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Abstract 

This case study, with aspects of action research, integrates place-based education in a primary 

French Immersion classroom. The focus is on developing a sense of eco-consciousness 

and language arts competencies by writing interactive messages with the students about daily 

walks, featuring Aldo Leopold’s ten ways of knowing nature. Previous research has failed to 

address the reading/writing connection and outdoor learning in an interdisciplinary French 

Immersion language arts program. This study uses hermeneutic phenomenology and reflective 

teaching to examine the students’ and teacher’s shared lived experiences. In response to 

experiential and sensory learning experiences, students demonstrated engagement and enjoyment 

as well as development of eco-consciousness and the four language skills of reading, writing, 

listening and speaking. Recommendations are offered for teachers as British Columbia 

transitions to a new curriculum that features interdisciplinary learning and opportunities for 

reflection on experiences of place. With an emergent curriculum practice, teachers can support 

literacy development with a practice of outdoor learning to support developing eco-

consciousness and sense of place. 
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Chapter One: Introduction 

Let Nature be your Teacher.  

      — William Wordsworth 

Background 

This thesis is the narrative of my journey combining a love of teaching and encouraging a 

joy of learning while helping my young students build connections to their community and 

develop eco-consciousness and a sense of place. I am a teacher of French Immersion and have 

taught at the primary level in the same elementary school in British Columbia for more than ten 

years. Because we are within walking distance of a beautiful, diverse university campus and a 

park with a unique ecosystem, the school is ideally situated for outdoor education experiences. I 

enrolled in the Master of Arts in Environmental Education and Communication (MAEEC) 

program at Royal Roads University to further my knowledge about Environmental Education 

(EE) practices. As I have pursued my graduate studies and worked through this research process, 

I have continued to look for ways to improve my EE programming for my students. 

Since the research on the importance and benefits of outdoor learning has been done primarily in 

first language contexts, I have wondered how much outdoor learning could be incorporated in a 

French Immersion (FI) setting.   

When I began working as a primary FI teacher, I used typical classroom-based activities 

that I had learned through my traditional teaching training and that I found to be engaging for my 

students. Over the last several years, though, I have developed a keen interest in providing 

environmental and outdoor learning opportunities for my students. Before beginning the 

MAEEC program, I used several EE teacher resource guides (MacDonald & Staniforth, 2005; 
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Staniforth, 2009), invited experts from the university and naturalists from the local nature 

sanctuary to lead fieldtrips, and utilized the services of the natural historical society to assist me 

in providing outdoor educational experiences for my students. Also, in the last several years, I 

integrated many subjects and provided opportunities for my Grade Two students to be outdoors 

for active experiential learning. I planned activities for my students to “participate in sensory 

awareness activities and work on developing their observation, problem-solving and 

experimental skills” (Staniforth, 2009, p. 29). The children kept a nature journal (Leslie & Roth, 

2000) and made maps (Sobel, 1998) based on our field trips into the woods in a nearby park and 

in the Garry Oak ecosystem. By providing opportunities for children to experience the natural 

world, my hope has been to help them develop ecological consciousness—defined as an attitude 

of caring and concern and a connection to the bioregion, their community and the school 

neighbourhood (Morris, 2002).  

The Opportunity 

While wishing to continue with my passion for providing EE experiences for my 

students, I was faced with a new challenge for the 2015/2016 school year. When I was assigned a 

combined class of Grade One/Two (Grade 1/2) FI students, I began to immediately wonder how 

I could effectively teach emergent reading, an important consideration in Grade 1, while 

continuing to provide EE experiences for my students. I was already in the habit of providing an 

interdisciplinary program since teaching in an immersion environment requires teaching the 

second language through the content of all the subject areas. While I knew that my program 

would be interdisciplinary, I wanted it to help my students develop a sense of place—a 
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relationship with the local landscape—through experiential and outdoor learning (Sobel, 1998, 

2015). I needed to come up with clear plans for incorporating reading into my outdoor approach.  

While contemplating my desire to continue with an EE focus in a classroom with a strong 

emphasis on reading instruction, the ideas began to take form in somewhat serendipitous ways. 

First, I found Knapp’s (2005) list of Leopold’s ten ways of knowing nature that I wanted to 

incorporate into my program of place-based education (PBE). Then, I came across Thomashow’s 

(2002) advice for a daily practice of taking a morning walk to report on the day. The idea of 

daily walks on the school grounds resonated with me immediately. It would be quick and simple 

and would require no planning for permission or the additional supervision required for field 

trips. But I still wondered if daily walks, incorporating Aldo Leopold’s ways of knowing nature, 

could be done along with a strong focus on reading and literacy for my combined Grade 1/2 FI 

class.  

My research thesis provided the perfect opportunity for finding ways to improve my 

practices in providing outdoor learning experiences in an interdisciplinary curriculum while 

providing an effective language arts program for my Grade 1/2 FI students. Specifically, I hoped 

to support my students in developing a sense of ecological consciousness (eco-consciousness) 

while supporting their reading development through a practice of writing messages together to 

summarize our daily nature walks. While not in a FI context, a number of researchers have found 

that learning to read through writing to be effective (Button, Johnson & Furgerson, 1996; D’On 

Jones, Reutzel & Fargo, 2010; McCarrier, Pinnell & Fountas, 2000; Patterson, Schaller & 

Clemens, 2008; Roth & Guinee, 2011; Williams & Lundstrom, 2007). These researchers did not, 

however, incorporate place-based learning as the context for reading development. Additionally, 
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having recently discovered nature journaling (Leslie & Roth, 2000) as an effective reflective 

practice for myself in my Masters studies, I hoped to determine how reflective journaling and 

teaching could help me gather data and explore an interdisciplinary FI language arts program 

with an outdoor focus. A final hope for this study was that this research would help to encourage 

other educators to find ways to increasingly provide opportunities for young children to learn 

outdoors. 

Research Question and Objectives 

The main purpose of this study was to explore the question: In what ways can I 

support Grade 1/2 French Immersion students in developing a sense of eco-consciousness 

and language arts competencies within an interdisciplinary curriculum based on daily nature 

walks? Below are the objectives in support of my main question:  

1. To determine how daily nature walks based on Aldo Leopold’s ten ways of knowing 

nature help to develop a sense of place and eco-consciousness; and 

2. To determine how the use of a reflective teaching practice helps me to gather data 

and explore a FI language arts program within an interdisciplinary curriculum 

focusing on place-based education and experiential learning.  

Significance and Benefits  

The literature points to a strong reading-writing connection and the positive impact that 

writing can have on reading development (Button et al., 1996; Clay, 1991; D’On Jones et al., 

2010; Dorr, 2006; Hoewisch, 2001; Fountas & Pinnell, 2001; Juzwik et al., 2006; Routman, 

2005; Stahl, Suttles & Pagnucco, 1996). Routman (2005) insists that there are benefits to 
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approaching “writing and reading as complementary co-essentials” (p. 138). While numerous 

studies have looked at improvements in FI literacy instruction (for example, Ewart & Straw, 

2001; Punchard, 2002; Swain & Lapkin, 2005), I was unable to find any literature about the 

connection between reading and writing in FI settings. I was also unable to find any literature 

looking at the use of outdoor learning to support an interdisciplinary FI language arts program.  

For the purposes of this research, I provide my students with a reading program that includes a 

focus on learning to read through our practice of writing messages together about our daily 

nature walks. As such, this research is expected to add significantly to our understanding of 

outdoor learning and the connection between reading and writing in FI early literacy 

development. I describe my pedagogical practice and the process of writing messages with my 

students in detail in Chapter 3.  

Cresswell (2013) insists that the researcher needs to consider how her participants will 

benefit from the study. Since I reflected on and evaluated my methodology to inform and 

improve my teaching throughout the study, the data that was generated in the course of my 

teaching was used in the normal execution of my teaching duties to continually support student 

learning. The adaptations that I made to my teaching in response to my observations and 

reflections were done so with the assumption that they would best support my students’ 

development. Since the goal of this research was to determine how to best support my students, 

there were anticipated direct benefits to them in the development of language arts competencies 

and eco-consciousness, and their learning in general. Since I engaged in an iterative, reflective 

process, continually adapting my practice to ensure the outdoor experiences were enjoyable and 
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developed meaningful learning, I worked throughout the study with the assumption that the 

process was beneficial to my students. 

There are also potential benefits for society, for future generations of children and for the 

advancement of knowledge as this research may provide insight for educators and researchers 

into exploring ways of providing effective language arts programming along with outdoor 

experiences in schools.  Another possible benefit for society and future generations is the 

potential of this research project to provide further understanding of how outdoor learning 

programs can support the development of eco-consciousness and thereby help to develop a 

generation of future leaders who will care about conservation and interact sustainably.  Finally, 

this project has helped me to improve my practice as a teacher and environmental educator 

focusing on outdoor learning.  
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Chapter Two: Literature Review 

Outdoor Education, Environmental Education and Experiential Education  

Since this research encompasses experiential learning through the outdoors and 

developing eco-consciousness and sense of place, it is important to look at the relevant literature 

related to outdoor education and EE. I will then follow with a more specific section on 

developing a sense of eco-consciousness. Just as Adkins and Simmons (2002) point out that “the 

terms ‘outdoor,’ ‘experiential,’ and ‘environmental education’ are perceived as interchangeable” 

by many (p. 2), I use aspects of each of these practices in my teaching. Resources for teachers 

(Knapp, 1996; Leslie, 2000; MacDonald & Staniforth, 2005; Sobel, 1998; Staniforth, 2009; 

Thomashow, 2002;) and other EE and outdoor learning resources (Chawla, 2006; Ireland, 2013; 

Kuo, 2011; Lieberman & Hoody, 1998; Maller, 2009; Taylor, Kuo & Sullivan, 2001; Vadala, 

Bixler & James, 2007) provide significant information about how and why children benefit from 

being outdoors to learn. Staniforth (2009) argues that by spending time in nature students can 

develop a sense of wonder and a sense of place, become connected to the natural systems around 

them and build connections to their local community. Also, because outdoor experiential 

learning and the advantages of EE, including developing a sense of place, are important factors 

in this study, I provide clarification of several related terms below.  

Outdoor education. 

While Outdoor Education (OE) is a broadly used term that can refer to outdoor adventure 

activities such as canoeing and caving, for the purposes of this project, OE refers to educational 

activities, lessons and programs that are related to the curriculum and take place outdoors 
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(Parkin, 1998). Outdoor Education is not so much a topic in itself, but an approach to providing 

learning experiences in the various subject areas (Richardson & Simmons, 1996). The purpose of 

OE is for students to experience the outdoors, in both natural and constructed environments, 

where they can be provided with classroom instructional content that is often taught indoors 

predominantly through print and electronic sources (Knapp, 1996). Berman and Davis-Berman 

(2000) state that OE involves “cooperative, democratic learning environments that stress an 

interactive process among students and teachers and experiential learning” (para. 2). Nicols 

(1982, cited in Parkin, 1998) describes the essential characteristics of OE: (a) it takes place 

outdoors; (b) there is interpretation of objects; (c) it defines interconnectedness and relationships; 

(d) it involves the senses; and (e) participants are directly and willingly involved because the 

activity is seen as fun, interesting or challenging. In this research project, I take my students 

outdoors to learn during our daily walks, and in so doing, I endeavour to incorporate aspects of 

the essential characteristics of OE.  

Environmental education. 

Environmental Education (EE), developed from OE and more traditional approaches such 

as nature study, has been defined as education that is in, about and for the environment (Palmer, 

1998). As the field evolves, it has been argued that EE is in fact education about people in the 

world and that furthering our understanding about learning in nature can inform our approaches 

to teaching about it (Brody, 2005; Wilson, 2012). Orr (1994) points out that EE is an effective 

tool for helping to develop citizens who will live well in their place in the world without 

damaging and abusing it. Meadows (1989) states that EE encourages “people to live their lives 

and design their societies according to the laws of the planet and according to their own inner 
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wisdom” (p. 29). This is supported by Stapp (1982) who states that the aim of EE is to develop 

citizens who are aware of and concerned about environmental issues and who have the 

motivations, attitudes, commitment and skills to work towards solutions and prevention of new 

problems.  

Developing environmental literacy is an outcome of EE (Ireland, 2013). Ireland (2013) 

summarized numerous studies showing that environmental literacy “incorporates scientific, 

technological, political, economic, social, and cultural principles and value systems, as well as 

aesthetic, moral, ethical and spiritual understanding as well as local and global contexts” (p. 15). 

Volk (1993) indicates at which grade levels certain proficiencies of environmental literacy 

should be emphasized. In Kindergarten to Grade 3 classrooms, for example, she proposes that 

environmental sensitivity and ecological foundations should receive major emphasis. She 

contends further that issues and values; investigation and evaluation; and action skills should 

have minor emphasis at these grade levels. Through the use of daily nature walks and working 

toward developing a sense of eco-consciousness—an attitude of caring and concern and a 

connection to nature—in my students, I have focused on incorporating these important aspects of 

EE for primary students in my Grade 1/2 curriculum during this research. 

Experiential education. 

An interactive approach to EE is supported by experiential education, which Orr (1994) 

identifies as one of the foundations of OE. Louv (2005) explains, “While environmental 

education focuses on how to live correctly in the world, experiential education teaches through 

the senses in the natural world” (p. 203). Louv (2005), citing Finland’s Ministry of Social Affairs 

and Health, states, “The core of learning is not in the information…being pre-digested from the 
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outside, but in the interaction between a child and the environment” (p. 204). Experiential 

learning activities that emphasize the local environment help children connect with their 

surroundings (Adkins & Simmons, 2002; Dewey, 1915; Louv, 2005; Orr, 1994; Porter, King, 

Goodkin & Chan, 2012).  Field trips and outings that involve experiential learning provide the 

following positive outcomes: (a) building process skills (such as communicating, classifying, 

interpreting observations and making inferences); (b) obtaining knowledge of a locale and its 

history; and (c) responding emotionally and ultimately advocating for a better future (Porter et 

al., 2012).  

In his influential work, The School and Society, John Dewey (1915) prescribed an 

experiential approach to learning about local surroundings. This approach called for outdoor 

lessons that are interdisciplinary integrating scientific, geographical, historical, literary and 

artistic understanding. This is in alignment with one of the objectives of my study, to use sensory 

learning activities—incorporating the five senses—to help my students develop different ways of 

knowing nature. This is supported by Knapp (2005), Leopold (1949), Staniforth (2009) and 

Thomashow (2002). I will return to the topic of how I incorporate experiential and sensory 

learning in the natural world in the methodology section.  

By weaving together OE and EE, through experiential and sensory learning, education 

becomes place-based. Education for developing a sense of place usually includes those 

traditional experiential approaches to understanding, as advocated by Dewey (1915), that help 

students connect to their local environment. Sobel (1998, 2015) states that activities involving 

experiential and outdoor learning help to develop sense of place—a relationship with the local 

environment. While noting that my overall intention is to provide aspects of each of the above 
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concepts in my teaching, my objective for this project is to encourage eco-consciousness through 

the development of a sense of place while supporting my students’ growth in FI language arts 

competencies. 

Developing Eco-consciousness  

 
Since an important objective of my integrated PBE programming in my teaching and for 

this research project is to help my students develop eco-consciousness, I provide information 

from the literature related to developing both sense of place and eco-consciousness.  I first 

discuss some of the terms used by environmental educators when speaking about the cognitive, 

affective and ethical aspects of eco-consciousness and sense of place. Then I provide 

recommendations from the literature for nurturing eco-consciousness through place-based 

learning activities. 

The cognitive, affective and ethical aspects of eco-consciousness. 

Sobel (1996) states that children have an innate “biological tendency to bond with the 

natural world” (para. 7). He asserts that we can help develop environmental values by providing 

children with opportunities to experience wild places and by modeling a closeness with nature by 

a caring, responsible adult (Sobel, 1996, para. 9). Many educators over time, such as Leopold 

(1949); Carson (1956); Gardner (1983); Wilson (1984); Orr (1992, 2004); Sobel (1998); 

Palmberg and Kuru (2000); Thomashow (2002); Louv (2005); and Goleman, Bennett & Barlow 

(2012), make use of a variety of terms that relate to eco-consciousness and sense of place. 

Goleman, Bennett and Barlow (2012), for example, discuss “socially and emotionally engaged 

ecoliteracy” defined as the “knowledge, empathy, and action required for practicing sustainable 
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living” (p. 2). Below, I provide an overview of some of the terms used by environmental 

educators and how these terms relate to the cognitive, affective and ethical aspects of eco-

consciousness and sense of place. 

Cognitive aspects.  

Sobel (1998) maintains, “We need a curriculum that aspires to ecological literacy−deep 

understanding of the flora, fauna, water, culture, climate, and communities that children live in” 

(p. 8). Orr, having authored a book entitled Eco-literacy (1992), emphasizes its importance. In 

Earth in Mind: On Education, Environment and the Human Prospect, Orr (2004) also makes 

reference to ecological design intelligence, “the capacity to understand the ecological context in 

which humans live” (p. 2).  

Howard Gardner (1983), who first listed seven intelligences in his theory of multiple 

intelligences, later writes about adding naturalist intelligence to his list. Gardner (1999) states 

that people with a well-developed naturalist intelligence are “comfortable in the world of 

organisms and may well possess the talent of caring for, taming, or interacting subtly with 

various living creatures” (p. 49). Similarly, Thomashow (2002) discusses a naturalist sensibility 

and the need to revitalize an “interest in natural history and scientific ecology” (p. 84). He 

describes a “place-based perceptual ecology [that] is a learning pathway, a means of cultivating 

environmental awareness” (p. 84). Likewise, Richard Louv, best known for his book, Last Child 

in the Woods (2005), emphasizes the need to develop nature smarts in his discussion of nature-

deficit disorder. Louv (2005) believes that firsthand experiences will inspire new leaders who 

will “battle to save more of our natural world” (p. 13). All authors agree that developing 

knowledge, as well as the affective and ethical aspects, of environmental issues and actions for 
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living sustainably can benefit learners in developing eco-consciousness (Miller, 2005; Morris, 

2002). 

Affective aspects. 

Emotionally engaged ecoliteracy works in the affective domain, increasing positive 

feelings, empathy and attitudes toward the environment and providing the motivation for helping 

to make positive change. Wilson (1984) coined the term biophilia, defined as the “innate 

tendency to focus on life and lifelike processes” (p. 1). Orr (2004) argues that biophilia gives us 

hope for a better future. He states that we ought to look “to the extent and depth of our 

affections, which set boundaries on what we do and direct our intelligence to 

better…possibilities” (Orr, 2004, p. xiv). Other authors, who believe that interaction with nature 

is important for children to be emotionally engaged, describe the notion in terms such as sense of 

wonder (Carson, 1956), environmental sensitivity (Metzger & Mcewen, 1999) and ecological 

imagination (Payne, 2010). These authors recognize that, by developing such connectedness with 

and love of nature, we also provide the foundation for valuing nature (Wilson, 1996). 

Ethical aspects. 

Engaging people at the emotional level, with a love of nature, can also help them develop 

a sense of ethical responsibility toward it. Wilson (1984) insists that biophilia is important 

because “to the degree that we come to understand other organisms, we will place a greater value 

on them, and on ourselves” (p. 2). Others discuss the need to develop an eco-centric ethic to 

combat the anthropocentrism of our modern world (Dale, 2001; Kohak, 2000). Verhagen (2008) 

describes a bio-centric worldview that considers “all organisms and entities in the biosphere to 
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be parts of an interrelated whole and, therefore, equal in intrinsic worth” (p. 9). Kohak (2000) 

aligns an eco-centric worldview with Aldo Leopold’s (1949) land ethic stating that we need to 

have a “respect for life (not just human life)…the whole community of all life, the entire biotic 

community and the conditions of its sustainability” (p. 87). Dale (2001) concurs stating that 

“Changing the way we view our environment and our place in it as well as our sense of 

relatedness is a crucial step to changing our impact(s) in our individual communities, as nations 

and globally” (p. 23).  

Nurturing eco-consciousness through sense of place. 

The three aspects of ecoliteracy—cognitive, affective and ethical—contribute to the 

development of eco-consciousness. Place-based learning activities are also useful for 

encouraging eco-consciousness through the development of sense of place. Several authors, 

including Louv (2011), Sobel (1998) and Wilson (1997), refer to a curriculum that teaches a 

sense of place in order to put a focus on sustainability in our schools. Sobel (1998) states that a 

sense of place curriculum is one that is “based on building a relationship between the structure of 

the local landscape and the shape of the children’s lives” (p. 8). The added element of PBE in the 

newly revised curriculum provides support for EE in BC classrooms. It emphasizes children’s 

ability to reflect on experiences of place. Lutts (as cited in Wilson, 1997) points out that the 

stories of our lives are shaped by places and that these stories become the “ecological 

conversations…between ourselves and the environment” (p. 194). Wilson (1997) insists, 

When this conversation ends, so will our future…Attention to creating a sense of place 

for young children can thus prove helpful in fostering a lifelong commitment to the 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

25

natural environment. In designing ‘sense of place’ play and learning spaces for young 

children we are, indeed, designing the future as well (p. 194). 

Many authors make use of the several terms, such as environmental consciousness, 

environmentally sensitive and eco-centric view, synonymously, as do Mayer-Smith, Bartosh and 

Peterat (2007). One of the objectives of this study is to support my students in developing a sense 

of place and eco-consciousness. I will, therefore, make use of these two terms interchangeably 

since the notion of ‘place’ in my research puts a focus on the natural world and developing eco-

consciousness in our locale.  

Place-based Education  

  Placed-based education (PBE), to help develop eco-consciousness and a sense of place, is 

defined by Sobel (2004) as the process of using the environment and one’s local community to 

teach concepts of language arts, science, social studies, mathematics, and other subjects across 

the curriculum. PBE emphasizes real-world, hands-on learning experiences and active 

engagement (Sobel, 2004; Thomashow, 2002; Woodhouse & Knapp, 2000). A place-based 

learning environment that provides opportunities for manipulating, exploring and being involved 

allows the child to experience a “sense of place”. 

  Sense of place experiences can occur when a setting provides opportunities for quiet 

exploration and seclusion and the possibility of affecting change (Wilson, 1997). Wilson (1997) 

states that locations that provide for a sense of place include other features such as diversity (or 

biodiversity), complexity, and opportunities for direct encounters with nature, memorable 

moments and magical experiences. Ellis (2004) states that PBE provides elements of a learner-
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centered curriculum such as discovery and that such a curriculum is “non-linear, emergent, 

seemingly unstructured, and often unpredictable” (p. 51). PBE provides participants with 

opportunities for active engagement. It integrates a learner-centered curriculum that allows 

children to wonder, question and discover in situations that are loosely structured and often 

changing. Olds (1989, cited in Wilson, 1997) asserts that teachers and parents should create a 

“habitat” for children where their awareness of their environment is nourished and all aspects of 

their development, including their learning, are actively supported. 

Benefits of place-based education.  

PBE is important because it helps build knowledge and awareness of the local 

environment and, ultimately, helps to create advocacy for its preservation (Orr, 1994; Rauch, 

2002; Selby, 2015; Sobel, 1998; Tilbury & Wortman, 2004). Sobel (1998) argues that teaching 

about far-away places such as the tropical rain forest and the solar system can provide children 

with lots of information and facts but may result in them being alienated and cut off from their 

local environment. He cautions about the hidden message that “[i]mportant things are far away 

and [that] nearby things, the local community and environment, are unimportant and negligible” 

[emphasis in original] (Sobel, 1998, p. 7). Sobel insists that approaches that help children to care 

deeply and feel connected to a place will help build their sense of commitment to it and help 

them become stewards wanting to make a difference. This idea is supported by Orr (1994) who 

argues that PBE is imperative because students are provided with the experiences and knowledge 

to develop an understanding of the damaging effects of human action on natural systems.  

Experiences that encourage the development of sense of place also help to increase 

children’s aesthetic appreciation, creativity and imagination, as well as their ability to ask 
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questions and cultivate their own sense of wonder (Wilson, 1997). Thomashow (2002) states, 

“Intimacy breeds familiarity and mystery” [emphasis in original] (p. 89).  Referring to Thoreau’s 

Walden Pond outings, Thomashow (2002) notes, “The more closely he [Walden] inspects the 

country, the greater his lack of knowledge appears…This is also the source of great delight, the 

knowledge that he will never exhaust the novelty of what is close at hand, yet forever elusive” 

(p. 89). Thomashow (2002) relates, "the more intimately familiar I become with [my] bioregion, 

the more questions I have about its past and future...its inextricable interconnectedness with 

complex spheres of ecological and biogeochemical patterns” (p. 91). PBE, for developing a sense 

of place, helps students develop curiosity, a sense of wonder and a better appreciation for nature, 

stronger connections to the local community, and, ultimately, a sense of wanting to serve and 

contribute as active citizens (Rosenthal, 2008; Sobel, 2004; Thomashow, 2002; Wilson, 1997).  

Nurturing eco-consciousness through place-based education. 

Below, I outline recommendations for developing eco-consciousness—a relationship 

with and concern for the environment—through PBE. These include the need for sensory 

stimulation and the use of appropriate activities based on the stages of child discovery, nature 

journals and Aldo Leopold’s ten ways of knowing nature. 

Sensory stimulation.  

“As humans, we identify ourselves primarily through relationship—relationship with 

family…community, town, state, nation…and this connection is among the most important and 

least recognized needs of the human soul” (Harwell & Reynolds, 2006, cited in Louv, 2011, p. 

104). In order to develop their relationship with the natural world, children need vivid, and 

immediate encounters with nature. Wilson (1997) states, “Such encounters are encouraged in 
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environments rich in sensory stimulation, where children have many opportunities for feeling, 

hearing, tasting, smelling, and seeing” (p. 193). This is confirmed by Thomashow (2002) who 

recommends sensory activities for “reading the day” and making one’s own weather forecast 

derived from “observations of cloud formations, the smell of the air, the taste of the moisture, the 

activity of the birds and insects, the light in the sky” (p. 85). 

Sobel’s stages of child discovery for developing a sense of place. 

Sobel (1996) states, “The formative years of bonding with the Earth include three stages 

of development” (para. 10). These stages of discovery for developing a sense of place are (a) 

emphathizing with animal allies [ages four to seven], (b) acquiring knowledge of the explorable 

landscape [ages eight to eleven], and (c) social action [ages 12 to 15] (Rosenthal, 2008). Vickers 

and Matthews (2002) use Sobel’s (1999) ideas about ecological awareness to create appropriate 

activities for children. Additionally, they cite Joseph Cornell’s (1989) methodology called “flow 

learning” (Vickers & Matthews, 2002, p. 17) for guiding students through the stages of 

awakening enthusiasm, focusing attention, directing experience and sharing inspiration. For 

children aged four to seven, they recommend providing children with time in their place in the 

world such as the backyard or schoolyard for exploring the fascinating birds, spiders and insects 

that live there. The emphasis at this stage is on creating a sense of connection with and empathy 

for living creatures. The focus for pre-adolescent children aged seven to eleven is to help them 

make further connections with nature. Adults should provide them with first-hand experiences 

such as following local waterways and exploring nearby ecosystems (Vickers & Matthews, 

2002). The above suggestions help guide this research, as my combined Grade 1/2 students are 

aged 6-8. 
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Nature journals.  

Nature journaling is also recommended for helping children develop a sense of place and 

understand their relationship with and role in their local environment (Hammond, 2002; Leslie & 

Roth, 2000; Louv, 2005; Vickers & Matthews, 2002). Throughout this study, I gave my students 

opportunities for working in a nature journal while we were outdoors and following our 

shared/interactive writing about our daily nature walks. Leslie and Roth (2000) believe that a 

nature journal is a useful tool for facilitating a connection with nature and providing 

opportunities for reflection on experiences in nature. They point out that taking time to observe 

and respond to what one sees provides a “path into the exploration of the nature world” around 

us (2000, p. 3). Louv (2005) provides suggestions for useful nature journaling activities with 

children including recording questions and theories; noting and sketching observations; making 

lists and charts; and comparing different types of trees in bloom. A nature journal is a good place 

for recording these types of activities and it becomes a personal record and souvenir of valuable 

outdoor experiences. Creating a nature journal also provides children with a purpose for 

spending time in nature and for observing and responding to what they see (Louv, 2005). Nature 

journaling is beneficial as it helps develop observational skills and critical thinking and gives 

children time to reflect about their outdoor learning experiences. Some of the many skills and 

knowledge that can be fostered by working in a nature journal include: 

• aesthetic and scientific observation;  

• critical thinking skills such as questioning and synthesis;  

• inventiveness;  

• reflection, silence, focus and meditation; and  
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• shared experiences (Leslie & Roth, 2000, p. 13). 

Carolyn Duckworth, (as cited in Leslie & Roth, 2000), insists, “if you want to understand and 

become connected to your environment, keeping a field journal is one of the fastest ways to 

accomplish this goal” (p. 43). 

Leopold’s ten ways of knowing nature. 

Knapp (2005), making reference to Martin Buber’s (1958) “I-Thou” relationship with the 

living environment, calls for incorporating a sense of admiration, respect and love for the land. 

Knapp (2005) is a prominent environmental educator whose interests “lie in nurturing the 

naturalist intelligence” (p. 277). He describes Aldo Leopold’s (1949) perceptions on an intimate 

environmental relationship and his process for connecting to the land. Leopold (1949) believed 

in the power of learning about the land through direct experience and developing ecological 

consciousness through this practice. Through analysis of his writings, Knapp found that Leopold 

developed ecological literacy by reading the “book of nature and culture” and that he knew, 

respected and loved his place in the world.  Leopold (as cited in McKeon, 2012) argued, “we can 

be ethical only in relation to something we can see, feel, understand, love or otherwise have faith 

in” (p. 139). Knapp (2005) suggests Leopold’s ten ways of knowing nature as a checklist for a 

program of PBE to develop a sense of connection to the land and the neighbourhood. Leopold’s 

ten ways of knowing are:   

1. Wondering and questioning: curiosity helps develop awareness and understanding of 

the many elements of ecosystems 

2. Knowing local history: examining local changes due to human and natural events 

provides clues about cultural and natural history 
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3. Observing seasonal change: noticing weather changes and its consequences develops 

awareness of local happenings 

4. Listening intently: taking time to stop and listen develops more awareness and 

connection to nature 

5. Counting and measuring: simple mathematical calculations and comparisons can 

result in interesting discoveries and further understanding 

6. Empathizing with and personifying nature: an attitude of empathy for all parts of 

ecosystems helps us relate and develop connections to them 

7. Connecting elements in cycles: considering the interconnections in nature develops 

understanding of all the interrelationships 

8. Finding beauty: taking opportunities for noticing beautiful aspects of nature cultivates 

love and respect 

9. Seeking solitude and reflection: time alone for reflection builds understanding about 

the meaning and processes of a place 

10. Improving land health: action projects provide experiences for connecting with and  

      helping the land and community (Knapp, 2005, p. 281). 

An important feature of this study is my objective of determining how daily nature walks based 

on Leopold’s ten ways of knowing nature help to develop a sense of place and eco-

consciousness. In the Emergent Learning section of the findings chapter, I provide (a) further 

details about how Leopold’s ways of knowing were incorporated into our walks and (b) 

examples of our interactive/shared writing messages that related directly to these ten ways of 

knowing nature, exemplifying how they related to the development of eco-consciousness and a 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

32

sense of place. 

Curriculum Fulfillment  

To support my Grade 1/2 FI students in developing a sense of place and eco-

consciousness and their language arts competencies, a further objective of this research was to 

explore a FI language arts program within an interdisciplinary curriculum focusing on PBE and 

experiential learning. It is important, therefore, to examine several pertinent aspects of British 

Columbia’s curriculum in this literature review. British Columbia’s Ministry of Education sets 

the standards for the education of all Kindergarten to Grade 12 students through its provincial 

curriculum (Province of British Columbia [BC], 2015h). Because my research took place as we 

transition towards a revised curriculum in BC, I reference both previous curriculum documents 

and the newly formed curriculum in this literature review. British Columbia’s standards of 

education are called prescribed learning outcomes (PLOs). These PLOs, or competencies, 

specify the knowledge, skills and attitudes—what students are required or expected to be able to 

do and/or know (Province of BC, 2010a). In my discussion of the transformed curriculum, 

below, I discuss the “cross-curricular competencies” that replace the term ‘PLOs’ (Province of 

BC, 2013a). 

