any other recreation activities
and certainly very little on outdoor recreation, which is interesting given
the closeness of the national park and the other natural areas (Nelly - NI IDI).
There’s a big emphasis put on physical education and sport and stuff like
that, but, when it comes to the outdoor, Aboriginal side of things, and
practical stuff like living - lifestyle - so NO way! [shakes head to indicate
never] (Larry - I - IDI).
The outdoor learning that takes place through community people such as those in this
research provided an avenue to counter this sports dominance and provide people with
a source for sharing pro-environmental knowledge and values.
Devaluing of community-based outdoor learning

One of the main concerns the people in this research had, however, in relation to
outdoor learning practices implemented by the community was the lack of recognition
these practices receive from the dominant social system. This was exacerbated by the
belief that the formal education system (including outdoor education) assisted in
imposing the economically focussed ideology of the dominant social system in their
teaching of curricula for everyday life.
Advertising pushes people in a certain direction and that's educating them into a
certain way of living - a certain way of life - isn't it? So it's very much - and even
within the education system and the way subjects are run and the way our
children learn (James).
That [formal education] shows people how to live and that shapes them
(Graeme).
Yeah and it also doesn't have any real focus on the environment as well
(James)
No it focuses on the dollar (Mary).
[nods of agreement] (NIFG).
There is a tendency to equate education with work and not education of
everything for example, life skills (Mary). (NIFG).
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This contrasted with the more holistic environmental learning framework advocated in
the outdoor learning practices of the people in this research.
Well lifelong learning starts at birth and is not always about employment
or careers (Dan - NI - IDI).
The lifelong nature of the outdoor learning implemented at a community level by those in
this research did not fit with the time restraints found in formal education programmes.
In discussions it emerged that a lifelong slow maturation of pro-environmental
knowledge could not be catered for in the current structured formal education system
with fixed learning period generally from five to sixteen years of age.
There are constraints - It's like kids with expeditions - they have
assignments they have to do - they need to do a four day expedition and
they should do a four day practice, so that's eight days expedition, on top
of that if they're going to do canoeing - they need to have some canoe
skills before they start. So that's several days of practice fitting it in scheduling it is really difficult -short programmes don’t allow it (Mary - NI).
The lack of ability to ‘fit’ the non-formal or informal learning that occurred at a
community-based level into formal outdoor education programmes was identified. Mary
(NI) found she was always being requested to fit the long term community-based
outdoor learning practices into formal education programmes that were too short (time
wise) to allow for the extent of learning she required.
[School representative] wanted me to do a practice expedition with some
girls for [name of experience level] - now that’s three days. Oh look “We’ve got our school camp, can you do it then?” It [school camp] wasn’t
three days - it wasn’t suitable (Mary - NIFG).
This confirmed Larry’s (I- IDI) comment on the desire by formal education advocates to
reduce time spent on Aboriginal cultural outdoor traditions rendering them as
amusement style activities.
Yeah, you got to impart that [cultural context] too, like, let’s say, when I do
the boomerang throwing, if I say to a teacher “oh well, we haven’t got time
to do boomerang throwing because we’ve only got about fifteen minutes
left” - which is enough time to give every kid in the class a throw but, I
don’t think it’s fair that I should teach the boomerang unless they
understand how it came to be, and the history of it, the same with the
didgeridoo. A teacher the other day tried to get me to - “oh, give a quick
blast for the students”, sorry, no, I can’t do that (Larry - IDI).
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Finally, Karen (NI) volunteers for her local walking club as well as opening her own
property up to local groups for outdoor and environmental activities and noted the desire
for teachers to degrade the environment in an attempt to provide quick fix outdoor
experiences.
I don’t mean hundreds of children rampaging through natural areas
[laughter], because it happens, teachers say “oh well” and we’ve had
people, school teachers ringing up the clubs saying “I want to take 300
children on a bush walking trip up the [name of area]” and we say “Ahh!!!”
[laughter] - and we want them to experience the bush. We say well do
you really want them to experience the bush, or experience 300 people
standing around at [name of mountain] which is a horrible place, my god
it’s rough, it’s a really rough area.
These comments highlighted the lack of understanding by formal education advocates of
the practices of community-based outdoor learning undertaken by the people in this
research. The comments by people in this research also emphasised the dismissive
nature of formal education processes that expect other forms of learning to change in
order to fit with its dominant frameworks regardless of whether or not these changes
were detrimental to the level of sharing of pro-environmental knowledge and values that
will be shared.

In regard to the outdoor learning of those in this research these

community-based approaches were not able to be co-opted into formal education
structures.
Devaluing of family and intergenerational learning

The devaluing of community-based learning extended to the devaluing of family and
intergenerational learning by formal education systems. This could be seen in Claire’s
discussion on the family based education programme that her community had been
trying to implement in their local school.
Well it used to be the school environment but we [community-based
learning group] have finally set up a 10-year plan with the education
department. We never had the equipment and other things that we
needed to provide good education. They are now going to provide more
of it for us, including new technology that we should have had years ago.
We are going to make learning more challenging and exciting for the
children. But you know we are still treated as if we are dumb sometimes,
they [education department] treat us as if they still believe we are dumb
black fellas. Its those stereotypes, the negative ones (Claire - IFG).
Here the devaluing was not only towards the family and intergenerational learning but
also the devaluing or racist stereotypes of Indigenous peoples in Australia.

This
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highlighted the additional cultural constraints to the outdoor learning of the Indigenous
people in this research. The programme Claire (I) was discussing has recently been had
positive media coverage and support for its innovative structure and alternative practices
for engaging childrens’ enthusiasm for education. Had the community succumbed to the
hostile behaviours of the advocates of the Australian formal education system who were
adopting these negative stereotypes this programme might never have reached fruition.
The devaluing of non-formal or informal community-based learning in Western societies
is generated from the fact that it does not take place in a classroom with an ‘expert’
teacher (Clover, 1996). The devaluing of family and intergenerational learning affords
the impetus for formal education and other dominant social institutions to silence the
benefits of providing such non-formal or informal outdoor learning through the
community and hence not within the control of formal education.
But that [local people working with scientists] won’t happen easily, as
those scientists and developers don’t want to hear what the locals have to
say as it challenges their authority and position. You are not allowed to
question what they are doing and why because this challenges their
power - you can’t prove them wrong, this is not allowed (Kent - IFG).
Community-based outdoor learning was inherent in Indigenous cultures and the outdoor
lifestyles of appreciative outdoor recreationists in this research, but was not seen as a
norm in the wider dominant social system.

For some people in this research the onus and responsibility for family interaction and
support was seen as squarely placed with the parents, with the identification of a low
level of family input into children’s outdoor learning being a concern.
What families do you know that actually put all of this education into their
kids these days - that's right, the trouble is once they walk out the door to
school they really, the responsibility’s gone to the school … we’ve got to
put the onus back onto the parents, and all communities to say “be
responsible” for your child’s sake (Ali - I - IDI).
So yes, so, it’s [learning about the outdoors] got to be done sensibly but,
children learn somehow, and if they learn it through their family - and I
mean there are many families where children are being taken walking
and so on, - but many families, they don’t get that (Karen - NI - IDI).
Increased community interaction was also important in the perpetuation of the
Indigenous cultural practices of community-based outdoor learning, particularly as these
community-based narratives were dwindling as generations grew up in urban areas
devoid of such interactions.
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People don’t operate as a community anymore, now they do everything
the white way and only operate on a family level. There is no communal
interaction because this is not acceptable by whities standards (Donna IFG).
You see you can do it [educating through outdoor activities] wherever but
I think that its important that traditional groups do it for young ones
because they've got to start somewhere - you can learn so much from
books and talking but if you go out into the bush it's a whole different thing
again. … You know, things. So the little knowledge you have or I have,
as a parent I could tell them but I think it's important to have cultural
teachers from within the language group and within your clan to come as
well and then do a bigger [thing] (Jan - IFG).
The Indigenous people involved in this research also noted concern over the lack of
input elders had in sharing pro-environmental knowledge and values within the
community.
Now, that, that’s a big problem in the community too, because, there’s not
a big group, lot of people who know how to do that old system, how to do
make their grass craft and that (Larry - I - IDI).
These comments were particularly relevant to the extension of outdoor learning to
include non-formal or informal community-based learning, given that Stewart (1999)
noted social support, elders’ wisdom, and traditional knowledge were important to a
healthy child’s development.
Goleman (1995) noted that family life provided our first school for emotional learning and
wellbeing. The deterioration of family responsibility in children’s education identified in
this research was, therefore, of concern from their lifelong outdoor learning perspective.
More specifically to this research, the lack of extension of the notion of education to
include community-based approaches was detrimental to the holistic nature of the
outdoor learning being discussed.
Inclusion of the elderly in educational settings other than home environments has not
valued in non-Indigenous Australian society and can be paralleled to the devaluing of the
Australian women’s contribution to learning and education, that is, women who were not
trained by the dominant social system as teachers to assist with the perpetuation of the
system.

This devaluing emanated primarily from patriarchal notions of ‘family

responsibility’ where women’s lives were dominated by child rearing, home making and
support for husbands’ careers (Henderson, Bialeschki, Shaw and Freysinger, 1989) and
was evident in the following comments.
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Well, not surprisingly, when you’re young first of all the sex gets into it
and then you’re raising a family, and all those sorts of things and it takes
your time, but then you go back into it [outdoor activities] again.
Researcher: So there is a period where they’ve got other priorities, family
priorities?
And which is not surprising and only a few real extreme ones are going
to hang in there. And then you go back to it (Karen - NI - IDI).
These social roles and responsibilities naturally heighten an individual’s inability to be
continually active in outdoor and environmental activities external to the home
environment, but did not stop the women in this research from providing environmental
education through their home and local environments (refer to Sections 4.3.3.1 and
4.3.3.2, p. 101 and 104).

However, it did appear through the discussions that this

resulted in women who chose to undertake environmental education in the home or local
environment being isolated and silenced in the dominant culture’s education domain.
The identification of this isolation led to the need to include community-based individuals
into education forums.
I think that this is one thing that is an issue is that schools need to utilise
community people like my father and NP rangers to assist with
environmental knowledge and values transfer as they are the ones with
the in-depth knowledge of the area and they [schools] just don’t connect
with that. The kids are interested, in fact fascinated, but they need to have
these opportunities and guidance from people that have the knowledge
like these community people (Harry - I - IDI).
Devaluing of self-directed learning

The diminishing effect that the devaluing of community-based learning and subsequent
negative impact on lifelong environmental learning had on the outdoor learning practices
of the people in this research was intensified by the devaluing of their self-directed
learning by the formal education system. Self-directed learning in appreciative outdoor
leisure and activities provided a valuable setting for the outdoor learning practices of
those in this research.

However, the devaluing of self-directed learning reflected a

broader societal devaluing of the leisure context as a substantial learning tool. A focus
on this devaluing of leisure, as a learning context will be discussed more
comprehensively in Section 5.2.2: Appreciative outdoor leisure and activity (p. 170). In
this section I will focus the discussion on the devaluing of the process of self-directed
learning itself by the formal education system and the co-option of this process into the
structured frameworks of this system.
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People in this research felt that the lack of dominant social support for appreciative
outdoor leisure and activities in everyday life resulted in general society not being
comfortable with how to interact with the environment or behave in it.
I don’t think there’s very many young people today that could actually
sustain themselves in the bush … they’re not taught the basics (Ali - I IDI).
Ultimately this resulted in the general populace not being self-reliant in the outdoors and
the their outdoor experience controlled by others, for example industry or formal
education, further reduced the ability for individuals to gain the level of autodidaxy which
Candy (1991) believed was required to become a self-directed learner (p. 16). Nelly (NI)
noted that the external control of an individual’s freedom to be in the outdoors had a
detrimental effect on ad hoc outdoor learning experiences that occurred in self-directed
outdoor activities.
I think that it [outdoor experience] certainly needs to be non-regimented
and unstructured. You have to be able to go freely there and not be
restrained by too many structures and processes. Otherwise people will
just stop going and this is bad as they are taking away the freedom to be
in the outdoors on your own terms. So many areas in life are too
regimented and we need to have some areas where this is not the case
… I can see that we need some procedures, like camping permits, but if
you put too many it almost forces people to stay in the cities. I think that
some are put in place for safety reasons but they go too far in regard to
safety. It is like going from one extreme to another and nothing in
between (Nelly - NI - IDI).
The individual, therefore, relied on others for their outdoor experience, did not learn
about the outdoors for him or herself and were not able to be self-reliant in the outdoors
through this lack of outdoor knowledge.
The diversity of ways of knowing the environment found in the outdoor learning of those
in this research, were derived partly from their self-directed learning and going into the
outdoors and simply exploring (Ali - I - IDI). One detrimental effect of the devaluing of
self-directed outdoor learning and limited support for everyday appreciative outdoor
leisure and activities was that it assisted in negating alternative ways of knowing the
environment. It was also felt that this led to a lack of individual responsibility for selfdirected learning in Australian society.
Laziness they just couldn’t be bothered [being interested in the
environment] or there are those that think they don’t need to worry
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because someone else is looking after it and it is not their problem
(Pauline - NI).
The non-structured essence of self-exploration found in the outdoor learning practices of
those in this research through personal experience was also noted as difficult if not
impossible to achieve in the highly controlled nature of the dominant social system,
particularly in formal education settings.

Nelly (NI) explained that this resulted in

processes of the Australian formal education system preventing children from thinking
for themselves.
Yes, exploration is very important, nowadays they [children] just don’t do
it, or they are not encouraged to do it. They [children] aren’t taught to
use their imagination to keep themselves or their minds active. They
[children] don’t know how to learn by doing or exploring. They need to be
stimulated all the time by other people and things (Nelly - NI - IDI).
Nelly (NI) continued noting that due to the lack of encouragement for children to think for
themselves resulted in their inability to use their imagination or self-direction in learning
in wider social settings.
Also to learn about the environment / a property you have to experience it
all, you have to use your imagination to learn about it and the kids these
days just don’t get the opportunity to do this. … These days children
aren’t taught to use their minds or imagination and they had no idea of
how to make a cubby house. They aren’t given the experience or the
time to go into the outdoors and explore it or simply just to find things in it
and wonder at what they are, how they work (Nelly - NI -IDI).
Furthermore, it was also acknowledged by people in this research that another form of
reducing an individual’s environmental connection was the focus on technology in formal
outdoor education programmes sometimes at the expense of hands on experiential or
self-directed outdoor experiences.
This technology is also ruining peoples connection with the environment nobody goes out into it (Kent - I).
You know they’re encouraged to buy the games, the TV games, the
Nintendo, and all the other things and so they live in that technology world
- They live in the artificial, man made thing - they need to get out in touch
with natural things (Jan - I). (IFG)
This led to a low level of competence, personal skills and intuitive understanding of the
outdoors and environment from the use of technology to gain outdoor exposure rather
than participating in outdoor experiences using personal knowledge and expertise.
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What I find is people tend to rely on technology when they get out there
rather than relying on their ability to pick a ridge or to read a compass or
to read a map and I said I’d much rather have people on my walk who
know how to read a map than someone who knows how to use a mobile
telephone and that’s why I won’t take one (James - NIFG).
Well I think definitely the way the schools are set up and also the
technology that is around and the media. They spend a lot of time using
technology, which does the thinking for them they don’t have to think for
themselves. They also don’t get the opportunity to use their imagination
(Nelly - NI - IDI).
This was then linked to a loss of good judgement skills and ability to think for oneself,
which ultimately led to an inability to be self-reliant in the outdoors.
In a general sense they [children] have already lost the ability to be
imaginative as someone else is always being imaginative for them and
they don’t have to do it for themselves. They have technology, which
thinks for them, gives them their imagination and entertains them so they
don’t have to think about entertaining themselves (Danny - NI - IDI).
Yeah. I think it would be a good idea to get kids away from - I'm just
amazed at the amount of time a child could sit on a game on the TV we're talking hours - 10 minutes and I'm giddy and I've had enough, you
know? Kids have a different level of tolerance or something and I think
that needs to be broken - because I think once they get back to the
environment I'm sure there's - I don't know - it's kind of like kids don't think
for themselves. It's really strange how to say - I'm not saying kids are
dumb I'm saying - it's more like kids lose a lot of common sense because
they watched TV or they do those sort of things too much (Jan - IFG).
It was the ability to think for oneself in the outdoors that was engendered through the
self-directed approach to outdoor learning practices by those in this research. However,
the ‘needing to be entertained’ mentality and lack of desire to be self-directed in
Australian society had a detrimental effect on imaginative use of leisure time, an
important element found in the successful implementation of the outdoor learning
practices of those in this research. As Larry (I) noted,
Yeah, ‘cause when, when you’re talking about how, what the kids do
these days to what we did in those days, we didn’t have any toys hey, we
might have had an old push bike or something that we could ride around
on, I didn’t know Mickey Mouse until I was three years old. And it was
imagination because, we used to play like, Pumice Stone cricket. … but
you had to invent your own fun [laughs] (Larry - I - IDI).
The lack of self-direction in the outdoors by the general populace extended to people’s
unwillingness to take personal responsibility in relation to their behaviour in the outdoors
and their degradation of the environment.
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Yeah - I think it comes back to part of all that learning about how you
behave out in the bush. How you behave in your environment responsible behaviour and - the respect you show for the environment
whether it's beach or - you know [indicates everywhere]. The privilege of
being there and respect the people letting you come on it. So to me to
become a responsible environmental person you should be careful. You
know? I don't know whether that's a sign of the times - but I think if
people become informed and educated - You know they won't go and do
silly things - and then expect to sue someone [motions towards inner
self]. My fault - I shouldn't have gone there. It comes down to that
common sense thing again doesn't it? That's a bit steep there maybe I
shouldn't go or I'm not an extremist. I'm out of peak condition! (Jan IFG).
The lack of motivation to be self-directed in learning about the environment was
intensified by the difficulties found in obtaining relevant or unbiased information that did
not perpetuate or reinforce the dominant social system’s economic values. Self-directed
learning therefore, became complicated and a chore rather than enjoyable.

This

difficulty in accessing pro-environmental knowledge was juxtaposed to the ease with
which one could obtain information that assisted with perpetuating a mindset supportive
of the dominant cultural ideology.
It is actually a willingness to learn but a lack of opportunity to do so - It’s a
continuum - it's not yes or no. I mean, I was talking to young community
service kids who were probably - they were working with us because of probably they'd been graffitiing and they've gone through the courts on
this - and they were terribly interested in the environment but they've just
never experienced it. On the other hand our friend's neighbour who can't
stand trees and is fighting to have them demolished everywhere - when
my friend informed her that we need trees to breathe and that whole
oxygen cycle - she said - “no that's only in the country” (laughs) - we don’t
breath air in cities, you don't (points to everyone present and laughs) - but
you’ve got that whole sort of almost continuum from people who are shut
down in terms of learning anything new about the environment through to
those who are terribly willing to learn but haven't the opportunity continuum (Doris - NIFG).
The inability to easily obtain unbiased pro-environmental information fuelled a lack of
motivation to be self-directed in learning about the environment resulted that was
initiated, in part, from the lack of support for a diversity of learning experiences in
Australian society.

Nelly (NI) explained this lack of diverse learning experiences in

relation to the inability of the current formal education system to provide an adequate
framework for the diversity of individual learning styles and settings that catered to more
self-directed learning processes, she felt were required in holistic outdoor learning.
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Well now that I think about it more clearly, I really think it is to do with the
strict regime of the schools and the city environment and this is just
simply not what outdoor lifestyles are about. They are about being in the
outdoors in whatever activity or way you want. I think that also that
experience is not there that community-based learning gives. When I
grew up I didn’t just learn by reading I learnt by doing. The kids only
have books these days, or technology, computers, they don’t learn
anything in depth these days as they don’t learn in all the diverse ways
there are to learn about the environment and society and their
connectedness (Nelly - NI - IDI).
As previously noted easy access to pro-environmental knowledge was important to the
people in this research for the continued implementation of their outdoor learning
practices. For example, to find up-to-date pro-environmental information to continue
outdoor learning and ensure that it did not become a chore for people just starting on
their learning journey. It was felt however, that there was a lack of easy access to
information for becoming pro-environmentally aware and to make informed decisions
and this lack of access led to a further sense of helplessness both for themselves and
wider society in relation to the ability to make change. This led ultimately to a disregard
or complacency in relation to their ability to be self-directed in action and advocacy for
the environment.
A very pessimistic attitude, so that I think there’s, that’s one side of it, so
they feel that what ever little bit they do isn’t going to help in anyway,
‘cause the problem is way too big and then I think there’s just this,
another part of that is just complacency, like they don’t care and so
they’re not going to (Molly - NI - IDI).
Or you'd need the whole world to change and you’re not going to change
the whole world, so why should one person change? (Helen - NIFG).
The devaluing of these self-directed learning approaches intensified the adverse impact
the formal education system had on the ability for individuals to think for themselves and
be self-reliant in the outdoors. This was further coupled with devaluing of communitybased learning discussed in the last three sections.

This devaluing of these two

approaches to outdoor learning ultimately rendered outdoor learning practices as less
valid than formal education and commercial outdoor leisure in Australia and therefore a
reduction in support for their contribution to outdoor learning was justified in the
dominant social system.
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Solo and escape experiences

Further impacts on an individual’s ability to learn from self-directed explorations in ad
hoc outdoor learning were the limited opportunities for solo or escape experiences that
many in this research felt were essential to an individual’s deeper connection to the
environment.

The unhealthy nature of confinement and lack of space for reflective

experiences in developed areas intensified the inability to learn about the environment
through a lack of quality solo interaction with it.
Trying to find that [quiet/reflective] space in the city, I mean, you’ve got a
constant drum of noise to start with, you’ve just got a “MMMM” going on
all the time and on and on it goes, the distractions are so huge it becomes
very, very difficult for somebody to just sort of, say get a, I don’t know, get
themselves into that [reflection] (Rob - NI - IDI).
The self-direction in the outdoors was closely linked to the ability of individuals to seek
solo or ‘escaping’ experiences in the environment in any setting, urban through to
wilderness. However, this was difficult to achieve not only due to the litigious climate of
Australian society but also because it was not deemed socially acceptable to be
introverted or to like being alone in the outdoors, further reinforcing negative stereotypes
of the appreciative outdoor person.
Getting that time, there needs to be more space within cities for that to
actually happen. Yeah, people sitting in a park under a tree by
themselves not being thought to be derelict, weird, or something like that ruining your back yard [view] (Jill - NI - IDI).
Part of the group thing too is that it's no longer socially acceptable,
certainly at school to be a loner. You must be - you're not considered to
be well integrated socially if you're a loner - so if you actually like to go off
and enjoy quiet time and contemplate nature - you're a loner - you're not you're aberrant (Mary - NIFG).
This inhibited a connection to the outdoors (particularly in urban areas) through solo or
reflective experiences and reduced such appreciative outdoor activities to a lower social
value.
And it's not that she's working exceptionally hard its just that she has
been impacted upon by a system that just does not allow the people to
have a time where you don't have to do anything. No-one can sit there
and understand why someone just doesn't want to do something (James)
… Facilitator - So it has to be active and it has to be outcome orientated?
Yes. Otherwise you're wasting time? (Greta; James). (NIFG).
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A vicious cycle then occurred with low quality and lack of lengthy reflective experiences
having a deleterious effect on the development of a strong connection with the
environment.
Yeah I find it very easy to be divorced from the environment, without
thinking, so you tend to lead a lot of your life just racing through doing
whatever you’re doing and it’s only at times when you can get times for
reflection, and just stop that you realise that you are actually in this
physical [indicates surrounding environment] world (Rob - NI - IDI).
This decreased the desire to set aside time for self-directed or solo activities designed to
learn about the environment and consequently resulted in a low connection to, and low
value for, the environment.
They [family] say they don’t need them [trees], but they do. I have them
all around my home, but when they come to visit me they don’t stay long
enough to experience the peace and calm I have here. They don’t have
the time to listen to the quiet of the trees and the birds and just sit (Claire
- IFG).
The restrictive nature of dominant Australian social and cultural systems on opportunities
and time for solo or reflective outdoor experiences make it difficult to find these ‘special
places’ for cultivating a sense of place with an area.

Again the outdoor learning

practices of the people in this research provided these experiences but were not
supported by the dominant social system and hence difficult to continue. Subsequently
this diminished further the avenues for a stronger spiritual connection to the environment
in Australian society rather the dominant social system promoted an economic value for
the environment.
5.2.1.6 Culture and society summary

Several constraints to the outdoor learning practices of people in this research have
been discussed in this section. The themes centred on the nature of the dominant
culture and society in which those in this research attempt to continue their outdoor
learning practices. As discussed in the previous sections the main constraints imposed
on these practices were derived from the clash of values found between those
advocating for neoliberalist economic values implemented in the dominant Australian
culture and social system and the pro-environment values upheld by those in this
research. The focus on dominant economic values in society meant that many of the
aspects of the outdoor lifestyles of people in this research that provided contexts for
sharing pro-environmental knowledge and values were constrained.
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The most prominent of these were the inability to implement environmentally focussed
outdoor lifestyles in modern society. Modern life ensured that people were disconnected
from the environment and subsequently found it difficult to achieve a spiritual
environmental connection.

This disconnection meant that people like those in this

research, who had found a deeper environmental connection, found that others in wider
society simply did not feel the need to connect to the environment at all. People with a
strong connection to the environment were portrayed by the dominant media with
negative stereotypes, generally discredited or devalued and often silenced.

A constraint that linked strongly to the focus on economic values in the dominant social
discourse was employment. The low value attributed to employment focussed on the
environment resulted in limited environmentally focussed jobs available and those that
were available were not remunerated well. This meant people; in particular young adults
or families, wishing to perpetuate their outdoor learning through their employment were
forced to take up jobs in other fields, for example electrical technicians or office work.
This perpetuated the status quo by diminishing the ability to be connected to the
environment through work venues but also prevented the outdoor learning that could
occur through home and local environments due to the need to move away for long
periods of time.

This was a similar situation to that found by Indigenous peoples, who

have been forced to leave their outdoor lifestyles on their homelands in order to fit in with
dominant Australian society. This parallel was not provided to trivialise the violent forms
of assimilation that were imposed on Indigenous peoples in Australia but to highlight the
insidious nature of assimilation of any form of difference into the dominant social system.

The final area emerging was that the devaluing of outdoor learning for sharing proenvironmental knowledge and values implemented by the people in this research
implemented also existed in the formal education system.

Their pro-environmental

knowledge and values were deemed as less valuable than the formal education
system’s focus of learning that perpetuated the economic focus of the dominant culture
and subsequently the outdoor learning practices of those in this research were further
marginalised by exclusion from the dominant educational framework.

Recognition of

learning and educational value of the main approaches to the outdoor learning of the
people involved in this research: community-based, self-directed and lifelong
environmental learning, encountered strong opposition from advocates of the dominant
social system.
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5.2.2 Appreciative outdoor leisure and activity

As discussed in Chapter 4, outdoor leisure and activities for those involved in this
research provided the context in their outdoor lifestyles for their outdoor learning. The
constraints found by those in this research on their appreciative outdoor leisure and
activities resulted in constraints to the continuation of their outdoor learning practices.
This section will discuss the constraints imposed by the dominant social system on the
appreciative outdoor leisure and activity settings of those in this research.

These

constraints were found predominantly in the Western cultural ideology of neoliberalism
that guides and controls modern Australian life.
5.2.2.1 Anthropocentric values

Most of the discussion around constraints to appreciative outdoor leisure and activities
again focussed on the perception of the dominant cultural and social ideology of the
outdoor field and environment. Discussions with those in this research identified that
this began with the anthropocentric and individualistic nature of the dominant Australian
culture.
There's an entrenched belief too that - well we're man - we can do
anything we like - our needs come first - so if it comes to a case of
whether you have a garden or a scrub turkey about the place - well for
many people their garden’s far more important than that scrub turkey
(Doris - NIFG).
These entrenched beliefs were supported by the acceptance of the environmentally
degrading actions of others in wider society. An example provided was in relation to
rural land clearance in Queensland and the lack of repercussions imposed on people
who behave in a destructive manner.
There is also a focus that has to be on stopping degradation that is
happening at the same time. At the moment we are clearing more trees
in Queensland than any other state (James - NIFG).
But that is so hard how do you do this when people find out about new
tree clearing legislation and go through with bulldozers before it comes
into place? (Graeme - NIFG).
Yep and it is a faster rate of degradation than rejuvenation so there is a
need to stop the degradation as well.
[James went on to reiterated comments with story of a farmer in his area
who cleared his land when he found out about the new prevention of land
clearing legislation] (James - NIFG).
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With control of larger tracts of land in non-Indigenous communities held by people not
prone to holding pro-environmental values, degradation of quality environments suitable
for sharing pro-environmental knowledge and values was escalated.

The hopes of

finding areas not degraded for implementing outdoor learning practices were diminishing
for both those in this research and others in wider society.
Cultural ideology towards a need to disconnect with the outdoors in everyday life
prevented interaction with the environment through outdoor leisure and activities and
perpetuates modern society’s environmental disconnection.
It’s just when you speak of the people living in city, the towns, and that’s
where they spend most of their time as, they might go out into the bush,
say every few weeks or a couple of times a year or something or it’d be
hard for the people here to understand that way of life, I think because,
they live in the outdoors everyday, particularly in the dry season, people
of [town name] are out every weekend (Vince - NI - IDI).
5.2.2.2 Financial and infrastructural constraints

Obtaining a higher level of participation in appreciative outdoor leisure and activities in
the everyday lives of the general populace in Australia was a social process that
required ongoing financial support from the dominant social system to continue and
develop. It was highlighted through discussions however, that this was not occurring.

It's not lack of funding cause that suggests funding is a bottomless pit like
the coal - it's the priorities that are placed on the distribution of the funding
(Doris – NIFG).
Yeah [group nods in agreement].
And sports, the thing is in [name of city] for sport not for walking (Doris –
NIFG)
The first area of concern in relation to financial support for outdoor learning was the lack
of funding to support their outdoor lifestyles. Many in this research attempted to ensure
their outdoor lifestyles were as environmentally sustainable as possible lending
themselves to a greater depth of environmental connection and ability to share proenvironmental knowledge and values. Limited funding was provided by the dominant
social system however, to access opportunities and incentives to transform one’s home
environment into an ecologically sustainable setting. Wil (I – IDI) identified that this
transformation was difficult to achieve with the high expense of facilities, products and
labour required to implement sustainable living practices in any area due to industry
regulations, supported by government, to continue to reap economic revenue from
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environmentally degrading products and services. A further example was given by those
in the research as the lack of incentives to build in an environmentally friendly manner as
building materials that were not environmentally friendly were much cheaper and within
the reach of most people's budgets. Australian government regulations and incentives
to develop in an environmentally sustainable manner were notably absent or minimal;
this fell in line with neoliberalist ideals that accept prudent regulation of industrial forces
only as a corollary to the interests of growth and power (Morrison, 1995).

Morrison

(1995) continued to note that whilst revolutionary rhetoric is utilised by neoliberalists in
global management their practice has to do with "such measures as developing and
expanding markets in rights to pollute" (p. 85).

For most of the population of Australia the revenue required to implement an ecologically
sustainable lifestyle was generally out of reach.
‘Cause that’s what I say to the kids, I said when I win money, BIG money,
I said I’m going out and buying about 70 or 40 acres of land and I said the
whole house, I said I’ll get it built and it’ll be all solar powered house and I
said we can grow our own vegies - all our own food, won’t have to worry
about going down to the shop. “Oh yeah mum but what about the milk
and that”, and I said well you’ll have a cow in the back and you can go
and get the milk (Deirdre - I - IDI).
I mean if I won the casket tomorrow would I go off and do those things, I
mean I’d probably buy a house at Teviot Gap and do nothing for two
years (laughs) and live like a hermit (Ray - NI - IDI).
It should be noted that many of the constraints that were felt in urban areas were not as
prominent in rural or outback areas that had access to large tracts of the natural
environment.
I think that many of your questions are a bit different for us here Kim,
because, there isn’t really a problem living on the land is so much here in
[place name] because we have the access to our land (Craig - IFG).
The second area of concern in relation to funding for continuation of the outdoor learning
practices of those in this research was the lack of funding allocated to appreciative
outdoor leisure and activities. These appreciative outdoor leisure and activities not only
assist in maintaining their outdoor lifestyle contexts but are the settings required to
implement outdoor learning practices. A lack of funding to continue these activities was
a further setback to outdoor learning practices.
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The general view in both in-depth discussions and focus groups was that money went to
Australian sport and big businesses that generated revenue and, therefore, promoted
the same economic values as the dominant social system. These dominant leisure
groups also had priorities in terms of promoting their image and perpetuating their power
position as the main leisure form in Australia.
Yeah I was just thinking that the problem we have is the focus on sport, If
we could change the government and corporations to focus on the
outdoors rather than sport we’d at least have a chance or a choice but at
the present it is too heavily focussed on one thing - sport (Graeme - NI NIFG).
It was the commodification of leisure (Kelly, 1986; Ritzer, 2000) that resulted in different
leisure groups vying for the same funding opportunities that led to certain leisure groups,
in his case sporting groups, fitting in with the dominant values to maintain the
competitive edge in obtaining funding. The fact that “… sport is a mere instrument of
capitalist domination designed to slough off energies or divert them into meaningless
channels” (Hoch, 1972, p. 8) and therefore highly supported by the dominant social
system was upheld in the Australian context of this research.

The frustration with the lack of funding for appreciative outdoor leisure was augmented
by the inequitable funding distribution in relation to the state and federal leisure funding
programmes, and the major emphasis on funding the promotion and implementation of
sport (Polistina, 2001). This could be seen in the comparison of the ease with which
sporting opportunities were provided in urban areas with most suburbs or towns
provided at least one if not several sporting fields. The inequitable funding could also be
seen in the limited rejuvenation of areas for interaction with the environment, for
example, through appreciative outdoor leisure.

The reproduction of the dominant culture’s preferred leisure pursuits, for example sport,
and the values underlying of these pursuits, in many cases economic values, relied on
them maintaining their popularity and prominence in social thought and support.
Wearing (1998) explained that "economic power remains a source of power for the
construction and struggle over hegemonic cultural control" (p. 81). This required the
silencing of other leisure pursuits such as appreciative outdoor leisure social networks to
ensure they did not develop into prominent leisure groups, therefore reducing the
support for the current dominant leisure pursuits. For instance, this social reproduction
was seen by Mary (NIFG) to be organised by proponents of many dominant leisure
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pursuits that perpetuated their own leisure interests. Reg (NIFG) also noted that the
major interests and concerns of these dominant leisure pursuit proponents were totally
switched off from the environment.
Environmental or green spaces also tend to be inaccessible, with a lack of transport
(public or private) to them; this rendered them further disconnected from everyday urban
life.
Well to start with it comes back to money - to go and visit any natural
areas they have to have a car - if you don’t have money you don’t have a
car (Sally - I).
Jan (I) emphasised the inequitable support between outdoor leisure and sport, “Well
don't they put on free buses when the football's happening?” with no free transport
provided for access to appreciative outdoor leisure areas.

One of the ways those advocating for the economic values of the dominant system
perpetuated their control of alternative non-economic social systems, such as the
outdoor lifestyles of those in this research, was to curtail their movements and growth by
imposing economic restraints.
But also there is a huge constraint in relation to what you can do with the
funding; there is a lot of focus on administration but not on anything for
the long term futuristic projects that are continual and ongoing. The
things that you are allowed to do with the money is too restrictive and
usually in line with whatever the government is trying to promote rather
than simply supporting you in what you need or want to do (Mary - NIFG).
Everyone in both focus groups agreed that there was a real need for substantially more
funding in the appreciative outdoor leisure area.
Yes I would agree there is nothing, no support for the maintenance of the
trees that all these rejuvenation groups are planting (Tom).
And no funding for maintenance means that they have no-one to ensure
that they are watered, so there is not water for them and they fail or worse
die (Mary).
Yeh that’s the problem - no support or funding for support services and
looking after the rejuvenated areas (Tom).
And that simply means that the project is a guaranteed failure and there’s
nothing you can really do. I know that on our property it is just a constant
battle to keep the water up to the plants so that they have enough time to
get established - it is usually well and truly a year before this happens and
for some species it could be up to three (Graeme). (NIFG)
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Well this aspect really gets to me, it is depressing. We spend a lot of time
getting a project to rejuvenate an area up and running, we start the
project and then the money runs out and we can’t do anymore. It is a
waste of time. They simply don’t give any more money to continue it …
Like for instance we get [name of funding body] money but the guidelines
are so restrictive. The guidelines are written by the department or body
who has the money and we have to fit in with those guidelines. We can’t
use the money to do the things that we want to do because the guidelines
for spending the funding are so restrictive (Claire - I - IFG).
The need to conform to dominant ideologies and priorities to obtain funding and support
(ultimately for projects perpetuating the system) was also seen as controlling and
restrictive.
Also it takes a lot of time to write them up. The guidelines for funding
don’t support community groups or grass roots level either (Mary -NIFG).
Also the changes are too fast and we are not given enough time to think
about them and what they mean.
Especially if you are looking for
funding, if you need the money you’ve just got to go with it (Claire - IFG).
The frustration of having to conform to dominant ideologies was exacerbated by the
superficial nature of politics in relation to the environment and the political benefits, for
example increased votes, of appearing to look as if you were doing something for the
environment.
Another aspect to that is the [name of commercial land care organisation]
at the [area name] rejuvenation planted all these trees and got a good
deal of self promotion for it and then simply left them with no maintenance
- it was a waste of time as the community still doesn’t have any trees
because they died through lack of maintenance but [name of commercial
land care organisation] still have the glory for planting them. It is the
same in terms of government if the politicians can say they have provided
funding for having planted some trees they can go and have their photo
taken and get the glory but then not fund that project for maintenance so
no-one ever knows they didn’t support it long term (Mary - NIFG).
But then local government are supposed to be maintaining areas of
natural bushland - isn't it. But the only part I've seen one of those signs is
up is waste dump area and I'm thinking - I'm paying to keep this natural well - Do you know what I mean? It says “this is where your green levy
goes” and I'm thinking - it's a dump. I thought my green levy would go to
keep tracts of land between suburbs so that the wildlife has got
somewhere to go. (laughs) It would probably come back to local
government a lot. Maybe the funding should come from them to sort of
supplement what the other environment departments do? (Jan - IFG).
Often the sites made available for urban environmental rejuvenation were areas that
held no economic value or worth, not a dissimilar situation to the return of degraded
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traditional lands to Indigenous peoples to clean up once they have been depleted of life
by Australian society and industry.

These environmental areas were often within

restrictive boundaries and disconnected areas where movement from one to another
was hazardous for the wildlife to be protected. Karen (NI - IDI) commented,
And hope that the animals can read and know that they’re supposed to go
in green corridors [laughter]. I wondered about that, how does a bird
know? Well it will know when it gets flattened [on the road] I suppose
(Karen - IDI).
Consequently, the lack of suitable wildlife sanctuaries in local areas further limited the
amount of quality pro-environmental knowledge and values that could be shared, as
environmental sites and green spaces were often unhealthy eco-systems and habitats.
The educational value of these degraded sites, although possible, was limited to
historical information on what used to live in the habitat before degradation rather than
actual real experiences with resident species.

This inequitable support for appreciative outdoor leisure was also seen in the higher
level of support provided to consumptive outdoor leisure activities. For those in this
research consumptive outdoor leisure activities that upheld the dominant social
economic and masculine ideologies of the outdoors were supported by the dominant
system at the expense of appreciative outdoor leisure.
Conflicts between appreciative and consumptive outdoor leisure activities

Conflicts were noted between consumptive and appreciative forms of outdoor leisure
activities in relation to the environmental values and behaviours.
Another issue is groups like 4Wder’s buying acreage so that they can set
up a venue to drive their 4WD’s. I don’t think this is a bad thing, you can
keep them all in one place, but what happens when they have trashed
that property and get bored and they then want to move onto another
property and it just keeps going … Well you have to ask the question why
can’t they [4WDer’s] do a walk - it would be far less damaging on the
environment and they might get to connect with the land they want to use
(Donna - IFG).
Jackson (1986) stated that the main attitudinal differences between consumptive and
appreciative outdoor leisure preferences lies in the societal values held by each group,
the former linked with “consumer” society values, the latter with “conserver” society
values (p. 1). However, these consumer or degrading environmental values could still
occur within appreciative outdoor leisure groups.

Conflicts arose for those in this
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research when people undertaking similar appreciative outdoor leisure activities held a
lower level of pro-environmental awareness and value than they did.
They [campers at a popular holiday site] just leave a big mess, leave the
place like a tip, they leave babies nappies around and big boxes at
Easter, and at Christmas they collect these trees and then leave them
there - they decorate all the trees and leave them there - they have a
huge impact, they affect it [local environment]. I don’t like that, I mean, I
go round and pick it all up and take it away, that’s what I have to do, that’s
part of my sort of [self-chosen volunteer] job in there, that’s the part of my
appreciation of it (Jenny - NI - IDI).
I remember when I was growing up and we were regular campers out at
[name of area]. It was beautiful, grass right up to the river, thick canopy of
trees and then all these groups of people came and started to chop down
the trees, now when you go there it is ugly, there are no trees, you have
to use a couple of tarps now as shade cloths, and there is just bare dirt
rather than grass (Cindy - IFG).
Consumptive and environmentally degrading outdoor activities and outdoor leisure
industry developments had a deleterious effect on the presence of wildlife.
Cause people go - oh this is a lovely piece of coast here lets develop it so what happens - there's fifty motels - hang on - where's the wildlife
gone - what's happening with the sand dunes - what's happening to the
animals that were here - these little sand creatures. … and the cars just
run over the animals every night … It's the almighty dollar. Where do
your priorities go - it's how you balance them (Jan - IFG).
This in turn made it difficult to share pro-environmental knowledge and values about
wildlife in the non-formal or informal and spontaneous manner indicative of the outdoor
learning practices of those in this research due to this environmental degradation.
Cable and Udd (1990) noted that whilst outdoor leisure opportunities are endangered by
environmental changes, environmental degradation has eliminated many experiences
associated with wildlife observation (p. 45).

While appreciative outdoor leisure and activities provided settings for increasing an
individual’s ecological values they could also be a setting for behaving in an
environmentally destructive manner if those participating in the activities had adopted
the consumptive values from the wider economically focussed social system.

The

aggressiveness with which those upholding these consumptive values defend their
degrading behaviour also meant that attempts by those in this research to share proenvironmental knowledge and values with those being destructive was usually met with
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angry retorts. This further prevented the people in this research from sharing their proenvironmental knowledge through fear of reprise or confrontational situations.

Oh yes, we were once on our honeymoon and went to [Island retreat] and
I don’t know whether I’ve told you the story that we were we did a five day
walk and one night we spent at Lake [Name] and we were down by the
lake one night and there was a group of British backpackers having a
huge bonfire on the lakeside and like I was just really upset. And then I
went up and they were all drunk and everything and anyway I approached
this quite large group and I was really - I’m not very good at sort of thing
(laughter) but I was so upset and I’m trying not to - I was thinking how am
I going to talk to them because this is really terrible and I had a chat to
them and I said you know did you realise that you’re not meant to have
fires on and she goes “oh yes we are”. They’d just taken all the timber
down and burning it and I said “this isn’t allowed you know this is against
the law” and they said “oh no, the backpackers at [name] said that it’s not
good to have big parties in the camp sites, you disturb people, you can
have your fires down at the beach” and obviously they’d just thought that
lakeside sand was the beach and not the actual ocean beach so I mean
[shrugs shoulders] they were aware of what we thought - But they didn’t
stop doing it (Jenny - NI - IDI).
The outcome of interacting with a general populace upholding environmentally
consumptive values and behaviours indicative of a broader societal groupthink about the
right of humans to degrade the environment was that environmentally focussed
individuals began to remain quiet about their pro-environmental knowledge and values.
The desired effect was the silencing of alternative views that critiqued the values and
beliefs of the dominant social system by advocates of this system (Graeme - NI; Kent I).

This silencing then extended to a constraint on outdoor learning with pro-

environmental knowledge and values only being shared with likeminded people. Ray
(NI) identified similar experiences of being ignored and dismissed by wider social groups
when discussing environmental issues and values in public forums.

And that’s one of the reasons why I brought up the isolation and the
listening sort of side of things is because that’s something that’s common
to both groups at the moment, is everybody’s sort of saying well, first of
all I don’t feel like I fit in, and I feel like I’m isolated in this group because
nobody really has the same values as I do, and the second thing is that
even when I try to talk about it they don’t listen. You know and if they do
they then tell me oh, that’s greenie garbage or they’re put down basically
and pretty much brushed off (Ray - NI - IDI).
This reduction in the amount of pro-environmental knowledge and values shared with
others outside of their appreciative outdoor leisure social networks effectively caused the
pro-environmental knowledge and values to be retained within these networks. The
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above examples from Jenny and Ray were supported by other comments emerging in
the focus groups.
It is for the urban renewal - but there's also a problem there - that if you're
involved in the community and you're in a community group and you're
there with a bunch of traders who are only interested in make money out
of it. That’s their centre - if you get in there and you actually speak your
mind - even Council bureaucrats that aren't used to it, they think they're
magic fairies running around throwing rose petals at people - if they get a
bit of comeback, like feedback coming back from the community groups
they can't take it and there are some very unprofessional responses, like
shouting people down (Tom - NIFG).
As previously discussed the dominant philosophy held by an elite group of power
brokers controlling Australian society has been identified as neoliberalism, which
upholds an economic rationalist and free market ideology (Hamilton, 2003; Snooks,
2000), as opposed to a pro-environmental ideology. To perpetuate this economic value
system those assisting with the fortification of this system were rewarded through
financial and infrastructural support allowing them in turn to maintain their strength within
that system. For those in this research, holding pro-ecological values as opposed to
economic values meant that they were generally not privy to the same financial benefits
and support from the dominant social system as their more lucrative counterparts, for
example, sport.

This meant that they were not easily able to implement their outdoor

learning practices, as the continuation of their appreciative outdoor leisure and activity
settings were restricted by a lack of funding and infrastructural support. It is important to
note here that many groups in Australian society appear to have adopted similar proenvironmental values to those of the people in this research. Greenpeace Australia
Pacific publicise a current supporter number of 113,000 (2005), Friends of the Earth
documented $81,000 in donations and miscellaneous income outside of formalise grants
in 2003 (2005), The Australian Conservation Foundation Inc, also documented receipts
from members, supporters, subscribers and customers of approximately $5.7 million in
2004 (2005), Birds Australia is one of Australia's oldest national birding organisations
dating back to 1901 and progressively gaining further strength in numbers (2005) and
more than 6 million Australians have now volunteered their time since 1989 to help make
a difference to their own local environment on Clean up Australia Day. Although modest
these figure highlight the growing awareness and values shift of Australian society. In
turn the outdoor learning they undertook in these appreciative outdoor leisure settings
was subsequently diminished.
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5.2.2.3 Divide and conquer

The previous section discussed the division between Australian outdoor leisure
participants who uphold the dominant social system’s masculinised view of the
environment as an economic entity to be consumed and groups, such as the people in
this research, who hold more pro-environmental worldviews. This section will describe
the dividing and conquering behaviours of the dominant social group that the people in
this research found were detrimental to the continuation of their outdoor learning
practices through appreciative outdoor leisure and activity settings. This conflict within
outdoor leisure groups provided the first example of these divide and conquer
behaviours as it served the purpose of ensuring that outdoor leisure groups, which
assisted in the perpetuation of the status quo were supported but those not assisting
with its perpetuation were silenced.

People in this research noted the discrediting of alternative leisure groups was behaviour
utilised by the dominant social system to divide groups that did uphold the status quo
from those that didn’t.
Sort of it’s, I feel, that’s sort of those that tend to get labels of hippie and
then they [general population] sort of don’t like to listen so, I mean the line
I take is that sort of - I enjoy it as it is and it should be left as it is, simply
to enjoy (Jake - NI - IDI).
I think it's got an affect on people too because people like me
[appreciative outdoor recreationist] get themselves looking like the
biggest nerd in history and so they don't fit that bill (Tom - NIFG).
In Jill’s (NI) in-depth discussion she noted the feeling of isolation and her perception of a
lack of social support for her ecological worldview when confronted with a system not
able to cater for diverse perspectives.
It’s like the mutual responsibility thing, I mean without going into a full
discussion of that, it’s like mutual responsibility means the government
and the individual. And it’s like the government is saying well, we’ll relate
to all these individuals, and yet that’s the whole problem, that if we work
together as a society and if there was a good social net that we were all
part of - But it isn’t, it’s just a whole different feeling that gets generated it
really isolates and fragments and I think that if you’re isolated and
fragmenting you just have to take care of yourself and the environment is
a long way from your thoughts a lot of the time (Jill -NI - IDI).
Jill’s comment indicated a process of divide and conquer, or rule as Sams (1997)
described, where dominant social systems find out what local differences exist and then
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figure out effective ways of turning one or more of these groups against the others. This
process results in the fragmentation of groups in the community as Jill discusses. In this
research these assimilatory divide and conquer approaches were utilised by dominant
social groups to weaken disparate appreciative outdoor leisure groups and sustained the
silencing of their voices by controlling their ability to expand.
He is a young Aboriginal man who has been appointed by the Western
system to be the Aboriginal expert without the experience or expertise in
his Aboriginal system. He now sees himself as the expert [in Western
terms] on Indigenous issues and has not sought the council of the elders
and this has caused conflict within the Aboriginal community being
consulted, consequently causing a lot of heartache and stress for those
involved in the consultation process (Sally - I - IDI).
We need to make sure that Aboriginal peoples also are provided technical
skills as well. At present what happens is that they put an Aboriginal
person into a position where, in order to do their job, they have to go
against Aboriginal protocols (Donna - IFG).
But that is the old divide and conquer mentality (Cindy - IFG).
The social reproduction of dominant leisure pursuits relied heavily on people’s fear of not
fitting into a social group (Ewert, 1988). Many people in this research noted that this fear
of fitting in played heavily on the unwillingness of people in general society to join
outdoor and environmental groups; in particular they noticed it in their teenage children.
This social pressure to conform had a detrimental effect on young people’s desire to
participate in activities that were not supported by the dominant social system, such as
the appreciative outdoor leisure being discussed in this research. This was particularly
the case when Australian appreciative outdoor leisure and activities were discredited by
the dominant social system. Their identity development was often focussed on what
made them accepted or a part of a discernible social group.
Well her [his teenage daughter] age, she is into making money to buy
clothes. She helps us here every night doing the floor of the restaurant
and she has a second job - she’s very work motivated. She also has no
social or friend group here on the mountain and most of her friends are
from the coast. They [her friends] say that [mountain home area] is
boring and so she wants to do the things they do (Harry - I - IDI).
The outcome of this social pressure to conform was that younger members did not join
these groups and this inhibited the reproduction of appreciative outdoor leisure social
networks. This resulted in the outdoor learning that was generated through these leisure
social networks being reserved only for older generations and not shared with younger
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adults or teenagers unless their family influence was quite strong. The peer pressure to
conform to the current social trends or accepted way of behaving was reinforced through
social pressure to conform to the behaviours of the dominant social leisure groups.
I was just thinking about the whole conditioning of life these days. That is
if you don’t fit into a square you don’t fit in and therefore you don’t get
support or are given a negative stereotype. This is very important to the
way kids are bought up (Cindy - IFG).
It is just that attitude again, of keeping up with the Jones, have to go, go,
go, at a fast pace, it’s that material thing (Claire - IFG).
It was through this social pressure that the dominant system was seen by those in this
research to be able to coax individuals away from any type of leisure activities that did
not perpetuate neoliberalist values and beliefs.

This ultimately had a dividing and

deleterious effect on the number of people engaging in alternative outdoor leisure
activities, such as the more environmentally appreciative rather than consumption
outdoor leisure activities. Social pressure, which alienated people from appreciative
outdoor leisure, consequently reduced people’s desire to learn about pro-environmental
knowledge and values and diminished the outdoor learning that took place.
5.2.2.4 Industry

At the time of this research the outdoor field was gaining momentum through the aims
and objectives of industry representatives and formal outdoor educators. This alliance
saw the outdoor field begin to be dominated by economic values.

Organisations

mandated to provide an holistic view of the outdoor field focussed on describing and
reducing it to an ‘industry’ and higher education outdoor programmes focussed on
‘industry’ standards as a basis for education curriculum, programmes and degrees.
Outdoor leisure groups with values not in line with these economic values had little to
offer the economic discourse currently privileged in the outdoor field. For example the
2000 National Outdoor Summit organised by the Australian Outdoor Education
Association to provide a direction for the outdoor field/sector (including outdoor
education, commercial and community-based outdoor leisure) in Australia had
approximately 250 delegates. Of this number only three people (including myself) were
from the community-based outdoor leisure sector. When I asked how the forum could
justify making such arbitrary decisions when no comprehensive representation from the
community-based outdoor leisure field was present the answer I received from the Chair
was that it was not deemed necessary to have them present and consequently
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advertising of the event was not directed to them (Researcher’s Journal - 30/1/01).
Likewise ORCA/QORF an organisation established to lobby government for the interests
of all outdoor leisure and recreation defined the field as an ‘Industry’ (QORF, 2004) and
focused its allocated government resources on developing industry frameworks, for
example remuneration packages, accreditation standards and industry legislation.
Similar control mechanisms over decisions made in relation to ecologically sustainable
development in Australian by industry and advocates of more neoliberalist ideals and
values have been identified (Diesendorf and Hamilton 1997).
Both Indigenous and non-Indigenous people commented that the silencing of
community-based appreciative outdoor leisure groups indicated in the above discussion
was aggravated by the historical assimilation of community-based outdoor leisure
frameworks and subsequent outdoor learning practices into the economic agendas of
industry.
The only way you can go [for night-time strolls or just sitting in a park] that
is allowed is to go with an organised group (Donna - IFG).
That is exactly it, an organised group is a “Controlled” group. They know
what you are doing (Cindy - IFG).
We had the [commercial environmental group] people come into a
community project that we had organised with a lot of volunteers for a
rejuvenation day. Well they came in on the deal and in the end they had
pinched a lot of our volunteers to go and work on other environmental
projects for them. But the crazy thing was that they charge the volunteers
to go on these environmental days and then charge the council for them
to organise the environment so they are getting the income from both the
ways, the community who are volunteering and the council (Tom - NIFG).
As previously mentioned these concerns were verified with the emphasis on ‘industry’
frameworks and the labelling of outdoor leisure and recreation as an ‘industry’ by the
QORF board.

Another control of the outdoor experience by industry was the need for people acting as
guides or group leaders in the outdoors to be accredited or qualified through industry
dictated ‘best practice’ outdoor leader behaviour.
I can see where they [industry] can say if you’re not accredited, sorry
you’re not allowed to go in there. … So you can see how that passes on
to what we do, I do take different groups of people walking; canoeing,
whatever and I lead a walks program for our local environmental group.
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So the impact on someone like me for legislation like that is amazing
[indicates cessation with hands] (James – NI-IDI).
To assimilate the slow maturation process of sharing pro-environmental knowledge and
values undertaken in the outdoor learning practices of those in this research into the
accreditation systems of commercial outdoor leisure and formal outdoor education
practices had a deleterious effect on the self-reliance and passion for learning generated
through community-based settings. The promotion of self-reliance in the outdoors went
against the economic values of those who depended on Australian society’s growing
reliance on ‘qualified’ or ‘accredited’ programmes or instructors as economic revenue.
Furthermore, being patient with time and the development of other people’s
environmental connection in the outdoors also required trips in the outdoors to be longer
and less hectic and regimented with regard to activity timetabling.
Whereas at [name of outdoor camp], the kids just hated the outdoor camp
they did there, they said all they did was chores around the camp and the
timetable was so regimented that they had no time to enjoy it
[environment]. It seemed to me to be very military outdoor camp style
(Harry - I - IDI).
The kids seem to be loosing interest. If they go out on school camps there
are so many of them that you just can’t hold all of their interest. I have
taken school groups out and it is impossible to keep them interested in
the size of groups they take. It is so much easier with small groups to be
able to connect with them and pass on knowledge about the area you are
in, it is more personal. The small groups are more able to take in the
information and knowledge and ask questions (Ryan – NI-IDI).
People in this research felt that small group size was difficult to achieve as outdoor
leisure became more popular. They also commented that small groups also became
more difficult to achieve with the ‘bums on seats’ mentality of the outdoor industry, the
large numbers found in formal outdoor education programmes and the media promotion
of large-scale outdoor activities such as the three Peaks Challenge (UK) or Ecochallenge (Worldwide) activities.
But that’s commercial enterprise for you, its all about the money and how
many groups they can get there. They just give them a timetable and say
look how many things we are going to give your kids to do (Ryan – NIIDI).
As previously mentioned, the assimilation of the community-based outdoor learning
undertaken by those in this research into industry and formal education structures limited
community people’s ability to provide slower, less crowded and more intimate learning
practices.
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Jake (NI) explained his concern that a higher level of importance was attributed to
commercial outdoor industry and formal outdoor education frameworks and the
subsequent devaluing of non-formal or informal community-based outdoor learning.
Ah, well I don’t think we all need to do that, [be accredited] and sort of not
making it too difficult sort of thing. I think [short pause] I think some of
these people are paying for the experience, they need to have a
registered leader, don’t breach the guidelines, such as in tourists and
more people that are hired in to take out community groups, I don’t think it
should be actually a deterrent for just a group of friends who want to go
out and sort of, try to explore the environment themselves. They don’t
have to be [paid] leaders, but at least, you know just for jobs, really,
people in that [employed] sort of situation, people just going out in social
groups just try it [accreditation], limits sort of the experience I suppose.
Whereas the people with the qualifications should be able to go for a bit
more of an experience, can’t get quals, can’t be [employed as] leaders
(Jake - NI - IDI).
The people in this research did not see academic training for employment in the
outdoors as a negative process. However, the need for this training did emphasise the
lack of everydayness of outdoor experiences resulting from the separation of people
from nature in modern life (Dunstan, 1992; Matthews and Riley, 1994; Polistina, 2001;
Sayne, 1993). Centring the responsibility for this outdoor training in Australian Western
scientific institutions excluded other forms of knowing the environment, such as the nonformal and informal learning processes discussed by the people in this research, and
rendered these learning processes and subsequent knowledge attained from them as
inferior to Western scientific knowledge (Kidd, 1997; Seager, 1993). This intensified the
already existent lack of legitimacy of Indigenous knowledge within a Western scientific
dominated world (Grenier, 1998). This ensured the dominance of Western scientific
outdoor and environmental discourse and in turn generated a lack of ability to see
different ways of knowing the environment to that found in Australian scientific
institutions (Langton, 1995-6; Langton, 1998).

This silenced the outdoor learning

practices found in appreciative outdoor leisure community groups such as those
undertaken by both the non-Indigenous and Indigenous people in this research by
devaluing their educational value and role.
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5.2.2.5 Element of Fear

Another constraint to the outdoor learning undertaken by those in this research was
found in the culture of fear surrounding interactions in the outdoors that was generated
by industry propaganda and dominant social media. Furedi (2002) asserted that on a
broader social scale economic life is clearly oriented around risk avoidance and the
promotion of safety. The social promotion of fear of being in the outdoors encouraged
the focus of many formal outdoor education and commercial outdoor organisation
discourses being on risk management and the alleviation of risks. That is, risk was
utilised by formal outdoor education and commercial outdoor organisation as the main
argument for maintaining a tight control on outdoor experiences. The element of fear
was a prominent theme in the discussions on constraints in this research, particularly in
regard to encouraging people to engage with the environment and consequently learn
more about it.

Fear came in various forms, the first being a fear of the natural environment itself, and
began with adults.