The required areas of study for BC students include: Language Arts; Science; Social 

Studies; Mathematics; Physical Education; Arts including Dance, Drama, Music and Visual Arts; 

Health and Career Education; and Daily Physical Activity (Province of BC, 2010a). The 

Ministry of Education provides Integrated Resource Packages (IRPs) for the various subject 

areas to provide teachers with the needed information in order to implement the curriculum for 
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each subject. The Ministry also provides curriculum packages for each grade that include all the 

prescribed learning outcomes from the IRPs for each subject area (Province of BC, 2015i). This 

way, the teacher is provided with one document that includes all the PLOs for her entire grade 

curriculum. Additionally, there is a Kindergarten to Grade 7 IRP for French Immersion 

Language Arts (Province of BC, 1997). Details specific to the FI curriculum will be provided 

later in this section.  

Reading goals and reading performance standards.  

The government of BC provides tools developed by teachers for educators to use in 

performance assessment. These tools, called performance standards, provide an invaluable quick 

reference to the standards and expectations for reading, writing, numeracy and other areas of the 

curriculum (Province of BC, 2015a). The BC Performance Standards for Grade 1 reading 

(Province of BC, 2015b) states, “In Grade 1, students receive focused instruction in language 

arts so that they are able to make sense out of print. They learn to use phonics, language patterns, 

illustrations, and other text features, as well as their own sense of what sounds right and makes 

sense” (p. 19).  The BC Performance Standards for Grade 2 reading (Province of BC, 2015c) 

states, “In Grade 2, students apply their reading skills to interpret and respond to an increasing 

variety of children’s literature” (p. 35). Additionally, Grade 2 students are evaluated on reading 

for information. The BC Performance Standards (Province of BC, 2015c) states, in Grade 2, 

“students apply their reading skills in order to acquire, organize, and interpret information. These 

skills are fundamental to their success in a variety of curriculum areas” (p. 53). These 

performance standards are the general reading standards that are applicable in both first language 

and immersion settings. These reading outcomes relate specifically to this research given that my 
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focus is on how I can support my students’ reading and the development of language arts 

competencies through outdoor learning experiences. 

Reading performance standards quick scales. 

Quick Scales provided in the performance standards supply teachers with convenient 

rating scales that help them assess student performance. The quick scales are readily accessible 

tools that I use to evaluate my students’ progress in language arts competencies. The quick scale 

for Grade 1 specifies that students are assessed on  

• reading strategies including prediction, confirming meaning, letter and word recognition 

and print conventions; 

• comprehension skills such as prediction, retelling, locating details and making inferences; 

and 

• responses including making personal connections and forming opinions (Province of BC, 

2015b, p. 23).    

The quick scale for Grade 2 reading specifies that students are assessed on  

• strategies including oral reading, comprehension, prediction, word skills and sight 

vocabulary; and when reading for information, locating the information;  

• comprehension including accuracy, completeness, characters, events, retell, explaining 

relationships, inferences; and when reading for information, including main ideas, details, 

and recording information; and 
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• response and analysis including connections to experiences and other texts and forming 

opinions (Province of BC, 2015c, p. 39). 

For my classroom reading program and my outdoor focus for the purposes of this research, I 

combine the use of PLOs and competencies from the curriculum resource packages and the IRPs 

along with the Performance Standards quick assessment scales to be sure that I am covering the 

language arts curriculum for my combined class of Grade 1/2 students. 

Curriculum for environmental education. 

Environmental Education (EE) is not included in the list of curriculum subject areas in 

BC schools as a separate subject. The revised curriculum, however, facilitates environmental 

learning in all the subject areas through its focus on interdisciplinary approaches to teaching. 

Embedding EE in the learning of all subjects helps students see the interconnections and 

relationships that exist in the natural and social world (Center for Ecoliteracy, 2015). The BC 

government provides a webpage (Province of British Columbia, 2015j) where K-12 educators 

can find resources to help them incorporate environmental learning and ideas about sustainability 

into their teaching practice. The website includes video resources that provide information about 

various case studies of EE practices in some British Columbia schools. There are also links to 

English and French language versions of the government documents that help educators facilitate 

sustainability practices and provide environmental learning opportunities in BC schools.  

While there are a variety of EE and sustainability documents available to BC teachers, I 

provide information below on two that I made use of and that were relevant to this research. The 

Environmental Learning and Experience (ELE) Curriculum Maps (Province of British 
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Columbia, 2008/2009) connect concepts of environmental learning to the K-12 PLOs in all 

subject areas. The maps were developed to help educators turn theory into practice for providing 

environmental learning experiences for their students. These maps have been helpful to teachers 

to see how various subject-based PLOs could be met through EE. By viewing the maps by grade 

level, an educator could determine which PLOs connect to which of the four forms of 

environmental knowledge: complexity, aesthetics, responsibility and ethics (C.A.R.E.). While 

this document has been subsequently updated, since PLOs are no longer the focus for curricular 

planning, it was reviewed and taken into consideration during the 2015/2016 transition towards 

the new curriculum.  The Environmental Learning and Experience: An Interdisciplinary Guide 

for Teachers (Province of British Columbia, 2007) outlines teaching principles such as direct 

experience, critical reflection and negotiation and experiential learning. Central to this guide are 

the four forms of environmental knowledge (C.A.R.E.) and suggestions for practice to consider 

in the design of environmental learning experiences for students. The above curricular resources 

were helpful in finding ways to integrate environmental education and for finding the PLOs and 

competencies from other subjects that fit well with my outdoor focus. Since they are important 

aspects of my study, I examine these “best practices” for maximizing student environmental 

learning from the Environmental Learning and Experience: An Interdisciplinary Guide for 

Teachers (Province of British Columbia, 2007) further in my discussion and recommendations in 

Chapter Five.  

Science and Social Studies. 

To support my EE focus and incorporate Woodsworth’s motto “Let Nature be your teacher” 

(Verhagen, 2008) in my teaching, I made use of many of the goals and competencies from BC’s 
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science and social studies curriculum guides as an anchor for my language arts program. 

Stoddart, Solis, Tolbert and Bravo (2010) found that integrating science-based teaching is a 

powerful tool for improving achievement of second-language learners. Sobel (1998) advocates 

for a curriculum that includes social studies literacy goals such as “building a relationship 

between the structure of the local landscape and the shape of the children’s lives” (p. 8). Science 

and social studies are important subjects in the French Immersion classroom as they provide 

meaningful, real-life topics for vocabulary development and the use of oral language for 

communication. 

The science curriculum states that all students “should have opportunities to develop 

scientific literacy” (Province of BC, 2005, p. 11). It provides four goals for scientific literacy 

including 

•  science, technology, society, and the environment;  

• skills;  

• knowledge; and 

• attitudes.  

Communicating and classifying are the prescribed processes of science for Grade 1. In Grade 2, 

the prescribed processes of science are interpreting observations and making inferences. The 

subject areas of science are divided into life sciences; earth and space sciences; and, physical 

sciences. 

BC’s Social Studies IRP (Province of BC, 2006) states that the aim of social studies is to 

“develop thoughtful, responsible, and active citizens who are able to acquire the requisite 

information to consider multiple perspectives and to make reasoned judgments” (p. 11). The four 
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goals for social studies literacy include developing understanding, making connections, applying 

knowledge and practicing active citizenship. The skills and process of social studies in Grades 1 

and 2 include simple mapmaking; cooperative participation; gathering and presenting 

information; and problem solving. The social studies goal of practicing responsible, active 

citizenship aligns nicely with some of the knowledge and attitudes required for developing eco-

consciousness in students.  

I provide a discussion below of some curricular competencies, big ideas and content areas 

in the revised science curriculum that are important for environmental learning. Science and 

social studies PLOs (from the curriculum we were still teaching from in the 2015/16 school year) 

that support my outdoor focus include attitudes, skills, and knowledge such as 

• using the five senses to interpret observations; 

• gathering information from personal experiences, oral sources, and visual 

representations; 

• communicating observations, experiences and thinking; 

• describing changes in their lives and the effects of change on living things; 

• identifying characteristics of different environments; 

• describing how the needs of plants and animals are met in the environment; 

• describing ways in which animals are important to the environment; 

• describing activities of Aboriginal peoples in BC in seasonal cycles; 

• describing how animals are important to Aboriginal peoples in BC; 

• explaining why air water and soil are important for living things; and 

• describing and demonstrating responsible behaviour. 
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These science and social studies PLOs were still in use in 2015/16 as we were transitioning 

towards BC’s new curriculum. As such, I was able to align learning for this research to the above 

PLOs as they supported my focus on outdoor learning. Also, because my approach to teaching is 

interdisciplinary, I worked to integrate PLOs and competencies from all the subject areas such as 

language arts, music, physical education and mathematics. The Environmental Learning and 

Experience (ELE) Curriculum Maps (Province of BC, 2008/2009) is a quick and useful reference 

tool for finding the forms of environmental knowledge (C.A.R.E.) and competencies from other 

subject areas that can be incorporated into my environmental learning approach. Additionally, 

the Environmental Learning and Experience: An Interdisciplinary Guide for Teachers (Province 

of BC, 2007) is useful for integrating environmental learning principles and organizing lesson 

planning for EE experiences. 

BC’s new curriculum. 

Since BC teachers have had the option of using parts of the newly formed curriculum in 

2015/2016 and BC mandates its use beginning September 2016, it is important to look at aspects 

of the new curriculum that relate to this research. The BC government has been working to 

transform to this new curriculum over the last several years. Education Minister Fassbender 

(Province of BC, 2015d) stated that this new education plan was created to provide a more 

innovative education system “where students are more engaged and better prepared for their 

life’s journey” (p. 1). BC’s new curriculum aims to maintain high standards for reading, writing 

and numeracy while focusing on personalized learning so that students can pursue their interests 

and passions. Additionally, integrated learning is emphasized and supports the approach I have 
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taken for supporting reading development through writing (Button, 1996; Clay, 1991; D’On 

Jones et al., 2010; Hoewisch, 2001; Juzwik et al., 2006; Reutzel & Fargo, 2010; Routman, 2005).  

There are three broad cross-curricular competencies (the term that replaces PLOs) in the 

new curriculum: (a) thinking competency, (b) personal and social competency, and (c) 

communication competency. The Ministry of Education (Province of BC, 2013a) states, “the 

definition of cross-curricular competencies is the principle that education should lead to the 

development of the whole child – intellectually, personally, and socially” (p. 3). Teachers can go 

into more depth with the new curriculum since the large number of PLOs have been replaced 

with a smaller number of “big ideas.” In 2015/16, practicing teachers still made use of the PLOs 

while having the advantage of incorporating parts of the new, upcoming curriculum. 

BC’s new Science curriculum draft. 

Because I make use of many science goals and outcomes as a basis for my content-based 

interdisciplinary instruction, it is important to consider the changes that have occurred during the 

writing of BC’s new science curriculum. In August 2015, BC released a renewed draft of its new 

science curriculum (Province of BC, 2015e). This new draft was initiated by a group of 

environmental educators who were concerned that EE outcomes were missing from the original 

science draft. This redesigned science curriculum features  

• a renewed focus on inquiry providing students with the opportunity to ask questions and 

make conclusions leading to responsible choices; 

• a journey that takes students from local awareness to considering actions and decisions at 

the global level; and 
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• conceptual learning supported by traditional Aboriginal perspectives and ecological 

knowledge (Province of BC, 2015l, p. 1).  

BC educator and advocate for EE, Leonard Ross (personal communication, June 7, 2015) 

asserts that,  

In general EE was improved in grades K - 3 by adding the aspect of place-based 

education, which will support the many nature classrooms that are popping up in our 

province…Now educators can work to create relevant, meaningful, nature-centred and 

place-based EE for every child in BC because this curriculum supports EE and provides 

many entry points for teachers and educators to create EE in their classrooms. 

An important curricular competency of EE for elementary students in the new science 

curriculum is communicating to express and reflect on personal experiences of place. Some other 

aspects of the new science curriculum that support my outdoor focus for this study include the 

Grade 1 big ideas and content areas such as (a) classification; (b) aboriginal knowledge of the 

sky and landscape; and (c) structural features of living things in the local environment (Province 

of BC, 2015f). The Grade 2 big ideas and content areas that support my EE focus include (a) life 

cycles; (b) Aboriginal knowledge of life cycles; and (c) water sources, including local 

watersheds (Province of BC, 2015g). These new parts of BC’s curriculum align nicely with the 

PLOs that I have previously used for supporting my approach to teaching outdoors. 

French Immersion.  

The introduction to the BC government’s research document on French Immersion (FI) 

(Province of BC, 1993) states that the acquisition of the French language is a constructive and 

creative process in which students learn to make use of the language in their efforts to 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

42

comprehend and communicate. BC’s French Immersion IRP (1997) states that the program 

provides students with the opportunity to acquire a new language while communicating their 

experiences, feelings and thinking and learning about their world. Students are taught to explore 

their learning through the French language using strategies such as observation, questioning, 

hypothesizing, evaluating and expressing opinions and solving problems. Teaching should be 

student-centered and organized around cooperative learning strategies (Province of BC, 1997). 

BC’s new curriculum (Province of BC, 2015B) for FI language arts states that the goal of the 

program is to provide students with learning experiences in a francophone context allowing them 

to acquire the competencies, knowledge and strategies to understand, react and communicate 

with confidence in the French language.  

BC’s new FI Language Arts curriculum.  

I feature, below, some of the characteristics of the new FI language arts curriculum because 

they lend themselves well to the approach that I take with my focus on outdoor learning. The 

new curriculum is characterized by: 

• a conceptual framework that leads students to develop reflective skills and acquire deeper 

understanding of subject matter; 

• personalized learning with less-detailed content allowing deeper exploration of topics of 

students’ interest; 

• consideration of Aboriginal Principles of Learning and Aboriginal perspectives so that 

students become aware of their own points of view and those of others; and 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

43

• active learning that supports students in effectively interpreting the meaning of messages, 

interacting with others, and making use of oral communication in addition to written 

strategies (Province of BC, 2015A, p. 1-2).   

This final point, emphasizing the importance of oral communication, provides an important 

distinction between FI and some second language programs that are more grammar based 

(Lyster, 2007).  

FI and the four language skills.  

While “there is still room for improvement in immersion” (Lyster, 2007, p. 1), FI 

programs are intended to provide students with rich learning experiences that do not include 

decontextualized grammar instruction as found in some traditional, transmission-style second 

language programs. Lyster (2007) points out that “traditional methods [transmission models] 

isolate the target language from any substantive content except for the mechanical working of the 

language itself, whereas content-based [FI] instruction aims to integrate language and cognitive 

development” (p. 1-2). Short (2002, as cited in Lyster, 2007) suggests that second language and 

FI teachers using traditional transmission methods and decontextualized grammar instruction 

need to expand their understanding of language beyond a simple vocabulary acquisition 

approach towards methods that include direct instruction in the four language skills of reading, 

writing, speaking and listening in addition to other skills such as language function, grammar and 

mechanics. Unlike some traditional second language programs where students learn vocabulary, 

conjugation of verbs and learn primarily to read and write the foreign language, FI programs are 

designed to provide students with many opportunities to use all four language skills in the target 

language. Note that, because school populations, especially those in urban centers, are usually 
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culturally diverse and multilingual, rather than using the term ‘second language,’ I make use of 

the term ‘target language’ (TL) when discussing FI (Swain & Lapkin, 2005; Lyster, 2007). 

The importance of oral language. 

  In the FI language arts program, students develop the oral and written curricular 

competencies of exploring, reflecting, creating and communicating using written, oral and visual 

texts (Province of BC, 2015A).  While the traditional receptive skills (reading, listening and 

viewing), and the expressive skills (writing, speaking and representing) are generally taught in 

any first-language language arts program, the importance of integrating these four language 

skills is of utmost importance in the FI classroom.  

BC’s new curriculum for FI language arts (Province of BC, 2015A) states that the 

generalized principles and key concepts (big ideas) to be understood by FI students are meant to 

endure beyond each grade and contribute to future understanding. This is an important point that, 

I believe, emphasizes the importance of oral language in the FI classroom. Starting in 

Kindergarten, one of the big ideas is “A new language is acquired by listening to, and 

reproducing the models introduced by the teacher” (Province of BC, 2016, p. 1). Listening and 

reproducing models continues in Grade 1 with the big idea, “As our vocabulary increases, so 

does our ability to make ourselves understood” (Province of BC, 2016, p. 2). This continuum of 

oral language and vocabulary development supports the Grade 2 big idea that “Fluency in a 

language facilitates our interactions with others by ensuring that the message is clear” (Province 

of BC, 2016, p. 3). In the FI classroom, students should have many opportunities for listening 

and speaking to support their ability to communicate their ideas, opinions and stories and, 

ultimately, be able to express themselves successfully in their writing. 
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Content-based instruction. 

 Another important feature of FI is that the TL is taught through the content of the other 

subject areas in the curriculum. Lyster (2007) states that content-based instruction encompasses 

programs where subject matter is used “as a means for providing second language learners with 

enriched opportunities for processing and negotiating the target language through content” (p. 1). 

Teaching through subject matter content minimizes traditional transmission models of TL 

instruction and, instead, emphasizes learning through classroom interactions (Lyster, 2007). 

Lyster states, “There is considerable potential in instructional approaches that encourage students 

to use the target language, not only as a communicative tool, but also as a cognitive tool for 

interacting with the teacher, with one another, and with content knowledge itself” (2007, p. 22). 

This supports integrating the content of other subject areas in an interdisciplinary setting to 

support the teaching and learning of additional languages rather than through traditional 

transmission methods (Lyster, 2007; Sawyer, 2010). 

Interdisciplinary learning. 

 Many sources in BC’s extensive curricula support the stance that connections should be 

made between the content of other subject areas, particularly in the elementary years. For 

example, the Social Studies IRP for Grades K-7 (Province of BC, 2006) recommends that 

teachers look for ways to connect social studies learning with any or all of the provincially 

prescribed curricula, citing examples such as: 

• using the arts for communicating culture, 

• using the mathematical principles of map making, and 

• investigating daily and seasonal changes in science. 
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Author and literacy coach Regie Routman (2005) insists, “The only way to ‘find time’ for daily 

writing is to combine writing with social studies, science, and other subjects” (Routman, 126). 

Lyster (2007), citing Lightbown and Spada (2006), refers to the ‘time saving’ “two for one” 

advantage of content-based programs in which students learn the TL and other subject matter at 

the same time. Lyster also states, “More instructional time in a second or foreign language is 

otherwise difficult to allocate in a school curriculum already full to capacity” (2007, p. 2). 

Interdisciplinary learning is a very effective solution to the time-constraints that teachers 

experience with a very crowded curriculum. It is also the preferred approach for EE supported by 

place-based experiential learning. 

The FI IRP (Province of BC, 1997) states that students learn French not only through the 

study of the language itself, but also through the other subject areas. In an interdisciplinary 

program, the French language becomes a tool for reflection and communication thereby helping 

the development of students’ awareness and ultimately leading them to make positive 

contributions to classroom, school and community. Lyster (2007) states, “good reasons abound 

in support of teaching additional languages through content rather than through traditional 

[transmission] methods” (p. 1). The integration of all the subject areas is natural and necessary to 

developing TL skills in FI. 

Environmental learning and experiential learning in FI. 

Since the FI teacher needs to see all of the subject areas as opportunities for students’ 

vocabulary acquisition and comprehension and their ability to provide personal reactions, it 

follows that environmental learning can be a natural part of an interdisciplinary FI program. The 

resource entitled Environmental Learning and Experience: An Interdisciplinary Guide for 
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Teachers (Province of BC, 2007) states, “Facilitating environmental education in the learning of 

all subjects, rather than isolating it, models for students how the environment is connected to 

their daily lives and relationships within their communities” (p. 8). Chawla and Escalante (2007) 

looked at the use of PBE or environmentally based programs that use the environment as the 

common link for providing an integrating context across various subject areas.  They describe 

the interdisciplinary, hands-on and problem-solving approach of PBE and the benefits that it 

delivers to students.  Since PBE is, with its emphasis on experiential learning experiences, 

essentially an interdisciplinary approach to environmental learning, PBE fits well into the FI 

approach of integrating the various subject areas. 

As an elementary FI teacher, I have two main focuses: (a) providing an interdisciplinary 

FI language arts program for my students, and (b) providing them with PBE that includes 

outdoor learning experiences. FI and PBE are, by their very definition, experiential learning 

programs and, therefore, fit very nicely together as complementary programs. The importance of 

providing students with experiential learning can be found in BC’s environmental learning 

guides and in the FI IRP. The document entitled Environmental Learning and Experience: An 

Interdisciplinary Guide for Teachers (Province of BC, 2007) states that experiential learning is a 

principle of teaching that provides students with direct experiences with nature. Experiential 

learning experiences are echoed in the FI IRP (Province of BC, 1997) where it is stated that FI 

teaching is based on the principle that the French language is best acquired through meaningful 

and interactive experiences. Students learn to speak French through situations requiring 

meaningful communications and activities centered on completing tasks (Province of BC, 1997). 

Lyster (2007) concurs, stating that experiential strategies in immersion programs that make use 
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of themes and content from other subject areas, “engage students in purposeful tasks, and 

emphasize the conveyance of meaning, fluency over accuracy, and authentic use of the [TL]” (p. 

26).  Stern (1992, as cited in Lyster, 2007) recommends “increased emphasis on experiential 

strategies in traditional programs where the [TL] is taught as a subject” (p. 26). Because FI and 

PBE are best learned when students actively experience their learning, it makes sense that these 

two approaches can benefit each other by integrating the practices of both within one program.  

 However, in my experience of teaching FI for close to fifteen years in BC, I have found 

that the teaching of environmental principles in our schools is either: (a) absent in many FI 

classrooms and schools, (b) relegated to a unit of study that may last one to a few weeks, or (c) 

part of a week-long school-wide focus. Therefore, it is surprising, yet refreshing, that the two 

themes of environment and sustainability are included in the list of aspects that are “considered 

common to all programs” in the appendix of BC’s FI IRP (Province of BC, 1997, p. C-6). It 

states that the themes of environment and sustainability provide students with opportunities to 

• study, through the various subject areas, our relationships with the natural environment; 

• have direct experiences with natural and built environments; and 

• make decisions about and act for the good of the environment (Province of BC, 1997, p. 

C-6). 

It states further that the integration of environmental learning gives FI students the opportunity to 

express their beliefs and opinions and reflect on the points of view of others (Province of BC, 

1997). Therefore, by integrating FI and environmental learning, teachers can provide students 

with opportunities to make use of higher level and critical thinking skills such as assessing and 

deciding on choices, developing opinions, and explaining their views to others.  
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Chapter Three: Research Methodology 

Research Design and Rationale 

As a classroom teacher and reflective practitioner, I conducted this research in the 

qualitative tradition to describe my experiences and the experiences of my students in my FI 

classroom during the 2015/2016 teaching year. I used a qualitative methodology because it 

allowed me to provide a narrative of our experiences and develop a “complex, detailed 

understanding of the issue” (Creswell, 2013, p. 48). In particular, a phenomenological approach 

was used as it is “interested in meaning—how people make sense of their lives, experiences and 

their structures of the world” (Merriam, 1998, p. 19), and, therefore, would help us make sense 

of our lived experiences.  Foran (2005) concurs, stating, “The research methodology of 

phenomenology is well-suited to exploring the meaning of outside experiences because of its 

specific focus on lived experiences” (p. 150). 

I further incorporated hermeneutic phenomenology because hermeneutics provides a way 

for the researcher to study, interpret and make meaning of the intricate details of lived experience 

(Robson, 2011; Sammel, 2003; Sloan & Bowe, 2014; van Manen, 1990). Robson (2011) states 

that hermeneutics focuses on “how the understanding is achieved rather than what is understood 

(p. 151). The hermeneutic phenomenology paradigm was particularly useful to me as a 

researcher and reflective practitioner as I was able to work with my students as participants to 

make meaning (the hermeneutic aspect) of our lived experience (the phenomenological aspect) 

(Sammel, 2003). Sammel (2003) notes, “Within this hermeneutic phenomenology paradigm, the 

researcher takes on the role of co-learner and seeks to be educated by the people involved in the 

study (p. 161). Moreover, Sammel (2003) believes that “hermeneutic phenomenology provides 
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an important frame for environmental education as it seeks to hear the narratives of teacher’s 

practices and understandings” (p. 166).  

For this research, focusing on our outdoor experiences, I continually made adaptations to 

my teaching as I observed and learned from my students’ responses. The research adapted and 

emerged as I gained insights and made adaptations to my teaching practice. I created a narrative 

of our experiences by writing about my observations of and reflections on my students’ 

responses, their nature journal entries and my curricular development. Cresswell (2009) states 

that the procedure for implementing narrative research consists of focusing on the experiences of 

the individuals involved in the case, reporting on their experiences and chronologically ordering 

those experiences in a meaningful way. 

Case Study and Action Research 

This qualitative research, in which I attempted to understand my teaching experiences and the 

experiences of my students, was a case study (Merriam, 1998; Robson, 2011; Stevenson, 2004; 

van Manen, 1990; Yin, 1981) that included action research as a contributing methodology 

(Dickens & Watkins, 1999; Koshy, Koshy & Waterman; 2011; van Manen, 1990). 

Since my research featured characteristics of both case study methods and action research, it is 

important to provide a description of each of them. Yin (1981) states that the purpose of a case 

study is to examine the environment in which the case originated and how the context of the 

setting impacts on the study. As the phenomenon is experienced in the context of real life, one 

can then examine how the study influences the context of the case. This demonstrates the 

iterative nature of the phenomenon. Case study researchers often have a concern for change, 
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asking “how” questions and seeking to provide a narrative about how things happen (Robson, 

2011; Yin, 1981). Further, the context of a case study is specialized and unique and the research 

usually examines the implications over a period of time (van Manen, 1990; Yin, 1981). Merriam 

(1998) states, “case study research, and in particular qualitative case study, is an ideal design for 

understanding and interpreting observations of educational phenomena” (p. 2). Stevenson (2004) 

suggests that any case that “addresses practices related to education and sustainability may help 

explicate some tacit understandings about such practices, reframe existing understandings or 

offer new possibilities for understanding or action” (p. 50).  

In addition to being a case study, this research also encompasses aspects of action 

research because, as van Manen (1990) states, phenomenology deals with practical action and is 

“a kind of action oriented research” (p. 156). van Manen (1990) explains further that 

“hermeneutic phenomenological reflection deepens thought and therefore radicalizes thinking 

and the acting that flows from it” (p. 154). Dickens and Watkins (1999) and Koshy, Koshy and 

Waterman (2011) also discuss this iterative nature of action research. Dickens and Watkins 

(1999) state that action researchers make discoveries while attempting to solve practical 

problems and can, therefore, implement and apply their discoveries to daily classroom practices. 

Koshy et al. (2011) concur, stating that action research should include critical reflection, action, 

evaluation and change in practice. 

 Action research involving education involves the goal of enhancing the overall learning 

experiences of the individuals involved (Dickens & Watkins, 1999). Teacher research, especially 

when it involves reflection, is a type of practical inquiry or action research that provides a way of 
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generating or enhancing practical knowledge (Atkinson, 2012; Craig, 2009; Cochrane-Smith & 

Lytle, 1999; Francis & Ingram-Starrs, 2005; Haynes, 2005; Klein, 2011; Loughran, 2002; 

Parnell, 2011). Mertler (2011) states that action research can be successfully carried out, not just 

by educational researchers, but also by practicing teachers who wish to improve their own 

teaching. An objective of my research was to determine how the use of a reflective teaching 

practice could help me explore a FI language arts program within a program of interdisciplinary, 

place-based education. I used my journal regularly for reflection, for what Haynes (2005) refers 

to as “mindfulness” or “contemplative practice,” allowing me to continually spiral through the 

iterative steps of evaluating, refining and implementing adaptations to my teaching (Culatta, 

2013). Since my ultimate goal in this study was to improve my teaching, it fits well with action 

research’s goals of involving participants and improving practice (see Dickens & Watkins, 

1999). Ultimately, this hybrid blend of case study and action research aims to determine how my 

teaching practice supports my students’ learning while developing their sense of eco-

consciousness and also how reflection on my teaching practice helps me to gather data, 

understand and enhance my students’ literacy development.  

Rapid Prototyping Spiral Model of Instructional Design 

   Though I was following BC’s curriculum as all teachers are required to do in BC, to 

address my research question of supporting my FI students in developing a sense of eco-

consciousness and language arts competencies within an interdisciplinary curriculum based on 

daily nature walks, I was also designing an innovative program of instruction during this study 

that was different than what I had taught previously. According to Culatta (2013), teaching and 
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instructional design is unique compared to other models of design. In the classic “waterfall” 

design model, the concept and its requirements are first defined and then the detailed design is 

implemented, tested and accepted or rejected in a linear fashion (Culatta, 2013). Unlike the 

classic design model, the Rapid Prototyping Spiral Model of Instructional Design develops 

“learning experiences in a continual design-evaluation cycle that continues throughout the life of 

the project” (Culatta, 2013). The spiralling cycle is iterative meaning that the design is 

continually evaluated and improved (Dickens & Watkins, 1999; Koshy et al., 2011; van Manen, 

1990). As teachers implementing BC’s flexible curriculum, we work in “a very fluid learning 

environment and [we] need to make constant adjustments to the conditions that are emergent in 

that environment” (McLaren, 2014). We continually make quick shifts to our teaching and the 

design of our lessons in immediate response to our students’ reactions and input. As teachers and 

designers of instruction, we are continually “learning THROUGH and FROM action—or 

learning BY doing (emphasis in original) (McLaren, 2014). The Rapid Prototyping Spiral Design 

Model cycles through the following iterative steps: 

1. Concept definition 

2. Implementation of a skeletal system 

3. User evaluation and concept refinement 

4. Implementation of refined requirements 

5. [Steps 3 and 4 repeat in a continuous cycle] (Culatta, 2013).  

This design model best describes the process I went through for designing my curriculum. Its 

continual design-evaluation cycle, allowing me to make adaptations in response to student 
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responses, was a method of data collection for reflecting on and assessing changes throughout 

the study. Hence, the Rapid Prototyping Model of Instruction Design, supported by my reflective 

teacher practice, became a source of data for me as I continually evaluated, refined and 

implemented adaptations to my teaching. As I present my findings in Chapter Four, I refer to the 

steps of this spiralling design model so that the reader will see how I made continual adaptations 

to my curriculum throughout the months of data collection. 

My Pedagogical Practice     

 
 To explore my research question, I spent the 2015/2016 school year providing my 

students with an integrated FI program with a PBE focus featuring a practice of daily nature 

walks on the school grounds and occasionally including periodic excursions to nearby natural 

settings based on Aldo Leopold’s “ten ways of knowing nature” (Knapp, 2005, p. 281). I 

focused, in particular, on providing my students with regular lessons to support their reading 

development through a practice of writing messages together about our daily nature walks. In 

order to frame the children’s literacy learning in an interdisciplinary context, I worked to 

integrate multiple curriculum competencies and foundational skills in our daily nature walks 

from (a) BC’s French Immersion IRP (Province of British Columbia, 1997), (b) the IRPs for 

Grades 1 and 2 (Province of British Columbia, 2010a), Science (Province of British Columbia, 

2005), and Social Studies (Province of British Columbia, 2006); (c) BC’s new curriculum 

(Province of British Columbia, 2015); and (d) the Interdisciplinary Guide for EE (Province of 

British Columbia, 2008/2009). Below, I describe some of the features of this practice including 

calendar time lessons, the daily message and shared/interactive message writing. 
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Each day, when we returned to the classroom following our nature walks, we had 

discussions and, together, wrote a shared/interactive daily message by collaborating and 

constructing the text together (Patterson et al., 2008). These daily messages included our 

observations, sightings, experiences and perceptions using the five senses. The daily message is a 

common practice in the primary classroom. It is a message, often written ahead of time by the 

teacher, to teach different skills and provide information about such things as the date, the 

weather and the events of the day. However, we formulated our daily interactive messages 

together. I typed the suggested sentences and the children watched and helped correct or expand 

them as the sentences were projected on the Smart Board. These practices are supported by 

Button et al., 1996; McCarrier et al., 2000; Williams & Lundstrom, 2007; Patterson et al., 2008; 

D’On Jones et al., 2010; Roth & Guinee, 2011; and Nelson, 2016. Patterson et al. (2008) state 

that, in the process of writing interactive messages, “students and teachers collaborate in the 

construction of text while building on prior knowledge” (p. 496).  

We did this shared/interactive message writing during our daily calendar or “carpet” 

time. In many primary classes, calendar time is the period of the day when children are gathered 

on the carpet to view a large calendar and address calendar-type concepts such as day, date and 

weather. It is during calendar time that math skills are also reinforced (Biddell, 2007; Nelson, 

2016; Ritterskamp & Singleton, 2001). In the interdisciplinary French Immersion classroom, 

calendar time provides an excellent opportunity for integrating language arts and mathematics 

concepts. The children had daily opportunities to practice and improve FI language arts 

competencies through the process of discussing, writing, reading and re-reading our messages 

about our outdoor experiences. In my efforts to support their learning and to help their 
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development of eco-consciousness, I also gave the children opportunities to make pictures and 

write words and/or sentences in their nature/language journals based on our shared writing 

messages. Additionally, we posted samples of our writing in the classroom and used the 

messages to create a library of class-made books that the children illustrated and used during 

periods of independent silent reading. 

In order to support the children’s vocabulary development and scaffold learning (Ewart & 

Straw, 2001), I first created a reference document for myself as a sample weekly template for 

daily reflections on our walks. I kept this template close to my computer where I would sit down 

each day following our walks to write the daily messages with my students. The printed template 

provided me with a quick and easy resource to be sure that we were covering important language 

concepts throughout the week. I was also able to continue building on previously taught concepts 

to scaffold learning by suggesting to my students that we add detail and vary sentence structure 

to the messages with which they became familiar over time. My original template included 

sentences identifying (a) the season and the weather, (b) the day of the week and the date, (c) 

details about yesterday’s and tomorrows date to practice past and future tenses, (d) our 

observations and sightings and other sensory experiences to “read the day” (Thomashow, 2002), 

and (e) our emotional responses to our daily walks. (The original template is in Appendix 2). 

Participants and Site  

This research project took place in my primary classroom, on the school grounds and at 

natural sites in our school neighbourhood. The participants were the twenty-two children who 
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were assigned to my primary French Immersion classroom from September/2015 to June/2016 

and myself as teacher, student and researcher.  

Data Sources  

I used several sources of data to support my research question, In what ways can I 

support Grade 1/2 French Immersion students in developing a sense of eco-consciousness 

and language arts competencies within an interdisciplinary curriculum based on daily nature 

walks? For example, I kept a personal journal for my reflective teaching practice that included 

my observations and thoughts on student engagement and literacy development. I also included 

my reflections on and assessments of my program and curriculum design adaptations in my 

personal journal. I combined all my reflective journal entries with other sources of data including 

samples from student journals and their illustrations to help me corroborate the messages 

obtained in my data collection (Robson, 2011). Below, I provide details of my data sources 

including my reflective teaching practice, my daily journaling and the children’s work.  

Teacher reflective practice.  

A wave of literature on reflective practice (Atkinson, 2012; Craig, 2009; Cochrane-Smith 

& Lytle, 1999; Francis & Ingram-Starrs, 2005; Haynes, 2005; Hoffman & Pearson, 2000; Klein, 

2010; Kyburz-Graber, 2006; Loughran, 2002; Parnell, 2011) appeared following Schön’s (1983, 

1987) important work about ‘reflection-on-action’ and ‘reflection-in-action’ in teaching (Francis 

& Ingram-Starrs, 2005; Loughran, 2002; Valli, 1997). Haynes (2005) states that reflection or 

contemplation is a way of knowing based, not on data and the separation of subject and object, 

but on wisdom and insight about interconnectedness of all things and that reflection can bring 
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[graduate] “students in a new relationship with themselves, others, and the world” (p. 5). 

Atkinson (2012) concurs stating, “reflection empowers teachers to act as individual agents of 

transformation of practice to enhance professional growth, refine and nurture their purposes for 

teaching, and improve student learning” (p. 178). Throughout the project, as a reflective 

practitioner and researcher, I adopted a practice of teaching and learning based on my ongoing 

reflections on our experiences in the classroom and outdoors. 

Teacher journaling. 

Charmaz (2006) states that qualitative research involves the generation and analysis of 

written texts and that research participants can be asked to produce written data that will be 

studied by the researcher. As a participant in my research project, I was the producer of that text. 

As a practicing teacher, I made notes in which I included a compilation of my ideas, planning 

and approaches and the activities that I provided for the children. I kept a research journal to 

focus on my research question of finding ways to support Grade 1/2 French Immersion 

students in developing a sense of eco-consciousness and language arts competencies within 

an interdisciplinary curriculum based on daily nature walks. In my journal, I included my 

considerations, observations and reflections on children’s engagement, responses, observations 

and questions about our shared outdoor experiences. These sources of data, from the dual 

perspectives of teacher and researcher, became the body of my collection of field notes.  

The method for making notes in a research journal, following the model developed by 

Schatzman and Strauss and supplemented by Burgess (Groenewald, 2004), includes four types of 

field notes: 

• Observational notes—that the research deems important enough to make;  
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• Theoretical notes—in which the researcher endeavors to derive meaning; 

• Methodological notes—the pedagogical ideas, instructions, reminders and critiques to 

oneself; and 

• Analytical notes—the end-of-the-day summaries or progress reviews (Groenewald, 

2004, p. 15-16). 

I spent many quiet moments alone in nature recording my reflections and insights in my 

journal about my experiences with, and observations of, the children during this study. At other 

times, I did quick “memoing” (Groenewald, 2004) while I was outdoors with the children. Using 

the Voice Memo feature on my smartphone, I was able to provide myself with quick descriptive 

and reflective notes including my “hunches, impressions, feelings, and so on” (p. 14) that I later 

included in my reflections. Groenewald (2004, citing Miles & Huberman, 1984) states that 

“memoing,” is an important source of data for the researcher’s field note-taking as it allows the 

researcher to record what she “hears, sees, experiences and thinks in the course of collecting and 

reflecting on the process” (p. 13).  

While my original plan was to spend time sitting in my favourite spot in the “urban wild” 

for my reflective practice, I also discovered that sometimes verbalizing my thoughts into Voice 

Memo while walking for extended periods was a source of creativity and productivity for me. I 

found that these periods of walking and talking were a type of walking meditation that combined 

mind, body and spirit (Sandor, 2005). Sandor, (2005) states that walking meditation provides “a 

sense of connection within the self, between inner and outer, and between past and future” (p. 

480). Besides sitting in my favourite spot in nature to write my reflections or verbalizing them 

while walking for long periods, I found a covered structure on a nearby college campus for 
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sitting outdoors during inclement weather. I spent time reflecting and writing on numerous 

occasions in this protected spot called the Gathering Place. The circular open-air building, 

bringing to mind a huge cedar hat, is the perfect place for protection from the elements while 

sitting outdoors. Taking time to slow down, observe, listen and appreciate while working in a 

journal helped me to understand my experiences and “fully take in the world and reflect” (Leslie 

& Roth, 2000, p. 12) on my teaching practice and on the experiences of my students. van Manen 

(1990) states that researchers “have found that keeping a journal…can be very helpful for 

keeping a record of insights gained, for discerning patterns of the work in progress [and] 

reflecting on previous reflections” (p. 74). 

Children’s work. 

A final data source for providing evidence of the development of language competencies 

and eco-consciousness was my collection of anonymous samples of children’s work from their 

nature journals. van Manen (1990) states that objects of art are tactile and visual texts that consist 

not of “a verbal language but a language nevertheless…Because artists are involved in giving 

shape to their lived experience, the products of art are, in a sense, lived experiences transformed 

into transcended configurations” (p. 74). Eisner (2003) concurs, stating that artists “pay attention 

to the nuanced qualities of the particular” and a feature of the visual arts is “that they are used to 

communicate the way something feels, that is, its emotional character” (p. 53). I believe that the 

children’s artistic representations provided a method of communicating their reactions to our 

shared experiences of outdoor learning during this study. This was particularly important in 

considering the children’s developing eco-consciousness and sense of place given the level of 

communicative language skills in a primary FI context.  
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In conclusion, I found inspiration for my data collection practices (Parnell, 2011) in 

Cadwell’s (2003) reference to her professional “life-memoir” when she states that she uses 

reflective “journals and…many collected notes, tapes, video clips, and photographs to recall 

the concrete, small details of real-life dramas in school and string them together through 

narratives” (p. 10) 

Research Considerations 

Ethics and confidentiality. 

Cresswell (2013) states that it is important to be sensitive to ethical considerations 

throughout all the stages of the study. Researchers need to be sensitive to the potential of 

exploiting young children and to any power imbalances that can occur. I received approval to do 

this research following an ethical review from Royal Roads University and through the formal 

research approval process of the school district in which the study took place before I began data 

collection. I obtained parental permission from the parents of the children involved in the study 

through their signed consent. In the consent form, I invited the children to voluntarily participate 

and allow their responses, progress and journal entries to be included in my research. If families 

chose not to allow their child’s participation or if children chose not to participate, they were 

assured that this choice would have no effect whatsoever on the child’s grades, educational 

provision and support in the classroom or their relationship with me as the classroom teacher. 

Families were reassured that children who might choose not to participate would not feel 

excluded in any way as all children would continue to be engaged in our regular classroom and 

outdoors lessons whether or not his/her work was included in the study. Parents were also 
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informed of their right and their child’s right to withdraw at any time. The Principal collected the 

consent forms to potentially withhold names of those who might not want to participate in the 

research to ensure that all were treated equally in the learning process. All but one family agreed 

to their child’s participation, but I did not know this until March after the data was collected. I 

respected the privacy of all families by not naming specific locations or those involved, and have 

maintained anonymity by attaching pseudonyms to the children mentioned in the final report (see 

Appendix 1).  

Credibility, dependability and confirmability.  

As a hermeneutical researcher attempting to understand my lived experience and those of 

my students, I was, necessarily, inseparable from my preconceptions and the assumptions I made 

about the phenomenon of the study. I integrated my opinions and biases into my research 

findings rather than attempting to set them aside from my conclusions (Robson, 2011). I also 

considered my role as an insider in the lives of my students and wrote “myself into the study” by 

reflecting on and stating my assumptions and biases throughout (Creswell, 2013). 

Trochim (2006) states that the notion of validity is often rejected in qualitative research. 

Rather than being concerned with trustworthiness, the soundness of qualitative research can be 

judged by alternative criteria such as credibility and dependability. Since credibility involves 

establishing that the results are sound from the perspective of the participants in the research, I 

was in a position to legitimately judge credibility as a participant in my own study. Trochim 

explains further that dependability stresses the need for the researcher to explain the continually 

changing context within which the research occurred. As a reflective practitioner and researcher, 

I addressed dependability of the research by incorporating journaling as a central methodological 
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practice to describe changes that took place throughout and how those changes affected my 

teaching practice and this study (Trochim, 2006). To establish confirmability, I reported on some 

negative student reactions to our outdoor experiences. Trochim (2006) states that searching for 

and recounting “negative instances” that contradict findings helps to ascertain confirmability. 

Additionally, I employed triangulation, described as the use of multiple sources of data for 

converging on consistent conclusions (Leedy & Ormond, 2013), by incorporating my 

observations, thoughts and evaluation of student engagement and literacy development with my 

journal reflections and samples from student journals and illustrations. Finally, correlating the 

published literature and BC’s curriculum with my findings was a further way in which I 

addressed credibility and confirmability, a methodology supported by Powis (2004). 

Limitations and delimitations.  

This study was delimited to myself as a teacher and researcher and to the twenty-two 

students who were assigned to my classroom for the 2015-2016 school year. It was also 

delimited by the qualitative data collected through the methods of participant observation, note 

taking, recording children’s responses and writing my reflections in a journal.  

My central research question was delimited to looking at the ways in which I could 

support my students in developing a sense of eco-consciousness and language arts 

competencies within an interdisciplinary curriculum based on daily nature walks. Other ways of 

developing eco-consciousness and language arts competencies could have been considered, 

however, I chose this focus of my study because I felt it was easy to incorporate to support 

emergent readers in a combined Grade 1/2 FI classroom while continuing to provide them with 

outdoor learning experiences. Because I only worked with this particular group of students 
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during the 2015/2016 school year, time was another delimitation of this project. I was only able 

to collect data during the months following approval for the project in October 2015 and up to 

March 2016 in order to have time to analyse my data and complete my thesis writing.  

An important objective of this study was to determine how my reflective teaching 

practice helped me gather data and explore an interdisciplinary FI language arts program with a 

focus on outdoor learning. Using hermeneutic phenomenology, for interpreting and making 

meaning of our experiences, allowed me to reflect on the context of our specific situation 

(Sammel, 2003). A limitation of a hermeneutic phenomenological approach, though, is that it can 

present a blurring of the stories of the participants with its assumption that the “writer is capable 

of capturing and weaving together the truth” (Sammel, 2003, p. 164). However, the essence of 

hermeneutics is that it recognizes the legitimacy of the researcher as a subjective participant. 

Sammel (2003) states that hermeneutic phenomenology allows us “to hear and understand the 

voices and stories” of environmental researchers (p. 166). A strength of this hermeneutic 

phenomenological study, therefore, was that it provided the opportunity to investigate and 

understand the meaning of our lived experience and allowed me to use that understanding to take 

transformative action toward improvements (Sammel, 2003). As with hermeneutic 

phenomenology that recognizes the validity of subjective participant data, the findings that I 

obtained as a result of this study were specific to my experiences and those of my students. This 

project was, therefore, limited to (a) my observations, (b) my perceptions of our shared 

experiences and my students’ developing eco-consciousness and language arts competencies, 

and (c) the narrative that I provided in my reflective journal. 
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Researcher’s perspective and bias. 

My interests in this project came from three different perspectives. First, as an educator, 

it is my job to continue to develop new and better programming for my students. Second, as a 

student and researcher, I was in an ideal position to undertake this type of project in my 

classroom. Finally, because I am passionate about EE, I was enthusiastic about undertaking this 

study with my students. 

My worldview as a teacher is that I am responsible for the whole child—for nurturing the 

child’s self-esteem and well-being and a sense of joy in learning and pride in accomplishments. I 

want to assist children in their development in many ways and help them recognize and build on 

their multiple intelligences (Gardner, 1999). As I became comfortable, over time, with my 

knowledge of teaching FI, I came to think of myself in my profession as, first and foremost, a 

primary teacher with a focus on the whole child’s needs and development and as a French 

Immersion teacher providing an interdisciplinary program through outdoor learning experiences. 

As a primary teacher, I believe that I am impelled to develop my abilities as a teacher naturalist 

and know local ecosystems in order to help guide children in developing knowledge about the 

local environment. I believe also that I should model eco-consciousness and sustainability 

through my actions. 

Because of the small sample size, one teacher and twenty-two students, as well as the 

hermeneutical methodology, I was not able to draw conclusions that can be generalized to other 

primary French Immersion students in other settings. Trochim (2006) notes that qualitative 

researchers are less interested in generalizing and, more so, in generating a detailed description 

of the phenomenon. Use of a qualitative methodology allowed me to develop a deep 
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understanding of the details of our lived experiences. By considering this phenomenon in detail, I 

was able to evaluate, refine and implement adaptations to my teaching practice in addressing my 

research question throughout the study. 

Data Analysis 

Since I used journal writing to reflect on my teaching practice and on my understanding 

of our outdoor learning experiences, (Sammel, 2003), qualitative methods of analysis were 

appropriate. The analysis involved looking for themes and insights from my narrative accounts 

and reflections written in my journal. Before I begin to describe my methods for interpreting the 

data, though, I wish to point out that the process of reflection and writing field notes for data 

collection puts the researcher in the beginning stages of data analysis (Cresswell, 2007; 

Groenewald, 2004; van Manen, 1990). Morgan (1997, as cited in Groenewald, 2004) remarks 

that, because field notes involve ongoing interpretation of the “narrative” of the reflective 

practice, they are not merely the collection of data, but are, in fact, a part of the analysis. van 

Manen (1990) concurs, stating that the acts of gathering data and analyzing it “are not really 

separable and they should be seen as part of the same process” (p. 63). Therefore, my analysis 

process occurred throughout the period of data collection since I had continuously evaluated, 

refined and implemented adaptations (Culatta, 2013) to my approaches.  

Following months of reflective teaching and journaling and collecting samples of the 

children’s work, I completed the transcription of my data and was ready for the analysis. To 

avoid a backlog, I had made a point, each week throughout the period of data collection, to 

transcribe the Voice Memo recordings from my “memoing” and “walking meditations” along 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

67

with my handwritten journals. Once all the data was digitized, it was stored electronically in 

separate files representing each month of data collection. Since I was naturally reviewing, 

reflecting on and interpreting the information as I transcribed it, this process also contributed to 

the iterative beginning steps of analysis. 

During the post-teaching and journaling analysis period of this study, I analyzed the 

content of the narrative from my journal entries through a blend of methods. I used thinking 

analysis that “uses rational categorical schema to analyze and make meaning of the data” 

(Clements et al., 1998) and Krippendorff’s (2013) content analysis technique “for making 

replicable and valid inferences from texts” (p. 24). To formally begin the data analysis, I 

uploaded all the transcribed documents to AtlasTi (2013) and used this online software data 

analysis program to start coding the narrative. I used coding for the “process of defining what the 

data are about” (Charmaz, 2006, p. 43). I first made an initial list of codes such as Leopold’s 

ways of knowing and student motivation and engagement that were some of the key elements of 

my research. I then began applying these codes to the text. I read through the documents 

numerous times using a process of searching for and identifying meaningful items within the 

data (Leedy & Ormond, 2013; Stringer, 2007). I was able to identify and select key experiences 

and statements for coding and categorizing. Through this process, I began to add new codes that 

arose from our experiences such as student enjoyment; puppets; daily physical activity; prized 

possessions; teachable moments; time as a barrier; and weather as both a barrier and a source of 

student enjoyment. As I sorted, arranged and classified the information, I organized the emerging 

themes into the categories that are represented in a diagram that is found in Appendix 3. 
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While I had managed to isolate statements that were “seen to illuminate the researched 

phenomenon” (Groenewald, 2004, p. 18) and organize them into categories, I was apprehensive 

about isolating the statements in the presentation of my findings (Caelli, 2001). Joseph 

Campbell’s (2011) emphasis on integration reminded me that I needed to keep the parts together 

to maintain the whole. Yet I also wanted to present the categories of findings as they were 

relevant to different aspects of my teaching. Groenewald (2004), citing Hyener (1999) and 

Coffey & Atkinson (1996), cautions that analysis often means breaking the phenomenon up into 

parts and that it should instead be a process of  “explicitation…a way of transforming the data 

through interpretation” (p. 17). Fortunately, I found Ferrer, Romero and Albareda’s (2005) 

model of integral transformative education, “The Four Seasons of the Integral Creative Cycle” 

(p. 313). This model, which I describe in Chapter Four below, uses the four seasons as a 

metaphor for illustrating the complete cycle of a creative or academic endeavour such as the 

process that unfolds in the school year. It occurred to me that the solution to my quandary was to 

present the emergent categories of my findings as a chronological narrative of the four seasons of 

this study thereby illuminating significant statements from my reflective journal within their 

meaningful context, while showing how our learning, as it unfolded through the year, provided 

answers to my research question. 

Evaluation of student progress. 

The majority of my observations on and evaluations of student progress and my 

explorations of curriculum were contained in my extensive reflective journal entries. I attempted 

to determine development of eco-consciousness and sense of place through my observations and 

reflections on student motivation and student responses and from their illustrations and work in 
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their journals. As their teacher, I was able to evaluate my students’ developing language arts 

competencies through anecdotal observations and reporting, formal reading evaluations and use 

of BC performance standards (Province of British Columbia, 2015a), which I present in the 

relevant seasons of our learning journey. 
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Chapter Four: Research Findings 

Introduction 

Organization of the findings. 

As noted earlier, to present the findings of my research question, In what ways can I 

support Grade 1/2 French Immersion students in developing a sense of eco-consciousness 

and language arts competencies within an interdisciplinary curriculum based on daily nature 

walks?, I provide a chronological narrative structured around the Four Seasons of the Integral 

Creative Cycle.  I further organize the findings within the seasons to respond to my research 

objectives of determining (a) how I could incorporate daily nature walks based on Leopold’s ten 

ways of knowing nature to help develop a sense of place and eco-consciousness and (b) how the 

use of a reflective teaching practice could help me gather data and explore an interdisciplinary FI 

program focusing on PBE and experiential learning. As I present the findings, through the four 

seasons, I show how I responded to these research goals in a continual, iterative process of 

planning, teaching, observing, evaluating, reflecting and adapting.  

I begin the chronological retelling of the narrative with the initial summer “planning” 

period during which I spent much time considering and reflecting on the design of my 

curriculum and this research project. In each of the “seasons” of my findings, I highlight the 

findings related to my reflective practice by presenting my reflections from my journal in 

Courier New  font. Student quotes and samples of our interactive/shared messages, that highlight 

findings based on Leopold’s ten ways of knowing nature for the development of FI language arts 

competencies and the development of eco-consciousness, are written in Times New Roman 
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italics. Quotations from Leopold (A sand county almanac and sketches here and there, 1949), 

that highlight the ten ways of knowing that informed our daily nature walks, appear in Georgia 

italics. 

To orient the reader, I begin with a description the Four Seasons of the Integral Creative 

Cycle. Subsequent to this introduction, I present the four sections of the findings divided into 

summer, autumn, winter and spring seasons.  

The four seasons of the integral creative cycle. 

The Four Seasons of the Integral creative cycle is a useful framework as a method for 

arranging the presentation of the findings because this study was a creative process that can be 

seen unfolding through several stages roughly corresponding with the cycles of the four seasons 

(Ferrer et al., 2005). Additionally, given that this research is focused on learning through daily 

nature walks, the seasons were prominent in influencing the learning activities and outcomes. 

Furthermore, the teaching year can be seen as a condensed creative cycle that begins with a late 

summer “planning” stage; moves into the autumn and winter periods with the “planting” and 

“rooting” of learning concepts, consecutively; and culminates with a spring “blooming” period. 

This is appropriate for the context of this study, especially in our temperate west-coast climate 

where we typically have shortened seasons with a brief winter and an early arrival of spring. 

Additionally, the seasonal focus helped me to connect further to Leopold’s way of observing 

seasonal change and to the Aboriginal concept of the “seasonal round” referring to the pattern of 

“movement from one resource-gathering area to another” (Province of BC, 2013b, p. 8). As a 

result, I present the findings of this study as a chronological narrative divided into the four 

seasons of my 2015/2016 school year. As I progress through this narrative, I move continually 
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through the spiralling, iterative steps of instructional design—evaluating, refining and 

implementing adaptations to my program. The first section, the summer “planning,” is different 

from the three subsequent sections—autumn, winter and spring—since the first section is from 

the perspective of my planning for the design of the curriculum. In this summer section, I discuss 

at length the numerous aspects of my curriculum such as interdisciplinary and experiential 

learning and PBE based on Leopold’s ten ways of knowing nature.  

I begin each of the subsequent three seasons with findings that highlight my continuing 

reflections on curriculum design and then consider specific themes or outcomes of the study that 

are related to my goal of supporting my student’s development of eco-consciousness and 

language arts competencies. These outcomes include: student engagement, motivation and 

enjoyment; Leopold’s ten ways of knowing nature as highlighted in our interactive/shared 

messages; eco-consciousness and sense of place; and French language arts competencies. 

 To address my objective of using a reflective teaching practice to help me gather data 

and explore my curriculum, it is important to note that my reflections from my journal entries are 

woven throughout the four seasons—summer, autumn, winter and spring—in the appropriate 

sub-sections. Despite this breaking apart of the whole, I wish to point out that the curriculum 

design changes and the outcomes of the study are interconnected and iterative. For example, the 

design of the curriculum informs my teaching practice and my reflections on student responses 

influence my adaptations to the curriculum. Although I begin each section with my thoughts on 

curriculum design, again in my efforts to guide the reader, my reflections on my program are, in 

fact, interwoven throughout as I continually spiral through the steps of evaluating, refining and 

implementing adaptations to my curriculum planning. In Chapter Five, I discuss my reflective 
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teaching practice as a separate category to address my objective of using my reflections to help 

me gather data and explore an interdisciplinary PBE curriculum. 

Summer: Planning and Exploring Curriculum 

The reflections and explorations I provide here, as I explored the design of my 

curriculum for the 2015/2016 school year, were my planning to establish a program of PBE with 

an outdoor focus including a daily walking routine. Below, I begin with a description of the 

summer season from the Four Seasons of the Integral Creative Cycle model. Then, because I was 

exploring how I would develop curriculum for the whole year, I explore the important aspects of 

my interdisciplinary FI program of PBE and experiential learning.  

In creative and academic systems, according to the Four Seasons of the Integral Creative 

Cycle, the summer “planning” season is the time of year for the development of the mind, for 

reading and research. It is the beginning of a new cycle for the upcoming autumn “planting” or 

“the germination of new vital seeds” (Ferrer et al., 2005, p. 314). The summer season is the time 

for the intellectual elaboration of ideas and for learning new concepts. It is also a time for 

opening oneself to “illuminate the mind with insights” from the creative fruits of the intellectual 

processes of reading and research (Ferrer et al., 2005, p. 318).  Finally, “it is the time to raise 

new questions, plan a new research cycle, and explore avenues for further inquiry that may 

awaken new vital seeds within ourselves and others” (Ferrer et al., 2005, p. 318). The initial 

“summer” planning stage of my study corresponds with the first two steps of the Rapid 

Prototyping (spiral) design model: (a) defining the concept and (b) beginning the implementation 

of a skeletal system (Culatta, 2013).  
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Exploring curriculum. 

In presenting important findings related to my initial curriculum design, this summer 

season is divided into the following sub-sections: place-based, interdisciplinary approaches to the 

FI program; the concept of time as a constant barrier and concern; experiential learning activities 

including Leopold’s ten ways of knowing nature and the five senses for sensory learning; and 

traditional, transmission style teaching in contrast to experiential learning. I follow this summer 

season on curriculum design with the remaining three seasons in which I explore the themes 

from my findings that relate to my goal of supporting my students in developing eco-

consciousness, sense of place and language arts competencies. 

 Place-based education.  

As I considered the components of this study and my approach to delivering a program of 

PBE during the 2015/16 school year, I began writing ideas about my planning in a teacher-

planning log weeks before I began teaching in September. As I considered providing my students 

with place-based outdoor learning experiences, I held the belief that my students’ educational 

experiences should take place in the context of our neighbouring locale (Knapp, 2005; 

Thomashow, 2002; Sobel, 1998). I wanted my students to develop “meaningful personal 

connections to the land” (Knapp, 2005, p. 280) in our special part of the world on southern 

Vancouver Island. I considered the unique neighbourhood and ecosystems near the school where 

my children could “read the local landscape” (Knapp, 2005, p. 281) and develop a deeper 

understanding of it. I agreed with Thomashow (2002) who states, "You don't need to travel 

across the continent to move between places...from land to sea, from plains and hills, from field 
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to forest” (p. 100) to enhance perception. Because of the diverse places near the school, I felt that 

I could provide my students with experiences to encourage them to “read the book of nature” 

(Knapp, 2005, p. 281) in our local landscape. I saw opportunities for my students to “explore 

edges” (Thomashow, 2002) by moving through different ecosystems such as the Garry Oak 

Ecosystem, a cottonwood forest and the temperate rain forest on and around our school grounds. 

I followed Knapp’s (2005) advice and planned for the “surrounding phenomena” to be the 

foundation for considering and developing a curriculum of PBE for my students. 

Interdisciplinary learning in the French Immersion classroom. 

 As mentioned earlier, as I considered and planned for my 2015/2016 teaching year and 

had decided that a practice of writing shared/interactive messages about our daily nature walks 

could be an effective way of supporting my students in developing a sense of eco-consciousness 

and language arts competencies, I was still wondering how I would integrate our message-

writing practice into our daily schedule. It was through my reading and research, in my 

continuing efforts to explore curriculum in the summer “planning” period of the creative 

seasonal cycle, that I discovered an important answer to some of my ponderings. In my 

reflections, I wrote: 

I had wanted my 2015/16 program to be truly interdi sciplinary but still 

didn't have all the tools in my head. Today, readin g Biddell (2007), I see 

that the answer has been right in front of my nose.  By using calendar time——a 

routine in the primary classroom as common as the d aily message and one that 

I've used for years——I can provide the children wit h a daily 

interdisciplinary routine of language, mathematics and other integrated 

activities related to the various subject areas (My  Journal, Summer, 2015).  
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I planned, therefore, for a daily time when the children gathered at their spot in front of the 

Smart-Board for an integrated whole-group circle lesson. The realization that the daily routine of 

calendar time was going to be an important aspect of this study to integrate the writing of our 

interactive/shared messages with other daily classroom activities was an important discovery or 

epiphany moment for me during my reading, research and planning period that I captured in my 

journal (Summer, 2015), “Wow, I hadn't thought about my idea of writing 

interactive/shared messages as a calendar time acti vity——so simple!”   

 I had also been considering and wondering how I would teach past and future tenses. 

Again, it was while reading Biddell’s article “When Opportunity Knocks: Integrating Language 

Arts and the Daily Calendar” (2007), that I found the answer to how I could integrate the past 

and future tenses into our daily interactive/shared messages about our outdoor experiences. I 

noted to myself that it was important to refer to a 3-part sign “Hier, c’était; Aujourd’hui, c’est; 

Demain, ce sera” (Yesterday was; Today is; Tomorrow will be) in our calendar corner as we 

wrote our daily interactive/shared messages so I could teach the different tenses while pointing 

out the date and day of the week. Using the different tenses in our messages about our daily 

nature walks would provide opportunities for reinforcing these important language and calendar 

time concepts during our lessons in which calendar time was integrated with our 

interactive/shared message writing.  

Time – A continual barrier and concern. 

 Time, and more importantly, lack-thereof, has always been an important consideration 

and concern for me in my teaching. While I had already recognized that an interdisciplinary 

program is a time saving device for teachers trying to cover a very full curriculum, I found 
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support from the writings of education experts as reminders to myself that we simply cannot do 

everything. It was helpful to remind myself during my reflections on my program during this 

study that I was going to have to give up things I did previously, to have time for a daily practice 

of writing interactive/shared messages:  

I need to remember that I can't do everything durin g this study. As 

Biddell (2007) says, teachers keep getting new thin gs to do in our programs 

so we have to be willing to give up other things. A n essential focus of my 

2015/16 language arts program is our daily interact ive writing/calendar time 

lessons so, with that in mind, I need to be willing  to give up other 

components of my previous programming and be confid ent that I am delivering a 

solid curriculum (My Journal, Summer, 2015). 

Not being able to cover all parts of the curriculum is certainly a concern that arises when 

teachers make the decision to take children outdoors on a daily basis. I knew during the first 

weeks of teaching during this study that I had to put aside the early language lessons that I had 

previously planned for September since I was instead introducing a daily language practice of 

interactive/shared writing following outdoor nature walks. I also recognized the importance of 

making the program interdisciplinary as a time saving solution for teachers by incorporating all 

parts of the curriculum into one integrated whole. 

Experiential learning.  

Throughout this study, I continually looked for and considered ways to provide my 

students with experiential learning opportunities to help “deepen their interaction with the natural 

and cultural environment” (Knapp, 2005, p. 277). I used Leopold’s ten ways of knowing nature 

as a checklist for planning and conducting my program of PBE. By considering Leopold’s ways 
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of connecting with nature, I was able to continually consider new ideas and ways of providing 

my students with opportunities to  “feel a more intimate environmental relationship” and help 

them “feel part of the greater whole” (Knapp, 2005, p. 278). Along with samples of our IW 

messages, provided below, I planned to focus on three or four of Leopold’s ten ways in each of 

the four seasons. 

Seeking solitude and reflection as a way of knowing nature was an essential part of this 

study for myself as well as the students since one of my research objectives was to use a 

reflective teaching practice to help me explore and gather data on an interdisciplinary FI 

language arts program with a focus on PBE. I developed a daily practice of spending time alone 

in nature to consider, reflect and write about my curriculum design, student responses and plans 

for implementing and evaluating refinements to my approaches to teaching. As I considered the 

practice of seeking solitude and reflection in nature and wondered about providing my students 

with time for a practice of solitude and reflection, I wrote in my journal (Summer, 2015), “Will 

taking time for this practice provide balance and s upport the well-being of 

my students and myself as a teacher, student and re searcher?”  While well-being 

was not one of the questions or objectives for this study, it has always been of utmost importance 

for me in my efforts to provide for the comfort and sense of security of the students in my care. I 

also felt strongly that taking time for solitude and reflection could help lead to my objective of 

developing a sense of place and eco-consciousness for my students and for myself as a teacher. 