However, fear is also a big one. It is amazing how many people in
Australia are still petrified by spiders and snakes, and snakes would be
one of the early questions in every [name] course. A story to illustrate - I
knew one woman who used to be in [government department] who we
managed to take on a walk up [mountain name]. She was a runner and
very fit, but wouldn't go off in the bush by herself for two minutes to have
a pee. Eventually when we got back to the cars in the dark and, while the
rest of us were gathered on one side of the car, she crept around on the
other side to "do the deed", but I am still astounded to this day how long
she held on, so to speak, and how afraid she was of being alone in the
bush for even a few minutes (Ray - NI - IDI).
This led to an excessive paternal fear for children’s safety.
Worst problem is people that are over cautious about the outdoors.
Parents scare their kids because the parents don’t understand or know
about the environment and therefore they are scared and then they tell
their kids “be careful of snakes, spiders etc” and then the kids get scared
and they are usually not scared in the first place (Harry - I - IDI).
The problem is also that kids are not being encouraged by their parents to
be involved in outdoor activities. They won’t let them go and others will
say “just go out there” but this is good and bad (Claire - IFG).
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On a lighter note paternal fear for children’s safety also extended to the fear of
children (or self) being dirty.
The kids go down and they walk through the swamp and touch python
snakes, and they just make physical contact with the environment through
all their senses. Some mothers didn’t like it as their kids came home
really dirty. … Our girl, well she is 15 and simply not interested. She’s at
the dressing up age and none of her friends want to get dirty (Harry - NI IDI).
Yes that is very true. Their [modern children’s] whole lives are spent in
such a clinical environment that they don’t build up an immune system.
Kids grow up these days thinking that if they get dirty or if they even just
touch dirt they will get sick. … It is a psychological process that is trained
into them by their parents wanting them to stay clean (Donna - IFG).
Karen (NI) commented that she felt there was an unwillingness for people to get their
hands dirty and consequently this reduced their desire to engage with the experiential
nature of outdoor learning.
But I don’t see too much actually happening, people don’t like to get their
hands dirty, they don’t like to plant a tree or, pull out a weed (Karen - NI IDI).
The limited number of quality outdoor environments available to participate in
appreciative outdoor leisure and activities heightened this social perception of the
outdoors as a dirty place. This concern was raised in the non-Indigenous focus group
and was summarised by Tom (NI).
I think you're looking at two things here like you're looking at trying to get
people involved with the environment and trying to break through those
fear barriers - like a night in the bush - going down to the creek, going
camping in areas that are a little bit disjunct than normal - but in the
urban sense you've got a new emerging problem and that's the
degradation of the environment that you want people to go into - so - in
that case you wouldn't encourage the kids to go into the creek because of
the water quality - you wouldn't encourage them to go into certain areas
because there might be some stick needles down there (Tom - NIFG).
It appeared through discussion that it was not the participation in outdoor activities
themselves in the city or more developed areas that were the problem, but the danger
from strangers.
Parents also have the fear of what other people are doing and what they
may do, and this is a fairly justifiable fear. I think this fear for parents is a
limitation in itself. But I also think that in this day and age there is more
concern from parents that their children will get hurt, they are very over
protective in today’s society of their children (Danny - NI - IDI).
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Fear of strangers was also a personal fear that arose through both the in-depth and
focus group discussions, primarily from women.
No never, I feel much more afraid in the urban / city environment than I
ever would in the bush. You are much safer in the bush. But I think that
it is humans that are the ones you need to be scared of not nature and
the things in it (Nelly - NI - IDI).
Or well while, right - while the opportunities are there - there is definite
safety issues, that increasingly need to be considered … I'm careful about
walking regularly - having a regular pattern - going where I'd be alone in
the bush. I either do it irregularly or make sure I'm with a neighbour. I
sometimes now walk alone in the bush in an urban setting but I'm fairly
careful about it (Mary - NIFG).
James (NIFG) commented on the unrealistic perception of the likelihood of harm in an
urban outdoor environment or setting, to which some - but not all - of the women at the
focus group agreed.
I think a lot of us highlight this in our minds and lose track of the real issue
- and the real statistics of being raped in the bush walking alone, you
know, and I think if you really looked at the statistics you would find that
they're not in your favour - they don't support your fear, if you know what
I'm saying (James).
No, that's true (Mary).
It's probably not real and I think the reason for that is that every time there
is something unsavoury that happens the press jump on it.
Sensationalism (James).
Oh yes (General agreement - NIFG).
This discussion extended on Ryan’s (NI) comment in his in-depth discussion that the
media maintained this culture of fear about the outdoors and environment by promoting
the environment as a place to be scared of. Harry (I - IDI) also noted similar concerns,
There is a lack of education about the fact that it [the environment] is not
a bad place. For example, they [general public] are very rarely told to
respect snakes and be careful, give them their space, usually they are
told to avoid the bush (Harry - I - IDI).
The element of risk has been noted by those involved in this research as inherent in the
outdoor experience and one of the beneficial characteristics of outdoor activities. A
healthy understanding of real and perceived risks was generated through the outdoor
learning practices undertaken by people in this research through everyday
environmental interaction and the development of an intimate understanding of the
environment. Many felt that this intimate (or spiritual) relationship was being denied in
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many formal outdoor programmes (education or commercial) for children or adults due
to the restrictive procedures these two groups implement to ‘control’ or ‘alleviate’ risk.
This reduction in the ability to enable an intimate relationship to build with the
environment was due to the structured and often sanitised nature of outdoor experience
in these formal outdoor programmes. Jake (NI - IDI), who often assisted on school
camps noted this conflicting situation. He identified the benefits of mobile telephones on
outdoor activities for safety but also their costs in relation to implementing experiential
learning.
It’s great safety, like I had a group of school kids out, so they wanted a
satellite - we can go remote! - I think a satellite phone is very important.
But it [technology] creates an experience, like you sort of lose that thing
about oh well, “should I go any further, if I do go any further I’m sort of
losing contact a bit, I’m taking a bit more of a risk” - that takes a little bit
away from the excitement, I mean nowadays people with GPSs and
satellite phones, really they can go anywhere, they know they’ll always be
rescued. That’s sort of taken away a bit of the sort of, I don’t know, it’s
not a competition, but, takes away from the thrill or the excitement (Jake NI - IDI).
Ewert (1991) noted that the safeguarding against any or all risks in the outdoors by
management eroded the sense of adventure and destroyed the very reasons for
engaging in the outdoor activity.

Unfortunately a view of the outdoors as ‘dangerous’ or needing to be ‘feared’ was seen
by those in the research to be heavily promoted in the dominant media. People felt that
fear of the outdoors then became a constraint to the general public and prevented them
becoming familiar with outdoor leisure and outdoor lifestyles.

Well I think it is very hard to get people motivated, we have the best
environment and weather and most Australians won’t go outdoors. I think
that most Australians are afraid of the bush, they have this paranoia
about snakes, spiders and getting hurt (Ryan - NI - IDI).
A self-perpetuating cycle was established with fear preventing outdoor participation,
which in turn prevented the sharing of pro-environmental knowledge and values through
outdoor learning.
Most people have a significant fear of the unknown, particularly of the
bush. Australians are more afraid of snakes and spiders than anyone in
the world I think. I think this fear is really based on a lack of knowledge
rather than a reality. This also seems to be more prominent with people
who spend a lot of time in urban areas (Danny - NI - IDI).
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This generated fear was not entirely a non-Indigenous phenomenon, as it was Ray (NI IDI) who noted the detrimental affects that the removal of Indigenous peoples from their
lands had on their connection to the land.
Interestingly, Torres Strait Islanders are typically petrified of spiders etc;
and many Aboriginal people also have a high fear. To some extent, this
issue is related to everything else - separation from the natural
environment tends to breed fear of it as well, so the separation is selfperpetuating in a cyclical (spiral) fashion. Cyclical reinforcement of the
separation is possibly quite important in this context (Ray - NI - IDI).
People in this research also discussed a converse fear for the environment through
increased environmental awareness developed when they are confronted with
environmental destruction whilst partaking in appreciative outdoor leisure and activities.
Karen (NI) noted that the intensity of concern generated from these sightings was
proportionate to the increase in one’s pro-environmental knowledge gained through
continual outdoor leisure participation.
I mean once you know what Lantana is or weeds are, once you know
what pigs damage looks like you can never go anywhere again, you’re all,
it’s, you never get away, once you know what Buffulo grass looks like or
Green panic or, other weeds [laughter] (Karen - NI - IDI).
There are certain things I have fears [for] because of the wash out of the
creeks from the farms. The wash out of the creeks and farms, peoples
farms. The big wash offs out of the creeks. Well when the cane farms
they used chemicals that killed half the things and then they killed all
beside the banks and that because they wanted to kill all the grass, its all
murky and so that’s what you have to fear out of the river, it kills all the
grass, fish and the turtles just can’t breathe, kills them (Glen - I - IDI).
This immediate fear for the environment also indirectly impacted on outdoor learning, as
environments were degraded so to were the opportunities to sharing pro-environmental
knowledge and values in areas that had healthy ecosystems. This compounded the
result of the culture of fear surrounding interactions with the outdoors in Western life,
which was a low level of pro-environmental knowledge and values generated in
Australian society through a lack of in-depth environmental interaction. Again this limited
the sharing of pro-environmental knowledge and values through outdoor learning.
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5.2.2.6 Constraints on appreciative outdoor leisure social networks

The important social support for outdoor learning practices found in the appreciative
outdoor leisure social networks was covered in the previous chapter (Section 4.3.3.3, p.
98). Although these social networks existed they were often dispersed and some of the
people in this research found that finding people with similar environmental values to
accompany them on outdoor activities was a constraint to appreciative outdoor leisure
and activity participation.
Well usually I don’t have anyone to go with, I mean I can go out myself
sure, but you need to have someone to enjoy it with (Ray - NI - IDI).
Also there are not as many people to go out into the bush with either,
used to be that you could go with a lot of people, now very few to go with
(Claire - IFG).
Many found that this constraint of a lack of companions was easily rectified through the
social support gained by joining a community-based appreciative outdoor activities club
but access could be difficult particularly if ill-health prevented their ability to use selfreliant transportation, for example their own car (Jill - NI - IDI; Marilyn - NI - IDI).
Furthermore, likeminded people were difficult to connect with in the general populace of
Australian society where many people hold low levels of pro-environmental knowledge
and values.

From this perspective these appreciative outdoor leisure social networks

provided an avenue for connecting with companions with similar pro-environmental
values and worldviews.

I think that’s been like of growing importance to me, to find that group of
people where I can really, they don’t think you’re a bit strange because
you’re actually really interested in that spiritual connection (Molly - NI IDI).
Often the support for community-based volunteer outdoor groups had to come from
within their own networks and the motivation to continue was often reliant on seeing their
projects come to fruition.
We’re, with our association of course we’ve had, I don’t know whether
[name] told you, but all organisations they have their down times and
we’ve just, gradually clawing our way out of it, and of course, during that
time we lost a lot of our community members and that sort of thing so,
we’re getting back again, it’s real good, great positive things happening
(Ali - I - IDI).
The problem is that it is always the same old group of volunteers that end
up organising the events. But I know sometimes I get real tired and just
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don’t feel like I can organise anything more and then as I see the project
come to fruition it is amazing the feeling of pride I get and I feel good
about what I’ve done and what is being done for the community and I
think “the work really wasn’t that bad” (Cindy - IFG).
The result of a limited number of regular people being responsible for the maintenance
of volunteer organisation meant that these regulars often burnt out. Support from the
dominant social system to help with retention of volunteers and attracting new volunteers
would assist in reducing this burn out. If these community-based projects were not
supported in the dominant social system their success declined through community
volunteers becoming demotivated and becoming less enthusiastic to being involved in
future projects.
Many of the appreciative outdoor leisure social networks hold strong communal values.
These communal values contrasted the more individualistic values promoted through the
dominant Australian social system. This individualism was seen to be another constraint
to the willingness of people in wider society to move away from a materialistic or
consumptive lifestyle and willingness to engage with these more community oriented
appreciative outdoor leisure social networks.
Well there’s heaps of things that determine the [social] attitudes and by
and large, I don’t know, probably, the culture and advertising, money, it’s
that whole direction of I think, selfishness. Just playing on that idea that
you can have what you want, when you want it and you’ve got a right to
have it, I think seems to be a fairly prevalent thing in the last, I don’t know
how many years, but it just seems to be stronger and stronger that you
have “that right” and no-one should be able to deny you that, and while in
one sense I think that’s right - that seems to be a denial of a family or of
community and all of that. Even though the pollies [politicians] or
whoever will stand up and say, ‘we are a nation’, or ‘we are a country’, or
‘we are a state’, and the next minute everything seems to be done to
undermine that whole thing because you’ve got a right to do as you want
to do (Rob - NI - IDI).
These appreciative outdoor leisure social networks, whilst able to assist those in this
research to combat cultural and social constraints imposed on their outdoor learning
practices, were themselves subject to similar constraints imposed upon them due to this
supportive role for people with alternative values to the dominant social system.
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5.2.2.7 Appreciative outdoor leisure and activity summary

Appreciative outdoor leisure combined with the everyday activities not normally defined
as outdoor leisure in Australian society were part of an outdoor lifestyle context and
provided the settings for a constant interaction with the environment required to
implement outdoor learning practices. As these leisure and activities provided a setting
for alternative ways of being in the outdoors to that promoted through the dominant
cultural and social system, they were generally not supported by this dominant system
and constraints were often imposed upon these settings that restricted the growth of the
outdoor learning practices of those in this research. This limited support subsequently
had a deleterious effect on the level of pro-environmental knowledge and values that
could be shared by these appreciative outdoor leisure social networks in Australian
society.

The constraints to the appreciative outdoor leisure and activities derived from the
dominant culture’s perception of the outdoors as an economic venture and a place to be
controlled. This meant that leisure activities that perpetuated the status quo in Australia
were provided support through funding, infrastructural support and positive media
coverage. Industry frameworks were designed to assimilate outdoor leisure activities not
fitting in with the dominant social system and, in particular, outdoor learning practices
that supported alternative ways of knowing the environment. A culture of fear generated
around the outdoors further prevented the number of people participating in appreciative
outdoor leisure and activities from increasing, as these activities require direct contact
with nature. Consumptive or masculine outdoor leisure activities prone to perpetuating
the dominant value system were also provided more support than their appreciative
counterparts.

These preferential treatments effectively implemented a divide and

conquer approach that diminished the ability for appreciative outdoor leisure to
strengthen in numbers.

5.2.3

Indigenous Cultural philosophy

Divide and conquer, discrediting and silencing were all well known to Indigenous
peoples in Australia. Andrew (I) suggested that, historically, locations where Aboriginal
reserves were built during the initial colonisation years resulted in the surrounding [white]
communities often becoming some of the most racist in Australia today. This formed an
invisible barrier to any form of exploration of the land surrounding reserves, as the
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external social climate was more sinister and hostile than that encountered within the
reserve or the natural environment itself. This invisible social and psychological barrier
prevented any form of cultural outdoor activity such as walkabouts or exploration over
surrounding lands (some ancestral), which would have traditionally provided the
Indigenous peoples with a high level of knowledge and value for their environment.
Negative repercussions from this colonisation still impact on Indigenous environmental
knowledge.
Well there are a couple of issues. Many Aboriginal peoples were
disconnected from the environment when they were removed from their
land by the government. So they have to live on missions or in the cities
and not on their lands. This is a problem for my culture because we have
to teach our people to be connected to their lands again and to learn the
traditional ways of living. In the cities people don’t know how to live in the
outdoors, they are afraid of it and they don’t know how to behave, they
don’t know how to hunt or move around on the land without damaging it
(Craig - IFG).
Furthermore, the intergenerational and community-based sharing of pro-environmental
knowledge and values and cultural traditions inherent in outdoor learning had diminished
due to the devastatingly high level of illness and mortality rates in Indigenous
communities. This situation was directly attributed to the imposition of colonialism and
modern Australian lifestyles by the dominant social system, a situation that was
identified in the research as still continuing today.
In [name of area] the male average age expectancy is 38, this has
dropped from 55 in the last ten years. … the state of my community
makes me feel bad inside (Wil - I - IDI).
This, coupled with the historical assimilation of younger Indigenous generations through
Australian formal education systems and the exclusion of the older generation of
Indigenous people, left appropriate cultural and environmental education forfeit. The
follow-on effect identified by the Indigenous peoples in this research was that fewer and
fewer Indigenous people understood or had an awareness of their personal cultural
history.

This proved to be an additional constraint to immediate implementation of

outdoor learning practices, as cultural re-learning was required as a prerequisite to any
form of self-determination in cultural outdoor learning.
I do help a lot of them [youth] to, because lot of them, both here now at
the schools and they [community people] want to learn in between [name
of town] and [name of town] or [name of town], this is the black spot, what
I call a black spot, the history’s been lost. And we’re trying to bring it all
back again, because of what happened, the atrocities that happened and
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now, lot of our young people in this community, the older and younger
ones, they don’t know the history of the area, I’m trying to bring it all back
to them now, make them understand (Glen -I - IDI).
To further complicate the re-learning of cultural knowledge however, was the need to
firstly re-establish Indigenous languages. The following discussions by Ali in her indepth discussion and the people in the Indigenous focus group, verified this process.
All this formal education is not their [Indigenous peoples] own
environment. And even though it’s not, this English is our first language
now, but it’s not our cultural language and there has to be a problem with
the English language (Ali - I - IDI).
Changing the names of areas is a huge issue as well, once you change
the name of an area it automatically changes the connection to the place
for its people (Cindy).
Yeh like [non-Indigenous name of mountain], its Aboriginal name is
[Aboriginal name of mountain] but white fellas couldn’t pronounce it so
they just changed it - no problems just like that (Kent).
It is this changing of the language to suit white language that changes the
areas feel, it is no longer reflecting the Aboriginal connection to the area
as the name of the place that usually has some spiritual or connection
significance is gone (Cindy). (IFG)
From these discussions we can see that the processes utilised by the dominant social
system to silence Australian Indigenous peoples paralleled the processes utilised to
silence non-Indigenous Australian groups who challenge this status quo of the economic
values system of the dominant social system, for example, the appreciative outdoor
recreationists involved in this research. The important difference here was that if the
dominant social system succeeded in disintegrating the appreciative outdoor leisure
subcultures of the non-Indigenous people in this research their dominant Australian
culture would still hold the power position in society, albeit that the people in this
research would still be marginalised, dissatisfied and feel it was in need of social
change.

For the Indigenous people in this research, however, this was not the case as their
culture has been substantially weakened by continual forced assimilation and
acculturation by the Australian dominant culture and subsequently their cultural power
base is limited. Furthermore, the level of assimilation into Australian Western culture for
some Indigenous peoples might result in them not being inclined to act in a manner
beneficial to the perpetuation of their Indigenous culture. They might be more likely to fit
in with the dominant system for the purposes of individual gain (Cooper, 1994; McKay,
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1994; Polistina, 1999).

The current constraints imposed by the dominant non-

Indigenous Australian social system on their outdoor lifestyles and outdoor learning
practices added to the already difficult task of rejuvenating their culture.
5.3 CHAPTER CONCLUSION
5.3.1

Summary of this chapter’s theoretical development

In Chapter 4 I provided a description of the theory of outdoor learning grounded in the
outdoor lifestyles of the people involved in this research. Appreciative outdoor leisure
and activities provided the setting for the continuation of their outdoor learning practices.
In this chapter it has been identified that cultural and social support for the continuation
of their outdoor learning practices, from those perpetuating the Australian social system,
was limited. Many of the constraints to the outdoor learning practices of those involved
in this research had their roots in the dominant cultural and social economic values and
neoliberalist ideology and subsequent processes undertaken to perpetuate this dominant
culture. The level of constraints identified indicated a deleterious relationship between
the continuation of the outdoor learning practices of those in this research and the
neoliberal social system. The clash between the economically focussed values of the
dominant neoliberalist elite in Australian society and the pro-environmentally focussed
values of the people in this research provided the foundation for many of these
constraints. Liberal capitalism, the tenets of which provide the bedrock for neoliberalism,
"as an economic system establishing supply and distribution of goods, is largely
inconsistent with the collective good of maintaining environmental quality" (Cahn, 1996,
p. 125).

The consumptive lifestyles of modern Australian society that were driven by an
economic value system were at odds with the outdoor lifestyles of those in this research.
It became apparent throughout the discussions on outdoor lifestyles in this research that
although liberalism, and its sub-species neoliberalism, equates liberty with the ability to
acquire, use, and dispose of private property free of government intrusion (Cahn, 1996,
p. 125) this was only supported if the use of the land was not for the purposes of
implementing an alternative to its utilitarian use for economic generation. This could be
seen by the barriers that James (NI - IDI, p. 141; 143) experienced when trying to
obtaining government permission to develop a co-housing estate in his local area or the
systematic assimilation of Australian Indigenous people's cultural outdoor lifestyle
practices into non-Indigenous Australian society - historically based in British colonialism
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(Kidd, 1997). These examples highlight that neoliberalist ideals are upheld through the
economic rationalist system, which allows easy manipulation of the system to ensure the
perpetuation of these neoliberalist ideals (McChesney, 1999).

These consumptive, primarily urban, lifestyles generated a disconnection to the
environment stemming from the utilitarian use of the environment for economic purposes
and led to a low spiritual connection to the environment. This caused problems for the
sharing of pro-environmental knowledge and values by those in the research as the
dominant social discourse on the environment focussed on perpetuating this
utilitarianism rather than supporting learning frameworks designed to promote a more
pro-environmental value.

This low pro-environmental value in everyday modern life

resulted in an unwillingness to adopt custodianship style responsibility for looking after
the environment, therefore making outdoor learning for the purposes of attaining
knowledge about the environment and its conservation unnecessary.

Three main infrastructures in Australian society were identified in the research as
avenues for the dominant social system to impose constraints on the outdoor learning
practices of those in this research. These three infrastructures were employment, media
and education. The lack of value afforded environmentally focussed employment in
Australian society was prominent in the discussions. Employment was an integral part
of the lifelong environmental learning of those in the research and many attempted to
gain environmentally focussed employment to support their desire for a constant
environmental interaction in life. The lack of value afforded this form of employment
meant that it was irregular and not remunerated well.

For those in the research,

particularly those with families, this form of employment was an unstable option and
most were forced to take on jobs that held no benefit or opportunity for attaining and
sharing pro-environmental knowledge and values.

The media and general promotion of the outdoors were utilised to perpetuate the status
quo. Promotion of more masculine notions of dominating and controlling the
environment, whilst simultaneously generating negative stereotypes of people inclined to
hold pro-environmental values ensured an anthropocentric and economic value for the
environment were maintained in society. Those in the research attempting to share proenvironmental knowledge and values with a general populace indoctrinated into
dominating and controlling behaviours in the outdoors struggled with this societal
groupthink perpetuated by the dominant media.

The aggressiveness encouraged
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through these dominating behaviours rendered it appropriate for people to be aggressive
when confronted by people holding pro-environmental worldviews and as a result many
in this research found they refrained from offering their pro-environmental knowledge
and values through fear of an aggressive response.

The negative stereotypes generated by the media ultimately silenced many of the
individuals in this research who were predisposed to sharing pro-environmental
knowledge and values their outdoor learning practices. This lack of implementation of
their outdoor learning practices primarily resulted from their social exclusion and lack of
support for their pro-environmental value systems through the dominant media. For the
Indigenous peoples in the research the use of negative social stereotypes to denigrate
their communal outdoor practices, such as community outdoor gatherings ensured that
any cultural outdoor learning that could occur at these events was overshadowed by
social stigmas and intrusions, for example from the police.

The formal education system was also implicated in discussions on constraints to the
outdoor learning practices of those in this research. The use of the formal education
system to perpetuate the dominant social economic value system resulted in the
devaluing of community-based and self-directed learning that the people in this research
utilised for the purpose of sharing pro-environmental knowledge and values. Devaluing
these two approaches to outdoor learning resulted in them being omitted to a large
extent from the dominant discourse in lifelong learning. In particular, formal outdoor
educators and commercial outdoor organisations with a vested interest in maintaining
their control of the outdoor learning field dismissed the necessity for including these
approaches as a prominent element necessary for the continuation of outdoor learning.

This dismissal was detrimental to the outdoor learning practices of those in this research
as the non-formal and informal nature of their approaches to outdoor learning - lifelong
environmental learning, community-based and self-directed learning - were not able to
be co-opted into the regimented frameworks of their more formal counterparts. This
ultimately silenced the sharing of pro-environmental knowledge and values that occurred
in their outdoor learning through their lack of inclusion in the broader social education
system.

The focus in the majority of these formal education institutions on physical element of
outdoor activity meant that they maintained a prominence of men in the outdoor learning
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field.

This is at odds with the more creative, appreciative nature of the sharing of pro-

environmental knowledge and values by those in this research that saw a prominence of
women, particularly in the home and local community setting, as the main educator for
outdoor learning.

This extended to the devaluing of family and intergenerational

learning, for example the inclusion of elders in outdoor learning. The Indigenous people
in this research felt that this was devaluing family and intergenerational learning and was
detrimental to the rejuvenation of their cultural education systems and the sharing of the
pro-environmental knowledge and values that these community people held.

People in this research noted a deeper value for the environment was produced by
individuals when they went on outdoor activities with mentors or friends or when they
took the time to explore the environment by themselves. Both social and individual selfdirected learning, however, was also seen as devalued by the dominant formal
education and commercial outdoor operators, again due to their vested interest in
maintaining control of the outdoor experience. Subsequently, those in the research felt
that the dominant education system and its counterpart in outdoor training – the outdoor
industry – created a superficial connection to the environment based on economic rather
than environmental values. They felt this limited the general public’s knowledge of the
environment to an academic level at the expense of a more spiritual connection.

Appreciative outdoor leisure was one of the main settings for the implementation of the
outdoor learning practices of those in the research and an area where they found many
constraints imposed upon them by the dominant social system. These began by the
perpetuation of the economic value system through the preferential treatment of leisure
activities that assisted with this perpetuation, for example, sport. As sport is primarily
anthropocentric in nature it did not provide an adequate setting for the eco-centric focus
of the outdoor learning that those in the research wanted to implement.

When

individuals within appreciative outdoor leisure groups began to adopt the dominant social
values this resulted in a divide and conquer effect occurring with some using
environmentally destructive behaviours when engaging in the activity, for example, large
bon fires on national park beaches or degrading campsites by leaving their rubbish or
human faeces.

It was here that the aggressive behaviours of those upholding the

dominant values was most prominent for those in this research and appeared to cause
them the most angst by preventing them sharing pro-environmental knowledge and
values.
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This preferential treatment for sport also resulted in a lack of funding provided to
appreciative outdoor leisure along with limited access to quality outdoor environments.
Again this limited the opportunities to share pro-environmental knowledge and values
due to the lack of quality settings in which to provide this outdoor learning.

The focus on the outdoors as a leisure industry also posed constraints to the outdoor
learning practices of those in this research.

This primarily arose from the devaluing of

community-based and self-directed learning as previously discussed due to the conflict
of interests between these learning approaches focussed on the environment and the
economic value for the environment sought by industry. The support afforded Australian
industry in the dominant social system meant it easily silenced community-based groups
and individuals such as the people in this research, wishing to implement their outdoor
learning for free and without the revenue generating frameworks of outdoor training,
accreditation and registration.

Generating a culture of fear (Furedi, 2002) around the outdoors was a prominent way
that the dominant Australian social system and interested institutions and advocates
ensured they maintained their control over outdoor learning and outdoor experiences.
People in this research found it difficult to share pro-environmental knowledge and
values with others in society due to their belief, generated through social media,
education and industry, that the outdoors was a dangerous, dirty and hostile place to be.
This prevented those in this research from encouraging more people in general into the
outdoors for the purposed of connecting to the environment.

This lack of

encouragement to connect with the environment was exacerbated by parents' paternal
fears for their children that meant younger age groups were not being introduced to the
outdoors in their formative years and resulted in the development of an environmental
connection being more difficult in their adolescent and adult's lives.

Therefore, the

people in this research felt that not only could they not reach younger children but also
that as the older they became the more indoctrinated into the dominant social system
they were and hence found it more difficult to change their value system.

Finally, the people in this research found that when they established or connected with
appreciative outdoor leisure social networks to support their outdoor learning practices
these groups were also negatively impacted upon by all of the above constraints being
imposed upon them by the dominant social system. For the Indigenous people in this
research, constraints to outdoor learning practices had a second negative impact in that
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they not only prevented them from sharing pro-environmental knowledge and values but
also prevented them from rejuvenating their culture through limited access and
opportunities for culturally appropriate outdoor activities.

The above constraints experienced by those in this research highlight the assimilatory
practices of the dominant social system imposed to restrict both their private (home and
local areas) and public (appreciative outdoor leisure social networks) settings when
attempting to implement their outdoor learning practices. Throughout this stage in this
research it became apparent that the same processes utilised to assimilate other
cultures into the dominant cultural system, in particular Australian Indigenous cultures,
were utilised to assimilate subcultural groups that were opposed to or sought to change
the dominant system, for example, appreciative outdoor recreationists.

These

assimilative processes included processes which perpetuate the favoured worldview and
values over others, for example media usage; defamatory practices and the fabrication
of negative social stereotypes; inequitable provision of funding, opportunities, access,
services and infrastructures; insidious nature of economic rationalist ideologies; and cooptive social institutions, for example formal education.

Figure 5.3.1 provides an illustration of the smothering effect that the constant imposition
of constraints had on outdoor learning practices but also on their interconnected outdoor
lifestyle contexts and outdoor leisure and activity settings.
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Figure 5.3.1:

Constraints on the symbiotic relationship between outdoor
lifestyle contexts, outdoor leisure settings and outdoor learning
practices.
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5.3.2

Grounded theory and progression to participatory and emancipatory action
research

This chapter has presented the substantive grounded theory of outdoor learning in light
of the constraints imposed on its perpetuation. Theoretical development from the
information provided by the people in this research on their outdoor learning practices
was extended to include their experience of the dominant social system and its negative
impact on their outdoor learning practices. Thus the process of self-reflective enquiry
undertaken by the people in this research enhanced their understanding of their own
outdoor learning practices, the situations and settings in which they implemented them
and improved their own ability to rationalise and justify the importance of these outdoor
learning practices. This self-reflective enquiry is the primary process utilised in action
research to obtain these outcomes (Carr and Kemmis, 1997; Smith, 2001 [1996]).
RQ2 - What are the constraints to these practices that inhibit the sharing of pro-environmental
knowledge and values?

The constraints to their outdoor learning practices were also described in relation to the
impact on the outdoor leisure and activities of the people in this research that provided
the settings for these practices. People from both groups involved in this research
identified similar experiences of the restrictions found in the dominant social system
reifying the assimilatory nature of these constraints. The diversity of scenarios provided
to explain their individual experiences of similar constraints to their outdoor learning
practices and the real life and leisure settings in which these experiences were
manifested models the process of critical reflection required in action research to
achieve a heightened level of self-awareness and critical learning (Weil, 1998).

This chapter therefore, responds specifically to RQ2 whilst further substantiating RQ1.
This is partly due to the fact that the presence of constraints imposed on their outdoor
learning practices identified by the people in this research was evidence that advocates
of the dominant Australian social system recognised that these community-based
outdoor learning practices did exist. Recognition of their existence strengthened the
validity of the community-based outdoor learning practices of those in this research by
giving voice to these practices. This assisted in diminishing criticisms, noted by Pandey
(1995), of these 'voices from the edge' as trivial and questionable as evidence,
perspectives and representation of social and cultural processes.

The imposed

constraints served to maintain a constant process of assimilation to ensure that
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community-based non-formal and informal outdoor learning practices did not become a
prominent Australian social process. As Diesendorf and Hamilton (1997) noted "even
when there is a genuine intention to exercise objective administration and regulation,
people in government departments and regulatory agencies come to identify with the
interests of the administered or regulated bodies" (p. 290). This results in a government
department or agency bias towards the interests of dominant industries and activities.
5/
This chapter has made available details of the main constraints to the outdoor learning
practices of those in this research and completed the reconnaissance stage of the action
research process.

This reconnaissance stage provided the setting for those in the

research to critically reflect on their social situations and heightened their perceptions of
themselves as constructors of knowledge. James (1997) noted that it is through this
critical reflection process and altered self-perception that people become agents of
change. It was at this point that the people involved were empowered through this
research to be able to progress into future broader emancipatory action research
processes to develop actions to alleviate or remove these constraints if they so desire.
Further discussion on the success of the use of participatory critical reflection, through
the action research process, for attainment of emancipatory goals will be afforded in
Chapter 6, Sections 6.3 and 6.4.2.

At the beginning of this stage in this research the theory of outdoor learning was
reasonably saturated in relation to dominant themes (Chapter 4).