Leopold’s ways of observing seasonal change and looking for and finding beauty in 

nature became part of our daily walking routines. In addition to observation, I considered all of 

the five senses for helping my students experience sensory learning (Thomshow, 2002). Using 
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the five senses to interpret observations is also a prescribed learning outcome in BC’s Science 

IRP (2005). As I considered outdoor learning experiences using the five senses, I planned for 

ways, besides those prescribed in the BC curriculum, for integrating sensory experiences with 

language arts learning. For example, I noted that it would be helpful to teach the children 

synonyms for five senses verbs such as seeing, observing, viewing and perceiving and to keep 

those synonyms posted on our classroom word wall. This was useful as it helped us to vary the 

language in our shared/interactive messages throughout the year. 

Wondering and questioning was another of Leopold’s ways of knowing nature that was a 

natural component of our program. Questioning is an important element of BC’s language arts 

curriculum (Province of British Columbia, 2010a) and is also an important component for 

developing critical thinking (Province of British Columbia, 2015G). As I considered plans for 

my curriculum I wrote:  

For teaching Leopold’s way of questioning, I'm thin king that 

questioning and wondering will be one of our practi ces during our daily 

walks. I will teach and encourage the children to a sk questions using 

expressions such as Est-ce que, Pourquoi, Comment a nd Quand (Is, Why, How, 

When) while we are outdoors. Additionally, I will t each the children to 

question each other and provide answers related to our songs about nature, 

e.g., Où est-ce qu’il est allé pour faire une prome nade? (Where did he go for 

a walk?) Il est allé dans la forêt pour faire une p romenade. (He went for a 

walk in the forest) (Maxwell, 1986) (My Journal, Su mmer, 2015).  

Throughout the summer period of designing curriculum and throughout the ensuing seasons of 

this study, I made it a habit of considering my objective of using Leopold’s ways of knowing 

nature for providing my students with experiential learning opportunities to support their 
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developing eco-consciousness and language arts competencies and this helped inform my 

curriculum development. 

Traditional transmission-style of teaching versus experiential learning. 

 I was continually influenced by the traditional, transmission style of teaching that I had 

learned in my teacher training and to which I had been accustomed to using in my teaching 

practice. As I reflected, I reminded myself that Knapp, citing ecological educator Smith (2002), 

notes that students should be “creators of knowledge rather than only consumers of knowledge 

created by others” and that their “questions and concerns play central roles in determining what 

is studied” (2005, p. 280). However, as I wondered about how to decrease the amount of chatter 

in English and encourage my children to speak to each other in French during our outdoor walks, 

my traditional training became apparent when I pondered how I needed to try to control the 

situation. I also thought about how I have previously worked to reduce the amount of English in 

the primary FI classroom by providing young students with short, well-structured, models for 

conversations in pairs in which they fill in the blanks with their desired responses in order to 

converse in French with peers. In contrast, I considered those activities that I had previously used 

for giving my students opportunities to speak in French and wondered about extending those 

activities to the outdoors.  

My thoughts and questions about the tension between traditional teacher-centered 

transmission teaching and more exploratory student-centered teaching were reflected in my 

journal. I wondered frequently about finding a balance between the need for developing my 

students’ French oral language skills while also providing them with a less structured 

environment in which to simply be and learn. I was trying to move away from a teacher-centered 
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classroom towards an activity-centered environment for my students. I also knew that I wanted 

to provide my students with time while we were outdoors for running, free movement and fun 

game-like activities such as pretending to move like animals or trees. Sobel (2008) insists that 

any curriculum should provide students with opportunities for outdoor play. As I considered 

incorporating some less structured time during our outings, adding “5-minute field trip” 

(Staniforth, 2009) ideas to my planning seemed like a good place to start.  

As I continued to reflect on experiential learning activities during the first weeks of 

establishing our walking routines, I noticed that my enthusiasm as a teacher was contagious and 

that it immediately had an influence on the children’s perceptions of nature. I realized 

immediately that my modeling of a love of nature and of our local ecosystems would be of 

utmost importance for achieving my objective of supporting the children’s development of eco-

consciousness. However, as I walked with them those first weeks and continued to consider how 

the learning should unfold, I wondered:  

How will I sustain their interest in a daily nature  walk every day for 

a whole year? Will I have to have a new reason each  time for the walk 

and do I need to give them something to look for or  think about each 

time? Or, do I leave it to them to find purpose, ma ke their own 

discoveries and construct their own learning? (My J ournal, Summer, 

2015). 

In the early summer “planning” stages and, in fact, throughout the entire study, I continually had 

to consider and contend with my ideas about needing to transmit knowledge to students versus 

the experiential style of learning that I was trying to accomplish with my students.  
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Conclusion.  

In the above summer curriculum design section, my discussion about placed-based, 

interdisciplinary and experiential approaches provides the setting for both my development as a 

teacher and my students’ learning to emerge and unfold throughout the remaining “seasons” of 

the study. In the three additional sections or “seasons” below, I share how my summer 

“planning” for this type of interdisciplinary PBE experiential learning, based on Leopold’s ten 

ways of knowing, influenced: student engagement, motivation and enjoyment; our 

interactive/shared messages; students’ development of eco-consciousness and sense of place; and 

FI language arts competencies. In these subsequent “seasons,” relating to the fall  “planting”, 

winter “rooting” and spring “blooming” periods of the study (Ferrer et al., 2005), I present the 

findings through the following headings: (a) Exploring curriculum design; (b) Student 

Engagement, motivation and enjoyment; and (c) Emergent Learning.  
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Autumn: Establishing (“Planting”) a Daily Walking Routine 

The autumn “planting” season is a time of action for establishing new learning 

approaches. It is the time of receptivity toward what has been learned while seeking out new 

resources as if “one were planting seeds in one’s inner soil” (Ferrer et al., 2005, p. 315). Autumn 

is the time for preparing the physical space and considering optimum conditions for the creative 

process. The mind should let go of old ways of thinking in order to recognize and offer up 

opportunities in a new cycle of creativity. In the formal educational cycle of learning, autumn is 

the season for trusting and relying on the power of action (Ferrer et al., 2005). 

Exploring curriculum design.  

 
In order to build students’ FI Language Arts competencies in the four language skills of 

reading, writing, listening and speaking in early FI programs, it is important for teachers to build 

on the use, complexity and frequency of oral language. In September/October in early primary 

French Immersion, it is not unusual for children, especially those in Grade 1 who attended 

English rather than FI Kindergarten, to speak in English. My practice for dealing with this is to 

paraphrase the children’s English utterances in French and have the children chorally repeat my 

French translations. I recognized early in the study that encouraging my students to use their 

developing oral French language skills outdoors was going to be a continual consideration. 

The use or lack of oral language in the second language by FI learners is always a 

concern especially outdoors in a dual track school where English is the usual language of 

communication outside the classroom and for recess. There seems to be an almost “magic” line 

between English or French usage as children cross the threshold into the classroom. In previous 
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years, I have had good success encouraging my students to speak French outdoors, as well as in 

the classroom, by using motivational reward systems that are commonly used by many FI 

teachers. These systems are fairly effective despite the fact that they encourage extrinsic rather 

than intrinsic motivation. The development of oral language skills and the use of French for 

speaking and listening was an important consideration during this research as all four language 

skills of reading, writing, speaking and listening support and help the development of each other 

in the second language classroom. Moreover, oral language is considered the foundation for all 

the elements of an early literacy framework (Button et al., 1996). When I report on students’ 

vocal responses in my findings, below, I include clarification (in brackets) to report whether the 

statement was said in English or in French. 

As I was considering my students’ development of French language competencies, I 

continuously looked for ways to motivate and encourage them to speak French and extend their 

knowledge of the French language outdoors. Below, is a reflection that provides a good 

illustration of the fall “planting” season of this study and the students’ developing oral French 

language skills: 

Yesterday, I introduced “Garry” to my students. I h ave found in the 

past that children respond so well to the lone Garr y Oak tree in front 

of the school, especially with such an easy and fam iliar-sounding first 

name. I began the walk by excitedly telling them th at I wanted them to 

meet my favourite tree. Without providing much info rmation about it, I 

said that we would go for a walk around the school grounds so they 

could discover which is my favourite tree. As we wa lked around the 

school, they called out, mostly in English, “Is it a Christmas tree, is 

it a willow, is it a maple, is it a Japanese maple? ”  As we continued 
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walking around, they were able to identify some of the trees, asking, 

for example, if the Japanese maple was “my” tree. F inally, they spotted 

the hugest tree, one of less than a half a dozen tr ees on the school 

grounds – a Garry Oak. Several children called out excitedly, asking in 

French if the oak was my favourite tree, “Est-ce que ça c’est ton arbre 

favori, Madame?”  Some of them were able to identify the tree and ca lled 

it by name (My Journal, Autumn, 2015).  

This initial outing gave me good encouragement that these types of PBE activities would engage 

the students in meaningful and enjoyable outdoor learning.  

Student engagement, motivation and enjoyment. 

I found that I reflected often on student engagement, motivation and enjoyment since 

they are essential to student’s learning and development in any program. Throughout my 

research, I discovered that factors, including the use of puppets, songs and humour, contributed 

to my students’ engagement with the program and thereby supported them in their development. 

These factors were interesting findings that addressed my objective of exploring ways to support 

my students in developing a sense of eco-consciousness and language arts competencies.  

What was surprising and wonderful, the day following the outing discussed above, as we 

came around the corner and arrived in front of the school, several children began calling out 

hello (in French and in English) to “Garry”. This generated a lot of enthusiasm so many other 

children also began calling and chanting hello to the Garry Oak. Taylor called out (in English), 

“Garry, you are the best tree in the whole wide world.” While this was good evidence of student 

engagement and motivation, much of what I wrote in my reflective journal during those first 

weeks was in the form of my wondering and planning for achieving my objectives of developing 
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eco-consciousness and supporting French language skills. For example, I wrote, “How do I 

engage the children outside in a way that they’re m otivated and not just 

seeing our outdoor time as another recess period?  (My Journal, Autumn, 2015).  

 To increase motivation to learn outside, I thought that it would be helpful to engage the 

children in some decision-making and responsibility around our nature walks and nature-

journaling outdoors. I wrote:  

I could tell the children that we’re looking for th e ideal, safe, 

magical and favourite places for nature journaling.  I could ask for 

their input on it and that could be an assignment o ne sunny day where 

we could move around the playground and look for th e best spots for 

Leopold’s way of seeking solitude and reflection in  nature (My Journal, 

Autumn, 2015). 

I felt that providing them with the opportunity to help plan our walks and think about what we 

would do outdoors would be a good way to help the students’ levels of motivation about the 

program. However, I did have concerns about the level of engagement in the first weeks, 

especially with one of my younger students. I wrote:  

At first, Jamie was not looking at the Smart Board (SB) as we did our 

shared writing today. She was not engaged and I fee l that she lacks 

confidence as a reader. Perhaps she feels that she could not understand 

anything that was being written or could not contri bute to the 

creation/writing of the message...But as the weeks have passed, she is 

engaged, looking at the SB, giving her input, her e yes telling me that 

she is motivated, interested and engaged in the int eractive/shared 

writing process (My Journal, Autumn, 2015).  
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I was confident that directing Jamie’s attention to the writing and repeated readings of these 

meaningful messages derived from our daily nature walks would help to build her confidence. 

Roth and Guinee (2011) explain, “Because the children actively participate in the writing of the 

text and read it many times in the process, the intention is that they create text that is accessible 

and readable” (p. 335).  

A further reflection I made about facilitating student engagement and motivation was 

pondering how to best make changes to the classroom environment to reflect a “Nature is our 

Teacher” theme (Verhagen, 2008). I wrote: 

I really like the idea of transforming my calendar corner into a nature 

corner. I can do this by putting up branches, leave s, trees, mobiles, 

hanging our daily IW [interactive/shared writing] m essages from the 

fishing line and making use of vertical space!! I w ant to try to create 

an outdoor environment with branches, trees, etc. a nd thereby break 

down the boundary between indoors and outdoors. I c an make this 

relevant and fun and give the children ownership by  having them help 

collect the materials for this project (My Journal,  Autumn, 2015).  

This was a successful activity as I noticed that children were always motivated and happy to 

collect materials and contribute their work to our nature corner. 

Puppets. 

One of the major findings, as I continued to reflect on ways to engage and motivate 

students with our outdoor learning theme, was that the children were highly motivated by my use 

of puppets. I had been introducing a few of my classroom puppets to the students and noticed 

that the children were engaging happily with what the puppets had to say about our walks, about 
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nature and about other aspects of our program. I realized quickly that the puppets were an 

important tool for student motivation and that it would be extremely helpful to take the puppets 

outdoors with us. Following one of our walks in September, I wrote: 

I took the emotions cards outside with us for our o utdoor learning 

activity today. Using the cards, I asked the childr en how they thought our 

puppet, Victor Vert, was feeling and why. Then, I a sked them to go to their 

own spot on the grass to think about how our puppet  friend was feeling and 

how they were feeling themselves [I was incorporati ng Leopold’s way of 

seeking solitude and reflection into our outdoor le arning]. One of the 

students said that our Victor puppet liked all the green that he could see 

because it was the same color as him (My Journal, A utumn, 2015).  

Back inside that day, we wrote our interactive/shared message and we noted how our green 

puppet friend, Victor Vert, had been feeling outside. Following that, I gave the children the 

opportunity to work in the nature journal and write sentences or words to label the image. Many 

children showed the green puppet in their image and included labeling (in French) to show how 

the puppet was feeling.  

The children’s drawings, placed amongst the narrative of the four seasons of this study, 

string together “the concrete, small details of [our] real-life dramas” (Cadwell, 2003, as cited in 

Parnell, 2011) and, I believe, communicate the children’s reactions to our shared outdoor 

experiences during this study. In the words of van Manen (1990), these samples of the children’s 

nature journal drawings are the “transcended configurations” of the children’s lived experiences.  
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Figure 1. Victor Vert Leads the Class on a Walk in the Sunshine 

In the illustration, in Figure 1, the child depicts our puppet friend, Victor Vert, on my hand 

leading us on a walk towards the trees. The smiling faces and joined hands illustrate a happy, 

interconnected group heading out amongst the natural elements of blue sky, sunshine, birds 

flying overhead and fall-coloured leaves blowing in the wind.  

When I reflected on the activities of our walks with the puppets and the emotions cards 

and on other similar outings, I noted that these tools helped with our discussions around feelings 

about being outdoors and that the children were highly engaged in their learning. By bridging the 

outdoor and indoor learning experiences, their French vocabulary for colours, emotions and 

outdoor items was developing, as well as their level of engagement. 

Songs. 

Another important finding was that the use of songs related to nature was also an 

effective way to support the students, not only in their language development, but also in adding 
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to their level of motivation, engagement and enjoyment. In my journal early in October, I made a 

note reminding myself to keep up “with my regular practice of starting the day with 

songs, keeping the best ones that are going to be r elated to our nature 

focus”.  I noted further, “Find the songs with a nature connection because si nging 

is one aspect that I love about teaching and the ch ildren love and learn from 

it”.  The first song that I introduced “Pour Voir les Animaux” (Maxwell, 1986) is about going 

into the forest to see the animals. It is an upbeat, fun song about nature that the students often 

asked to sing over and over again. 

Emergent learning. 

Leopold’s ways of knowing reflected in our interactive/shared writing messages.  

An important objective of this study was to determine how Leopold’s ways of knowing 

nature could help development my students’ sense of place and eco-consciousness. Another 

objective was to use my reflective teaching practice in order to explore the French Immersion 

language arts program with a focus on outdoor learning. I, therefore, began reflecting early in the 

study about how I would use our interactive writing messages about our outdoor experiences, 

based on Leopold’s ways, to bridge the outdoor and indoor learning environments and further 

develop my students’ reading skills. I wrote in my journal (Autumn, 2015), “How do I 

transform our interactive writing messages to readi ng experiences especially 

for a Grade One child like Jamie who does not appea r to be paying much 

attention or looking at the Smart Board”?  As I continued with the iterative steps of 

wondering, reflecting and exploring, I was motivated to look for information and read many 

educational resources about the novel approach to teaching language arts I was using for this 
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study. Through this research during the months of data collection I learned, for example, that (a) 

I could efficiently integrate the daily interactive/shared messages with calendar time (Biddell, 

2007); (b) the power of the message-writing lesson “lies not in the length of the text constructed 

but in the quality of the interaction” (Button et al., 1996, p. 449), and (c) our messages could be 

used later for read-aloud and silent and shared reading (Ritterskamp & Singleton, 2001).  

The children and I wrote many interactive/shared writing (IW) messages, a practice that I 

was able to keep up with most days during the course of the data collection. (The entire body of 

our IW messages is in Appendix 4.) Noting that my PBE program of daily nature walks was 

based on the use of Leopold’s ten ways of knowing nature, I present examples, in each section of 

my findings, of our IW messages and how they relate to several of Leopold’s ten ways of 

knowing. In this section, I discuss four of Leopold’s ways of knowing that we focused on in 

autumn: (a) observing seasonal change, (b) finding beauty, (c) wondering and questioning, and 

(d) seeking solitude and reflection. I also provide examples of some of our IW messages that 

relate to these four ways of knowing nature.  

Observing seasonal change. 

 
“During every week from April to September there are, on the average,  

ten wild plants coming into first bloom” (Leopold, 1949, p. 44). 

One of Leopold’s ways of knowing nature is observing seasonal change, a familiar 

practice in the early primary classroom. Observing and being conscious of the changes that occur 

during the seasons  help students become aware of what is currently happening in the local 
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landscape (Knapp, 2005). In our IW message, we wrote about our puppet friend, Annie Lamb, 

seeing the changing autumn colours of the small maple tree on our school playground: 

C’est l’automne. Annie Agneau voit des feuilles d’érables rouges et vertes. 

Finding beauty. 

“Such an October gentian, dusted with tamarack gold, is worth  

  a full stop and a long look, even when the dog signals grouse 

 ahead” (Leopold, 1949, p. 57). 

 Finding beauty is another of Leopold’s ways of knowing nature. I found that children 

have a natural affinity for beauty. Taking time to notice the delights of nature can help them 

develop love and respect for their locale. Teachers must provide children with time and 

opportunities to look for the aspects of nature that they find, personally, to be the most beautiful 

(Knapp, 2005). I often stopped during our walks and made a point of expressing my appreciation 

for such things as the beautiful trees, the colour and formations of the clouds and the pretty 

plants that we observed around the school. The use of puppets was also a good tool for 

demonstrating a love of our place in the world. These experiences often made their way into our 

IW messages. On one occasion we wrote about our puppet, Youpille, and how he had gone into 

the forest to see and enjoy the fall colours: 

Hier, c’était le premier jour d’octobre. Youpille est allé dans la forêt pour voir les feuilles 

multicolores. 

Wondering and questioning. 

“If I could understand the thunderous [goose] debates that precede and  

follow these daily excursions to corn, I might soon learn the reason for 
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the prairie-bias” (Leopold, 1949, p. 20). 

I found Leopold’s way of wondering and questioning to be another natural practice in the 

classroom because it is an outcome of the language arts program and an important skill for 

developing reading comprehension. By questioning and wondering about outdoor observations, 

students can become aware of the various elements of an ecosystem and how they are 

interrelated (Knapp, 2005). Throughout this project, I encouraged children to ask questions that 

related to many aspects of nature. For example, when I brought some gourds and pumpkins to 

school for a seasonal display, we wrote in our IW message that I had been to a farm on the 

weekend. We also wrote some questions that arose during our discussions as I encouraged the 

children to wonder about why and with whom I had been to the farm. We wrote :  

Hier, c’était dimanche. Mme Varga est allée à la ferme. Pourquoi et avec qui?  

We followed up this writing activity with discussions (in French) about visits to local farms to 

buy seasonal produce and pumpkins. The children enjoyed engaging in the make-believe fun of 

asking me (in French) which puppet went with me on the outing.  

Seeking solitude and reflection. 

“I sit in happy meditation on my rock, pondering, while my line  

dries again, upon the ways of trout and men” (Leopold, 1949, p. 39).  

Leopold’s way of seeking solitude and reflection was a practice that the children 

especially enjoyed. They were happy to sit outdoors and reflect on a topic for a few minutes and 

seemed to thrive on the solitude. They especially took pleasure in the opportunity to work on the 
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nature journal outdoors. Knapp (2005) states, “Time alone, away from others in the group, can 

provide reflection opportunities to absorb the meanings of the place and consider humanity’s role 

in the process of life” (p. 283). Following the activity when the children had time alone to reflect 

on their feelings about being outdoors, we wrote in our IW message that our puppet friend, 

Victor Vert, enjoyed being out in the sunshine:  

Victor Vert se sent content parce que le soleil brille. 

I found that time alone in nature seeking solitude and reflection was helpful for me as a reflective 

practitioner in developing my own sense of place and to the students in their development of eco-

consciousness and sense of place. I felt that their developing eco-consciousness, perhaps 

supported by solitude and reflection in our place in the world, along with Leopold’s other ways 

of knowing nature, was reflected in their levels of motivation and engagement, their responses 

and some of their drawings. 

Eco-consciousness and sense of place. 

One of my objectives during this project was to help my students develop eco-

consciousness and a sense of place, while supporting their development in language arts 

competencies, through a program of PBE. As previously stated, my reflections during the initial 

weeks of the project were about how to best deliver the program. I was reflecting also on how I 

could best encourage a love of nature and help my students connect to the local landscape. I 

wrote:  
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Yesterday we did a little walk right after recess. We started walking 

in a straight line, but the children were still in recess mode, 

chatting, poking each other, etc. So, I gathered th em into their little 

groupings of two or three to shorten the line-up an d try to keep them 

closer to me ( My Journal, Autumn, 2015 ) . 

I continued to wonder about how to get the students really connecting to nature as we walked 

outdoors, especially following recess when there was so much energy and excitement in the line-

ups. I quickly realized that I needed to help the children re-focus by providing them with some of 

the required daily physical activity and then giving them a calming exercise. I assigned them 

three quick laps running up and down the ramp leading to the school’s front door. They happily 

completed this activity and it helped to dispel some of their residual recess energy. Then, I led 

them in a figure eight configuration walking around two large circles that are painted on the 

blacktop for the tetherball courts. This Brain Gym exercise (Brain Gym® 

International/Educational Kinesiology Foundation, 2015) requires students to pass in front and 

behind each other as they meet at the intersections of the figure eight. Once we completed this 

exercise, I found that the children were much more focused on walking and observing the forest 

across from the street and the trees, plants, birds and other animals that can be seen around the 

school grounds.   

As I continued to reflect on the transitions from recess, when we often did our nature 

walks, I noticed that the children would continually greet “Garry” and often comment on 

something new they noticed about him before we sat down, close by on the school stairs, for a 

habitual stop during our walks. I wrote:     
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Garry is often the focal point. We sit there, after  stopping to observe 

him, and I read a story or poem to get them into le arning mode. We are 

doing part of our language curriculum outside. Late r in the spring, 

they will be able to read their books and the fairy  tales they have 

written outdoors, under the Garry Oak tree. They ar e first brought into 

a calm space, we have our routines for getting focu sed, we have our 

observations of Garry and then I give them an addit ional, specific 

focus for our daily walks (My Journal, Autumn, 2015 ).  

Using “Garry” as a stopping point and focal point and establishing daily physical activity and 

focusing exercises became a very good starting point for establishing the routines of our daily 

walks. Because the children were so focused on and enjoyed our visits with “Garry,” I found that 

many of their illustrations, as in Figure 2, reflected their emergent understanding of the 

importance of the Garry Oak ecosystem in our part of BC. There were always many acorns to be 

found on the school grounds and they were often collected and added to our nature corner in the 

classroom.  

 
 
 
 
 
 
 
Figure 2. Acorns in our Resident Garry Oak 

Tree 
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I continued to reflect on how to use my focus on nature walks to help develop a sense of 

place for my students. I thought about the different sites in the neighbourhood that would provide 

my students with knowledge about the interconnected elements of different ecosystems and an 

understanding of their community. In my reflections, I noted a reminder to myself: 

Make sure we go to all the different habitats in th e neighbourhood and 

on the university grounds, e.g., the temperate rain  forest, the 

cottonwood forest, the headwaters of our local wate rshed, the Garry Oak 

meadow, the horticultural garden, the community foo d gardens, the cedar 

trees, the beach, etc. (My Journal, Autumn, 2015). 

I felt that occasional experiences in numerous and different habitats and ecosystems off the 

school grounds would provide my students with further understanding of their place in the world. 

Reflective journaling was a helpful tool for keeping track of my ideas and reminding myself to 

make plans for the numerous off-site learning experiences that I wanted for my students. 

Weather. 

During one of our initial fall outings, walking on the school field in the morning fog, I 

suddenly thought of an idea for further providing connection to our surroundings. The children 

were enjoying being out in the fog so I thought it would beneficial to relate our experience to the 

weather theme of a song that I had recently taught (Diamond, 2001). Quoting a line from the 

song, I told the children that our puppet friend, Youpille, had told me that he “lost his feet in the 

fog”. I wrote:  

During our walk in the fog today, I thought of our Youpille puppet and 

told the children that he had said to me, “J’ai perdu mes pieds dans la 
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brume (I lost my feet in the fog)”.  The children were amused and 

responded happily. Talking about the puppet really helped to focus 

their attention.  I asked them to go looking for th eir feet in the fog 

and while they were looking closely at their feet t o look for what else 

they could find in the grass. They found clover flo wers, deer 

droppings, dandelions and dandelion seeds, little t iny daisies and 

dried-up leaves. The children really enjoyed observ ing and were really 

focused on looking closely at the grass. Then, we w ent back inside and 

made a list of all that we had found in the grass ( My Journal, Autumn, 

2015). 

The children always seemed motivated and never tired of talking about the weather. Our weather 

discussions provided a nice link between the social studies outcome (Province of British 

Columbia, 2010a) of identifying daily weather conditions and Leopold’s way of observing 

seasonal change.  

I was feeling encouraged by our initial outdoor learning activities and was thinking that 

they were really beneficial in helping the children connect to nature around the school grounds. 

One day, as we were sitting under the trees behind the portables, one of the girls came to me 

unprompted and said enthusiastically (in a sentence of combined French and English), “I felt the 

wind on my face and it made me feel happy”. These were the kinds of welcome comments that 

reinforced my belief that regular exposure to nature was helping my students develop a love of 

nature and eco-consciousness.  

French Immersion language arts competencies. 

Because one of the focuses of this project was on using our IW messages about our daily 
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nature walks to support my students’ learning to read, I constantly reflected about ways to 

develop their language competencies and, specifically, their reading:   

After reading some of the literature about the writ ing/reading 

connection, it’s becoming clear in my mind that I n eed to print those 

IW entries for a class big book for the children to  illustrate, one 

child per page. Also, I need to print off large pag es of the entries 

for a one-week period and display these in the cale ndar corner ( My 

Journal, Autumn, 2015 ). 

I also felt that it was an important follow-up for the children to see those previous weeks’ IW 

messages in the classroom. It would be an additional way of providing them with a print-rich 

classroom environment that reflected their outdoor experiences.  I noted further: 

I need to set up the calendar corner with high freq uency word lists 

that we generate from our IW messages. I can also h ave the children 

look back at our messages each week to look for sea sonal theme words, 

prepositions and the French sound blends of the wee k (My Journal, 

Autumn, 2015).  

During my initial reading evaluations early in the year, I noted that we needed to focus on 

skills such as (a) recognizing the letters of the alphabet; (b) using knowledge of French sound 

blends to decode; (c) developing a high frequency word vocabulary; and (d) developing 

comprehension skills such as predicting, visualizing and questioning (Province of British 

Columbia, 2015b, 2015c). As I continued to develop my language arts program based on our 

practice of writing, reading and analysing our IW messages about our outdoor experiences, I felt 

confident that the approach was providing a good basis for my students’ developing FI language 

arts competencies. 
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Winter: The “Rooting” of Our Walking Routines  

In the Four Seasons of the Integral creative cycle, the winter “rooting” season can seem 

like a dormant stage in the garden, appearing as if little is happening in the creative process. 

However, “tremendously powerful and creative forces are actually at play in the darkness” 

(Ferrer et al., 2005, p. 315). It is during the dark season of winter that the mind needs to cultivate 

a patient receptive approach to and a humble respect for the process of the study. I worked to 

accept not knowing by reminding myself of the systems-thinking mindset of “acknowledging the 

certainty of uncertainty” (Ison, 2010). Supporting activities that help to honour and support the 

dark winter season of the creative process include nature walks, meditation and “paying attention 

to synchronicities” (Ferrer et al., 2005, p. 316). These practices were especially helpful during 

my study as I regularly worked at my reflective practice by sitting in a quiet place or walking out 

in nature. 

Exploring curriculum design.  

Noting that an objective of this study was to use my reflections to gather data and explore 

my teaching practice to provide support for my students in developing language arts 

competencies and a sense of eco-consciousness, I continued with the instructional design steps of 

reflecting on, evaluating, refining and implementing the modifications and improvements to my 

program. As a teacher and reflective practitioner, I was continuing to learn by doing (McLaren, 

2014). I continued to work at taking an interdisciplinary approach to my teaching while 

providing my students with a PBE program of outdoor and experiential learning experiences. 

As I reflected further on student engagement outdoors, especially due to my concerns 
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about post-recess chatter and energy levels, I was considering techniques such as using the 

Mind-up chime (Hawn Foundation, 2011) for breath-work exercises and reading aloud from 

books of short nature-related poems or reflective meditations for children. I noted that Staniforth 

(2009) suggests “transition activities” to reduce the children’s chatter that “takes away from time 

that could be used to observe, listen and further connect with the world around them” (p. 47). As 

I implemented transition activities and the children became more familiar with our routines, I felt 

that our outdoor walks were becoming increasingly successful. 

Reflecting on the ten ways of knowing nature (Knapp, 2005), I noticed that the children 

were easily and naturally inclined to Leopold’s way of empathizing with and personifying 

nature. Because the children continued to call out “Salut” (hello in French) to “Garry” as we 

passed by, I considered ways to encourage their interest and excitement about the Garry Oak 

tree. I made a “Garry” puppet that I took out with us on our walks along with our other puppets. 

Also, I was excited to find a downloadable teacher resource for oak ecosystems from the Centre 

for Ecoliteracy’s website (2015). Since “Garry” had quickly become a focal point for the 

children on our daily walks, I was thinking that the oak ecosystems resource could be an 

excellent starting point for considering the Garry Oak ecosystem as a central focus to my 

program over the following months. This local ecosystem would be an effective way of (a) 

incorporating Leopold’s way of connecting elements in cycles; (b) applying the Gaia hypothesis 

that organisms interact in complex systems (Ireland, 2007; Lovelock, 1989; Meadows, 2008); 

and (c) creating a larger, unifying theme for curriculum integration. 
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 As part of my interdisciplinary programming, many of the language arts learning 

experiences I planned were related to our classroom nature theme and our science and social 

studies curriculum. For example, we did an extended unit on owls that culminated in a classroom 

owl presentation by a naturalist from the local nature sanctuary. Additionally, during a Christmas 

unit that I typically do about “Gift Givers from Around the World,” I shifted the focus this time 

by encouraging the students to describe the horses, reindeer and other animals that accompany 

the gift givers. Finally, due to the children’s interest in “Garry,” I continued to incorporate 

aspects of our local Garry Oak ecosystem as an interdisciplinary focus for my planning. 

During this stage of the project, I also considered other community members who would 

serve as mentors for us and help teach about past uses of the land as we explored our locale. 

When beginning this study, I planned for taking my students off-campus for our walks a few 

times each month so they would get more experience with Leopold’s way of knowing local 

history. I, therefore, contacted the local natural history society to arrange for some volunteer 

naturalists to share their wisdom with the students and provide them with some inter-

generational learning during neighbourhood nature walks. I also made arrangements for two of 

our school district’s Aboriginal facilitators to visit our classroom and lead us on some walks near 

the school. Additionally, I invited members of the local high school’s eco-team to lead a walk in 

the forest to look at indigenous and native plant species.  

 As we continued our daily walks in this winter season of the project, I noticed that the 

children were becoming particularly aware of and observing seasonal changes that took place 

around the school. I was happy to see that children were often initiating many of these 

observations without my prompting and they were sharing them with the other children.   
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Below is an excerpt from my reflective journal to illustrate how our walking routines were 

becoming well established during this winter “rooting” season of the study:   

As we came around the corner of the school today, J esse called out (in 

French), “Look at Garry! His colour has changed!” S o, as the others 

were arriving from around the corner, I gathered th em, showed my 

surprise and asked them to look up to discover what  Jesse had noticed 

up high and behind the school. Quinn said (in Engli sh) that Garry has 

brown leaves now. Many of the others were excited t o run over and see 

Garry in his fall coat, as I described it to them i n French. When they 

arrived, Alex said (in English) “Garry’s losing his  leaves,” and they 

ran over to pick them up. Then, they began to excit edly jump in the 

piles and throw the leaves. They were easily corral led back to the 

steps where I often gather them and I read them a s tory from the owl 

storybook (Lobel, 2012) (My Journal, Winter, 2015/1 6). 

Because some of my younger students were still not accustomed to speaking French 

outdoors, as my Grade Two student had modelled in the quotation above, I translated many of 

their English utterances into French and then had all the children repeat these translations 

chorally. In order to continue encouraging the use of oral French language outdoors, I had to 

continually give positive feedback for any French utterances and provided the students with the 

vocabulary to rephrase their sentences into French. Because I was always striving to keep my 

students “immersed” in the French language, the use of oral French language was necessarily an 

essential consideration during all of our outdoor activities. Despite my continual concerns about 

oral language, the kinds of daily occurrences, such as the one I noted above, were providing me 

with encouragement and confidence that our daily walks were giving the children opportunities 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

104

for joyful and meaningful outdoor experiences. In this instance, they had used their senses to 

interpret their observations, one of the science learning outcomes, and they demonstrated 

Leopold’s ways of finding beauty; empathizing with and personifying nature; and observing 

seasonal change.  

Student engagement, motivation and enjoyment.   

 I was noticing that the children were often demonstrating signs of engagement, 

motivation and enjoyment on our daily walks. I was continuing to consider and vary Leopold’s 

different ways of knowing nature as I reflected on and planned for our outings. One day in 

November, we walked around the perimeter of the school grounds to look at the various trees in 

neighbouring gardens. The children were keen on looking at and pointing out the different 

shapes of deciduous and coniferous trees. I was modeling Leopold’s way of wondering and 

questioning by verbalizing my wonderings about the trees. In my journal, I wrote: 

Some of the children are very receptive to and moti vated by my 

questions about the trees. Some of them were keen t o answer questions 

about a spruce tree that looked different from the others. One child 

pointed out that the spruce doesn’t have leaves, bu t needles, and 

another pointed out that it’s blue (Winter, 2015/16 ).  

I was happy to see the children so engaged by my questioning and eager to share their previous 

knowledge about trees during this outing so I continued to verbalize my wonderings whenever 

the opportunities arose.  
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Weather. 

While I had previously noted that weather was a positive contributing factor to eco-

consciousness, I noted in my some of my winter reflections that weather was also a deterrent for 

student motivation for being outdoors. I noted some initial negative responses to prolonged 

outings off campus during cold, damp weather. Taylor was not dressed properly for our 

excursion to the university campus with volunteer naturalists from the local natural history 

society. She became moody and lethargic during the walk. Despite the fact that we had found a 

hat for her to wear, she complained to me about having to be out in the rain. She stated 

emphatically, “I don't like nature walks” (My Journal, Winter, 2016). However, I noted a 

complete change in her demeanour a short time later during the same outing when it was still 

raining. When we stopped to jump in a pile of leaves, she said, “Ah, this is great, I’m getting to 

be a child again!” I was encouraged by this quick shift of attitude and felt that this student’s 

earlier complaints had been mostly about wanting my attention and less, in fact, about being 

outdoors. This finding also demonstrates the enjoyment of play and how adding an element of 

play helped to alter the student’s response to being outdoors in rainy weather. 

There was only one other child who expressed unhappiness about being out in inclement 

weather when we did another off-campus excursion a few weeks later. I wrote: 

Blair was looking very unhappy toward the end of th e walk, starting to 

cry from being chilled, but she was fine once we go t back into the 

classroom. So, it would be useful to have the child ren talk about some 

of the things they didn’t like about the walk and w ho does and who 

doesn’t like to walk in the rain. Maybe I need to p ull out a rubber 
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duck or a frog or toad puppet who loves the rain to  model enthusiasm 

for damp weather outings (My Journal, Winter, 2015/ 16).  

 Despite those initial responses of the two girls, I was feeling confident that future outings 

would help build their stamina and that all the children would respond well once our walking 

routines were well established. Also, recognizing that physical comfort level is important for 

learning to occur, I noted that it was important to make sure that children were all well prepared 

with appropriate clothing for our outings. Keeping extra clothing, such as hats, mitts and 

rainwear, in the classroom seemed an easy solution to this difficulty. Even though two children 

had reacted to the inclement weather, I had reflected that our two nature walks off-campus had 

been successful. When I sat down later to reflect on the second outing, the invasive and native 

plants excursion, I wrote, “I can say that it was a very successful nature wal k as 

the children were extremely engaged (My Journal, Wi nter, 2015/16).  

While weather had proven to be a deterrent, on those few occasions, I also noted during 

the winter season how significant the weather was to the students and how in tune to it they 

seemed to be. I was finding that weather was also a positive factor for student interest and 

motivation. The children enjoyed discussing weather during our calendar routines and they 

enjoyed singing about it and writing about it in our IW messages. They noticed changes in 

weather throughout the day and often stopped to report the changes they noticed through the 

classroom windows. Varying weather vocabulary was proving to be an important contribution to 

French vocabulary development. They especially enjoyed learning and repeating new French 

expressions about the rain such as “il pleut des seaux/il tombe des clous” that are parallel to our 

English expression “it’s raining cats and dogs”. 
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Library books.  

I was noting often during this period that the children seemed to be very engaged and 

motivated by our daily walks and writing about our experiences together. One afternoon, as I sat 

and reflected in my quiet spot out in nature at the end of my teaching day, I wrote:  

We did some very good IW message-writing together a nd the children used 

that information for their journals and the carnet de naturaliste 

[nature journal]. A very good day! I’ve noticed, to o, that the children 

are signing out lots of books on nature in the libr ary and wanting to 

share them with me. Last week, Brett was excited to  show me the large 

selection of books about owls in the library’s Engl ish collection. He 

wanted me to sign them out for the classroom (My Jo urnal, Winter, 

2015/16).   

 I was noticing during our weekly library visits that the children were very excited to show me 

books about animals, plants and trees especially if they were able to make connections with the 

themes, such as owls, that we had been covering in class. This enthusiasm in the library was 

encouraging as I felt that it was providing me with further evidence of the children’s level of 

motivation and engagement for our classroom focus on nature. 

Daily physical activity. 

 Very early on in the study, I began to realize that daily physical activity was an important 

factor for student motivation. When I began providing consistent opportunities for running, 

climbing and vigorous bouts of activity as a beginning routine to our nature walks, I noticed that 

the children were happy and eager to begin our outdoor portion of the day. I noted:  
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The children are getting used to our nature walk ro utines. I am less 

concerned about the initial chatter and energy from  recess as I think 

they are still wound up by all the noise of all the  other classes 

lining up. So, instead of trying to get quiet, I le d them away in a 

line, up the slide, down the climbing equipment and  continued behind 

the school. They loved following me up over the equ ipment (My Journal, 

Winter, 2015/16). 

This was an important reminder to me that children are always happy to run and play, as had my 

student who became happier when we played in the leaves. These reflections are consistent with 

the findings of Wheeler et al. (2007) that outdoor learning is usually more fun and that student 

enjoyment will lead to further engagement and motivation. With this in mind, I planned to 

provide for some of their daily physical activity (known in the BC curriculum as dpa) by 

incorporating this outcome with my nature walk routines. During the following weeks, as we 

continued with our three laps around the ramp routine before beginning our walk, I was pleased 

to note that there were many smiling faces as the children ran toward me completing their run.  

Puppets. 

 As I had noted early on in the fall season, the puppets continued to be a very important 

source of engagement, enjoyment and motivation for the children. I made a point of bringing one 

of our puppet “friends” out with us each time we went for a walk. I noticed that the children were 

much more engaged if I used a puppet’s voice to relay information to them. The children were 

also showing signs of affection for our puppets. I wrote: 

Taylor asked me today if she could carry the puppet  that I brought 

outside with us. She was happily throwing some leav es in the air and 
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kept the puppet with her the whole time as we jumpe d in and threw some 

leaves while walking under the copse of Garry Oaks.  She walked, hugging 

the puppet and caressing and patting him the whole time we were 

outside. When we were back in the classroom and she  was seated on the 

floor she continued to hug the puppet (My Journal, Winter, 2015/16).  

I also noted that the children were asking to do their silent reading time with the puppets on their 

hand or cuddled up next to them. I think children’s natural affinity for animals is evident in their 

love of stuffed animals. Because of the children’s affection for them, our classroom puppets were 

helping to connect our indoor and outdoor classrooms. It was also clear that the children were 

demonstrating Leopold’s way of empathizing with and personifying nature. 

Songs. 

Our songs about nature also continued to be a source of pleasure for the students during 

the winter season of the study. The children often asked me to play the same songs for them. 

Singing these songs was a wonderful language activity for them as we often re-read and recited 

the lyrics before we began to sing. Following an outing on a very rainy day, I noted a further 

change in the child who had previously declared that she did not like nature walks. I wrote: 

Taylor was walking next to me on the walk today. Af ter a little while, 

she said, “ Madame, I can’t get Charlotte Diamond’s song out of  my 

head .” I asked her which one and she started to sing “A ujourd’hui il 

pleut, le ciel pleure…” She was singing Diamond’s ( 2001) weather song 

and singing the part about it raining today. Morgan  and Cameron joined 

in and we sang the song together as we walked along  down the path. 

Taylor was smiling and appeared very happy to be ou tdoors singing (My 

Journal, Winter, 2015/16).   
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This student, Taylor, was a reluctant French speaker at the beginning of the year. The fact that 

she was reciting a song in French for me, particularly one related to rainy weather, was another 

sign that students were enjoying and becoming motivated by the connection to nature through 

our songs. 

Emergent learning. 

Leopold’s ways of knowing reflected in our interactive/shared writing messages.  

 We continued with our IW messages, based on Leopold’s ways of knowing nature, most 

days throughout the winter season. I also continued to reflect on ways to vary and extend our 

messages and keep them interesting for the children. I noted in my journal during a stormy, 

windy weekend: 

Thomashow (2002) talks about going out to see falle n acorns after a 

storm, reminding me that we should go out on Monday  to see what has 

fallen from the windstorms over the weekend. Maybe we will write about 

the speed of the wind from the weather report, abou t damage that 

occurred and what evidence we find from the storm o n the school grounds 

(My Journal, Winter, 2015/16).  

I found on Monday following our walk, as I did on many other occasions, that the children were 

very excited to tell me about weather events from the weekend. Several reported damage that had 

occurred due to the heavy winds. We had good discussions about these weather events and these 

discussions led to meaningful and interesting messages about seasonal changes, one of 

Leopold’s ways of knowing nature. 
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Another finding related to our messages was that the children enjoyed the challenge if, on 

occasion, I wrote a fill-in-the-blank cloze message for them ahead of time. This was especially 

useful if we were lacking time for doing our interactive/shared writing together or if we had 

some news to catch up on after several days. One day a short time later, I provided a cloze 

message and put the four needed words to complete the sentences at the bottom of the Smart 

Board screen. Later, reflecting on this activity, I wrote:  

Presenting the cloze sentences provides a quick way  of giving some 

information about the previous days. The children w ere very engaged by 

the cloze sentences and were keen to figure out the  words that go in 

the blanks. I was very happy to see them offer info rmation about the 

tree that had fallen during the windstorm. It gave us lots of 

interesting news to share for our messages (My Jour nal, Winter, 

2015/16).  

In the section, below, I discuss three more of Leopold’s ways of knowing and I provide examples 

of some of our IW messages from our winter season that are associated with them: (a) 

empathizing with and personifying nature, (b) connecting elements in cycles, and (c) knowing 

local history. 

Empathizing with and personifying nature. 

“It is warm behind the driftwood now, for the wind has gone  

with the geese. So would I—if I were the wind” (Leopold, 1949, p. 67). 

By envisioning living and nonliving elements as “persons” worthy of our empathy, we 

can better relate to and connect with various aspects of nature (Knapp, 2005).  In the primary 

classroom, we often encourage children to personify nature by running like the wind; performing 
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animal yoga poses; playing predator and prey games; and crawling, hopping, galloping and 

slithering in the different ways that animals move. I used activities such as pretending to be 

animals in the classroom when we needed movement breaks, for building vocabulary in an active 

way and as a fun exercise outdoors. I found that personifying “Garry” came naturally to the 

children as they had begun greeting the tree and calling “him” by name during our initial walks 

around the school, as described early on in the study. The children responded happily, with lots 

of giggles, when I said (in French) that poor “Garry” was completely nude in response to Alex’s 

observation that all the oak leaves had fallen during the windstorm. We wrote : 

Pauvre Garry est tout nu à cause du vent. 

Besides our daily encounters with “Garry,” the frequent opportunities to imitate animals and the 

use of puppets gave the students many occasions for empathizing with and personifying nature.   

Connecting elements in cycles. 

“Those ashes, come spring, I will return to the orchard at the foot  

of the sand hill. They will come back to me again, perhaps as  

red apples, or perhaps as a spirit of enterprise in some fat October  

squirrel, who, for reasons unknown to himself, is bent on planting 

acorns” (Leopold, 1949, pp. 17-18). 

By viewing nature and culture as interconnected cycles and considering the 

interrelationships of their structures and makeup, new discoveries and deep understanding can 

often result (Knapp, 2005). In addition to noticing seasonal changes during periods of heavy 

winds and winter weather, we had many good conversations about the resulting tree damage. The 

children were able to contribute previous knowledge about what happens to fallen leaves, 
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branches and trees. They demonstrated good understanding of Leopold’s way of connecting 

elements in cycles when we discussed how decomposed leaves and plant matter return to the soil 

so new trees can grow. We were also able to connect our classroom worm composting to these 

discussions since the children understood that earthworms help to break down matter to create 

new, enriched soil. During the season of heavy rains and winds we wrote several messages about 

extreme weather and its consequences. In our IW messages, we wrote:  

Hier, il pleuvait des cordes et il y avait une tempête de vent. Un arbre est tombé sur le fil 

électrique. Il y avait une panne d’ électricité.  

The children were able to understand the interconnections between these extreme weather 

events, the resulting fallen trees and leaves and how this matter would cycle back into the soil. 

They were able to see these elements connecting in cycles and understand that, as these 

interconnected cycles take place over time, they lead to the history of change. 

Knowing local history. 

“It may have been the wash and wear of the emigrant traffic that  

bared this road bank, and thus enabled this particular acorn to  

spread its first leaves to the sun” (Leopold, 1949, p. 7) 

By examining evidence of human history, uses of the land and changes due to natural 

events, one can uncover clues about local natural and cultural history (Knapp, 2005). Because it 

is part of the Grade One and Two social studies and science requirements and I was emphasizing 

the local environment in my PBE program, I felt that it was important to provide my students 

with information about local natural history and changes in our neighbouring landscape that have 

occurred due to human activity. It was particularly helpful to have our District Aboriginal 
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Facilitators lead some walks and share their expertise about the Aboriginal history in and around 

our city. The children learned about Aboriginal uses for native plants and about hunting, foraging 

and survival methods in the local landscape. Following one of our Aboriginal history walks, I 

wrote in my journal that we had managed to cover five of Leopold’s ways of knowing nature on 

one walk: 

I realized on our walk today, that with our leader’ s expert guidance, 

we covered Leopold’s ways of wondering and question ing; knowing local 

history; observing seasonal change; counting hawtho rn berries and 

measuring and comparing the size of pine and fir co nes; and connecting 

elements in cycles through discussions about the la rge fallen tree that 

would eventually turn into soil (My Journal, Winter , 2015/16. 

 

 

Figure 3. Our Walk in the Cottonwood Forest with the District Aboriginal Facilitator 
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This child’s drawing, in Figure 3, reflects many of the natural elements that we discussed that 

day. The details in the image demonstrate the child’s awareness of the evergreen trees and the 

wildlife trees (standing dead trees that provide habitat) that can be found in the cottonwood 

forest. The happy faces and smiling sun are indicators of Leopold’s way of finding beauty and 

the children’s happiness, enjoyment and emotional well-being despite the cool fall weather we 

experienced that day. 

A presentation about native and invasive plants by members of our local high school’s 

Eco-Team was another good opportunity for us to explore Leopold’s way of knowing local 

history. Following the presentation, we wrote in our IW message that we were planning a walk to 

identify plant species the following day:  

Demain on va aller dans la forêt de l’université pour chercher des plantes envahissantes et 

indigènes. 

These kinds of outings and the experiences of our daily walks focusing on Leopold’s ways of 

knowing were helping the children make meaningful connections for developing a sense of place 

by integrating themselves into their place in the world (Knapp, 2005). 

Eco-consciousness and sense of place. 

The children’s excitement and engagement about our outdoor focus provided me often 

with evidence of their growing eco-consciousness. For example, I noticed frequently that my 

students were excited to spot and observe various animals on or near our school grounds during 

our walks. One day, I had one of those teachable moment experiences (Hyun & Marshall, 2003) 

when all that I had planned had to be left for another day. I had planned a fun outdoor activity, a 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

116

sort of treasure hunt, integrating our owl studies with some French language vocabulary 

building. I had intended for my students to work in pairs hiding and searching for their packages 

that contained owl images along with vocabulary cards for numbers, colours and prepositions for 

sentence building. We had just completed our usual three laps running around the ramp to get 

them ready to focus and I was ready to lead them to our usual meeting spot to explain the 

activity. However, I was stopped by the children’s excitement about the arrival of some bald 

eagles. I wrote:    

  It was quite funny today as we got to the front of the school, someone 

called out, “Look there’s Garry!” That caused the o thers to look up and, 

seconds later, another child heard and saw two bald  eagles flying over the 

Garry Oak toward the cottonwood forest. That caused  a lot of excitement! 

Children were pointing out for others where the bal d eagles (good reason to 

carry binoculars in my pack) were sitting in the tr ees. Some children were 

calling out ‘eagle’ in English and I repeated it fo r them in French (aigle) 

several times. We stopped and I got them to quiet d own to try to hear the 

eagles calling. Jamie jumped up and down with excit ement at the sight of the 

bald eagles flying overhead. We spent so much time there that I couldn’t 

carry on with the planned owl treasure hunt (My Jou rnal, Winter, 2016).  

The drawing, in Figure 4, captures the joy and excitement the children experienced when we 

spotted the eagles. (Note that the two eagles can be seen perched in the tree on the right.) The 

child’s written text illustrates that many children were expressing themselves enthusiastically in 

French as they called out to me in their excitement, “Mme, aigles (Madame, eagles)!” 
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Figure 4. Spotting Bald Eagles during a Daily Walk around the School Grounds  

Recognizing the spontaneously occurring interests of the children and taking time for these 

teachable moments helped me to develop an emerging purposeful instructional practice during 

this study (Hyun & Marshall, 2003). I was so pleased to see the children’s reaction to the arrival 

of the eagles and felt that it was a good sign of the children’s developing eco-consciousness. 

Their knowledge of the eagles’ importance to the ecosystem of our area (and Leopold’s way of 

knowing local [natural] history) was also a good indicator of the children’s developing sense of 

place. Taking advantage of this emergent curriculum (Wien, 2008) enriched rather than detracted 

from our learning experience as we returned to our owl treasure hunt activity on another 

occasion and it was huge success with the children. They had fun and were able to manipulate 

the vocabulary and create sentences about where they had found their owls. 
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Student responses. 

 Because the children were showing very good progress with focus and observation skills 

during our daily walking routines, I made a point of telling them regularly that they were 

wonderful naturalists. We often discussed Gardner’s (1999) theory of multiple intelligences and I 

praised the children for their naturalist tendencies. I was so pleased one afternoon in late 

December to the response of one of my younger students as she helped me with our weekly 

worm compost bin maintenance. Cameron held a worm in her palm and told me, in her 

struggling efforts to speak French, that she had very good naturalist intelligence. With a huge 

smile on her face, she said proudly, “Madame, je suis très forte en naturaliste”. I was very 

encouraged by my children’s responses to our focus on nature and to our daily nature walks. I 

was certain that their responses were indicative of developing eco-consciousness and sense of 

place. 

French Immersion language arts competencies. 

 During this winter season of the study, we continued with the routine we had developed 

early in the year of using of our calendar time meetings following our daily walks to: (a) discuss 

observations, sightings and weather events; (b) explore language concepts; and (c) meld these 

discussion topics into our IW messages. In addition to experiencing Leopold’s ways of knowing, 

I was seeing nice progress with the children’s developing language arts competencies and their 

use of the four language skills of listening, speaking, writing and reading. One day following our 

walk around the school, I sat down with the children and asked them what we should write about 

in our IW message. I noted later that day, “As we began, one of the children 

immediately pointed out (in French) that today was the last day of November 
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and that tomorrow would be the first day of Decembe r so that gave us a great 

IW message for the day ” (My Journal, Winter, 2015/16) . Calendar time and IW 

messages were proving to be an excellent tool for teaching the French vocabulary for past and 

future tenses. Additionally, our focus on Leopold’s way of observing seasonal change and 

discussing how changes occur through the passing months was giving the children real-world 

interest and purpose for discussing past and future tenses.  

I continued to consider and look for balance in our busy schedule, between providing a 

strong French language program incorporating the four language skills and support reading 

development, while also giving the children opportunities to express themselves through their 

visual responses to our experiences in their nature journals. Studying the meaning in children's 

drawings, Hopperstad (2010, citing Eisner, 1997) provides a more-encompassing definition of 

literacy "as a way of conveying meaning ‘through and recovering meaning from the form of 

representation in which it appears’ ” (p. 430). BC’s Grade 1 IRP (2010a) also states that ideas 

about learning or experiences can be represented through words, sentences and images. In fact, it 

is often recommended to allow young children to first make a picture to help them plan and 

formulate their ideas about what they wish to write. My thoughts on the need to provide time for 

drawing gained prominence as I noticed, one day, that one of my younger students, Alex, wanted 

to simply copy IW messages word-for-word, while not necessarily understanding them, in his 

effort to please me by completing his journal. To remedy this, I discussed with him what he 

found relevant and what personal connections he had made to that week’s IW messages. This 

helped to get him started on making a drawing about a weekend family nature experience that 

was memorable for him. I noted: 
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 Today Alex made an effort to explain some of his th inking to me in 

French. He first made his picture, then described i t to me (partially in 

French) and was happy when I offered to label parts  of his drawing for him. 

He was able to read the French words back to me. I will follow up with this 

with him again (My Journal, Winter, 2016).   

Because one of the main objectives of my study was to support my students in developing 

language arts competencies, the importance of helping them make personal connections to our 

nature discussions and provide them with opportunities to respond through conversation, writing 

and drawing was becoming apparent. The illustration, in Figure 5, demonstrates another child’s 

choice to create a journal entry about our puppet, Victor Vert. The child followed my modeling  

 

Figure 5. Victor Vert goes for a Weekend Hike in the Snowy Mountains 
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in which I often discussed class members’ or puppets’ weekend hikes in our local woods, parks, 

beaches or mountains. The colour of the mountains reflects the winter season and the clouds and 

sunshine show the child’s awareness of the weather. The puppet, seen in green on the trail, is 

pleased to be out on this hike; his contentment is revealed in his simple words, C’est bon (It’s 

good). 
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Spring: The Results of the Creative Process Emerge 

Ferrer et al. (2005) state that the spring “blooming” season is “a time of joyful 

exhilaration in the wake of the fresh contents emerging from within” (p. 317). Spring is not the 

season of the mind or of action but the stage of the creative process for trusting and supporting 

the heart. In spring, the creative process yields forth the first blooms of the budding results and, 

in the right conditions, plenty of surprises. I found this period of the study to be an intense, but 

joyful “dancing of [my] research question” (Ferrer et al., 2005). 

Exploring curriculum design.  

In this final stage of my study, I continued through the spiralling, iterative steps of reflecting, 

evaluating, refining and implementing modifications of instructional design (Culatta, 2013). We 

continued with our daily walks and the writing of shared/interactive messages related to our 

discussions about our experiences. I was regularly writing my reflections to gather data on my 

curriculum to explore my research question, In what ways can I support Grade 1/2 French 

Immersion students in developing a sense of eco-consciousness and language arts 

competencies within an interdisciplinary curriculum based on daily nature walks? I persisted 

during this spring period of the study in looking for new ways to integrate the different subject 

areas and relate as much of my teaching as possible to our outdoor learning theme.  

 Reflecting further on Leopold’s ten ways of knowing nature, including observing and 

listening, I focussed on providing my students with learning activities using all of the five senses. 

We had discussions following our daily walks resulting from our “observations of cloud 

formations, the smell of the air, the taste of the moisture, the activity of the birds and insects, the 
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light in the sky” (Thomashow, 2002, p. 85). I noted that it was helpful for me to continue 

modeling how to be observant out in nature. I wrote:  

Payne (2007), reporting on his experiences taking c hildren outdoors to 

look for “trolls”, describes how he would periodica lly stop speaking 

and look away intentionally as if something had cau ght his attention. I 

noticed today that pausing and modelling close, att entive observation 

and showing surprise at something that I sighted wa s again effective 

for directing the children’s attention toward the C ottonwood Forest as 

we passed by. Our district Aboriginal Facilitator h ad also done this 

when she stopped intentionally to listen to a bird chirping nearby or 

observe the changing cloud formations (My Journal, Spring, 2016). 

To incorporate Leopold’s way of counting and measuring more during the last weeks of 

the study, I looked for opportunities for mathematics learning activities that could take place 

outdoors. I considered mathematics activities such as counting found objects, measuring 

shadows and looking for shapes in nature. We could also count bird sightings and show these 

results on bar graphs. Additionally, I was considering small projects for improving land health, 

another of Leopold’s ways of knowing nature. I wrote: 

Reading about placed-based and service-based educat ion (Cramer, 2008) 

today, I think that we could do a little service -based project by 

offering to bring our worm castings to the universi ty community garden. 

I could arrange for the children to spread the comp ost on the 

university’s sharing bed and help the garden staff to plant potatoes. 

We could arrange to go back again in later spring t o see the seedlings 

and also take time in the garden for the children t o write in the 

nature journal. I could plan for the children to wr ite about why they 
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liked helping the earth, why they liked helping tho se in need as well 

as their feelings about service in the community (M y Journal, Spring, 

2016).  

As I describe further experiences in the sections below, I include more information about how 

Leopold’s ways of knowing nature were important aspects of the learning during the spring 

season. 

Interdisciplinary learning. 

While I reflected on and explored new ideas for curriculum design, I was continually 

looking for ways to make my entire program truly interdisciplinary. One day, I thought of a good 

connection between our reading, science and social studies concepts and physical education 

activities. I wrote:  

We were talking about the Komodo dragon in one of t he reading groups 

today and how they could disappear from the earth i f we don’t protect 

them. We began a discussion about the Komodo dragon  being a dangerous, 

mean predator and why we would want to save them or  not. A couple of 

the children said no, they wouldn’t want to save th em. So, we talked 

about how we would want to save the sharks in the o cean even though 

they’re mean and dangerous. I saw that there wasn’t  a clear 

understanding of the need to protect predators. So,  I’m thinking that 

it’s a good time to introduce a predator-prey game as a Physical 

Education activity outdoors (My Journal, Spring, 20 16). 

I felt that this was a good example of how the curriculum was continually emerging through a 

teachable-moment-oriented curriculum practice (Hyun & Marshall, 2003).  It was also a good 

illustration of the integration of EE and our classroom theme of ‘”Nature is our teacher” 
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(Verhagen, 2008). Additionally, it was a good lesson for reinforcing Leopold’s way of 

connecting elements in cycles and seeing all beings as interconnected and important. 

Traditional, transmission-style teaching vs. experiential learning. 

 I was comfortable offering my children outdoor learning experiences during this 

study, as I had already been following these practices for several years. I had also previously 

created fully integrated units of study providing learning activities for my students in as many 

subject areas as possible based on themes such as butterflies, apples, bananas, winter, inuksuks 

and community mapping. However, despite the successes that I had been reflecting on to this 

point in the study, I found it a continual challenge, with my traditional teaching training, to fully 

integrate all parts of my program. I was fortunate to have my thesis supervisor, Dr. Liza Ireland, 

mentoring me throughout the iterative steps of planning, implementing, evaluating and adapting. 

We discussed many topics including the use of different workbooks and journals in which I have 

traditionally required my children to do their writing and responses. To make my program 

completely integrated and experiential, it was necessary to continually consider my methods and 

habitual ways of lesson planning. I return to the topic of workbooks in more detail in Chapter 

Five and will also provide a discussion of the concept of “emergent curriculum” (Hyun & 

Marshall, 2003; Wien, 2008) since my extensive considerations on transmission-style teaching, 

in contrast to experiential learning, throughout this study led to this new focus in my teaching. I 

wrote: 

I’m still thinking about how we best support studen ts in acquiring 

knowledge without using a traditional transmission- style of teaching. 

With my background and training, my tendency was to  look at the Centre 
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for Ecoliteracy’s(2015) oak unit and begin to do al l the work of 

translating the story card information into French,  reproducing the 

information on the image cards but at a simpler, pr imary level and 

presenting the unit as it was designed. But, Dr. Ir eland suggested 

simply presenting the images to my students and pro viding them with 

books about the topic, continuing our walks to clos ely observe the 

Garry Oak Ecosystem (GOE), making use of previous k nowledge and 

wondering and questioning about it. The GOE unit sh ould not be about 

transmitting knowledge but about the children disco vering and sharing 

and building on their knowledge of it. I followed D r. Ireland’s 

recommendations for creating our own Garry Oak mura l based on the oak 

unit’s images, but working with facts and questions  that we generated 

ourselves rather than using the information provide d on the image cards 

(My Journal, Spring, 2016).  

This exemplifies how I had to continually consider and think about how I could apply systems 

thinking (Center for Ecoliteracy, 2015; Meadows, 2008), teachable-moment-oriented curriculum 

(Hyun & Marshall, 2003) and emergent curriculum (Wien, 2008) approaches while limiting 

traditional methods to my lesson planning. My challenge was to adapt to these new approaches 

in order to allow children to become active constructors of their own learning (Clay, 1991; Sipe, 

2000). Clay (1991) states that the view of children as active constructive learners is “not 

accounted for by the empty vessel metaphor in education which suggests that the role of teachers 

is to pour learning into children” (p. 61). For example, I learned a great deal from our District 

Aboriginal Facilitator when he led my class on a walk in the cottonwood forest. To help the 

children learn the difference between the Grand Fir and Douglas Fir, he did not simply tell the 
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children about them. Instead, he asked the children to observe closely and asked questions such 

as, “What do you notice about the branches and needles? How are they different?” By getting 

the children to look and compare, they saw the differences between the two species and, in that 

way, he encouraged them to wonder and further question which tree was which. 

 Because interdisciplinary learning is such a time-saver, and time was always a continual 

consideration and concern, I planned to connect as much as possible during the final spring 

season of school to the Garry Oak ecosystem. By exploring the sensory world of the animals, 

plants and other living organisms of the GOE, we could incorporate sensory learning and several 

of Leopold’s ways of knowing nature, especially connecting elements in cycles and knowing 

local history.  

Student engagement, motivation and enjoyment. 

In this final spring season of the study, I was confident that the students were focused and 

engaged. When we had discussions during outdoor lessons about animal hibernation and 

migration, the children were very interested and keen to share their previous knowledge. I was 

modeling Leopold’s ways of wondering and questioning and the children were motivated by and 

learning through these questioning techniques. I was seeing a big improvement in behaviour and 

focus during our walks as the children had become very accustomed to our outdoor routines. I 

wrote that the improvement was “especially noticeable with Taylor who has adapted very nicely 

to our walking routines. She enjoys herself and, today, she was eager to tell me that she had seen 

some jays in her garden” (My Journal, Spring, 2016). I was glad to see that this child, who had 

originally complained during the rainy winter excursion, had become so much more comfortable 
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with and keen on our walks and our outdoor learning. I was seeing that the children were willing 

and happy to participate and that they had become more physically resilient for our outings. 

 Another good sign of student engagement was that several children were regularly 

reporting to me about animals and especially birds that they sighted in their gardens or during 

their trips to school. I saw this spontaneous sharing as a good indicator of student motivation. 

Also, they continually wanted to show me the books that they were choosing during our weekly 

library visits. Many were signing out non-fiction books featuring such topics as beavers, 

butterflies, forest animals and map-making and they were eager to show me their choices. 

Puppets. 