Therefore this

reconnaissance stage of the action research process was utilised to reinforce the theory
through the identification of actual constraints preventing the outdoor learning practices
from being perpetuated. It is from the completion of this stage that the action research
process can progress into the broader cycle of emancipatory action research to begin
identification of actions to alleviate these constraints.

Freire (1997) stated that this

process of investigation, examination, critique and reinvestigation raises the level of
critical thinking for the people involved in the research and in doing so introduces a
simultaneous process of learning and research for all involved. The point at which the
current outdoor learning research concluded (albeit temporarily) corresponds with the
stage of drafting a proposal for subsequent action with the people in the research that
Freire identified as resulting from this process of investigation, examination, critique and
reinvestigation. By drawing on the practical form of action research to encourage those
involved in this research to critically deliberate and self-reflect on their position in society
(Carr and Kemmis, 1997; Stringer, 1996) the research process has moved the
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discussions into the beginning of an emancipatory framework of action research. The
development of the theoretical framework of outdoor learning provided the groundwork
for further research into the constraints experienced by those attempting to implement
similar outdoor learning practices to those of the people in this research.
5.3.2.1 The research problem revisited

The development of the theory of outdoor learning discussed in Chapter 4 addressed
RQ1 by identifying the practices for sharing pro-environmental knowledge and values
currently prevalent in the outdoor learning practices of those involved in this research. In
this chapter the constraints investigated in the second information collection stage
reiterated the presence of these practices and addressed RQ2.

The next and final chapter of this thesis collates the response to the research questions.
A discussion on the implications of the theory of outdoor learning is afforded. The
trustworthiness of the theory is discussed and the theory’s useful contribution to the field
is outlined.

Future opportunities for further developments in research, practice and

praxis are finally discussed before providing an overview of wider implications of the
research.
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Chapter 6 - Diagram 6.1: Information collection progression into future research stage after
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CHAPTER 6
THE FUTURE FOR OUTDOOR LEARNING

6.1 INTRODUCTION

The process for developing a theory of outdoor learning for the purpose of sharing proenvironmental knowledge and values grounded in the everyday outdoor lives of those
involved in this research was discussed in Chapter 2. In Chapter 3, previous research
relevant to the inception of this research project was examined and provided me with a
foundation to extend my theoretical sensitivity throughout the research. The analysis of
the concepts and themes emerging from the information collection stages were
discussed in Chapters 4 and 5 and provided the contextual basis that developed into the
theory of outdoor learning.
This chapter will synthesise the theory emerging from this research and the limitations to
the outdoor learning practices implemented by those in this research.

Previous

research is also examined throughout the discussion to assist with the summation of a
response to the research questions raised in Chapter 1.

This combination strengthens

the trustworthiness of the grounded theory emerging from this research process
(Pidgeon and Henwood, 1997) and heightens the ability to provide replicability of the
research process (Marshall and Rossman, 1989), essential to ongoing theory
development. Aspects of methodology that could strengthen research in this area are
also considered. In the final section of the chapter the thesis’ contribution to the field of
knowledge is identified with future research and actions generated for an ongoing
emancipatory action research process discussed.
6.2

RESPONSE TO THE RESEARCH QUESTIONS

The aim of this research was to make visible the outdoor learning practices for sharing
pro-environmental knowledge and values of people in appreciative outdoor leisure
groups and Indigenous communities in Queensland, Australia.

This was possible

through the development of a theory grounded in their respective everyday life contexts.
This led to the investigation of, and response to, two research questions that examined
the identification of their outdoor learning practices and the constraints to the
perpetuation of these practices. The following sections will respond specifically to each
research question.
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6.2.1

Response to RQ1 - Theory of Outdoor Learning

The development of the theory of outdoor learning began to emerge with the
identification of practices within the outdoor lifestyles of those in this research for sharing
pro-environmental knowledge and values.

However, given the limited research and

documentation in this area the theory generated for outdoor learning could only reach
the substantive level due to its embryonic nature. This research has assisted in filling
this gap in the literature and extended the notion of what constitutes outdoor or
environmental education. The diversity between and within the two groups provided a
strong foundation for future research to extend this substantive theory of outdoor
learning into a formal theory. The emergence of the themes that made up this theory of
outdoor learning directly responded to RQ1.

RQ1. What are the practices of sharing environmental knowledge and values in proenvironmental community groups?

The outdoor learning practices of those in this research were interconnected to their
outdoor lifestyle contexts and manifested in their appreciative outdoor leisure and activity
settings.

This section will provide a summary discussion of their outdoor learning

practices initially in relation to the connection with their outdoor lifestyle contexts. The
focus of discussion will then be on the summary of the three main outdoor learning
approaches and subsequently the appreciative outdoor leisure and activity settings in
which these outdoor learning practices were implemented.
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6.2.1.1 Outdoor lifestyle context of outdoor learning

The interconnectedness of life on earth and the responsibility of humans to maintain the
balance of life were major themes running through the sharing of pro-environmental
knowledge and values for those in this research. This provided the foundation for their
outdoor lifestyle contexts that were non-compartmentalised, interrelated and accepting
of the co-equal value of non-human entities. The people in this research often provided
sanctuaries for aspects of the environment in their home and local areas and
subsequently extended the notion of ‘home’ to include when they were going ‘home’ to
the outdoors and more wild environments (Henderson and Scott, 1991) as well as going
‘home’ to built environments (James – NI).

It was this awareness of themselves, their environment and the relationship between the
two that Harper (1995) argued brings an awareness of our “expanded self”, that is, the
experience of wholeness with the world around oneself (p. 196). Beare (1991) linked
scientific and holistic notions to explain “homeostasis” as a kind of wisdom that “controls
the whole and maintains its living-ness” and therefore life, full of communities and
collective entities”. It is a “bundle of things bound or bonded together” (Beare, 1991, p.
11). For those involved in this research this bundle of things bound together was a
complex web of elements that combined to meld into the synergistic wholeness of their
outdoor lifestyles.

The knowledge and values required to maintain these outdoor

lifestyles where generated from their outdoor learning practices.

Figure 6.2.1.1

highlights the lack of linear structure to the interconnectedness of elements of their
outdoor lifestyles including the prominent themes of outdoor learning, for example,
lifelong environmental learning, community-based learning, self-directed learning and
appreciative outdoor leisure and activities.
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Figure 6.2.1.1: Web of interconnected elements of the outdoor lifestyle contexts of
outdoor learning
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The strands of the web signify elements of their outdoor lifestyles that, when combined,
strengthen each other and the foundations of these outdoor lifestyles. These elements
include areas of life such as the home environment, social interaction, employment and
spirituality.

All of these elements provided avenues for implementing their outdoor

learning practices.
The outdoor learning inherent in their outdoor lifestyles was constantly enhanced by
multiple, simultaneous, impromptu and naturally occurring learning opportunities that
arose in other strands of the web. The spiral in the web was the individual’s life and the
strands of the web were the learning opportunities or settings that interject throughout
their lifespan. An example was the outdoor learning occurring on an outdoor camp with
friends/peers reinforced the outdoor learning that occurred on a family picnic the year
before. The strength of the outdoor learning opportunities depended on the individual’s
life context at the time and on aspects such as residential location, type of appreciative
outdoor leisure social networks they were involved with or avenues available for solo or
reflective time.

As the strands of the web become stronger the individual’s desire for an outdoor lifestyle
was heightened and led to further behaviours that reinforced the strands and the
attainment of an outdoor lifestyle. For example, many people in this research sought
environmentally focussed employment at the expense of employment for economic gain
to fulfil their desire for more environment interaction in their employment setting.

6.2.1.2 Main approaches to outdoor learning

The ecological focus of outdoor learning, rather than the dominant economic focus of
Australian formal education, promoted a more holistic framework to outdoor learning for
the people involved in this research. This research reinforced Bramwell's (1989) and
Sheridan's (2000) claims that the holistic ecological perspective was usually present in
non-formal or informal environmental education. This lack of economic focus was more
indicative of the triple bottom line (economic, social, environmental) ideology and its
extension to include cultural elements (Hawkes, 2001). The outdoor learning practices
for the non-Indigenous appreciative outdoor recreationists closely paralleled the learning
practices for sharing traditional (and contemporary) ecological knowledge for Australian
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Indigenous peoples (Beck and Walters, 1977; Yunupingu, 1997) and those of the
Indigenous peoples involved in this research.

Three learning approaches were prominent in the outdoor learning practices discussed
in this research: lifelong environmental learning, community-based learning and selfdirected learning. These approaches are summarised in the following sections.
Lifelong environmental learning

The everyday life contexts of the outdoor lifestyles and subsequent appreciative outdoor
leisure and activities for those in this research were part of a lifelong process of outdoor
learning. Agyeman (2000) noted that education does not end when the school day
ends. Rillo (1983-4) observed that formal education, and in particular outdoor education,
was moving from limited schooling to a more lifelong process.

However, Rillo’s

observation fails to acknowledge that it was not a shift to lifelong learning, as much as it
was the beginning of recognition by formal educators that lifelong learning already
occurred outside of the formal education setting. The outdoor learning practices of those
in this research confirm this existence of lifelong learning conducted by communitybased individuals and groups.

The holistic framework for the outdoor learning of those in this research was indicative of
the four factors of the lifelong learning framework developed by UNESCO (Delors, et al.,
1996; ANTA, 1999). The first factor in this framework was learning to live together. This
was evident in this research through the holistic notions of the environment that valued
both human and non-human species. The second factor was learning to know and
could be seen in the slow maturation of knowledge in the lifelong environmental learning
discussed in this research that ensured an in-depth understanding of the environment.
It was on this slow process of culturally (Indigenous) or subculturally (Australian
appreciative outdoor leisure) constituted and consolidated values that Weston (1992)
claimed philosophical ethics were based. The highly experiential nature of the outdoor
learning practices of those in this research and the self-directed approaches undertaken
by them parallels the third factor, learning to do. The comfort with being by themselves
in the environment and their development of a spiritual connection to the environment
clearly identified the presence of the final factor, learning to be.
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In education for both lifelong learning and ecological sustainability, experiential learning
was noted as a key mode of learning (Sterling, 2001). This was also true of the outdoor
learning practices of those in this research.

Their lifelong environmental learning

processes were predominantly experiential in nature. People in this research mentioned
such things as getting ones hands dirty, people needing to get out and experience
nature and the benefits of play in the outdoors for children and adults, all of which
emphasised the importance they placed on experiential learning in the outdoors.
However, for both non-Indigenous and Indigenous people alike in this research,
experiential learning was not simply physical and to glean a deeper learning experience
required sensory, emotional, reflective and spiritual experiences with the environment (p.
84).

This research, therefore, reified Beard and Wilson’s (2002) assertion that

meaningful learning comes from experiential learning that incorporates the element of
reflection and also supported Abram’s (1996) comments that the senses are the primary
way that the earth has of informing our thoughts and of guiding our actions (p. 268).
People in this research commented on feeling the spiritual sense of an area and
emotionally experiencing the environment. For example, Ryan (NI) explained his awe at
its might, and Jill (NI) described her pain at its destruction. This link between cognitive
and experiential sensory learning in this research also supported findings by Chase
(1990) on the reciprocal importance of connecting experiential learning with cognition to
increase an individual’s environmental ethic and Izumi (cited in Starrs, 1984) who noted
it develops a more Zen-like balance in ethical conduct in relation to humans and the
environment. The alternative definition of “ownership” discussed in Chapter 4 by Cat
(NI) and Alex (NI) as a requirement to “own the responsibility” for looking after the
environment was evidence of the custodianship ethic that arose in through the outdoor
learning practices of those in this research. The resemblance to the custodianship ethic
for the environment found in Indigenous cultures was evident in these discussions and
was further reiterated by the Indigenous peoples in this research.

This resemblance indicated a parallel between the two groups in this research, however,
broader cultural parallels, that is, between non-Indigenous and Indigenous cultures could
not be made. Whilst outdoor experiences beyond the physical were noted by Rose
(1996) as inherent in Indigenous culture, from discussions in this research they were not
seen as the norm, or encouraged, in Australian society. For those in this research
lifelong environmental learning and the experiential mode of learning were catered for
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through two additional approaches to learning, community-based and self-directed
learning.

Community-based learning

The long-term resilience of a community-based mode of outdoor learning was identified
by Taylor (1995) and supported by Jansen (1995) who noted that volunteer conservation
and environmental groups “have been educating the public for more than a century,
largely unassisted by adult educators” (p. 93). For Indigenous peoples in Australia this
community-based learning has been implemented for cultural education purposes for
over 50,000 years. In this research there were two main groups in the community that
people interacted with to maintain their sharing of pro-environmental knowledge and
values.

These were the family and intergenerational group, with a strong female

presence, and regular interaction with appreciative outdoor leisure social networks.

Community-based learning through family and intergenerational interaction in the
outdoors for those in this research provided the foundation for sharing pro-environmental
knowledge and values with both their own families as well as the families of those in
their surrounding local areas. The familial outdoor leisure activities and trips
implemented by those in this research are indicative of the childhood events that first
reveal the natural world as an hospitable and liveable home to the individual (Atkinson,
1990). This similarity in contemporary familial and extended family learning for both
non-Indigenous and Indigenous peoples in this research paralleled the outdoor learning
practices of traditional community-based intergenerational learning for Australian
Indigenous peoples. This research therefore supported previous conclusions drawn by
Anderson (1998) on the parallels between non-Indigenous people undertaking
environmentally based outdoor leisure and Indigenous peoples cultural practices.

Dettman-Easler and Pease (1999) assumed that children gained pro-environmental
knowledge in residential camps organised by their schools, and wanted parents to reinforce this at home.

However, their assumption that children learn their pro-

environmental knowledge in formal education was not supported in this research. Most
people in this research attributed the strength of theirs and their children’s proenvironmental values and worldviews to their family upbringing rather than through
formal education. Atkinson (1990) amongst others stated it was these early childhood
experiences that provided our first bonds with the environment and initiated the
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development of our pro-environmental attitudes in adulthood (Chawla, 1999; Clover,
1996; Leitner and Leitner, 1996; Kelly, 1983).

Furthermore, Kals, Schumacher and

Montada (1999) have argued that to promote an emotional affinity with nature,
environmental education programmes - even for adults - should integrate specific
contacts with nature with significant others.

The important role of women as the significant other in outdoor learning and family and
intergenerational learning for those in this research reinforced writings in the literature.
Seager (1993) claimed that 60-80% of members in grass roots community-based
environmental organisations were women. Rodda (1993) also identified the strength of
women’s involvement in grass roots environmental action around the world, through
local and home environmental activities such as tree plantings, water management, fuel
savings and political environmental action. The actions of the women in this research
supported these claims as they participated in many of these activities on a regular basis
in their daily lives.

Appreciative outdoor leisure social networks were another social group that provided a
community-based learning setting.

These social networks also included community-

based individuals, not necessarily attached to an outdoor leisure group and personally
chosen mentors. “It is the job of the teacher to introduce the student to a circle of
friends” (Plato, n.d.). For both the women and men in this research these circles of
friends were found in the appreciative outdoor leisure social networks they interacted
with and who provided support for their outdoor learning practices. Examples of events
organised by these outdoor groups in the current research included regular mothers’
mornings in the park (with or without children), environmental monitoring and bird
atlasing on bushwalks and informal environmental seminars organised by local outdoor
clubs. The complexity of the social interactions, for the purpose of outdoor learning in
the appreciative outdoor leisure and activity settings for those in this research, were
reflective of Palmer’s (1998) notion of a ‘Community of Truth’ in learning and sharing
knowledge. Palmer believed that learning was most successful when the individual was
in control of their own learning, but was supported by a community of ‘knowers’ who
interact with each other as well as with individual to share knowledge. However, the
people in this research also had individuals that they interacted with socially that proved
to be another type of ‘knower’ in the form of mentors.
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Dimitrov (2000(b)) noted the ability of a passionate mentor and/or friend to inspire others
toward a yearning for lifelong learning whilst Matthews and Riley (1994) stated that such
mentors could guide people in outdoor situations where ethical responses were required.
These roles were also recognised in this research. The resident bird watcher in Mike’s
(NI) local forest community, Jenny’s (NI) preference for walks with her partner due to his
extensive knowledge on trees and Cindy’s (I) gratitude for the knowledge she had
gained through continual environmental interaction with her local elders all provided
examples of key community individuals who provided this mentorship to those in this
research.

The non-formal, informal and self-directed nature of learning for the attainment of a high
level of pro-environmental knowledge by the mentors of people in this research
supported Lewis’s (2000) claim that these ‘real life’ mentors need no formal training or
instruction and don’t need to attend courses or read books on the topic of mentoring, as
it is a natural human practice and is part of the way we pass on knowledge, skill and
experience to others. The reciprocal nature of this form of learning in the appreciative
outdoor leisure social networks encouraged mentoring, rather than the more egocentric
notion of a role model, as mentoring was a co-equal process between learner and
mentor and one person was not elevated to ‘expert’ status.

It was the ability to discuss and learn about pro-environmental knowledge and
behaviours with likeminded people that drew those in this research to these community
outdoor groups in their leisure time. Vander Stoep (1997) noted that social support is a
key element in environmental communication with Kals et al., (1999) identifying that this
support can lead an individual to develop a pre-disposition to nature-protective or
environmentally sensitive behaviours.

This research has supported both of these

claims.

Sheridan’s (2000) recognition of the perennial nature of community-based learning for
environmental education was also confirmed in this research as, apart from one-off
seminars where external people from formal education were asked to speak, community
people from the appreciative outdoor leisure social networks normally conducted these
events. Child (1993) and Robertson, Nichols, Horwitz, Bradby, and MacKintosh (2000)
noted that the strength of these community-based narratives lay in the knowledge
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amassed over centuries that provided the background and foundation for new
experiences and knowledge attainment.

Social interaction through their individual, family and community contacts resulted in the
appreciative outdoor leisure social networks of the people in this research having a
degree of coherence, and, as Ward (1995) noted, these community networks continue to
be grounded socially in the life settings of the people interacting with them. It was in this
freedom of association with fellow community members that Thomas (1991) and Taylor
(1995) found people learnt so much of great importance by exchanging information
incidentally with each other. Comments such as Cat’s self-description as being the
‘sponge’ soaking as much pro-environmental information as possible from the people in
her appreciative outdoor leisure groups corroborated other research that links
membership of voluntary associations and intellectual motivations for outdoor leisure
and environmental concern (Dennis and Zube, 1988; Kals et al., 1999).

It is these personally developed social worlds that allow us to adopt a personal internal
culture that motivates what we perform in our leisure time (Filipcová, 1993; Levy, 1989).
The social interaction of those in this research highlighted a beneficial aspect of leisure
for sharing pro-environmental knowledge and values in that it provided a setting for what
Stokowski and Lee (1991) described as the ability to develop a “collective influence” (p.
107) of social network ties with significant others. In this research significant others
were included in the outdoor experiences and assisted with the emotional affinity and
connection with the environment discussed in the previous section.

Stebbins (1997) took this social support through leisure one step further, identifying that
it is through these community-based social organisations that lifestyles are enacted and
are then perpetuated through subcultures.

For the non-Indigenous people in this

research this was certainly the case as these appreciative outdoor leisure social
networks provided a subcultural identity that rejected the environmentally destructive
dominant Australian social system as a cultural framework for their lives.

For the

Indigenous peoples however, Western outdoor leisure and activities were being utilised
to maintain their cultural systems.

This was done through cultural outdoor learning

practices designed to rebuild their environmentally focussed outdoor lifestyles and
culture that was once the dominant culture in Australia. This interaction was therefore
indicative of Pfister’s (1991) notion of [sub]-cultural pluralism and living bi-culturally that
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required support through a strong ethnic value for a group and highlighted a mechanism,
utilised by those in this research, to maintain their outdoor lifestyles and outdoor learning
practices within the dominant cultural and social system. Candy (1991) and Thomas
(1991) both identified that this group participation provides a powerful stimulus to extend
on individual non-formal or informal education (either self-directed or mentored).

This research identified that the ecological narratives in appreciative outdoor leisure
social networks paralleled the cultural learning found in traditional and some
contemporary Indigenous communities established by community-based individuals and
groups. In particular the complexity of social interactions found in the community-based
learning approaches of the people in this research corroborated Palmer’s (1998)
assumption that everyone is a perpetual lifelong learner and this required a different
framework to the hierarchical nature of Australian formal education, much as Indigenous
peoples were implementing prior to colonisation.

The acceptance of this perpetual

learning was evident in the mindset of those in this research and the learning practices
they utilised to ensure a continual increase in their own environmental knowledge.

Of

major importance to the lifelong nature of their outdoor learning practices was the selfdirected learning process.

This research indicated that the implementation of outdoor learning, for the purpose of
sharing pro-environmental knowledge and values, and consequently moving society
towards ecological sustainability, existed in everyday community-based settings mostly
devoid of input from formal educators.

Self-directed learning

Self-directed learning was an important approach to outdoor learning for those in this
research. It was primarily undertaken in solo activities but could also be in groups of
friends or other interested people for the purpose of further exploration and learning
about the environment. A prominent characteristic of this self-directed learning was the
leisure concept of freedom to be or freedom of choice (Dustin and McAvoy, 1987; Kelly,
1987; Iso-Ahola, 1979; Leitner and Leitner, 1996).

These characteristics were all

present in the self-directed learning of the people in this research as many commented
on being comfortable with being alone in the outdoors and felt self-reliant enough not to
fear being alone in the environment. A high level of freedom to choose when to explore
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the environment by oneself was important, this research confirmed Brookfield’s (1991, p.
xii) comments that it was the very complex idea of autonomy that was at the heart of
self-direction.

The opportunity for solo experiences often found in leisure, particularly for people in
urban areas (Spencer, Kelly and Van Es, 1992) was another prominent characteristic in
this self-directed learning process. The need for time alone with the environment was
mentioned constantly by people in this research to the extent that Danny (NI)
commented that people in city areas could find a place of solitude in the environment if
they chose to.

Say for example, there are opportunities in [city name] to have solo
experiences but people don’t take them. They have to want to take them
(Danny - NI -IDI).
Self-directed learning played an important role in ensuring that the people in this
research maintained their own unique connection to and understanding of the
environment on a regular basis. For example, Marilyn (NI) and Craig (I) commented on
the fact that people (including themselves) learn a lot more when they go exploring in the
outdoors by themselves (p. 101). The everydayness, non-formal and informal nature
and lack of input from formal educators in the self-directed learning activities of those in
this research resonated with Candy’s (1991, p. 6) distinction of self-directed learning as
“learning in formal instructional settings from learning in natural or everyday contexts”.

The self-directed learning processes of those in this research were a mixture of the selfreliance aspect of Estes and Tombs’ (1995) lifelong learning model (refer to Figure
6.2.1.2 below) and Candy’s (1991) characteristics of an autodidactic learner.
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Figure 6.2.1.2: Self-reliant lifelong learning model reproduced from
Estes and Tomb (1995)

Goal: Self reliant lifelong learning
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- acts on individual
- and group goals
- assists with closure

Transfer of power

Teacher directed

Teacher
- facilitates
- compiles resources
- teaches group
process skills
- teaches activity skills
- provides choices

Organisation of experience
Primary experience

For those in this research the ‘teacher’ in this model was the community-based person
providing the pro-environmental knowledge to another community-based individual (the
student). However, the teacher centred approach in Estes and Tomb’s model was not
reflected in the self-directed learning approach implemented by those in this research.
In this research the central focus was on the learner in control of his or her personal
outdoor learning and more reflective of Palmer’s community of truth framework for
learning previously discussed. From this position the people in this research, after an
initial spark to seek pro-environmental knowledge, sought mentors and other likeminded
people to increase this knowledge. From here it was the individual, not the teacher, who
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held the power to initiate the implementation of a spiral of outdoor learning similar to
Estes and Tomb’s. This practice moved the outdoor learning discussed in this research
away from a one-way teacher/learner setting to a more reciprocal process of sharing
pro-environmental knowledge and values, where both parties were able to learn from
each other. Clover (1995) noted that this was indicative of adult education frameworks
where the mentor or teacher ultimately became a resource rather than expert.
Examples of these social influences adopting this ‘teacher’ role identified in this research
were

community-based

mentors,

likeminded

friends,

significant

others

or

family/extended family members with a similar passion for the outdoors.

Ultimately, through this self-directed learning process the learner became autonomous
or autodidactic in their ability to seek and obtain their environmental knowledge and
skills. Candy (1991) noted that “autodidacts are known to be single-minded in their
commitment to learning tasks, and often achieve high levels of expertise in their chosen
areas of inquiry” (p. 16). This description can be paralleled to the persona of a person
engaged in serious leisure (Stebbins, 1999). For those in this research this autodidactic
process was aimed specifically at the attainment of pro-environmental knowledge and
values and evident in their ability to take on activities such as solo outdoor experiences
and researching additional pro-environmental information.

In this sense the lifelong approach to outdoor learning and sharing pro-environmental
knowledge and values utilised by those in this research was more in line with the nonsystematic upbringing of Friluftsliv in Norway (Michaelson, 2000) than it was to the
structured nature of Australian formal education practices.

This non-systematic

upbringing had “no planned progression or organised training related to theoretical or
abstract categories expressed by teachers, textbooks or curriculum” (Pederson, 1998, p.
25). This links strongly with the flexibility and spontaneous nature of the outdoor learning
that occurred in the appreciative outdoor leisure and activity settings of those in this
research, for example, the exploration of local sites near their home or the impromptu
learning found in their backyards.

The outdoor learning practices of the people in this

research therefore, provide an alternative process for learning to that of the formal
education process in Australia.

Although these outdoor learning practices have the

potential to challenge dominant social structures of learning, the dominant education
structures were utilised by those in this research as a valuable resource for their learning
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rather than a structure that required challenging and in this way promoting a more
holistic and lifelong framework to their outdoor learning.

Summary

Self-directed learning enhanced the social outdoor learning they attained from
appreciative outdoor leisure social networks in their community-based learning
approach. The combination of the self-directed learning and learning from communitybased people ensured that their outdoor learning was a substantial part of their everyday
lives. These two outdoor learning approaches combined into a lifelong framework for
attaining and sharing pro-environmental knowledge and values and was the framework
they utilised to initiate their families and other people in societies outdoor learning.

A strong parallel between the two groups involved in this research (non-Indigenous and
Indigenous peoples) was that they both identified using appreciative outdoor leisure and
activities as an important medium for their outdoor learning throughout life. Appreciative
outdoor leisure and activity settings were utilised in their lifelong environmental learning,
community-based and self-directed learning practices to provide a holistic life context
(outdoor lifestyles) to their outdoor learning.
6.2.1.3 The role of appreciative outdoor leisure and activities in outdoor learning

The strength and importance of the non-formal or informal outdoor learning discussed in
this research supported findings by the ANTA in their research on the lifelong learning of
Australian people. ANTA’s (1999) research reported half of the Australia population felt
non-formal or informal learning was more important and effective than formal education
in their lifelong learning, particularly the learning that occurred in the leisure setting.

In the previous discussion on appreciative outdoor leisure social networks I described
the manner in which appreciative outdoor leisure and activities were utilised by people in
this research to support their outdoor learning practices.

In this section I will look

specifically at the nature of these appreciative outdoor leisure and activities and their
role in continuing outdoor learning for the purpose of sharing pro-environmental
knowledge and values. The appreciative outdoor leisure and activities were inherently
appreciative of the environment rather than consumptive, could facilitate a change to
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pro-environmental values in an individual, were multi-activity and multi-purpose for the
purpose of outdoor learning and had a strong element of play and creativity.

The type of appreciative activities they participated in included bushwalking, canoeing,
birdwatching and field naturalist activities. Rennicke (1998) noted the chasm between
the two worlds of hiking (appreciative) and off-roading (consumptive) as two different
ways of looking at public lands. It was through the non-consumptive, appreciative and
environmentally sustainable activities, however, that Rennicke (1998), joined by Mech
(1992), state an individual was able to experience the outdoors on a more intimate level.
Jackson (1986) also noted that it was this intimate human-nature relationship that was a
fundamental aspect to value-based change to a conserver society and that this shift to a
conserver society would happen through values and attitudes demonstrated in leisure
behaviour.

Danny (NI) highlighted the manner in which self-directed learning assisted with this shift
in values “When they start to go outdoors and explore the environment and find things
for themselves they have a much higher value for it as they have managed to find it for
themselves and it means more to them than if someone showed it to them” (p. 105).
This research, therefore, confirmed Clover’s (1995) assertion that the element of
reflection inherent in these self-directed experiences enhanced the personal
transformation to more pro-environmental values.

Wyman (1985) commented that in spite of the variety of outdoor recreationists “… they
convey an overriding sense of importance of nature in their lives, and, in particular, a
sense of the everydayness of this kind of experience - in all kinds of environments” (p.
186). Anecdotal evidence of the values education found in appreciative outdoor leisure
was supported in this research through the recognition of the pivotal place that the
environment held in their everyday lives. For example, bringing the pro-environmental
knowledge they had obtained through their appreciative outdoor leisure and activities
back into their homes was not uncommon in this research.

Tarrant and Green (1999) called for future research to ensure the compartmentalisation
of respondent’s outdoor leisure activity to allow the examination of specific outdoor
leisure participation. However, Schreyer (1988) has criticised research limiting the focus
on specific outdoor leisure and activities, on the grounds that it does not consider
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involvement in more than one outdoor activity or general interest in several activities.
This research upheld Schreyer’s critique as Tarrant and Green’s assertion reduced the
view of outdoor leisure and activities to a mono-activity and did little to assist in
acknowledging the holistic and non-compartmentalised nature of the appreciative
outdoor leisure and activities undertaken by those in this research for the purpose of
outdoor learning.

Everyone in this research was heavily involved with a variety of appreciative outdoor
leisure and activities. Birdwatchers, for example, often tended to be heavily involved in
bushwalking,

canoeists/kayakers

in

environmental

rejuvenation

activities

and

bushwalkers assisted with wildlife atlasing. Tikka, Kuitunen and Tynys’ (2000) research
also found that individuals with a positive attitude toward the environment engaged in
several outdoor leisure and activities related to nature and the environment.

People in this research also extended on this physically active form of outdoor leisure by
utilising creative forms of outdoor leisure to share pro-environmental knowledge and
values.

The Indigenous people in this research, in particular, noted the use of

storytelling for sharing pro-environmental knowledge and values. Storytelling was also
seen as important in the literature, in relation to environmental education at any social
level (Clover, 1995), with support for nature being associated with the very roots of the
creative process (Nash, 1987).