 As I introduced more new puppets on a regular basis, I could see that they continued to 

be a good tool for keeping the children interested and motivated. I wrote: 

Yesterday I introduced the new Garry puppet that I made with burlap and 

fabric scraps. I had the puppet hidden in my bag an d we played the 

“What's in the bag” guessing game. I encouraged the  children to 

question me in French as I had taught them previous ly for this guessing 

game. I gave them additional clues (in French) abou t what was in the 

bag after each of their questions. The children wer e delighted and 

laughed wholeheartedly when I finally pulled the go ogly-eyed “Garry” 

puppet out of my bag. Alex called out (in French), “Garry, tu es tout 

nu!” Repeating that Garry was nude had become a pop ular expression with 

the children from the time I had first said it. The  child who repeated 

it knew he was sure to cause renewed laughter when he said the 

expression once again (My Journal, Spring, 2016). 
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I felt that providing for and allowing the children to continue with light-hearted humour, 

achieved in part by the use of puppets, was a good motivator for keeping them engaged and 

enjoying themselves. 

On another occasion, I used the same guessing game to introduce a new moose puppet. I 

wrote: 

The children were excited to guess which puppets I had hidden in my bag 

today and they were delighted to learn that I had i ncluded a new one 

for them to guess. I provided the clue that the pup pet really likes the 

sound ‘gn,’ our sound of the week. With some prompt ing, they were able 

to guess ‘orignal’ (moose). I introduced the moose puppet as Arnie 

Orignal but Jordan immediately overruled (in French ), arguing that the 

puppet should be given the name Orignal Mignon (Cut e Moose) because 

both words had the sound ‘gn.’ I am so happy that J ordan saw the 

connection between the known word, ‘mignon’ and the  less-known word 

‘orignal’ (My Journal, Spring, 2016).  

I was very pleased with this experience as it was excellent evidence of oral language 

development. Also, the children were taking ownership for our puppets’ names, and 

demonstrating engagement and Leopold’s way of empathizing with and personifying nature. I 

was certain that the use of puppets was a contributing factor to student engagement, motivation 

and enjoyment.  

Songs. 

 While the puppets continued to be of great importance to engagement and learning, the 

children also continued to be motivated to use the vocabulary that they had been learning in our 
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songs. For example, as we walked outside one foggy day, Jesse remembered what we had written 

in an IW message back in the fall and suggested, repeating the French song lyrics, that our 

puppet Youpille had, once again, “lost his feet in the fog,” (Diamond, 2001). I wrote about the 

significance of our songs: 

I notice that the children’s favourite songs “Bonjo ur l’hiver” and 

“Aujourd’hui il pleut” (Diamond , 2001) are songs about weather. The 

children often break out into singing those songs s pontaneously when we 

are out on walks as they notice the weather. Zane, who rarely makes 

requests in class, recently asked me if we could ta ke time that day to 

sing the weather song when we returned indoors (My Journal, Spring, 

2016).  

As I reflected, I wondered if this was evidence of Zane’s developing eco-consciousness. I was 

certain, either way, that the children’s excitement about our songs was a further indication of 

their motivation and engagement with our nature focus. 

 Daily physical activity. 

 I continued to note that regular physical activity is important for keeping children happy, 

motivated and engaged. I wrote:  

Doing our figure eight exercise before heading out on our daily walk 

has become an important, welcome routine for the ch ildren. I think that 

it helps to get them focussed and they enjoy the in teraction that it 

provides. I am convinced of the relevance and impor tance of this 

focusing routine and also of the children’s regular  run on the ramp. 

I’ve found that it’s necessary to provide the child ren with active 

bouts of daily physical activity, something more ri gorous than they get 
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by simply walking around the school for a nature wa lk. As they run down 

the ramp, I reflect on the importance of this daily  exercise time. I 

see Alex running down the ramp toward me with a hug e smile on his face 

and I can see that the physical activity brings joy  to the children (My 

Journal, Spring, 2016). 

I was seeing the significance of regular physical activity and the need to incorporate more active 

opportunities, beyond our daily nature walks, into the curriculum. Besides regular physical 

activity, several factors including the use of nature songs, our “Garry” and animal puppets and 

light-hearted humour contributed to student motivation and enjoyment. I saw evidence of their 

engagement with our nature focus in (a) their frequent reports of animal sightings, (b) their 

excitement about signing out library books about nature, and (c) their keen readiness to 

participate. 

Emergent learning. 

Student development: The spring “blooming.” 

Below is a reflection that provides a good illustration of the students’ engagement and 

developing eco-consciousness and sense of place during the spring “blooming” season of this 

study: 

 On Thursday, our district Aboriginal Facilitator vi sited again and it 

was a wonderful afternoon. We sat under the trees f or “sacred circle” check-

in time and then drummed as we marched around the s chool, over to Garry and 

back again. For our IW message, we wrote that Garry  was so happy that we sang 

and drummed for him that he woke up and his buds st arted to come out. The 

facilitator always credits where her songs come fro m and that provides a nice 
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implicit background to the Aboriginal history of th e area and Leopold’s way 

of knowing local history. It was delightful to be s inging, drumming and 

walking around the school and see the children want ing to sing and drum for 

Garry. When I said that we would sit under Garry’s cousins on the south side 

of the playground, Darryl suggested (in French) tha t Garry is the grandfather 

and that the other Garry Oaks are his grandchildren . Continuing with Darryl’s 

suggestion of naming natural elements, our facilita tor said that Grandmother 

Sun had come out to join us because she was also ha ppy with our singing and 

drumming. The facilitator asked the children to sto p and closely observe the 

clouds in the sky. Drew said that he was sure he sa w the clouds following us 

(Leopold’s way of personifying nature) as we walked  and sang and drummed in 

procession around the school (My Journal, Spring, 2 016).  

Leopold’s ways of knowing reflected in our interactive/shared writing messages.   

To continue to learn from Leopold for developing a sense of place, I made efforts for “the 

wall between school and community [to be] much more permeable and… crossed with 

frequency” (Smith, 2002, p. 593). In this spring season of the study, I present Leopold’s final 

three ways of knowing nature: (a) listening intently, (b) counting and measuring, and (c) 

improving land health. Below, I provide examples of some of our spring IW messages that are 

associated with these three ways of knowing and to some of our sensory learning activities.  

Listening intently.  

“To arrive too early in the marsh is an adventure in pure listening;  

the ear roams at will among the noises of the night, without let or  

hindrance from hand or eye” (Leopold, 1949, p. 61). 
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Stopping to listen along the way during outdoor excursions is a good way to make 

connections to the interconnected elements of an environment (Knapp, 2005), therefore, I 

continued to model stopping to listen frequently when we were outdoors for our daily walks. 

Also, in my efforts to feature sensory learning, I shared excerpts from the children’s weekend 

writing assignments about family outings in which they wrote about using listening or other 

senses during their excursions. For example, Alex had reported going to the park with his family 

and how he had seen and heard a woodpecker in a tree. We wrote:    

Alex est allé au parc avec son papa et sa petite sœur pour prendre l’air frais. Il a vu un petit pic. 

Il a aussi entendu le pic taper sur un arbre.  

We focused often on sensory learning experiences, including Leopold’s way of listening intently, 

and we often referred to the five senses in our IW messages. For example, when recounting our 

experiences during an outing, we discussed one child spotting a bird nest, another finding a 

feather and that we tasted the needles of a fir tree. We wrote: 

La semaine dernière, Robin a vu le nid d’un oiseau vers le sentier de l’université. 

Harlin a trouvé une plume d’oiseau. Nous avons goûté à des aiguilles de sapin. 

The children enjoyed recounting our discoveries in our discussions and in our IW messages. 

Listening intently and using the other senses during our outings provided good experiential 

learning opportunities for the children to make meaningful connections to the land (Knapp, 

2005).   
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Counting and measuring.  

“It was found by mathematical analysis that flocks [of geese] of six  

or multiples of six were far more frequent than chance alone  

would dictate” (Leopold, 1949, p. 22). 

Leopold’s way of taking time for counting and measuring can lead to interesting 

knowledge and revelations about the locale (Knapp, 2005). I noted that integrating mathematics 

activities with outdoor learning was a good way to provide the children with interdisciplinary 

learning. Additionally, I found that collecting and counting helped the children “read the local 

landscape” as they became focussed on observing when asked to count items that could be found 

on our school field (Knapp, 2005). On our hundredth day of school, I asked the children to work 

in pairs and look for 10 groups of 10 natural items to add to 100 and bring into the classroom. 

The samples that they collected in groups of 10 included such items as daisies, clover, wood 

chips and sticks. We wrote:    

Aujourd’hui, c’est le centième jour d’école! On a fait 100 gros pas sur le champ. 

On a additionné 70 fleurs, 10 brindilles, 10 trèfles et 10 morceaux de bois. 

Providing the children with mathematics learning outdoors helped to make the program truly 

interdisciplinary and also helped the children experience the “educational potential of direct 

contact with nature” (Knapp, 2005, p. 281).  

Improving land health. 

  “To plant a pine, for example, one need be neither god nor poet;  

one need only own a shovel” (Leopold, 1949, p. 81). 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

135

Action and service projects can provide intellectual, physical and emotion experiences 

that help provide connections and benefits to the land and the local community (Knapp, 2005). 

Leopold saw the educational value of direct contact and working with nature through farming 

and gardening activities. While I did not put a lot of emphasis on service learning during this 

study, I wanted to incorporate Leopold’s way of improving land health as a small part of our 

program. When we harvested the castings from our worm compost bin and donated them to the 

university sharing garden, we wrote:  

La semaine dernière, nous sommes allés au jardin de l’université pour mettre le compost sur un 

potager. 

The children saw the value of this activity and were especially happy and proud when our small 

service learning contribution was reported to the rest of the school population during morning 

announcements. The activity provided the students with a personal connection to the efforts 

being made at the university to improve the land and share food with those in need. Using the 

surrounding phenomena as a foundation for curriculum development and Leopold’s ways of 

knowing for my program of PBE, the children had many opportunities for developing eco-

consciousness and a sense of place by learning about, respecting and loving their place in the 

world.  
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Eco-consciousness and sense of place. 

I noted on many occasions during the final spring season of the study, that the children 

were demonstrating signs of growing eco-consciousness. For example, I noted often their natural 

aptitude with Leopold’s way of empathizing with nature. I wrote:  

As I sit here reflecting today, I am mostly reporti ng, once again, that 

our walks are going fabulously well, e.g., I began to say to the 

children today that the sun felt so good on me. I h ad stopped walking 

to face the sun with the intention of showing that I wanted to absorb 

the good feeling and that I was feeling so happy to  see the sun out 

after so many rainy days and how it felt warm on my  skin. But, I was 

interrupted as suddenly someone spotted, after a ni ght of very heavy 

rains, a large worm on the sidewalk. Alex and Harli n were especially 

concerned and wanted, right away, to pick up worms and tuck them safely 

in the garden. There was a good deal of conversatio n (in French) 

amongst them about wanting to save the worms. Other  children began to 

help. This caused a lot of excitement and I had to let the lesson go in 

that direction, thinking of the book, “ The Geranium On the Windowsill 

Just Died, But You Teacher Went Right On”  (Cullum, 2000) (My Journal, 

Spring, 2016).  

This was one of those moments where I was reminded of the book that counsels teachers to take 

advantage of teachable moments and be open to change rather than following preconceived 

plans.  
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I was also noticing that the children were developing their observational skills and were 

very often excitedly reporting animal sightings much more often than they had done earlier in the 

school year. I wrote: 

Some children have arrived at school excitedly repo rting that they saw 

an owl on the weekend or a snowy owl on the way to school in the 

morning. Harlin made a picture in his journal today  showing himself 

spotting an owl from the window of his car on the w ay to school this 

morning (My Journal, Spring, 2016). 

I received many enthusiastic reports from the children during this period of the study, especially 

about birds they had sighted outside of school hours and on the weekends.   

Another sign of developing eco-consciousness, I felt, was the way the children were so 

apt to personify nature. This was one of Leopold’s ways of knowing nature that continually came 

so naturally to the children. I continued to note their affection for our classroom puppets. I wrote, 

“As several children walked beside me heading back into the classroom today 

and I was wearing the owl puppet on my hand, Micah asked if she could “hold 

the owl’s wing”. Very nice evidence of eco-consciou sness!” (My Journal, 

Spring, 2016).  

Exemplifying personification of nature, children would often point out that the crows had come 

to “join us” and listen to our stories when we stopped on the school steps for story time or to 

have a discussion. The children also continued to show a connection to, personify and show 

affection for our resident Garry Oak tree. I wrote in my reflections:  

Today, Logan was very excited to describe what he s aw when he spotted 

two crows perched in Garry. He explained (in French ) that the tree 

trunk looked like Garry’s neck, the branches were h is face and the two 
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crows were the tree’s eyes. He said that he thought  Garry was looking 

at him! I was happy to see how excited and amused h e was by this 

discovery. I am also wondering if the children now see Garry as a 

sentient being (Abram, 1997). Later, Logan made a d elightful drawing in 

his nature journal depicting “Garry” with a face in cluding two crows 

for his eyes. I think about how the children contin ue to call “hello” 

to “Garry” as we pass by and also how they hugged t he tree as we went 

by on our walk to the university community garden ( My Journal, Spring, 

2016). 

I made a note in my journal too of other signs of empathizing with nature: 

Today, we looked over at the cottonwood forest and the children noticed 

that many trees at one end of the forest are decidu ous and, at the 

other end, coniferous. Quinn pointed out that there  was a lot of ivy on 

some of the conifers and expressed his concern that  “they couldn't 

breath”. Another child noticed that one of the coni fers was leaning at 

the top and he wondered if it was drooping because of the ivy climbing 

its trunk (My Journal, Spring, 2016). 

In an effort to continue with Leopold’s way of personifying nature, we wrote in our IW message 

that “Garry” was sad to see the conifer drooping due to the ivy surrounding its trunk. I felt that 

these connections to the Garry Oaks and their knowledge of invasive species in our 

neighbourhood were helping the children to develop a good sense of their place in the world.  

The children continued to show their awareness of the invasive species and pointed them out 

when we walked by the cottonwood forest on our daily nature walks. When we walked to the 

university, children pointed out the invasive ivy growing on the walls of buildings and climbing 

up the trees. Their sense of place was enhanced by our focus on Leopold’s way of knowing local 
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[natural] history and our discussions about invasive species. In the drawing, in Figure 6, the artist 

has depicted one of our numerous walks in the adjacent forest. She shows the invasive species in 

the tree and on the ground. The three smiling faces demonstrate her pleasure at being out in our 

place in the world with her friends and her teacher.  

 

Figure 6. Invasive Ivy in the Cottonwood Forest: Walking with My Friends 

Another example of sense of place was their engagement and motivation for making 

maps of our walks on the university campus. Sobel (1998) states, “mapmaking is useful for 

teaching the content of social studies and geography curricula and a tool for developing a sense 

of place” (p. 5). I was happy to see how the children added details in their maps of the local flora 

and fauna they had spotted during our walks. Additionally, the children were often making 
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drawings of Garry Oak trees and several had become quite adept at drawing acorns in their trees 

(as seen in the illustrations in Figures 2 and 8). The children were proud and enjoyed sharing 

their oak tree drawings with me.  

I also noted that many children were very interested in our worm compost and understood 

our responsibility in feeding and maintaining them. Jesse asked me most days if we could save 

the banana peels from his morning snack for our worm compost. All of my reflections, including 

those noted above, were providing me with evidence of the students’ developing eco-

consciousness and sense of place. 

Weather. 

The weather continued to be of great interest to my students and a contributing factor to 

eco-consciousness. I saw Leopold’s ways of observing seasonal change and connecting elements 

in cycles in their awareness of weather changes. For example, reflecting on weather and its 

effects on the children, I wrote:  

Cameron wrote on her spelling dictation sheet that she was feeling 

happy today because of the rain. It's great to see her working with 

French vocabulary for weather and emotions that she  has learned and 

exploring this knowledge in independent, spontaneou s writing. I am 

seeing fantastic progress with the Grade One childr en doing the weekly 

spelling dictation that is assigned to the Grade Tw o children (My 

Journal, Spring, 2016). 

On another occasion, I wrote: 

It’s a nice sunny afternoon now, but I’m rememberin g all the weather 

changes that the children noticed today after we ha d written about the 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

141

weather in our IW message. They were excited to loo k out the window and 

see the sun shining and the rainbow that came out a fter the heavy 

rains. One child called out, using a verse from our  weather song 

(Diamond, 2001), “Madame, le temps change d’avis (Madame, the weathe r 

is changing its mind)” (My Journal, Spring, 2016).  

The weather had become a topic for developing language skills as they explored and played with 

the language of our weather songs.  

I continued to work at modeling my enthusiasm for weather changes and rainy, stormy 

days. For example, on a rainy day that had been declared an indoor recess-day by school 

administrators, I suggested a run on the ramp to those students who wanted some outdoor time in 

the rain (Payne, 2007). So that I could easily supervise all my students, I gave the other children 

the option of doing their silent reading in the school foyer while others ran on the ramp nearby. I 

was surprised and delighted when the runners asked to stay outdoors, protected from the rain by 

an overhang, to do their silent reading. Several others spent time following their run to, again, 

save some earthworms that had gathered on the ramps. Before heading back to the classroom, we 

had a discussion about the rain and the five senses. The children had fun standing out in the rain 

to smell and taste the raindrops and feel the cool rain on their skin. Not only had the weather 

become a good source for developing language skills, it had become an important aspect of the 

children’s engagement and enjoyment for developing eco-consciousness and sense of place on 

our rainy west coast. 

Prized possessions. 

Besides the children’s interest in “Garry”, in our puppets, and in the weather and their 

concern for earthworms and ivy-covered trees, a new sign of developing eco-consciousness was 
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the children’s growing interest in other natural objects and books on nature. I saw that the 

children were treating certain items as prized possessions. I had previously mentioned how many 

non-fiction books about plants and animals the children had been borrowing from the library 

each week and then I noticed, one day, that Sam had picked an encyclopaedia of flora and fauna 

of North America as one of her library selections. She pointed it out to me happily as I signed it 

out for her. I noticed her walking back from the library in the hallway “with her nose in the 

book”. None of this was terribly out of the ordinary. However, while children usually carry their 

library books in their backpacks and keep them at home for the week, I saw that Sam was still 

carrying the book under her arm when she returned to school Friday morning. Then I noticed at 

dismissal time that day that she had the book, once again, safely tucked under her arm like a 

cherished possession.  

I noted, too, that Robin brought the rose-shaped Deodora Cedar cones that she had found 

and brought to class for show and tell. She looked very happy when she took them out of her 

collection box to show to her classmates. When asked why she liked them, she said that she 

loved their rose-shape. I then referred to our poster of Howard Gardner’s Eight Intelligences and 

the children confirmed that Robin was demonstrating naturalist intelligence. I saw these cones as 

a prized possession for Robin because she asked that the children look, but not touch them when 

we put them in our nature display corner for the day. These “prized possessions” behaviours had 

not been in evidence earlier in the year, but by spring, I felt that they were exemplifying a greater 

connection to nature—a sense of eco-consciousness. Between their ability to so readily 

empathize with and personify nature along with their interest in mapping and drawing aspects of 

our local surroundings, excitement about weather changes and collecting prized possessions, it 
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was evident to me that my students were developing eco-consciousness and a sense of place. As 

much of the French language they were developing was related to our outdoor experiences, I felt 

that there was a good connection between their developing eco-consciousness and their literacy 

progress. 

French Immersion language arts competencies. 

During this final spring season of the study, I noted many additional improvements to the 

children’s French Immersion language arts competencies. I was seeing continual growth in the 

four areas of language skills—speaking, listening, reading and writing. I had previously felt, 

during our first weeks of school, that some of my younger students lacked confidence as French 

language learners. As I noted previously, a few were inattentive and sometimes not listening 

perhaps because they did not think they could understand. However, I noted an example of the 

progress being made: 

A fine day! I am so enjoying the children and seein g their enthusiasm 

and daily progress. Alex called out today, "Qu'est- ce que c'est dans le 

coussin?” He looked happy and proud to be using his  oral language 

skills. He was demonstrating his courage to speak, not worrying about 

saying it wrong and wanting to interact and partici pate (My Journal, 

Spring, 2016).  

I saw this as a good sign that this child was feeling safe and willing to take risks in an 

encouraging environment. He was attempting to imitate his peers whom he had heard 

questioning others. And, he was able to use his developing knowledge of French grammar to ask 

his classmate what materials she had used to construct her outdoor “sit-upon cushion” 

(Staniforth, 2009). I had noted the day before that this same child was listening and wanting to 
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clarify his learning when he called out (in English), “What is an ombre?” I reminded him how to 

ask a question to clarify the translation of a word and asked, as I often did, for the others to 

chorally help Alex ask the question (in French) to clarify the meaning of ‘ombre’ (shadow). I 

was very happy to hear this child clarifying the meaning of a word in his efforts to fully 

understand the book I was reading to them about Groundhog Day. I felt that this was an 

important step in his growth. He was engaged and he was taking responsibility for his learning. 

Further, he was not afraid to admit, in front of his peers, that he did not know something. These 

two anecdotes about this child were evidence that he was demonstrating growth in his French 

language competencies, specifically in the areas of speaking and listening.  

I also noted other evidence of my students’ developing oral language skills. For example, 

Sam said to me, “Moi aller to the pet store avec ma famille get a petit chiot.” This child was 

speaking “Franglais,” a common occurrence among young anglophone FI students, to 

communicate her important message to me. She combined French and English words to tell me 

about her excitement about going to the pet store with her family to buy a new puppy. On 

another occasion, I noted that a different young student, Micah, demonstrated her developing 

knowledge of the French past tense (passé composé) in her “Franglais” sentence. She said, “Mon 

aunt a joke-é à moi. Elle a dit qu’il y a des sea monstres dans l’eau. (My aunt kidded with me 

that there are sea monsters in the water.)” Her ability to put the proper French past tense ending 

on an English word was a good indication of her developing French grammar and language 

skills.  

I also noted specific occurrences in my journal when I saw evidence of my students’ 

development in reading. For example, I wrote: 
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Cameron, saw the words ‘Aujourd'hui, c'est lundi’(T oday is Monday)in 

the book she was reading during independent reading . She came over to 

show me the book looking happy, wide-eyed and amaze d. She told me 

excitedly that the words in the book were just like  some of our IW 

messages (My Journal, Spring, 2016).  

I felt that this discovery was a very good indicator that this young student was engaged, aware of 

and understanding what we had been writing in our messages and that she was able to read those 

same words in a different context. She was also making a connection between her reading and 

our IW messages.  

Because the goal of this study was supporting my students’ developing language arts 

competencies, it was also important to note their writing progress. Routman (2005) reports, 

"Research has clearly shown that reading and writing are interactive, closely connected processes 

that support each other and that participation in strong writing programs clearly benefits both 

reading and writing development" (p. 119). I wrote:  

I’m reflecting happily today on the wonderful progr ess I'm seeing with 

my students. I observed three of them from my lower  reading group 

(Jamie, Alex and Sam) coming up with their own idea s and writing about 

them for our regular journal-writing session today.  After reviewing our 

IW message of the day and other messages from the w eek, I asked them to 

go and create their own journal entry. I'm seeing v ery good progress 

with Quinn being an independent writer. Cameron is doing wonderfully 

and we've managed to challenge her by moving her to  a higher reading 

group. I see her coming up with her own ideas, shar ing, for example, 

about her family experiences in nature during her C hristmas vacation. 
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She is using her developing grammar skills and some  of the vocabulary 

and ideas from our IW messages in her writing (My J ournal, Spring, 

2016).  

I also noted:   

The children are stepping up to the challenge of in corporating the 

spelling words, prepositions and seasonal words int o their writing. 

They are learning to use adjectives that go before and after nouns to 

write more detailed sentences. Logan wrote a detail ed sentence very 

well the other day. Even Alex was able to add some descriptive 

information to his sentence by adding the word ‘pet it’ (small) (My 

Journal, Spring, 2016). 

Later, again, I wrote: 

I saw nice improvement in Taylor’s writing when I l ooked at her reading 

response journal today. She chose to include adject ives that go before 

and after the nouns in her sentences. This was some thing I had taught 

in another context and I was so glad to see her app lying these rules to 

provide more detailed sentences in a different writ ing assignment (My 

Journal, Spring, 2016). 

I felt that I was seeing evidence of significant improvement in writing skills and felt that our 

writing about our nature experiences was contributing to this growth. I felt, too, that the 

improvements in writing were carrying over into continuing development of reading, speaking 

and listening skills. These observations on the student’s development in all four language skills 

provided good evidence that my program was supporting my objective of supporting my 

students’ development in FI language arts competencies within an interdisciplinary PBE program 

for developing eco-consciousness and sense of place.  
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Joy in learning. 

In the fall and winter sections of this analysis, I included some student responses that I 

thought were good indicators of developing eco-consciousness and sense of place. I conclude 

this final spring season of my findings with some further reflections on positive responses from 

the children to our classroom nature focus and our daily nature walks; these responses provide 

further evidence of their joy in learning during the study. 

I wrote:  

I am so pleased with Robin’s smiling, bright-eyed e nthusiasm and 

development from the quiet, uncertain child that I first saw in 

September. She was proud to be the first to spot a bird’s nest high up 

in the tree during our walk with the district Abori ginal facilitator. 

Today, she happily shared a chestnut with me that s he had found in 

front of the school during our daily walk. She look s excited and 

confident about participating and learning compared  to the first month 

of school when she quietly and timidly observed dur ing class 

discussions. She now excitedly anticipates our spel ling dictations each 

week and tells me that she has practiced and is wel l prepared. I 

congratulated her 9/10 dictation mark today and tol d her that I was 

very proud of her progress. She is now meeting expe ctations for reading 

(compared to minimally meeting in the Fall). Very n ice progress! (My 

Journal, Spring, 2016).  

One of the nice surprises that I experienced during this study was the difference being 

outdoors had on some of my students. For example, I wrote: “I feel that I have 

definitely had a positive influence on Blair who co nnects with me much more 
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when we're outside. She now seems less anxious and happier in the classroom 

but even more at ease when she's outdoors” (My Jour nal, Spring, 2016).  

It was interesting to note that some of the quieter children walked with and chatted with me often 

when we were outdoors. Additionally, I noted that some of the more active children happily 

enjoyed peaceful moments away from the group when we took time for Leopold’s way of 

seeking solitude and reflection (Taylor, Kuo & Sullivan, 2001; Taylor & Kuo, 2009).  

Another source of delight for me were student responses that clearly demonstrated their 

interest in and excitement about our nature focus. For example, when I announced that “eur” 

would be the following week's sound of the week, Jesse’s response was “Will we have raton 

laveur (racoon) as one of our spelling words?” I was so pleased to see that Jesse was connecting 

his knowledge of French sounds and the animals in the Canadian Animal book series that we had 

been studying. I felt that his response was a good indicator of the link between his developing 

French language arts skills, his learning about Canadian natural history and his connection to 

Leopold’s way of knowing local history. 

When I think about looking back at my memories of the year of this study and the 

children with whom I worked in my Grade 1/2 FI classroom, I know that I will have very fine 

memories of their bright-eyed smiles and enthusiasm. Some of the best moments were when 

children came up to me to enthusiastically share some information about which they were 

excited—most often about something they had seen or heard in nature or that they found in one 

of our books related to nature. I reflected:  

I have such a wonderful little class this year. I t hink of Logan's 

bright eyes and enthusiasm, the way Robin lights up  with confidence and 
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excitement and Micah's bright eyes also when she co mes to tell me 

something of great interest to her (My Journal, Spr ing, 2016).  

Besides the bright-eyed enthusiasm, I will also remember the delightful little gifts the 

children gave me. One child, for example, gave me a hand-made Christmas card showing the two 

of us walking hand-in-hand out in nature. I include the photograph, in Figure 7, depicting a 

child’s out-stretched hand offering me her gift, to symbolize the numerous drawings that were 

presented to me throughout the year.  

 

Figure 7. A Hand-Made Gift Offering for Madame 

In my opinion, this girl’s drawing reflects her experiences of being outdoors with her classmates 

and the wildlife we spotted on a regular basis. Similarly, many of the drawings I received from 

the children featured birds and other animals; Garry Oaks and acorns; the sun, clouds and rain; 

our classroom puppets; and the class walking around the school together.  
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Summary of the Findings  

Students exposed to an integrated FI program with a PBE focus featuring a practice of 

daily nature walks based on Leopold’s ten ways of knowing nature and sensory learning 

activities demonstrated noteworthy development of sense of place and eco-consciousness. 

Students showed an increase in engagement, motivation and enjoyment due to our activities 

based on the outdoor learning focus. Writing shared/interactive messages about our daily walks 

proved to be a good vehicle for focusing on Leopold’s ways of knowing nature and also for 

supporting student development in French Immersion language arts competencies. Finally, the 

use of a reflective teaching practice, with extensive consideration on curriculum development, 

including place-based education, experiential learning and emergent curriculum and on my 

observations of my students, helped me to continually evaluate, refine and implement 

adaptations to my program.  
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Chapter Five: Discussion and Recommendations  

 
Following a brief summary of the study, I begin the discussion of my findings that 

support my research question, In what ways can I support Grade 1/2 French Immersion 

students in developing a sense of eco-consciousness and language arts competencies within 

an interdisciplinary curriculum based on daily nature walks? In addressing my objective of 

determining how daily nature walks based on Leopold’s ten ways of knowing nature could 

support this question, I begin with my reflections on curriculum design since it was that summer 

planning and the development of curriculum throughout the study that lead to the student 

outcomes of increased eco-consciousness and language arts competencies. I further address this 

objective by then discussing the specific topics of student engagement, motivation and 

enjoyment; and the Emergent Learning related to eco-consciousness, sense of place and FI 

language arts competencies from my autumn, winter and spring sections of my findings. 

Although my reflections from my journal entries were woven throughout my findings sections, 

in this discussion chapter, I address my reflective teaching practice as a separate topic to explore 

my second objective of determining how my reflections helped me gather data about my 

interdisciplinary FI program with a PBE focus. I then discuss the implications for curriculum 

development and future research in the context of recommended practices for environmental 

learning. Finally, I examine further implications for curriculum development and future research 

that are specific to French Immersion. 
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Summary of the Study  

  
This research has shown that an interdisciplinary French Immersion program with a PBE 

focus featuring daily nature walks based on Aldo Leopold’s ten ways of knowing nature and 

sensory learning activities can support students in developing a sense of eco-consciousness 

and FI language arts competencies. While this study focused on a French Immersion setting, I 

suggest further, based on previous experience also teaching students in their first language, that it 

is highly probable that this PBE approach would benefit any elementary students whether their 

learning occurs in their first language or in a target language setting. I was not able to quantify 

eco-consciousness and development of sense of place, but based on my observations and 

reflections on such things as student engagement, motivation and responses, I perceived that 

students demonstrated growth in this area. This was exemplified in my findings section through 

samples of the children’s drawings and my reflective journal entries. This research, as well as the 

literature, supports my belief that we can help children’s development of eco-consciousness, 

while supporting their growth in language arts competencies, by providing (a) developmentally 

appropriate activities (Sobel, 1998) including sensory stimulation (Wilson, 1997), (b) 

opportunities to work in nature journals (Hammond, 2002), and (c) an outdoor curriculum 

featuring Leopold’s ways of knowing nature (Knapp, 2005). 

Curriculum Design 

In this discussion of my curriculum planning to support my students in developing a 

sense of eco-consciousness and language arts competencies, I provide my reflections and 
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conclusions on: (a) our PBE program of daily nature walks based on Leopold’s ways of knowing 

nature, (b) interdisciplinary learning and (c) emergent curriculum.  

Daily nature walks based on Leopold’s ten ways of knowing nature.  

 
 I begin my discussion of my curriculum design with Leopold’s ten ways of knowing 

nature as it was an important and essential aspect of my study. Knapp’s (2005) suggestion for 

using Leopold’s ten ways of knowing nature to provide a program of PBE proved to be 

extremely beneficial as these ideas provided me with a framework for supporting my students in 

coming to “know, respect and love their place” in the world (p. 281). I found that (a) some of the 

ten ways of knowing came very naturally to the children, (b) some were especially beneficial for 

primary students, (c) some were less pertinent at this grade level, (d) some aligned nicely with 

the curriculum outcomes, and (e) others were harder to maintain on a regular basis. I think that 

these findings would vary, however, depending on the educator, her interests and talents and the 

age of her students.  

As the research showed, Leopold’s ways of observing seasonal change, finding beauty, 

and empathizing with and personifying nature are natural responses to nature that are easily 

reinforced through outdoor learning with primary children. The research findings exemplified 

that wondering and questioning, and listening intently (including other sensory learning)—also 

important curricular outcomes at the Grade 1/2 level—were enhanced by experiential, outdoor 

activities. The above five ways of knowing were featured on a regular basis as part of our daily 

walking routines and were particularly evident during our walk with the Aboriginal Facilitator, 

as demonstrated in the findings section. Knowing local history and connecting elements in cycles 

are two other important concepts that benefited from the support of district Aboriginal 
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facilitators and by focusing on important, unique local ecosystems such as the Garry Oak 

meadow. These ways of knowing nature were easily obtainable and practiced with my Grade 1/2 

students. 

Leopold’s way of counting and measuring, at the core of the mathematics curriculum, is 

an easy and enjoyable experiential activity outside of the classroom, but was more problematic to 

do regularly outdoors because of our long winter months of rainy weather. Certainly, some of the 

day-to-day mathematics/calendar time activities such as graphing weather and science activities 

involving rain could take place outdoors to further integrate this way of knowing nature. Further, 

I think that improving land health, while perhaps useful at schools with on-site gardens or for 

high school students (a) is more difficult to carry out, (b) would require more resources such as 

extra adult supervision for off-sight action projects, and (c) may also be of less importance for 

developing primary students’ love and respect. This last point is supported by Volk (1993) who 

suggests only minor emphasis on action skills at primary levels. Nonetheless, we had good 

success and the children thoroughly enjoyed our small efforts at action projects when we shared 

our worm castings and planted seeds at the university community garden. 

Finally, Leopold’s way of seeking solitude and reflection in the “urban wild” was an 

important, healthy and enjoyable practice that I was able to carry out very successfully for 

myself most days throughout the period of data collection to support my reflective teaching. 

However, it proved to be a difficult activity to offer extensively to my students due to continual 

time constraints in our busy curriculum and due to inclement weather. Walking outdoors was 

easy in bad weather conditions, but taking children outside to sit on the school grounds for a 
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period of reflection without overhead protection is definitely a barrier on the rainy south coast of 

BC.  

Overall, I found that using Leopold’s ten ways of knowing nature helped me significantly 

with my objective of providing a program of daily walks and an experiential, place-based 

learning focus for my students to help them develop a sense of place and eco-consciousness. 

Knapp (2005) states that Leopold’s ten ways of “relating to the land could be integrated into the 

total outdoor adventure experience at appropriate moments” (p. 283). Our daily walks proved to 

be an effective tool for providing students with nature experiences without the need for planning 

for off-site field trips, additional adult supervision or extensive preparation. I address Leopold’s 

ways of knowing further when I address implications for curriculum development below. 

Interdisciplinary learning. 

Interdisciplinary learning was incorporated into my objectives and an important feature 

of this study as well as a necessary, natural feature of French Immersion programs. I found that I 

was able to continually add more curriculum outcomes from other subject areas to my 

interdisciplinary approach as a result of my research and readings on the topic (Knapp, 1996, 

2005; MacDonald & Staniforth, 2005; Payne, 2007; Province of British Columbia, 2015k; 

Staniforth, 2009; Thomashow, 2002). I believe it was also due to my reflective practice and 

taking time to think about adaptations and improvements that helped me to increasingly come up 

new ideas for integrating the subject areas. I found that I was able to spontaneously come up with 

ideas—as I did with our discussions of the Komodo dragon and decision to play a predator and 

prey game— and I continued to develop this way of thinking through my reflective teaching 

practice. Hyun and Marshall (2003) refer to these emerging purposeful teacher actions, like the 
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one mentioned above, as “teachable-moment-oriented curriculum practice” (p. 113). They state 

further that this kind of curriculum has taken root once emerging purposeful instructional design 

“becomes an inherent and pervasive daily practice within teachers’ continuous consciousness of 

what they are doing” (p. 113). Using teachable moments as a guide to children’s learning is not a 

new concept. Citing early education experts addressing teachable moments, Hyun and Marshall 

(2003) emphasize a teacher’s responsibility to: (a) recognize that learners construct knowledge 

through their own meaningful actions and that these actions are essential for children’s learning 

(Piaget, 1952); (b) observe the natural unfolding of the child and provide activities to help them 

learn what they are likely to learn when they are ready for it (Froebel, 1909); and (c) carefully 

observe children’s interests, feelings, thinking, etc., as the basis for planning and instruction 

(Dewey, 1916). I find that keeping these responsibilities in mind is a good basis for providing an 

emerging curriculum. Because the notions of emergent curriculum or teachable-moment-oriented 

curriculum are recommended for an outdoors-based learning environment, I return to the topic in 

further discussions below in the context of developing sense of place and eco-consciousness. 

Developing innovative teaching. 

Besides learning how to further incorporate an emergent curriculum practice, I believe 

that the additional outdoor focus this year and the time I took for reflections, helped me to 

discover new, innovative ways to integrate subjects and teach in meaningful, interdisciplinary 

ways. However, I was also continually challenged to move away from the transmission-style 

teaching that I had learned through my early teacher training. I found that my readings about and 

my reflections on experiential learning along with my frequent conversations with Dr. Ireland 

helped me to implement, evaluate and continually adapt my programs.  We discussed, for 
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example, the fact that I had my students writing in several different workbooks. Besides 

assigning nature journals for them to work in, I was used to having my students write about their 

weekend activities in a diary-style journal, write sentences based on weekly spelling words in a 

notebook, write stories in another notebook and do reading responses in a third notebook. Dr. 

Ireland suggested that the children might have only one journal related to our nature theme and 

their reflections on our daily walks and IW messages. The ideal for a truly interdisciplinary 

approach with a nature focus is to try to show interdependence and interconnections so that 

nature is not seen as something separate, to be explored in a separate nature journal. For a good 

portion of the remaining months of the school year, I was able to adapt my weekend homework 

writing assignment to encourage families to take children out into nature and discuss their 

explorations and observations using the five senses. In this way, the weekly journal-writing 

activity became tied to our classroom nature focus. This proved successful especially for some 

families who made a point of regularly going out in nature on the weekends. Some students in 

particular were very keen to share with us about their weekend experiences, sightings and 

discoveries out in nature. These developments showed the importance of reflection in developing 

ways to overcome traditional teaching practices and this supported my objective of determining 

how reflective teaching could help me gather data and explore an interdisciplinary FI program of 

PBE. 

The following entry from my reflective journal provides a nice conclusion for my 

thoughts on curriculum design for PBE, interdisciplinary and experiential learning:  

This project has been one of experimentation, adapt ation, reflection, 

novelty, trying out new ideas, creativity, remindin g myself to try the 
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new ideas that I have come up with, reflecting on t he activities we do 

in the classroom and lots of decision-making and pr ioritizing because I 

have many more ideas than time. So, I have to choos e the best 

activities that are going to best suit my students and their progress 

while hoping to develop their sense of eco-consciou sness (My Journal, 

Spring, 2016).  

My learning journey and becoming confident with and developing a more emergent, 

interdisciplinary place-based curriculum based on Leopold’s ways of knowing, led to other 

significant outcomes and responses that I discuss below. 

Student Engagement, Motivation and Enjoyment 

My research focused on ways to support my FI students in developing a sense of eco-

consciousness and, although eco-consciousness is difficult to measure or quantify (Thomson et 

al., 2010), I saw many signs of student engagement, motivation and enjoyment of our focus on 

nature and outdoor learning. Features of my program, including taking time to be outdoors, 

experiential learning activities and the use of puppets, songs and humour, led to the students 

being motivated to learn and this motivation, I believe, was instrumental to the children’s 

learning and development of eco-consciousness. I felt that humour and fun kept the program 

light-hearted and kept the children motivated. One day, for example, when I called our classroom 

compost worms our ‘copains de classe’ (class pets) the children laughed and found that amusing. 

I continued to use that term after that because it always brought back the children’s sense of 

amusement.  

A further significant influence on my students’ engagement, motivation and enjoyment 

worth mentioning—as it was unexpected and I had not planned for it—was the use of puppets in 
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our daily activities. The puppets became important additions to our walks, were referred to often 

in our daily messages, accompanied the children during their silent reading sessions and became 

the subject of some of the children’s story writing. I think the influence of the puppets may be 

explained by Leopold’s way of empathizing with and personifying nature. The children’s love of 

stuffed animals and puppets reflects their natural affinity for animals, especially baby animals. 

The puppets helped the children connect and relate to other living beings in their world. I think 

the combination of fun factors such as humour, puppets, singing and incorporating daily physical 

activity into our outdoor learning is a good explanation for the students’ increasing levels of 

engagement and motivation during this research. Finally, the fact that we spent regular time 

outdoors for experiential learning activities was a significant motivating factor for the children. 

These experiences are consistent with Wheeler, Thumlert, Glaser, Schoellhamer and Bartosh’s 

(2007) findings that hands-on, outdoor learning is usually considered more interesting and more 

fun. Because children were excited, motivated and enjoying themselves during our outdoor 

experiences, as witnessed in their responses and drawings, I found that these factors supported 

their social-emotional well-being and their ability to self-regulate. This finding is supported by 

research that concludes that exposure to natural spaces provides (a) benefits such as increased 

engagement and enthusiasm for learning (Lieberman & Hoody, 1998; Taylor & Kuo, 2009); (b) 

more impulse control and self-discipline (Kuo, 2011); and (c) increased on-task communication 

and collaboration (Fägerstam, 2012). Further, increasing students’ levels of motivation and 

engagement provides support for them in becoming more successful at self-regulation 

(Boekaerts, Pintrich & Zeidner, 2005). In conclusion, I believe it was the teaching approaches 

and the focus on outdoor learning that led to the students’ levels of engagement, motivation and 
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enjoyment and these outcomes were instrumental in supporting my students in their development 

of eco-consciousness and language arts competencies. 

Emergent Learning 

Eco-consciousness and sense of place. 

 A central finding of this study was that teachable moments and emerging curriculum 

were important for achieving my objective of supporting my students in developing a sense of 

place and eco-consciousness. When children stopped to point out an exciting observation in 

nature, remove worms from the sidewalk or show concern for a tree being smothered by invasive 

ivy, I felt that it was important to stop and allow these moments to emerge as learning 

opportunities. I also wanted to allow the children time to enjoy these moments of demonstrating 

empathy, one of Leopold’s ways of knowing nature, and witnessing their classmates wanting to 

help other living creatures. These teachable-moment opportunities for experiencing the emerging 

curriculum also gave us occasions for reinforcing important French language vocabulary related 

to animals, weather, feelings and the outdoors. 

Emergent Curriculum (EC) is an effective method of designing curriculum in which 

teachers plan activities that respond to and are centered around their students’ genuine interests. 

Motivation is of primary consideration since learning occurs best when teachers and their 

students are fully engaged. Wien (2008) insists that motivation and positive energy fuel interest 

in learning and carry students through the emerging curriculum. Because teachers respond to the 

group’s interests in their planning, they become participants as co-learners with their students in 

a classroom community that together learns about real, meaningful aspects of life (Wien, 2008). 
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Wien (2008) states, rather than viewing children as receivers of facts, EC demonstrates that 

students are creative, resourceful, intelligent, complex and varied. Young (1980) concurs, stating 

that discarding the practices of the controlling, transmission-based curriculum, “provides the 

opportunity for the creative capacity of teacher and pupils” (p. 69). While EC is most often used 

in early childhood education, it is also practiced in primary classrooms where teachers develop 

innovative programs such as inquiry-based or arts-based learning (Wien, 2008). The emerging 

curriculum in this study took place in an equally innovative program, in my opinion, through the 

use of the outdoors and daily nature walks as the focus for experiential, teachable moment 

learning. It was the experiences in nature that helped to inspire the curriculum design and the 

content of my programming and thus contributed to growing eco-consciousness. The 

development of the emphasis on the Garry Oak ecosystem, and the students’ connection with, 

care, concern and increased awareness of this local ecosystem, is an example of the emergent 

curriculum in this study. The research confirms my belief that teachable moment experiences in 

an emergent curriculum setting are recommended for outdoor learning to support the 

development of eco-consciousness and sense of place. This finding is supported by Hyun & 

Marshall (2003), Thomas (2005) and Wien (2008). Finally, it is important to note that this 

research provided me with a journey for learning to let go, “trusting in the present” (Halpin, 

2003) and believing that the teachable moments were more meaningful than the lessons for 

which I had planned. 

French Immersion language arts competencies. 

In addition to developing sense of place and eco-consciousness, an objective of this 

research was to support my students’ learning to read through our shared/interactive messages 
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about our daily nature walks. Unlike the typical morning greeting messages that are written by 

many primary teachers, I think our daily message-writing engaged the students more 

meaningfully because the messages were written cooperatively and reflected our significant 

experiences, observations and learning outdoors. As such, our daily messages were a reflection 

of the emergent curriculum. We posted our messages in the classroom for future reference and 

we created class-made big books of our messages that were illustrated by the children. These 

books were highly popular during individual silent reading. I noticed on many occasions that 

even my youngest students sat keenly observing these big books for full silent reading periods. 

Children were often proud to report to me that they had “read the entire book” during their 15-

minute reading block. I continually noted evidence that my students were becoming more and 

more excited about reading, an important objective of this research.  

As the school year progressed, I noted good progress and development of reading skills 

for all of my students. Since my main concern when considering my plans for the 2015/16 year 

had been to support young emergent readers in my combined 1/2 classroom, it is important to 

report on my final reading evaluations in this discussion. During my initial evaluations in 

autumn, I found that 3 children were minimally meeting, 17 were fully meeting and 2 children 

were exceeding expectations for reading. I noted, at that time, that we needed to focus on 

alphabet recognition; decoding; and development of sight word vocabulary and comprehension 

skills such as predicting, visualizing and questioning (Province of British Columbia, 2015c). In 

my spring evaluations, I noted significant progress, finding that 14 children were fully meeting 

and 8 children were exceeding expectations for reading. I do not wish to claim that these 

promising results were alone due to my efforts or my focus on the reading/writing connection. In 
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our primary classrooms, we provide a balanced literacy program including guided reading; 

literature study; word work and word study; whole and small group reading and writing lessons; 

guided and independent writing; and oral, visual and technological communication (Fountas & 

Pinnell, 2001). We also have a strong support team providing Reading Recovery (Clay, 1991, 

2005) and learning assistance for emergent readers and daily small-group reading support for all 

Grade 1 students in our school. Additionally, we are fortunate to have very supportive parents 

who are committed to helping their children with their nightly reading programs. While I cannot 

confirm the reason for these improvements, I noted the following abilities during my the final 

reading evaluations: (a) enhanced or improved recognition of high-frequency sight words; (b) 

careful, thoughtful decoding and verifying meaning of new words; (c) referring to sounds on 

word walls or looking back at a word previously read to double-check a word; (d) good 

comprehension, recall and ability to answer comprehension questions thoroughly; and (e) 

predicting and drawing inferences. I also noted that my strongest readers could read fluently with 

(a) good phrasing, pronunciation and expression; (b) use of liaisons (pronouncing consonants, 

normally silent at the end of a word, at the beginning of the following word); and (c) self-

corrections. I also noted areas for improvement and thought it would be helpful to refer to this 

list for teaching future mini-reading lessons: (a) self-monitoring for errors using knowledge of 

French sound blends; (b) following punctuation to develop better phrasing; (c) developing 

increased speed; (d) visualizing pictures of the story to build comprehension; and (e) practicing 

retelling of stories with details. Despite noting these areas for continuing improvement, I believe 

that my students’ reading was well supported and not compromised by my novel approach. 

While the favourable results were comparable to the growth I have seen with previous cohorts 
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and it is possible that my students could have made similar or even better progress without the 

outdoor element, the results demonstrate that I was able to achieve my research challenge of 

supporting my students’ growth in language arts competencies while maintaining a focus on the 

outdoors.  

An entry in my journal demonstrates some of my reflections on my students’ language 

arts progress:  

In comparison to my previous years’ students, these  children are 

excited to see the connection between the sounds th at we learn each 

week especially when they find those sounds in othe r texts. They are 

also interested in the words, sentences and informa tion that we’ve been 

writing in our IW messages about our outdoor activi ties. And, I think 

the fact that they’re making sentences with words c ontaining these 

familiar sounds, along with seasonal words and some times writing 

nonsense “silly” sentences, and thereby bringing it  all together in a 

fun way, makes it exciting and interesting for them . The children are 

very motivated and they’re finding personal connect ions to all that 

we’re doing in the classroom related to our nature theme. I see a 

significant increase in interest and motivation and  excellent 

development of language arts competencies (My Journ al, Spring, 2016).  

 
A significant portion of the French language and vocabulary that my students developed 

was related to our outdoor experiences and I felt that there was a considerable connection 

between the children’s literacy progress and their improving eco-consciousness. This set my 

work apart, I believe, from the typical FI classroom and traditional approaches. Students were 

developing important target language skills while learning about the land in their place in the 
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world and they were becoming more connected and sensitive toward nature. Based on this 

research and my professional judgement, formal evaluations and reporting on student 

development in language arts competencies, I can conclude that my students demonstrated 

significant growth in the four language skills, including reading that was a particular concern for 

emergent readers in the Grade 1/2 class configuration.  

Another significant observation I made was in the context of teaching a combined class. 

This observation occurred after I received some unsolicited feedback from a colleague who 

commented on the improvements she had noticed in some of my younger students. She reported 

that she was seeing good progress, that their oral language skills were surprisingly good and that 

the children were even conjugating verbs properly when speaking to her. In my reflections that 

day, I wrote, “I need to recognize the value of the language-rich environment 

that the younger children are exposed to in the com bined class ” (My Journal, 

Spring, 2016) . While teaching a combined class does require more planning and juggling in 

the classroom, I was pleased to note the benefits of the multi-aged grouping. This experience is 

consistent with Punchard (2002) who states that immersion students benefit from “opportunities 

for sustained language production and interaction” with more capable classmates (p. 3). Because 

developing oral target language proficiency is always of utmost importance in the French 

Immersion classroom (Helman & Burns, 2008), it is essential to plan for meaningful, sustained 

student talk. The benefits of “buddying” younger and older students are well known since 

students learn together in their roles as both teacher and learner. Punchard (2002) states, 

“Structuring pair and cooperative group tasks is an effective way to promote extended student 

discourse and encourage interaction among all students” (p. 2). She adds that these types of tasks 
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“successfully encourage immersion students to collaborate with each other, seek information, 

hold discussions about language and co-construct knowledge” (Punchard, 2002, p. 7). While we 

were outdoors, I often created groupings of 3, consisting of one Grade 1 child placed between 

two Grade 2 children in our walking line-ups. This helped to keep the group of 22 more compact 

and ensure that children were not straggling at the back of the line-up. Of equal importance, this 

“buddying” of students encouraged discourse between the more and less capable ones. We also 

maintained the same buddy groupings for outdoor language activities such as the owl treasure 

hunt in which students worked together to create sentences about their discoveries. This research 

has shown that grouping younger and older students for interactions and collaboration, based on 

shared outdoor experiences, was an effective way to further develop their French language arts 

competencies.  

Reflective Teaching Practice  

A further central finding of this study was that my reflective teaching practice helped me 

to gather data, do further research and explore Leopold’s ways of knowing nature for finding 

inspirational ideas and, in doing so, helped me address my research question and find ways to 

support my Grade1/2 FI students in developing a sense of eco-consciousness and language arts 

competencies within an interdisciplinary curriculum based on daily nature walks. One of the 

objectives of the study was to determine how the use of a reflective teaching practice could help 

me gather data and explore a FI language arts program. In addition to gathering data and finding 

inspirational ideas, I was also able to profit from my reflective journaling time to explore my 
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program and find new ways to integrate FI language arts with the other subject areas using my 

focus on the outdoors.  

Additionally, I believe it was the time taken and the opportunities for reflection that 

contributed to my ability to challenge my values and beliefs and to let go of transmission-style 

teaching. One reflection in particular, was about my earlier thoughts on Taylor who had 

complained about our rainy day excursion but became happy a short time later playing in the 

leaves. My initial thoughts were that her complaints were mostly about needing my attention. 

However, later, when we did another walk, this time with our Aboriginal Facilitator, I was able 

to see the difference in approaches. It is possible the Taylor’s response was less about rain or 

wanting my attention and more about the different leaders’ approaches. The volunteer naturalists 

who led the first walk were more inclined to impart their knowledge in an adult-directed fashion. 

In contrast, the children were happier and more interested on the other rainy-day walk when the 

Aboriginal Facilitator engaged their senses and involved them actively through his stories and 

patient questioning. My reflections on the difference between these two excursions helped me to 

further reflect on the need to go beyond the habitual transmission-style teaching.  

The literature supports my view that teacher reflection and journaling are effective tools 

in the spiralling steps of evaluating, refining and implementing adaptations of curriculum design 

and that reflective teaching practice is integral to transformative educational change. Klein 

(2010) confirms the belief that teacher development should be seen as a spiral process that 

allows us to revisit experience and knowledge in order to develop self-understanding and new 

insights for educational reform. She states, “We need teachers who are capable of envisioning 

and working toward a better world. In doing so, the teacher becomes an artist and a creator of the 
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world as he/she wishes it to be” (Klein, 2010, p. 50). My research has demonstrated that my 

reflective teaching practice led me to further researching and reading supportive resources that, 

in turn, helped me acquire further insight and develop professionally. Further, my practice of 

reflective teaching helped me to continually create changes to my program and address my 

research question, In what ways can I support Grade 1/2 French Immersion students in 

developing a sense of eco-consciousness and language arts competencies within 

an interdisciplinary curriculum based on daily nature walks? 

Implications for Curriculum Development and Future Research 

This research has implications for curriculum development especially in light of the 

launch of BC’s new curriculum for September 2016. As we prepare students for 21st century 

learning, it is important to help develop “[a]n aesthetic appreciation along with a scientific 

understanding of nature” in order to encourage “students to learn and act to protect and sustain 

the environment” (Province of British Columbia, 2015k, p. 11). Whether planning for successful 

environmental education programs (Thomson, Hoffman & Staniforth, 2010), designing for 

adaptations to school grounds for environmental learning (Chawla, Keena, Pevec & Stanley; 

2014; Malone & Tranter, 2003) or constructing teacher education for 21st-century schooling 

(Darling-Hammond, 2006), it is important to consider best practices for maximizing student 

environmental learning. My research suggests that daily nature walks and a program of place-

based education integrated into mandated curriculum along with a practice of teacher reflection 

can be an effective way forward. I frame my recommendations for curriculum development and 

further research, below, in terms of some important findings from my study: interdisciplinary 
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approaches; experiential, sensory and service learning; Aboriginal perspectives; and place-based 

education. Significantly, these are in line with recommended practices in BC’s Interdisciplinary 

Guide for Environmental learning (Province of British Columbia, 2007, p. 10). 

Integration of subjects with an interdisciplinary approach. 

This research concurred with Knapp’s (1996) view that integrated, interdisciplinary 

learning provides students with an authentic, real life curriculum. BC’s new curriculum 

advocates for interdisciplinary learning that connects learning across various subject areas 

through the examination of specific topics, issues, themes, problems or experiences (Province of 

British Columbia, 2015e). Foss (1998), citing the National Council of Teacher of Mathematics 

(1995), concurs stating, “K-4 teaching should center on…a curriculum organized around 

questions, themes, problems or projects to capitalize on the connections across content areas” (p. 

149). My research demonstrated that I was able to integrate competencies from Life and Earth 

Sciences and some of the new curriculum’s Grade 1 and 2 big ideas, such as Aboriginal 

knowledge of the landscape and of lifecycles and structural features of living things in the local 

environment, across an interdisciplinary FI program using the outdoors as a central theme during 

this study. Noting again that FI is naturally interdisciplinary and therefore of obvious relevance 

in this discussion, I am writing these recommendations in this section to include all primary 

classrooms in any context that, I believe, would benefit from these ideas.   

 During the 2015/2016 school year, I focussed specifically on Life and Earth Sciences for 

the purposes of my research on the use of the outdoors based on Leopold’s ways of knowing 

nature and, therefore, left the learning outcomes of Physical Science for my job-share partner to 

teach. However, in the future, I would consider additional outdoor activities to incorporate 
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Knapp’s (1996) suggestions for using school playground equipment to teach “basic physics (e.g., 

swings help teach about pendulums; seesaws help teach about levers; slides help teach about 

planes and acceleration; merry-go-rounds help teach about centrifugal force)” (p. 58). Future 

research could also involve exploring all the ways the full curriculum could be covered on the 

school grounds within an interdisciplinary program of learning (Knapp, 1996). 

Experiential, sensory and service learning. 

Experience-based instruction is more than just taking children outdoors. Knapp (1996) 

states that experiential learning consists of four elements: (a) active student involvement [such as 

sensory learning]; (b) reflection upon the experience; (c) development of new knowledge; and 

(d) application of this knowledge to a new situation. While I focused on my objective of daily 

nature walks around the school as my focus for outdoor learning for this research, future steps in 

my curriculum planning could go beyond that. I could continue to incorporate daily physical 

activity (dpa) requirements, for example, into other outdoor active, running activities and games 

with nature based themes such as the predator-prey games that I used. I could also adapt other 

Physical Education games to play outdoors to help teach other important ecological concepts. 

These activities along with other games personifying nature would help me to go beyond the 

daily nature walks and incorporate dpa and Physical Education even more in my interdisciplinary 

outdoor learning program.  

Another interesting source for future curriculum development and research would be to 

adapt resources intended for experiential science learning to an outdoor context. Many sensory 

learning activities, for example, could easily take place outdoors (Pierson, 2013). Additionally, 

resources such as Coffee Can Science and Sandwich Bag Science by Steve Tomecek (2004, 
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2005, as cited in Pierson, 2013) could be useful for planning relevant science learning activities 

for the outdoors. 

  Action or service learning projects are also recommended in BC’s Interdisciplinary Guide 

for Environmental learning (Province of British Columbia, 2015k). However, my research 

revealed some debate on the issue of service learning activities for primary students. For 

example, while some literature discusses projects that involve caring for the land (Ardoin, Clark 

& Kelsey, 2013; Cramer, 2008; Knapp, 1996; Malone & Tranter, 2003; Mayer-Smith, Bartosh & 

Peterat, 2007), other sources indicate that taking action for responsible, active citizenship usually 

take place after Grade 4 (Thomas, Hoffman & Staniforth, 2010; Volk, 1993). A further review of 

literature that addresses this discussion is a recommended area for future research. 

 As I worked this year to provide opportunities for experiential learning, the question 

about how children do, in fact, develop new knowledge continued to come up for me. My 

tendency often was to revert back to my methods from my traditional teaching training and think 

in terms of needing to teach something or transmit knowledge. This question has implications for 

further curriculum and professional development for me. As I continue to explore this question 

and consider transmission-style thinking, I look for ways to let go of wanting to “teach” my 

students as opposed to opening the door for them to allow them to experience it. I will continue 

to ponder this question as I work further with BC’s new curriculum and consider how my 

students will acquire new knowledge through critical thinking experiences that allow them to 

analyze and critique; question and investigate; and develop and design (Province of British 

Columbia, 2015G). 
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Children need the tools to think critically in order to make judgments based on reasoning. 

BC’s draft document on critical thinking (Province of British Columbia, 2015G) states that 

students need “to examine their own thinking, and that of others, about information that they 

receive through observation, experience, and various forms of communication” (para. 1). I 

recommend curriculum development and future research that looks at the development of critical 

thinking in outdoor learning environments. I also recommend teacher education programs that 

focus on training that moves away from traditional transmission-style teaching towards planning 

for 21-st century learning in programs integrated with outdoor, experiential learning and 

environmental education. 

Aboriginal perspectives. 

An important finding in my research was that our experiences with the district Aboriginal 

Facilitators helped me move away from transmission-style teaching by providing me with further 

reflections on experiential learning and teachable moment, emergent-curriculum practices. 

Aboriginal Traditional Ecological Knowledge of specific regions in BC provides an important 

culturally appropriate component to environmental learning (Province of British Columbia, 

2015k). I recommend that teachers make use of the extensive resources, knowledge and 

experience of local Aboriginal facilitators for guiding their students’ learning on nature walks. I 

recommend also that professional development sessions could be planned for teachers to take 

walks with these facilitators to learn about their use of storytelling, thoughtful questioning, 

sacred circle practices and traditional uses of native plant species. Teachers do not need to have 

extensive knowledge of facts for a unit of study, however, some prior study of the topic will help 

them feel better prepared to guide reflection and questioning sessions (Knapp ,1996)—especially 
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within Aboriginal contexts. Additionally, many of Leopold’s ways—such as wondering and 

questioning; knowing local history; observing seasonal change; empathizing with and 

personifying nature; counting and measuring; and, connecting elements in cycles—could easily 

be linked to a curricular focus on Aboriginal perspectives since they correlate with numerous 

Aboriginal resource documents. A few examples of these documents include My Seasonal 

Round: An Integrated Unit for Elementary Social Studies and Science (Province of BC, 2013b) 

and In our own Words: Bringing Authentic First Peoples Content to the K-3 Classroom (FNESC, 

2012). 

Place-based education and issues of local relevance. 

Learning about specific concerns and issues should be related to students’ own 

communities so that activities are relevant, authentic and engaging and learning is place-based 

(Sobel, 1998, 2004; Thomashow, 2002). The new science curriculum’s curricular competency—

communicating to express and reflect on personal experience of place—supports practices that 

provide children with local, place-based experiences (Province of BC, 2015f, 2015g). I found 

that Leopold’s ten ways of knowing nature to be a very useful framework for our daily walks and 

for place-based education. For teachers unfamiliar with, but interested in trying to incorporate 

some aspects of outdoor learning, I recommend Thomashow’s (2002) suggestion of taking 

students out on a daily walk on the school grounds for “reading the day.” The observations, 

sensory experiences and weather reports from the walk provide good material for a “morning 

information session” back in the classroom. Focusing on only a few of Leopold’s ways, such as 

those that come easily for primary children—observing seasonal change, finding beauty and 
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empathizing with and personifying nature—could help provide focus for a primary teacher new 

to teaching outdoors without causing her to become overwhelmed by too much material to cover.  

 Another recommendation for further curriculum development is to consider topics and 

themes for a whole-year environmental focus for the classroom or for a whole school. I 

recommend ideas such as the Garry Oak meadow (MacDonald & Staniforth, 2005), local 

watersheds (Louv, 2005), community gardens (Cramer, 2008; Knapp, 1996; Malone & Tranter, 

2003; Mayer-Smith et al., 2007) and community mapping (Sobel, 1998) for such a focus. 

Students could be integral in choosing the theme by voting on their favourite one after examining 

the possibilities of several ideas. With a long-term focus on the Garry Oak meadow, for example, 

students could learn about: (a) habitat requirements and plant and animal components; (b) 

predator/prey relationships; (c) adaptations of animals who live there; (d) elements of 

environmental stewardship such as collecting acorns to grow seedlings, growing native plants, 

removing invasive species and participating in habitat restoration; and (e) Aboriginal 

perspectives (Centre for Ecoliteracy, 2015; Thomson et al., 2010). Further, a teacher could pair 

up with a conservation organization such as the Sierra Club of BC that could provide visits from 

naturalists several times during the year to provide further learning about and perspectives on 

specific topics. This kind of collaboration could provide an environmental education program 

involving class action plans. This is supported by Thomson et al. (2010) who recommend using 

pre- and post-evaluations of class action plans to “measure knowledge of key learning outcomes 

introduced [for younger children] and/or stewardship/environmental action taken [for older 

students]” (p. 65). Future research into this recommendation could look at additional effective 

ways for measuring learning outcomes and environmental sensitivity (Mertzger & Mcewen, 
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1999) and data collection tools such as K-W-L (know, want to know and learned) charts and 

Personal Meaning Maps (James & Bixler, 2008). 

Implications Specific to French Immersion  

 While reviewing the literature for this study, I implemented and learned much more about 

BC’s curriculum and found important tools for environmental education on the Ministry of 

Education website as I explored my question, In what ways can I support Grade 1/2 FI 

students in developing a sense of eco-consciousness and language arts competencies within 

an interdisciplinary curriculum based on daily nature walks? My research, in fact, provided the 

source of one of the most powerful and surprising findings of this study. I discovered that BC’s 

integrated resource package for French as a Second Language/Immersion programs for K-Grade 

7 (Province of British Columbia, 1997) contains an annexed section with recommendations for 

integrating the environment and sustainability into FI programs to help students acquire an 

attitude of responsibility toward the earth (p. C-6/7). As practicing teachers rarely have the time 

to review curriculum support documents in detail, I am certain that most FI teachers in my 

school are unaware of this section in the document and that the majority do not integrate EE into 

their programs, except perhaps for short units of study. This discrepancy points to two important 

recommendations: (a) teachers should be provided with space in our busy schedules to look more 

closely at curriculum and, even more importantly, to learn from it; and (b) we should be bridging 

the gap between what is written in curriculum and our actual teaching practices. Thomson et al. 