Play also provided a valuable outdoor learning tool for those in this research as it kept
outdoor learning exciting, interesting and able to be engaged with on both a social and
individual level. As Mike (NI - IDI) noted they [pieces of environmental information] stick
in their minds because they are interesting and enjoyable (p. 90). Mauriras-Bousquet
(1993) discussed play’s eminently educational nature, and Kauffman (1990), Royce
(1984) and Wankel and Berger (1990) all noted that enjoyment and intrinsic motivation
were key factors in learning. Mauriras-Bousquet (1993) continued to identify that culture
is born in play, whilst Freke (2000) when discussing the teachings of Zen Masters
identified that "nature is much more concerned with play than with reaching goals" (p.
41). All of these characteristics of a successful learning experience were evident in the
outdoor learning practices of those in this research. The cultural construct of play was
slightly more prominent for Indigenous peoples with a cultural background of play and
creativity in their outdoor learning still accepted where possible.
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Imagination and creativity are used a lot in the outdoor lifestyle when we
want to pass on the links in the chain with environment / humans and
environment, like through stories or songs (Wil - I - IDI).
This research has endorsed Dustin, McAvoy and Schultz (1995) statement that
appreciative outdoor leisure and activities similar to those of the people in this research
generated the individual’s respect and feeling for the intrinsic value of non-human
species and assisted with the development of their environmental custodianship.
Custodianship behaviours

The strength of the pro-environmental values that the people in this research developed
through their combination of appreciative outdoor leisure social networks and the
confidence gained from self-directed learning meant they were eventually comfortable to
express these pro-environmental values to others in society.

This resulted in them

becoming advocates for the environment in the wider public and social setting. This
research supported claims in the literature that the ability to be self-directed assisted in
developing a person’s sense of self-determination (Coleman and Iso-Ahola, 1993) and
confidence for self-expression (Spry, 1991).

Shyer personalities in this research or

those who had encountered negative response to sharing pro-environmental knowledge
and values, however, were less comfortable approaching people they perceived had
opposing or environmentally consumptive values. For example, Jenny (NI) and Molly
(NI), although very knowledgeable on the environment, still felt uneasy discussing proenvironmental behaviour with people they did not know.

This constraint to outdoor

learning will be discussed in the summary of response to RQ2 in section 6.2.2 (p. 228).

Although not always able to share pro-environmental knowledge and values with others
in society all of the people in this research undertook some form of protective action for
the environment. The tools utilised by those in this research to make responsible proenvironmental custodianship decisions concur with elements Bogner (1998) noted were
required to make such decisions.

Examples of these elements from this research

included first-hand experience through the experiential nature of their outdoor learning
practices;

participatory

interaction

through

their

pro-environment

action

and

custodianship behaviours; adequate preparation of environmental rejuvenation through
their appreciative outdoor leisure social networks; and, reinforcement through their
continued interaction with the environment on a daily basis through their home and local
community. This confirmed Barton, Jeske and Pratt’s (1979) assertion of the enormous
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strength large numbers of voluntary associations, dedicated to conservation, wildlife and
outdoor leisure, have, in providing outdoor learning for the purpose of sharing proenvironmental knowledge and values.

Gittins (1992) noted that voluntary action played a vital role in maintaining and improving
countryside and was equally important in the urban context. Snyder (1993) corroborated
Gittin’s assertion by maintaining that such voluntary action in residential settings resulted
in individuals returning home enthusiastic to continue the work in their local areas. As
Clark (1979) stated, it was from these typically leisure settings that an environmentally
informed public will extend its environmental conscientiousness into its communities and
neighbourhoods.

The findings in this research were that a stronger pro-environmental value was
developed through interactions with the environment in appreciative outdoor leisure
settings that allowed for both emotional and rational intelligence to be nurtured. The
combination of emotional and rational thinking was discussed in the literature as a more
holistic learning combination. The ‘emotional’ mind was intertwined with the ‘rational’
mind to provide very different ways of knowing an object and very different kinds of
intelligence and both intelligences were required for moral reasoning and decisionmaking (Goleman, 1995; Warren, 1999, p. 135).

Pooley and O’Connor (2000) suggested that environmental educators interested in
changing environmental attitudes needed to focus on emotions and beliefs as sources of
information to base environmental programmes on, rather than scientific knowledge.
This suggestion was verified in this research by the identification of the environmental
custodianship values adopted by people participating in this research, as a result of their
involvement in both casual and serious appreciative outdoor leisure and activities.

Berberet (1990) noted that everyday outdoor and environmental activities further
enhanced the environmental discourse in wider American Western society by providing
valuable bridges between local and regional networks that built significant momentum for
the cause of global sustainability.

As previously mentioned there has been much

discussion in the literature of the neoliberalist foundations of Australian Society.
However, this research revealed some areas of resistance to neo-liberalist ideals and
supports Berberet's and others comments on the pro-environmental focus of many local
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individual and community lifestyles through the medium of everyday appreciative
outdoor leisure and activities. It is purported in this research that the dominant view of
neoliberalists' values has been reinforced through social discourse by an elite group of
power brokers for their own advantage, rather than be representative of the values of a
growing number of Australian communities working towards sustainable and proenvironmental living (Bosserman and Parker, 2003; Hutton and Connors, 1999;
Polistina, 2003). From this perspective the appreciative outdoor leisure social networks
of those in this research play an important role in providing outdoor leisure and activities,
and, consequently, assisting with the global ecological sustainability agenda.

Serious and casual leisure

For those in this research these leisure settings provided the avenue to extend on their
pro-environmental knowledge and values and became a lifelong passion for outdoor
learning. The “passion” that arose for learning about the environment was similar to the
“… systematic pursuit of deep satisfaction…” that was described by Stebbins’ (1999, p.
15) in relation to an individual’s serious leisure. Serious leisure was defined as the
“systematic pursuit of an amateur, hobbyist, or career volunteer activity sufficiently
substantial and interesting in nature for the participant to find a career there in the
acquisition and expression of a combination of its special skills, knowledge, and
experience” (Stebbins, 1992, p. 3). In the current research this process contributed to
the holistic nature of outdoor learning by moving the social setting of appreciative
outdoor leisure and activities at a community level into a more earnest form of nonformal and informal learning.

Many aspects of Stebbins’ serious leisure were present in the outdoor learning practices
of those in this research. For instance, it was quite common for those involved in this
research to identify moving to a location that was closer to a wilderness area as a means
of ensuring daily outdoor activities and constant environmental interaction, to enhance
their pro-environmental knowledge. However, we need to be cognisant of the fact that
both casual and serious leisure were undertaken in the perpetuation of outdoor learning
practices discussed in this research. At this point this research diverged from Stebbins’
notion of serious leisure as it combined both casual and serious as co-equal in the
outdoor learning practices being investigated. To place one form of leisure as more
important than the other jeopardise the holistic benefits for sharing pro-environmental
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knowledge and values that were derived from the unification of the deliberate learning
undertaken through serious leisure and the impromptu learning that occurred through
casual leisure for example, play experiences.
Discussions with the Indigenous peoples in this research highlighted that the traditional
nature of Indigenous outdoor learning was a blend of non-formal and informal and
supported by formal customs of community-based learning of cultural values. This could
be seen in Larry’s (I - IDI) explanation of the non-serious or casual use of the didgeridoo
for leisure or fun and its serious use as an instrument for young Indigenous males to
learn cultural customs and traditions (p. 121). Again, this similarity between the casual
and serious outdoor learning undertaken by the Australian subcultural community of
appreciative outdoor leisure social networks and the cultural groups of Indigenous
peoples in Australia provided another parallel in their outdoor learning practices.

The role of appreciative outdoor leisure and activities in the outdoor lifestyles of the
people in this research provided a valuable setting for the lifelong environmental
learning, community-based learning and self-directed learning approaches to their
outdoor learning practices. This appreciative outdoor leisure was a balance of both
casual and serious leisure that ensured the learning was more holistic in nature and
included all forms of intelligences, including emotional, physical, rational and creative.
From the learning that took place in these appreciative outdoor leisure and activities a
strong environmental custodianship responsibility was developed in the people in this
research.

6.2.1.4 Theory of outdoor learning summary

In this section I have provided a summary of the key themes in the outdoor learning
practices undertaken by those in this research. Their outdoor lifestyles provided the
overall life context for the implementation of their outdoor learning practices. The main
elements of these outdoor lifestyles that afforded the settings for the implementation of
their outdoor learning were the home, local surrounding environments, employment and
above all their appreciative outdoor leisure and activities. Appreciative outdoor leisure
and activities were participated in, in a variety of settings in the home, local area and
further a field. It was the everydayness and overriding sense of importance of nature in
their lives that was engendered through these leisure and activities and provided the
basis for their sharing of pro-environmental knowledge and values with others. Outdoor

230

learning was manifested in both casual and serious leisure and led to the adoption of
environmental custodianship behaviours in everyday life. The outdoor learning practices
of those in this research also reflected UNESCO’s framework for lifelong learning and
the four pillars of sustainability: social, economic, environmental and cultural put forward
by Hawkes (2000). This subsequently highlighted the strength and importance of their
outdoor learning practices for moves towards education for ecological sustainability in
wider society.

The outdoor learning practices of those in this research were lifelong and found in both
community-based and self-directed learning practices.

The lifelong nature of their

outdoor learning meant that their attainment of pro-environmental knowledge and values
had maturated slowly and in great depth. The community-based learning process for
those in this research allowed people to interact with the environment in their own time;
at their preferred level of experience and learning; and in the security and convenience
of their local area. Family and intergenerational learning were important settings for
outdoor learning. Often these settings were the first to reveal the natural world as an
hospitable and liveable home to the individual (Atkinson, 1990) and an initial setting for
the individual to develop their emotional mind (Goleman, 1995). The role of appreciative
outdoor leisure social networks in this community-based setting for outdoor learning
provided the reinforcement for family and intergenerational learning through social
support and interaction.

The strength of attachment, passion for learning and high level of comfort with the
environment engendered through this community-based outdoor learning setting was
extended upon through the self-directed learning that many people in this research
undertook. Subsequently a three pronged approach to the outdoor learning practices of
those in this research was implemented through lifelong environmental learning,
community-based and self-directed learning.

In Figure 6.2.1.4 these three learning

approaches are highlighted (in blue) to indicate their position in relation to the outdoor
learning practices of the people in this research but also to identify their connection to
the symbiotic relationship between outdoor lifestyles, appreciative outdoor leisure and
outdoor learning.
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Figure 6.2.1.4: Model of the symbiotic relationship between outdoor lifestyle
contexts, outdoor leisure settings and outdoor learning practices
highlighting the three prominent approaches of outdoor learning.
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Outdoor
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Response to RQ2 - Theory of outdoor learning: The impact of constraints
and assimilation

RQ2 - What are the constraints to these practices that inhibit the sharing of proenvironmental knowledge and values?

The last sections mapped the progress of the development of a theory of outdoor
learning through this research. Through the continuation of the sub-action research
process a prominent theme of constraints emerged within this theoretical development.
This section will discuss this constraints theme and in doing so respond to RQ2.

Freire (1993 [1970]) noted that it was not until those oppressed were able to identify and
understand their constraints that they were able to bring about actions to alleviate or
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remove these constraints. Although individual or personal constraints were experienced
by those in this research, they were alleviated by personal actions and in some cases
subcultural and cultural social support mechanisms and networks. It was the dominant
Australian social system that imposed the main constraints to the outdoor learning
practices of those in this research and that proved difficult to alleviate. The outdoor
learning practices of those in this research were fraught with constant assimilation and
silencing behaviours from advocates of the dominant social system, with continual
attempts to make them conform or fit these diverse frameworks into, for example, the
structure of the formal Australian education system or the commercial outdoor industry.

In the dominant social context, the continuation of the outdoor learning discussed by
those in this research was impeded by the imposition of constraints not unlike
assimilatory actions. Kidd (1997) explained the historical context of silencing through
colonisation when discussing Australian institutions’ exclusion of Indigenous peoples
from the series of National Welfare conferences established to decide social policies for
Indigenous communities as far back as 1937. A similar example was given in this
research in the discussion of the 2001 Summit for the future direction of the outdoor field
organised, implemented and reviewed by formal outdoor educators at the exclusion of
community-based outdoor leisure groups.

The following discussion is grouped under four main areas: outdoor lifestyles’ contexts,
dominant social media and outdoor discourses, formal education frameworks and leisure
priorities of the Australian social system.

Throughout these four areas a prominent

theme was the economic values of the neoliberal philosophy underlying Australian
society and the impact that the perpetuation of these values had on the contexts and
settings in which the outdoor learning practices of those in this research were
implemented. The potent control of an elite group to impose neoliberalist ideals and
discourses onto many societies, including Australia, was aptly described by Snooks
(2000) when discussing the mythical world of the crisis makers. The major player in this
drama about human society and its future is the global crisis maker or the economic
expert who attempts to remake the world in his/her own image through the promotion of
economic rationalist or neoliberal policy. Essentially it is a drama about the triumph of
intellectual ideas over everyday experience; about the elevation of the virtual world over
the real world (p. 1). In this research this real world was that of the outdoor lifestyles of
the people involved in the research.
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6.2.2.1 Outdoor lifestyles contexts

Robottom and Hart (1993) commented that a major task of critical enquiry was to
uncover meaning and causes of contradictions operating tacitly behind seemingly
normal unquestioned interactions in our daily lives. The outdoor lifestyles provided a
source of contradiction in the lives of those in this research. Whilst they were utilised to
provide contexts for the implementation of outdoor learning practices of those in this
research they also endured the continual imposition of assimilatory practices by those
perpetuating the dominant economically focused Australian lifestyle.

As Eichler (1999)

noted our lifestyles based on economic values are unsustainable even down to the basic
ways in which we organise our daily lives.

The home and everyday life settings of the

people in this research were one of the main areas in their outdoor lifestyle contexts
affected by this attempted assimilation.

Home and everyday life settings

Most people in this research identified the lack of support from the dominant social
system for encouraging pro-environmental connections in modern Australian life
particularly in urban or city settings. They noted that the low level of government support
through funding and social infrastructures for ecologically sustainable living in both home
and local areas made it difficult for them to maintain their outdoor lifestyles in a
sustainable manner.

Likewise, Harris (1972) noted moves by Indigenous peoples into smaller self-determined
communities, such as the homeland movements discussed by the Indigenous peoples in
this research, was often done to escape the culturally destructive social and
environmental conditions of the larger city centres. For those in this research these
moves were often constrained by the need to remain connected to the dominant
culture’s economic values, for example, through paid employment and restrictions on
lifestyle choices such as the requirement to live in, and ultimately buy or rent, a
permanent built dwelling as opposed to outdoor living, say in, city parklands.

The presence of economic rationalism did not necessarily decrease an individual’s proenvironmental values but the imposition of economic rationalism and lack of alternative
choice appeared to force a redirection of environmental behaviours away from the

preferred actions of the individuals in this research.
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You know even then sometimes you have to modify your behaviour, when
we send our kids to Macdonald’s, they don’t go to MacDonalds, and yet if
the school ends up going to MacDonalds, or stopping over to have a meal
one night because they’re going on an excursion, I can’t say “kids, you
don’t go to MacDonalds” you know. It’s like hey, it’s just the way it is and
they [children] sort of feel a bit strange about it but it’s just in the air, you
end up in situations where you compromise yourself at times (Rob – NI –
IDI).

Elgin (1993) and Flannery (1994) argued the strength and fortitude of economic
rationalism stating that other cultures were as weak as Western peoples when it came to
materialistic behaviours. Likewise, Pusey (1998) suggested that ethical roots in
Australian culture have weakened with trust in civically minded reformers diminishing
and an uncritical surrender of the general public to Pseudo-universalism of economic
systems analysts. Their arguments however, do not correspond with the results of this
research and do not appear to consider the ever expanding community of Australian and
other Western peoples and contemporary Indigenous peoples moving away from
consumptive lifestyles to more ecologically sustainable living (Bosserman and Parker,
2003; Polistina, 2003; Ray and Anderson, 2000). Furthermore, they also did not identify
the increasing mutual respect for pro-ecological worldviews and values between
Australian environmental focussed subcultures and Indigenous cultures and peoples. In
Australia this is evident in the rise of government literature espousing the value of and
need for collaboration and consultation with Indigenous peoples in pro-environmental
decision making 3 . An example of this mutual respect was evident in this research with
both Indigenous (Glen - I - IDI - p. 77) and non-Indigenous peoples noting the value of
Indigenous traditional ecological knowledge.
Our farmers are only just realising this [the Indigenous peoples
connection to entire Australian environment not simply farmable or
useable land] and starting to, well some are, learn from the Indigenous
peoples. The problem with this is that the State Government will only
identify with one group of traditional owners in any one area and there
may be a couple depending on family groups (Tom - NI).
3

For example, documents and legislation developed by the Australian Government, 2005 [1999]; The
Department of Sustainability and Environment (DSE), 2004; Environment Protection and Heritage
Council (EPHC), 2005; and Queensland Parks and Wildlife Service (QPWS) & Environmental Protection
Agency (EPA), 2001, all refer to the expectation and desire for collaboration and consultation with
Indigenous peoples.
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Yeh I think that land rights issues has been the biggest saviour of the
environment in this country. If they hadn’t happened when they did we
could be in a lot worse state in relation to the onslaught of developments
and resource extraction. The attitude of contemporary society is changing
(James - NI).
The bottom line in relation to Indigenous peoples is their lifestyle was
sustainable, with all of our technology we still do not know how to live
sustainable lives (Tom - NI).
We need to save that Indigenous knowledge (Graeme - NI). (NIFG).
Spiritual anorexia

Without the continual outdoor learning for pro-environmental knowledge and values in
everyday life, a deeper and more spiritual connection to the environment was seen as
difficult to develop. This was particularly the case when the constraints on the outdoor
lifestyles of those in this research directly impacted on their outdoor learning practices
utilised to develop a spiritual environmental connection.

The lack of environmental

spirituality in Australian society was identified in this research and corroborated
discussions in the literature on the spiritual hunger of many Western societies.

A

spiritual anorexia has led to a rise in the social hunger for spirituality pervading Western
cultures (Devall, 1990; Myers, 2000; Polistina, 2000; Tacey, 2000).

Myers (2000)

identified spiritual hunger in American society, as a spiritual vacuum abhorred by nature,
“hungry for community, for meaning, for a sense of the transcendent, people are eager
for whatever will fill the void” (p. 262).

The restrictive and assimilatory behaviours imposed on the outdoor learning practices of
those in this research were not conducive to a social system accepting and enabling
diversity to prosper in a culturally, socially or environmentally non-detrimental manner.
The ecologically focussed outdoor lifestyles of those in this research were an alternative
to the consumptive lifestyles of modern Australian society.

The conflicts arising for

people in this research when moving between these two worlds were made tolerable by
their interaction with appreciative outdoor leisure social networks.

To this end, the

solace found in the outdoor lifestyles for those in this research and their supporting
appreciative outdoor leisure social networks can only serve to provide a subcultural
philosophy to support and maintain their environmental value systems as proenvironmental values and behaviours have only recently started to be recognised in the
dominant cultural systems philosophical underpinning (Hall and O’Sullivan cited in Hall
and Clover, 1997). The shift in mindset of the dominant social system was however,
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recognised by those in this research albeit that this shift was lacking in recognition of
their existing and historical contribution to sharing pro-environmental knowledge and
values.

The difficultly the people in this research felt in developing a home environment suitable
to providing quality sharing of pro-environmental knowledge and values impacted on
their ability to implement their outdoor learning practices in one of their major learning
settings. This disconnection from the environment in modern Australian life was
perpetuated through the dominant social media and discourse that surrounded the
outdoors and reinforced the dominant cultural and social economic values.

6.2.2.2 Media

For those in this research media and social promotion of the outdoors and environment
perpetuated several stereotypes not indicative of their view of the environment. These
stereotypes tended to portray people with pro-environmental values in a negative light
(Nelly - NI – IDI, p. 154).

The dominant representation of an outdoor person in the media reinforced social
perceptions of the environment as hostile, needing to be controlled and only controllable
by those tough or masculine enough to trounce it (whether male or female). Many of the
activities participated in by those in this research for the purposes of outdoor learning
held qualities more appreciative and nurturing of the environment such as reflective or
solo activities. People in this research felt that the media not only provided negative
stereotypes of such appreciative activities and the environmentally focussed individuals
that undertake them but also assisted with perpetuating social roles that each sex must
adopt in relation to the outdoors. They noted that women were encouraged to adopt
masculine roles in the outdoors to fit in with the dominant view of the environment was
something that needed to be controlled, but felt that the reverse was not true for males in
the outdoors. That is, women were allowed to be masculine but men were discouraged
from being feminine in the outdoors.

Graeme (NIFG) gave the example of the female

driving a large 4WD, killing a spider and driving off over terrain, as the female adoption
of masculine traits (p. 153), whilst Tom (NIFG) identified the media’s condescension
towards anything slightly feminine in relation to male interaction in the outdoors (p. 153).
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This media coverage strengthened the rejection of more feminine forms of interaction
with the environment in social discourse and subsequently dominant social thought.
This research therefore fortified Seshachari’s (1992) assertion that the unnatural
subordination and rejection of the ‘psychological feminine’, that she believed provided
people with traits such as caring, nurturing and tenderness, encouraged in both men and
women, was an explanation for low environmental values and subsequent high
individualistic values in Australian society. In a mutually supportive manner the largely
anthropocentric and individualistic nature of Western cultures (Lipman-Blumen, 1992),
prominent in the neoliberalist ideology of the dominant Australian social system,
supported this mentality for a dominating or masculine style of outdoor interaction
(Polistina, 1999).

The excessive paternalism that resulted from the media promotion of the outdoors as
dangerous and a place for the general populace to avoid was raised in this research.
Many felt that this resulted in parents being paranoid about letting their children go into
the outdoors and that there was a general social perception that the outdoors,
particularly in urban areas, were unsafe for people to go to. Furedi (2002) identified this
excessive paternalism of wider society in his notion of paranoid parenting behaviours
that led parents to be protective of their children to the point that he felt it stifled their
development. Day (2000) also argued that maternal fear has resulted from the ethic of
care 4 that “constrains women’s use of public spaces, by heightening women’s perceived
vulnerability, and by extending women’s fear to encompass apprehension for children
and others” (p. 116). This reinforced the perception that only women who were tough
enough to dominate the environment were safe in it whilst those who were not masculine
enough should fear interaction with the environment for both themselves and others.
Discussions in this research confirmed this dualism in social perception of women in the
outdoors as either the macho female outdoor person being the antithesis of the fearful
mother never venturing into the hostile outdoor environment.

This dichotomy did not portray the manner in which the people in this research
interacted with the environment.

Both men and women engaged in appreciative

activities, generally defined as soft or feminine activities in Australian society and the
women in this research, who had participated in highly physical and demanding outdoor

4

The ethic of care is a model of moral development, in which ‘taking care’ receives highest priority. It is
an activity of sustaining relationship and requires action to promote care (Day, 2000).
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activities, felt they did not fit the ‘macho’ image due to their pro-environmental
philosophy that did not condone the domination and conquering of the environment. It
was their unique way of engendering a comfort with, and safety in, the outdoors through
their outdoor learning practices that heightened the individual’s ability to move beyond
social stereotypes and fears and arrive at a point where they could focus on learning
about the environment.
The promotion of the outdoors through the dominant media was noted by those in this
research to perpetuate the neoliberalist value system of the dominant social system to
the detriment of the promotion of the pro-environmental value systems of those in this
research.

Negative stereotypes of environmentally friendly people, support for the

domination and masculine notions of conquering and degrading the environment and
promotion of a culture of fear surrounding the outdoors were all actions adopted by the
media to maintain the status quo. All of these activities had a deleterious impact on the
ability of those in this research to sharing pro-environmental knowledge and values with
others in society. This was due to the fact that not only were they personally subject to
negative media coverage and stereotypes, so too were their pro-environmental
knowledge and values - which underpinned their outdoor lifestyles, their appreciative
outdoor leisure and activities in which they shared this knowledge and values - the
outdoor learning setting, and the practices they implemented to share pro-environmental

knowledge and values – their outdoor learning. This deleterious effect on their outdoor
learning was exacerbated by the nature of the formal education system.
6.2.2.3 Formal Education

Many people in this research felt that they were able to share pro-environmental
knowledge and values with their children during their birth to pre- formal schooling years.
However, the continuation of this pro-environmental learning declined rapidly once their
children were required to go into the formal education system, which they felt had a
focus on economics rather than the a real focus on the environment (p. 158).

Polistina (2004(a)) noted that alternative ways of knowing and seeing the environment
were rarely accepted or supported in Western scientific education devoid of dominant
cultural constructs that support and maintain creativity, imagination and the environment.
For the Indigenous peoples in this research, whose cultures are noted for their
alternative ways of knowing the environment (Bosselman 1978; Yunupingu, 1997), this
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became a further cultural constraint in the implementation of their outdoor learning
practices.

The use of formal education to assimilate Indigenous children into the dominant system
was an historical legacy (Moriarty, 1975; Cultural Survival Quarterly, 1984) that
intensified the deleterious effect that the current formal education system had on the
outdoor learning practices of the Indigenous peoples in this research. These constraints
imposed through assimilation were evident in the reduction of the importance of
culturally appropriate techniques for learning about the boomerang or didgeridoo
discussed by Larry (I) (p. 158).

Discussions in the literature on the impacts of formal education on the move to
ecological sustainability come from two diverse perspectives. On the one hand authors
advocating formal education argue it is a long-term strategy and panacea for increasing
the ecological literacy of society (Ham, 1997).

On the other, however, the inappropriateness of the formal education system for social
change has been argued on the grounds that it marginalises difference and hence
negates change. For Bowers (2001) the reason for the inappropriateness of the formal
education system for social change purposes was that this system reinforced and
perpetuated the very system, which has led to environmental degradation in the first
place.

Bowers was supported in his concerns by Edwards, Raggart, Harrison,

McCollum, Calder and The Open University (1998) that there was little empirical
evidence for the efficacy education and training, in their current framework, “as a cure for
economic ills” (p. 49), one of the main ills being environmental degradation.

This

research endorsed these claims from the literature.

People in this research noted that with a lack of reinforcement, in the formal education
system, of the pro-environmental values encouraged through the outdoor learning
practices of those in this research, these outdoor learning practices were seen to be
overshadowed by the dominant focus of formal education that, primarily, tended to be
the utilitarian use of the environment and in particular economically focussed values.
The form of environmentally based lifelong learning found in the outdoor learning
practices of those in this research was vastly different to the economically focussed
lifelong learning in Australian and other Western societies (Dalin and Rust, 1996; Jones
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and Symon, 2000) and the exhortation of education to emulate business agendas
(Coffield, 2002).

Korten (1998) explained the manner in which formal education reinforced this lack of
movement towards social change away from economic values: formal education
advocates success in the current system rather than providing people with the skills to
change it. Those in this research noted this reinforcement of the dominant social system
values through the formal Australian education system. The pressure to conform to
formal education structures tended to restrict the opportunities for outdoor interaction
and subsequently the outdoor learning that would occur if able to be present.

Yeah I was just going to quickly relate an experience I had with my
daughter just before the April holidays at Easter. We'd planned a
bushwalking trip for five days and she arrived home on the Friday before
the holidays to inform us that she had five assignments handed to her
that week before the holidays - two of which were due on the Monday
after the week break, so there was no way in the world she could come
with us on that trip without not doing those assignments. So she had to
stay at home and do those assignments and this is an occurrence that's
happening more and more (James NIFG).
As Wearing (1986) noted, children are trapped into disconnectedness through the school
system as schools, are a “formal learning process, structured by society so that values
will conform to the acceptable lifestyle” (p. 19).

This research has supported the

inappropriateness of the current formal education system for motivating and
consequently supporting social change towards pro-environmental values.

The previous comments indicate three main themes emerging in this research in relation
to the current formal education system.

The first, the economic focus of formal

education, has been discussed. I will now discuss two other main themes relevant to the
discussion on the ill-effect formal education has on these outdoor learning contexts, the
constraints experienced in the continuation of community-based learning, primarily the
family and intergenerational setting and self-directed learning.
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Community-based learning - Family and intergenerational setting

With a focus on economic values, and the acquisition of skills and knowledge required to
perpetuate these values, people deemed not necessary or able to provide learning in
these areas were excluded from dominant education contexts. Wearing (1995) noted
that the current dominant culture devalued the aged and excluded them from the
productive sphere including the learning and education domain.

This disconnection with family and extended in the education system, in particular
outdoor learning, as well as in wider social settings was identified in the discussions in
this research (p. 159). This research confirmed Thomas’ (1991) view that, until the
industrial revolution, learning had successfully been accomplished primarily at home by
family members and members of the immediate community. Likewise, Kraus (1990)
noted that non-Indigenous family responsibility for their children’s learning existed prior
to the end of WWII but was then rejected by formal education advocates who attempted
to replace the family in child rearing and adopted the moral responsibility for child
education. With the advent of formal schooling, and for Indigenous peoples assimilation
policies, children were removed from this family and inclusive community environment
and “subjected to deliberate instruction aimed at satisfying both the present and future
needs of the families from which they came and the needs of their community and
nation” (Thomas, 1991, p. 45). However, Steinberg (1993) stated that disconnection
with family was a norm in Western societies with grandparents, parents and children no
longer living together in a communal family setting. For the continuation of the outdoor
learning practices of both groups in this research this lack of inclusion of family and
intergenerational learning in the wider education system meant the exclusion of a major
group of people who sharing pro-environmental knowledge and values through
community-based learning approach. This exclusion was through the lack of recognition
of their importance and subsequently devaluing as a viable learning practice.

Immediate and extended family and intergenerational learning were part of traditional
Indigenous educational practices (Berndt and Berndt, 1967; Gough, 1991).

The

detrimental effect that the disconnection of elders and community people from the
education setting had on outdoor learning in Indigenous communities was also noted in
discussions in this research. With a cultural emphasis on intergenerational learning
about the outdoors, the decreasing number of elders available to provide this cultural
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learning and the disconnection of these older groups from community-based learning in
Australian society proved detrimental to the continuation of the outdoor learning
practices of the Indigenous people in this research.

Pearson (2000) noted that

theoretically flawed, rather than malevolent, public policies tended to create and
perpetuate dependency and “erode the responsibility of Aboriginal families” (p. 1). Dora
Jilpngarri (cited in Rose, 1992) explained the self-destructive nature of diminishing this
community-based learning.
Your relations are people in whom, if you are an adult, you have made
investments, and who have invested in you. Investments are a kind of
belonging. …Their futures are connected; to diminish each other would
be a form of self-destruction (p. 110).
For both non Indigenous and Indigenous people in this research the lack of family and
intergenerational learning for outdoor learning was a matter of concern as they felt that
the current Australian formal education system was not providing successful outdoor
learning for their youth.