(2010) state, “Today more than ever, society needs high-quality environmental education 

programs that succeed in moving values and changing behaviours in the direction of 
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sustainability and environmental conservation” (p. 3). I have proceeded with my planning for 

environmental learning in my teaching in spite of not knowing about it being present, albeit in a 

small way, in the FI curriculum. I found that it is, not only possible, but also advantageous to 

incorporate themes of environmental learning in my interdisciplinary FI program. I recommend 

that we continue to move forward with BC’s new curriculum in September 2016 with clear 

efforts to incorporate themes of environment and sustainability into our programs. While there 

has been a gap in our practices, we do, indeed, have ministerial support and direction for EE. 

Hopefully, teachers will become more aware of this in their efforts to learn about incorporating 

the new curriculum. 

Two new questions in the FI context arose throughout the course of my study and, 

thereby, point out that more research in these areas could be conducted to further my findings. 

The biggest question, that I continued to reflect on throughout the data collection period, was the 

fact that very young FI students do not have the French language skills for maintaining their 

“immersion” experience when they begin to interact with their peers outdoors. This has proven 

to be less of a problem indoors because the classroom is a more “controlled” environment where 

the teacher can limit the amount of chatter and provide structure for student interactions on 

specific vocabulary and topics. While I never fully resolved this issue, I was satisfied with the 

oral language gains of my students. I recommend that research could be conducted using the 

excellent oral language activities recommended by Punchard (2002) to see how her suggested 

tasks for extended discourse could take place outdoors. This is an important area for my own 

professional development that I can follow up on during subsequent school years. A final, 

related, area for potential research would be to explore if and how project-based and inquiry-
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based experiential learning, requiring high levels of student discourse, are taking place in French 

or other immersion settings. It would be useful to study how those teachers create learning 

environments for meaningful and sustained student talk for young students who have 

underdeveloped productive skills in the target language. It would also be interesting to see if the 

student talk typical for project-based learning is at the same level in an immersion setting as it is 

in first-language project-based learning settings.  

Conclusion 

 
It is due to the children’s excitement, motivation, sharing and growth for which I am 

most grateful as I reflect on the results of this study. I had noted in my findings that I treasure my 

memories of the children’s responses, drawings, little gifts and their bright-eyed enthusiasm 

during this year of outdoor learning, nature walks and daily interactive/shared writing activities. 

By exploring my research question and objectives, I feel certain that the children demonstrated 

enjoyment, engagement and motivation and very good development of language competencies, 

eco-consciousness and sense of place as a result of my interdisciplinary program of PBE.  

As we plan for the future of education and proceed with the implementation of BC’s new 

curriculum for developing 21-st century learners, my hope is that we sincerely aim to develop 

eco-consciousness for developing positive socio-ecological ways of living. It is increasingly 

important in today’s world for young students to learn about their place in the world in order to 

develop sensitivity towards nature and inspire future stewardship of the land (see Cramer, 2008). 

Research supports the notion that the development of aesthetic appreciation and an attitude of 

care start from outdoor experiences in early childhood (Beattie; 2015; Chawla, 2006; Chawla & 
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Escalante, 2007; Cramer, 2008; Kelly & White, 2013; Louv, 2005, 2011; Sobel, 1996). Leopold 

(1948, as cited in Knapp, 2005) questioned society’s methods for defining progress in terms of 

“roads built, forest cut, and drainage ditches dug” (p. 284). Leopold (1948) suggested, “Perhaps 

a shift of values can be achieved by reappraising things unnatural, tame, and confined in terms of 

things natural, wild, and free” (p. ix). It may also be conceivable that a shift of values could be 

accomplished by reappraising education transmitted in structured indoor classrooms in terms of 

natural, emergent outdoor learning.  

This research has demonstrated that an interdisciplinary, place-based program, including 

outdoor experiential learning, can help develop children’s eco-consciousness while supporting 

their language arts competencies. Perhaps by increasing eco-consciousness we will ultimately 

lead to that desired shift of values. As we move toward creating change through increased eco-

literacy programs and plans for school grounds greening projects, I foresee positive outcomes if 

we can begin to define and measure our progress by the number of gardens grown, meadows 

established and trees planted. 
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Figure 8. Our Place in the World: The Garry Oak Meadow with Camas Lilies 

 

 

The best time to plant a tree was a decade ago;  

the next best time to plant a tree is—today. 

— Anonymous 
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Appendix 1 - Letter of Invitation and Consent Forms 

 

Letter of Invitation 

 
          Page 1 of 2 
Mrs. Lynn Varga 
_____________ Elementary School 
xxxx ____________ Road 
_________, B.C. 
L0L 0L0 
 
Dear Parents, 
 
Re: Informed Consent for your child’s participation in a research study 
 
In addition to being your child’s teacher, I am a graduate student at Royal Roads University 
completing a Master of Arts in Environmental Education and Communications. I have identified 
an opportunity within our regular classroom activities to conduct a research project as part of my 
Master’s thesis requirement. I will be exploring how I can improve teaching reading in the 
primary French Immersion classroom by providing a curriculum with outdoor experiences. 
 
In the course of my normal teaching with your child we will be going outside on regular nature 
walks and this has given me an additional opportunity to record and reflect on these experiences 
for my Masters research. Your child is invited to voluntarily participate in this thesis project by 
allowing their comments, observations, reflections, and written work generated in their normal 
learning activities, to be included in the research project. All student work included in the 
research will have a pseudonym attached to it so children’s identity will be protected and remain 
anonymous.  
 
On the attached sheet I have explained the details regarding the study. Should you have questions 
please do not hesitate to contact me. I would appreciate it if you would discuss this project and 
explain to your child so he/she can also sign the consent form.  
 
If you are willing to permit your child’s comments, observations, reflections, and written work to 
be included in my research project would you and your child please sign the consent forms and 
return them, sealed in the envelope provided, to ______________ in the ____________ School 
office, by (date).  

If you choose not to give permission, I will not include any of your child’s comments, 
observations, reflections, or written work in this research project. This will have no affect 
whatsoever on his/her grades, educational provision and support in the classroom or relationship 
with me as his/her teacher. I will ensure that your child does not feel excluded in any way. The 
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only difference would be that I would not include their comments, observations, reflections, and 
written work in my data collection. Please indicate your choice on the attached form. 

 
 
 
         Page 2 of 2 
 
All children will continue to engage in their regular classroom and outdoors lessons whether or 
not his/her work is included in the study. 
 
I appreciate your consideration of this matter. Kindly sign and return the attached forms by 
(date).  
 
Yours truly, 
 
 
Mme (Lynn) Varga 
 
 p.s. For further information, please see the Information Sheet in the Attachment to the Consent 
Forms below  
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          Page 1 of 2 
 

Informed Consent Form 

 
Title of Project: DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN 
FRENCH IMMERSION THROUGH DAILY NATURE WALKS 
  
Name of Researcher: Lynn Varga 
Telephone number:  
 
Project Advisor:  
Telephone number:  
 
I have read and understood the attached information sheet giving details of the project. 
 
I have had the opportunity to ask the researcher (Lynn Varga) any questions that I had about the 
project and my child’s involvement in it, and understand my child’s role in the project before 
proceeding. 
 
I understand that my child will be participating in regular classroom activities and that I am free 
to chose whether my child’s comments, observations, reflections, written work, etc. will be 
included in any data collection and that I have the right to withdraw that permission at any time 
without prejudice to pre-existing entitlements. I understand that I am free to withdraw my 
permission at any time without giving a reason.  
 
I understand that the consent forms will be collected by ____________ in the _________ School 
office and he will keep the identity of the students in the study confidential until the teaching 
period, for purposes of the research, is complete. Once data collection ends in March 2016, Mme 
Varga will be informed of which children’s verbal, pictoral and written responses are allowed to 
be used or not for data analysis. If all parents and students agree to be part of the study, Mme 
Varga can be informed of this earlier. 
 
I understand that the use of pseudonyms to identify the results obtained from my child’s 
participation will protect my child’s identity, and that every effort will be made to protect my 
child’s privacy, confidentiality and anonymity. 
 
I understand that data gathered in this project may form the basis of a report or other form of 
publication or presentation and that my child’s name will not appear on any final documentation 
(whether the report is published or unpublished). 
 
I understand that the students will be taken outside for nature walks as part of their regular 
learning experiences and there will be no increased risk due to the research aspect of this study. 
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         Page 2 of 2 
 
 
Name of child (in CAPITALS):  ____________________________ 
 
  
Name of child’s parent/guardian (in CAPITALS):  ________________________ 
  
 
I DO wish my child’s work to be included in the research study 
 
Signature of child’s parent/guardian:  _______________________________ 
 
 
 
I DO NOT wish my child’s work to be included in the research study  
 
Signature of child’s parent/guardian:  ________________________ 
 
 
 
Date: _______________________________________ 
  
  
 
Researcher’s name (in CAPITALS):  __________________________________________ 
 
 
 
Signature of researcher:  ______________________________________________ 
 
 
 
Date:  _______________________________________ 
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          Page 1 of 1 
 
 

Consent Form for Children 

 
I understand that I am being invited to voluntarily participate in this thesis project. I agree to 
participate in this study by allowing some of my comments, observations, reflections, and written 
work to be included and understand that my name will not appear on any of my work to protect 
my identity. 
 
The consent forms will be kept by __________ and only seen by Mme Varga once the teaching 
period, for purposes of the research, is complete in March 2016.  I can ask Mme Varga or my 
parents can contact her to explain anything more or answer any other questions.  
 
Decision to Withdraw: 
The decision whether or not to be part of this study is up to me. I do not have to agree to 
participate in this project. I understand that I can withdraw from the study at any time. If I 
withdraw, my comments, observations, reflections and written work will not be used by Mme 
Varga. Whatever I decide will be respected by Mme Varga. 
 
 
Name of child (in CAPITALS):  ___________________________ 
 
 
Signature of child: ________________________________ 
 
 
Name of child’s parent/guardian (in CAPITALS):  __________________________ 
 
 
Signature of child’s parent/guardian:  ________________________________  
 
 
Date: _______________________________________ 
  
 
Researcher’s name (in CAPITALS):  _____________________________________ 
 
 
Signature of researcher:  _________________________________________ 
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Date:  _______________________________________ 
 
 
 

Page 1 of 3 

Attachment to the Consent Form (Information sheet)                        

Title of project: DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN 
FRENCH IMMERSION THROUGH DAILY NATURE WALKS 

 

Type of project:  

Qualitative Master’s research 
  
Identification of the researcher and the university affiliation: 

  
University affiliation:  Royal Roads University 
Researcher:  Lynn Varga 
Telephone number:  
Email address:   
 
Statement of research purpose:  
 
I am conducting this research to explore how I can more effectively teach reading to emergent 
readers in a Grade One/Two French Immersion classroom by providing a curriculum with 
outdoor learning experiences. The focus of this project will be on my students learning to read 
through shared writing lessons about our nature walks and on my reflections about these 
experiences. This study is part of my thesis project for my Master of Arts in Environmental 
Education and Communication (MAEEC) program at Royal Roads University. 
  
Contact person who can verify the authenticity of the research project: 

  
Thesis Supervisor:   
Telephone number:   
Email address: 
 
Participants: 
 

The twenty-two Grade One/Two children that are assigned to my class for the 2015/2016 school 
year. 
 

Participant involvement in this research project: 

 
Students will be involved in their regular learning activities, both indoors and during our nature 
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walks, according to the required curriculum. The children will take part in nature walks that 
include sensory awareness activities and development of observation, experimental and problem-
solving skills. In the classroom, children will participate in creating a daily message about our 
shared experiences during our nature walks. These daily written messages will provide a strong 
basis for my Grade One/Two reading program. Children will be learning to read by participating 
in writing about their experiences outside. The children will be provided with opportunities to 
make pictures and write words and/or sentences in their nature/language journal based on our 
shared writing. 
  
         Page 2 of 3    
Throughout the project, I will keep a research journal that will include my considerations, 
observations, thoughts and notes (with pseudonyms attached) about children’s responses, 
observations and questions about our shared outdoor experiences.  
 
I will also collect samples of the children’s work to look for evidence of the development of 
language competencies and eco-consciousness. Any student work used for research purposes will 
be given a pseudonym to protect the identity of the student. 
 
Duration of participant involvement in the research project: 

 
Children will participate in a French Immersion language arts program within a interdisciplinary 
curriculum with a focus on environmental education for the 2015/2016 school year. Data 
collection will take place between October 2015 and March 2016. 
 
Possible foreseeable harms and/or benefits to participants (e.g. financial costs or benefits, 
inconveniences, etc.): 
  
There is no foreseeable harm to the children due to their participation in this research. Children 
will be taken for nature walks as part of their regular school curriculum, therefore probability and 
magnitude of any risk is related to any risks during children’s regular daily physical activity 
prescribed by the BC Ministry of Education. 
 
There will be no financial costs, financial benefits or inconveniences to the families of the 
children involved in this research. Parents will be invited to volunteer for some of our 
neighbourhood walks but our regular walks on the school grounds will not require any additional 
supervision.  
 
Since the goal of this proposed research project is the improvement of teaching practices, there 
are anticipated direct benefits to my students and their development in reading and writing 
specifically and in learning in general.  

 
There are potential benefits for society, for future generations of children and for the 
advancement of knowledge as this research may provide insight into how to provide an effective 
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language arts program while providing a curriculum with outdoor experiences in our schools. 
 
A further potential benefit for society and future generations is the potential of this research 
project providing further understanding of how environmental education programs can support 
the development of eco-consciousness and thereby help to develop a generation of future leaders 
who will care about conservation and sustainability on our planet. 
 
Finally, this project will help me to improve my practice as a teacher and environmental educator 
and, as a student and researcher, it will help me to earn the degree of Master of Arts in 
Environmental Education and Communications. 
 
         Page 3 of 3 

 

Potential conflicts of interest:  

 
I will be in a dual role acting as teacher and researcher in my classroom. I acknowledge that this 
role could be perceived as a potential conflict of interest for me as a teacher, however, I am 
bound by my ethical duty as a teacher and my first responsibility is always toward my students. 
As my role as researcher is secondary to my role as teacher it will only take place following my 
teaching interactions with students. 
 
The parents or authorized representatives of my students will have the opportunity to discuss any 
perceived or potential conflicts of interests with me so that they can make an informed decision 
about whether or not they would like their child’s comments, observations, reflections, written 
work, etc. will be included in any data collection. All student work will have a pseudonym 
attached so the identity of the children will be protected and remain anonymous in the research 
report. 
  
The parents or authorized representatives of my students are asked to retain a copy of this 
consent form for their reference.  
 
Project Findings: 

 
The results of this study will be made available by including the findings in my master’s thesis. 
The thesis will be made available on a database for the benefit of stakeholders such as teachers, 
researchers and parents. 
  
I will provide the parents of my students with information on how to access the thesis on the 
Royal Roads University database. 
 
 Participant Anonymity and Records Confidentiality: 
  
All of the data will be stored on my personal computer, and backed up on one external hard-drive 
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to be locked in a safe place. Both the data and hard-drive will require a user ID, be password 
protected, and the data will also be encrypted. In the event the computer or external hard-drive is 
lost/stolen, all data will be destroyed after 3 unsuccessful login attempts. My hand-written 
journals will be stored in a locked cabinet. 
 
The only data to be published online will be the final thesis using pseudonyms for all 
participants. Only I will have access to raw data with identifying information. I will not be 
making any audio, video, or photographic recording of participants. 
  



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

216

Appendix 2 – Sample Weekly Template for Interactive/Shared (IW) Messages     

 
 
A weekly template for daily reflections on our walks as I scaffold language learning for forming 

sentences. Sentence formation ideas include: 

1.    C’est l’automne. Je peux/On peut/Souricette peut sentir/entendre (cinq sens) (double verbe)… 

2.    Aujourd’hui il pleut (le temps). Je vois (présent) la pluie tomber sur (prépositions)… 

3.    Je me sens/Souricette se sent (sentiments) content(e) aujourd’hui parce que le soleil brille/j’aime 

sauter dans les flaques d’eau. 

4.    Aujourd’hui, c’est jeudi. Souricette voit (Qu’est-ce que Souricette voit?) Rita Rose (couleurs) 

jouer sous le chêne de Garry. 

5.    Où est le castor (les animaux du Canada/de la forêt- e.g., Paul et Suzanne) (chasse au trésor). Le 

castor aime être dans sa hutte (habitat). Il est (être) omnivore. Il a (avoir) une queue plate. Il peut 

(double verbe)… 

6.    C’est lundi aujourd’hui. Samedi/Pendant la fin de semaine Mme Varga/ M. ______ /Cameron 

est allé(e) (passé) dans la forêt avec sa famille (sorties en famille dans la nature) pour faire une 

promenade. Il a vu (cinq sens) un grand hibou brun. 
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Appendix 3 – Diagram of Pre-Identified Themes (white) and Emergent Themes (blue)  
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Appendix 4 – Our Interactive/Shared (IW) Messages  

Aujourd’hui, c’est lundi. Je vois beaucoup de feuilles dans les arbres. 

Aujourd’hui, c’est mardi. Victor Vert voit beaucoup de choses vertes. 

C’est l’automne. Annie Agneau voit des feuilles d’érable rouges et vertes. 

Hier, c’était dimanche. Youpille a vu l’éclipse totale de lune. 

Aujourd’hui, c’est la course Terry Fox. 

Aujourd’hui, c’est le dernier jour de septembre. Demain ce sera octobre. 

Hier, c’était le premier jour d’octobre. Youpille est allé dans la forêt pour voir les feuilles 
multicolores. 

Hier, c’était dimanche. Mme Varga est allée à la ferme. 

Pourquoi et avec qui? (I encouraged children to ask questions to get more information.) 

Mme Varga est allée à la ferme avec son ami Youpille pour chercher des courges à mettre dans 
la classe. 

Pendant la fin de semaine, ________ est allé à la plage avec ses parents pour faire une 
promenade. 

Lundi, on a vu le soleil, la lune et des nuages dans le ciel.  

Lundi il y avait un couguar dans le quartier ____________! 

Hier, il pleuvait des seaux d’eau.  

Aujourd’hui, c’est une journée de brouillard.  

Hier, c’était l’Action de Grâces. Youpille est allé à la ferme avec sa mère pour chercher des 
citrouilles. Ils ont fait deux tartes à la citrouille. 
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Pendant la fin de semaine ________ est allée dans la forêt avec sa famille pour faire du 
géocaching. 

Aujourd’hui, c’est mercredi. Victor Vert se sent content parce que le soleil brille. 

C’est jeudi. Il vente aujourd’hui. 

Aujourd’hui, c’est lundi. Il y a du brouillard. Youpille a perdu ses pieds dans la brume. 

Pendant la fin de semaine, ________ est allé à la plage avec sa famille pour faire une promenade. 
Il se sentait bien. 

Victor Vert se sent excité parce qu’on sort de l’école avant midi aujourd’hui. Il va aller dans les 
montagnes pour faire une randonnée. 

Aujourd’hui, c’est jeudi. Mais il n’y a pas d’école demain parce que c’est une journée 
pédagogique. Nous allons jouer demain. 

Aujourd’hui, c’est lundi. Zozéfine est excitée parce que son ami viendra lui rendre visite pour 
l’Halloween. 

Pendant la fin de semaine ________ est allée à la ferme avec sa famille pour faire un tour de 
train. 

Aujourd’hui, c’est jeudi. Houbi le hibou est arrivé pour célébrer l’Halloween avec Zozéfine. On 
a vu quatre corbeaux noirs sur le terrain de jeux. 

Demain ce sera, l’Halloween et le dernier jour d’octobre. Houbi le sage hibou dit : « Le ciel n’est 
pas tombé! »     

Pendant la fin de semaine, ________ est allé au terrain de golf avec sa famille pour jouer au golf. 

Samedi, c’était l’Halloween. Houbi le hibou est allé passer aux portes avec ses amis, Zozéphine, 
Mme Varga et Youpille pour ramasser des bonbons. 

Lundi Zozéfine est allée à une réunion de sorcières. Son ami Houbi le hibou reste ici parce qu’il 
veut faire une promenade avec nous. Houbi a vu un hélicoptère dans le ciel. 

Aujourd’hui, c’est mercredi. Il fait frais et c’est nuageux.  

Hier soir Mme Varga a vu un gros hibou devant sa maison. Aujourd’hui, c’est jeudi. Il fait frais 
encore. 
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Demain on va aller dans la forêt de l’université pour chercher des plantes envahissantes et 
indigènes. 

Vendredi de la semaine dernière, nous sommes allés dans la forêt des peupliers de l’université. 
Nous avons vu des écureuils, des rouges-gorges, un papillon et un cerf. 

Samedi, Houbi le hibou a vu des oies voler dans le ciel. 

Lundi, on a sauté dans un tas de feuilles. Les amis de la première année ont planté des fêves dans 
le jardin.  

Mme Varga est l’étoile de la semaine. Elle nous a montré son carnet de naturaliste. 

Aujourd’hui, c’est jeudi. C’est une journée pluvieuse. Il va y avoir un orage cet après-midi.  

Lulu le chien de thérapie vient nous rendre visite. Les chiens peuvent aider une personne malade, 
une personne âgée, une personne en fauteuil, une personne triste, une personne hospitalisée et 
une personne aveugle.  

________ est l’étoile de la semaine. Il nous a montré ses livres préférés. _________ peut jouer 
du piano.  

Lundi, Houbi était dans le bois. Il a vu 18 oies voler dans le ciel. 

Hier il pleuvait des cordes et il y avait une tempête de vent.  Il y avait une panne d’électricités.  
 
Un arbre est tombé sur le fil électrique. Pauvre Garry est tout nu à cause du vent. 

Demain, ce sera vendredi. Il n’y aura pas d’école. Annie Agneau va jouer dans le champ. 

(Lis les phrases. Utilise la liste de mots et écris le mot qui manque.) 
 

préférés   voler     vent       piano      cordes     électricité 
 
Vendredi, c’était une journée pédagogique. Annie Agneau est allée jouer dans le champ avec ses 
amies, les trois poules. Annie nous dit en chantant : 
«Quand trois poules vont au champ, elles avancent une par une….Quand trois poules vont au 
champ, la première va devant, la seconde suit la première et la troisième va derrière… » 
 
Aujourd’hui, c’est lundi. Nous allons faire une promenade. 
 
Lundi, on a vu des geaies de Stellar, un oiseau brun, deux écureuils gris et un hibou. 
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Aujourd’hui c’est mercredi. Nous avons vu des aigles à tête blanche dans la forêt des peupliers 
devant l’école. 
 
La semaine dernière ________ est allé à la baie ____________ pour faire de la plongée en 
apnée. Il a vu une anguille. 
 
Samedi, ________ est allé à la plage avec sa famille pour faire du surf et nager dans l’océan. 
 
Hier matin ________ a vu neuf (9) oies dans le ciel et ________ en a vu beaucoup aussi. 
 
Il fait soleil mais il fait froid aujourd’hui. La terre était couverte de givre ce matin. 

La semaine dernière, ________ était l’étoile de la semaine. Elle nous a montré son costume 
traditionnel de ________. 

Pendant la fin de semaine________ a fait deux promenades. Elle est allée à la plage et au parc.  

Aujourd’hui c’est le dernier jour de novembre. Demain ce sera décembre. Houbi a trouvé des 
feuilles en forme de cœur. Ce sont les feuilles du peuplier de Virginie. 

Hier Houbi le hibou et Mme Varga ont vu des cygnes trompettes dans la baie __________. Les 
cygnes étaient en train de faire leur migration vers le sud. 

Aujourd’hui, c’est mercredi. Nous avons fait une chasse aux trésors pour chercher des hiboux ce 
matin. On a trouvé des hiboux dans le terrain de jeux, sur la glissoire et près du mur d’escalade. 

La semaine dernière, nous sommes allés à l’université pour voir le Père Noël. C’était une journée 
tellement venteuse. Nous avons vu les vents forts emporter une volée de corneilles. 

________ était l’étoile de la semaine.  Son chien est venu à l’école nous rendre visite. Dimanche, 
il est allé au parc avec sa famille pour jouer au baseball. Il a vu des corneilles et il a entendu les 
corneilles croasser. 

Aujourd’hui, c’est mercredi.  Il vente encore. Le soleil brille mais il y avait beaucoup de pluie ce 
matin. 

Il y a un avertissement de vents forts toute la semaine. Les vents peuvent causer des dommages. 

________ est l’étoile de la semaine. Elle nous a montré une affiche d’oiseaux des jardins de 
l’ouest du Canada. 

C’est janvier 2016 maintenant. Pendant les vacances, il y avait un tremblement de terre.  
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C’est l’hiver maintenant et il fait froid. Beaucoup d’animaux hivernent. 

________ est l’étoile de la semaine. Elle nous a montré son nouveau violon. 

Dimanche________ est allé au parc avec sa famille. Ils ont fait une randonnée pendant deux 
heures. Il a mangé son déjeuner sur les grands rochers. Il a vu un phoque et une otarie. 

Aujourd’hui, c’est mercredi. Il fait froid mais c’est une belle journée ensoleillée. Il n’y a pas de 
tempête de neige! Nous avons notre première leçon d’échecs aujourd’hui.  

C’est l’hiver! Où sont les animaux? Le porc-épic dort dans sa tanière. Le grizzli hiverne dans une 
grotte ou dans un arbre creux. Le renard roux dort dans son terrier.  

Hier on a entendu la sirène des pompiers, puis on a vu les feux clignotants de leur camion. 

________ et ________ ont trouvé une plume d’une mouette. 

  (Lis les phrases. Utilise la liste de mots et écris le mot qui manque.) 

       camion     plume     pompiers     sirène 

Aujourd’hui c’est vendredi. On a eu un exercice d’incendie ce matin. 

Il n’y avait pas d’école lundi parce que c’était une journée pédagogique. Garry a vu trois poules 
arriver une par une aux champs. Elles voulaient faire du ski et boire du chocolat chaud avec leur 
ami le bonhomme de neige. 

Garry se sent content parce que c’est l’hiver et il peut se reposer. 

________ est l'étoile de la semaine. Il fait souvent des randonnées en famille. La semaine 
dernière, il s'est promené dans le parc ________. Il a vu un hibou brun et il a entendu un 
deuxième hibou caché hululer dans la forêt. 

Aujourd'hui c'est vendredi. On a fait une promenade dans la forêt de l’université avec ________. 
On a beaucoup aimé la promenade parce que ________ est tellement intéressant!! 
 
Aujourd’hui, c’est lundi. Il fait froid et le ciel est gris. ________ a trouvé une châtaigne à côté de 
l’école ce matin.  

La semaine dernière, ________ a vu le nid d’un oiseau vers le sentier de l’université. ________ a 
trouvé une plume d’oiseau. Nous avons goûté à des aiguilles de sapin. 



DEVELOPING EARLY LITERACY AND ECO-CONSCIOUSNESS IN FRENCH 
IMMERSION THROUGH DAILY NATURE WALKS 

223

________ est l’étoile de la semaine. Elle aime regarder les étoiles, les constellations et les 
planètes dans le ciel. 

Garry n’est pas content parce que la cime du sapin se penche. On se demande si le sapin se 
penche à cause du lierre qui monte sur son tronc. 

Aujourd’hui, il pleut et c’est nuageux. ________ aime regarder et lire le livre au sujet des traces 
des animaux. 

Lundi on a passé l’après-midi dehors pour faire la récolte des vers. On a séparé nos copains de 
classe de leur fumier. On a du préparer une nouvelle litière pour eux avec du papier journal, du 
sol et des feuilles sèches. 

       (Lis les phrases. Utilise la liste de mots et écris le mot qui manque.) 

fumier        des feuilles sèches        du sol         du papier journal 

Hier, c’était Tou bi-Chevat,  le nouvel an des arbres. Houbi le Hibou,  Garry, Orignal Mignon et 
leurs amis de la forêt ont célébré dans la forêt en mangeant des fruits d’arbres fruitiers. Ils ont 
gouté à des olives, des grenades, des dates, des raisins et des figues. 

Pendant la fin de semaine __________ est allé à Mount Washington avec son papa pour faire du 
ski dans les montagnes. Après il a joué dans la neige. Il se sentait content. 

Aujourd’hui c’est jeudi. Il fait soleil et il fait frais. Savais- tu que l’orignal n’est pas 
un carnivore? 

Lundi ce sera le premier jour de février. 

Aujourd’hui c’est lundi. C’est le premier jour de février. La semaine dernière, nous sommes allés 
au jardin de l’université pour mettre le compost sur un potager. On a goûté à des herbes fines.  

 Aujourd’hui, c’est mercredi. On a vu un policier devant l’école. On a vu cinq corneilles dans le 
chêne de Garry. __________ a vu un raton-laveur ce matin.   

 Hier, c'était le jour de la marmotte. En Ontario, la marmotte Willie a vu son ombre en sortant de 
son terrier ce qui signifie qu’elle prédit encore six semaines d’hiver. 

 La Great Bear Rainforest est maintenant protégée pour longtemps. Cette forêt est une forêt 
pluviale tempérée et c’est l’habitat de l’ours Kermode. 

 Aujourd’hui c’est nuageux et il vente. __________ est l’étoile de la semaine. Elle a fabriqué un 
hérisson avec __________. 
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Aujourd’hui il pleut. Le ciel pleure. Ses larmes tapent sur le toit. 

__________ a trouvé une punaise diabolique à côté de l’école. 

Le raton laveur cherche à l’ordinateur pour une image d’une punaise diabolique. 

__________ est allé au parc avec son papa et sa petite sœur pour prendre l’air frais. Il a vu un 
petit pic. Il a aussi entendu le pic taper sur un arbre. 

__________ est allée dans la forêt avec sa famille pour faire une promenade. Elle a vu un faon 
boire du lait de sa maman. 

Il pleut à boire debout aujourd’hui. __________ a sauté dans les flaques d’eau. On a goûté à des 
gouttes de pluie et on a couru dans la pluie. Quelques amis se sont assis dehors pour la lecture 
silencieuse. 

Aujourd’hui, c’est mercredi. Ce matin il tombait des clous. Maintenant c’est nuageux. On a vu 
des signes du printemps autour de l’école. 

__________ est l’étoile de la semaine. Il est allé dans la jungle de Jurassic Park. Il n’a pas vu de 
dinosaures. 

Dimanche, Mme Varga est allée dans la forêt pour faire une promenade avec Annie Agneau et 
Orignal Mignon. En utilisant ses cinq sens, elle a vu les bourgeons dans les arbres. Ensuite elle a 
entendu des gazouillis des oiseaux. Puis elle a mangé des baies sauvages. Elle se sentait bien 
parce qu’elle aime beaucoup se promener dans la forêt. 

Jeudi, on a joué du tambour et on a chanté avec __________ pour Garry. Garry se sentait si 
content de notre chanson que ses bourgeons ont commencé à pousser.  

__________ est l’étoile de la semaine. Pendant la fin de semaine, elle a marché dans son quartier 
pendant deux heures. Elle a vu un chat et des poules. Elle a vu et elle a senti beaucoup de fleurs. 
Elle a vu et elle a entendu des oiseaux.  Pendant la promenade,  elle a aussi goûté à des herbes 
fines et elle a touché des plantes. 

Lundi, on a marché à l’université pour voir la symphonie. _________ a vu une corneille. 
_________a vu beaucoup de fleurs. _________et plusieurs autres amis ont vu un colibri. 

Aujourd’hui, c’est jeudi. On a vu beaucoup de bourgeons dans le chêne de Garry et des feuilles 
rouges dans un autre arbre. C’est le retour du printemps!! 

Aujourd’hui, c’est le centième jour d’école! On a fait 100 gros pas sur le champ. On a additionné 
70 fleurs, 10 brindilles, 10 trèfles et 10 morceaux de bois.  
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Pendant la fin de semaine, Grand Castor Aplati est allé dans la forêt avec Mme Varga pour faire 
une promenade et explorer avec ses cinq sens. D’abord, il a vu des geais de Stellar. Ensuite, il a 
entendu des corbeaux croasser. Puis, il a mangé son déjeuner et il a bu un peu de limonade avec 
Mme Varga. Finalement, il a touché le tronc du chêne de Garry. Il se sentait heureux parce qu’il 
aime les sorties avec Mme. 

 

     

 

 

 
  

  
 