As discussed in Chapter 5, the devaluing of community-based learning such as that
implemented by the families, extended families and community people in this research,
by formal education advocates assisted with the decontextualisation of the outdoor
learning of individuals in this research from these learning settings through the silencing
of the existence of these community groups. Shiva (1993) identified the strength and
irrevocability with which this devaluing can silence these community-based learning
settings.
The first level of violence unleashed on local systems of knowledge is not
to see them as knowledge. This invisibility is the first reason why local
systems collapse without trial and test when confronted with the knowledge
of the dominant west … When local knowledge does appear in the field of
the globalisation vision, it is made to disappear by denying it the status of a
systematic knowledge, and assigning it the adjectives 'primitive' or
'unscientific' (p. 10).
Authors have also noted that social power brokers, in this instance advocates for formal
education, have a tendency to discredit or devalue groups they perceive to be
threatening to their power position, as a safeguard to ensuring the prominence of their
power position (Abbot-Wade, 1991; Hergenhahn, 1990; Kidd, 1997; Seager, 1993).
The dominant social groupthink that then results was the assumption that dominant
formal education groups were justified in controlling and assimilating community-based
learning into their structures and practices. This process has been identified as 'colonial
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patronage' (Ashcroft, Griffiths and Tiffin, 1998, p. 43) and refers to economic and social
powers that allow cultural institutions and forms to come into existence and be valued
and promoted. They noted that a patronage system may also be recognised as a whole
society if this dominant society recognises and endorses some kinds of cultural activities
and not others resulting in activities crucial to reinforcement of cultural identities for the
colonised group simply being unrecognisable or grossly undervalued by the dominant
colonial system.

Evidence of this was provided in this research by non-Indigenous

peoples, for example, Mary (NI) (p. 142) and Kath (NI) (p. 143) and for Indigenous
peoples Larry (I) (p. 143) indicating that assimilatory practices often attributed to the
silencing and colonisation of Indigenous peoples were also utilised to silence groups
opposing dominant Australian social structures. It is significant to note here that all three
of the main approaches for the outdoor learning practices of the people in this research
incurred constraints imposed upon them by the dominant social system.

Yet, Clover

(1996) commented that formal education was not effective without self-directed and selfmanaged non-formal or informal community-based learning.

Plumwood (1997 [1993]) noted the complexity of this devaluing when utilised by
defenders of the Western tradition of economic rationalism which underpins the
neoliberalist philosophy upheld by its advocates in Australian society. She noted the
connection between the domination of the environment and other groups in society
deemed to be inferior and therefore an invisible background to the foreground
achievements of the dominant culture.

Thus racism, colonialism and sexism have drawn their conceptual strength
from casting sexual, racial and ethnic difference as closer to the animal and
the body construed as a sphere of inferiority, as a lesser form of humanity
lacking the full measure of rationality or culture (p. 4).

Naturally this devaluing of family, particularly women and older people without a Western
scholarly background, had a direct impact on their perceived value by wider society as
important components in the lifelong outdoor learning practice. As these family and
intergenerational groups were integral to the continuation of the outdoor learning
practices of the people in this research, their devaluing by society became a constraint
to the continuation of outdoor learning practices in an authentic manner.

This is
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particularly so, given that these groups make a major contribution to community-based
learning, one of the three main outdoor learning approaches.

Self-directed learning

Constraints to lifelong environmental learning and community-based learning have been
narrated in the previous section. Constraints to the self-directed approach of the outdoor
learning practices discussed in this research will now be addressed.

This area of

constraints highlighted further the differences in the outdoor learning found in formal
education and that found in the outdoor learning practices of the people in this research.
The self-directed learning practices of those involved in this research was often
undertaken in their leisure time or time after work if they were not in environmentally
focussed employment.

As discussed in Chapter 4 (p. 102), for those involved in this research, the self-directed
learning approach was more reflective of the autodidactic approach to self-directed
learning 5 (Candy, 1991) and the mentoring style of community-based learning. It was
also noted that self-directed learning had fundamental differences to the experiential
learning cycle adopted by many formal outdoor educators (Polistina, 2004(b)). Whilst
the appreciative outdoor recreationists’ tended to be in control of their own self-directed
learning cycle, the experiential learning cycle (Kolb, 1976; Priest and Gass, 1997) and
self-reliant learning (Estes and Tomb, 1995) utilised in formal education ultimately left
the teacher/facilitator in control of learning.

That is, in formal education the

teacher/facilitator was still in control of the entire learning process until the final
independent learning stage. In the self-directed learning of those in this research the
learning was controlled primarily by the individual with input when required from
community-based mentors, friends and likeminded people.

Hogan (1992) when discussing formal outdoor education and the use of ‘outward bound’
style programmes corroborated these issues. He noted that these programmes nudge
aside the exploratory travel traditions, where people chose to go into the mountains, took
self-responsibility and prepared themselves by self-directed learning of the skills needed
to engage in their chosen expedition (p. 28). As Danny (NI) noted, a much higher value
5

Candy (1991) argued that an Independent study is characterised by “…a high degree of learner-control
over many instructional elements, including the setting of objectives, choices about pacing, content and
methodology, and assessment of learning outcomes” (p. 13).
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for the environment emanated from learning that the individual was able to explore
themselves (p. 104). The concern with the transfer of the control of self-directed outdoor
learning from the individual to the teacher was that the passion developed in freely
chosen learning contexts was diminished when the aims of the learning were imposed
from external people rather than self-generated. This transfer of control meant that the
teacher was able to impose the learning outcomes of the formal education curricula
(designed to perpetuate an economically driven society) on the individual at the expense
of the pro-environmental knowledge and values that could be developed in self-chosen
appreciative outdoor leisure.

Orford (1994) asserted that outdoor education programmes were designed to allow time
for reflection, increase in self-reliance and a focus on subsistence needs to provide an
alternative for the ‘normal’ lifestyle. However, this assertion was difficult to agree with
given the findings in this research and evidence in the structure of formal outdoor
education programmes and camps that were often very similar to daily school
schedules, where timetables were often hectic and strictly adhered to and the caterers or
camp cooks took care of subsistence needs devoid of educational components on
nutrition. These characteristics of formal education outdoor camps were raised in this
research as unsuccessful in increasing an individual’s pro-environmental knowledge and
connection and self-reliance.

This research, as well as literature sources, identified that non-formal or informal
learning was widespread and highly valued by grass-roots individuals in Australian
society (ANTA, 1999; Thomas, 1991).

However, this research has indicated that this

high value for this form of learning was not held by the dominant social systems
infrastructure and in particular, formal education advocates (Claire - IFG - p. 144).
Thomas (1991) commented on those perceiving this non-formal or informal learning as a
rare phenomenon were misled by their preoccupation with formal education (p. 165).
The unfortunate situation however was that formal education controls the mandate for
social education and whilst community-based outdoor learning was devalued by formal
education it will remain marginalised. This marginalisation for those in this research was
intensified by the decontextualisation of their lifelong learning from the reality of their
everyday lives. As Edwards et al. (1998) have argued in relation to an individual’s
learning, it was “embedded in social, economic and political practices, and yet the policy
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debate on lifelong learning serves to decontextualise individuals - such as their families,
locations and networks” (p. 35).

6.2.2.4 Outdoor leisure and activities

The decontextualisation of the outdoor learning practices of individuals in this research
from their community-based learning settings was evident in this research as their main
setting for the outdoor learning, appreciative outdoor leisure and activities, also incurred
the imposition of constraints. A major constraint was the dominant promotion of outdoor
leisure in Australia that emphasised a masculine view of the outdoors and economic
value system.

The dangers in this commodification of outdoor leisure have been

identified as 'a tendency to force outdoor recreation towards economic rationalisation,
lack of sound environmental philosophy in programming, increased legislation relating to
use and access of the outdoor and also increasing professionalisation of the outdoor
'industry' (Darby and Wearing, 1992; Walsh, 1993, p. 42).

The people in this research saw their time and activities in the outdoors with the
environment as a life focus on environmental learning, which did not see the
environment as a commodity but rather a source of knowledge. Furthermore, Wyman
(1985) and Dimitrov (2000(b)) both noted the importance of the unsupervised,
impromptu and spontaneous characteristics, similar to that found in the appreciative
outdoor leisure and activity settings of those in this research, for significant
environmental learning experiences. The dominant social system, however, treated this
interaction as ‘simply leisure’ and subsequently ‘fun’ (SPRITO, 2001; Australian Outdoor
Education Association (AOEA), 2001) and therefore of little educational value particularly
given the non-revenue raising nature of this form of Australian leisure. This highlighted a
misconception of outdoor leisure as simply unproductive and non-educational time by
those controlling the dominant Australian social system.

This was particularly the case with formal institutions such as the formal outdoor
education and outdoor industry that at present hold a monopoly on control in the outdoor
learning discourse of Australian society through the imposition of assessable outcomes,
formally structured accreditation, regulations, regimented timetables and learning
practices. The absence of controlling frameworks and formal structures in the nonformal and informal outdoor learning practices of the people in this research did not
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imply a lack of valuable learning. Discussions in this research highlighted the ability to
provide valuable sharing of pro-environmental knowledge and values in outdoor learning
through appreciative outdoor leisure and activities that did not require formally structured
processes (Ryan – NI – IDI, p.82; Molly – NI – IDI, p. 82).

To admit that leisure, in particular non-formal or informal community-based outdoor
leisure, was in itself a valuable education medium, denied the formal outdoor education
system and its recent counterpart commercial outdoor enterprise the ability to designate
outdoor leisure to the realm of simply ‘fun’ activities (Schreyer, 1988) and therefore in
need of organisation and control by them. It would be remiss not to clarify that ‘fun’ in an
outdoor leisure and activity was not seen as a negative characteristic by those in this
research, but that it was not the sole purpose of the activity and was utilised to motivate
learning and therefore became a valuable part of their outdoor learning practices. Ryan
(NI, p. 76) noted, if you make outdoor learning fun, and provide them with stimulation
through different information sources, and unstructured then this is much more
interesting for them.

Unfortunately, as Mauriras-Bousquet (1993) posited, “For our civilisation play is the
enemy. It is defined in negative terms as something that is not serious. Play is thus
marginalised in theory and in practice” (p. 28).

Viewing community-based outdoor

leisure as simply ‘fun’ undermines the setting as a valuable outdoor learning setting.
Similar concerns have been raised in other areas of creative expression such as the
community arts; with Wiseman (reprint 2000) noting that social perceptions of
community arts and other cultural and creative activities were that they were simply
leisure activities (p. 18) excluded from the more important areas of social infrastructure.
It was here that the findings of this research differed from Stebbins’ (1997(a))
segregation of serious and casual leisure. For Stebbins, learning occurred in the serious
leisure process, whilst casual leisure was dedicated to the act of having fun or play and
of little educational value. In this research the fun or play aspects of leisure were an
integral part of the learning experience and hence both serious and casual leisure were
required for successful implementation of their outdoor learning practices.

However, the silencing and devaluing of play experiences that emerged in discussions in
this research identified a constraint to outdoor learning, as play was inherent in the
experiential nature of community-based and self-directed learning found in these
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settings. People in this research noted that the ability to promote play through personal
creativity and active imagination was not present in the regimented and structured
nature of the dominant social system, particularly formal outdoor education (p. 90) and
outdoor industry. This research therefore reiterated Mobily’s (1989) discussion on the
diversity of ways of knowing a natural object, illustrated by how the academic way of
viewing an object can stifle the creative and playful way of knowing the same object.

Authors have argued that sensory learning through play should not be relegated only to
the domain of children (Hall and Clover, 1997).

However, the dominant cultural

perspective views such play experiences as not appropriate for serious intellectual
discussions (Ebenreck, 1996) and therefore adulthood. Subsequently the absence of
play in formal education was noticeable for those in this research once students reach
the age where they were expected to be moving into maturity, adulthood and hence
seriousness.

Another constraint to appreciative outdoor leisure was that due to its often non-market
characteristics, it was often rendered of lesser value to the often economically driven
frameworks of other leisure fields (Polistina, 2003; Tomkins, 1990).

Loynes (1998)

argued, when discussing Ritzer’s (2000) “McDonaldisation” of the outdoors and adoption
of marketplace values in outdoor education and commercial outdoor leisure, that it
disassociated people from their experience of community and place and left behind the
values of the social movement that gave rise to the field, that is, community based
outdoor leisure. This was evident in this research in discussions of attempts to ‘fit’
appreciative outdoor leisure into formal outdoor education and outdoor industry
frameworks (p. 143).

It was the economic benefits derived from the sport and tourism industries which the
people in this research felt played a large part in the value placed on them in a society
particularly as authors have noted the accumulation of wealth is a prominent value
(Clarke and Critcher, 1985; Wilson, 1988; Knudtson and Suzuki, 1992). Those involved
in this research also commented that they felt this resulted in many schools focussing on
sport as a primary leisure pursuit and learning focussing on economic values and career
development.

These comments resonated with Wearing's (1998) discussion on the

reinforcement of hegemonic masculinity through an emphasis of predominantly male
sport in schools. Combining big business with the leisure pursuit of Australian sport for
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instance, reinforced the economic value of the dominant social system and undermined
leisure pursuits that develop a pro-environmentally focussed personal value system such
as the appreciative outdoor leisure and activities discussed in this research. This is
particularly important when we view sport as the emulation of work and affords an
example of how the neoliberalist value for the work ethic is made even more robust in
Australian society through the encouragement of leisure pursuits that support these
values. As Burch (1993) pointed out,

Sport is more work-like than ever, with its emphasis on victory! On gold
medals! On team standings! And on profits! Even jogging has become a
caricature of a pleasant activity gone professionally puritan (p. 375).
This was exacerbated by the fact that historically the focus by many leisure and
predominantly sports scholars has been on competence in physical activity (Collins and
Polistina, 2003; Hogan, 1992). This was pertinent to note as it was through this
emphasis on physical activity and outcomes derived from the activity that, Gelter (2000)
noted, promoted a lack of connection with the environment.

It was also important to

note that those in this research were not denying the benefits of physical activity. It was
an holistic health perspective that was being advocated by the people in this research
and that physical activity alone was devoid of depth and meaning without other forms of
outdoor activities such as the spiritual, creative, aesthetic and emotive (pp. 78 and 91).

The focus on Western sport as dominant Australian leisure, particularly in schools, also
had historical roots in colonialist control of the masses in penal settlements (Clarke and
Critcher, 1985; Polistina, 2001; Wilson, 1988). This colonialist control of the masses
was occurring simultaneously with the control and assimilation of Indigenous peoples
utilisation of outdoor leisure as a lifestyle construct and setting for cultural outdoor
learning practices.

6.2.2.5 Constraints to outdoor learning summary

The results of this second stage of the research highlighted several constraining actions
of the dominant social system imposed on the maintenance and continuation of outdoor
learning practices of the people in this research. In this section I have discussed these
constraints in relation to the outdoor learning practices as well as the outdoor lifestyle
contexts in which they are situated and finally the appreciative outdoor leisure and
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settings in which these practices were manifested. In many circumstances constraints
were reflective of what Kidd (1997) described as the assimilatory behaviours of a
dominant social system to negate or discredit difference in Australian society.

Through the maintenance of the dominant economic rationalist ideology, formal
education (including outdoor education), media and the dominant leisure fields (for
example sport and tourism) maintained a mutually beneficial control of dominant social
support mechanisms. This assisted with perpetuating the dominant social system, on
which these groups rely, to maintain control of their own power position in society. The
cultural groupthink (Grainger-Jones, 1999) generated in the assimilatory processes of
the dominant social system supported those perpetuating the economically driven
system to feel confident in controlling difference through Australian social discourse
mediums. From this power position, Gladwin (1998) argued, advocates of the dominant
social system could subconsciously defend any realistic and moral anxieties posed by
awareness of ecological or social deterioration by others in society.

An issue of overt identification of the people in this research as a subculture of the
dominant culture intensified the ability to silence their subcultural discourses. This was
more applicable to the non-Indigenous peoples in the research due to the differences in
physical appearance between the two cultures. One characteristic of a subculture has
been identified as its distinctively different shape and structure to that of the dominant
culture (Clark, et al., 1997).

Although personal value systems and lifestyles where

distinctively different to the dominant culture these differences materialised primarily in
their private spaces, for example their personal intellect and thinking, home
environments and private social gatherings.

However, their movements in the more

public sphere of the dominant Australian culture, outside of their public interaction for
example, for the purposes of political environmental lobbying and networking with
likeminded groups, appeared to cooperate with the behaviours acceptable to this
dominant culture.

Their assimilation into the employment market for instance. This is

supportive of Gorz's (1989; 1997) work that identified the private, non-work life - family
interaction, home life, leisure - as the sphere of life where the individual can operate
outside of the sphere of economic rationalism and its influences.

It was not until interacting with the people in the appreciative outdoor leisure subcultural
group on a more in-depth level that their underlying philosophies and value systems
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emerged as quite different to those espoused in the dominant cultural discourse.
Bosserman and Parker (2003) and others (Cohen, 2003; Ray and Anderson, 2000;
Suzuki and Dressel, 2002) have identified that subcultural groups, such as those of the
people in this research, exist in much larger numbers than many expect. They exist
however in vastly disparate groups and as such remain divided in the dominant cultures
of their individual countries and subsequently easily silenced by the dominant cultural
discourses in which their difference is consumed.
The divide and conquer techniques utilised by the dominant social system to weaken the
Australian appreciative outdoor leisure social networks that support the outdoor learning
practices of those in this research were also discussed. Although for people in this
research their appreciative outdoor leisure social networks appeared to be rectifying this
through a concerted effort to link with other likeminded groups. In this research the result
of assimilation of difference was a slow deterioration of the strength of the strands of the
web of outdoor lifestyles and interrelated outdoor learning and appreciative outdoor
leisure and activity settings.

O’Sullivan (2001) noted that often emergent visions of alternative movements designed
to change the economic globalisation of dominant Western cultures have been easily
removed through discrediting, defamation and silencing behaviours. Behaviours such as
these have been experienced by the people in this research and have been discussed in
relation to their constraining influence on the outdoor learning practices and the
subsequent deleterious effect they have on the sharing of pro-environmental knowledge
and values. Dimitrov (2000(a)) discussed the danger in a lack of alternative thinking in
Australia in relation to the notion of ecological sustainability, and of conforming to the
dominant social systems mindset.
If agents stop interacting or if interactions lose their complexity and
degenerate into easily predictable repetitive patterns, the web dissipates,
its self-organising ability sinks, and emergence [of creative and diverse
thinking] ceases to occur! (Dimitrov, 2000(a), p. 73).
Furthermore, authors have noted that abiding solely by economic rationalist ideology
and related protestant work ethic assists with restricting the promotion of proenvironmental values in society at large (Aplin, 1998; Dunstan, 1992; Salleh, 1988-89).
This research has confirmed this literature through multiple examples of how the focus
on economic values had restricted their outdoor learning and sharing of proenvironmental knowledge and values.
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For the Indigenous peoples in this research both structural and cultural assimilation were
historically relevant.

However, I could not uncover any literature on the subcultural

assimilation of groups such as the non-Indigenous appreciative outdoor recreationists in
the literature reviewed for this research. These constraints were therefore exposed in
this research to begin to fill this literature gap and for public recognition.

With the

identification of these constraints, a problem area for the perpetuation of outdoor
learning practices was established, and provided the groundwork to continue this
research into future emancipatory action research processes that could address these
constraints. This emancipatory action research could examine these constraints for this
group and other likeminded groups in more depth, with a view to mitigating their impact
on their outdoor learning. The following section will therefore provide a discussion on
the trustworthiness of the research methodological process and methods to assist with
replication of this process in future research.

6.3

TRUSTWORTHINESS OF THE RESEARCH - GROUNDED THEORY AND
SUB-ACTION RESEARCH PROCESS - RECONNAISSANCE STAGE

A second aim of this research was to explore the benefits of using a dual methodology
process - grounded theory and sub-action research process. This dual methodology
delivered the information required to answer the research questions and firmly grounded
the results in critical theorist, interpretivist perspectives.

The epistemological

foundations of the outdoor learning being investigated in this research, harmonised well
with the critical perspectives of the methodological framework and its common use to
critique the reproduction of social inequalities through the formal education system
(Ladson-Billings, 1997). This was particularly so given the outdoor learning practices of
those in this research were implemented in their non-formal and informal appreciative
outdoor leisure settings and broader outdoor lifestyles rather than the more structured
formal education system.

This process granted recognition to the existence of the

outdoor learning practices for those involved in this research. Through this recognition
and by giving voice to the reality of this outdoor learning in the outdoor lives of the
people in this research they were able to retain ownership of the development of their
theory of outdoor learning.

Trustworthiness in this research was achieved through a variety of techniques.
Dependability and confirmability were catered for through the use of a diversity of people
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for the research providing different cases, which heightened the ability to identify
differences in the information provided.

The discursive and reflexive style of the

research information collection and analysis process allowed for the verification of
theoretical themes. It was the recognition and inclusion of the people in this research, in
all stages of the research information collection, reflection and analysis, as active
collaborators in the meaning-making process that was consistent with the nature of
reflexive research methodologies (Dupuis, 1999). Triangulation was achieved through
the use of both in-depth and focus group discussions and the use of my researcher’s
journal to monitor conversations with key individuals in the outdoor field and Indigenous
peoples not involved in this research, university colleagues and organisers of
community-based outdoor learning events/programmes.

Corroboration of themes

emerging from this research was also found in the variety of community-based events
and activities that occurred separately in this research.

Of the limitations identified in Chapter 2, lack of remuneration or in kind support for the
input provided by those in this research, and time constraints, appeared to be the main
issues.

This research process has attempted to alleviate this lack of remuneration

through flexible research information collection techniques that assisted people to be
involved without undue cost to them, for example, the reimbursement of travel expenses
and the provision of meals where necessary. In kind support was provided through my
volunteering at Indigenous community centres, for appreciative outdoor leisure events
and on community committees.

The lack of remuneration and provision of adequate time for involvement in research
could also be seen to be a result of the overall societal lack of value for non-formal or
informal community-based knowledge, a situation not uncommon in Western scientific
and academic research.

This research has also tried to rectify to some extent the

devaluing of community-based knowledge with the identification and acknowledgement
of the salient aspects of the outdoor learning undertaken by those involved in this
research at a community based level.

As discussed in Chapter 5 the reconnaissance

stage of action research conducted through this research provided the setting for those
in the research to critically reflect on their social situations and heighten their perceptions
of themselves as constructors of knowledge.

Mezirow (1991) explained the

emancipatory element in transformative learning through critical reflection as the
emancipation from social, cultural and environmental forces that "limit our options and
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our rational control over our lives" (p. 87). He continued to explain that these forces
included the "misconceptions, ideologies, and psychological distortions in prior learning
that produce or perpetuate unexamined relations of dependence" (p. 87). For the people
in this research their critical reflection of the forces in their own lives that created their
dependence on the dominant neoliberalist ideology of Australian society proved to be
the catalyst for the development of their own outdoor learning practices.

Their critical

reflection and actions towards an alternative lifestyle was conducted whilst also sharing
(or transferring as James defined above) the pro-environmental knowledge they had
constructed with other people in society and their own off-spring who may or may not
have entered into a similar process of critical reflection.

The people in this research

were initially unaware of their ability to produce social change through behaviours
indicative of action learning and action research, although this lack of awareness
decreased throughout this project as they became more conscious of their capacity for
social change. This identification of the community-based outdoor learning practices
can now assist with ongoing research to develop the theory of outdoor learning practices
for sharing pro-environmental knowledge and values at a community-based level.

The one dimensional cyclic research process was altered to coincide with the ad hoc
nature of multiple and simultaneous cyclic processes required to enable individuals to
engage with the research in their own manner. A diverse set of principles, which guided
the procedures for collecting information were utilised to ensure that this research
remained relevant to the individual.

Diversity of information collection styles also

provided authenticity of information obtained by allowing people in this research to
respond to the research enquiries in a form relevant and appropriate to them, therefore
strengthening the confirmability of the research findings.

These diverse information

collection styles were implemented to ensure that this research project was sympathetic
to the viewpoint that for a project to be emancipatory it must take into consideration
current communication technologies, for example dominant media, and their potency in
shaping human experience, and the complexity and multiple-sited constructedness of
our individual selves and our worlds (Lather, 1991).

By implementing information

collection styles complimentary to emancipatory action research aims this research has
given recognition and validity to alternative ways of knowing and learning that were
constructed and implemented in the lives of the people in this research but also directive
in their critical reflection of institutionalised educational practices and dominant social
systems in Australia. Foley (1998) noted that what is distinctive about popular (adult)
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education is its focus on "critique of exploitation and oppression, and its emphasis on
collective and emancipatory struggles" (p. 141). In this assertion he provided similar
examples of informal learning practices to the practices for sharing pro-environmental
knowledge and values in the everyday lives of the people in this research. In light of this
discussion it is identified that this research has linked the reflexive methods utilised in
this research methodology to the processes of learning found in the outdoor learning
practices being examined and conversely utilised some of these learning practices in the
research process.

The information collection procedures, therefore, provide precedents for alternative
information collection techniques in other research projects designed to ensure
authenticity and optimum involvement of all relevant individuals.

An example of

alternative information collection techniques utilised in this research was the inclusion of
a diversity of discourses in information collection other than the traditional in-depth or
focus groups discussions. A comprehensive list of processes and alternative discourses
accepted in this research can be found in Chapter 2. It included items such as clothing
with symbolic messages in relation to interaction with the environment - Sloppy Joe on p.
102, photographs expressing the nature of solo experiences - ‘Peace’ on p. 105, or the
description of the essence of cultural oral renditions provided by the Indigenous peoples
in this research, not transcribed to ensure cultural sensitivity (refer to Section 2.3.8.3:
Minimisation of the possible risks for all peoples involved in this research, p. 52).

By acknowledging diversity of discourses in the information collection stages of the
research, I was able to implement recommendations for research to start at a point
outside of the dominant leisure discourse (Dupuis, 1999) and formal education practices
(Foley, 1998) and therefore endeavoured not to strengthen the stance of prevailing
ideologies by perpetuating positivistic systems of enquiry (Macdonell, 1987). In addition
to the alleviation of limitations for those in this research, the recognition of a diversity of
discourses presented in this research provides support for the previous and future use of
information collection techniques alternative to the dominant positivist techniques used
in scientific research.

Credibility was enhanced through the self-selection of the diversity of discourses utilised
in this research, the cyclic process of feedback by those involved in this research and
my completion of a researcher’s journal. This credibility was further enhanced by the
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recognition of the authenticity and validity of the discourses to the reality of the lives of
those in this research and subsequently assisted in extending the notion of what is
reliable scientific information beyond that accepted by positivist or quantitative
measures.

The richness of the information provided by those in this research on the reality of their
everyday lives, the in-depth discussions on how they implemented their outdoor learning
practices and the breadth of scope in the constraints to their outdoor learning enhanced
the transferability of their information. That is, their descriptions were able to provide
others with information that could be useful to them in making judgements on how that
information was applicable to their own specific situations. For example, information on
appreciative outdoor leisure social networks could be utilised by other appreciative
outdoor leisure groups to analyse their own practices for sharing pro-environmental
knowledge and values.

The reflective insights provided on the outdoor learning

practices in the worlds of the people in this research and the impact of the wider
Australian neoliberalist social structures on these outdoor learning practices provides
impetus for social transformation on a wider scale through the recognition and validation
of these alternative educational and learning frameworks.

Therefore the process of

critical reflection moving into transformative learning (transforming personal behaviours)
(Mezirow, 2000), for both the people in this research and others who will draw from the
conclusions of this research, may then be extended to social transformation of
educational and learning frameworks (transforming structures) (Schugurensky, 2002).
Furthermore, the descriptions of the complexity of the outdoor learning practices and
related outdoor lifestyle contexts and outdoor leisure settings provided groundwork for
replicability of the research in other social, subcultural or cultural contexts,
… to listen closely to the voices of those materially located within different
leisure cultures in a society, and to theorise them, is to shift leisure
studies some way from a bureaucratic technicism which has tended too
often to misrepresent or betray the subjects for whom it has claimed to
speak (Tomlinson, 1989, p.106).

The replication of the research process for theoretical development, undertaken in this
research, was made possible through the flexible design of the dual methodology and
the methods utilised for information collection. The use of grounded theory provided the
framework for the development of the outdoor learning theory whilst the sub-action
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research process identified problem areas to the successful perpetuation of this theory.
The development of the theory of outdoor learning provides the foundation for other
research projects to investigate the suitability of this theory in their specific settings.
This process also provides the foundations for the continuation of the research into
future participatory or emancipatory action research projects designed to alleviate
problems in the implementation of outdoor learning practices.

This reinforced the

compatibility of the methodological combination of grounded theory and action research
for producing trustworthiness in qualitative research.

Diagram 6.3 provides a

representation of the continuation of the research in future information collection stages,
using an example of how this research might be continued into the planning stage of the
action research process, through the use of a workshop to identify actions that could
alleviate the constraints identified in the reconnaissance stage of this research.
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Diagram 6.3: Diagrammatic representation of complete information collection stages with
example of how research may continue through into further investigations
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The maturity of the grounded theory was developed through the dynamic progress of its
process and substantiated by the equally dynamic process of sub-action research in the
reconnaissance stage of action research.

Each reflective stage of the sub-action

research process provided the context for reflecting on the initial (open coding) analysis
of the information gathered, and resulted in the validity of main themes arising from the
core analysis (axial and then selective coding) stages of the grounded theory research.
This process reaffirmed the research findings as theory grounded in the context in which
it is generated (Dey, 1999, Pidgeon and Henwood, 1997).

6.4

USEFULNESS OF THE EVOLVING THEORY

For a grounded theory to be useful to both the people who have produced the
information to develop it, and wider society, it must provide the impetus for future
research and action. In this research the impetus for future research and action is
enhanced by the requirement in action research to bring about social change. In the
following sections the contributions this thesis has made to the body of knowledge on
outdoor learning and environmental education will be discussed, directions for future
actions, research and praxis towards enhancement of the theory of outdoor learning
practices in Australian society will be addressed, and finally a discussion on wider
implications of the research is presented.

6.4.1

Contributions of this thesis

Clover (1996) identified that research on the nature of non-formal or informal learning,
outside of that dedicated to its control or co-ordination by formal education institutions, is
limited. The theory of outdoor learning developed in this research assisted in closing the
gap of limited information on how pro-environmental knowledge and values are shared
at a community level in Australian society through appreciative outdoor leisure and
activities.

This research also builds on more recent research into community-based

learning, for example, the ANTA research into lifelong learning previously discussed.
Identifying and verifying the contexts, settings and practices in which this outdoor
learning was implemented, extended the understanding of how environmental learning
occurred in Australian society. The contributions this research makes to the outdoor
learning literature are encompassed in the many themes outlined in this thesis and
combined to establish the theory of outdoor learning. The identification of these themes
assisted with the progress towards filling the gap in the limited literature on the nature
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and characteristics of community-based outdoor learning and the interrelationship with
the appreciative outdoor leisure and activities settings in which they are manifested.

By working with the non-Indigenous appreciative outdoor recreationists and Indigenous
peoples this research assisted in closing the gap in the leisure research on the analysis
of lifestyles and subcultural research (Stebbins, 1997). This was accomplished through
the analysis of the outdoor lifestyle contexts of their outdoor learning practices and the
subcultural and cultural frameworks of the appreciative outdoor leisure and activities that
provided the settings for their outdoor learning.

Verification of the theory of outdoor learning extended to the recognition of the process
of assimilation of community-based outdoor learning by the dominant social system and
in particular the Australian outdoor industry and formal education frameworks.

This

research was therefore able to contribute to extending the body of knowledge on outdoor
learning for the purpose of sharing pro-environmental knowledge and values both
through the development of theory and the recognition of constraints and assimilation
processes experienced by people in this research implementing these outdoor learning
practices. In return, the recognition and validation that these constraints exist provided
the literary support for initiating future emancipatory research in this area, and also
supported social change processes designed to alleviate these constraints, hence
reducing their potency.

The flexibility of the research methodology and the diversity of characteristics of the
people involved in this research, for example, cultural background, age, residential
location and life stage, provided authentic information relevant to the individual’s life
context. Authenticity was important to the advancement of pro-environmental values
research as it allows individuals from different cultures to express how they know the
environment in their own manner, a feature that is imperative, given the differences in
interpretation of the environment between, for example, Australian Indigenous peoples
and non-Indigenous peoples (Gough, 1991). Providing voice to these diverse ways of
knowing and learning pro-environmental knowledge and values was important to
furthering a resolution to the ecological crisis found not only in Australia but across the
globe. As Bookchin (1996) contended,

The ecological crisis we face today is very much a crisis in the emergence
of society out of biology, in the problems (the rise of hierarchy,
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domination, patriarchy, classes, and the state) that unfolded with this
development, and in the liberatory pathways that provide an alternative to
this warped history (p. 120).
Exposing the devaluing of the outdoor learning practices of those in this research
provided a milestone in research that investigates constraints to the sharing proenvironmental knowledge and values.

This devaluing resulted in a learned cultural

mindset and acceptance of their lack of value, particularly for the non-Indigenous people
in this research, and hence a need for their presence in educational settings. This was
evident when the non-Indigenous people in this research spoke about the sharing of proenvironmental knowledge and values they undertook. They tended to devalue it as not
as important as formal scientific knowledge or simply as inferior to this knowledge. For
example, Cat (NI) felt her sharing of pro-environmental knowledge and values with her
children was “not high-level education [refers to text books as if not as important as
them]”. This can be paralleled to the lengthy discussions on the importance and need
for the inclusion of the community, in particular elders, in outdoor learning, by the
Indigenous peoples whose cultural background values such intergenerational and
community-based learning. This research therefore upheld previous literature on the low
value attributed to family, older people and non-formal or informal learning in Australian
society and identified the importance of these groups and styles of learning to the
outdoor learning practices of those in this research and their sharing of proenvironmental knowledge and values.

The final area is methodological in nature and included the documentation of a
successful collaborative process between grounded theory and sub-action research
methodologies.

It also included an explanation of the microscopic sub-action research

process of the reconnaissance stage that delivered those involved in this research
process to the ‘planning’ stage of future action research processes, in particular more
emancipatory forms. The combination of grounded theory and sub-action research as a
methodological process enhanced the body of knowledge available on qualitative
methodological processes in two main areas.

The use of the dual methodological

process provided a framework for future research that seeks to explore problems and
concerns that may not be obvious or overt for groups in society, with a view to seeking
more emancipatory social change for the groups involved.

The use of this dual

methodology for this purpose bridges the gap between the structural and interpretive
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sociological perspectives by recognising that we make and remake social structure
throughout the course of everyday life (Giddens, 1993).

This flexible dual methodology was particularly important as the community-based
outdoor learning discussed in this research was implemented in the everyday outdoor
lifestyle contexts of people in this research and was based on empowering people
through local level change initiatives towards the attainment of pro-environmental
knowledge and values.

Malone (1999) stated that the most useful advance in

environmental popular adult education discussions has been the provision of a
supportive and nurturing environment to foster participatory research approaches to
social and environmental activism. This participatory approach challenges the formal
education system “where students are often bombarded by complex information until
they feel overwhelmed and unable to contribute to the solution of the environmental
problem” (Sheridan, 2000, p. 195).

This research has provided evidence of

participatory approaches to environmental activism and the sharing of pro-environmental
knowledge and values required to implement this activism through the appreciative
outdoor leisure social networks of the people in this research. It is the illumination of the
nature of these participatory approaches that has contributed to a deeper understanding
of the outdoor learning practices that are organised and managed by these social
networks. This research has corroborated Weber’s (2000) description of ‘grass roots
ecosystem

management’

that

these

groups

are

redefining

the

language

of

environmentalism through decentralisation, collaboration, citizen participation and
adopting a holistic worldview that seeks to meld ecology with economics and the needs
of the community in pursuit of symbiotic sustainability.

An example of a healthy union of methodological processes and life processes has been
presented in this research through the demonstration of the harmony between the
grounded theory and sub-action research processes and the cycle evident in the
experiential nature of the outdoor learning practices discussed by those involved in this
research.
If we have an idea we will try it for 12 months then if it doesn’t work we’ll
try something else - there’s no rush or limiting deadlines. We don’t have
time constraints on knowledge transfer it is continuous and flexible relaxed. I always tell visitors to [name of town] not to bring any time
constraints because it won’t be acknowledged. The community has its
own time schedule for learning. Staying in the one area for a lifetime is
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also important element of lifelong learning and this slow/relaxed
maturation of knowledge (Wil - I).

Recommendations arising from the research and possible directions for beginning a
broader action research process and extending the substantive theory of outdoor
learning are provided in the next section.
6.4.2

Future action, research and praxis

This research has generated a precedent for communities in similar situations to the
people in this research to make overt their own practices for outdoor learning. The
information analysis results were not intended for generalisability but rather validated to
allow the inherent characteristics of the theory of outdoor learning to be utilised to
provide the groundwork for similar research to be conducted with and in other
subcultural and cultural groups and settings. The constraints to these outdoor learning
practices, raised in this research, highlighted that any further study of this area would
require recognition and investigation of the impact of the neoliberalist philosophy of the
Australian social system on other groups seeking to provide pro-environmental
alternatives to an economic rationalist system.

This falls in line with Snooks' (2000) call for the abandonment of distorted neoliberal
lenses currently employed and the adoption of a new strategic approach. "This in turn
will require a major reformation of our scientific/research/higher education organisations
to deliver not only more effective technological ideas but also, even more importantly,
more imaginative strategic ideas to promote the rapid unfolding of the dynamic
strategies that are responsible for our progress and liberty (p. 151). For example, one
such strategy that could be examined in light of its coherence with alternative lifestyles
and subcultures is Hamilton's (2003) eudemonism. This is a new, post-growth political
philosophy, which proposes a society in which people can pursue activities that truly can
improve their individual and collective wellbeing. It is built on a consideration of the
evidence for what does and does not contribute to a more contented society (p. xiv).
Outdoor learning and outdoor lifestyle frameworks such as those discussed in this thesis
could provide the foundation for assessing the viability of this new political philosophy.

The development of a framework identifying the symbiotic relationship between the
outdoor learning practices of those in this research and their outdoor lifestyle contexts
and appreciative outdoor leisure settings was the crucial contribution of this thesis.
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Stebbins (1997) stated that lifestyles provide a level of analysis often overlooked in
subculture research. Social change towards more environmentally sustainable societies
is called for at a global level through lifestyle changes and educational frameworks
(UNESCO, 1993).

Further grounded theory and action research into the dynamics

between outdoor learning, outdoor lifestyles and community-based sharing of proenvironmental knowledge and values through appreciative outdoor leisure and activities
would provide a beneficial contribution to research and praxis on the link between the
two areas for global change towards ecological sustainability, that is, lifestyle and
learning.

Fisher (2003) identified that with the extension of national social and environmental
activism into the global communications arena a resultant loss of opportunities for selfreflection and self-critique of these movement had occurred through the urgency to rally
people to the cause (p. 5). However, this research does not uphold this loss of selfreflection or self-critique at the community-based level of activism. Whilst the national
and international organisations may have lost these reflective qualities, comments from
the people in this research clearly showed that reflection was a large part of their
outdoor learning practices.

The personal reflective tendencies of the people in this

research were compatible with the critical reflection inherent in the dual methodology
utilised for the research and subsequently provided rich information that could be utilised
to continue this research into future emancipatory action research.

Compatibility

between the reflective characteristics of the research methodology and the critical
reflection undertaken by the people involved in this research strengthens the validity of
using emancipatory action research processes in future research working at a
community-based

grassroots

level

towards

social

change.

Communication,

collaboration and engagement with social movements at the local and/or individual level,
is a process that writers in action research have espoused as necessary to alleviate
postmodernist criticisms of the emancipatory aims of the research discipline (Fisher,
2003; Kemmis, 1996).

Evidence has been provided in this research to suggest that the outdoor learning
practices discussed adhere to a lifelong environmental learning process manifested in
non-formal and informal community-based and self-directed learning.

Lifelong

environmental learning and the community-based and self-directed learning settings
were symbiotic learning contexts rather than separate stand-alone elements able to be

265

examined in isolation, as are much of the formal education system curricula (Knudtson
and Suzuki, 1992).

Future research into the holistic nature of the three themes in

outdoor learning emphasised in this research would verify the strength of these settings
for sharing pro-environmental knowledge and values and further substantiate the theory
of outdoor learning.

The theory of outdoor learning presented the need for a combination of non-formal,
informal and formal education to ensure the maintenance of environmentally focussed
subcultures and Indigenous cultures rather than their continued assimilation into the
dominant culture.

This is important for Indigenous peoples as Filipcová (1993)

commented cultural transfer is direct, from the parents’ generation to the children’s
generation, but on the other hand, it is mediated, particularly by education (p. 38). For
Indigenous peoples intergenerational learning through parents, relations and community
people was inherent in Indigenous culture, however, the dominant Australian education
system was non-Indigenous or Western culture and founded in a different value system
(economic) to that of Indigenous cultures (ecological). The holistic combination of the
three forms of learning was essential for subcultural groups holding ecological
worldviews rather than the dominant social system’s neoliberalist economic rationalist
worldview. There are therefore two proposals for future research being made from these
points.

The first is the need for further research into the holistic nature of outdoor

learning implemented through community-based groups.

The second is the

intergenerational transfer prominent in both the Indigenous and non-Indigenous peoples’
stories in this research. These stories highlighted that intergenerational learning was not
exclusive to Indigenous cultures and required further attention in educational research in
non-Indigenous Australian society.

Such research could establish the valuable

contribution that elderly people and women can contribute to the sharing of proenvironmental knowledge and values.

The evolving theory of outdoor learning illustrated the value placed on community-based
non-formal and informal learning by those in this research. This value for non-formal
and informal learning appeared to be reflective of a wider social value. Findings by the
ANTA (1999) in their national survey on lifelong learning found that the wider Australian
public also placed a higher level of value on community-based non-formal and informal
learning forums and a lower value on learning at work and in formal education settings.
This non-formal and informal learning provided the individuals at a community-based
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level with learning settings they felt comfortable in and a continual lifelong environmental
learning framework. These settings were primarily in appreciative outdoor leisure and
activities and were sustained by the social networks established in these settings. The
people in these social networks organised and implemented outdoor learning, for
example, through the provision of mentors from the community, rather than instructors or
teachers imposed from external sources such as industry or formal education. These
community-based mentors provided people with a familiar and trusted companion to
‘connect’ with and gain support for outdoor lifestyles and ecological worldviews.
Research on the support required to assist with the maintenance of these appreciative
outdoor leisure social networks and the non-formal or informal outdoor learning provided
through them would prove beneficial for a wider understanding of their strength as
avenues for environmental education in society.

In this research the notion of outdoor leisure has been extended past the dominant
definition of it as simply ‘fun’ to reflect it as an outdoor lifestyle and outdoor learning
construct. Subsequently outdoor leisure is not separated from other areas of life, such
as work in this research. This understanding of outdoor leisure’s more complex role in
the broader context of life experiences can then assist with, for example, appropriate
and complementary park management (Carr and Williams, 1993). This presents another
area for future research, namely the further examination of appreciative outdoor leisure
as outdoor lifestyles and outdoor learning constructs and specifically its role in
increasing an individual’s pro-environmental knowledge and values throughout their
lifespan. Further research would continue to give recognition and voice to the important
contribution that community-based outdoor learning provides for the sharing of proenvironmental knowledge and values.

Nash (1987), Wyman (1985) and Coley, Kuo and Sullivan (1997) have all noted the
ability to find excellent outdoor experiences in non-wilderness areas. For those in this
research these experiences were found in everyday life and local surroundings. The
theory of outdoor learning indicated that practices for sharing pro-environmental
knowledge and values were not location specific and occurred in diverse environments
from highly developed urban locations through to pristine wilderness areas.

Steinberg

(1993) noted that 40% of the world‘s total population would be living in cities with over
100,000 inhabitants by the end of the 20th century.

For outdoor learning to be

implemented in these areas quality natural environments need to be provided to give
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rise to comparisons with the degradation in these developed areas. Rejuvenation of
urban areas to allow for habitat renewal and maintenance leads to avenues for
appreciative outdoor leisure (Dennis and Zube, 1988) and can greatly assist the
acceptance and subsequent support for outdoor learning practices similar to those of the
people in this research. Dustin and McAvoy (1987) noted that "in a society where more
and more people are becoming detached from their biological moorings, the importance
of maintaining healthy outdoor leisure environments as laboratories for learning about
human/land interrelationships is critical” (p. 346).

Historical reports documented by

Hutton and Connors (1999) on Australian society identified that local community groups
where often responsible for opposing local developments that would prove
environmentally unsound, in the absence of national or international environmental
organisations otherwise occupied with larger global concerns.

These community

environmental activist groups would often develop beyond self-interest with many local
people adopting ethically sound perspectives and becoming mobilised towards more
pro-environmental attitudes and to become activists themselves (Hutton and Connors,
1999). Further research into the sharing of pro-environmental knowledge and values
that occurs through community-based rejuvenation projects would strengthen the
evidence provided in this research of the successful outdoor learning practices
implemented by appreciative outdoor leisure groups.

Bogner (1998) identified that an individual’s environmentally responsible behaviours are
only rewarded when majorities in society also behave in a similar manner.

An

awareness of the constraints identified in this research provided an understanding of the
dominant cultural and social processes that worked to ensure the outdoor learning
practices of those in this research were not able to be perpetuated easily in Australian
society, for example, through lack of funding and infrastructural support. Whilst the
commitment to the sharing of pro-environmental knowledge and values was evident in
the behaviours of those involved in this research this commitment can wane under the
constant dominant social pressure to conform and corresponding assimilatory
behaviours.

This resulted in the sharing of pro-environmental knowledge and values

becoming either internalised through self-directed learning or contained within
appreciative outdoor leisure social networks of likeminded people. Three proposals for
future research are offered from this information. The first is the need for research to
gain an awareness and understanding of these assimilatory processes.

Additional

research would enhance the ability to identify them when they occur in other community-
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based outdoor learning settings. Following on, future research into the alleviation of the
constraints to outdoor learning practices would benefit the implementation of
environmental education by expanding support and settings for the implementation of
outdoor learning for sharing of pro-environmental knowledge and values. Finally, future
research is required that investigates the manner in which people negotiate the
constraints to their outdoor learning practices.
This research has provided support, from an Australian perspective, for adult/popular
education and leisure literature that identified the devaluing of community-based outdoor
learning by dominant Western social structures and the further devaluing when such
learning occurred in a leisure setting (Clover, 1996; Kidd, 1997; Rowland and Volet,
1996), and has therefore provided a final area that required further research. Gathering
information on other social groups, and in particular appreciative outdoor leisure social
networks, that have encountered similar devaluing by dominant social institutions would
not only provide a networking tool to assist such groups to connect with each other, but
would also fortify the experiences of those in this research. This future research would
need to include an investigation of the resultant impact on the self-esteem and self-worth
that people involved in this research might have internalised from the continual
discrediting of their outdoor learning practices. This research would fall in line with
pedagogy developed through Freirian perspectives of people being involved in a process
of critical consciousness that reveals to them and others the social/political and cultural
contradictions and structures that set people at odds with each other and themselves
(Scapp, 1997).

6.4.3

Wider implications

This research would benefit greatly from being undertaken with a diversity of cultural
groups, in particular Indigenous peoples from a variety of countries. This would then
have the reciprocal effect of providing support for the subcultural appreciative outdoor
leisure groups upholding these outdoor learning practices in Australian culture and also
assist with strengthening the cultural foundations of many Indigenous communities.

Establishing platforms for individuals to implement their own outdoor learning practices
in these outdoor lifestyles without recourse or silencing from dominant social structures
and institutions would provide for a more personally authentic and equitable social
system that allowed for cultural and subcultural diversity. In this way the diverse ways of
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knowing and being in the outdoors encouraged by the outdoor learning practices of the
people in this research could be shared freely without retribution and with an adequate
level of social support to maintain their existence. Culler (1989) identified the benefits of
such an acceptance of diverse ways of knowing when discussing the strength of
difference in feminist critique.

The conception of the “difference within” feminism or feminist criticism
frequently leads to a celebration of heterogeneity that seems ultimately to
appeal to individual difference and ground itself in an ideology of
individualism; there are differences within because we are all different,
and no one’s difference should be compromised or suppressed by
discourse or institutions” (p. 150).
Pedersen (1999) noted that to date there has been little research carried out in the
important area of environmental competence.

Whilst he focuses on the need to

“empirically” determine the dimensions of environmental competence, I would argue that
future research should in fact adopt a more critical theorist/interpretivist epistemological
focus.

This would assist with identifying how people successfully attained this

competence throughout their life span through community-based outdoor learning
settings, and the constraints to developing and maintaining this environmental
competence.

The theory of outdoor learning emerging from the research was able to inform wider
education research into social change towards more pro-environmental ethics and
values. However, Kidner (1998) posited, “any new theory will to some extent and at
some level share the assumptions and the language of those models that it strives to
move beyond (p. 61).

This research has identified the aspects of the dominant

Australian social system that constrains the outdoor learning practices of those in this
research.

This enables future research to be cognisant of these aspects and their

relevance to the authentic life frameworks of the people with whom they are doing the
research.

The dual methodology was an appropriate methodological choice for working with
disparate populations in society and further strengthened this thesis’ contribution to
research designed for social change.

This verified Sheridan’s (2000) argument that

action-based learning that applies theoretical concepts is the key benefit of non-formal or
informal environmental education, particularly given, as Jansen (1995) noted, its long-
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term resilience through volunteer conservation and environmental groups largely
unassisted by formal education representatives.

The possibility for connections to be made for allegiance purposes between appreciative
outdoor leisure groups and preservationist organisation has already been made (Tarrant
and Green, 1999). This allegiance could then be reciprocated with nature centres and
environmental organisations noted as mediums for community individuals to assist with
combating environmental degradation and poverty (Berberet, 1990). Further research
that explores the relationships that occur at a community-based level to encourage
outdoor learning and sharing pro-environmental knowledge and values will broaden the
understanding of the strength of these outdoor learning practices. This is particularly
important as the connections between these community-based learning settings and an
increase in pro-environmental values and spiritual connections with the environment
emerged in this research in the theoretical development of outdoor learning.

To be able to promote this particular spiritual way of ‘being’ in the environment one
needs to start at birth and provide a strong family, social and cultural support. This
research suggested that the strength and resilience of this spiritual connection to the
environment relied heavily on the cultural support that such a connection receives. The
theoretical concepts of outdoor learning evolving from the research identified that this
lifelong development of a connection with the environment could be supported but not
controlled by social infrastructures, such as education, media and [outdoor] industry
organisations.

Finger-Stich and Ghimire (1997) considered work, culture and nature to be broad and
abstract concepts that reflected important relational interactions in society that
characterised the exchange of knowledge, levels of living and quality of the surrounding
environment (p. 160). This cultural philosophy emerged in this research through the
different yet corroborative perceptions of outdoor learning provided by the nonIndigenous and Indigenous people in this research. The Indigenous peoples were able
to draw directly from their cultural backgrounds to support their ecological worldviews
(Foley, 1994) whilst the non-Indigenous peoples required subcultural networks to gain
support for similar worldviews. Research into the disparate nature of culturally based
spiritual connections with the environment; particularly through parallels between
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Western and Indigenous cultures would identify processes for a cultural shift in
Australian society towards ecologically sustainable lifestyles.

Australian media, although recognised as a perpetuator of the dominant social system,
was also seen as a major tool for increasing the momentum of the recognition of
community-based outdoor learning practices. Centring advocacy and media coverage
on those able to appreciate and feel part of the environment through their lives,
particularly in developed urban areas, was likely to make environmental conservation
efforts more successful (Simpson, 1985).

Mzarek (1996) identified the integration of a

green or environmental philosophy into mass media as one area that could be utilised to
guide an understanding of social change towards environmental sustainability.

Of interest was the fact that many of the people who commented on a lack of fear of
being alone in the outdoors, in particular wilderness, were the women in this research.
However, they noted feeling more inclined to want to go into the urban outdoors with
someone else (not necessarily a man). This is important as the male dominance in the
outdoors is often justified as a need for women to go into the outdoors with a male
leader for protection. This is obviously not a need for women who are competent in the
outdoors such as the women in this research. However, as previously discussed, the
culture of fear promoted around the outdoors has detrimental effects on the attainment
for many women of such a high competence and comfort level with the outdoors. This
masculine gender bias in the promotion of the outdoors is an area that requires rectifying
if a more comfortable acceptance of our connection to the outdoors is to be encouraged
and supported in Australian society. Research into the level of emphasis on fear, risk
and risk management in the different areas of the outdoor field, for example
comparisons between outdoor education, commercial outdoor industry and non-formal
community-based outdoor leisure, could prove beneficial in identifying ulterior motives
for the promotion of this risk by each group. Investigations into the level of self-reliance
that was promoted through the different learning settings (non-formal, informal and
formal) and connections to an individual’s tendency towards litigious behaviours could
provide valuable insights. In particular, research of this nature could assist in reducing
the current emphasis on risk management in the outdoor field at the expense of
providing opportunities that provide the healthy level of risk in outdoor activities that can
be beneficial to personal growth.
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The environmental education capacity of community-based settings that emerged in the
evolving theory of outdoor learning highlighted the importance of these settings for social
change towards environmental sustainability. Spork (1990) also identified that
environmental education teachers that are more successful in instilling long-term
environmental values in students were those that were personally involved with
community-based environmental groups.

Robottom and Hart (1993) argued that a

powerful level for changing school priorities was greater tolerance of a diversity of ways
of knowing, studying and assessing educational practice. This can be done through the
use of formal education as a reinforcement tool rather than the controlling body, for nonformal or informal community-based settings in which personal spiritual connections to
the environment are made.

By reconceptualising the nature of education as a transfer of knowledge that is multiparadigmatic and lifelong and delivered in a variety of learning contexts, an outdoor
lifestyle focussed on pro-environmental values is achievable.

This can be seen in the

multiple levels at which the people in this research conduct their outdoor learning and
subsequent sharing of pro-environmental knowledge and values and the diversity of
avenues they tapped into to obtain the information required to extend their own level of
environmental knowledge.

It has been argued that leisure, in this case appreciative

outdoor leisure, is a cultural construct (Bailey, 1989), nature is also the true home of
culture (Faarland, 1994 (reprint 1998)) and education systems perpetuate a culture or
worldview (Beare, 1991). Furthermore, Tikka et al., (2000) stated that formal “education
is only one of the factors contributing to learning and thinking in a cognitive learning
process” (p. 12). To this end the theory of outdoor learning developed in this research
provided a valuable platform from which to enhance current research into educational
reform.

Educational reform in Australian society is requisite if a more collaborative (rather than
co-optive) framework for working towards multi-paradigmatic outdoor learning as norms
in Australian culture and society are to be achieved. As Berberet (1990) noted,
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… field trips and class activities appropriate to each educational level …
all can contribute to the development of positive values and lifestyles.
Student involvement in community service projects can lead to an
appreciation for volunteerism and the serious economic and
environmental problems communities face (p. 87).
This research has provided examples for such collaborative frameworks that could be
extended in educational praxis at all levels in society (non-formal, informal and formal).
These frameworks were more indicative of ideologies such as Illich’s (1970) deschooling
of society than they were of simply restructuring the current formal education system.
Again they were also more reflective of traditional Indigenous community-based and
intergenerational education practices.

Spry (1991) suggested that a shift towards human experience and human creativity and
a simultaneous move away from the stress on competition to co-operation would ensure
that the pressure for ever more elaborate equipment would be further reduced in modern
society. The profound simplicity and self-reliance found in the outdoor behaviours of
those in this research indicated that this move towards human experience away from a
reliance on technology, or remaining with historical, simpler forms of interactions with the
environment, was already occurring.

By identifying the non-formal and informal nature of the outdoor learning that provided
the social support for individuals to make life changes to ecologically sustainable lives,
policies and programmes could be developed to ensure these contexts were able to
remain authentic and hence maintain their strength of character.

Furthermore, this

research could assist in developing future research into the high level of commitment
afforded environmental rejuvenation and protection programmes and activities by
community-based and grass roots individuals and organisations, with a view to
identifying what characteristics were required to extend this commitment into an ongoing
and growing cultural construct.

274

6.5 CHAPTER CONCLUSION
6.5.1

Summary of theoretical discovery in this research

This research has provided verification of the outdoor learning practices of those
involved in this research and responded to the RQ1 by developing the theory of outdoor
learning.

RQ2 was then addressed through the identification of constraints to these

outdoor learning practices. Further research that works with groups in Australian society
with similar outdoor learning practices and any subsequent constraints to these will
assist in providing evidence to support social change in the dominant social system in
this area of outdoor learning epistemology.
A symbiotic relationship emerged between the outdoor lifestyles, outdoor learning
practices and appreciative outdoor leisure and activity settings of those in this research.
This relationship protected a fine web of outdoor learning contexts and settings, the
three main themes being lifelong environmental learning through community-based and
self-directed learning.

Appreciative outdoor leisure and activities proved to be the main

setting for the implementation of these outdoor learning practices.

Major importance

has been placed on the need for the leisure field to broaden its scope of understanding
of what appreciative outdoor leisure means in the lives of everyday people with proecological worldviews and values.

This document highlighted that the people in this research from appreciative outdoor
leisure groups and Indigenous communities were at different levels of connection with
the environment than the overarching Australian culture and held conflicting worldviews,
ecological versus economic. This conflict was intensified for the Indigenous peoples in
this research due to the underlying cultural differences.

This conflict of worldviews

resulted in those controlling the dominant Australian social system and culture imposing
constraints on the outdoor learning practices, and also outdoor lifestyle contexts and
appreciative outdoor leisure settings, of those in this research in somewhat assimilatory
styles of behaviours.

Again, these assimilatory behaviours were intensified for the

Indigenous peoples in this research as they were seen to be simply a continuation of
historical assimilation and acculturation of Australian Indigenous peoples through
colonisation.

The main Australian institutions utilised by advocates of the dominant

social system to silence the alternative worldviews of the people in this research were
the media, education and industry frameworks.
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Therefore, when providing voice for the outdoor learning practices discussed in this
thesis care should be taken not to slip into an “assimilationist” mindset that assumes that
the appreciative outdoor leisure and Indigenous knowledges must “fit into” a Western
scientific framework. What is required, rather than simply copying or co-opting these
outdoor learning practices into the dominant social systems educational practices, is to
provide platforms for respecting and subsequently supporting the diversity of contexts
and settings utilised to perpetuate them. This requires further research to substantiate
the outdoor lifestyles and appreciative outdoor leisure and activities of the people in this
research and in similar community-based groups and other Indigenous communities.
The dual methodological process of grounded theory and sub-action research proved a
successful collaboration to allow the voices of those involved in this research to develop
their own research process and results.
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APPENDIX A
PERSONAL CHARACTERISTICS OF PEOPLE INVOLVED IN THIS RESEARCH AND
THEIR PSEUDONYMS
PSEUDONYM

SEX/AGE

CONTACT
*

Alan

M / NAS

IDI

INDIGENOUS
/ NONINDIGENOUS
I

Alex

M / 41

IDI

NI

Ali

F / 54

IDI

I

Andrew

M / 59

IDI

I

Carol

F / 48

WS

NI

Cat

F / 35

IDI

NI

Cindy

F / 39

IFG/
WS

NI

Claire

F / 59

IFG

I

Craig

M / NAS

IDI

I

Danny

M / 55

IDI

NI

Deirdre

F / 43

IDI

I

Don

M / 43

NI

Donna

F / 38

NIFG/
WS
IFG

Doris

F / 61

NIFG

NI

I

PERSONAL CHARACTERISTIC

Elder, cultural lifestyle activities, homeland
movement,
remote
community
and
residence
Electrical Technician, Father, bushwalker,
native
gardener,
field
naturalist,
environmental activist, birdwatcher, urban
residence
Cultural activist and consultant, cultural
lifestyle
activities,
bushwalker,
field
naturalist, environmental enthusiast, urban
residence
Elder, cultural consultant and advisor,
Ranger
programme
co-ordinator,
father/grandfather, bushwalker, cultural
lifestyle
activities,
environmental
enthusiast, urban residence
Retired,
mother/grandmother,
environmental
activist,
camper,
bushwalker, semi-wilderness residence
Volunteer, mother, bushwalker, native
gardener,
birdwatcher,
environmental
enthusiast, urban residence
Office worker, cultural consultant, mother,
bushwalker,
camper,
environmental
enthusiast and activist, urban residence
School
worker,
volunteer,
cultural
consultant,
mother/
grandmother,
environmental
enthusiast,
semi-rural
residence
Elder, cultural consultant and advisor,
father/grandfather,
cultural
lifestyle
activities, homelands movement coordinator,
remote
community
and
residence
Retired, father, Canoeist / Kayaker,
birdwatching and bushwalker, semi-rural
residence
Non-scientist community environmental
education
Genetics engineer, bushwalker, climber,
canoeist, urban residence
Community development co-ordinator,
cultural consultant and activist, mother,
environmental enthusiast, bushwalker,
camper, urban residence
Retired,
volunteer,
community
coordinator,
mother/grandmother,
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PSEUDONYM

SEX/AGE

CONTACT
*

INDIGENOUS
/ NONINDIGENOUS

Erin

F / 60

KI

I

Glen

M / NAS

IDI

I

Gloria

F / 40

CE

NI

Graeme

M / 28

NIFG/
WS

NI

Greta

F / 43

NIFG/
WS

NI

Harold
Harry

M / 60
M / 41

KI
IDI

I
I

Heidi

F / 69

IDI

NI

Helen

F / 33

NIFG

NI

Jake

M / 49

IDI

NI

James

M / 51

IDI/
NIFG/
WS

NI

Jan

F / 45

IFG

I

Jenny

F / 41

IDI

NI

Jill

F / 39

IDI

NI

Karen

F / 48

IDI

NI

PERSONAL CHARACTERISTIC

bushwalker, birdwatcher, environmental
activist,
non-scientist
community
environmental education, Urban residence
Elder, mother/grandmother, cultural activist
and consultant, cultural lifestyle activities,
remote residence
Cultural consultant and community coordinator, cultural lifestyle activities,
bushwalking, rural residence
Bushwalker,
cyclist,
canoeist,
environmental enthusiast, creative artist,
gardener, urban residence
Environmental activist, bushwalker, field
naturalist, semi-wilderness land owner personal rejuvenation project, currently
urban residence
Non-worker, community volunteer, no
children, climber, bushwalker, canoeist, field
naturalist, native gardener, urban residence
Restaurant owner, cultural consultant and
advisor, father, bushwalker, surfer, field
naturalist,
non-scientist
community
environmental education, semi-wilderness
residence
Mother and Grandmother; Environmental
enthusiast, semi-retired, community and
cultural liaison volunteer work, urban
residence
Bank office manager, single, climber,
bushwalker,
camper,
environmental
enthusiast, urban residence
Volunteer,
community-based
outdoor
leisure leader, father, canoeist, kayaker,
bushwalker, rural residence
Technician, Father, environmental activist,
bushwalker, canoeist, camper, nonscientist
community
environmental
education, semi-wilderness residence
Office worker, cultural consultant, mother,
bushwalker, camper, outdoor traveller,
urban residence
Volunteer,
mother,
bushwalker,
environmental activist, urban residence
Single,
no
children,
non-scientist
community
environmental
education,
environmental activist, bushwalker, cyclist,
field naturalist, birdwatcher, wilderness
residence
Environmental rejuvenation and education,
Environmental consultant and activist,
mother, bushwalker, birdwatcher, field
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PSEUDONYM

SEX/AGE

CONTACT
*

INDIGENOUS
/ NONINDIGENOUS

KelvinKow

M / NAS

IFG

I

Kent

M / 65

IDI/
IFG/
WS

I

Larry

M / 37

IDI

I

Marilyn

F / 66

IDI

NI

Mary
Mike

F / 45
M / 41

NIFG
IDI

NI
NI

Molly

F / 42

IDI

NI

Nelly

F / 58

IDI

NI

Pauline

F / 65

IDI

NI

Petra

F / 58

WS

I

Ray

M / 43

IDI

NI

Reg

M / 61

NIFG/
WS

NI

Rob

M / 57

IDI

NI

Ryan

M / 62

IDI

NI

Sally

F / 59

IDI

I

PERSONAL CHARACTERISTIC

naturalist,
non-scientist
community
environmental
education,
remote
residence
Community
representative,
general
outdoor enthusiast, cultural consultant;
field naturalist, remote residence
Elder, Semi-retired, Ranger Project coordinator, volunteer, counsellor, father/
grandfather, cultural lifestyle activities,
camping, environmental enthusiast, urban
residence
Cultural consultant and educational
awareness, camper, bushwalker, cultural
lifestyle activities, non-scientist community
environmental education, urban residence
Retired,
mother/grandmother,
cyclist,
birdwatcher, bushwalker, urban residence
Co-ordinator and manager urban forest, new
father, bushwalker and birdwatcher, urban
residence
Ecologist, environmental activism, mother,
bushwalking, camping, urban residence
Retired, Mother/grandmother, nature art,
field naturalist, birdwatcher, bushwalker,
non-scientist community environmental
education, semi-rural residence
Volunteer,
mother/
grandmother,
bushwalker, birdwatcher, field naturalist,
environmental enthusiast, non-scientist
community environmental education, urban
residence
Government
cultural
consultant,
mother/grandmother,
semi-rural/urban
residence
Government environmental officer, coauthor of recommended bushwalking text,
volunteer,
bushwalker,
birdwatcher,
environmental activist, urban residence
Retired teacher, environmental activist,
bushwalker, volunteer, community project
co-ordinator, semi-rural residence
Self-employed non-scientist community
environmental
education,
father,
bushwalker, field naturalist, birdwatcher,
environmental
activist,
wilderness
residence
Retired,
volunteer
work,
father/
grandfather, environmental enthusiast,
bushwalker, birdwatcher, semi-wilderness
residence
Cultural
activist
and
consultant,
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PSEUDONYM

SEX/AGE

CONTACT
*

INDIGENOUS
/ NONINDIGENOUS

Tom

M / 43

NIFG/
WS

NI

Vince
Wendy

M / 39
F / 80

IDI
KI

NI
I

Wil

M / NAS

IDI

I

PERSONAL CHARACTERISTIC

environmental
enthusiast,
mother/
grandmother, walker (non-wilderness),
field naturalist, semi-wilderness residence
Local government worker, volunteer
worker, environmental activist, bushwalker,
field naturalist, non-scientist community
environmental education, urban residence
Elder, cultural consultant and activist,
mother/grandmother, remote community
and residence
Cultural consultant, community activity coordinator, cultural lifestyle activities,
camping, fishing, bushwalking, semiremote community and residence

1. Environmental enthusiast = participates in general environmental activities in
community and on a personal and social level, often not of a political nature but not
opposed to demonstrations for environmental advocacy.
2. Environmental activist = as for environmental enthusiast but would be inclined to also
actively participate or organise political environmental activism events for example
organisation of partitions to present to parliament.
3. Cultural lifestyle activities = includes outdoor activities specifically related to
Indigenous cultural group for example harvesting and food collection, making of
artefacts.
4. Volunteer = volunteering in outdoor or environmental activities in a diversity of
capacities for example outdoor leader, environmental rejuvenation/regeneration,
community organisation committee, outdoor event organisation.
5. * = Type of contact with individual:
IDI = In-depth Interview (Stage 1)
NIFG = Non-Indigenous appreciative outdoor leisure focus group (Stage 2)
IFG = Indigenous focus group (Stage 2)
KI = Key Informant (for example through public/private consultations, seminars)
WS = Workshop (Stage 3)
CE = Community event
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APPENDIX B
EXAMPLES OF INTERVIEW GUIDELINES

In-depth Interviews
Can you explain what the environment means to you?
Where does the environment fit in your life?
How do you learn about the environment?
Where does this learning about the usually occur?
When would this learning about the environment occur for people? (For example, what
age)?
Do people share knowledge about the environment with each other?
Who would be involved in sharing this environmental knowledge and with whom? In
what situation or setting?
Are there any specific activities that you would use to share environmental knowledge?

Focus Groups
Do you ever find sharing environmental knowledge with people difficult? Why?
Can you explain any circumstances where you have not been able, or haven’t wanted to,
share environmental knowledge with others?
Are there any situations were other people prevent you from sharing environmental
knowledge with others?
Discussions and extension on the constraints arising from the in-depth interviews.
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APPENDIX C
PRELIMINARY SUMMARY OF INDIVIDUAL IN-DEPTH INTERVIEWS
28th February, 2001
RE: Summary of discussions on sharing environmental knowledge and values
through outdoor recreation activities and outdoor lifestyles with Kim Polistina
Just a quick letter to bring you up to date with the project. Firstly, thanks for agreeing to
work with me on this project, as promised attached is a summary of the main aspects
that have arisen from our discussions over the last few months.
I think that they
highlight the strong contribution to environmental and social health and wellbeing, which
you are all contributing to in your own special ways. The summary is by no means
comprehensive and only provides a brief overview of the prominent elements and some
of their characteristics. The final thesis document will certainly contain much of the
invaluable comments made throughout the discussions.
Several main elements have arisen about the nature of your lifestyles and the way in
which you transfer your environmental knowledge and values through these lifestyles.
They include the outdoor lifestyle itself, appreciative outdoor recreation activities,
characteristics of environmental knowledge and values transfer and attainment, and
lifelong learning. The summary provides more detail of each of these elements.
Another major theme that came out of discussions was the amount, and nature, of the
constraints to living outdoor lifestyles and also being able to transfer your environmental
knowledge and values. These are also included in the attached summary.
All of the information and comments from the discussions have been a tremendous
insight and help in providing the project with a good foundation. The discussions were
very interesting and I learnt something new about the environment in every one of them.
Could you please let me know your thoughts on these themes, any changes, alterations,
additions or ideas that may assist with further clarifying these themes. At present I am
busy on the second stage of the project, which is looking more closely at the constraints
to appreciative outdoor recreation, outdoor lifestyles and the sharing of environmental
knowledge and values mentioned above.
A summary of this stage will also be
forwarded to you for your comments and reflections on completion.
If you would like contributed to the second stage of the research in any way, or have
anything else you feel is relevant to the first stage, please do not hesitate to contact me
(details at the bottom of this page). For those who have identified their desire to be
involved in the second stage of the research, thank you, I will be in contact shortly with
details of the implementation of this stage.
I am also looking for other people who engage in such outdoor lifestyles and
appreciative outdoor leisure activities and tend to do so to transfer and attain proenvironmental knowledge and values. So if you can think of anyone who may be
interested please let me know, the more the merrier.
Once again thanks for being apart of the project, I shall keep you informed of the
progress.
Warm regards, go with care,
Kim.
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Summary of discussions on environmental knowledge and values transfer
through outdoor recreation activities and outdoor lifestyles
as at February, 2001
Prepared by Kim Polistina
Outdoor lifestyle
Outdoor recreation, rather than simply being a leisure activity, is a major component to
living an outdoor lifestyle. This outdoor lifestyle supports: environmentally conscious
behaviours and stewardship of the environment; a more communal focus to society; and,
a willingness to work both for the environment and on educating other people about the
environment. It also encourages a need to remove oneself from the wider social
community to slow the pace of life down through seeking employment, which fits with an
environmental worldview, and taking time to reflect. This time to reflect and spend
quality time in the natural environment helps to strengthen the spiritual connection which
people have to the natural environment.
Outdoor recreation activities
Whilst the activity was important and enjoyed by all it appeared that a variety of outdoor
recreation activities where engaged in to assist with environmental knowledge and
values transfer and attainment. This was done to provide avenues for attainment of
different environmental knowledge and also to extend on the knowledge already
obtained. For example, canoeing across the lake to view birds that could not be seen by
walking or shifting to another outdoor activity to learn about a different eco-system or
flora and fauna of a different area.
Environmental knowledge and values transfer and attainment
It became quickly apparent that this element is both reciprocal and continuous. There is
a diversity of avenues through outdoor recreation and outdoor lifestyles for both
transferring the knowledge you have to others and also attaining more knowledge from
others.
These avenues included canoeing, bushwalking, photography, swimming,
reading both when interacting and after interaction with the outdoors, observation of
nature in the home environment, climbing, art and craft, food and resource gathering and
simply being in the outdoors. The environmental knowledge is transferred onto other
people via individuals, significant others, groups and families. The knowledge derived
from others is diverse and ranges from flora, fauna and species identification, natural
system cycles (for example food chains), and weather patterns through to navigational
techniques related to reading the land. Knowledge is also derived from the environment
itself particularly when time is spent on reflection and meditation activities and solo
experiences, which lends themselves to intimate interaction with the environment.
Some of the characteristics of being able to successfully transfer positive environmental
knowledge and values onto others included:
☯ a constant interaction with the environment,
☯ slow maturation and attainment of skills, knowledge and abilities related to the
outdoors,
☯ a willingness to learn
☯ continual outdoor opportunities to transfer environmental knowledge and values,
☯ the essence of creativity, imagination, and simplicity in the knowledge and the way it
is provided,
☯ non-structured, flexible and self-directed exploration,
☯ the environmental knowledge and values needs to highlight the holistic aspect of the
environment and humans place in it
☯ and the need for a lifelong learning approach.
Summary Page: 1 of 2
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Lifelong learning
An integral part of environmental knowledge and values transfer through outdoor
recreation and outdoor lifestyles identified was the element of lifelong learning. It was
prevalent that this lifelong learning about the natural environment needs to begin at birth
and go continuously through ones life. Many commented on the fact that their
childhood’s were steeped in outdoor activities and learning about environmental
knowledge and values through their parents, siblings, families and friends, but it was
also self-directed as familiarity with, and understanding of, the outdoors grew.
Constraints to outdoor lifestyles
Whilst this area was not a focal point several aspects related to wider social structures,
processes and systems were raised as constraints to being able to live these outdoor
lifestyles, engage in appreciative outdoor recreation and transfer environmental
knowledge and values. Many of these constraints related to a lack of understanding of
the environment within the wider social community. This lack of understanding resulted
in a lack of value placed on the environment and ranged from all levels of society from
people in the local area to federal government structures and processes which appeared
to value development at the expense of the environment. Time was also seen as a
major constraint.
Other constraints to environmental knowledge and values transfer ranged from:
☯ peoples, in the wider society, lack of willingness to learn about the environment and
negative attitudes toward the environment,
☯ lack of time provided for interaction with the natural environment,
☯ lack of opportunities to pass on the environmental knowledge and values,
☯ negative social stereotypes associated with those holding environmental ethics and
worldviews,
☯ “living for the moment” attitude of society which does not promote thinking of the
future or long term goals.
Other constraints to appreciative outdoor recreation and outdoor lifestyles included:
☯ high expense of building energy efficient and ecologically sound homes and other

developments,
☯ a lack of time due to life changes (for example, family rearing years, ill-health)
☯ a lack of time due to external restrictions and processes, for example, available time

for solo experience or self directed explorative activities, and,
☯ restrictive social processes for accessing the natural environment.

The need to increase (for example by acquisition) rather than decrease (and restrict)
areas for accessing the natural environment for quality outdoor experiences (including
reflection and solo experiences) was also identified and was felt particularly important in
urban areas.

Summary Page: 2 of 2
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APPENDIX D
INTERACTION BETWEEN OUTDOOR LEISURE NETWORKS
ANNUAL QUEENSLAND FEDERATION
OF
BUSHWALKING CLUBS
BUSHWALKING PILGRIMAGE SCHEDULE

http://www.geocities.com/qfbwc/pilghist.html Accessed 1/11/04.

Queensland Federation
of
Bushwalking Clubs

email address
qfbwc@yahoo.com.au
Postal Address
GPO Box 1573
Brisbane 4001

News
About us
Office Bearers
Affiliated Clubs
Pilgrimage
FRRG Details
Incident Form
Links

Pilgrimage History
A group of bushwalkers from the Brisbane Bushwalkers Club went on a walk up
Mt Barney sometime before 1970. They then decided to hold another
"pilgrimage" up Barney the following year. As the numbers grew they decided to
hold the Pilgrimage at another site, as there was some concern of so many
people going up Mt Barney.
The representatives of Queensland Federation took on the task and organised
the first official Pilgrimage to Girraween in 1971. Since then, various affiliated
clubs have held the pilgrimage on behalf of the Federation.
The Pilgrimage is usually held on the second week-end of September of each
year and proceeds go to the Queensland Federation of Bushwalking clubs.
Year

Location

Club

Date

Attendance

1970

Mt Barney

Brisbane
Bushwalkers

1971

Girraween

Federation

4/5 September

180

1972

Mt Greville

Federation

2/3 September

120

1973

Mt Castle
(Crosby's)

Family Bushwalkers 1/2 September

1974

Knapps Peak

Binna Burra
Bushwalkers

6/8 September

1975

Mt Greville

National Parks
Association

13/14 September

1976

Teviot Falls

Brisbane
Bushwalkers

October

1977

Conondales

Brisbane Catholic
Bushwalkers

1/2 October

1978

Beechmont

Binna Burra
Bushwalkers

9/10 September

1979

Conondales

Sunshine Coast

8/9 September

1980

Goomburra

Gold Coast

13/14 September

1981

Running Ck

YHA

11/12 September

1982

Bigriggen

Brisbane
Bushwalkers

11/12 September

1983

Gorman's Gap

Toowoomba
Bushwalkers

10/11 September

1984

Goomburra

Brisbane Catholic

8/9 September

125

100+

200

200
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1985

Booloumba Ck

Sunshine Coast

7/8 September

1986

Beechmont

Gold Coast

11/12 September

1987

Teviot Brook

YHA

12/13 September

1988

Bellbird Grove

Federation

10/11 September

1989

Goomburra

Toowoomba
Bushwalkers

9/10 September

1990

Maroon Dam

Binna Burra
Bushwalkers

8/9 September

1991

Mt Byron

Brisbane
Bushwalkers

14/15 September

1992

Girraween

Brisbane Catholic
Bushwalkers

19/20 September

1993

Cooloola N.P.

Sunshine Coast
Bushwalkers

11/12 September

1994

Bigriggen

Gold Coast
Bushwalkers

9/11 September

1995

Goomburra

YHA

220

1996

Taloom Falls

Binna Burra
Bushwalkers

200

1997

Birch's Gully

Toowoomba
Bushwalkers

12-14 September

170

1998

Ewen Maddock
Dam

Sunshine
Coast/Glasshouse
Bushwalkers

11-13 September

110 (Rain affected)

1999

Mt Barney Lodge

Brisbane
Bushwalkers Club

11-12 September

180

2000

Camp Constable

BCBC
ICBC
LBB
QBW

9-10 September

140

2001

Maudsland

GCBWC

8-9 September

180

2002

Kenilworth

YHA

6-8 September

2003

Glen Rock

BOSQ

12-14 September

100+

135

200

Top

Last updated
Notify any errors to qfbwc@yahoo.com.au
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APPENDIX E
FINAL SUMMARY OF INDIVIDUAL IN-DEPTH DISCUSSIONS AND INVITATION TO
FOCUS GROUPS DISCUSSION

14th May, 2001

Re: Outdoor Lifestyle Discussion Group
As discussed in our telephone conversation this letter provides the details for next
Monday’s discussion, which I am pleased you are able to join. By now you will have
received the summary of the outdoor lifestyle characteristics discussed in our first
conversations. Through our talks it was clear that an outdoor lifestyle and appreciative
outdoor recreation activities, were very important to the successful sharing of proenvironmental knowledge and values onto family, friends and other people in the
community.
However, quite a few constraints were also raised in these initial
conversations. A brief, but not complete, outline of some of the issues raised is
attached. During Monday’s discussion we will talk about these constraints and any
others that may arise on the night.
Depending on the outcome of the discussions on Monday night it is hoped that we will
be able to draw on your concerns to provide an outline for the workshop in July, which
will identify future actions to assist with alleviating these concerns. Although there will
be issues that are area and community specific, it is also hoped that these discussions
will be a valuable networking opportunity for likeminded people to get together.
The details of Monday nights discussion group are outlined below and a map of Griffith
University showing the Eco-Centre location is attached. You will need to pay for one
hour parking ($1.00), please keep your receipt and I will reimburse you when you arrive.
Light finger food, tea and coffee will be provided. My mobile number is 0421 043 016,
please call if you have any problems finding the venue.
Date:
Time:
Venue:

21st May, 2001
5.45pm
Eco-Centre, Griffith University, Nathan Campus

I’m looking forward to hearing your thoughts and feelings on Monday,
Take care,

Kim Polistina
<Researchers Home address, telephone and email details>

309

Summary Of Constraints To Transfer Of Environmental Knowledge And Values
Through Appreciative Outdoor Recreation Activities And Outdoor Lifestyles
as at May, 2001
Prepared by Kim Polistina

To provide a quick recap on the constraints noted in the last summary, there were
several aspects related to wider social structures, processes and systems and the
constraints to being able to live these outdoor lifestyles, engage in appreciative outdoor
leisure and share pro-environmental knowledge and values. Many of these constraints
resulted in a lack of understanding of the natural environment within the wider social
community. The high value given to development at the expense of the environment
was identified and the element of time was also seen as a major constraint.
Other constraints to environmental knowledge and values transfer ranged from:
☯ wider social community’s lack of willingness to learn about the natural environment

and negative attitudes toward the natural environment,
☯ lack of time provided for interaction with the natural environment,
☯ lack of opportunities to share pro-environmental knowledge and values through

outdoor activities,
☯ negative social stereotypes associated with those holding positive environmental

ethics and worldviews,
☯ the ‘living for the moment’ attitude of society which does not promote thinking for the

future or long term goals.
Other constraints to appreciative outdoor leisure and outdoor lifestyles included:
☯ high expense of building energy efficient and ecologically sound homes and other

developments,
☯ a lack of time due to life changes (for example, family rearing years, ill-health)
☯ a lack of time due to external restrictions and processes, for example, available time

for solo experience or self directed explorative activities in Western education
systems, and,
☯ restrictive social processes for accessing the natural environment (ranging from a
lack of provision of quality outdoor areas to landowners refusal to allow access for
fear of litigation).
The need to increase (for example, by acquisition or urban renewal and rejuvenation)
rather than decrease (and restrict) areas for accessing the natural environment for
quality outdoor experiences (including reflection and solo experiences) was also
identified and was felt particularly important in urban areas.

Summary of Constraints - Page 1 of 2
Kim Polistina
<Researchers Home address, telephone and email details>
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Constraints to transfer of environmental knowledge and values through
appreciative outdoor recreation activities and outdoor lifestyles (cont.)
as at May, 2001
Prepared by Kim Polistina

Several other constraints were also discussed and are listed below:
☯

negative social stereotypes which surround people engaged in outdoor activities
(lifestyle or recreational),
☯ the lack of environmental connection of teenagers due to peer group pressure not to
engage in outdoor activities and lack of family interaction in outdoor activities.
☯ lack of appropriate employment to suit positive environmental values,
☯ lack of success within current Western education and social system to provide
appropriate forums for lifelong learning.
Finally, a prominent point that was discussed was the disconnectedness with the
environment in wider society. This included a lack of spiritual connectedness to the
natural environment and is applicable to both Indigenous and non-Indigenous cultures.

Summary of Constraints - Page 2 of 2
Kim Polistina
<Researchers Home address, telephone and email details>
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APPENDIX F
SUMMARY OF FOCUS GROUP DISCUSSIONS
15th June, 2001
Hello everyone,
Re: Outdoor Lifestyle and Outdoor Learning Project Summary
Well I can’t believe that the time has gone so fast. The individual and group discussions
are almost complete, with only a few more talks with people from NQ and Far North
Queensland to go. The following information is a preliminary summary of the
discussions on the constraints to our outdoor lifestyles and the positive environmental
knowledge and values, which we attempt to transfer through these lifestyles. We have
managed to draw some very important issues from our discussions over the last year.
To date there are 14 main areas of concern or constraints to living outdoor lifestyles, and
sharing pro-environmental knowledge and values through these lifestyles, they are
outlined below.
It has been the general consensus that all of the issues were
interrelated and could not be separated. However, for the purposes of prioritising what
areas should be addressed first in the up coming workshop and for future actions, the
numbers are provided as a priority format which shows those needing our most urgent
attention.
1. Disconnection of people from natural environment.
This tended to be viewed as the major constraint to living outdoor lifestyles and
transferring environmental knowledge and values onto other and was the pivotal
point for all other constraints identified. Wider public lack of awareness of people’s
connection to the environment and of their own impact on the environment was
identified. Another aspect was the desire to control the environment and also the
notion of the ‘consumer’ society with no awareness of how things are processed
through the environment.
2. Disconnection for family.
The need for people, particularly youth and adolescence, to reconnect to their
families, extended families, and in respect to Aboriginal culture, their kinship relations
was imperative. This needs to be done in conjunction with their reconnection to the
natural environment. Therefore, social and environmental interaction should happen
simultaneously to provide the optimum level of learning about valuing people as well
as the environment.
3. Restrictive social processes for accessing the natural environment was also of
major concern, both for personal access and access for others so they might learn to
appreciate nature.
4. Closely related to the consumer society was wider society’s ‘living for the moment’
attitude towards life. It was felt that this attitude was learned through many areas
of society, particularly through the media and social and family groups. Another
example provided was that often politicians are not concerned with the future of the
natural environment as can be seen in their public campaigns. In addition, the rapid
change in society, which results in people no longer being able to predict the future
and simply surviving rather than living.
5. Negative attitudes toward the natural environment.
This was directly related to the “blokey” or “macho” image promoted of the outdoors
and outdoor activities. Although the natural environment was seen as an area of
intervention where people who don’t know their connection to environment could
learn about it, the current trend to view the outdoors as something to be conquered,
controlled and dominated counteracted the positive aspects of engaging in the
outdoors. It was felt however, that this attitude is changing slowly.
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6. Lack of rejuvenation of degraded areas. The need to rejuvenate degraded areas
was seen as important. However, rejuvenation projects are not provided enough
priority or depth of support from the wider social system. Although there were many
community rejuvenation projects occurring, ongoing support for their maintenance is
not provided. In addition it was felt that commercial operators and corporations
should also be held responsible for support (whether in kind or financial) of
environmental protection and rejuvenation of areas and also maintenance of these
areas.
7. Willingness to learn.
It was noted that whilst there are many who are willing to learn about the
environment, the majority of the public thought that learning about the environment
and acting in a pro-environmental manner was too difficult.
Hence, living and
maintaining an outdoor lifestyle was not “easy”. The fact that the wider public tended
to think that environmental issues did not personally affect them and therefore they
didn’t need to worry was concerning. The lack of forums and opportunities to debate
environmental issues and learn about the environment in a non-threatening setting
was identified. Willingness to learn was also seen as a continuum with people at
varying degrees of willingness to learn. This made transferring environmental
knowledge and values difficult as you had to pitch your level of discussion at different
people, depending on their vastly different levels of willingness to learn about the
environment.
8. Lack of acceptance and provision for lifelong learning. The necessity for
learning about the environment to be a lifelong process was important but noted as
not accepted or provided for in current Western education systems. This lifelong
learning starts at birth and within the communities that the individuals live. This
community medium for lifelong learning was not catered for.
9. Lack of appropriate employment opportunities. It was felt that there was a lack
of opportunities to find environmentally focussed employment. The employment
opportunities that do exist (for example, park rangers, environmental rejuvenation
and maintenance) were not provided a high status in wider society and the salaries
for these jobs reflected this attributed lack of importance. Also the environmental
work is obtainable is not stable and is often on a contract basis only. This is
obviously not a viable option for many with homes and families to support.
10. Lack of funding for appropriate programmes and infrastructure. This constraint
as with all of the others, permeated through each issue raised. It prevented ongoing
environmental maintenance, the opportunities to acquire environmental related work
and linked with restrictive social processes, particularly in regard to economically
focussed and biased funding and infrastructure initiatives. It was noted that
environmentally focused and community-based programmes and infrastructure that
were established were the first to be cancelled if budget cuts were made.
11. Negative environmental social stereotypes.
The negative social stereotypes given to environmentalists or people who lived
outdoor/environmentally-focused lifestyles was seen as a major issue. The media
and generational learning was seen to be the primary perpetuators of these negative
stereotypes.
It was felt that there is a need for environmental ‘extremists’ as they sensitise
community to environmental issues. However, they may not be as effective as other
forms of awareness raising. There needs to be a multiple approach to sensitising
community about the environment and this is not happening on a large scale only in
some selected areas. There are also positive attitudes toward environmental people
as many in society feel they are looking after the environment for the rest of society.
An issue that is extremely important and concerning for Australia Aboriginal people
are the negative social stereotypes and racist stereotypes still surrounding Aboriginal
people in Australia.
12. High expense of sustainability. Government incentives that were ongoing were
seen as the main method of reducing the expense required to change your living
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arrangements to be more environmentally focussed e.g. incentives to subsidised the
cost of materials for building or changing to energy efficient homes and more public
transport were required.
13. Time.
☯ The lack of time to engage in outdoor lifestyles was of major concern and also
lay beneath many of the constraints. The fast pace of society, the lack of time to
have input into environmental issues or the excessive amounts of volunteer time
required to have input into environmental issues, where just a couple of the
issues that arose in relation to the nature of linear time frames.
☯ In addition, the lack of time provided for solo, reflective experiences or selfdirected explorative activities in wider social structures for example, education
system programmes was raised.
☯ Another aspect was the lack of time available at varying stages in peoples lives
for example, child rearing years or ill health.
14. Lack of opportunities to engage with environment.
It was felt that many people, in particular in urban areas, were not provided enough
opportunities in their everyday lives to engage with the natural environment. This
perpetuated or assisted with their continued disconnection with the natural
environment, as there were limited opportunities to simply “be” in the outdoors. This
lack of opportunity was also linked to our final constraint being ‘fear’ both of the
outdoors and of natural areas within urban environments.
15. Fear.
This constraint had many aspects the following provide just a few:
☯ people’s fear (both the wider public and appreciative outdoor recreationalists) of
going into natural areas in urban settings for fear of human violence from others.
☯ wider publics fear of the natural environment and going into it leads to excessive
and unwanted restrictions on those who felt at home in the natural environment
and wanted to get away or escape the controls and structures imposed on them
in the cities e.g. being required to take technology with them on walks such as
GPS or Mobile phones.
☯ the fear of being dirty, while this may sound somewhat unusual it was felt that we
have moved to an extreme version of the “sanitisation” of society or have
become too clinical in our view of the world, where people feel that getting dirty is
inappropriate and unhealthy. For example, parents don’t allow their children to
play in the outdoors for fear that they will get dirty, and finally,
☯ land holders fear of litigation from outdoor recreation users.
As you can see we have quite a few issues to address in the workshop. However, there
is an amazing level of agreement on many of the constraints to outdoor lifestyles, and
subsequent sharing of pro-environmental knowledge and values through your outdoor
learning practices, from both non-Indigenous and Indigenous people in the research.
The nature of the dominant social system and underlying economic values rather than
pro-environmental values appeared to be the source of many of the constraints. One
vital difference would also appear to be your residential locations, many of the
constraints felt in urban areas where not as prominent in rural or outback areas with
access to large tracks of the natural environment.
Closer to the workshop I will provide you with a more comprehensive overview of the
constraints arising from the completed discussions. For the time being it would be
greatly appreciated if you wouldn’t mind completing the Feedback Form attached and
sending it to me in the pre-paid return envelope. This is your opportunity to provide any
other comments that you may have thought of outside of the discussions I have had with
you. Once again, thanks for your time on this project and I look forward to hearing from
you,
Warm regards,
Kim Polistina. <Researchers Home address, telephone and email details>
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APPENDIX G

FEEDBACK ON CONSTRAINTS TO OUTDOOR LIFESTYLES AND OUTDOOR
LEARNING SUMMARY

This form should be completed in conjunction with reading the Outdoor Lifestyle Project
Summary dated 15th June, 2001. This form is designed to provide you with an avenue to
provide feedback on the issues raised in the discussions so far. If you agree with the
issues raise then all you simply need to do is to state that you agree with the comments
made. However if there are any clarifications, additions, deletions or alternations that
you would like to make then by all means include them below. If you could please fill in
this form and return it to me in the self-addressed envelop it would be greatly
appreciated. If you need to use extra paper just attach it to the form when you return it.
To ensure that the information is included in the workshop it would be great to receive
this form and other feedback by the 22nd July, 2001.

1. Disconnection of people from natural environment.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________

2. Disconnection for family.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
3. Restrictive social processes.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
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4. ‘Living for the moment’ attitude towards life.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
5. Negative attitudes toward the natural environment.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
6. Lack of rejuvenation of degraded areas.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
7. Willingness to learn.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
8. Lack of acceptance and provision for lifelong learning.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
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9. Lack of appropriate employment opportunities.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
10. Lack of funding for appropriate programmes and infrastructure.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
11. Negative environmental social stereotypes.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
12. High expense of sustainability.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
13. Time.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
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14. Lack of opportunities to engage with environment.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
15. Fear.
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
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